








Bu noktada uzmanlaşmak, konusunda başarılı, nitelikli spor gazetecisi istihdam edebilmek için basın 
kuruluşlarının İletişim Fakülteleri ve Spor Meslek Yüksekokulları ya da Spor Bilimleri Fakülteleri ile sıkı 
işbirliği içinde bulunmaları gerekmektedir. Tiraj elde etme, okuyucuyu etki altına alma, yönlendirme amacıyla 
fanatizm düşüncesini ön plana alan yazılar yerine yazılı spor basınının; sporu okuyucularına dostluğu, kardeşliği, 
barışı, sportmenliği, kurallara uygun bir rekabet ortamını özendirici anlatım diliyle yansıtmayı kendine ilke 
edinmesi için mesleki eğitimin sürekliliği ve niteliği önemlidir.   
Özellikle İletişim Fakültelerinin Gazetecilik Bölümlerinin müfredat programlarında mevcut olan uzman 
gazetecilik dersinin spor basını alanında pratik uygulamalara ve teorik içeriğe ağırlık verilmelidir. İleride spor 
gazetecisi olmak isteyen öğrencilerin, tecrübe kazanmaları ve mesleğin inceliklerini yerinde görmeleri için dış 
stajlarını farklı basın kuruluşlarının spor servislerinde yapmaları için fakülteler tarafından destek 
verilmelidir. Düzenlenecek seminerler ve konferanslarla spor dünyasının önde gelen isimleriyle konuya ilgi 
duyan kesimin buluşması yararlı olacaktır. Türkiye Spor Yazarları Derneği de düzenleyeceği mesleki seminer ve 
kurslarla aktif olarak çalışan spor gazetecilerinin eğitim anlamındaki eksikliklerinin giderilmesi ve ortaya çıkan 
teknolojik yeniliklerin zamanında tatbik edilmesi için öncü olmalıdır.     
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ABSTRACT 
Victims of stalking often suffer from severe psychological effects (anxiety, depression, trauma symptoms) in the 
form of intense reactions that are expected due to an abnormal and continuously intrusive behavior (Meloy, 
1998). The life of those who go through this experience, or other forms of harassment or persecutions, changes 
(life disruptions): victims may change or quit their job, give up on friends and family, resort to psychological 
counseling or feel constantly worried about their own safety (Aramini, 2002). The Dioxologia (diòxis = 
persecution, lògos = speech) (Ege, 2010) is an innovative theoretical framework through which it is possible to 
search for a behavioral regularity in order to understand the persecutory conducts; it is responsible for the 
definition of all those phenomena that, even if individually analyzable, have a common epidemiological origin: 
the persecution. 
Being able to recognize and distinguish the different forms of harassment and persecution would allow a greater 
possibility to educate, prevent and fight such phenomena starting from the young age.  
Dealing with gender issues in training and social context or for the psychosocial intervention, would also help 
the victims, often abandoned by the authorities due to a slow bureaucracy, which is clogged by cases of so-called 
exploitation. 
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INTRODUCTION 
Harald Ege, psychologist specializing in Psychology of Work and Organization, starts talking in 2010 about 
"Dioxologia" (diòxis = persecution, lògos = speech) or the "Science of Harassment and Persecution", a branch of 
psychology that would deal with all forms of persecution. 
Ege begins his work talking about “mobbing” (bullying at work) as the persecution in the workplace and 
expands his theory to include all the possible variants of mobbing, and not only that. He inserts, in fact, within 
this new branch all the existing forms of persecution: from bullying at schools to hazing in the military, from 
xenophobia to political persecution, to the "persecution without the persecutor". 
Analyzing the italian etymology, to persecute (“perseguire”) and to follow (“seguire”) could apparently be 
similar and have the same etymological root. Actually “to follow” comes from the root “sek” (follow mentally) 
and also requires the will of an exchange between those who follow and those who want to be followed. 
To persecute derives from the Latin “persequi” by that means chasing. The persecution then underlies the 
behavior (such as the physically chasing), which aims to disturb the victim. These unwanted behaviors and 
deemed troublesome to those who suffer. 
In addition, it should be considered that those pursuing can also create ad hoc situations always directed to the 
same people and this can define its discriminatory nature. 
Persecution is therefore a conflictual situation, characterized by systematic hostile actions directed towards a 
person (or a group of people) not consumed in the same day, but that persists over time. Moreover, every form of 
persecution comes from a conflict or a hostile action; to persecute means pursuing someone intentionally and 
this would exclude a conflict consumed randomly (Ege, 2010). 
 
DIOXOLOGIA: THE THEORY 
The dioxological theory identifies individual parameters that can be recognized by a situation of persecution and 
define its type; specifically the parameters proposed by Ege are 7: 
1. The setting is important to identify the type of persecution and distinguish it from other forms. For example if 
the setting is the school you can talk about bullying at school, but in case of stalking the problem begins in the 
victim’s private life. 
2. The frequency indicates the number of actions committed by the aggressor in a given period of time, 
highlighting the systematic nature and intentionality. 
3. The duration is closely linked to frequency. It is not always possible to know exactly how long the aggressor 
performs acts of persecution, but Ege is critical that persecution does not grow out as a reaction to a just suffered 
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provocation (instinctive) and that it is instead a life motive of the persecutor which plans, day by day, harassing 
actions. Furthermore, to establish the cut off of the duration, Ege refers to the difference between chronic or 
acute pathology present in the manuals for the diagnostic criteria (in particular refers to the DSM IV-TR). 
4. The types of actions against the victim. Ege refers in particular to the five categories of violent actions 
theorized by Wieners & Hellbernd (2000): physical violence, psychological violence, sexual violence, economic 
violence and social violence.  
 
Table 1: the categories of violent actions theorized by Wieners & Hellbernd (2000) [look at: Ege, 2005, p. 123] 

 
Physical violence Actions involving violent physical contact: beatings, use of weapons or dangerous 

objects, strangulation, physical constraints, various types of aggression even with 
fatal consequences for the victim. 

Psychological violence Violent acts aimed at creating intense negative feelings such as anxiety or panic: 
threats of violence to the person or to his/her children, insults, humiliations, 
behaviors or speeches aimed at arousing feelings of guilt, constraints and 
limitations of the basic necessities. 

Sexual violence Violence or sexual content purposes: sexual harassment, rape, induction and 
exploitation of prostitution. 

Economic violence Violent acts that aim to hinder the access to economic resources: a prohibition or 
obligation to work, deprivation of opportunity to build economic independence. 

Social violence Violence that target social acts of the victim: attempts (usually by men) to socially 
isolate the victims (usually women) through the imposition of prohibitions or forms 
of control, prohibition to have contact with family members, friends, colleagues, 
etc. 

 
Through this continuing violence, the victim perceives the aggressor omnipresence feeling helpless and 
vulnerable; this determines a load of unsustainable stress, which transforms any hostile action in a real trauma. 
5. The gap between the antagonists shows a clear distinction between the actor and his victim because who 
suffers is always in disadvantage. This results in the loss of their mental and physical balance, benefiting the 
aggressor’s position. A key role in this gap is played by the family and social life of the victim, as well as by the 
help of which this has. Often the effects that can cause harassing actions on the victims or the narratives that this 
does, is minimized by external parties to each other: the victim is not believed, rather they cast doubt on his 
words and this involves further psychophysical difficulties on the victim. If at discrediting the victim they are the 
institutions or the police is called "secondary victimization" defined as "a condition of further suffering and 
outrage experienced by the victim in relation to an attitude of insufficient attention, or negligence on the part of 
formal control agencies at the stage of their activity and manifests itself in more negative psychological 
consequences for the victim suffers "(Rossi, 2005); "It stems from attitudes of the judicial authorities of denial 
towards the victim in a lack of support provided, as well in a condition of blame and / or alienation" (Williams, 
1984). 
6. The trend in stages underlines the dynamics of the conflict that follows well-defined escalation: the birth of 
the conflict - persecutory actions and reactions of victims - psychophysical consequences for the latter. Already 
in 1980 Glasl had theorized the escalation of the conflict in the model which shows how this worse as you go 
forward in time, coming to change the nature of the conflict itself. 
7. The persecutory intent determines the objective due to a motivational below by the aggressor. 
 
All the 7 parameters are contained in the definition that Ege (2010) gives to the persecution, "with the word 
persecution it is possible to refer to a conflict situation characterized by hostile action or systematic 
consequences resulting from hostile actions, which are not consumed in the same day, but persist over time and 
which consist of a physical tracking, repeated harassing actions and / or discriminating situations. The victim is 
in a constant inferiority position. It is a dynamic process that is implemented intentionally". 
Analyzed closely the parameters that define persecution it is important now to move on to define the types of 
persecution identified by the dioxologia, or rather the various branches in which it is divided. Ege (2010) 
identifies four. 
The private dioxologia studies the persecution that could take place in the daily private life of the victim. This 
branch of dioxologia includes for example stalking and mobbing. 
Social dioxologia, or the science of mass persecution, is characterized by "mega" size of the phenomenon of 
persecution; what changes is, in fact, the amount of people involved: often a group with certain characteristics, 
held responsible for a general malaise or a crisis, is seen as "different". Fall into this branch racism, xenophobia, 
religious persecution, etc. 
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The third branch of dioxologia identified by Ege is the community dioxologia or persecution in cohexistence. 
The peculiarity of this branch is the possibility of choice because, apart from exceptional cases, it is the 
prerogative of every man to choose the person or people you live with. The main stage is the family, but within 
this branch there are also forms of persecution such as bullying at school. 
Finally, Ege identifies a fourth branch relative to the persecutions that calls internal dioxologia, also called the 
“persecution without the persecutor”. It explains how, beyond the real victims and that persons in bad faith 
attempting to profit from an alleged persecution, sometimes there are patients who need help without presenting 
objective evidence in their favor that they witness the suffered aggressions. They are overly sensitive subjects or 
victims of their phobias, emphasizing certain situations perceived as hostile, in good faith believe to be victims 
of persecution. 
Here below is a summary of the four main areas of dioxologia; for a more complete discussion reference is made 
to the texts of Ege (2005, 2010). 
 

DIOXOLOGIA 
PRIVATE SOCIAL COMMUNITY INTERNAL 

MOBBING RACISM BULLYING AT 
SCHOOL VICTIMHOOD 

STRAINING RELIGIOUS 
DISCRIMINATION HAZING GELOTOPHOBIA 

HARASSMENT VIOLENCE IN 
STADIUMS 

PSYCHOLOGICAL 
VIOLENCE 

PERSECUTION 
COMPLEX 

STALKING TERRORISM SEXUAL VIOLENCE  
 NATIONALISM SOCIAL VIOLENCE  

 POLITICS 
PERSECUTION 

ECONOMIC 
VIOLENCE  

 MEDIATIC 
PERSECUTION 

PHYSICAL 
VIOLENCE  

 
We can consider harassment as the building blocks of the persecution; these are injurious behaviors, for sexual 
purposes or otherwise, carried out by one or more offenders against a victim who expressed dissent or rejection 
of such behavior: what is important for the assessment is the identification of the persecutory component, 
beyond the kind of harassment, distinguishing it from occasional or situational action. 
The scheme proposes a summary of the types of harassment that can be implemented by the aggressor in order to 
achieve his goal. 
 

 
PSYCHOLOGICAL 

HARASSMENT 
PHYSICAL 

HARASSMENT SEXUAL VIOLENCE 

Aggressor’s behaviour Amused, Rude Rude, Aggressive Aggressive, Violent 

Way of acting Verbal and non-verbal 
communication 

Non-sexual physical 
contact Sexual physical contact 

Types of actions 
Jokes, insinuations, words 

and vulgar gestures, 
exhibitionism 

Touch physical parts, 
even if non-sexual Rape, insults and threats 

Consequences on the 
victim 

Bother, disgust, 
exasperation  Disgust, emotional shock Trauma and/or post 

traumatic stress disorder 

Aggressor purpose Indirect sexual 
satisfaction 

Indirect or direct sexual 
satisfaction 

Physical sexual 
intercourse 

 
THE ANALISYS OF STALKING ACCORDING TO THE DIOXOLOGIA 
Stalking can be defined as "a constellation of troubling behaviors, intrusive and persecutors, with relational 
purposes and discriminating, that are repeated over time with different frequencies and intensities, causing the 
victim to receive such intrusions as a traumatic experience; arousing feelings of fear, alert and distress" 
(Mangiapane, 2011). 
The stalker can implement his persecution driven by positive feelings, his goal is to find (or rediscover) the 
attention of the victim, with which he is in love or obsessed. Usually the action moves in this circumstance, are 
apparently pleasing actions, such as sending a letter or flowers, but because the victim preceives these as 
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unwanted gifts, it should be considered as troublesome. In addition, it is said that the categorical rejection of 
these gifts is perceived by the aggressor, therefore the persecution increases in intensity or, worse, the positive 
feelings become negative. 
If moved by a negative interest, the stalker usually harbors feelings of revenge that can lead to threats, damage 
and often violence. 
 
 
Harald Ege essentially identifies three types of stalking: 
1. The first is the emotional stalking, the most popular, generally characterized by a previous emotional 
relationship interruption or at a desired approach from the persecutor, but not by the victim (ex-partners, 
neighbors, ex-friends, etc.). Emotional stalker is not usually able to accept rejection of his victim, and he is 
convinced of being able to change their minds. 
2. The star stalking describes the persecution perpetrated against people who enjoy a certain visibility by 
fanatical supporters or envious. 
3. Finally, what Ege defines employment stalking "a form in which the actual persecutory activities you exercise 
in the privacy of the victim, but whose motivation comes instead from the work environment, where the stalker 
realized, now or desired a situation of conflict, persecution or harassment "(Ege, 2005, p. 109). This type of 
persecution might look like bullying, but the harassing actions do not take place only in the employment context 
and moving instead in the privacy of the victim. 
Mangiapane and Compagno (2013) extend the Ege’s vision adding a fourth category: the passionate stalking. 
Since the persecution to (re)search a love affairs are the most widespread, it seemed appropriate to give to ‘love’ 
a separate category from the others. It was therefore decided to split the persecution that can take place between 
neighbors or between a patient and a clinician (remained in category "emotional stalking") with the persecution 
that can take place between partners or ex-partners. The motivation linked to a loving relationship can bring 
forth, in fact, more violent behavior linked to the experience of the aggressor rejection. 
Mangiapane (2012), regarding the analysis of a case of stalking, uses a metaphor speaking of three monitors: he 
believes it is crucial to pay attention to the aggressor (first monitor) and his actions through criminology and 
dioxologia, but it is also essential to analyze the actions of the victim (the second monitor) and the relationship 
in the dyad (third monitor), hypotheses, the latter, already considered by Caretti and Craparo (2011). 
The dioxological perspective undertaken by Ege and reviewed by Mangiapane, provides a dual approach to the 
analysis of the traumatic experience of stalking: the descriptive approach and the psychodynamic approach. For 
the psychodynamic approach, please refer to the Cupach studies & Spitzberg (2011), Meloy (1996, 1997, 1998, 
1999, 2001), Galeazzi & Curci (2001), Caretti, Craparo & Schimmenti (2012). 
As mentioned above, the analysis of the victim is just as important: the first studies on victimology, began with 
B. Mendelsohn in 1937, the victim of the crime was perceived as passive, but when it was noted that some 
people had the "responsibility" for their own victimization (eg. they had caused the assailant) the "focus" of 
investigation has moved, including all actors in the criminal scene (Zucchini, 2011). 
Often, it is the victim who facilitates the persecution. It is not uncommon for victims of abuse and violence, fail 
to turn away the partners, the author of these behaviors, and they often turn away one and then they cast 
themselves in an even more complicated relationship than the last. 
Sparks (1982) has shown how a person could contribute to their victimization: 
• PRECIPITATION: the behavior of the victim may precipitate the event (for example, by physical or verbal 
provocation); 
• FACILITATION: the victim, consciously or unconsciously, is located in hazardous environments (eg, a person 
crossing at night a particularly seedy part of the city); 
• VULNERABILITY: the victim is at risk for a particular behavior or social position (for example, a person who 
is mobbed at work as an employee is not acceptable); 
• OPPORTUNITIES: the victim is in possession of something that could attract the interest of the criminal and is 
an easy target (for example, an older person who travels alone to pick up the board); 
• ATTRACTIVENESS: the victim is in possession of something that could attract the interest of the criminal 
(for example, a jewelry representative). 
Victimology in this sense has a dual function: that of reparative, to reduce the effects of physical and 
psychological damage caused by the study on the effects on the victim found in both the short and the long term, 
and that preventive, with the aim of groped to reduce the number of victims and the contextual circumstances in 
which it is more likely to be victimized (Gulotta, 1976). 
For Mangiapane stalking can be "explained" through a reporting of events from an external vantage point (the 
clinician evaluate the experience of the victim and places compared to the parameters), but must also be 
"understood" the perception of personal significance since the event (as we have seen is in fact the victim who 
defines the type of crime of stalking). 
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It is important to understand that give weight to the experience of the victim and to her responsability in this 
situation does not mean to discredit and justify the actions of the aggressor, but this is important to help the 
victim to understand what happened and to reflect on herself, making it aware of what could arouse some 
interest and some attention from his persecutor. 
The descriptive approach builds on those which are the seven parameters listed by Ege for the detection of a 
persecution. 
Having already discussed the general parameters, we now analyze specifically those necessary for the existence 
of stalking. 
 
THE SEVEN PARAMETERS OF THE STALKING 

PARAMETERS REQUIREMENTS 

SETTING Persecution in private life. Mainly the stalker moves near the home of the victim, an 
ideal place from which he can track her down, but not only that. The house is, in 
fact, the symbol of intimacy of a person and that's where the stalker wants to come 
in and settle down (Ege, 2005). 

FREQUENCY The harassing actions must occur at least weekly. Jurisprudence and psychology 
have different approaches (just think about the American Stalking Law in which 
only two harassing actions are sufficient to define the stalking): in psychology the 
difference between the single or sporadic harassing action and the systematic nature 
of the persecution is crucial to understanding the different levels of psychological 
pressure experienced by the victim. See also the results of Voß’s studies (2004). 

DURATION The conflict must be going on for at least three months. But there may well be 
“extreme” stalking cases; Mangiapane (2010a) then finds it useful to differentiate 
also in this case a shorter time parameter, that is a month, so that we can talk about 
Quick Stalking: “We can talk about Quick Stalking before 3 months when the 
person suffers at least one persecutory action capable to destabilize and undermine 
the quality of life of the victim”. 

TYPE OF ACTIONS The sustained actions must come from at least one of the five categories of violent 
actions (physical, sexual, psychological, economic and social). If we analyze more 
specifically the behaviors that an aggressor can implement in working persecution, it 
appears very fruitful the analysis performed by Cupach and Spitzberg (2004, Italian 
translation by Caretti and Craparo, 2011, p. 96-109) which traced 8 tactic events of 
stalking and relational harassment: hyper-intimacy, mediated contacts, interactive 
improper contacts, surveillance, intrusion, harassment and intimidation, coercion 
and threats, aggression and violence. 

GAP BETWEEN THE 
ANTAGONISTS 

The victims are always in an inferior position; they do not have the ability to defend 
themselves properly because the stalker has the advantage of being able to "hit" 
anywhere, anytime. As stated previously, in the long run this situation can lead 
victims to some psychophysical consequences: stress for a troublesome situation and 
for a feeling of intrusion can be transformed into real anxiety and fear for the safety. 

TREND IN STAGES 
 
 
 
 
 
 
 

 

Schematically, the story has reached at least the second phase of Ege’s method: a 
conflict would be at the origin of criminal activity; the refusal of the victim, his/her 
inaccessibility or the inability to strike him/her effectively make the stalker 
frustrated. He perceives a personal defeat, a wrong from which must redeem. Often 
there is a distortion of reality and the aggressor is perceived as the real victim of the 
situation (which leads him to further justify his desire for revenge). That's why the 
aggressor goes from the intentions to the persecutory and continuative actions 
(stalking); The third stage sees the arrival of the psycho-physical consequences for 
the victim which begins to accuse the blow suffering from insomnia, anxiety, 
irritability, but also the collapse of self-esteem and social withdrawal. In this regard, 
Freud (1915-1917) believed that "any experience that inspires a painful situation - 
such as fear, anxiety, shame or physical pain - can act as a trauma", and defined the 
trauma: "events can provoking a psychic excitement that overcomes the subject's 
ability to support it or process it"; the last step is the final confrontation that can 
lead to a complaint and to request for help or it can have adverse outcomes. 

PERSECUTORY 
INTENT 

The stalker may have an affective purpose, such as to resume a relationship or to get 
attention, or a destructive purpose, such as a desire to punish the victim for a 
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something she made that caused him sufference. It is usually not difficult to identify 
the intent of persecution because in most cases the stalker does not even realize to 
be author of harassment and persecution and openly declares his purpose in 
messages or calls addressed to the victim. 

 
 
 
 
CONCLUSIONS 
Stalking is a very complex phenomenon, in which come into play situational and relational factors. It is a child 
of "zeitgeist" of Western society, where more and more women take the field and buy power at the expense of 
man which, however, feels private of their "manhood" and fails to adequately tolerate frustration and separation 
(we conventionally refers to the male aggressors at the expense of female victims, but should not go forgotten 
cases of woman stalker who see as victims a male partner, or those stalking cases that have nothing to do with 
relations between partners or ex-partners). 
Although not in itself a disease, stalking is not considered as a "normal" phenomenon; Freud believed, in fact, 
that normality was "the ability to love and to work" and the studies conducted, as well as from the very essence 
of the phenomenon, it is quite clear that these actions, or rather this persecution, denoting a noticeable lack of the 
capacity to love. "The term itself, therefore, is not specifically medical, while physicians may be its implications: 
upstream there may be some mental disease or disorder of the aggressor, as well as the victim may ensue a 
pathological impairment of his mental and physical balance" (Ege, 2005, p. 102). 
The definition of stalking is difficult because the phenomenon describes a complex behavioral constellation, 
which encloses motivations of various kinds, in which may also fall nature of psychopathological conditions. It 
is therefore a group of trans-nosographical behavior, a series of activities that initially are socially accepted and 
considered normal, but that in the long run, because of their pervasiveness, consistency and persistence over 
time, can cause psychological effects on the recipient and the risk of associated violence; which is why this 
phenomenon has acquired in recent years dignity of clinical focus of attention besides of the legal one. 
The slow bureaucracy and the Italians laws, sometimes ineffective, make it difficult to protect the victims, who 
are subject not only to the harassment of their persecutors, but also suffer due to the same slowness of the Italian 
legal system. 
The prison sentences and precautionary measures are often insufficient to prevent violent crimes, because in 
most cases they are only applyed in particularly serious cases, having compelling evidence, and do not, 
therefore, a limit to the continuous reiteration of persecutory behavior. 
Punitive measures, provided for the crime of stalking by the Italian law, are intended to combat gender violence, 
to prevent disastrous consequences and to protect the victims. This is what is apparent in Article 612bis of the 
Penal Code of 2009, subsequently integrated by the Law of October 15, 2013, n.119. The penalties are tightened, 
you can request the court to impose an urgent injunction,	
  prohibiting the suspect 's presence in the family home 
and to get closer to places usually frequented by the victim, but all this do not seem to be enough to stem the 
persecutors behavior. Although there are many women that are able to avoid the tragedy of the story, 
unfortunately many of them are equally pervaded by a sense of loneliness and emptiness due to the 
ineffectiveness of aid served. 
In this regard, it is necessary to intervene and focus the attention on the importance of prevention and education 
of the entire community, but also to all professionals working in this area and not only. 
In fact, to accommodate the victims in the initial moment are rarely experts in the field, since on several 
occasions to hear the outburst, the frailties, the fears and the concerns of victims, there are teachers, paramedics, 
police organs etc... The poor training, information and knowledge of the persecutors phenomena, and in the 
specific case of stalking, may determine an inadequacy in providing help, running the risk that some situations 
are diminished, minimized, ridiculed or ignored, creating an uncomfortable yet more insistent that, in the long 
run, it would be more distressing and disturbing for the victim, leaving free in the meantime the persecutor in his 
actions. 
On the other hand, it is useful to do prevention, a depth training to study and know this social phenomenon of 
stalking that nowadays it is growing between young and old. We must not only intervene when the situation is so 
serious as to be unrecoverable, but it is important to create preventive measures to enable an immediate and early 
recognition of the victims, but also the possible stalker. With the prevention is intercepted the risk that stalking 
has fertile ground to be acted. 
Every professional must be able to recognize and identify the characteristic of a persecutor behaviors, so that 
they can be stopped since the beginning. 
For these considerations, think about an integrated approach between the different professions it seems the most 
suitable solution. It is useful an obligatory training that encourages networking between the various services 
offered on the Italian territory. Taking an example, healthcare professionals should be able to help the victims 
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who arrive at the hospital, recognizing who is actually at risk and providing an intervention that is in line with 
the discomfort and showed that is not limited only to an alert at the police, but which is capable of providing first 
assistance showing an empathetic listening devoid of ratings, which guarantees confidentiality and enabling 
connection to other help services. 
Doctors, psychologists, social workers, law enforcement have to work together to accommodate at every stage, 
from the beginning to the end, the victims who decide to report, to which must be guaranteed protection during 
the entire journey taking that a victim of stalking does not receive necessarily and solely physical violence but, 
as has been explained earlier, there are multiple areas, therefore psychological, social, cultural, economic and 
relational. Working in synergy is necessary not only for the victims but for the whole community, in fact, by 
integrating services and healthcare scope interventions, social, educational, psychological, legal, may be easier to 
stop this phenomenon and combat the different faces of a condition that is likely to become more and more 
dramatic. 
Unfortunately there are still too many victims and murders already foretold by persecutory actions and there are 
still too many cases in which real victims are not adequately supported by the police or justice. Also, there are 
numerous cases in which current laws, specifically anti-stalking ones, are exploited by individuals in bad faith 
trying to make a profit. Consider, for example, the people who separate from their partners seeking to gain 
advantage through false complaints of harassment and/or stalking. Justice is so overloaded by these cases 
clogging the bureaucracy and preventing to put the right attention on those who, indeed, are real victims of 
persecution.	
  
It would also be useful to create educational plans for prevention and information to disseminate in the 
community since the school years.  
A good understanding of the phenomenon, in fact, among youngs and adults could reduce the possible cases of 
stalking: to know how to recognize the persecution, to know how to behave and who to contact in the event that 
persecutory conducts are perpetrated, would reduce the unpleasant consequences that this phenomenon brings 
with it, by limiting the number of possible victims and, consequently, the number of cases in which the stalking 
terminate by a murder.	
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ABSTRACT 
In developing countries such as Turkey with their proportionally younger population, problems of meeting the 
demand towards higher education are gaining importance. In meeting the demand for higher education in 
Turkey, Anadolu University (AU), Open Education Faculty (OEF) has an important place in the country with its 
open and distance learning opportunities. This system with 105 offices in 81 provinces of Turkey is carrying an 
important service for more than 33 years to higher education and hence to open and distance education in 
Turkey. Distance education students living in all geographic areas are generally belong to the poorer layers of 
society, with a wide age range, high motivation and with different educational backgrounds. In this study, while 
assessing the demand towards to (OEF) in 2012, 2013 and 2014, we used, k-means cluster analysis technique 
which is one of the multivariate statistical techniques; first on the basis of office, then on the provincial basis. As 
the result of our analysis done with the data set we used, especially we faced that Istanbul Aksaray and Istanbul 
Bahçelievler offices are providing services for the biggest mass of students. In provincial basis, Istanbul, Ankara 
and Izmir were found to be in a special positions. These provinces were followed by Antalya and Bursa. When 
provinces with single office were evaluated separately; Eskisehir, Gaziantep and Samsun were found to be 
serving for the demand towards the open education system in a single cluster. 
 

1. INTRODUCTION 
One of the problems of higher education in Turkey is the size of it (Lewis & Dündar, 1999; Erk, 1989; Maxwell, 
1987). It is clear that, Anadolu University Open Education Faculty is playing the most important role in meeting 
the demand for higher education demand in Turkey.  
 
Since 1982, Anadolu University (AU) Open Education Faculty (OEF) offers open and distance education to a 
large audience. When we discussed the situation with the number of faculties providing education with OEF 
system, in the 2014-2015 Academic Year by December 2014, including 602 520's women and 763 424 men in 
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total with 1,365,944 students, education were continuing. Additionally, with the number of students, AU is 
located among the mega-universities in the world and through open and distance facilities, is offering 
educational opportunities to many young people, across the country both in the cities and in the countryside 
which are not able to benefit from formal education. 
 
Can (2004) has stated that the students of OEF taking benefit of distance education, are generally belonging to 
the lower strata of the society. They have broad geographic and age distribution and they all possess high 
degrees of motivations and different educational backgrounds (Can, 2004).  
 

2. THE VARIABLES IN OUR ANALYSIS 
1. New Enrollments (X1): The number of students enrolled in the open education system for the first 

time. 
2. Additional Placements (X2): The number of students enrolled the new departments, the quota stuffed 

departments or even though the quota is full, the departments which are vacancies because of no certain 
enrollment.  

3. Vertical Transitions (X3): The number of students that makes vertical transition according to the field 
of undergraduate graduation who are owning the possibility of direct enrollment. 

4. Degree Completions (X4): The number of students which received only an undergraduate degree from 
the four-year colleges or high schools, and enroll to the fifth semester to complete a faculty education 
without an examination. 

5. The Second University Enrollments (X5): The number of students which enrolls the undergraduate 
and graduate programs in the Open Education system as a second university without any examination.  

6. Renewal of Enrollments (X6): The number of students which are continuing the education in the Open 
Education system and making enrollment for a new year.  

 
3. THE ANALYSIS AND FINDINGS 

It is important to determine and analyze the structure of population in this type of statistical research. After 
collecting all of the data related to the population, generally researchers chose the common methods such as 
calculating the arithmetic means and standard error of the data set. However, they face with another important 
issue in the beginning of their analysis, as whether the distribution of the population is homogeneous or not. 
Having a prior knowledge in terms of heterogeneity of the population, may shed light on the various different 
studies which will be conducted thereafter. In particular, when the correct selection and implementation of the 
sampling method is concerned, the homogeneous or heterogeneous structure of the population is of great 
importance. In this paper, by considering the importance of model selection in study, we have examined the 
heterogeneity of the population structure of the students demand by provinces, to Anadolu University Open 
Education System, by using k-means cluster analysis. 
 
In our study, non-hierarchical k-means cluster analysis, which are among the multivariate statistical analysis 
techniques, were used. Cluster analysis is an objective method developed to evaluate the structural features of 
the observations (Kalaycı, 2008). While the members of a cluster present similarity among each other, they don’t 
resemble the members of the other cluster (Nakip, 2006).  
 

3.1. k-Means Technique 
Mac Quenn used the term of the k-means technique in order to define the algorithm that can divide each element 
with close values into clusters. This technique follows the following steps: 

1. It divides the units into k clusters. 
2. It is continued by gathering the units under the closest cluster in terms of the value. The distance is 

generally determined by using the “Euclidean distance.” Then, the new value of the cluster is found by 
calculating the units. Thereafter, the new value of the cluster is found by calculating the mean value for 
the units.  

3. Step 2 is repeated until there are no more allocations left (Norusis, 1993; Atamer, 1992).  
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Table 1. Clustering of offices for 2012, 2013, and 2014 (n=106) 

Year Cluster (Number of 
Cases in Each Cluster) 

OEF Offices (Total Offices Number = 106) 

20
12

 

1. Cluster (2) İstanbul (Aksaray), İstanbul (Bahçelievler) 

2. Cluster  (4) Ankara (Anıttepe), İst. (Kartal), İst. (Ümraniye), İzmir (Karşıyaka) 

3. Cluster   (4) Antalya (Falez), Ank. (Cebeci), İst. (Beşiktaş), İzmir (Bornova) 

4. Cluster  (7) Ank. (Aydınlıkevler), Bursa (Nilüfer), Eskişehir, Gaziantep, Kocaeli (İzmit), Konya 
(Meram), Mersin (Yenişehir) 

5. Cluster   (19) Adana (Toros), Adana (Seyhan), Aydın, Balıkesir, Bursa (Osmangazi), Diyarbakır 
(Dicle), Denizli, Hatay, İst. (Kadıköy), İst. (Avcılar), Kayseri (Kocasinan), Malatya, 
Manisa, Muğla, Sakarya, Samsun, Şanlıurfa, Tekirdağ, Trabzon 

6. Cluster  (25) Adıyaman, Afyon, Ank. (Sincan), Antalya (Mevlana), Batman, Çanakkale, Çorum, 
Edirne, Elazığ, Erzurum, Giresun, Isparta, İst. (Mecidiyeköy), Kahramanmaraş, 
Kocaeli (Gebze), Kütahya, Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Uşak, Van, 
Zonguldak 

7. Cluster  (45) Ağrı, Aksaray, Amasya, Ardahan, Artvin, Bartın, Bayburt, Bilecik, Bingöl, Bitlis, 
Bolu, Burdur, Çankırı, Diyarbakır (Kayapınar), Düzce, Erzincan, Gümüşhane, 
Hakkâri, Iğdır, İst. (Ataköy), İst. (Beylikdüzü), İst. (Fatih), İzmir (Basmane), KKTC, 
Karabük, Karaman, Kars, Kastamonu, Kayseri (Erciyes), Keşan, Kırıkkale, Kırklareli, 
Kırşehir, Kilis, Konya (Selçuklu), Mersin (Akdeniz), Muş, Nevşehir, Niğde, Siirt, 
Sinop, Şırnak, Tunceli, Yalova, Yozgat 

 

Year Cluster (Number of 
Cases in Each Cluster) 

OEF Offices (Total Offices Number = 106) 

20
13

 

1. Cluster  (2) İstanbul (Aksaray), İstanbul (Bahçelievler) 

2. Cluster   (4) Ankara (Anıttepe), İst. (Kartal), İst. (Ümraniye), İzmir (Konak) 

3. Cluster  (4) Antalya (Falez), Ank. (Cebeci), İst. (Beşiktaş), İzmir (Bornova) 

4. Cluster  (10) Adana (Toros), Ank. (Aydınlıkevler), Bursa (Nilüfer), Kocaeli (İzmit), Konya 
(Meram), Mersin (Yenişehir), İst. (Avcılar), Eskişehir, Gaziantep, Samsun 

5. Cluster  (19) Adana (Seyhan), Ank. (Sincan), Aydın, Balıkesir, Bursa (Osmangazi), Denizli, 
Diyarbakır (Dicle), Hatay, İst. (Kadıköy), İst. (Mecidiyeköy), Kayseri (Kocasinan), 
Kahramanmaraş, Malatya, Manisa, Muğla, Sakarya, Şanlıurfa, Tekirdağ, Trabzon 

6. Cluster   (22) Adıyaman, Afyon, Antalya (Mevlana), Batman, Çanakkale, Çorum, Edirne, Elazığ, 
Erzurum, Giresun, Isparta, Kocaeli (Gebze), Kütahya, Mardin, Ordu, Osmaniye, 
Rize, Sivas, Tokat, Uşak, Van, Zonguldak 

7. Cluster  (45) Ağrı, Aksaray, Amasya, Ardahan, Artvin, Bartın, Bayburt, Bilecik, Bingöl, Bitlis, 
Bolu, Burdur, Çankırı, Diyarbakır (Kayapınar), Düzce, Erzincan, Gümüşhane, 
Hakkâri, Iğdır, İst. (Ataköy), İst. (Beylikdüzü), İst. (Fatih), İzmir (Basmane), 
KKTC, Karabük, Karaman, Kars, Kastamonu, Kayseri (Erciyes), Keşan, Kırıkkale, 
Kırklareli, Kırşehir, Kilis, Konya (Selçuklu), Mersin (Akdeniz), Muş, Nevşehir, 
Niğde, Siirt, Sinop, Şırnak, Tunceli, Yalova, Yozgat 
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Year Cluster (Number of 
Cases in Each Cluster) 

 OEF Offices (Total Offices Number = 106) 
20

14
 

1. Cluster (2) İstanbul (Aksaray), İstanbul (Bahçelievler) 

2. Cluster (4) Ankara (Anıttepe), İst. (Kartal), İst. (Ümraniye), İzmir (Konak) 

3. Cluster (4) Antalya (Falez), Ank. (Cebeci), İst. (Beşiktaş), İzmir (Bornova) 

4. Cluster (11) Adana (Toros), Ank. (Aydınlıkevler), Bursa (Nilüfer), Bursa (Osmangazi), 
Eskişehir, Gaziantep, İst. (Avcılar), Kocaeli (İzmit), Konya (Meram), Mersin 
(Yenişehir), Samsun 

5. Cluster (18) Adana (Seyhan), Ank. (Sincan), Aydın, Balıkesir, Denizli, Diyarbakır (Dicle), 
Hatay, İst. (Kadıköy), İst. (Mecidiyeköy), Kayseri (Kocasinan), Kahramanmaraş, 
Malatya, Manisa, Muğla, Sakarya, Şanlıurfa, Tekirdağ, Trabzon 

6. Cluster (25) Adıyaman, Afyon, Antalya (Mevlana), Batman, Çanakkale, Çorum, Diyarbakır 
(Kayapınar), Edirne, Elazığ, Erzurum, Giresun, Isparta, İst. (Ataköy), İst. (Fatih), 
Kocaeli (Gebze), Kütahya, Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Uşak, Van, 
Zonguldak 

7. Cluster (42) Ağrı, Aksaray, Amasya, Ardahan, Artvin, Bartın, Bayburt, Bilecik, Bingöl, Bitlis, 
Bolu, Burdur, Çankırı, Düzce, Erzincan, Gümüşhane, Hakkâri, Iğdır, İst. 
(Beylikdüzü), İzmir (Basmane), KKTC, Karabük, Karaman, Kars, Kastamonu, 
Kayseri (Erciyes), Keşan, Kırıkkale, Kırklareli, Kırşehir, Kilis, Konya (Selçuklu), 
Mersin (Akdeniz), Muş, Nevşehir, Niğde, Siirt, Sinop, Şırnak, Tunceli, Yalova, 
Yozgat 

 
Considering 2012, 2013 and 2014 years, Bahçelievler and Aksaray offices in İstanbul have the highest student 
demand, so they are most responsive to student demand. In Cluster2, offices where most of the students' demand 
are Anıttepe (in Ankara), Kartal and Ümraniye (in İstanbul) and Konak (in İzmir). Cluster with the least student 
demand is Cluster7. In all three years, clusters were ranked in order of largest to smallest: largest-1, smallest-7. 
So far, the analysis has been made considering the offices. After that, the analysis will be done according to the 
provinces. For 2014 it was analyzed in 81 provinces (n=81) and the appropriate cluster number, k, is calculated 
as follows. 
 

k=(n/2)1/2=6,36 
 
k is taken as 6 or 7 according to the formula. The result of this calculation Ankara, İstanbul and İzmir have 
formed a cluster alone. In fact, this is not a desired result. Based on this result, it was removed three large 
provinces, and it was n = 78. Then, k was found to be 6.24. According to these results, k is taken as 5 and 6. Also 
in this case Bursa has formed a cluster alone. Unfortunately, this is not the desired result. However, if k is taken 
as 4, Bursa and Antalya has created a class by resembling each other. The results are listed in Table2. 
 

Table 2. Distances by k-means technique for n=78 
Distances between Final Cluster Centers 

Cluster 1 2 3 4 
1   9297.479 11188.013 15642.977 
2 9297.479   20478.896 6347.155 
3 11188.013 20478.896   26825.700 
4 15642.977 6347.155 26825.700   
 
According to Table 2, Cluster1 has highest student demand. This sequence is followed by the Cluster2 and 
Cluster3. Cluster4 has provinces with the least student demand. 
 
Table 3 is Table of variance analysis for the clusters according to six variables and hypothesis which are tested 
are as follows. 
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H0: There was no significant difference between clusters according to variables. 
H1: There is a significant difference between clusters according to variables. 
 
It is seen that all of the p-value is less than the significance level (p value <0,05) in Table 3, so null hypothesis is 
rejected. Consequently, according to these variables are significant differences between clusters. 
 

Table 3. ANOVA for k=4 and n=78 
ANOVA 

  Cluster Error F Sig. 

Mean Square Df Mean Square Df 

X1 20051100.146 3 111744.771 74 179.437 .000 

X2 1539458.839 3 9670.227 74 159.196 .000 

X3 27416970.599 3 168476.528 74 162.735 .000 

X4 11905.046 3 84.047 74 141.648 .000 

X5 16445276.707 3 113649.229 74 144.702 .000 

X6 986071354.999 3 3435168.790 74 287.052 .000 

 
Thus, these 6 variables are statistically significant by 5%. According to these 6 variables, the correct clustering 
emerges as follows:  
 

Table 4. Clustering of offices for 2014 (n=78) 

Year Cluster (Number of 
Cases in Each 
Cluster) 

OEF Offices (All provinces excluding Ankara, İstanbul, İzmir: 78) 

20
14

 

1. Cluster (2) Antalya, Bursa 

2. Cluster (9) Adana, Diyarbakır, Eskişehir, Gaziantep, Kayseri, Kocaeli, Konya, Mersin, Samsun 

3. Cluster (17) Aydın, Balıkesir, Denizli, Elazığ, Erzurum, Hatay, Kahramanmaraş, Malatya, Manisa, 
Muğla, Osmaniye, Sakarya, Sivas, Şanlıurfa, Tekirdağ, Trabzon, Van 

4. Cluster (50) Adıyaman, Afyon, Ağrı, Aksaray, Amasya, Ardahan, Artvin, Bartın, Batman, Bayburt, 
Bilecik, Bingöl, Bitlis, Bolu, Burdur, Çanakkale, Çankırı, Çorum, Düzce, Edirne, 
Erzincan, Giresun, Gümüşhane, Hakkâri, Iğdır, Isparta, Karabük, Karaman, Kars, 
Kastamonu, Kırıkkale, Kırklareli, Kırşehir, Kilis, Kütahya, Mardin, Muş, Nevşehir, 
Niğde, Ordu, Rize, Siirt, Sinop, Şırnak, Tokat, Tunceli, Uşak, Yalova, Yozgat, 
Zonguldak 

 

In Table 4, it is seen that Antalya and Bursa is faced with the most student demand in the sample which is 
excluded Ankara, İstanbul, İzmir. Cluster 4 has the least student demandWe can demonstrate the positions of the 
provinces shown in Table 4 on the map of Turkey as below: 
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Figure 1: OEF Offices (All provinces excluding Ankara, İstanbul, İzmir) 
 

In this study, whether or not the province of the metropolitan and population of the province are very important. 
Open Education Faculty open multiple offices in metropolitan and provinces with high student population. The 
provinces with multiple offices are Ankara, İstanbul, İzmir, Bursa, Kayseri, Mersin, Diyarbakır, Kocaeli, Konya, 
Adana, Edirne, Antalya. In the next part of the study, we analyses for 69 provinces, n=69, by excluding these 12 
provinces. So k is calculated as 5.87 (k=5.87), and k is taken as 5 and 6 for 2014. When k is taken 5 and 6, 
Samsun left alone. On the other hand, when k is taken 4, the results obtained are listed in the Table 5. 
 

Table 5. Distances by k-means technique for n=69 
Distances between Final Cluster Centers 

Cluster 1 2 3 4 
1   11284.161 6750.878 14679.797 
2 11284.161   4540.219 3397.817 
3 6750.878 4540.219   7937.841 
4 14679.797 3397.817 7937.841   
According to Table 5, Cluster1 has highest student demand. This sequence is followed by the Cluster2 and 
Cluster3. Cluster4 has provinces with the least student demand.  
It is seen that all of the p-value is less than the significance level in Table 6, so null hypothesis is rejected. 
Consequently, according to these variables are significant differences between clusters. 

Table 6. ANOVA for k=4 and n=69 

ANOVA 

  Cluster Error F Sig. 

Mean Square Df Mean Square df 

X1 5909442.206 3 26400.588 65 223.838 .000 

X2 533075.112 3 5071.183 65 105.119 .000 

X3 8205990.610 3 59641.698 65 137.588 .000 

X4 3562.516 3 48.841 65 72.941 .000 

X5 6233688.024 3 54159.935 65 115.098 .000 

X6 332927297.788 3 980652.999 65 339.496 .000 

 
Thus, these 6 variables are statistically significant by 5%. According to these 6 variables, the correct clustering 
emerges as follows: (in Table 7) 
Table 7. Clustering of offices for 2014 (n=69) 
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Year Cluster (Number of 
Cases in Each Cluster) 

OEF Offices (With only one office: 69) 
20

14
 

1. Cluster (3) Eskişehir, Gaziantep, Samsun 

2. Cluster (13) Aydın, Balıkesir, Denizli, Hatay, Kahramanmaraş, Malatya, Manisa, Muğla, Sakarya, 
Şanlıurfa, Tekirdağ, Trabzon, Van 

3. Cluster (16) Adıyaman, Afyon, Batman, Çanakkale, Çorum, Elazığ, Erzurum, Isparta, Kütahya, 
Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Zonguldak 

4. Cluster (37) Ağrı, Ardahan, Artvin, Bartın, Bayburt, Bilecik, Bitlis Burdur, Çankırı, Erzincan, 
Gümüşhane, Iğdır, Kars, Kırşehir, Kilis, Muş, Nevşehir, Siirt, Sinop, Tunceli, Aksaray, 
Amasya, Bingöl, Bolu, Düzce, Giresun, Hakkâri, Karabük, Karaman, Kastamonu, 
Kırıkkale, Kırklareli, Niğde, Şırnak, Uşak, Yalova, Yozgat 

As seen below, Table 7 is demonstrated visually on the map of Turkey: 

Figure 2: OEF Offices (With only one office) 

If we consider provinces with single office, Eskişehir, Gaziantep and Samsun faced by most students demand. 
Cluster4 includes the provinces with the least student demand. As previously mentioned that the population of 
the province is a major factor in the formation of this sort. 
 
CONCLUSION 
Higher education has a critical value in providing the necessary intellectual input of people to convert 
knowledge-based and innovation-driven society needed in the community living in a country or region. 
Sustainable development and economic growth will lead to a capacity increase is not possible without an 
innovative system of higher education. Higher education is known to be positively correlated with economic 
growth. 
 
As a result of this analysis, especially Aksaray (in İstanbul) and Bahçelievler (in İstanbul) are offices where most 
students get service. A special situation for Ankara, İstanbul, İzmir has been detected in the data set. This was 
followed by Antalya and Bursa. When the provinces with single office are also evaluated, Eskişehir, Gaziantep 
and Samsun are province of the most services to Open Education system.  
 
REFERENCES 

Can, E. (2004). Uzaktan Eğitim Öğrencilerinin Eğitimlerini Değerlendirmeleri, XIII. Ulusal Eğitim Bilimleri 
Kurultayı, 6-9 Temmuz, 2004, İnönü Üniversitesi, Eğitim Fakültesi, Malatya, pp. 1-15 

Erk, N. (1989). The Economics of Higher Education and Tests of Equity Criteria in Turkey, Higher Education, 
18, pp. 137-147 

International Conference on New Horizons in Education, July 13-15, 2016, Vienna-AUSTRIA Volume 4

www.int-e.net Copyright © International Conference on New Horizons in Education Conference (INTE) 375



STATUS AND REQUIREMENTS FOR USING OF LEARNING MANAGEMENT ON 

MOBILE LEARNING 

FOR UNDERGRADUATE STUDENTS 
 

Haruchai  YINGPRATANPORN 

Faculty of Industrial Education and Technology, 

King Mongkut's University of Technology, Thailand 

haruchai.yin@kmutt.ac.th 

 

Paitoon  SRIFA 

Faculty of Education 

 Kasetsart University,. Thailand 

paitoonsrifa@yahoo.com 

 

ABSTRACT 

The purposes of this research were: 1) To study the status of using mobile devices in undergraduate students and 

2) To study the requirement of mobile learning in undergraduate students. The research project involved 336 

students of King Mongkut's University of Technology Thonburi in the 2nd semester of academic year 2016, 

derived from simple random sampling. Descriptive statistics included percentage (%), average (x), and standard 

deviation (S.D.). It was found that most students used smartphones as mobile devices and used university WIFI 

for iOS operating system during 09:00 to 12:00 a.m. on a daily basis. The students were interested in mobile 

learning on Design and Production of Printed Media, for the reason that smartphones could be powerfully 

displayed animation and multimedia. Mobile learning included: 1) Lesson design, 2) Contact between learners 

and tutors, 3) User interface design, and 4) Assessment of students. The study’s main results and conclusion are 

also discussed. 

 

Keyword: status / requirements / learning management / mobile learning / undergraduate students 

 

INTRODUCTION 

Current educational technology has developed rapidly. The transformation of learning from the presentation of 

classical teaching through a desktop computer to learning via mobile devices. Students can access learning 

anytime, anywhere. In accordance with the information and communication technology policy, B.E. 2011-2020 

of Thailand that everyone can get access equally to learning anytime, anywhere. Including access to 

infrastructure information and a variety of digital media throughout correspondingly. To increase learning 

opportunities/applying and furthering creative and appropriate knowledge for their benefit in continuity (The 

Ministry of information and communication technology, 2011). 

 

Mobile learning is likely to be a new channel to distribute knowledge to the community effectively and  

encouraging learners to develop lifelong learning. That can be seen from the updated number of  Internet users 

and Social Media in Thailand (January, 2016). From the total 68 million Thai people, 38 and 34 million people 

used internet  and social media via mobile phones, respectively. When comparison has been made with the other 

types of electronic devices. The proportion in the possession of smartphones is 64% as compared with  27%, 
11% and 4% in owning laptop or computers, tablets and the other types of electronic devices, respectively 

(Puvadon Wirojjanapirom, 2016). 

 

From the abovementioned reasons, it was found that  the process of learning in the 21st century focusing on 

studying skills together with technology learning, that having rapid growth in technology. This study aimed to 

explore the status and requirements for learning management on mobile learning in undergraduate students. The 

outcomes will be further use to develop constructivism in learning via mobile learning and enhancing creative 

thinking in undergraduate students. 

 

OBJECTIVES. 

1) To study status of using mobile devices in undergraduate students. 

2) To study the requirement of mobile learning in undergraduate students. 

 

METHODOLOGY 

The populations of this research were: 2,115 students of King Mongkut's University of Technology Thonburi in 

the second semester of academic year 2016. The 336 samples derived from simple random sampling using Taro 

Yamane at 95% reliability and 5% error. 
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FINDINGS 
Four categories were reconstructed from the recorded and analysed narrative interview with Petr, given the 
working titles Why study (personal preference, family, faith in God, experience from secondary school), Getting 
to university (regional preference, lack of belief in his abilities, teaching as a way out, communication with 
people), I am a student (personal disappointment, efforts to succeed, not wanting to disappoint parents, difficult 
practice), What next (preference to work with hearing impaired, the desire to return, practice vs. the academic 
environment). 
The following is an overview of the categories which most governed Petr’s acts and his explanatory comments. 
 
a. Why study 
In this category, important phenomena were perceived to be: a) personal preference, b) family, c) faith in God, d) 
experience from secondary school 
In his narrative, Petr often noted the influence of family on his decision. Hlaďo (2012) discusses the part parents 
play in deciding on a future career, noting that parents are the first and most important consultants in this 
decision. Petr also spoke of his interests, which crystallised during his studies at secondary school and likewise 
on the strong influence of his Catholic upbringing. Since Petr went to a secondary school for the hearing 
impaired, he saw a certain way forward in focusing on special education and linking it up with his interest in 
computing. 
 
b. Getting to university 
We chose ‘Getting to university’ as the second category, in which Petr spoke of his motivations and path to 
admission to teaching. The selected codes are: a) regional preference, b) lack of belief in his abilities, c) teaching 
as a way out, d) communication with people. 
Again, Petr demonstrated a strong bond to his family and home. Likewise, it was demonstrated that studying 
teaching for him was a kind of way out, as he did not particularly believe in his capability of getting to a 
different university, so he was particularly happy (he says) to get into the teaching degree. 
Blatný (2010) discusses ambitions in regard to further study, where he mentions the link between further 
education and the socio-economic status of the family. The level of parental support and an individual’s demands 
on himself have an impact.  
 
c. I am a student 
In this category, phenomena perceived were: a) personal disappointment, b) efforts to succeed, c) not wanting to 
disappoint parents, d) difficult practice 
 
This category proved to be of most importance. Petr spoke most about this, and described his experiences most 
strongly, which got the code personal disappointment. In his narrative, Petr spoke of the very difficult practice, 
which was very hard, but which he also considers the deciding factor of when he stopped feeling like a pupil but 
rather like a teacher. We can term this event a watershed event (Lukas, 2007). 
 
The first conflict of images of the student teacher with real learning occurs during teaching practice at the 
college. The beginning teachers evaluate it retrospectively with criticism. The experience, they gain, are 
insufficient for them and brings them many doubts arising from insufficient time allocated to teaching practice 
and the lack of feedback on their own teaching. These doubts are then referenced to the beginnings of the 
profession (Steffy et al, 2000). 
 
“the first week (of practice), that was totally crazy”  
 
"Now, after three weeks of practice, which was a walk through hell, I can say I can imagine being  a teacher, " 
 
"The terrible experience has changed me, I'm not afraid of being a teacher in the future." 
 
"I knew I could not force the kids to do what I wanted them to do." 
 
As reported Dytrtová and Krhutová (2009, p. 73): "The aim of pedagogical practice is to gradually change the 
attitude of the student to the teacher's attitude." In the context of teaching experience at the university or training 
school a student receives the first real experience with school practice in the role of teacher. A practice teacher 
has an important role in the acquisition of first experience with the school environment, to which the student is 
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assigned. It can be motivating for a trainee or conversely discouraging factor in deciding of the profession in the 
future (Dytrtová & Krhutová, 2009). 
 
"In other lessons it went well, I got a lot of good advice. " 
 
Šimoník (1994) points out that beginning teachers are mostly prepared to explain a new material, to organize 
independent work of pupils, to evaluate and to assess etc. - It is rather an acquisition of theoretical knowledge. 
 
According Švec (1999), teacher training,is based only on theory disciplines, theory of teaching these disciplines 
and the psychological and pedagogical theory, butfor the profession itself is inadequate and can not adequately 
prepare teachers for their demanding profession. Contents of pedagogical training does not correspond with the 
needs of today's schools. "The faculties preparing future teachers of the pedagogical and psychological subjects 
only limited account the real pedagogical problems and situations faced by the teacher." (švec, 1999, p. 12). 
 
This problem is still current, adds Švec (2006, p. 100), "the purpose of teacher preparation should be the 
promotion of educational condition of student teachers and not only the adoption of a set of theoretical and 
practical knowledge." 
 
"The Bachelor's program is all theoretical, though I think it should not be like that at the faculty of education." 
 
d. What next 
We determined these codes in this final category: a) preference to work with hearing impaired, b) the desire to 
return, c) practice vs. the academic environment. 
Petr speaks of his future as if he would like to make use of his experience of secondary school and would like to 
return to his secondary school. Again, the connection to his family is clear. Petr often said he no longer wanted 
to be a student, but rather than seeing himself as a future teacher he appears to be looking forward to 
independence, a salary and employment. 
 
CONCLUSIONS 
If we accept the fact that undergraduate training is an important socialization phase into the teaching profession, 
it is necessary to consider the question, what is the impact on the professional development of teachers. Ward 
showed that teachers with a sense of uncertainty and lack of confidence, are not successful regardless of the 
quality of their preparation (Ward in Volkmann, Anderson, 1998). 
 
Kaganová (1992) draws attention to the many teachers who go into practice, and teaching them self from 
undergraduate training has changed. Or we can say that the way a novice teacher thinks about himself, about his 
profession, what they believe, what are the values and attitudes, all have an impact on how they will decide on as 
a teacher. 
 
With some simplification, it can be stated that the typical approach for the undergraduate teacher preparatory 
study is a gradual development and maturation of the teacher’s personality, which transforms through continuous 
reflection on their teaching activities – from student to teacher, an expert on learning and developing other 
people. All models presented share a socio-constructivist basis which consider the teaching student as a ‘subject 
under construction’ (Kosová et al., 2012). 
 
Kenžina (2006) argues that the process leading to the formation of future teachers´ pedagogical self-image does 
not come only in teaching practice. He points out that if the university education of future teachers is to 
contribute to the development of their professional self, their training at universities should focus on increasing 
knowledge and gaining experience with methods of creative activity; getting emotional and value relation to 
these activities; directing students to reflective, creative and research activities; creating opportunities for 
communication of student teacher with other participants in the educational process; focusing on value attitude to 
the teaching profession and the development of a conscious, positive motivation for teaching; creating a 
favorable climate of the educational process and the emphasis on psychological well-being of the student. 
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ABSTRACT 
A survey was conducted to investigate mobile device usage habits and openness to incorporating mobile device 
use within the classroom environment, in a higher education setting. In this study mobile devices were 
considered to be any portable internet-enabled device; which included smartphones, tablets and netbooks. 
Participants were second year psychology students (N = 38), aged between 18 – 24 years old. A 10-item 
questionnaire was developed for the study. Results demonstrated that majority of participants were Android 
users; who in private settings frequently accessed the internet using their mobile internet-enabled devices to 
search for information, primarily when they were “bored with nothing to do”. In the classroom environment, 
participants reported accessing their mobile devices to view PowerPoint presentations and to check dictionaries. 
Participants reported wanting to include mobile device use for both independent and in-class work. 
Approximately 84% of participants favoured the use of internet-enabled mobile devices in learning 
environments within higher education. These results suggest that mobile devices can be introduced as a new tool 
to stimulate classroom learning. However, in light of the challenges of educator readiness and the limitations of 
infrastructure implementation would need to be introduced gradually.    
 
INTRODUCTION 
The inspiration for this piece of action research came out of an incident during an in-class group activity 
approximately a year ago. Students were tasked to discuss myths or superstitious practices of Asian pregnant 
women based on their own knowledge or experiences. Prior to the incident, the activity had been successfully 
conducted in previous semesters since the introduction of the subject. The group discussion was typically 
planned after a brief 30 minute lecture session. The students were first year undergraduates pursuing a 
psychology degree at Sunway University. Instructions for the activity were identical to those given in previous 
semesters. However, this new cohort of students did something unusual: A small group of students took out 
their smartphones to search for information related to the assigned group activity. The immediate response from 
the instructor was to inform the students that it was intended for students to share their own personal myths and 
experiences about the topic. However, a spontaneous decision was made and a subsequent announcement for the 
entire class to use their smartphones or whatever portable device they had, to find answers to address the 
discussion. At the conclusion of the discussion, the breath of facts and information sources located by the 
students using their devices had enhanced the quality of the discussion, particularly compared to previous 
sessions when use of portable devices was not permitted. This experience suggested that perhaps mobile devices 
can have a useful place in Malaysian higher education classroom settings.  
 
In the modern world, for the vast majority of the population, having internet access is considered as essential as 
having water and electricity. A global mobile sample and research provider, On Device Research, reported in 
2014 that in Malaysia the internet penetration is approximately 66% amongst a population of 29 million people; 
with 70% living in urban areas. The World Bank (2015; as cited in e27, 2014) projected that the mobile 
penetration in Malaysia alone was approximately 140%; with 47% of Malaysians owning more than one mobile 
phone. As a developing country, the smart phone ownership is comparable to the United Kingdom (a developed 
nation), which reported a 61% adult ownership in 2014 (Ofcom; as cited in MOA, n.d). A survey by the 
Malaysian Communications and Multimedia Commission (MCMC) in 2012 gives an additional insight that 
young Malaysians aged between 15 – 24 years old are the highest hand phone consumers (28.7%; N = 2401) 
when compared to other age groups. The statistics depict the high consumption of internet and mobile devices in 
a small developing country like Malaysia. Therefore, it is unsurprising that a typical Malaysian student pursuing 
education in a private higher education institution like Sunway University is likely to come to class with a small 
internet-enabled device.     
 
LITERATURE REVIEW 
As the idea to implement the use of mobile devices in the classroom emerged accidentally, the aim of the 
following literature review will be to report on studies involving the perceptions of mobile devices in the 
classroom, rather than the effectiveness of mobile devices as a learning tool.   
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At present some American studies conducted with undergraduates generally report positive perceptions towards 
the incorporation of mobile devices into the learning context. For example, Educause Centre for Applied 
Research’s (ECAR) 2012 Study of Undergraduate Students and Information Technology report suggested 
greater incorporation of technology into the higher education learning environment (Dahlstrom, 2012). This call 
emerged because the researchers found their participants were already habitually bringing their devices to the 
campus and many reported having a positive perception “about how technology is being used and how it 
benefits them in the academic environment”. The ECAR reported that students used their mobile devices to 
obtain academic progress information and course materials.  
 
High ownership of mobile devices was also reported in Chen and Denoyelles’s (2013) study with university 
students in the University of Central Florida, America. Their study found tablets were the most popular devices 
chosen by participants to use for academic purposes. Additionally, mobile learning appeared to take place 
outside of the classroom and students needed minimal guidance from their academic instructors on how to use 
their devices effectively.  
 
Using a different approach, Gikas and Grant (2013) conducted focus group interviews to study how teaching 
and learning were impacted when mobile computing devices were implemented in a higher education setting. 
Despite, a small sample size (N = 9), they found that the students perceived many advantages of mobile devices 
in their learning. The authors grouped the advantages into four categories; namely: (a) accessing information 
quickly, (b) communication and content collaboration, (c) variety of ways to learn, and (d) situated learning 
(meaning allowing interactions with course content and other course mates in a contextualised way).  
 
Despite the positive perceptions and reported benefits by the participants, there are some challenges in the 
incorporation of mobile devices into the academic setting. Chen and Denoyelles (2013) cautioned that in order 
to improve the adoption of mobile learning effectiveness, both students and instructors need help to develop 
effective learning and teaching practices. Additionally, Gikas and Grant’s (2013) interviews also reported that 
the students complained of three main issues with the mobile device adoption in learning. These issues were (a) 
anti-technology instructors in other classes, (b) device challenges, and (c) devices as a distraction.  
 
Contrary to the generally positive findings (Dahlstrom (2012); Chen & Denoyelle (2013); Gikas & Grant 
(2013), Campbell (2006) reported that his participants in Western American college classrooms, generally had 
negative attitudes about mobile phones. In his survey, both students and faculty members regarded ringing 
during class as a serious problem. The ringing phones were a source of distraction and irritation especially 
among females surveyed. Faculty members and older students were more likely to support policies restricting 
mobile phones in college classrooms.  
 
Rossing and colleagues (2012) also found both positive and negative perceptions. In an exploration of student 
perceptions of learning and engagement using iPads the authors found that while students generally perceived 
iPads conducive for accessing research and obtaining information to solve real-world problems, the same 
accessibility could also be a distraction because many participants reported constantly checking emails, 
Facebook, playing with apps and searching the web rather than focusing on lecture content. Additionally, 
participants who were not familiar with iPads complained of the iPads making the classroom experience 
particularly challenging for them. These students reported being confused with the device and spending a lot of 
time mastering the apps and failing to concentrate in class. Some students also commented on the iPad design 
being a hindrance to learning.  
 
In a mobile language learning study, Kim and colleagues (2013) also found mixed results when they 
incorporated mobile devices into outside class projects. Their participants generally reported that mobile 
learning had a lot of potential in language learning. When the authors used simple activities for mobile learning 
such as watching a YouTube video, perceptions among the students were positive as the experience was more 
personal and convenient. However, as a learning tool, participants preferred to use their laptop > netbooks > 
Apple iPhones > Android phones > tablets when activities were more challenging and involved sharing and 
creating content. The authors also similarly cautioned that academicians should “not assume all students have 
access to all new technologies”.   
 
In summary, these few studies demonstrate that the types of mobile devices used by students are very diverse. 
Some studies (Chen & Denoyelles, 2013; Dahlstrom, 2012; Gikas & Grant, 2013) found that university students 
generally have positive perceptions towards mobile device use within the learning environment; while others 
found perceptions to be less favourable (Campbell, 2006; Kim et al., 2013; Rossing et al., 2012). Chen and 
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Denoyelles (2013) and Gikas and Grant (2013) highlighted some implementation issues with its incorporation, 
while the findings from Kim et al. (2013) and Rossing et al. (2012) serve as a reminder to never assume all 
students are familiar with all new technologies.  
 
Despite the high internet penetration in urban cities in Malaysia, the incorporation of mobile devices into the 
classroom context is not a norm, especially in the setting of the current study, Sunway University, Malaysia. 
Therefore this study aimed to: (1) provide a preliminary exploration into mobile use habits of the undergraduate 
students;  (2) investigate the openness of these students to the idea of incorporating mobile device use into the 
higher education learning environment, and (3) explore the perceptions of students towards their instructors’ 
mobile device use. In this study, a mobile device is operationally defined as any portable internet-enabled 
device. This includes smartphones, tablets and netbooks. The sample was students pursuing a psychology degree 
in a small private university in Selangor, Malaysia. 
 
THE STUDY 
Participants comprised of 38 second year psychology undergraduate students. All were full time students. 
Among the participants 81.6% were females and the age ranged from 18 to 24 years (M = 20.5 years, SD = 1.0) 
and 95% were Malaysians.  
 
A self-report questionnaire was developed to collect information for this study (Appendix A). The questionnaire 
contained 10 items with items 1 – 4 assessing the mobile device ownership and habits (e.g., Which of the 
following Internet-enabled mobile devices do you currently use?) and items 5 – 10 assessing the usage of mobile 
device in learning (e.g., How do you want mobile devices to be used?). Item 7 assessed the students’ perception 
of their lecturer’s mobile device use (i.e., Do your teachers use mobile devices? What for?). 
 
The questionnaire was distributed in class and the purpose of the data collection was explained. All participants 
were invited to participate and were reassured that the information would not in any way effect their grades. 
Completion of the questionnaire was optional. Participants took approximately 15 minutes depending on 
individual reading time and completed questionnaires were collected at the end of the session. No compensation 
was given for participation but students were informed that their participation was most welcome to improve 
teaching methods in the department and the university. 
 
FINDINGS 
The results were separated into three themes: (1) Student mobile device usage, (2) Mobile device for Learning, 
and (3) Lecturer mobile device usage. 
 
Student Mobile Device Usage  
Among the most common electronic equipment owned, 97% of participants (n = 37) already owned or intended 
to purchase an internet mobile device (e.g., smartphone or tablet) within the next 3 months. The next most 
common electronic equipment reported was laptop (86.6%), followed by printer (53.6%). Participants could 
choose multiple responses. With respect to type of internet-enabled mobile device currently used, participants 
reported that the top three devices in descending order were Android (e.g., Samsung, Nexus etc.), iPhone and 
iPad (Figure 1).  
 

Figure 1: Five types of internet enabled mobile device currently used, percentage of individuals (N = 38) who 
indicated the type of device used  
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Participants were asked to rate how they used their mobile devices against a list of 11 activities. Participants 
responded using a 5-point Likert scale from 1 (never) to 5 (always). Participants reported the main activities 
were for searching for information, social networking and text messaging (Table 1). Twenty-one percent of 
participants reported that they accessed their mobile devices “all the time”; with 26.3% accessed in a private 
(e.g., bedroom, home) and another 23.7% accessed in a public setting (e.g., school, shopping mall, restaurant). 
The likelihood of going online increased when the participants were bored (21%) rather than urgent school work 
situations (7.9%).  

 
Table 1: Mean Responses to Survey Question “To What Degree Do You Use Your Internet Enabled Mobile 

Device For The Following Activities?” 

Activities M SD 
Searching for Information 4.63 .59 
Social Networking 4.55 .76 
Text Messaging 4.50 .86 
Listening to Music or Watching Videos 4.34 .88 
Accessing Email 3.92 .97 
Getting Directions 3.92 1.24 
Reading Content 3.87 .74 
Uploading Content 3.58 1.06 
Completing Coursework or Participating in Lectures 3.53 1.13 
Getting News Alerts 3.39 1.18 
Playing Games 3.24 1.03 
Note. Scale from 1 (never) to 5 (always) 

 
 

Mobile Devices for Learning 
The majority (68.4%) of participants reported employing their mobile devices in learning activities on a daily 
basis, with the remaining 31.6% reporting a frequency of ‘a few times a week’. Participants were most likely to 
report using their mobile devices to access PowerPoint presentations in class (84.2%). However, a small number 
of participants (n = 6, 15.8%) reported not using any mobile tools for classroom learning. This suggests that this 
smaller group prefers to use conventional means such as desktop computers and even hard copy printouts, to 
obtain classroom materials and learning contents (Table 2).  
   

Table 2: Responses to Survey Question “What Tools Do You Use in Class?” 
 

Tools n % 
Power point presentations 32 84.2 
Camera  13 34.2 
Dictionaries 9 23.7 
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Online Exercises 8 21.1 
Encyclopaedias 6 15.8 
Voice Recorder 4 10.5 
Do not use mobile tools 6 15.8 
Note. Total percentage is greater than 100 because participants could choose more than one response.  

 
 
In response to the question on the potential of using mobile devices in class, 23 participants (73.7%) reported 
wanting devices applied in both autonomous (individual/ independent) and in class work settings. Participants 
welcomed mobile device use in disseminating subject relevant notes (71%) and subject overviews (52.6%). A 
majority (63.2%) also reported that they would like outside class communications to be accessible via mobile 
devices. This implies that students would like to communicate with their subject lecturers via mobile apps and 
emails using their mobile devices (Figure 2).  
 
 

Figure 2: How Mobile Devices Are To Be Used In Class 

 
 
In summary, the majority (84.2%) of  participants reported being open to regular mobile device use in classroom 
learning.  
 
Lecturer Mobile Device Usage 
In terms of students’ perception of their lecturer’s mobile usage,  the majority reported that their lecturers used 
mobile devices to share materials (65.8%) and access PowerPoint presentations (63.2%). A small group of 
participants (13.2%) did not think their lecturers’ used mobile devices at all. 
 
DISCUSSION 
This study aimed to provide a preliminary investigation into the mobile use habits and openness for their 
incorporation into the learning environment, among undergraduate students in a private higher education 
institution. The idea for the study came from a class incident wherein students spontaneously used their mobile 
devices to prepare for a class discussion exercise. Despite the small sample size the current study provides some 
potentially useful findings. 
 
The results for mobile device ownership were consistent with those reported by Chen and Denoyelles (2013) in 
that tablets were also found to be as popular among this small sample as with the graduates sampled by their 
study. The ownership trends found in this study clearly imply that these undergraduates own a variety of mobile 
devices and when using them for teaching purposes the processing speed and different applications available 
could be very diverse. These differences may  impact on the educational tasks and activities planned.  
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These results showed an almost equal proportion of students accessed their devices in a private setting (e.g., 
home, bedroom, washroom, car) when compared to public settings (e.g., classroom, campus, shopping mall, 
restaurants, cafes, social gatherings). As expected, the main activities performed on mobile devices were 
locating information, followed closely by social networking and text messaging. Gikas and Grant (2013) have 
also previously reported that the two main group of activities reported by undergraduate students to be accessing 
information quickly and communication. These findings are consistent with the common perception that a 
mobile device is a personal and private tool. Additionally, current use of mobile devices for coursework and 
lectures is still irregular. One possible reason for this could be due to the preference of lecturers still preferring 
conventional teaching methods in their curriculum. Secondly, the policies on mobile device use within the 
classroom are not formally drafted and typically use is banned by most lecturers in the classroom and/or 
research setting. Therefore the irregular use of mobile devices as a learning tool may be because such use has 
been systematically discouraged in the past.   
 
The results also highlighted that students increase their connectivity when they are bored. Educators may be able 
to use this as a behavioural indicator in the classroom to inform them about the effectiveness of the teaching 
approach used in their lessons. If many students start tuning into their phones in the classroom, the instructor 
could call for a short break, switch the method of instruction (e.g., have an activity such as a game or pop quiz), 
or use some other method to re-engage the students in learning.  
 
In terms of openness to mobile device use in learning, the results of this study show that the majority of students 
typically download PowerPoint lecture materials, check dictionaries and use online exercises for learning 
purposes. This suggests that the students are already using their devices like a mini portable desktop computer 
when they need instant learning materials. Educators can use this finding to improve student learning options by 
having their teaching materials available in soft copy and posting them online for students to access. This would 
inevitably reduce the need to print lecture notes or PowerPoint slides and assist in making the teaching activities 
more environmentally friendly by reducing paper use. 
 
Despite the readiness of students to incorporate mobile device use into their learning activities, a finding which 
is consistent with Dahlstrom’s ECAR report in 2012, a small group do not think their instructors are receptive or 
sophisticated enough to use such technology. Perhaps this is because of a generation gap; a common 
misconception that the older generation do not feel comfortable with technology (Campbell, 2006; Gikas & 
Grant, 2013).  To a certain extent the students’ observations may be valid. The students of today are what 
Prensky (2001) would call “Digital Natives” while their lecturers would be labelled as “Digital Immigrants”. 
Despite Digital Immigrants adopting new technology many are far more comfortable with familiar teaching 
methodologies. For example, if at present lecturers/ Digital Immigrants are slow in adopting a platform such as 
Blackboard, the lecturers would be even less interested in designing activities and content for mobile devices. 
However, the reluctance of lecturers to adopt the use of mobile devices in the classroom and/or even completely 
ban such devices from the classroom is not completely unjustified. Recent studies (Beland & Murphy, 2015; 
Fryer, 2013) report that, despite favourable student perceptions of mobile device use in learning, students 
performed better (as evident from summative exam scores) when mobile phones were left out of the classrooms. 
 
However, is mobile learning suitable for every lecturer? Informal discussions with other colleagues of other 
departments within Sunway University have been sporadic and irregular regarding the use of mobile learning. A 
few young and student-centred colleagues report exploring Padlet, Facebook, and Blackboard in engaging 
students and providing lecture notes. These staff seem to be adopting mobile learning mainly for communicative 
purposes (posting announcements, allowing students to contact outside classroom hours, leaving lecture notes) 
rather than using the technology as a teaching tool (conducting in-class activities, etc.). Only one colleague 
reported to be presently experimenting with Socrates to conduct real time surveys at the end of his lecture as a 
means to gather feedback from students. It appears that many academics are still hesitant to adopt or explore the 
mobile learning territory.  
 
Institutional support is also just as important to encourage the adoption of mobile technology into student 
learning. For mobile learning to work, investments into suitable infrastructure must first be made to ensure 
stability and availability of internet connections.  
 
Lastly, there will always be a small group of students who will not like or appreciate mobile learning. Perhaps 
they might be “afraid of the unknown” or unable to see the relevance and connection of the teaching method 
with their own learning. It is already well established that some students struggle with in-class discussion; they 
fail to appreciate the conversations and are unable to take notes from the discussion activities. Therefore, to 
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incorporate mobile learning with these students, suitable explanations for adopting this approach and providing 
clear instructions for mobile use is needed to reassure this resistant minority group and provide an inclusive 
classroom environment. 
 
The author wishes to thank Nigel V. Marsh PhD for his helpful comments and advice on this manuscript. Lastly, 
the author also wishes to thank Joanne Leong for her assistance with data analysis. 
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ABSTRACT 
The Qin and Jiangnan Pai schools of erhu playing reveal two different performing styles, each with its own 
unique skills and requirements. In past literature, some scholars looked into each school of erhu playing. 
However, there is a lack of research on the teaching the Qin and Jiangnan Pai schools of erhu playing especially 
in terms of how much the students are able to manage the various musical parameter.  This research examined 
the perception of both students and teachers in the learning of Qin and Jiangnan Pai schools of erhu. How 
students perceived the various musical elements necessary in executing both styles of erhu playing was 
investigated. Teachers’ perception on teaching both erhu styles of playing was also investigated. The outcome of 
this research shows the level of understanding among students in terms of the various musical parameters 
discussed, and a comparison to teachers’ feedback.  
 
 
INTRODUCTION 
The teaching of traditional instruments at a contemporary institution in many countries over the world faced 
various challenges due to the westernized curriculum setting. Most studies such as Yang and Welch (2014), 
Grant (2015) and Han and Leung (2015) looked into the attitudes of learning traditional music in contemporary 
institutions. Grant (2015) explains the situation of traditional music learning in Cambodia surviving the issues of 
transmission, social and economic changes. Yang and Welch (2014) studied the formal and informal learning of 
traditional music in China. Han and Leung (2015) examined how teachers perceived the value of the music and 
textbooks used. Students’ values, motivation and utility value were also surveyed. The authors found issues with 
the westernized curriculum and depreciation of the value in traditional music as part of the curriculum. Similar to 
Han and Leung (2015), Cox and Stevens (2011) who gave an example of the Japanese music institutions and 
curriculum stated that western musically-trained teachers with a lack of background in traditional music learning 
is another limitation even though the government encourages the learning of traditional music. 
 
On the other hand, in China, some of the composition and teaching of traditional instruments went through 
changes due to western influence from 1840 onwards. Important figures such as Xiao Youmei who graduated 
from the Leipzig Conservatory, promoted the Western approach in Chinese education (Ho, 2011). Another 
example, Liu Tianhua composed new erhu and pipa pieces and his music and teaching approaches shows heavy 
Western influence. Traditional Chinese music instruments and music that were once transmitted orally become 
just a secondary reference and modern composers and performers use Western staff or cipher notation (Wu, 
1998).  
 
The erhu is considered one of the most popular traditional Chinese instruments. It has a long history first 
recorded in the treatise Yueshu in 1601. The development of the instrument and its repertoire went through 
immense changes especially along the May Fourth Movement when Liu Tianhua took on the westernized 
influence in erhu composition (Randel, 2003). A huge influence from Western violin playing technique became 
a common practice among Chinese composers working on new repertoire on the erhu (Zhang, 2006). Literature 
concerning erhu performance practice includes scholars such as Stock (1992; 1993), Feng (1993) and Huehns 
(2001; 2003). These scholars discussed erhu repertory from traditional to contemporary composition, and Zhang 
(2006) examined in detail how contemporary repertoire features erhu techniques borrowed from the Western 
violin. Huehns (2000) studied the Qin pai schools of erhu tradition and discussed its history and development, 
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and performing skills. However, there is a lack of reference regarding how teachers and students perceived the 
challenges in delivering the two styles in erhu performance. 
 
The differences in the performance practice of Qin and Jiangnan Pai erhu playing may be audible to an insider, 
however, to a cultural outsider, there are many specific requirements in both styles in terms of musical elements 
such as ornamentation, special technique, bowing and dynamic. Thus, this forms the main research question as in 
how the students perceive the various differences between the two styles. In addition to this, how teachers 
perceive the learning of the students when facing the various musical elements required in these two distinctive 
styles was investigated. 
 
METHOD 
In this study, teachers’ and students’ perception over the learning of two erhu performing styles, the Qin and 
Jiangnan Pai were examined. Both quantitative and quantitative data were collected in a mixed method 
approach. A survey and semi-structured interview questions were used as the research instruments. 
 
85 students major in erhu and 6 erhu lecturers from five universities in China responded to the survey after 
contacts were made. The participating respondents are from Shaanxi Normal University (陕西师范大学), Henan 
Normal University (河南师范大学), Henan Polytechnic University (河南理工大学), Xi'an University of Arts 
and Science (西安文理学院), and Northwest University for Nationalities (西北民族大学). The questionnaire for 
students consists of two parts: a) demographic information such as age, gender, years of experience in erhu 
learning and qualification, and b) awareness and perception of the differences between the Qin and Jiangnan Pai 
erhu performance styles. The students were asked to rate the level of difference between the two erhu 
performance practices based on various musical elements such as melody, bowing, fingering, pressure and 
dynamic, special technique and ornamentation. The questionnaire for teachers similarly includes two parts, one 
on demographic data and the other on how they perceived the students’ learning in terms of different musical 
elements in differentiating the two erhu performance styles. A pilot survey was carried out prior to the study and 
text used in the questionnaire that may cause confusion to the respondents in terms of erhu playing was revised.  
 
In terms of qualitative data collection, a semi-structured interview question was asked where student respondents 
provided answers as to what way they perceived as the best learning approach in differentiating the Qin and 
Jiangnan Pai erhu performance styles. Teachers were asked about the efficiency of different teaching 
approaches and challenges faced when teaching students in differentiating both erhu performance practice. 
 
FINDINGS 
In the survey, erhu major students were asked to rate the level of differences between the Qin and Jiangnan 
school of playing on the given musical parameters with a rating of 1–5: 1) totally disagree, 2) disagree, 3) 
neutral, 4) agree and 5) totally agree.  The students also rated the challenges faced in performing the two styles 
on the erhu by looking at the same musical parameters. Results gathered from the survey reveal a majority of 
students perceived the biggest difference between the Qin and Jiangnan school of erhu playing is the melody (M 
= 4.87; SD = 0.43) followed by special technique (M = 4.81; SD = 0.52) and dynamic (M = 4.51; SD = 0.67). 
Most respondents also rated the same musical parameters: melody (M = 4.75; SD = 0.58) followed by special 
technique (M = 4.91; SD = 0.32) and ornamentation (M = 4.31; SD = 0.71), as the most challenging element 
when performing the two different styles. 
 
 

Table 1: Students’ survey over their awareness and challenges faced towards the two schools of erhu playing. 
 

  
Awareness of the two erhu 

styles 
 

  
Challenges faced in performing the two 

erhu styles 

Variables M SD  M SD 
 

Melody 4.87 .43  4.75 .58 
Bowing 3.89 .79  3.86 .85 
Fingering 4.02 .84  4.04 .87 
Dynamic 4.51 .67  4.29 .75 
Special 
Technique 

4.81 .52  4.91 .33 

Ornamentation 4.48 .75  4.31 .71 
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Bowing appears to be the lowest rated element when it comes to differentiating the two schools of playing (M = 
3.89; SD = 0.79) and also as the least challenging one (M = 3.86; SD = 0.85). Results gathered from a survey of 
the teachers conform to the outcome from the students’ feedback. Teachers rated bowing as the highest 
achievable element by students (M = 4.33; SD = 0.52). This reveals that students were most capable of attaining 
the bowing skills necessary in differentiating between the Qin and Jiangnan schools of erhu playing.  
 
At the same time, special technique (M = 2.33; SD = 0.52) was rated lowest as in the students’ capacity of 
presenting the two different styles and this conforms to the students’ high rating of the same element as the most 
challenging. The second lowest element ornament (M = 3.17; SD = 0.98) rated by the teacher in students’ 
achievement is ornamentation which also conforms to the students’ rating where ornamentation was rated as the 
third most challenging one in execution. When asked about which element remains the most challenging in 
delivery, teachers rated special technique (M = 5.00; SD = . 00) and ornamentation (M = 4.67; SD = .52) 
followed by dynamic (M = 4.17; SD = . 98). 
 
 

Table 2: Teachers’ survey in teaching the two schools of erhu playing.  
 

  
Evaluation of students’ 

achievement 
 

  
Challenges faced in Teaching 

Variables M SD  M SD 
 

Melody 4.17 .75  3.17 .41 
Bowing 4.33 .52  3.17 .41 
Fingering 3.67 .82  3.33 .52 
Dynamic 3.67 .82  4.17 .98 
Special 
Technique 

2.33 .52  5.00 .00 

Ornamentation 3.17 .98  4.67 .52 
 
 
The Qin and Jiangnan schools of erhu playing reveal differences in terms of character, ornamentation, melodic 
contour, bowing and dynamic that form its stylistic feature. Taking an example such as Qinfeng and Jiangnan 
Chunse, the melody of the former reveals larger interval leaps and a passionate character, while the latter has 
smaller intervals that demand a graceful character (see Xi and Loo, 2016). In terms of ornamentation, bowing, 
and fingering, the Qin school may differ in stronger pressure in bowing and emphasis of ornamentation on a 
weaker beat, a larger contrast in pressure and relaxation that makes it very contrasting to the gentle, tranquil and 
smooth Jiangnan style. Both styles reflect very much the local art tradition such as its operatic and folk genre. 
 
During the interview carried out in this study, 35 out of 85 students expressed that the most effective way of 
improving their playing in differentiating the two erhu playing styles is via analysis and an understanding of the 
cultural background of Qin and Jiangnan style. In addition, 21 students mentioned listening to performances and 
recordings as a useful approach while 17 students agreed that analysing the melodic contour and special 
techniques help in improving playing. The remaining students mentioned discussion between the tutor and 
student, more practice, and following teacher’s advice as important ways of learning.  
 
On the other hand, data from interviewing the teachers reveal that listening is the most effective way of 
improving students’ playing and understanding of the performance practice between the two styles. Emphasis 
was marked in listening to local xiqu and folk song that reflects the local Qin and Jiangnan tradition. Other 
listening media such as recording and performance by erhu artist and demonstration by tutor were mentioned. 
An understanding via analysis of local xiqu and folk song was deemed as an important step by most teachers as 
an  approach prior to learning to play the two different styles, thus, conforming to the students’ answer where 
they commented that an understanding of the cultural background of both styles is important.  
 
Most of the teachers commented that the problem faced in teaching students in differentiating between the two 
styles of playing is that most students only regard that the dynamic and melodic contour are important and 
neglect the special technique required in achieving the stylistic requirement of Qin and Jiangnan school. This 
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especially points to the left hand special technique and execution of the higher register on the erhu in Qin and the 
requirement of ornamentation in Jiangnan style. In addition, most of the teachers mentioned that students should 
also pay more attention to the bowing and pressure required in differentiating between the two styles.  
 
In terms of teaching and learning, the outcome of the survey and interview reveals that an understanding of the 
local xiqu and folk songs and their character is important in delivering the special stylistic features of the two 
schools of erhu playing. Probably a lack of awareness in this area result in the low rating of teachers’ evaluation 
over students’ achievement in terms of special technique in presenting the local musical characteristics required 
in differentiating the two styles of playing. In addition, the teachers faced a bigger challenge in teaching 
ornamentation and special technique. 
 
CONCLUSION 
As a summary of the findings and discussion, it is gathered that in performing the Qin and Jiangnan schools of 
erhu playing, special technique, ornamentation, and bowing appear to be the most challenging area in teaching 
and learning. This relates back to Zhang’s finding where a combination of western conservatory practice in 
violin technique and traditional Chinese erhu technique is employed in contemporary erhu repertoire (2006). 
Moreover, there is an emphasis by both teachers and students that an understanding of local musical tradition 
such as operatic and folk music genre is very important in the performance of the two schools of erhu playing. 
As gathered from the outcome of this study, prior engagement in listening and analysis that forms an awareness 
of the various musical parameters and characteristics of local xiqu and folk song helps students in achieving a 
better grasp of bowing pressure, ornamentation, melodic contour and especially the special technique required in 
forming the stylistic feature of the Qin and Jiangnan styles. 
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ABSTRACT 
The study objectives are 1) To study deployment of augmented reality technology in teaching/learning activities in 
secondary schools 2) To study factors influencing deployment of augmented reality technology in teaching/learning 
activities. Samples comprise 56 secondary school teachers who answer questionnaires and the collected data are 
computed to find frequencies, percentage, mean, standard deviation, and T-test. The results reveal that ICT and 
computer usage on the whole is at a high level. Most teachers have confidence in iOS/Mac OS and Android OS. 
Factors influencing AR technology deployment in teaching/learning activities on the whole are at high level (mean = 
4.08, S.D.=0.70), and the most influential factor is 3D presentation (mean = 4.63, S.D.=0.59), followed by social 
media (mean = 4.57, S.D.=0.66). The study recommends before AR technology deployment, teachers and students 
must have necessary ICT skills. 
 
Keywords: Augmented reality (AR) technology 
 
INTRODUCTION 
Nowadays, information and communication technology (ICT) is used in learner-centric interactive environment 
whereby instructor has changed from using technology to support lecture to employing technology to create 
interactive learning environment to cater for much larger information available outside than existing in textbooks and 
lecture. Interactive learning environment is so highly flexible that instructor can adapt teaching/learning activities to 
changes in technology (Sessoms, 2008: 86). The outstanding ICT attribute is the ability to display multi-media 
information and news whether text, picture, animation, voice and video that learners can interact with (Phannipha, 
Sornprapha, Assavirak, 2007: 5-6). Coupled with declining prices, ICT is increasingly playing a greater role in daily 
life and learning activities. 
ICT role in education has been steadily supported by the government: Information Technology Framework (2001-
2010), Information and Communication Technology Framework (2011-2020), which have generated several 
researches under the two frameworks. One project is One Tablet Per Child (OTPC) clearly shows the government’s 
determination to raise quality and opportunity of education through E-Learning, emphasizing learners as the center 
which would promote life-long learning (Anek Ratpiyaphaphorn, 2012: 3). 
 

ICT coupled with tablets can be used for interactive learning, featuring augmented reality which helps learners to 
experience new things, excitement and fun. Tablets and ICT integrate cyber world into augmented reality using 
hardware and software, creating learner-centric interactive environment and can bring new experiences that learners 
cannot or have a chance to see in reality such as geographic topology, human’s inside organs as well as simulating 
various experiments. AR technology promotes learners/instructor interaction and among learners themselves, helping 
creativity development. The technology can be used in several fields including training doctors, mechanical 
engineering drawing and architecture design (Steve, Gallayanee & Erik, 2011: 126-127) 
 
OBJECTIVES 
1. To study deployment of augmented reality technology in teaching/learning activities in secondary schools. 
2. To study factors influencing deployment of augmented reality technology in teaching/learning activities. 
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STUDY FRAMEWORK 
Study data comprise: 
1. Primary source (survey, non-participation observation) 
2. Secondary source including articles such as Theories of Education Technology Learning and Teaching, How to 
Apply Information Technology for Teaching/Learning. 
 

METHOD 
Population in this study comprise 65 teachers in secondary schools in Education Region 11, working in 2015, of 
which 56 samples group (random sampling) is derived via Taro Yamene method at 95% reliability with no more than 
5% deviation. 
Research tool is a questionnaire comprising: 
1. General, 5 items.  
2. Digital device choice and Internet duration usage, 36 items (Likert’s rating scale). 
3. Augmented reality technology usage in teaching/learning activities, 9 items (Likert’s rating scale). 
4. One open-end item. 
All questions are verified by thesis adviser and experts.  Index of consistency (IOC) of 29 items = 1.00, 14 items = 
0.67, and 9 items = 0.60. The tryout yields reliability index at 0.73. 

DATA COLLECTION AND ANALYSIS 
The researcher contacted secondary school directors of Education Region 11 for permission to personally distribute 
and collect questionnaires to/from 56 sampled teachers, all of whom answered and returned the questionnaires 
(100%). 
Collected data are verified for completion and then subjected to statistical analysis: 
1. General data are computed to find mean and standard deviation. 
2. Digital device choice and Internet duration usage data are computed to find frequencies and percentage. 
3. Augmented reality technology usage in teaching/learning activities data are computed to find mean and standard 
deviation. 

RESULTS 
The results yield: 
1. General: Most sampled teachers are female with a few males, the majority have 1-5 years’ teaching experiences, 
followed by 6-10 years while the least number having more than 15 years. Most graduate with Bachelor degree, 
followed by Master degree, least number PhD. Most samples are expert teachers, followed by teacher assistants, and 
teachers of special expertise. The majority teach in medium-size schools (500-1,499 students), followed by large-size 
schools (1,500-2499 students), and small schools (<500 students). 
2. Digital device choice and Internet duration usage: Most respondents select and have most confidence on iOS/Mac 
OS, followed by Android OS, BlackBerry OS, Windows Mobile OS, and the least Symbian OS. The most popular 
digital device to access Internet is smartphone, followed by laptop PC, tablet PC, and the least desktop PC. Most 
Internet access duration is >1 hour, followed by <1 hour, 2 hours, the least 3 hours. 
3. ICT and computer usage on the whole is at a very high level. Looking into details, the highest usage is for editing 
movies and animation, followed by communication, file/document management, and the least video online chat. 
4. ICT and Internet access problems on the whole are at a very high level. Looking into details, the highest problem 
is inadequately provided PCs, out-of-date PCs, and the least problem Internet usage manual. 
5. AR technology usage in teaching/learning activities: Most respondents know about AR technology and very few 
don’t know. However, the majority don’t actually have AR experience while a few do. Most respondents believe that 
AR technology deployment in teaching/learning activities should not pose any problem. Some respondents are not 
sure while the least number think that there would be problems.   
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Table 1 Factors influencing deployment of AR technology in teaching/learning activities. 
  
Factors influencing deployment of AR technology in 

teaching/learning activities. 𝑴𝒆𝒂𝒏 S.D. Rating scale 

1. Interesting 
2. Modern 
3. Support iOS and Android 
4. Allow user participation 
5. 3D presentation 
6. Support social media 

3.63 
3.71 
4.27 
3.68 
4.63 
4.57 

0.98 
0.76 
0.62 
0.61 
0.59 
0.66 

high 
high 
high 
high 
very high 
very high 

Total 4.08 0.70 high 
 
From table 1, Factors influencing deployment of AR technology in teaching/learning activities on the whole is high 
(mean= 4.08, S.D.=0.70). Looking into details, the most influential factor is 3D presentation (mean= 4.63, 
S.D.=0.59), followed by social media (mean= 4.57, S.D.=0.66), the least influential factor is “interesting” (mean= 
3.63, S.D.=0.98). 

DISCUSSION 
The study of deployment of AR technology in teaching/learning activities in secondary schools can be discussed 
thus: 
1. On general items, the fact that the majority of teachers in Thai schools are female, it is inevitable that most 
respondents are female. Most have 1-5 years’ teaching experiences, are Bachelor degree holders, expert teachers, and 
teach in medium-size schools (500-1,499 students). Most teachers on average access Internet about 1 hour/week due 
to heavy teaching load (20-25 hours/week) as well as performing other duties, thus don’t have enough time to access 
the Net, and when they do it is usually during teaching breaks. Another factor for low Internet access is due to 
inadequate PCs/tablets in schools and those are usually installed in computer lab and there are usually no Internet-
access PCs freely available for teachers to use during their breaks. This study is in accord with Mahatphol Arunsawat 
(1996) study that most teachers access Internet 1-2 times/week and one hour/session due to heavy teaching loads and 
extra duties and they access the Net during breaks. 
2. On factors influencing deployment of augmented reality technology in teaching/learning activities, most 
respondents who teach in medium-size schools know AR technology and accept this technology if it is deployed in 
class. The reasons are AR technology can display 3D content and social media, and AR technology is interesting. 
This finding agrees with Markus, Wang & Lee (2012) study of primary school students (Sungsan School in South 
Korea) who have access to iPad that AR technology is accepted by students who can learn things in a new manner 
and the technology allows user interaction, making for better learning environment than previously. 
 
RECOMMENDATIONS 
1. If schools decide to deploy AR technology in teaching/learning activities, they must make sure to have necessary 
infrastructure and equipment in place. Teachers and students must also have necessary ICT skills in using the Net 
access devices. 
2. Teachers must be change-agents, accept and adapt themselves to globalization, learning new technology together 
with students, and support good learning environment by deploying appropriate technology. 
 
FURTHER STUDY RECOMMENDATION 
Study the actual deployment of augmented reality technology in teaching/learning activities, the results of which can 
be used to further refine tools for learning activities. 
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ABSTRACT 
Interpersonal communication conflicts seen in children’s novels have been addressed in terms of Harary and 
Batell’s conflict classification inspired by the graph analysis. In this conflict classification, there are eight basic 
types of interpersonal communication conflicts: effective conflict, passive conflict, conflict of existence, overall 
rejection, prejudicial conflict, conflict of density, partial conflict and alteration. The method of this study is 
document review. Within the scope of the study, three randomly chosen children’s novels have been described in 
terms of interpersonal communication conflicts. The results have been digitized as much as possible and 
presented by being supported with a chart. The conclusions extrapolated from the results have been discussed 
with the literature and suggestions have been offered to those concerned.  
Keywords: Interaction, communication, conflict, alteration. 

INTRODUCTION 
Children’s literature is the general name of works that enrich the worlds of children’s emotions and thoughts 
with artistically qualified linguistic and visual messages according to their linguistic development and perception 
capacity and improve their taste levels at the stage starting from early childhood and including adolescence 
(Sever, 2012:17). The way in which children perceive reality and the world is different from adults. This 
difference necessitates the emergence of children’s literature. Children’s novels that address children’s reality in 
a sensitive way are the books with an artistic value that can get children adopt reading habit and love of reading 
and can make them qualified readers (Dilidüzgün, 2003:18). Children’s literature works affect the processes of 
children’s linguistic development, cognitive development, personality development, social development, etc. In 
children’s novels, the author should appeal to children’s imagination, use a simple language, embrace issues to 
which children can show interest, nourish children emotionally and mentally and should not build a complex 
fiction and plot. Children’s literature works describe human, environment, society and events instead of an 
idealized world. Literary works written for children should choose their subjects among the possible problems of 
children’s world such as family, educational institutions, diseases, poverty, non-communication, etc. 
(Dahrendorf, 1997:26 40; Dilidüzgün,1997:41-45). According to Sever (2012:27), in children’s novels, writers 
fictionalize an event using their creativity. In children’s literature, the events that have been fictionalized and the 
quality of the conflict that causes these events are the determinants that cause readers to be caught in the sphere 
of influence of the work. Conflict comes out with two or more contrast motives affecting the person at the same 
time (Cüceoğlu, 1994:282). In children’s novels, communication conflicts that create a tension and keep reader’s 
interest alive during the course of events can be seen in different forms in the plane of expression (Lukens, 
2007:103), such as person vs. person conflict, person’s inner conflict, person vs. nature conflict and person vs. 
society conflict.  
Communication is a process in which participants create and send information/symbol to each other and try to 
understand and interpret them (Dökmen, 2015:349). In communication, information flow is supposed to be 
bilateral (Acar, 2012:13). In the process of communication, the sender wants to impress the receiver by sending 
him his purposive message (Başkan, 2003:28). Communication is studied under four headings in the commonly 
used psychological classification: person-inner world communication, interpersonal communication, inter-
organizational communication, mass communication.  

Among mathematical subjects, graph theory is used since the 16th century until now in different fields of science 
and application areas. In Harary and Batell’s classification, there are eight basic types of interpersonal  
communication conflict: effective conflict, passive conflict, conflict of existence, overall rejection, prejudicial 
conflict, conflict of density, partial conflict and alteration. The brief information about Harary and Batell’s 
communication conflict classification that benefited from this theory has been presented below (Dökmen, 2015; 
Harary & Batell, 1981):  

In case people who come across do not like or get angry at each other, effective conflict emerges. When effective 
conflict examples are examined, reasons such as dislike/getting angry, negative experiences, dislike of 
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appearance and reflecting one’s own characteristics are confronted with. Effective conflict is reflected on another 
person with non-verbal communication/sight, stance, gesture, and mimics.  

In passive conflict, people do not communicate with each other as they are shy or offended to each other for 
some reason. When passive conflict examples are examined, reasons such as dislike/getting angry, negative 
experiences, dislike of appearance, reflecting one’s own characteristics, inner conflict, etc. are faced with in its 
origins. Passive conflict is externalized in the shape of hesitating, being angry, depriving, ignoring/turning away, 
taking a deep breath, elders not speaking to juniors, sighing, making a noise/beating/hitting, acting as if nothing 
has happened and repressing the anger. 

If someone misunderstands the words of the opponent or sends a message irrelevant to his/her words, this case is 
called a conflict of existence. In the origins of the conflict of existence, there are a misunderstanding of the 
opponent’s words, living one’s own existence, acting egocentric, being closed to the message from the 
environment, assuming that the opponent knows (the subject), person vs. society conflict, cultural conflict, and 
message’s being undelivered. The conflict of existence is reflected on other people in the shape of an irrelevant 
answer, indirect communication, and implicative conflict. 

If a person completely rejects the message sent to him/her and supports just the opposite view, he/she happens to 
show overall rejection. When overall rejection examples are examined, there are the total rejection of the 
message/supporting the opposite of the message, one’s perceiving his/her life as totally negative, not thinking 
through/not going into details, rejecting unquestioningly, and rejecting one’s strengths and weaknesses in its 
origins. The conflict of overall rejection is externalized in the shape of being obstinate, such as “it is the only 
way…” and “it is the greatest…”. 

In prejudicial communication conflict, before starting to discuss a particular subject people have a 
bias/prejudgment about it. During the discussion, they insistently support these prejudgments. The discussion 
does not affect the decision they have taken at the beginning in any way. When prejudicial communication 
conflict examples are examined, there are prejudice and bias in its origins. Prejudical conflict is reflected on 
other people in the shape of “not being affected by discussion”, “I have already made up my mind” and 
prejudice’s not being tested. 

In case the views of two people partially correspond, the conflict of density comes into question. If a person 
perceives some of the messages sent to him/her from the source across him/her and does not perceive the rest of 
them, it means that “partial perception” has emerged. In the alteration conflict, a person totally understands the 
message coming to him/her from the source, however, he/she cannot transmit it to the third person correctly. 
Among the conflicts of content, “density”, “partial” and “alteration” are caused by direct message. In the conflict 
of density, there are partial corresponding between people and total disapprobation of the message. The conflict 
of density is reflected with the expressions such as “however”, “yet” and “but”. In the partial conflict, there are 
perceiving/not perceiving some of the messages sent. 

Conflict types in Harary and Batell’s classification can be gathered in two major clusters (Dökmen, 2015). It is 
possible to classify effective, passive and existential conflicts as the “orientation conflict”; and overall rejection, 
prejudicial, density, partial and alteration conflicts as the “conflict of content”. Orientation conflict is caused by 
people and the conflict of content is caused by the message. 

Güneyli and Konedrali (2008) analyzed a compiling tale selected from Cyprus Turkish literature in terms of 
interpersonal communication conflicts in their studies entitled “İncircinin Dediği Adlı Kıbrıs Türk Masalının 
Kişilerarası İletişim Çatışmaları Açısından Çözümlenmesi” (“The Analysis of the Cyprus Turkish Tale Entitled 
“What the Figman Said” in terms of Interpersonal Commnication Conflicts”). The conflicts of the characters in 
the tale in the process of communication are evaluated in accordance with the Graph analysis and transactional 
analysis theories. Aslan (2006) analyzed child-adult conflicts with the examples from Turkish children’s 
literature and according to the principle of child-centeredness in his study entitled “Türk Çocuk Yazınında 
Çocuk-Yetişkin Çatışmasının Yer Aldığı Kimi Yapıtların İncelenmesi” (“The Analysis of Some Works in 
Turkish Children’s Literature in which Child-Adult Conflict Takes Place”). In this study, the child-adult conflict 
is addressed. Çevirme and Hatunoğlu (2004) examined communication conflicts in “Kurnaz Köylü Masalı” 
(“The Tale of Sly Peasant”) in the article entitled “Kurnaz Köylü Masalında İletişim Çatışmaları” 
(“Communication Conflicts in the Tale of Sly Peasant”). The characters of the tale have been examined 
according to three ego states. These three ego states are the ego states of parent, adult, and child. It has been 
concluded that the tale is a Turkish tale reacting to the excessively individualized mind and misuse of it. In this 
study, interpersonal communication conflicts seen in children’s novels have been addressed in terms of Harary 
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and Batell’s conflict classification inspired by the Graph analysis. The interpersonal communication conflict 
examples seen in children’s novels, their percentage distribution and the reasons are emphasized.  

 
METHODS 
The method of this study is document review. The main objective of the document review is to analyze written 
materials which include information about the case or cases aimed in the study. Deciding which documents are 
important and can be used as a data source is closely associated with the problem of the study. Documents are 
important sources of information which must be effectively used in qualitative studies (Bilgin, 2006:1; Yıldırım 
and Şimşek, 2011: 188). Within the scope of the study, three randomly chosen contemporary children’s novels, 
one representing Turkish children’s literature and two representing Western children’s literature, have been 
described in terms of interpersonal communication conflicts. Information about the children’s novels which have 
been examined in the study is as follows:  

Härtling, P.(2012). Büyükbaba Taşınıyor (Grandfather is Moving). (Transl.: N. Neydim).  Istanbul: Günışığı. 
Nöstlinger, C.(2003). Kim Takar Salatalık Kral’ı (Who Cares Cucumber King). (Transl.: S. Dilidüzgün). 
Istanbul: Günışığı. 
Sertbarut, M. (2005). Sisin Sakladıkları (What the Mist Hides). Izmir: TUDEM. 

Interpersonal conflict types identified in children’s novels are grouped according to the determined criteria and 
findings obtained in this way have been digitalized as much as possible and supported with tables. The results 
that have been obtained based on findings are discussed with the literature and suggestions have been offered to 
those concerned. 

 

FINDINGS 
Table 1. Types of Interpersonal Conflicts in Children’s Novels and Their Distribution. 
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Büyükbaba Taşınıyor 
(Grandfather is Moving) 47 38 35 29 20 16 11 9 4 3 3 2 1 1 2 2 

Kim Takar Salatalık Kralı 
(Who Cares Cucumber King) 52 39 43 32 16 12 15 11 5 4 3 3 - - - - 

Sisin Sakladıkları 
(What the Mist Hides) 33 37 21 25 17 19 7 8 3 3 4 4 1 1 3 3 

 

Upon examining Table 1, among interpersonal communication conflicts identified in children’s novels, the 
percentage distribution of effective conflict is 38% for Büyükbaba Taşınıyor (Grandfather is Moving), 39% for 
Kim Takar Salatalık Kralı (Who Cares Cucumber King) and 37% for Sisin Sakladıkları (What the Mist Hides). 
The percentage distribution of effective conflict is pretty much the same for all three children’s novels. 

In the children’s novel called “Büyükbaba Taşınıyor” (“Grandfather is Moving”), old John lives together with 
his daughter Irene’s family. Old John occasionally has communication conflicts with his daughter Irene, his son-
in-law Thomas, and his grandchildren Laura and Jacob in terms of his emotions, views, and lifestyle. During the 
dinner, old John moves from right to left on his chair as if there were ants in his pants. His son-in-law Thomas 
warns him by saying “Can you sit more calmly, please?” Old John asks him “Am I a child that you warn me like 
this?” and gets angry at him (Härtling, 2012:56). Thomas utters that he does not act like a child, but he is 
disturbed by his wriggling. 
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Among interpersonal communication conflicts, the percentage distribution of passive conflict seen in children’s 
novels is 29% for Büyükbaba Taşınıyor (Grandfather is Moving), 32% for Kim Takar Salatalık Kralı (Who 
Cares Cucumber King) and 25% for Sisin Sakladıkları (What the Mist Hides). The percentage distribution of 
passive conflict among these three children’s novels is higher in Kim Takar Salatalık Kralı (Who Cares 
Cucumber King). 

Father Hogelmann, Kumri-Ori takes care of Cucumber King and his little son Nick helps him. Mother 
Hogelmann, grandfather, Martina and Wolfgang, on the other hand, argue against this. Mr. Hogelmann takes the 
car out of the garage in such a way that he sweeps both the roses and the dwarf sculpture with his left front tire 
(Nöstlinger, 2003:37). In passive conflict, people do not communicate with each other as they are shy or 
offended to each other for any reason. Upon examining the example, it is seen that Mr. Hogelmann externalizes 
his anger to the other family members in the form of becoming offended, depriving, ignoring, not speaking to 
juniors, making a noise/hitting and beating. 

When Table 1 is examined, among interpersonal communication conflicts identified in children’s novels, the 
percentage distribution of the conflict of existence is 16% for Büyükbaba Taşınıyor (Grandfather is Moving), 
12% for Kim Takar Salatalık Kralı (Who Cares Cucumber King) and 19% for Sisin Sakladıkları (What the Mist 
Hides). Among these three children’s novels, there is a significant difference in terms of the percentage 
distribution of the conflict of existence on behalf of Sisin Sakladıkları (What the Mist Hides). 

Lady Nilgün describes İlay’s going to her aunt Lady Kutsiye as a good change and says “besides, the air in the 
country is clean and away from noise”. İlay misunderstands her mother’s words, lives her own existence and 
behaves egoistically, she is closed to the message from the environment, she replies her mother irrelevantly, she 
says “I know, mom, tarhana soup and fields reaching out to eternity.” However, her mother continues living her 
own existence: delicious blackberries, ice-cold water flowing from springs, delicious clabbered milk and heartily 
people (Sertbarut, 2005:15). The conflict of existence between Lady Nilgün and İlay in the example is in the 
form of the irrelevant answer, indirect communication, and implicative conflict. 

Among interpersonal communication conflicts, the percentage distribution of the overall rejection conflict seen 
in children’s novels is 9% for Büyükbaba Taşınıyor (Grandfather is Moving), 11% for Kim Takar Salatalık Kralı 
(Who Cares Cucumber King) and 8% for Sisin Sakladıkları (What the Mist Hides). The percentage distribution 
of the overall rejection conflict is higher in Kim Takar Salatalık Kralı (Who Cares Cucumber King) among these 
three children’s novels. 

According to mother, Kumi-Ori Cucumber King must get out of the house no matter how, she does not want him 
in the house and rejects the message directed to her entirely. Mr. Hogelmann, on the other hand, says that he will 
not get Kumi-Ori Cucumber King off no matter what happens, that mother and children should get used to it and 
he shows the overall rejection conflict by supporting just the opposite idea. On the contrary, mother yells that 
although children needed animals he did not let them have a cat, dog, mouse and goldfish, but now he himself 
wants cucumber-zucchini in the house (Nöstlinger, 2003: 44). 

When Table 1 is examined, the percentage distribution of prejudicial conflict among interpersonal 
communication conflicts identified in children’s novels is 3% for Büyükbaba Taşınıyor (Grandfather is Moving), 
4% for Kim Takar Salatalık Kralı (Who Cares Cucumber King) and 3% for Sisin Sakladıkları (What the Mist 
Hides). There is not a significant difference in the distribution of prejudicial conflict among these three 
children’s novels. 

Whenever there is a fuss, father Hogelmann says “Nick, stop it!” (Nöstlinger, 2003:15). Hogelmann adopts a 
bias/prejudgment about it; he insistently supports this prejudgment. The fact that Nick has not made the noise 
does not affect the decision he has taken at the beginning in any way. 

Among interpersonal communication conflicts, the percentage distribution of partial conflict seen in children’s 
novels is 2% for Büyükbaba Taşınıyor (Grandfather is Moving), 3% for Kim Takar Salatalık Kralı (Who Cares 
Cucumber King) and 4% for Sisin Sakladıkları (What the Mist Hides). There is not a significant difference in the 
distribution of partial conflict among these three children’s novels. 

İlay’s mother Lady Nilgün tells her that she does not have to go to aunt Kutsiye if she does not really want it, 
that she forced her into going to aunt Kutsiye and that her (İlay’s) thoughts on this issue are also important. Her 
father Mr. Semih also advises İlay that she should listen to her mom, she may experience compliance problems 
there, she may not find the comfort she has been looking for and she may regret. He perceives some part of the 
problem (Sertbarut, 2005:44). However, İlay wants to move away from there and rest her head. 
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When Table 1 is examined, the percentage distribution of the conflict of density among interpersonal 
communication conflicts identified in children’s novels is 1% for Büyükbaba Taşınıyor (Grandfather is Moving) 
and 1% for Sisin Sakladıkları (What the Mist Hides). The examples of the conflict of density are observed in 
children’s novels called Büyükbaba Taşınıyor (Grandfather is Moving) and Sisin Sakladıkları (What the Mist 
Hides), however, they could not be determined in the children’s novel called Kim Takar Salatalık Kralı (Who 
Cares Cucumber King). 

Among interpersonal communication conflicts, the percentage distribution of alteration conflict seen in 
children’s novels is 2% for Büyükbaba Taşınıyor (Grandfather is Moving), and 3% for Sisin Sakladıkları (What 
the Mist Hides). The examples of the alteration conflict are seen in the children’s novels entitled Büyükbaba 
Taşınıyor (Grandfather is Moving) and Sisin Sakladıkları (What the Mist Hides), however, they could not be 
determined in the children’s novel entitled Kim Takar Salatalık Kralı (Who Cares Cucumber King). 

Among interpersonal communication conflicts, the percentage distribution of effective, passive conflicts and the 
conflict of existence seen in children’s novels is more intense when compared to overall rejection, prejudicial, 
density, partial and alteration conflicts. Furthermore, in the children’s novel called “Sisin Sakladıkları” (“What 
the Mist Hides”) representing Turkish children’s literature, the examples of both the “orientation conflict” 
caused by people and the “conflict of content” caused by the message are encountered; in children’s novels 
called “Büyükbaba Taşınıyor” (“Grandfather is Moving”) and “Kim Takar Salatalık Kralı” (“Who Cares 
Cucumber King”) which represent the Western children’s literature, the examples of the “orientation conflict” 
are included in the sufficient amount, however, the examples of the “conflict of content” are rarely encountered.  

CONCLUSION 
Conflict occurs in all types of relationship (Jackson-Dwyer, 2014:140). Communication conflict is a process 
which occurs in or among social beings such family members, friends, teachers and students, employees etc. and 
is caused by dissension, inconsistency, and requirements’ being interfered (Yavuzer, 1997:49; Mayer, 2000:4; 
Wilmot & Hocker, 2011:11). This process of interaction are the reactions exhibited by a person in the form of 
confronting, fear, anger, hopelessness or sadness, understanding or thought that his/her needs, wishes, and 
interests do not comply with other people. 

Interpersonal conflict is a dynamic process that occurs between interdependent parties as they experience 
negative emotional reactions to perceived disagreements and interference with the attainment of their goals. 
According to this definition, the interpersonal conflict exists only when all of its three components (i.e., 
disagreement, interference, and negative emotion) are present in a situation. Cases of pure disagreement, pure 
interference, pure emotion, or cases combining only two of these components, are not considered to be instances 
of interpersonal conflict (Barki & Hartwick, 2004). 

According to Kavcar (2009), literary works influence people deeply and this power must absolutely be benefited 
from in the interest of education. In children’s books, depending on the quality of the subject and the choice of 
the author, communication conflicts can be used in the story fiction. Reader’s interest can be kept alive by 
appealing to his/her sense of wonder with various communication conflicts in the works (Sever, 2013:136). 
When child readers interact with texts like that, there can be a change in their behaviors. Furthermore, 
interpersonal communication conflicts can be the source of many innovations and creativity. Communication 
conflict, which is the origin of social and cognitive change from one aspect, also fulfills the function of revealing 
the positive change (trans. from Lulofs & Cahn: Şahin, Basım & Çetin, 2009). Many innovations and 
developments accomplished in science, art, and social life emerged as a result of the conflict with the old 
(Yörükoğlu, 1988:289). 
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ÖZET 
 
Bu çalışmanın amacı, ortaöğretim kurumlarında görev yapan Tarih öğretmenlerinin özel alan ve genel mesleki 
yeterliklerini gerçekleştirme düzeylerine ilişkin kendi görüşlerini ve öğrencilerin görüşlerini belirlemektir. 
Betimsel tarama modeli kullanılarak yapılan çalışmanın evrenini 2014-2015 eğitim-öğretim yılında Elazığ il 
merkezinde bulunan liselerde görev yapan toplam 92 tarih öğretmeni 8850 öğrenci oluşturmaktadır. Bu 
okullardan tesadüfî örnekleme yöntemiyle belirlenen 456 öğrenciye ve bütün öğretmenlere veri toplama aracı 
dağıtılmıştır. Ancak 384 öğrenciye ve 54 öğretmene ait veri toplama aracı değerlendirmeye alınmıştır. Veri 
toplama aracı üç bölümden oluşmaktadır. Birinci bölümde olgusal sorular, ikinci bölümde tarih öğretmenlerinin 
özel alan yeterlikleri ve üçüncü bölümde de mesleki genel yeterlikleri bulunmaktadır. Araştırma sonucuna göre 
uzman öğretmenlerin görüşlerinin düzeyi öğretmenlere göre, lisans üstü mezunu olan öğretmenlerin görüşlerinin 
düzeyi de lisans mezunlarına göre daha yüksektir. Anadolu meslek liselerinde ve anadolu liselerinde görev yapan 
tarih öğretmenlerinin görüşlerinin düzeyi, sosyal bilimler liselerinde görev yapanlardan daha olumludur. Sosyal 
bilimler lisesi öğrencilerinin, görüşlerinin düzeyi ise, Anadolu ve Anadolu meslek lisesi öğrencilerinin 
görüşlerinin düzeyinden daha olumludur.    
 Anahtar Kelimeler: Tarih öğretmeni, özel alan yeterlikleri, mesleki yeterlikler 
 
 
 GİRİŞ

 
Tarih; bütün hareketlerimizde bize ışık tutan ve ilerisini daha iyi görmemize yardım eden bir bilim dalıdır 
(Baştav:1964;86). Mimoğlu (1955)’na göre; tarih, insanoğlunun hayat akışına ait hadiseleri zaman, yer, isim 
bildirerek, özellikle bunların meydana gelişiyle, yok oluşlarını objektif sebep ve kanunları açıklayarak anlatan 
bilim dalıdır. Genelde insanlığın özelde ise milletin hafızası olarak nitelendirilen tarihin önemi, geleceği kuşatan 
gençliğin yönlendirilmesi konusunda da karşımıza çıkar. Milletin hafızası olan tarihle geleceğini temsi1 eden 
"gençlik" arasındaki ilişkinin sağlıklı olması hayatı bir değer taşımaktadır (Ulusoy, 2009:417). Fransa’da 1897 
yılında yapılan olgunluk sınavında öğrencilere sorulan “Tarih dersi ne işe yarar?” sorusuna öğrencilerin %80’i 
“Vatanseverliği coşturmaya yarar” cevabını vermişlerdir (Langlois ve Seignobos:1937; 320). Tobin, Tippins ve 
Gallard (1994)’e göre; çağımızda tarih dersinin artık bir ezber değil, düşünce dersi olarak algılanması ve 
öğrencilerden çeşitli olaylarla ilgili yorum ve fikirlerinin alınması gerekmektedir. Bu doğrultuda derste 
uygulanacak olan öğretim yöntemleri, derse karşı olan tutumun olumlu yönde değişmesinde etkili olacaktır. 
Öğretmenlerin derste uyguladıkları yöntemlerde genellikle kendi öğrenme yöntemlerine uygun olarak öğretim 
yaptıkları görülmüştür.  

Tarihe duyarlı ve tarih bilincine sahip insan yetiştirmek tarih dersi öğretim programın temel amaçları arasındadır. 
Öğretmenlik mesleğinin niteliğinin yükseltilmesi, öncelikle öğretmenlerin sahip olması gereken genel ve özel 
alan yeterliklerin bilinmesi, daha sonra, bu yeterliklerin, hizmet öncesi ve hizmet içi eğitim programlarıyla, 
öğretmen adaylarına ve öğretmenlere kazandırılması ile mümkündür. Eğitim ve öğretimin bütün boyutlarıyla 
dinamik bir yapıya sahip olması, bu süreçte önemli bir rol üstlenen öğretmenlerin görevlerinin ve bu görevlerin 
gerektirdiği niteliklerin sürekli sorgulanmasını ve geliştirilmesini gerekli kılmaktadır. Bunun içindir ki, Millî 
Eğitim Bakanlığı’nın Üniversitelerle iş birliği yaparak, öğretmen yeterlikleri üzerine yürüttüğü çalışmalar 
süreklilik göstermektedir. 1739 sayılı Milli Eğitim Temel Kanununun 45’ inci maddesi hükümleri kapsamında, 
öğretmen yeterliklerinin belirlenmesine yönelik bir dizi çalışma yapılmış olup bunlardan Temel Eğitime Destek 
Projesi, Avrupa Birliği Komisyonu ile Hükümet arasında 8 Şubat 2000 tarihinde imzalanan Finansman 
Anlaşmasıyla yürürlüğe girmiştir. Projenin genel amacını; "Yoksulluğu azaltma perspektifinde, eğitim seviyesini 
artırarak, eğitim kalitesini ve eğitime erişimi iyileştirmek, en dezavantajlı kırsal, şehirsel bölgeler ve 
gecekondularda nüfusun hayat şartlarını geliştirmek, eğitim dışında kalan çocukların, gençlerin ve yetişkinlerin 
temel eğitim kapsamına alınması ve öğretmen arzının iyileştirilmesini desteklemek" oluşturmaktadır. Proje 
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faaliyetlerine 2002 yılı Eylül ayında başlanılmıştır. Temel Eğitime Destek Projesi (TEDP); Öğretmen Eğitimi, 
Eğitimin Kalitesi, Yönetim ve Organizasyon, Yaygın Eğitim, ve İletişim olmak üzere 5 bileşenden oluşmaktadır. 
Öğretmen yeterliklerine ait taslağın oluşturulması için 13- 16 Nisan 2004 tarihleri arasında Ankara’da bütüncül 
ve sistematik bir yaklaşımla, Öğretmen Yeterlikleri ile ilgili ülkemizde Millî Eğitimi Geliştirme Projesi 
kapsamında YÖK-MEB, Öğretmen Yetiştirme ve Eğitimi Genel Müdürlüğü ve EARGED tarafından daha önce 
hazırlanan çalışmaların tümü ile 5 ülkeye (Ingiltere, ABD, Seyşel Adaları, Avustralya ve İrlanda) ait yeterlik 
dökümanları incelenerek konuya ilişkin kavram ve terimler üzerinde ortak bir anlayış oluşturulmaya çalışılmıştır. 
Ayrıca, bu çalışmada 21. yy. da öğretimin niteliği nasıl olmalıdır? Hangi nitelikte öğrenci ve öğretmen istiyoruz? 
gibi sorulara yanıt aranmıştır. Bu çalıştaylar sonucunda öğretmenlik mesleği genel yeterlikleri; Kişisel ve 
Meslekî Değerler - Meslekî Gelişim, Öğrenciyi Tanıma, Öğrenme ve Öğretme Süreci, Öğrenmeyi, Gelişimi 
İzleme ve Değerlendirme, Okul-Aile ve Toplum İlişkileri, Program ve İçerik Bilgisi, olmak üzere 6 ana yeterlik 
alanı, bu yeterliklere ilişkin 31 alt yeterlik ve 221 performans göstergesi şeklinde belirlenmiştir. Ortaöğretim 
öğretmenlerine yönelik Özel Alan Yeterlikleri ve bu yeterliklere dayalı Performans Yönetim Süreci çalışmaları 
ise, OÖP (Ortaöğretim projesi) kapsamında başlatılmıştır. Özel alan yeterlikleri de; alan bilgisi (27 performans 
göstergesi), alan eğitimi bilgisi (51 performans göstergesi), tutum ve değerler (20 performans göstergesi) olarak 
belirlenmiştir. 
Öğretmenlerin öğretim becerileri ve sahip oldukları niteliklerle öğrenci başarısını inceleyen araştırmalarda 
öğretmenlerin etkililiği ve mesleki deneyimleri ile öğrenci başarısı arasında bir ilişki çıkmıştır. Ancak bu ilişki, 
her zaman doğrusal değildir. Bu araştırmalardan bazılarında özellikle mesleki deneyime bağlı olarak 
öğretmenlerin öğretim nitelikleri, daha az deneyimli olan öğretmenlere oranla öğrencilerin başarıları üzerinde 
daha çok olumlu etki yapmaktadır (Darling Hammond, 2000: 9). Konuyla ilgili yapılan diğer araştırmalarda 
öğretmenlerin yirmi birinci yüzyıldaki yeterlik ve niteliklerinde önemli değişimler yaşandığı, buna bağlı olarak 
ta mesleğin profesyonelleşme konusunda hayli yol kat ettiği dile getirilmektedir. Bunun sebebi olarak ta, 
toplumsal yasamdaki değişim ve bilginin yayılma hızı gösterilmektedir (Darling Hammond ve Berry, 1988: 7; 
Özer ve Gelen, 2008:45). 
Bu çalışmada, özel alan yeterlikleri kapsamında toplam 98 olan performans göstergesinden 28’i ve 221 olan 
öğretmenlik mesleği genel yeterliklerine ilişkin performans göstergelerinden ise, 32’si alınmış ve Tarih 
öğretmenlerinin özel alan ve mesleki genel yeterliklerine dayalı performans göstergelerinin düzeyi saptanmaya 
çalışılmıştır. Madde sayısının çokluğundan dolayı katılımcıların yorgunluğa bağlı olarak düşünmeden cevap 
verme olasılığının olması, cevaplamaya ilişkinin güdülerinin azalmaması, zaman sorununa neden olmaması, 
ilişkili maddelerin olması gibi nedenlerden dolayı geçerli ve güvenilir cevapların toplanmasını engellememek 
için madde sayısı düşük tutulmuştur.  

Amaç 
 
Bu araştırma, ortaöğretim kurumlarında görev yapan tarih öğretmenlerinin özel alan ve genel mesleki 

yeterlik düzeylerini belirlemek amacıyla yapılmış ve aşağıdaki sorulara cevap aranmıştır.  
1. Tarih öğretmenlerinin özel alan ve genel mesleki yeterliklerini gerçekleştirmelerine ilişkin kendi 

görüşlerinin ve öğrencilerin görüşlerinin düzeyi nedir? 
2. Tarih öğretmenlerinin özel alan ve genel mesleki yeterliklerinin düzeyi kariyerlerine, çalıştıkları okula, 

cinsiyetlerine, mesleki kıdemlerine ve eğitim seviyelerine göre değişmekte midir?  
3. Öğrencilerin görüşlerine göre, tarih öğretmenlerinin özel alan ve genel mesleki yeterliklerinin düzeyi, 

sınıf düzeylerine, okulun türüne ve cinsiyetlerine göre değişmekte midir? 
 

YÖNTEM 
 

Bu araştırma tarama modelindedir. Tarama modelleri, geçmişte ya da halen var olan bir durumu var olduğu 
şekliyle betimlemeyi amaçlar. Araştırmaya konu olan olay, birey ya da nesne, kendi koşulları içinde ve olduğu 
gibi tanımlanmaya çalışılır (Karasar, 2009:77).  
 
Evren ve Örneklem 

 
Araştırmanın evrenini, 2014-2015 eğitim-öğretim yılında Elazığ il merkezinde bulunan liselerde görev yapan 
toplam 92 tarih öğretmeni 8850 öğrenci oluşturmaktadır. Bu okullardan tesadüfî örnekleme yöntemiyle 
belirlenen 456 öğrenciye ve bütün öğretmenlere veri toplama aracı dağıtılmıştır. Ancak 384 öğrenciye ve 54 
öğretmene ait veri toplama aracı değerlendirmeye alınmıştır. Örneklemin büyüklüğünü saptamak için farklı 
büyüklükteki evrenler için kuramsal örneklem büyüklükleri çizelgesinden yararlanılmıştır. Çizelgede 100 kişinin 
bulunduğu evrende %95 güven düzeyi için gerekli olan örneklem büyüklüğü 79 kişi olarak belirtilmiştir 
(Anderson, 1990:202; Balcı, 2009:102). Ancak bu çalışmada, öğretmenlerin okuldaki sayılarının az olması, ders 
programları gereği okulda her gün bulunamayışları ve gönülsüz olmaları gibi nedenlerden dolayı bu sayıya 
ulaşılamamıştır. 
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Veri Toplama Aracı 
 
Çalışmada kullanılan ölçme aracı, öğretmenlerim mesleki genel ve özel alan yeterliklerine ilişkin olarak 
saptanan performans göstergelerinden yararlanılarak araştırmacı tarafından oluşturulmuştur. Öğretmenler ve 
öğrenciler için hazırlanan veri toplama aracı üç bölümden oluşmaktadır. Birinci bölümde cevaplayıcıların 
demografik özelliklerini betimlemeye yönelik olgusal sorular, ikinci bölümde tarih öğretmenlerinin özel alan 
yeterlikleri (28 madde) ve üçüncü bölümde de tarih öğretmenlerinin mesleki genel yeterlikleri (32 madde) 
bulunmaktadır. Veri toplama aracı; “tamamen katılıyorum” (1), “katılıyorum” (2), “kararsızım” (3), 
“katılmıyorum” (4), “hiç katılmıyorum” (5) şeklinde derecelendirilmiştir. Veri toplama aracının aralıkları 4/5= 
.80’dir. Veri toplama aracının yapı geçerliğini sağlamak için açıklayıcı faktör analizi yapılmıştır. Faktör analizi, 
aynı yapıyı ya da niteliği ölçen değişkenleri bir araya toplayarak ölçmeyi az sayıda faktör ile açıklamayı 
amaçlayan bir istatistiksel tekniktir (Büyüköztürk, 2009:123).  Verilerin faktör analizine uygunluğu Kaiser-
Meyer-Olkin (KMO) ve Barlett testi ile sınanmıştır. Bartlett Testi = 1734,241 ve geçerlik katsayısı KMO =.896, 
p=.000’dır. Veriler üzerinde faktör analizi yapılabilmesi için minimum KMO değeri 0.60 olarak önerilmektedir 
(Pullant, 2001). Bu sonuçlara göre verilerin  faktör analizi için uygun olduğu belirlenmiştir. Öğretmenlerin 
görüşlerine göre, özel alan yeterliklerine ait maddelerin faktör yük değerleri 0.30  ile 0.82 arasında 
değişmektedir. Hiç bir  madde ölçekten çıkarılmamıştır. Ölçek tek faktörden oluşmaktadır. Tek faktörlü ölçeğin 
açıklanan varyansı %66.90’dır. Ölçeğin güvenirlik katsayısı Alpha =.981’dir. Öğretmenlerin genel mesleki 
yeterliklerine ait maddelerin faktör yük değerleri ise 0.43-0.87 arasında değişmektedir. Hiç bir madde ölçekten 
çıkarılmamıştır. Ölçek tek faktörden oluşmaktadır. Tek faktörlü ölçeğin açıklanan varyansı %69.97’dir. Ölçeğin 
güvenirlik katsayısı Alpha =.986’dır. Öğrencilerin görüşlerine göre, öğretmenlerin özel alan yeterliklerine ait 9. 
maddenin faktör yükü  iki farklı faktörde de yüksek olduğundan ve binişik bir madde olarak tanımlandığından, 
faktör yük değerleri arasındaki farkın da en az .10 olması önerildiğinden (Büyüköztürk, 2009:125) ve bu kuralı 
taşımadığından ölçekten çıkarılmıştır. Ölçek maddelerinin  faktör yük değerleri 0.38  ile 0.64 arasında 
değişmektedir. Varimax döndürme yapılarak bakılan temel bileşenler faktör analizi sonuçlarına göre maddelerin 
iki alt faktör altında toplandığı saptanmıştır. “Tarih metodolojisini kullanabilme” alt boyutunda 9 madde 
bulunmaktadır ve bu boyutun  Cronbach Alpha güvenirlik değeri .89’dur. “Öğretim programının uygulanması” 
alt boyutunda ise 18 madde bulunmaktadır. Bu boyutun  Cronbach Alpha güvenirlik değeri .93’tür. İki faktörlü 
ölçeğin açıkladığı varyans %50.79’dur. Ölçeğin Bartlett Testi=5701,191 ve geçerlik katsayısı KMO =.952, 
p=.000’dır. Öğrencilerin görüşlerine göre, öğretmenlerin genel mesleki yeterliklerine ait 4. madde yukarıda 
belirtilen gerekçeler nedeniyle ölçekten çıkartılmıştır. Ölçek 31 maddeden ve tek faktörden oluşmaktadır. Tek 
faktörlü ölçeğin açıklanan varyansı %49.58’dir. Ölçeğin güvenirlik katsayısı Alpha =.96’dır. 
 
Verilerin çözümü 
 
Veriler, SPSS for Windows 21 programı kullanılarak analiz edilmiştir. Öğretmenlerin demografik özelliklerini 
(cinsiyet, kariyer, mesleki kıdem, çalışılan okul ve eğitim seviyeleri) belirlemek için frekans ve yüzde değerleri 
kullanılmıştır. Öğretmenlerin ve öğrencilerin görüşlerinin düzeylerini belirlemek için aritmetik ortalama ve 
standart sapma teknikleri kullanılmıştır.  Cinsiyet, kariyer ve eğitim seviyesi değişkenleri açısından belirtilen 
görüşler arasında anlamlı bir farklılık olup olmadığını belirlemek için bağımsız gruplar t-Testi yapılmıştır. 
Ayrıca çalıştıkları okul türü değişkeni açısından belirtilen görüşler arasında anlamlı bir farklılık olup olmadığını 
belirlemek için Tek Yönlü Varyans Analizi (ANOVA) ve mesleki kıdem değişkeni açısından da veri sayısının az 
olması nedeniyle parametrik bir test olan ve varyans analizinin alternatifi sayılabilecek, parametrik olmayan bir 
karşılaştırma testi olan Kruskal- Wallis testiyle, grupların ortalamaları arasında fark olup olmadığı sınanmıştır. 
Uygulanan testlerin anlamlılık düzeyi .05 olarak alınmıştır. 

 
BULGULAR  
 
Bu bölümde, öğretmenlerin ve öğrencilerin demografik özelliklerine göre dağılımlarına, öğretmenlerin ve 
öğrencilerin görüşlerine göre öğretmenlerin özel alan ve genel mesleki yeterlikleri kapsamındaki performans 
göstergeleri boyutlarına ait bulgulara ve yorumlara yer verilmiştir. 
      Çalışmaya katılan öğretmenlerin demografik özellikleri incelendiğinde; katılımcıların %24,1’inin kadın 
(13 kişi), % 75,9’unun erkek (41 kişi) olduğu; %72,2’sinin öğretmen (39 kişi), %27,8’inin uzman öğretmen (15 
kişi) olduğu; %48,1’inin Anadolu lisesinde (26 kişi), %38,9’unun meslek lisesinde (21 kişi) ve %13’ünün de 
sosyal bilimler lisesinde (7 kişi) görev yaptığı; %5,6’sının (3 kişi) 1-5 yıllık, %5,6’sının (3 kişi) 6-10 yıllık, 
%22,2’sinin (12 kişi) 11-15 yıllık, %46,3’ünün (25 kişi) 16-20 yıllık ve %20,4’ünün de (11 kişi) 21 yıl ve üstü 
kıdeme sahip olduğu; %63,0’ünün (34 kişi) lisans mezunu ve %37,0’sinin de (20 kişi) lisansüstü mezunu olduğu 
tespit edilmiştir.  Çalışmaya katılan öğrencilerin demografik özellikleri incelendiğinde; %58,3’ünün (224 kişi) 
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bayan ve % 41,7’sinin (160 kişi) erkek olduğu; %35,7’sinin (137 kişi) Anadolu Lisesi, %57,6’sını (221 kişi) 
Anadolu Meslek Lisesi ve %6,8’inin de (26 kişi) Sosyal Bilimler Lisesi öğrencisi olduğu; %29,4’ünün (113 kişi) 
9. Sınıf, %34,4’ünün (132 kişi) 10. sınıf, %20,1’inin (77 kişi) 11. Sınıf ve %16,1’inin ise (62 kişi) 12. sınıf 
öğrencisi olduğu belirlenmiştir. 
 
 1. Öğrencilerin ve Tarih öğretmenlerinin görüşlerine göre, özel alan ve mesleki yeterlik boyutları 
ve alt boyutlarına ilişkin aritmetik ortalama ve standart sapma sonuçları Tablo 1’de verilmiştir. 

 
           Tablo 1. Öğretmenlerin ve öğrencilerin görüşlerine göre özel alan ve mesleki yeterlik boyutlarına ve  
            alt boyutlarına ilişkin aritmetik ortalama ve standart sapma sonuçları 

Boyutlar ve alt boyutlar X  SS 
1.Öğretmenlerin görüşlerine göre özel alan yeterlikleri 4,28 ,79 
2.Öğretmenlerin görüşlerine genel mesleki yeterlikleri 4,35 ,77 
3.Tamamı 4,32 ,77 
1.Öğrencilerin görüşlerine göre öğretmenlerin özel alan yeterlikleri 3,73 ,84 
a.Tarih  metodolojisini kullanabilme yeterlikleri 3,84 ,88 
b.Öğretim programının uygulanmasına ilişkin yeterlikler 3,67 ,90 
2. Öğrencilerin görüşlerine göre öğretmenlerin genel mesleki yeterlikleri 3,78 ,90 

Tablo 1’de de görüldüğü gibi, öğretmenler kendilerini her iki boyutta ve ölçeğin tamamında  “tamamen 
katılıyorum” düzeyinde yeterli görürken; öğrencilerin, tarih öğretmenlerini her iki boyutta, özel alan yeterlikleri 
alt boyutlarında ve ölçeğin tamamında  “katılıyorum” düzeyinde yeterli buldukları görülmektedir. 
 

2. Tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi kariyerlerine, cinsiyetlerine ve 
eğitim seviyelerine göre değişmekte midir? Alt problemine ilişkin bulgular Tablo 2’de verilmiştir. 
 
   Tablo 2. Tarih öğretmenlerinin özel alan ve mesleki yeterlikleri boyutlarının kariyer, cinsiyet ve eğitim 
seviyesi değişkenlerine göre T- Testi sonuçları 

Boyutlar Değişkenler  N X  SS 
LEVENE 

t p 
F p 

1.Özel alan yeterlikleri 
Öğretmen 39 4,27 ,75 ,147 ,703 

-,154 ,879 
Uzman Öğretmen 15 4,31 ,92 

2. Genel mesleki yeterlikler 
Öğretmen 39 4,36 ,73 ,065 ,800 

,017 ,987 Uzman Öğretmen 15 4,35 ,90 

3. Tamamı 
Öğretmen 39 4,31 ,72 ,080 ,779 

-,065 ,949 Uzman Öğretmen 15 4,33 ,90 
1.Özel alan yeterlikleri 
 

Kadın 13 4,46 ,28 3,516 ,066 
1,502 ,139 Erkek 41 4,22 ,89 

2. Genel mesleki yeterlikler Kadın 13 4,48 ,29 3,031 ,088 
1,046 ,300 

Erkek 41 4,31 ,87 

3. Tamamı 
Kadın 13 4,47 ,27 2,990 ,090 

1,292 ,202 
Erkek 41 4,27 ,87 

1.Özel alan yeterlikleri 
 

Lisans 34 4,21 ,96 3,146 ,082 -
1,014 ,316 Lisans Üstü 20 4,40 ,36 

2. Genel mesleki yeterlikler Lisans 34 4,23 ,93 5,369 ,024 -
1,974 ,055 Lisans Üstü 20 4,57 ,27 

3. Tamamı Lisans  34 4,22 ,93 4,614 ,036 -
1,546 ,130 Lisans Üstü 20 4,49 ,29 

 
Tablo 2’de görüldüğü gibi, yapılan t testi sonuçlarına göre, öğretmenlerin özel alan ve genel mesleki yeterlik 
boyutları ile ölçeğin tamamına yönelik görüşleri arasında kariyer, cinsiyet ve eğitim seviyesi değişkenlerine göre 
herhangi bir fark bulunmamaktadır. Ancak, uzman öğretmenlerin görüşlerinin düzeyi öğretmenlere göre; kadın 
öğretmenlerin görüşlerinin düzeyi  erkeklere göre ve lisans üstü mezunu olan öğretmenlerin görüşlerinin düzeyi 
de lisans mezunlarına göre daha yüksektir.  
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3. Tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi çalıştıkları okul türüne göre 
değişmekte midir? Alt problemine ilişkin bulgular Tablo 3’te verilmiştir. 
 
  Tablo 3 . Tarih öğretmenlerinin özel alan ve mesleki yeterlikleri ölçekleri puanlarının çalıştıkları   okul 

türüne göre ANOVA sonuçları 
Boyutlar Okul türü N X  Varyansın  

kaynağı 
Kareler 
Toplamı 

sd Kareler 
Ortalam
ası 

F P Fark  

1.Özel alan 
yeterlikleri 
 

  Anadolu lisesi 26 4,40 Gruplararası 10,434   2 
 

5,217 
 

11,524 
 

,000 
 

3-1,2 And. Mes. Lis. 21 4,51 Gruplariçi 23,087 51 ,453 

Sosyal Bil. Lis. 7 3,15 Toplam 33,520   53 
2. Genel mesleki 
yeterlikler 

Anadolu lisesi 26 4,44 Gruplararası 8,376  2 
 

4,188 
 

9,066 ,000 

3-1,2 And. Mes. Lis. 21 4,58 Gruplariçi 23,559 51 ,462 

Sosyal Bil. Lis. 7 3,35 Toplam 31,935   53 
3. Tamamı Anadolu lisesi 26 4,42 Gruplararası 9,302 2 4,651 10,641 ,000 

3-1,2 And. Mes. Lis. 21 4,55 Gruplariçi 22,292 51 ,437 
Sosyal Bil. Lis. 7 3,25 Toplam 31,594 53 

  
Analiz sonuçları, öğretmenlerin özel alan ve genel mesleki yeterlikleri ölçekleri puanları arasında görev yapılan 
okul türü bakımından anlamlı bir fark olduğunu göstermektedir. Özel alan yeterlikleri ölçeği, F (2, 151)=11,524, 
p<.05. Genel mesleki yeterlikleri ölçeği F (2,51)=9,066, P<.05. Tamamı F(2, 51)=10,641, p<.05. Başka bir 
deyişle tarih öğretmenlerinin özel ve genel mesleki yeterliklerinin, görev yapılan okulun türüne bağlı olarak 
anlamlı bir şekilde değişmektedir. Birimler arasındaki farkların hangi gruplar arasında olduğunu bulmak 

amacıyla yapılan Scheffe testinin sonuçlarına göre, Anadolu meslek liselerinde ( X =4,51, S=,30) ve anadolu 

liselerinde ( X =4,40, s=,27) görev yapan tarih öğretmenlerinin özel alan yeterliklerine ilişkin görüşlerinin 

düzeyinin sosyal bilimler liselerinde ( X =3,15, S=1,75) görev yapanlardan daha olumlu olduğu belirlenmiştir. 
Aynı betimsel istatistikler dikkate alındığında tarih öğretmenlerinin genel mesleki yeterliklerine ilişkin 
görüşlerinin  de benzer olduğu görülmektedir.  
 
4. Tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi mesleki kıdemlerine göre değişmekte 
midir? Alt problemine ilişkin bulgular aşağıda verilmiştir. 
  
Mesleki kıdem gruplarında yer alan Tarih öğretmenlerinin sayılarının az olması, puanların gruplarda normal 
dağılımını engellemektedir. Bu nedenle grupların ortalamaları arasındaki karşılaştırmalar, normallik varsayımını 
gerektirmeyen Kruskal Wallis H testi kullanılarak gerçekleştirilmiştir.  
 
Tablo 4. Özel alan yeterlik boyutlarının mesleki kıdeme göre Kruskal Wallis Testi Sonucu 
Boyut Kıdem n Sıra 

ortalaması 
sd χ2 p Anlamlı fark  

MWU 
Özel alan 
yeterliliği 

1-5 yıldır 3 16,00 4 11,031 ,026 Fark yok 
6-10 yıldır 3 34,83 
11-15 yıldır 12 21,00 
16-20 yıldır 25 34,20 
21 yıl ve üstü 11 20,50 

 
Grupları sıra ortalamaları dikkate alındığında, uygulama sonrasında en yüksek özel alan yeterliliğine 6-10 yıl 
kıdemdekilerin sahip olduğu, bunu 16-20 yıl, 21 yıl ve üstü, 11-15 yıl ve 1-5 yıl olanların izlediği görülmektedir. 
Gruplararası gözlenen anlamlı farkın, hangi gruplar arasındaki anlamlı farklara bağlı olarak ortaya çıktığını 
belirlemek için ikili kombinasyonlarda kullanılan Mann Whitney U testi uygulanarak farkın kaynağı 
araştırılmıştır. Ancak ikili gruplar arasında anlamlı farkın olmadığı görülmüştür. Fakat sıralar ortalamalar 
incelendiğinde ise 6-10 yıllık  kıdeme sahip tarih öğretmenlerinin özel alan yeterlik düzeyinin diğer kıdem 
gruplarındaki öğretmenlere göre daha yüksek olduğu görülmüştür. 
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Tablo 5. Özel alan yeterlik boyutunun mesleki kıdeme göre Kruskal Wallis Testi Sonucu 
Boyut Kıdem n Sıra 

ortalaması 
sd χ2 p Anlamlı fark  

MWU 
Özel alan yeterliliği 6-10 yıldır 3 31,83 3 8,987 ,029 Fark yok 

11-15 yıldır 12 19,63 
16-20 yıldır 25 31,62 
21 yıl ve 
üstü 

11 18,59 

  
İkili gruplar arasında anlamlı farkın olmadığı görülmüştür. Fakat sıralar ortalamalar incelendiğinde ise 6-10 
yıllık kıdeme sahip tarih öğretmenlerinin özel alan yeterlik düzeyinin diğer kıdem gruplarındaki öğretmenlere 
göre daha yüksek olduğu görülmüştür. 
 
Tablo 6. Özel alan yeterlik boyutunun mesleki kıdeme göre Kruskal Wallis Testi Sonucu 
Boyut Kıdem n Sıra 

ortalaması 
sd χ2 p Anlamlı fark   

Özel alan yeterliliği 11-15 yıldır 12 13,46 1 4,663 ,031 3-4 
MWU=83,500  16-20 yıldır 25 21,66 

  
İkili gruplar arasında anlamlı farkın olduğu görülmüştür. Sıralar ortalamalar incelendiğinde, bu farklılığın 11-15 
yıl (sıralar ort.=13,46) kıdeme sahip tarih öğretmenleri ile 16-20 yıl (sıralar ort.=21,66) kıdeme sahip tarih 
öğretmenleri arasında olduğu ve 16-20 yıl kıdeme sahip öğretmenlerin 11-15 yıl kıdeme sahip öğretmenlere göre 
daha yüksek özel alan yeterliklerine sahip olduğu görülmüştür.  
 
Tablo 7. Özel alan yeterlik boyutunun mesleki kıdeme göre Kruskal Wallis Testi Sonucu 
Boyut Kıdem n Sıra 

ortalaması 
sd χ2 p Anlamlı fark  

MWU 
Özel alan yeterliliği 11-15 yıldır 12 18,88 2 8,140 ,017 Fark yok 

16-20 yıldır 25 30,02 
21 yıl ve üstü 11 18,09 

  
İkili gruplar arasında anlamlı farkın olmadığı görülmüştür. Fakat sıralar ortalamalar incelendiğinde ise 16-20 yıl 
kıdeme sahip tarih öğretmenlerinin özel alan yeterlik düzeyinin diğer kıdem gruplarındaki öğretmenlere göre 
daha yüksek olduğu görülmüştür. 
 
Tablo 8. Özel alan yeterlik boyutunun mesleki kıdeme göre Kruskal Wallis Testi Sonucu 
Boyut Kıdem n Sıra 

ortalaması 
sd χ2 p Anlamlı fark   

Özel alan yeterliliği 16-20 yıldır 25 21,36 1 6,040 ,014 4-5 
MWU=66,000  21 yıl ve üstü 11 12,00 

  
İkili gruplar arasında anlamlı farkın olduğu görülmüştür. Sıralar ortalamalar incelendiğinde, bu farklılığın 16-20 
yıl (sıralar ort.=21,36) kıdeme sahip tarih öğretmenleri ile 21 yıl ve üstü yıl (sıralar ort.=12,00) kıdeme sahip 
tarih öğretmenleri arasında olduğu ve 16-20 yıl kıdeme sahip öğretmenlerin 21 yıl ve üstü yıl kıdeme sahip 
öğretmenlere göre daha yüksek özel alan yeterliklerine sahip olduğu görülmüştür. 
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5. Öğrencilerin görüşlerine göre, tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi, 
cinsiyetlerine göre değişmekte midir? Alt problemine ilişkin bulgular Tablo 9’da verilmiştir. 
 
Tablo 9. Öğrencilerin görüşlerine göre Tarih öğretmenlerinin özel alan ve mesleki yeterlikleri boyutlarının  
cinsiyet değişkenine göre T- Testi sonuçları 

Boyutlar/Altboyutlar Değişken N X  SS 
Levene 

t p 
F p 

1.Özel alan yeterlikleri 
Kadın 224 3,74 ,83 ,006 ,940 

,355 ,723 
Erkek 160 3,71 ,86 

a. Tarih  metodolojisini 
kullanabilme 
yeterlikleri 

Kadın 224 3,84 ,86 ,153 ,696 
-,194 ,846 

Erkek 160 3,85 ,91 
b. Öğretim programının 

uygulanmasına 
ilişkin yeterlikler 

Kadın 224 3,69 ,90 ,065 ,799 
,595 ,552 Erkek 160 3,64 ,91 

2. Genel mesleki yeterlikler Kadın 224 3,81 ,90 ,021 ,886 
,836 ,404 Erkek 160 3,73 ,90 

 
Cinsiyet değişkeni dikkate alınarak yapılan t- testi sonuçlarına göre, öğrencilerin Tarih öğretmenlerinin özel alan 
ve mesleki yeterlikleri boyutlarına yönelik görüşleri arasında anlamlı bir farklılık çıkmamıştır. 

 
6. Öğrencilerin görüşlerine göre, tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi  sınıf 
düzeylerine göre değişmekte midir? Alt problemine ilişkin bulgular Tablo 10’da verilmiştir. 
 
  Tablo 10. Öğrencilerin görüşlerine göre Tarih öğretmenlerinin özel alan ve genel mesleki yeterlikleri 

boyutları puanlarının sınıf düzeylerine göre ANOVA sonuçları 
Boyutlar Okul türü N X  Varyansın  

kaynağı 
Kareler 
Toplamı 

sd Kareler 
Ortalam
ası 

F P Fark  

1.Özel alan 
yeterlikleri 
 

9. sınıf 113 3,51 Gruplararası 11,052 3 3,684 5,295 ,001 

1-2 10. sınıf 132 3,94 Gruplariçi 264,368 380 ,696 
11. sınıf 77 3,70 Toplam 275,419 383 
12. sınıf 62 3,71    

a. Tarih  
metodolojisini 
kullanabilme 

9. sınıf 113 3,65 Gruplararası 10,217 3 3,406 4,420   ,005           1-2 
10. sınıf 132 4,05 Gruplariçi 292,789 380 ,770 
11. sınıf 77 3,83 Toplam 303,006 383  
12. sınıf 62 3,76     

b.Öğretim 
programının 
uygulanması 

9. sınıf 113 3,44 Gruplararası 11,726 3 3,909 4,865 ,002       1-2 
10. sınıf 132 3,88 Gruplariçi 305,311 380 ,803 
11. sınıf 77 3,64 Toplam 317,037 383  
12. sınıf 62 3,69     

2. Genel mesleki 
yeterlikler 

9. sınıf 113 3,51 Gruplararası 17,915 3 5,972 7,655 ,000 

1-2 
10. sınıf 132 4,05 Gruplariçi 296,424 380 ,780 
11. sınıf 77 3,77 Toplam 314,339 383 
12. sınıf 62 3,70    

 
Analiz sonuçları, öğrencilerin görüşlerine göre, öğretmenlerin özel alan ve genel mesleki yeterlikleri boyutları 
puanları arasında sınıf düzeyleri bakımından anlamlı bir fark olduğunu göstermektedir. Özel alan yeterlikleri 
boyutu, F (3, 380)=5,295, p<.05. Tarih metodolojisini kullanabilme yeterlikleri boyutu F(3,380)=4,420, P<.05. 
Öğretim programının uygulanması yeterlikleri boyutu F (3,380)=4,865, P<.05. Genel mesleki yeterlikler boyutu 
tamamı F(3, 380)=7,655, p<.05. Başka bir deyişle öğrencilerin görüşlerine göre, tarih öğretmenlerinin özel alan 
ve genel mesleki yeterlikleri, sınıf düzeylerine bağlı olarak anlamlı bir şekilde değişmektedir. Birimler 
arasındaki farkların hangi gruplar arasında olduğunu bulmak amacıyla yapılan Scheffe testinin sonuçlarına göre, 

dokuzuncu sınıf öğrencilerinin öğretmenlerinin özel alan yeterliklerine ilişkin görüşlerinin düzeyinin  ( X =3,51, 
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S=,90) onuncu sınıf öğrencilerinin ( X  =3,94, S=,65) görüşlerinin düzeyinden daha olumsuz olduğu 
belirlenmiştir. Aynı betimsel istatistikler dikkate alındığında öğrencilerin tarih öğretmenlerinin hem özel alan 
yeterlikleri alt boyutlarındaki görüşlerinin hem de genel mesleki yeterliklere ilişkin görüşlerinin de benzer 
olduğu görülmektedir. 
 
7. Öğrencilerin görüşlerine göre, tarih öğretmenlerinin özel alan ve mesleki yeterliklerinin düzeyi okulun 
türüne göre değişmekte midir? Alt problemine ilişkin bulgular Tablo 11’de verilmiştir. 

 
 Tablo 11. Öğrencilerin görüşlerine göre Tarih öğretmenlerinin özel alan ve genel mesleki yeterlikleri boyutları 

puanlarının okul türüne göre ANOVA sonuçları 
Boyutlar Okul türü N X  Varyansın  

kaynağı 
Kareler 
Toplamı 

sd Kareler 
Ortalam
ası 

F P Fark  

1.Özel alan 
yeterlikleri 
 

Anadolu Lisesi 137 3,75 Gruplararası 10,047 2 5,024 7,212 ,001 
3-1,2 And. Mes. Lis. 221 3,65 Gruplariçi 265,372 381 ,697 

Sosyal Bil. Lis. 26 4,30 Toplam 275,419 383 
a. Tarih  
metodolojisini 
kullanabilme 

Anadolu Lis. 137 3,82 Gruplararası 6,034 2 3,017 3,871 ,022    3-1,2 
And. Mes. 
Lis. 

221 3,80 Gruplariçi 296,972 381 ,779 

Sosyal Bil. 
Lis. 

26 4,31 Toplam 303,006 383  

b. Öğretim 
programının 
uygulanması 

Anadolu Lis. 137 3,71 Gruplararası 12,750 2 6,375 7,982 ,000      3-1,2 
And. Mes. 
Lis. 

221 3,57 Gruplariçi 304,287 381 ,799 

Sosyal Bil. 
Lis. 

26 4,30 Toplam 317,037 383  

2. Genel mesleki 
yeterlikler 

Anadolu Lis. 137 3,83 Gruplararası 13,172 2 6,586 8,332 ,000 

3-1,2 
And. Mes. 
Lis. 

221 3,68 Gruplariçi 301,167 381 ,790 

Sosyal Bil. 
Lis. 

26 4,41 Toplam 314,339 383 

 
 Analiz sonuçları, öğrencilerin görüşlerine göre, öğretmenlerin özel alan ve genel mesleki yeterlikleri 
boyutları puanları arasında görev yaptıkları okul türü bakımından anlamlı bir fark olduğunu göstermektedir. Özel 
alan yeterlikleri boyutu, F(2, 381)=7,212, p<.05. Tarih metodolojisini kullanabilme yeterlikleri alt boyutu F (2, 
381)=3,871, P<.05. Öğretim programının uygulanması yeterlikleri alt boyutu F (2, 381)=7,982, P<.05. Genel 
mesleki yeterlikler boyutu tamamı F(2,  381)=8,332, p<.05. Başka bir deyişle öğrencilerin görüşlerine göre, tarih 
öğretmenlerinin özel alan ve genel mesleki yeterlikleri, görev yaptıkları okul türüne bağlı olarak anlamlı bir 
şekilde değişmektedir. Birimler arasındaki farkların hangi gruplar arasında olduğunu bulmak amacıyla yapılan 
Scheffe testinin sonuçlarına göre, sosyal bilimler lisesi öğrencilerinin öğretmenlerinin özel alan yeterliklerine 
ilişkin görüşlerinin düzeyinin  ( X =4,30, S=,64) Anadolu ve Anadolu meslek lisesi öğrencilerinin sırasıyla ( X  
=3,75, S=,82; X =3,65, S=,85) görüşlerinin düzeyinden daha olumlu olduğu belirlenmiştir. Aynı betimsel 
istatistikler dikkate alındığında öğrencilerin tarih öğretmenlerinin hem özel alan yeterlikleri alt boyutlarındaki 
görüşlerinin hem de genel mesleki yeterliklere ilişkin görüşlerinin de benzer olduğu görülmektedir. 
 
TARTIŞMA VE SONUÇ  
 
Ortaöğretim kurumlarında görev yapan Tarih öğretmenlerinin özel alan ve genel mesleki yeterliklerini 
gerçekleştirme düzeylerine ilişkin kendilerinin ve öğrencilerin görüşlerinin belirlendiği bu araştırmada 
öğretmenler, genel mesleki ve özel alan yeterlikleri konusunda kendilerini tamamen katılıyorum düzeyinde 
yeterli görmektedirler. Özer ve Gelen (2008) tarafından yapılan araştırma sonucuna göre, öğretmenler anketin 
geneli için katılıyorum düzeyinde görüş bildirmişleridir. Sonuçlar örtüşmemektedir. Özer ve Gelen (2008) 
tarafından yapılan aynı araştırma sonucuna göre, öğretmen adaylarının hem genel olarak hem de altı alt başlık 
altındaki (Kişisel ve Meslekî Değerler - Meslekî Gelişim, Öğrenciyi Tanıma, Öğrenme ve Öğretme Süreci, 
Öğrenmeyi, Gelişimi İzleme ve Değerlendirme, Okul-Aile ve Toplum İlişkileri, Program ve İçerik Bilgisi) 
yeterliklere ilişkin görüşleri değerlendirildiğinde, öğretmenlere oranla daha yüksek derecede mesleğin 
gerektirdiği yeterliklere sahip olduklarını düşündükleri ortaya çıkmıştır. Bu sonucu, Özbek, Kâhyaoğlu ve 

International Conference on New Horizons in Education, July 13-15, 2016, Vienna-AUSTRIA Volume 4

www.int-e.net Copyright © International Conference on New Horizons in Education Conference (INTE) 432



 

Özgen’in (2007) yılında Siirt Eğitim Fakültesi öğrencileri üzerinde yapmış oldukları araştırmanın sonuçları da 
desteklemektedir. Yazar tarafından yapılan bu araştırmanın problemi ve diğer değişkenler değerlendirildiğinde 
bilimsel olarak sonuçlar karşılaştırılamamıştır. Ancak bu araştırma kapsamındaki öğretmenler kendilerini hem 
özel alan yeterlikleri hem de genel mesleki yeterlikler boyutlarında tamamen katılıyorum düzeyinde yeterli 
görürken; lise öğrencileri, tarih öğretmenlerini her iki boyutta da katılıyorum düzeyinde yeterli görmektedirler.  
 
Öğretmenlerin özel alan ve genel mesleki yeterlik boyutları ile ölçeğin tamamına yönelik görüşleri arasında 
kariyer, cinsiyet ve eğitim seviyesi değişkenlerine göre herhangi bir fark yoktur. Ancak, uzman öğretmenlerin 
görüşlerinin düzeyi öğretmenlere göre; kadın öğretmenlerin görüşlerinin düzeyi erkeklere göre ve lisans üstü 
mezunu olan öğretmenlerin görüşlerinin düzeyi de lisans mezunlarına göre daha yüksektir. Yeterlik konusu 
üzerinde Saracaloğlu, Kumral ve Kanmaz (2009) tarafından yapılan “Ortaöğretim kurumlarında görev alacak 
olan öğretmen adaylarının öğretmenlik mesleğine yönelik olarak mesleki yeterlik algıları” adlı çalışmanın 
bulgularına göre, cinsiyet değişkenine göre gruplar arasında istatistiksel olarak anlamlı bir fark olduğu ve bu 
farklılığın da kız öğrencilerin lehine olduğu görülmüştür. Bu çalışmada anlamlı bir farklılık olmasa da hem özel 
alan yeterlikleri hem de genel mesleki yeterlikleri boyutlarında kadın tarih öğretmenlerinin görüşleri erkek 
öğretmenlerin görüşlerine göre daha olumludur. 
 
Anadolu meslek liselerinde ve anadolu liselerinde görev yapan tarih öğretmenlerinin hem özel alan hem de genel 
mesleki yeterliklerine ilişkin görüşlerinin düzeyi, sosyal bilimler liselerinde görev yapanlardan daha olumludur. 
Kıdem değişkenine göre, 16-20 yıl kıdeme sahip öğretmenler 11-15 yıl kıdeme sahip öğretmenlere göre daha 
yüksek özel alan yeterliklerine sahiptir. Öğrencilerin Tarih öğretmenlerinin özel alan ve mesleki yeterlikleri 
boyutlarına yönelik görüşleri arasında anlamlı farklılık yoktur. Dokuzuncu sınıf öğrencilerinin, öğretmenlerinin 
özel alan yeterlikleri boyutu ve alt boyutları ile genel mesleki yeterlikleri boyutuna ilişkin görüşlerinin düzeyi  
onuncu sınıf öğrencilerinin görüşlerinin düzeyinden daha olumsuzdur. Sosyal bilimler lisesi öğrencilerinin, 
öğretmenlerinin özel alan yeterlikleri boyutu ve alt boyutları ile genel mesleki yeterlikleri boyutuna ilişkin 
görüşlerinin düzeyi,  Anadolu ve Anadolu meslek lisesi öğrencilerinin görüşlerinin düzeyinden daha olumludur.  
 
Özden ve Özden (2010) tarafından yapılan araştırmada elde edilen sonuçlara göre, çalışma grubundaki öğretmen 
adayları öğretmenlik meslek bilgisi yeterliklerini “yeterli” düzeyde kazandıkları görüşündedirler. Öğretmen 
adaylarının öğretmenlik meslek bilgisi yeterliklerini kazanma düzeyleri arasında cinsiyet ve yaş değişkenleri 
açısından anlamlı bir farklılık bulunmamıştır. Öğretmen adaylarının yeterlik algılarının cinsiyete göre farklılık 
göstermediğine ilişkin araştırma sonucu, benzer araştırmalar yapan diğer araştırmacıların sonuçlarıyla da (Saka, 
Titrek ve Saka, 2005; Çakır, Kan ve Sünbül, 2006; Kâhyaoğlu ve Yangın, 2007) örtüşmektedir. Kahyaoğlu ve 
Yangın (2007) tarafından yapılan araştırmada mesleki yeterliklere ilişkin ilköğretim öğretmen adaylarının 
kendilerini oldukça yeterli düzeyde gördükleri, Yeşil (2008) tarafından yapılan araştırmada, aday öğretmenlerin, 
ders sürecinin farklı aşamalarında öğrenme-öğretme ilkelerini uygulama yeterlikleri ilkelerini “yeterli” düzeyde 
uygulayabildikleri, Yeşil (2009) tarafından yapılan diğer bir araştırmada aday öğretmenlerin, belirlenen alt 
boyutlarda “yeterli” düzeyde öğretim becerilerine sahip oldukları belirlenmiştir. Gelen ve Özer tarafından (2008) 
yapılan araştırmada ise öğretmen adayları anketin geneline “kesinlikle evet” şeklinde görüş bildirmiştir. Yeşil 
(2009) tarafından yapılan araştırma sonuçlarına göre, aday öğretmenler öğretim araçlarından sınıf içerisinde 
yararlanma yeterlikleri yönüyle genel olarak “kısmen yeterli” düzeyde performans göstermişlerdir. Aday 
öğretmenler gibi, öğretmenlerin de araç-gereç ve materyal kullanımı konusunda yetersiz kaldıklarını ortaya 
koyan araştırma sonuçları da bulunmaktadır (Budak ve Demirel, 2003; Emiroğlu, 2002). Örneğin Yeşil (2006), 
öğretim becerileri üzerinde yaptığı bir araştırma sonunda, sosyal bilgiler öğretmenlerinin araç-gereç ve materyal 
kullanımı konusunda kısmen yeterli olduklarını, özellikle farklı araçlardan yararlanma becerisinde ise “yetersiz” 
olduklarını belirlemiştir. Bu sonuç, Emiroğlu (2002)’nun araştırma sonuçları ile de tutarlık göstermektedir. 
Ulusoy (2009) tarafından yapılan araştırma sonuçlarına göre, öğrenciler tarih dersinin sıkıcılıktan, ezberden, tek 
düzelikten kurtarılmasını; dersin daha akıcı, kendilerinin daha aktif olduğu ve öğretim materyallerini daha fazla 
kullanabildikleri bir ortamın olmasını istemişlerdir. Bu araştırmada da öğrenciler; öğretmenlerin tartışma 
yöntemini nesnel olarak yürütmeleri, öğretim teknolojilerinden yararlanmaları, zaman yönetimi ile ilgili 
stratejileri bilmeleri ve uygulamaları, öğrencilerin kendilerini ifade edebilecekleri fırsatları sunmaları gibi 
yeterliklerle ilgili olarak çok farklı düşünmektedirler. Bu faktörler sınıf yönetimini etkileyen önemli yeterlikler 
arasındadır. Bu yeterliklere ilişkin görüşlerin farklılaşması öğretmenlerin sınıf ortamında farklı bilgi, beceri, 
davranışlar ve tutumlar içerisinde olduklarının göstergesi olabilir. Bu da öğrencilerin öğretimsel ortamı ve dersi 
sıkıcı bulmalarına, öğrencilerin de kendilerini pasif hissetmelerine neden olabilir. 
 
Araştırmanın sonuçlarına yönelik öneriler şunlardır: 
1. Araştırma sonucuna göre uzman öğretmenlerin görüşlerinin düzeyi öğretmenlere göre, lisans üstü mezunu 
olan öğretmenlerin görüşlerinin düzeyi de lisans mezunlarına göre daha yüksektir. Bu nedenle öğretmenlerimizin 
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kendilerini yetiştirebilmeleri için meslek içinde kariyer yapmalarına ve eğitim sevilerini yükseltmelerine önem 
verilmeli ve destekleyici mevzuat düzenlemeleri yapılmalıdır. 
2.  Anadolu meslek liselerinde ve anadolu liselerinde görev yapan tarih öğretmenlerinin hem özel alan hem de 
genel mesleki yeterliklerine ilişkin görüşlerinin düzeyi, sosyal bilimler liselerinde görev yapanlardan daha 
olumludur. Lise türleri arasındaki bu farklılığın nedenleri değişik araştırma türleri ile araştırılabilir. Öğretmenler 
kendilerini gerçekten mi yeterli görmektedirler, yoksa yetkin olmadıkları halde kendilerindeki yetersizliğin 
boyutunu görememekte midirler?   
3. Sosyal bilimler lisesi öğrencilerinin, öğretmenlerinin özel alan yeterlikleri boyutu ve alt boyutları ile genel 
mesleki yeterlikleri boyutuna ilişkin görüşlerinin düzeyi,  Anadolu ve Anadolu meslek lisesi öğrencilerinin 
görüşlerinin düzeyinden daha olumludur.   Bu sonuç öğretmenlerin görüşlerinin tam tersidir. Öğretmenler yetkin 
olmadıkları halde kendilerindeki yetersizliğin boyutunu görememekte midirler?  Sorusunun cevabı Bakanlığın 
politikaları ve uygulamaları dikkate alınarak araştırılabilir. 
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ABSTRACT 
It is obvious that the demands on pedagogical work of teachers in nowadays society are increasing. The 
presented scientific study gives information about teachers competence development as a result of the research 
investigation carried out in the field of teaching practice in the Slovak Republic. The heterogeneity among pupils 
is thus becoming an essential feature of inclusive schools. The author deals with issues of identifying the factors 
that influence the development of teacher competencies in terms of diversity in the Slovak education system. The 
work reveals methods of evaluating the factors, possibilities of their development in the education process with a 
possible reduction of indicated obstacles. 
 
INTRODUCTION 
Every school needs the competent teachers who are passionate about their work, they constantly improve, wider 
their knowledge area and accomplish their functions and tasks to the maximum possible extent. The school in 
this way can expand into dimensions that should be supported by up to date innovations. A key source of these 
transformations is then a competent teacher, a professional, looking for new ways for achieving the highest 
education process effectiveness. Each teacher should find his own way how to develop his/her own skills and 
apply his/her competences; because as we know, there is no universal guidance how to achieve the competence. 
The teacher should definitely not follow the stereotypical approach, because for virtuous and effective 
educational process it is necessary to exceed the limited ideas about its benefits. We consider the teacher 
competence an up to date problem that needs to be put in correlation with the educational process and the class 
diversity; therefore, we aim to create an accurate picture of the concerned problems. 
 
THE THEORETICAL BACKROUND 
The professional quality of teaching performance is an important determinant of pupils' success and it is the 
teacher that initiates the changes in education process. For successful development of pupils' competence, the 
teacher himself/herself must obtain the necessary pedagogical competencies. According to the author Z. Helus 
(2009, p. 259-260), the way we see the pupil, the attitudes we apply and what we require is a decisive factor in 
his or her development, and sometimes even with lifelong consequences. The teacher's approach should be based 
on the fact that the in each pupil there is present the inherently natural tendency to develop his/her own 
personality who urgently needs a teacher who understands, is really interested, helps in an appropriate manner 
and supports and gives advice. 
In Slovak legislation, the Act. 245/2008 (§ 2), the Education Act, for the purposes of this Act, the basic concept 
of competence is determined as ability to use knowledge, skills, attitudes, value orientation and other capabilities 
to carry out the functions and performance according to stated standards at work, studying, personal and 
professional development of individuals, with their active social participation, future work and non-work 
application and for his/her further education. 
Ch. Kyriacou (2004, p. 20) defines the pedagogical competences as particular logically consecutive teacher's 
activities that support pupil's learning. They are practical and purposeful actions designed to solve various 
education situations and problems. These competencies include three elements: 

q Knowledge that includes the teacher's professional knowledge, knowing the students, curriculum and 
teaching methods and all the factors that may affect the education process. 

q Deciding which involves thinking and decision-making during the preparation of the education process 
but also during and after the teaching, focused to achieve the best results in teaching. 

q The activity which is manifested by activity and behaviour of the teacher whose aim is to help pupils. 
 
The diversity in nowadays classes requires the teacher considers various possibilities how to organize the lesson 
so that every pupil with individual needs achieves the desired educational performance following his/her 
personal development (more information in the publications of Polakovičová, R., 2015; Komora, J., 
Polakovičová, R., 20131,2; Lehocká, I., Polakovičová, R., 2014). 
The idea of diversity reveals a number of benefits that make the situation more complex. The diversity of the 
school environment is increasing every year, regardless of the wishes of teachers. Due to the approaches 
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particularly taking into account the homogeneity, the unmet needs will be increasing by still growing number of 
pupils. Acceptance of diversity facilitates the work of teachers as well as pupils in these areas: 

• Increased diversity means that students are increasingly confronted with different situations and 
environments which results in increasing of their understanding of various types of processes and skills. 

• The emphasis on diversity leads us to the fact that there is nothing like an exemplary pupil, because if 
students are not forced to meet the abstract idea of homogeneity they are deprived of certain stress. 
Pupils do not need to be constantly confronted with what is presented as a desirable level of what they 
should know and how to behave. 

• It is easier to recognize individual performance achieved in an individual way what creates 
opportunities for pupilsˈ	
  positive self-assessment, improving the skills, receive benefits of cooperation 
with other pupils and prevent the occurrence of such feelings as failure and loss (Lauberová, L., 
Kalinová, M., Weiss, P., et al., 2005, p. 51-53). 

 
Due to the above mentioned, the topic is addressed and foreign authors in the international context, such as B. S. 
Billingsley, M. T. Brownell, M. Israel, M. L. Kamman (2013), N. Hunt, K. Marshall (2012), C. Meijer, V. 
Soriano, A. Watkins (2003), D. Stevens-Smith, M. Warner, M. Padilla (2014) etc. 
A natural consequence of the educational standard criteria modernization according to P. Seidler, E. Žovinec  
(2008) is an acceptance of heterogeneity within the class, for each student is individual and unique in his/her 
cognitive and emotional abilities. We believe that diversity takes an important place not only in the interaction 
between teachers and pupils, but also among all the participants within the education process. 
An optimal solution we see in  creating  of a class community that would be characterized by a high degree of 
cohesion, it would support the development of each pupil, create opportunities for the pupil's participation on 
forming of the positive atmosphere and increasing the class life standard. 
 
THE STUDY 
When drawing up the research problem and the main objective of the research we relied on an analysis of 
previous research, the study of literature and previous empirical findings. Based on acquired knowledge we have 
established the following research problem, as amended: 
 
“What is the correlation between the perception of competence development in view of the class diversity by 
teachers and teachers' competence development in terms of diversity in the class in teaching practice?„ 
 
The main objective of the research investigation was to determine which are the key competencies in terms of 
diversity of the class and what hierarchy is typical for these competencies. Based on the above, we have set the 
following research hypotheses whose validity we verified in the research: 
 

q H 1 We assume that the age of the teacher determines the area of teacher competence development 
respecting the class diversity. 

q H 2 We assume that we will find significant differences among the teachers' gender, according to which 
the competence development should vary among male and female teachers. 

q H 3 We assume that there is a relation between the length of teaching experience and attributing 
importance of teacher competence development in view of the class diversity. 

q H 4 We assume that the achieved level of education of teachers will be reflected in the application and 
development of competencies in terms of class diversity. 

q H 5 We assume that a type of a class in which the educational process is carried out does not affect the 
competence of teachers. 

q H 6 We assume that there will be no statistically significant difference between the assessment of 
teachers' competences considered at present as the most recent and the competences preferred by 
teachers in their pedagogical practice. 

q H 7 We assume that with increasing of the school type teachers' competencies in education respecting 
the class diversity will be growing and developed subsequently. 

 
The research sample consisted of general-education subjects teachers with different length of teaching 
experience gained at random from the Banská Bystrica, Bratislava, Nitra, Košice, Trenčín and Žilina regions 
through which our research was carried out. They were the teachers of kindergarten, primary and secondary 
schools providing pre-primary education, primary education, lower secondary and upper secondary education. 
The research sample covered various school subjects in order to obtain a broader view of the problem.  
 
Descriptions of the research sample: 

a) By Age 
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Differentiation of our research group was given by the age structure. The minimum age of teachers is 
20 years, the maximum reached age is 64 years and the arithmetic average variance of teachersˈ age is 
39 years. 

b) By gender 
The sample consisted of 465 teachers in total, out of which there were less men than women, 
particularly it was the 67 men (14.4%) and 398 women (85.6%). 

c) The practice 
In our research, there were teachers with different length of teaching experience included. As we have 
mentioned above, the female teachers formed a significant majority. They all had a university degree. 
Teachers had at least 1 year teaching experience and more than 44 years teaching experience, the 
average length of teaching experience of the teachers then was 14 years. 

d) According to the city 
The following Table 1 offers the set (of teachers) description according to the city and region from 
which the survey sample came from. 

 

 
 
In the table we can see that the most extensively represented was Nitra region, specifically the city of Nitra (N = 
114; 24.5%). The smallest part of the research sample represented the teachers coming from Bánovce nad 
Bebravou (N = 5; 1.1%) of Trenčín region. If we evaluate the representation frequency of teachers by individual 
regions, from the largest to the smallest occurrence, they would be sorted in this order: Nitra Region, Košice 
Region, Bratislava Region, Banská Bystrica Region, Trenčín and Žilina Region. 

e) The education 
The research sample by level of education represented 378 (81.3%) of teachers with a university degree 
Mgr. (2nd degree) that created the biggest part of the sample, teachers with PaedDr. Title (2nd degree) 
were 44 (9.5%), and as last group, by the minimum difference, was represented by 43 (9.2%) teachers 
with a university degree Bc. Neither of the teachers reached the third level of higher education, the 
PhD. degree. 

f) The stage 
The characteristics of the research group according to the type of school shows that the largest number 
of 164 (35.3%) in research involved respondents teach at the second stage of primary schools, with the 
number of 131 (28.2%), there were secondary school teachers, 122 (26.2%) teached the first level 
pupils of primary schools and finally, there were the teachers in kindergartens, in number of 48 
(10.3%). 

g) The Class 
The sample, in our research consisted of teachers, by the type of classes (see Table 2), where the 
educational process is implemented, consisted of 310 (66.7%) respondents that teach in regular 
classrooms in regular schools, less than a half, 118 (25.4%) teached in regular classrooms with an 
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individually integrated pupil/pupils and finally, the smallest part of the research sample consisted of 37 
(8%) respondents that teach in special classes at regular schools. 
 

 
 
METHODS 
When choosing research methods, the selection was made with regard to research objectives and research 
hypotheses. For good orientation in research problems we used literary method and comparative analysis. To 
gain information we used techniques aimed at gathering new empirical data which covers the following methods: 
semi-structured interviews and non-standardized Questionnaire for teachers working in practice - Competence - 
Development - Teacher. 
 

q Quantitative methods: 
§ Average - The arithmetic mean, median, mode. 
§ The degree of variation - the variation margin, variance, the standard deviation, descriptive statistics, 

the percentage calculation. 
The following statistical tests were selected with regard to the hypotheses formulation. The results we obtained 
from questionnaires were statistically evaluated and analyzed using computer programs MS Excel 2007 and the 
special statistical 8.0 SPSS software using these statistical methods for analyzing metric values: Pearson's 
correlation coefficient, Student's t-test, ANOVA test. 

q Qualitative methods - besides quantitative statistics methods used in the collected data processing, we 
also used qualitative methods: Logical analysis and synthesis, induction and deduction, comparison, 
generalization. 

 
RESULTS 
We asked the teachers, "Do some of the stated factors influence the competence and professional development of 
teachers?" Particular findings are listed in the Table 3. 
From the replies of teachers about which factors affect the development of teachersˈ	
  professional competences 
we learned that the most decisive factor is literature self-study what was indicated by 422 (90.8%) teachers. 
Right at the second position, there was relationship between the teacher and his students (N = 398; 85.6%) and 
the length of teaching practice (N = 392; 84.3%). As factor with the least impact, 138 (29.7%) teachers 
mentioned gender and age of teachers (N = 334, 71.8%) and professional qualification (N = 381; 81.9%). 
The reversed evaluation showed that the most of the teachers, 326 (70.1%) do not consider gender of a teacher  
an important factor in the development of teachers' competences. 127 (27.3%) teachers refused the class size as 
an influential factor in the development of their own competence and 121 (26%) of teachers denied the impact of 
the pupils' results. At least 42 (9%) teachers said the literature self-study is not a factor operating in development 
of the competence of teachers. Next, there were least 66 times (14.2%) mentioned relationship between the 
teachers and pupils and the length of teaching experience (N = 72; 15.5%). 
 

 
A. The GENDER criterion of a teacher 
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Differences among teachers by gender (see Table 4) were verified by Student's t-test which allows 
comparing the average of the two groups. 
 

 
 
The table below provides data obtained by statistical calculations of the Student's t-test for two independent 
variables. Based on the results of t-test, we can say that it was confirmed that there is a differentiation between 
men and women. We observed significant differences among them in only two dimensions. 
Between men and women, there is a statistically significant difference in the evaluation of two dimensions. The 
dimension of Knowledge mean score was significantly higher in men - AM = 13.67 (SD = 3.65) than in women - 
AM = 12.40 (SD = 3.09). The entry is at the significant level of 0.000 (≤ 0.001), what indicates that this is a 
highly significant variable. For this reason we can talk about a high degree of the statistical significance. The 
other dimension Development shows that the mean score was also significantly higher in men - AM = 15.72 (SD 
= 3.90) than women - AM = 14.60 (SD = 3.77). This dimension is at the significance level of 0.026 (≤ 0.05), that 
means that this variable is significant. 
The value of Implementing dimension is not considered as statistically significant, in which men and women did 
not differ significantly. 
Conclusion: The above results showed that in case of the male and female the respondents involved in research 
there is a statistically significant difference in the dimensions of Knowledge and Development. 
 

B. The teacher's AGE criterion 
To verify the relationship between age of teachers and the score values of the individual dimensions we 
used the method of Pearson correlation coefficient r. 

 

 
 
We wondered whether there is a relationship between age of teachers and dimensions of Knowledge - 
Implementing - Development- of the teachers' competence. 
We have noticed that there is a statistically significant relationship between age and teachers in all                      
of the dimensions, Knowledge, Implementation and Development. 
Based on the data we can say that, as the Table 5 above shows, there are statistically significant results between 
variables at level of -0.166 and -0.157 correlation, which is highly significant at the level ≤ 0.01. At level  -0.113 
there is a significant correlation and that is statistically significant. 
These correlations have acquired the negative value and are closer to -1. This means that between the compared 
variables, in this case a teacher's age and the dimensions of Knowledge, Implementation and Development, there 
is a close relationship. The negative correlation coefficient indicates that the variables that are compared are in 
the opposite relations, i.e. the high value of one variable is equivalent to a lower value of the second variable and 
vice versa. 
Conclusion: We have identified a significant relation between a teacher's age and the value of scores in all three 
dimensions, Knowledge, Implementation and Development, while score decreases with increasing of a teacher's 
age. 
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C. The teaching PRACTICE Criterion  

To verify the relationship between teaching practice and the score values of the individual dimensions 
we used the method of Pearson correlation coefficient r. The indicated results are shown in Table 6 
below. 

 

 
 
In further verification of the relations, we wanted to find out whether there is a relationship between teaching 
experience and individual dimensions of Knowledge, Implementation and Development. 
Using the Pearson correlation coefficient method we have identified a significant relation between teaching 
practice and all the surveyed dimensions. 
Based on the obtained data, we can state that we found statistically significant results between two variables at 
three levels. Particularly, the level of correlation of -0.169 with a highly significant at the level ≤ 0.01, thus 
confirming the results statistical significance and importance of the relation between teacher's experience and the 
dimension of Knowledge. 
Statistically significant results were revealed on the second level of correlation of -0.153 as similarly highly 
significant at the level ≤ 0.01. A statistically significant results of the relation between teacher's experience and 
the dimension of Development were proved. 
On the level of -0.107 the significant correlation at the level ≤ 0.05, we have also noticed statistically significant 
results. Thus we have confirmed that there is a statistically significant relation between teacher's experience and 
the dimension of Implemented. 
These all mentioned the Pearson product-moment correlation coefficients acquired a negative value and are 
close to -1, which indicates that the compared variables, i.e. the years of teaching experience and values of 
dimension of Knowledge, Implementation and Development are in a closer relation. The negative correlation 
coefficient indicates that the variables that are compared are in the opposite relations, i.e. the high value of one 
variable is equivalent to a lower value of the second variable and vice versa. 
As we have noticed, the results for the age of teachers and the teaching practice are very similar. We believe that 
the practice is directly related to age. 
Conclusion: We have identified a significant relationship between teacher's experience and the score values in all 
three dimensions - with the growing practice the score is on decline. 
 

D. The teacher's EDUCATION Criterion  
The difference among teachers according to education (see Table 7) was verified by ANOVA test which 
allowed us to compare the average of three or more groups. 

 

 
 
The above table presents the differences between the level of education of teachers, it shows the data obtained by 
ANOVA test statistical calculation comparing the three or more independent variables. The table presents the 
different items with the levels of education, arithmetic averages and standard deviations. The three levels of 
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comparison of the three files are always shown alongside the calculated value of t-test and the statistical 
significance. Because the description of the research results we focused our attention to the statistically 
significant data with the error probability of p <0.05. However, we must say that we have not noticed statistically 
significant results in any of the variables at level of the teachers' education. 
Conclusion: Among the teachers, there are not significant differences considering their education. 
 

E. The TYPE OF SCHOOL Criterion 
Differences among teachers by type of school (see Table 8) we have verified by already mentioned 
ANOVA test, which allowed us to compare the average of three or more groups. 

 

 
 
Statistically significant results among teachers in terms of the type of school were noticed in the dimensions 
Implementation and Development. 
The high degree of reliability by the monitored dimensions that are present in all types of schools, i.e. in 
kindergarten, 1st and 2nd stage of primary schools and secondary schools, appears in case of two variables. One 
of them is Implementation, at level of 0.009 (≤ 0.01 ** highly significant), the other is Development, at the level 
of 0,002 (≤ 0.01 ** highly significant). 
The dimensions revealed only one opposite effect - the only dimension where the highest average score in 
secondary schools occurs is Implementation. The mentioned item had a statistically very highly significant score 
- of AM = 13.94 (SD = 2.99), while the Development dimension's highest average occurred in kindergartens - 
AM = 16.40 (SD = 5.97) with also statistically very highly significant result. 
The statistically significant dimension of Implementation, at level of 0,009 of a very high significance, we 
identified at the 1st stage of primary education the lowest average values (minimum frequency), where the 
lowest average score is - AM = 12.54 (SD = 2.82). By the dimension of Development we found statistically 
significant results, at a level of 0.002 with a very high significance we identified at the stage of primary 
education, as well as in the dimension of Implemented, the lowest average value with the lowest average score - 
AM = 13.95 (SD = 3.03). 
The total score shows that among the school types the leading position belongs to the nursery school achieving 
the highest score average - AM = 16.40 (SD = 5.97), subsequently followed by secondary schools in average - 
AM = 15.01 (SD = 3.40). The last in this range is the 1st stage of primary schools with the lowest average score - 
AM = 12.54 (SD = 2.82). We reported highly statistically significant results at the significance level of 0.01. 
In conclusion, we can state that among the kinds of schools we have identified significant differences in two 
dimensions. The significance values for the dimension of Knowledge were not considered as statistically 
significant results. 
Conclusion: Among the teachers, in terms of the degree, there are statistically significant differences in the 
dimensions of Implementation and Development. 
 

F. The CLASS TYPE Criterion 
The differences among teachers according to the type of class were examined by using the ANOVA test, which 
allowed us to compare the average of three or more groups. The observed facts are presented in the Table 9. 
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Similarly, as we observed in case of the teacher's education criterion, we state that there were observed no 
statistically significant results by any of the variables according to the type of class, i.e. regular classes in regular 
schools, regular classes with individually integrated pupil/pupils and special classes in regular schools. 
Conclusion: Among the teachers, there are not significant differences in terms of the type of class. 
 
DISCUSSIONS 
 
The purpose of this scientific study was to show a correlation between the perception of competence 
development in view of diversity of the classroom by teachers and teachers ' competence development in terms 
of the classroom diversity in educational practice and present a comprehensive analysis of the teachers' 
competence state with the results showing which are the key competences are in terms of classroom diversity 
and what is the typical hierarchy for those teachers' competences within kindergartens, primary schools and 
secondary schools in the regions of Banska Bystrica, Bratislava, Nitra, Košice, Trenčín and Žilina. 
Our research identified the factors determining the development of teachers' competences in terms of the 
classroom diversity and their impact on the assessment of teachers' competence development. 
We stated the following hypotheses and their validity was verified in research using computer programs MS 
Excel 2007 and SPSS 8.0 statistical software for Windows, the Student's t-test, ANOVA test and Pearson 
correlation coefficient. The research revealed the following results: 
 

§ H 1 We assumed that the age of the teacher determines the area of teacher's competence development 
which respects the class diversity. 

To verify the relationship between a teacherˈs age and the score values for the individual dimensions we used 
Pearson correlation coefficient r. Based on the obtained data we can say that we have found statistically 
significant results between variables at level -0.166 and -0.157 with the correlation that is highly significant at 
the level ≤ 0.01. At level -0.113, there is the significant correlation that is statistically significant. In verifying the 
relations between the theacherˈa age and dimensions of Knowledge - Implementation - Development of teachers' 
competence we have identified that there is a statistically significant relationship between the theacherˈa age and 
all three dimensions of Knowledge, Implementation and Development. Due to the fact that in these cases the 
negative correlation coefficients occurred, which indicates that the variables are in the opposite relations, i.e. a 
high level of one variable is equivalent to a lower value of the second variable, and vice versa, we can say that 
the at lower age teachers are, more attention they draw to the Cognition, Implementation and Development of 
their competence with respect to diversity in the classroom, compering to the older teachers subsequently. The 
research verification showed that H 1 hypothesis was confirmed. 

§ H 2 We assumed that we would find significant differences between teachersˈ gender, according to 
which the development of competence should vary among the male and female teacher. 

Differences among teachers by gender were verified using the Student's t-test, which allows comparing the 
average of two groups. Based on the results of t-test, we can say that the differentiation between the male and 
female teachers were confirmed and in this case we found the statistically significant differences in only two 
dimensions. Between male and female teachers, there was the statistically significant difference in answers to 
questions relating to two dimensions. By the dimension of Knowledge the mean score was significantly higher at 
men - AM = 13.67 (SD = 3.65) than at women - AM = 12.40 (SD = 3.09). The Knowledge item is at the 
significance level of 0.000 (≤ 0.001), this means that it is a very highly significant variable. For this reason, we 
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attribute it a high degree of statistical significance. The Development dimension shows the average score that 
was significantly higher at men - AM = 15.72 (SD = 3.90) compared to women - AM = 14.60 (SD = 3.77), as 
well as in the dimension of Knowledge. The dimension was at a significance level of 0.026 (≤ 0.05), that means 
that this variable is significant. The measured values of significance for Implementation dimension were not 
considered as statistically significant where the male and female teachers did not significantly differ. In 
identifying the differences among teachers according to gender, the research results showed that in case of 
women involved in research, the dimensions of Knowledge and Development occurred more frequently in 
comparison to the male respondents. We noted that the gender criterion in the questionnaire score was not 
confirmed for the item of Implementation. We believe it is connected to some gender differences in the sense 
that women are generally more empathic, consistent, careful, compassionate, socially active and communicative 
compared to men who are better  in orientation, risk taking, but worse in patience and expressing emotions. For 
the above mentioned reasons the differences between male and female teachers in the dimensions of Knowledge  
and Development of competences may be more beneficial for female teachers as for the male teachers. These 
results prove that between the male and female respondents involved to the research, there is a statistically 
significant difference in the dimensions of Knowledge and Development. It must be noted that the basis of 
gender in the questionnaire score was confirmed for these two items, except the dimension of Implementation. 
We state that by the men participating in the research it was the dimension of Knowledge and Development 
where there were observed the lower values in comparison to women. From the results obtained by the research 
investigation, we can conclude that the hypothesis H 2 confirmed. 

§ H 3 We assumed that there is a relationship between the length of teaching experience and attributing 
importance of teacherˈs competence development in view of the class diversity. 

In verifying the relationship between teaching practice and the score values of the individual dimensions we used 
Pearson correlation coefficient r by which we have identified a significant relationship between teaching practice 
and all the surveyed dimensions of Knowledge, Implementation and Development. Referring to the obtained 
data, can say that we found statistically significant results between the two variables at three levels, at the level 
of correlation of -0.169 with a highly significant level of ≤ 0.01. It was confirmed that there is a statistically 
significant relationship between teacherˈs experience and the value scores in the dimension of Knowledge. 
Statistically significant results were also discovered on the second level of correlation of -0.153 as the correlation 
similarly highly significant at level of ≤ 0.01, which confirmed the statistically significant relationship between 
the teaching practice as well as the value of score in the dimension of Development. The existence of a 
significant relationship between the teacherˈs experience and a value score in Implementation dimension was 
confirmed at a negative level of -0.107 with a correlation significant at the level of ≤ 0.05. All the Pearson 
correlation coefficients acquired a negative value and were close to the value of -1, which indicates that between 
the compared variables, in particular the years of teaching experience and dimension values of Knowledge, 
Implementation and Development are in a closer relationship. The negative correlation coefficient indicates that 
the compared variables are in an inverse relationship, i.e. the high levels of one variable are equivalent to lower 
values of another variable and vice versa. As we observed, the results for the age of the teacher and the teaching 
experience are very similar. We believe that this has been caused by the direct link between the teaching practice 
and age of the teacher. The above mentioned indicates that the longer teacherˈs practice is, more decreasing rates 
in Knowledge, Implementation and Development of teachers' competence with respect to the diversity of the 
classroom it shows, in comparison to the teachers with shorter teaching experience. These findings were 
confirmed by the hypothesis H 3. 

§ H 4 We assumed that the achieved level of education of teachers will be reflected in the Implementation 
and Development of competences in terms of a class diversity. 

Differences found in the questionnaire survey among teachers by education were verified by ANOVA test, that 
allows to compare the average of three or more groups. The individual items presented with the degree of 
education, arithmetic mean, standard deviation and t-test calculations have been guiding us to statistically 
significant data of the probability of error p <0.05. But we must say that we have not noticed statistically 
significant results in any of the studied variables - Knowledge, Implementation, Development according to the 
level of teachersˈ education. Finally, we conclude that between the teachers, in terms of their level of education, 
there are no statistically significant differences. Based on the findings, we can conclude that the hypothesis H 4 
was not confirmed. 

§ H 5 We assumed that type of class where the teachers implement the educational process does not affect 
the competence of teachers. 

The differences among teachers according to the type of class were verified by ANOVA test, that allows to 
compare the average of three or more groups. Based on the test results of teachers by type of class they teach in, 
the questionnaire score stated that the differentiation was not confirmed and there were observed no statistically 
significant results in any of the variables according to the type of class, i.e. regular classes in regular schools, 
regular classes with individually integrated pupil/pupils and special classes in regular schools. For this reason, 
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we can say that in terms of the type of class there are no statistically significant differences among the teachers 
and for this reason we do not accept the hypothesis H 5. 

§ H 6 We assumed that there is not a statistically significant difference between the assessment of 
teachers' competences considered at present as the most recent and preferred in the pedagogical work of 
teachers. 

We were interested which competence of teachers are considered as the most actual and are preferred in the 
work of teachers and whether the statements of teachers in these areas of competence are identical. Based on our 
findings, we say that the hypothesis H 6 was confirmed. 

§ H 7 We assumed that with increasing grade of school there are also growing and developing the 
teaching competences in terms of the class diversity. 

Based on the complex findings, due to the testing of hypotheses we focus only on the statements characterizing 
the teachers' competence development that achieved the highest level of development according to the types of 
school. We found the following: in Kindergarten, mainly occurred the competence of Supporter (2.93), Assessor 
(2.48) and Inspiratory (2.18); 1st level of primary schools there were the competences of Supporter (2.24), 
Model (1.85) and Informer (1.79); in 2nd level of primary schools also dominated the competences of Supporter 
(2.36) and Model (2.12); in high schools it was also the competence of Supporter (2.30) Model (2.20) and 
Aspirator (2.16). Interesting was the finding that, on the contrary, the smallest occurrence in all types of schools 
(except for one outstanding competence of implementation) was observed by the competence of Knowledge, as 
Facilitator, Advisor, Promoter and Manager. From the above results we can state the reverse effect, the 
decreasing rate according to the type of school, which means that the hypothesis H 7 was not confirmed. 
 
Our initial intention was to find out which of the competences the teachers in kindergartens, primary and 
secondary schools know, then which competences teachers apply in their pedagogical implementation and 
finally which competence appreciate for development in educational practice. 
Using five initial open questions asked the teachers in the questionnaire, we obtained a broader choice of 
answers that suggest that the teachers know the nature of competences that also subsequently apply and develop 
in their educational practice. Mentioned items were evaluated qualitatively, because it is natural that the teachers 
did not reply using the same phrases, or not every teacher commented on the free part of the questionnaire. We 
evaluated the individual statements by categorization and further analysis for all schools altogether 
(Kindergarten, 1st and 2nd level of primary schools, secondary schools). 
We focused on how teachers understand the key word competence, due to the fact that at present the issue of 
competence is elaborated quite extensively. According to the obtained responds, we have created the following 
order of importance of competences. We can be state that the most commonly term for defining the competence 
was: ability (32%), skills (24%) and craft (15%). Less occurred terms were: cognizance (10%), knowledge (6%), 
authorization (3%). Equally low (2%) were presented: disposition, knowledge, expertise, operation and 
efficiency. Here are some interesting examples of teachersˈ statements in defining the concept of competency - 
specifically to a particular question. 
 
How do you understand the term competence: 
- "A sum of knowledge, skills, abilities, expertise, attitudes and etc., which a teacher should use to implement 
his/her professional work effectively"; 
- "The ability to take responsibility in professional situations, the ability to positively influence the actual 
situations, to be "in "and not" out" "; 
- "It is a kind of "obligatory equipment" of the individual – such as knowledge, skills, abilities, attitudes, 
opinions, professional activity, professional competence, the possibility to act (power), key capability"; 
- "Some "power" that the teaches has in his/her hands and it is up to the teacher how she/he will use it in terms of 
his/her students benefits"; 
- "The information mediation involving higher thought processes and emotions and make the educated subjects 
an individual and independent learner for the successful implementation of the teaching profession." 
 
We can say that the teachers are aware of the importance of the teacherˈs competence (though we have to note 
that this concept is new and among teachers is not commonly used). 
A part of the research was to find out the main reasons for the occurrence of the chosen competence of teachers 
in the educational process. Teachers reported reasons due to the competence and opinions for the specific area 
we have obtained in the research are presented in the percentage scale. 
We can state adequate allocation of proportions in stating the reasons choosing a significant competences of a 
teacher, the highest (17%) was placed the Efficiency of learning process, next was the Education and Training 
(16%) and Developing pupils' personality (15%), all in close proximity. They were followed by Preparation for 
life (10%), Knowledge (9%), Goals achieving (7%) and three times occurred in the same proportion (6%) the 
Status of teachers, Development of creativity and an Impact on the pupils. The least frequently occurring reasons 
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were Innovation and Modernization of the educational process (4%) and Teaching the pupils how to learn (4%). 
Here are some examples of statements given by teachers explaining their reasons. The teachers responded to the 
following question: 
 
The main reason for the significant position of teacherˈs competence in the education process is: 
- "To manage educational process effectively it requires an adequate level of professional competence which the 
teacher should systematically develop and complement his/her education. The basic prerequisite for adequate 
development of pupils' competence is an adequate level of teacher competence"; 
- "Constant changes in the educational process, progress in the field of teaching techniques, higher and higher 
requirements on teachers from different perspectives"; 
- "Ability to make the teaching process interesting, effective, avoiding frontal teaching, ability to adapt to new 
trends in teaching, ability to use effective methods, the ability to motivate students and take into account their 
individuality"; 
- "The more competent the teacher is, the greater the benefit for himself, but especially for the student"; 
- "Raising of the quality among teachers and subsequently improvement of the educational process, and thus        
raising of the "quality" of a child and pupil in the future as "a human - individual personality"..."; 
- "The main reason is right in the teacherˈs personality, which should be complex, not only in the terms of  
knowledge, skills, but also in personal attitudes, abilities to successfully handle challenges and situations in life, 
school. When she/he is able to handle it him/herself, them it could be well passed to the others, e.g. the pupils"; 
- "That they assure teachers certain social status"; 
- "To be an expert in his/her profession and but also a human being". 
 
We further drew our attention to the factors that may affect the competence of a teacher and their development. 
For a clearer insight they are presented in the following Table 10. 
 

 
 
From table view it can be seen that the items assumption is confirmed in categories: literature self-study, the 
relationship between the teacher and his/her pupils, the length of teaching experience, teacherˈs gender, for the 
reason of the cross-testing and mutual-non-exclusion in opposite dimensions. 
 
CONCLUSIONS 
In conclusion we can say that teachers are familiar with the basic competence; however, in case of the newer 
teacher competencies concerning the class diversity the results are less satisfying. In spite of the fact that these 
competencies are applied randomly and unconsciously, it is not comparable to the situation when applied 
intentionally and purposefully. Demands on teachers are increasing, requiring the continuous development of 
their competence. Skills development, according to Ch. Kyriacoua (2004), could be understood as a process 
although being in an instant progress, its intensity varies depending on the situation and the actual context within 
which the teacher works. 
To the above we add that the research concerning the question of searching for the essence of competence of a 
teacher in the context of the class diversity, showed that in order to be effective in educational process, it is 
essential that the teacher in the educational process applies several competences. 
Our research highlighted a number of positive aspects in knowledge, in the process of implementing and 
developing the teachers' competences in terms of kindergartens, elementary and secondary schools. However, we 
also found some insuffiencies, so in order to their minimize or removing our recommendations are designed to 
improve the effectiveness of teaching process in the following areas. 
We are aware that the results of our research investigation cannot be fully generalized. Based on the theoretical 
background and empirical research problem processing for the improvement of education theory, education 
practice and for further research in the field of education, we propose the following recommendations: 

§ By defining the basic terminology related to the issue of teachers' competence development unify and 
clarify the potentially ambiguous terminology. 

§ Used survey research method with its own designed research tool questionnaire for teachers working in 
practice - Competence - Development - The Teacher, may be helpful to teachers in an effort to reveal 
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the status of their own competence profile and support their competence development in view of the 
class diversity. Therefore, we propose it to be implemented in the education process. 

§ The results of the research can be an inspiring starting point in the application of other related studies or 
in comparison of new findings and results of other surveys. It is necessary to initiate similar 
investigations of the competences aimed not only to analyse, identify and describe the current situation, 
but also to examine the possibilities of educational intervention in their effective development. The 
motivation is the fact that on the basis of the research results it is possible to describe and classify the 
competence of teachers, but also to process the effective methods and strategies of their development. 

§ Due to the requirements mentioned above are, in our opinion, currently absent. Therefore it is required 
to create the methods of acquiring competences of teachers and, at the same time, their development in 
the context of the class diversity. 

§ Each school should have its own interest in creating a customized training programs to meet the needs 
of their teachers directly in schools through educational institutions (National Institute for Education, 
methodical centres and departments, the State Vocational Education Institute), as no less important is 
the participation of universities, institutions of further education of teachers, schools, education system 
management towards the international cooperation. 

§ We draw attention to the proposal that the competent school authorities consider the possibility of 
strengthening the didactic part of teachers' training with the competence which aim to increase the 
efficiency of the educational process. It would be appropriate to organize regular trainings for teachers, 
lectures, seminars or training courses, which would offer the latest knowledge in the field of teachers' 
competence development in terms of the diversity of the classroom. 

§ The activity and educational efforts of teachers should be developed on a broader educational area, 
involving all the participants on the education process, i.e. the school management, teachers, pupils, but 
also the parents. 

§ In order to maintain the flexibility of the educational process, it is essential that none of teacherˈs 
competence should stay at the same lever for longer time. It is therefore important for the teacher to 
constantly improve, extend and raise their skills in accordance with the latest knowledge, needs and 
requirements of teaching practice which requires a permanent, lifelong learning. 

§ The development of teachers thus not only involves the constant self-study, but also the self-reflection 
of the teacherˈs educational activities, i.e. a re-assessment of the teacherˈs own work and constant self-
education. Only a teacher who continually assesses his/her performance, makes the self-reflection 
directly after the lesson, but also throughout all of his/her educational work and reflect his/her own 
pedagogical mastery, can continuously improve and innovate the educational process. 

 
The outlined problem should be seen in a wider context. The draft of recommendations could contribute 
positively to the overall increasing of the achieved results in our kindergartens, primary and secondary schools 
by eliminating the possibility of failure of teachers in their pedagogical activities, and thus the pupils in their 
learning process. We believe that one of the arrangement should be informing of the wider professional and 
general public about the necessity of teachers' competence development. In defining the above mentioned 
recommendations, we took into consideration the fact that the theoretical processing of problems with the 
empirical results obtained in our research findings enrich the mentioned public knowledge. 
 
In spite of the stated, the developing of the teachersˈ competences, is demanding, in terms of time, long-term and 
complex process, the implementation of which is associated with many problematic situations. We tried to draw 
some light to this problem in specified terms, and we express our belief that the awareness of the importance of 
teachers' competence development itself, will affect the education process. They are then the competences that 
represent an important aspect of the educational practice now and which are the subject of continual 
improvement. By applying the innovative trends and the gradual fulfilment of teaching competences we achieve 
the greater efficiency of educational process perspective. 
 
Inevitably, we recognize the importance of focusing to the teacher's competences, notably from the perspective 
of the recent educational sciences development, because only with constant avid interest of teachers in knowing 
the teaching competences problem there might be a positive influence put on the improvement of the educational 
process. 
 
The research plan 
The presented results are partial output of the research solved within the project UGA "Possibilities and 
Perspectives of Building an Inclusive Culture in Schools that Reflect the Determination of the Principles and 
Values of the Pupil / Student’s Community Supporting the Chosen Attitudes", No. V/22/2015. 
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ABSTRACT 
This study focused on the findings of preceding studies that the maladjustment students from ordinary schools 
adjust well to commissioned alternative schools and examined the characteristics of teachers that affect the 
students' successful school life. For this purpose, a group of teachers from commissioned alternative schools 
were interviewed. The findings of this research proved that the characteristics of teachers affect the students' 
successful adjustment at commissioned alternative schools. This study derived the following characteristics of 
teachers as those that affect the students' adjustment to school life: ‘high self-esteem.’ ‘mission and positive 
perception of sacrifice,’ ‘strong determination and efforts to help students,’ ‘no prejudice and discrimination,’ 
‘love of a mother,’ ‘consistency with words and actions,’ ‘critical thinking about normal and abnormal,’ ‘clear 
boundaries of acceptance,’ and ‘trust and faith as the start point of education.’ The findings manifest that 
Pestalozzi's classical principle of education where educational relationships should be based on love as with the 
parent-child relationship is still valid in today's schools that are dominated by technicality and efficiency. 
Further studies should be conducted to see whether the adjustment to school life based on these educational 
relationships can lead to social adjustment.  
 
 
KEYWORDS: Maladjustment to School, Characteristics of Teachers, Adjustment to School, Commissioned 

Alternative Schools 

 
� . Research Background 
This study began from the following background: first, Korean students show good academic performance at 
PISA, but they are not satisfied with school education. In the 2011 OECD Educational Indicators, they showed 
the lowest level of interests and confidence in learning and their happiness index, which is one of the indicators 
of satisfaction with school life, was ranked 23rd place out of 23 nations (Kim, 2012). Students' satisfaction with 
school life is highly likely to be expressed as maladjustment to school, which is an experience that can cause the 
students to perceive themselves as losers, experience loss of hope, feel as failures of the society, and/or develop 
sociophobia to lose self-esteem. Having realized how serious this problem is, the Ministry of Education has 
introduced and implemented various policies to reduce students' maladjustment to school. Second, when we 
heard at an interview with the teachers at a high school, “A student who would often refuse to come to school at 
our school surprised us by recording full attendance for a month at a commissioned alternative school,” we 
thought that a possible solution for maladjustment to an ordinary school may be found in a commissioned 
alternative school. Third, it was diagnosed based on the interview and teachers' experience that one of the 
problems of schools is that “Young teachers' academic skills are improving, but their skills to comprehend and 
guide (so-called problematic) students.” Under these circumstances, it was assumed that commissioned 
alternative school teachers' characteristics would affect students' successful adjustment to commissioned 
alternative schools.  
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� . Research Question 
 
What are the characteristics of teachers affecting successful school life of students in a commissioned alternative 
school? 
 
 
� . Korea's Support System for Maladjustment Students and Commissioned 
Alternative Schools 
 
1. Maladjustment Student Support System 
 
Korea's systemized support for maladjustment students is provided through the 'Wee Project‘ which is an 
<integrated school safety management system>. The Wee (=We+education+emotion) Project operates an 
integrated safety network of schools-office of education-local community and has been available since January 
2009 to prevent and support drop-outs and students in crisis. The Wee Project connects Wee Class-Wee Center-
Wee School as shown on〔Fig. 1 Wee project〕 and operates the first, second, and third safety networks. Wee 
Class, Wee Center, and We School focus on different areas to provide students with services.  
 
The purpose of ‘Wee Class’ is to install and operate a counseling center in each school to discover and prevent 
all students with maladjustment at an early stage and guide them to better adjustment. Wee Class helps students 
with potential problems to discover the possibility of problems. Wee Class arranges professional counseling 
teachers or counselors to operate programs to help with poor academic performance, maladjustment, school 
violence, poor interpersonal relationships, and media addiction. 

‘Wee Center’ is installed at the local branches of the office of education to provide in-depth psychological 
diagnosis and professional counseling services involving evaluation-counseling-treatment for students who are 
exposed to major problems that are hard to guide or treat in schools or other students. Wee Center's professional 
staff members include professional counseling teachers, clinical psychologists, social welfare workers, youth 
counselors, psychiatrists, life-long educators, and learning therapists.  
 
‘Wee School’ is a long-term commissioned educational institution (boarding/ non-boarding) for high-risk 
students who need long-term treatment and manages near drop-outs by providing professional counseling and 
academic education at the same time (Korean Educational Development Institute, 2011: 29). The students with 
maladjustment to school participate in 'Wee Class' and 'We Center' for counseling and treatment while taking 
regular classes at local schools; if they are still exposed to the risk of drop-out due to maladjustment nonetheless, 
a commissioned alternative school, which is a long-term commissioned educational institution, is contacted for 
commissioned education. In addition to that, there are educational welfare priority support project and drop-out 
reconsideration system as the major projects of the Ministry of Education and municipal/provincial offices of 
education to support maladjustment. The educational welfare priority support project aims at improving the 
quality of education and welfare services for the urban areas with low-income neighborhoods to bridge the 
educational divide. This project operates programs in various areas such as learning, emotional, culture, and 
welfare for the target students (Park, 2011: 200). Each participating school arranges one educational social 
worker for the project or the hub schools with the educational social workers operate programs to support other 
schools.  
 
Drop-out reconsideration system prevents dropping out of school without careful consideration by providing 
counseling, career experience, sports and arts programs through schools and relevant community organizations 
(e.g., youth welfare counseling centers) under Article 54 of the Elementary and Secondary Education Act 
Enforcement Decrees for the students who have been absent for a long time or submitted application for 
voluntary withdrawal, and their parents. The reconsideration period can be between two weeks and 50 days per 
session considering each student's opinion and program (Ministry of Education, Incheon Office of Education, 
National Youth Policy Institute, 2014). According to the Ministry of Education's Basic Educational Statistics of 
2015, 46,414 elementary/middle/high school students dropped out due to maladjustment and this takes 0.71% of 
all students (Ministry Of Education, 2014). See below〔Fig.2〕. 
 

International Conference on New Horizons in Education, July 13-15, 2016, Vienna-AUSTRIA Volume 4

www.int-e.net Copyright © International Conference on New Horizons in Education Conference (INTE) 450


	INTE 2016 Editorial Board
	INTE 2016 Keynotes



