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Bu noktada uzmanlagsmak, konusunda basarili, nitelikli spor gazetecisi istihdam edebilmek icin basin
kuruluglarinin letisim Fakiilteleri ve Spor Meslek Yiiksekokullari ya da Spor Bilimleri Fakiilteleri ile siki
ishirligi icinde bulunmalari gerekmektedir. Tiraj elde etme, okuyucuyu etki altina alma, yonlendirme amaciyla
fanatizm distncesini 6n plana alan yazilar yerine yazili spor basininin; sporu okuyucularina dostlugu, kardesligi,
barigi, sportmenligi, kurallara uygun bir rekabet ortamini dzendirici anlatim diliyle yansitmayi kendine ilke
edinmesi icin mesleki egitimin strekliligi ve niteligi dnemlidir.

Ozellikle iletisim Fakdltelerinin Gazetecilik Bolumlerinin mufredat programlarinda mevcut olan uzman
gazetecilik dersinin spor basini alaninda pratik uygulamalara ve teorik igerige agirlik verilmelidir. fleride spor
gazetecisi olmak isteyen dgrencilerin, tecriibe kazanmalari ve meslegin inceliklerini yerinde gérmeleri icin dig
stajlarini farkh basin  kuruluglarinin - spor servislerinde yapmalari igin fakilteler tarafindan destek
verilmelidir. Diizenlenecek seminerler ve konferanslarla spor diinyasinin énde gelen isimleriyle konuya ilgi
duyan kesimin bulusmasi yararli olacaktir. Tlrkiye Spor Yazarlari Dernegi de duzenleyecegi mesleki seminer ve
kurslarla aktif olarak calisan spor gazetecilerinin egitim anlamindaki eksikliklerinin giderilmesi ve ortaya ¢ikan
teknolojik yeniliklerin zamaninda tatbik edilmesi igin éncii olmalidir.
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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 (dioxis =
persecution, 10gos = 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.

Key words: Dioxologia, persecution, harassment, education, victims, gender issues.

INTRODUCTION

Harald Ege, psychologist specializing in Psychology of Work and Organization, starts talking in 2010 about
"Dioxologia" (dioxis = persecution, logos = 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).

\ PRIVATE \ SOCIAL | COMMUNITY INTERNAL
BULLYING AT
MOBBING RACISM SO VICTIMHOOD
RELIGIOUS
STRAINING TN AT HAZING GELOTOPHOBIA
VIOLENCE IN PSYCHOLOGICAL PERSECUTION
HARASSMENT STADIUMS VIOLENCE COMPLEX
STALKING TERRORISM SEXUAL VIOLENCE
NATIONALISM SOCIAL VIOLENCE
POLITICS ECONOMIC
PERSECUTION VIOLENCE
MEDIATIC PHYSICAL
PERSECUTION 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 PHYSICAL

HARASSMENT HARASSMENT SEXUAL VIOLENCE

Amused, Rude Aggressive, Violent

Rude, Aggressive

Verbal and non-verbal Non-sexual physical

.. Sexual physical contact
communication contact

Jokes, insinuations, words
and vulgar gestures,
exhibitionism

Touch physical parts,

. Rape, insults and threats
even if non-sexual

Bother, disgust, Trauma and/or post

Disgust, emotional shock

exasperation traumatic stress disorder
Indirect sexual Indirect or direct sexual Physical sexual
satisfaction satisfaction 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 VoB3’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
ANTAGONISTS

THE

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
Bahgelievler 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 & Diindar, 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

www.int-e.net Copyright © International Conference on New Horizons in Education Conference (INTE) 369



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

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).

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 (Kalayci, 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 OEF Offices (Total Offices Number = 106)
Cases in Each Cluster)
1. Cluster (2) Istanbul (Aksaray), istanbul (Bahgelievler)
2. Cluster (4) Ankara (Anittepe), Ist. (Kartal), ist. (Umraniye), Izmir (Karstyaka)
3. Cluster (4) Antalya (Falez), Ank. (Cebeci), Ist. (Besiktas), Izmir (Bornova)
4. Cluster (7) Ank. (Aydilikevler), Bursa (Niliifer), Eskisehir, Gaziantep, Kocaeli (Izmit), Konya
(Meram), Mersin (Y enigehir)
5. Cluster (19) Adana (Toros), Adana (Seyhan), Aydin, Balikesir, Bursa (Osmangazi), Diyarbakir
(Dicle), Denizli, Hatay, Ist. (Kadikdy), Ist. (Avcilar), Kayseri (Kocasinan), Malatya,
o Manisa, Mugla, Sakarya, Samsun, Sanlhurfa, Tekirdag, Trabzon
5 6. Cluster (25) Adiyaman, Afyon, Ank. (Sincan), Antalya (Mevlana), Batman, Canakkale, Corum,
Edirne, Elaz1g, Erzurum, Giresun, Isparta, Ist. (Mecidiyekdy), Kahramanmaras,
Kocaeli (Gebze), Kiitahya, Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Usak, Van,
Zonguldak
7. Cluster (45) Agr1, Aksaray, Amasya, Ardahan, Artvin, Bartin, Bayburt, Bilecik, Bingdl, Bitlis,
Bolu, Burdur, Cankiri, Diyarbakir (Kayapinar), Diizce, Erzincan, Glimiishane,
Hakkari, Igdur, Ist. (Atakdy), Ist. (Beylikdiizii), Ist. (Fatih), izmir (Basmane), KKTC,
Karabiik, Karaman, Kars, Kastamonu, Kayseri (Erciyes), Kesan, Kirikkale, Kirklareli,
Kirsehir, Kilis, Konya (Selguklu), Mersin (Akdeniz), Mus, Nevsehir, Nigde, Siirt,
Sinop, Sirnak, Tunceli, Yalova, Yozgat
Year | Cluster (Number of OEF Offices (Total Offices Number = 106)
Cases in Each Cluster)
1. Cluster (2) Istanbul (Aksaray), istanbul (Bahgelievler)
2. Cluster (4) Ankara (Anittepe), Ist. (Kartal), Ist. (Umraniye), [zmir (Konak)
3. Cluster (4) Antalya (Falez), Ank. (Cebeci), Ist. (Besiktas), Izmir (Bornova)
4. Cluster (10) Adana (Toros), Ank. (Aydinlikevler), Bursa (Niliifer), Kocaeli (Izmit), Konya
(Meram), Mersin (Yenisehir), Ist. (Avcilar), Eskisehir, Gaziantep, Samsun
5. Cluster (19) Adana (Seyhan), Ank. (Sincan), Aydin, Balikesir, Bursa (Osmangazi), Denizli,
Diyarbakir (Dicle), Hatay, Ist. (Kadikdy), Ist. (Mecidiyekdy), Kayseri (Kocasinan),
a0 Kahramanmarag, Malatya, Manisa, Mugla, Sakarya, Sanliurfa, Tekirdag, Trabzon
<
o 6. Cluster (22) Adiyaman, Afyon, Antalya (Mevlana), Batman, Canakkale, Corum, Edirne, Elazig,
Erzurum, Giresun, Isparta, Kocaeli (Gebze), Kiitahya, Mardin, Ordu, Osmaniye,
Rize, Sivas, Tokat, Usak, Van, Zonguldak
7. Cluster (45) Agr1, Aksaray, Amasya, Ardahan, Artvin, Bartin, Bayburt, Bilecik, Bingdl, Bitlis,

Bolu, Burdur, Cankiri, Diyarbakir (Kayapinar), Diizce, Erzincan, Giimiishane,
HakKkari, Igdur, Ist. (Atakdy), Ist. (Beylikdiizii), Ist. (Fatih), {zmir (Basmane),
KKTC, Karabiik, Karaman, Kars, Kastamonu, Kayseri (Erciyes), Kesan, Kirikkale,
Kirklareli, Kirsehir, Kilis, Konya (Selguklu), Mersin (Akdeniz), Mus, Nevsehir,
Nigde, Siirt, Sinop, Sirnak, Tunceli, Yalova, Yozgat
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Year | Cluster (Number of OEF Offices (Total Offices Number = 106)
Cases in Each Cluster)
1. Cluster (2) Istanbul (Aksaray), istanbul (Bahgelievler)
2. Cluster (4) Ankara (Anittepe), Ist. (Kartal), ist. (Umraniye), Izmir (Konak)
3. Cluster (4) Antalya (Falez), Ank. (Cebeci), Ist. (Besiktas), Izmir (Bornova)
4. Cluster (11) Adana (Toros), Ank. (Aydinlikevler), Bursa (Niliifer), Bursa (Osmangazi),

Eskisehir, Gaziantep, Ist. (Avcilar), Kocaeli (izmit), Konya (Meram), Mersin
(Yenisehir), Samsun

5. Cluster (18) Adana (Seyhan), Ank. (Sincan), Aydin, Balikesir, Denizli, Diyarbakir (Dicle),
Hatay, Ist. (Kadikdy), Ist. (Mecidiyekdy), Kayseri (Kocasinan), Kahramanmaras,
Malatya, Manisa, Mugla, Sakarya, Sanliurfa, Tekirdag, Trabzon

2014

6. Cluster (25) Adiyaman, Afyon, Antalya (Mevlana), Batman, Canakkale, Corum, Diyarbakir
(Kayapinar), Edirne, Elazig, Erzurum, Giresun, Isparta, Ist. (Atakdy), Ist. (Fatih),
Kocaeli (Gebze), Kiitahya, Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Usak, Van,
Zonguldak

7. Cluster (42) Agr1, Aksaray, Amasya, Ardahan, Artvin, Bartin, Bayburt, Bilecik, Bingdl, Bitlis,
Bolu, Burdur, Cankiri, Diizce, Erzincan, Giimiishane, Hakkari, Igdir, Ist.
(Beylikdiizii), izmir (Basmane), KKTC, Karabiik, Karaman, Kars, Kastamonu,
Kayseri (Erciyes), Kesan, Kirikkale, Kirklareli, Kirgehir, Kilis, Konya (Selguklu),
Mersin (Akdeniz), Mus, Nevsehir, Nigde, Siirt, Sinop, Sirnak, Tunceli, Yalova,
Yozgat

Considering 2012, 2013 and 2014 years, Bahgelievler and Aksaray offices in Istanbul have the highest student
demand, so they are most responsive to student demand. In Cluster2, offices where most of the students' demand
are Anittepe (in Ankara), Kartal and Umraniye (in Istanbul) and Konak (in Izmir). 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)"?=6,36

k is taken as 6 or 7 according to the formula. The result of this calculation Ankara, Istanbul and Izmir 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, Cluster] 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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Hp: There was no significant difference between clusters according to variables.
H;: 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 [ OEF Offices (All provinces excluding Ankara, Istanbul, izmir: 78)
Cases in Each
Cluster)
1. Cluster (2) Antalya, Bursa
2. Cluster (9) Adana, Diyarbakir, Eskisehir, Gaziantep, Kayseri, Kocaeli, Konya, Mersin, Samsun
3. Cluster (17) Aydin, Balikesir, Denizli, Elaz1g, Erzurum, Hatay, Kahramanmaras, Malatya, Manisa,
Mugla, Osmaniye, Sakarya, Sivas, Sanliurfa, Tekirdag, Trabzon, Van
<
& 4. Cluster (50) Adiyaman, Afyon, Agri, Aksaray, Amasya, Ardahan, Artvin, Bartin, Batman, Bayburt,

Bilecik, Bingdl, Bitlis, Bolu, Burdur, Canakkale, Cankiri, Corum, Diizce, Edirne,
Erzincan, Giresun, Gilimiishane, Hakkari, Igdir, Isparta, Karabiik, Karaman, Kars,
Kastamonu, Kirikkale, Kirklareli, Kirsehir, Kilis, Kiitahya, Mardin, Mus, Nevsehir,
Nigde, Ordu, Rize, Siirt, Sinop, Sirnak, Tokat, Tunceli, Usak, 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, Istanbul, Izmir. 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, Istanbul, izmir)

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, Istanbul, Izmir, Bursa, Kayseri, Mersin, Diyarbakir, 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, Cluster] 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 | OEF Offices (With only one office: 69)
Cases in Each Cluster)

1. Cluster (3) Eskisehir, Gaziantep, Samsun

2. Cluster (13) Aydin, Balikesir, Denizli, Hatay, Kahramanmaras, Malatya, Manisa, Mugla, Sakarya,
Sanliurfa, Tekirdag, Trabzon, Van

3. Cluster (16) Adiyaman, Afyon, Batman, Canakkale, Corum, Elazig, Erzurum, Isparta, Kiitahya,
Mardin, Ordu, Osmaniye, Rize, Sivas, Tokat, Zonguldak

2014

4. Cluster (37) Agri, Ardahan, Artvin, Bartin, Bayburt, Bilecik, Bitlis Burdur, Cankiri, Erzincan,
Glimiishane, [gdir, Kars, Kirsehir, Kilis, Mus, Nevsehir, Siirt, Sinop, Tunceli, Aksaray,
Amasya, Bing6l, Bolu, Diizce, Giresun, Hakkari, Karabiik, Karaman, Kastamonu,
Kirikkale, Kirklareli, Nigde, Sirnak, Usak, Yalova, Yozgat

As seen below, Table 7 is demonstrated visually on the map of Turkey:
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Figure 2: OEF Offices (With only one office)

If we consider provinces with single office, Eskisehir, 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 istanbul) and Bahgelievler (in istanbul) are offices where most
students get service. A special situation for Ankara, Istanbul, izmir has been detected in the data set. This was
followed by Antalya and Bursa. When the provinces with single office are also evaluated, Eskisehir, Gaziantep
and Samsun are province of the most services to Open Education system.
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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 2" 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 21% 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 maobile 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. Hlad’o (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.

Blatny (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. lam astudent
In this category, phenomena perceived were: a) personal disappointment, b) efforts to succeed, ¢) 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."

"[ knew I could not force the kids to do what I wanted them to do."

As reported Dytrtova and Krhutova (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 (Dytrtova & Krhutova, 2009).

”

"In other lessons it went well, I got a lot of good advice.

Simonik (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 Svec (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." (Svec, 1999, p. 12).

This problem is still current, adds Svec (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, ¢) 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).

Kaganova (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’ (Kosova et al., 2012).

Kenzina (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

80

60

40
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Subject Overvie
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Qutside Class Communication

Note. Participants can choose more than one response

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 (74 iy K%%), Henan
Normal University (77 4 Jfiyii K%%), Henan Polytechnic University (7] B L L K%#%), Xi'an University of Arts
and Science (1 % W F 225t ), and Northwest University for Nationalities (# 1k [ K 2%). 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 erfiu 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 erhiu playing.

Awareness of the two erhu Challenges faced in performing the two
styles 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 4.81 .52 4.91 33
Technique

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 = (.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 erhiu playing.

Evaluation of students’ Challenges faced in Teaching
achievement

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 2.33 .52 5.00 .00
Technique

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 xigu 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 eriu 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 xigu 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 xigu 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 i0S/Mac
08, 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 1nﬂuenc1n.g deployfnent o.f AR technology in Mean S.D. Rating scale
teaching/learning activities.

1. Interesting 3.63 0.98 high

2. Modern 3.71 0.76 high

3. Support iOS and Android 4.27 0.62 high

4. Allow user participation 3.68 0.61 high

5. 3D presentation 4.63 0.59 very high

6. Support social media 4.57 0.66 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 (Dilidiizgiin, 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; Dilidiizgiin,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 (Ciiceoglu, 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 (Ddkmen, 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 (Bagkan, 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 (Dokmen, 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

" This study was supported within the framework of Ahi Evran University Scientific Research Projects, no:
EGT.E2.16.041
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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.

Conlflict types in Harary and Batell’s classification can be gathered in two major clusters (Dokmen, 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.

Giineyli and Konedrali (2008) analyzed a compiling tale selected from Cyprus Turkish literature in terms of
interpersonal communication conflicts in their studies entitled “Incircinin Dedigi Adli Kibris Tiirk Masalmin
Kisilerarasi Iletisim Catismalar1 Agisindan Céziimlenmesi” (“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 “Tiirk Cocuk Yazininda
Cocuk-Yetiskin Catigmasinin Yer Aldigi Kimi Yapitlarin Incelenmesi” (“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. Cevirme and Hatunoglu (2004) examined communication conflicts in “Kurnaz Koyli Masal1”
(“The Tale of Sly Peasant”) in the article entitled “Kurnaz Koylii Masalinda Iletisim Catigmalar”
(“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; Yildirim
and Simsek, 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:

Haértling, P.(2012). Biiyiikbaba Tasiniyor (Grandfather is Moving). (Transl.: N. Neydim). Istanbul: Giinigigi.
Nostlinger, C.(2003). Kim Takar Salatalik Kralt (Who Cares Cucumber King). (Transl.: S. Dilidiizgiin).
Istanbul: Glinis181.

Sertbarut, M. (2005). Sisin Sakladiklar: (What the Mist Hides). 1zmir: 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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Kim Takar Salatalik Krali
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Sisin Sakladiklar
(What the Mist Hides) 3313721251719 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 Biiyilikbaba Tagimiyor (Grandfather is Moving), 39% for
Kim Takar Salatalik Krali (Who Cares Cucumber King) and 37% for Sisin Sakladiklar1 (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 “Biiylikbaba Tasintyor” (“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 (Hértling, 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 Biiyilkbaba Tasmiyor (Grandfather is Moving), 32% for Kim Takar Salatalik Krali (Who
Cares Cucumber King) and 25% for Sisin Sakladiklar1 (What the Mist Hides). The percentage distribution of
passive conflict among these three children’s novels is higher in Kim Takar Salatalik Krali (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
(Nostlinger, 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 Bilyiikbaba Tasintyor (Grandfather is Moving),
12% for Kim Takar Salatalik Krali (Who Cares Cucumber King) and 19% for Sisin Sakladiklar1 (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 Sakladiklar1 (What the Mist Hides).

Lady Nilgiin describes flay’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”. Ilay 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 Nilgiin and flay 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 Biiylikbaba Tasintyor (Grandfather is Moving), 11% for Kim Takar Salatalik Krali
(Who Cares Cucumber King) and 8% for Sisin Sakladiklar1 (What the Mist Hides). The percentage distribution
of the overall rejection conflict is higher in Kim Takar Salatalik Krali (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 (Nostlinger, 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 Biiylikbaba Tasintyor (Grandfather is Moving),
4% for Kim Takar Salatalik Krali (Who Cares Cucumber King) and 3% for Sisin Sakladiklar1 (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!” (Nostlinger, 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 Biiyiikbaba Taginiyor (Grandfather is Moving), 3% for Kim Takar Salatalik Krali (Who Cares
Cucumber King) and 4% for Sisin Sakladiklari (What the Mist Hides). There is not a significant difference in the
distribution of partial conflict among these three children’s novels.

flay’s mother Lady Nilgiin 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 (ilay’s) thoughts on this issue are also important. Her
father Mr. Semih also advises Ilay 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, Ilay 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 Biiyiikbaba Tasimiyor (Grandfather is Moving)
and 1% for Sisin Sakladiklar1 (What the Mist Hides). The examples of the conflict of density are observed in
children’s novels called Biiyiikbaba Tasmniyor (Grandfather is Moving) and Sisin Sakladiklar1 (What the Mist
Hides), however, they could not be determined in the children’s novel called Kim Takar Salatalik Krali (Who
Cares Cucumber King).

Among interpersonal communication conflicts, the percentage distribution of alteration conflict seen in
children’s novels is 2% for Biiyiikbaba Tasiniyor (Grandfather is Moving), and 3% for Sisin Sakladiklar1 (What
the Mist Hides). The examples of the alteration conflict are seen in the children’s novels entitled Biiyiikbaba
Tasmiyor (Grandfather is Moving) and Sisin Sakladiklar1 (What the Mist Hides), however, they could not be
determined in the children’s novel entitled Kim Takar Salatalik Krali (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 Sakladiklar1” (“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 “Biiylikbaba Tasmiyor” (“Grandfather is Moving”) and “Kim Takar Salatalik Krali” (“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: Sahin, Basim & Cetin, 2009). Many innovations and
developments accomplished in science, art, and social life emerged as a result of the conflict with the old
(Yoriikoglu, 1988:289).
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OZET

Bu ¢alismanin amaci, ortadgretim kurumlarinda gérev yapan Tarih dgretmenlerinin 6zel alan ve genel mesleki
yeterliklerini gergeklestirme diizeylerine iliskin kendi goriislerini ve Ogrencilerin goriislerini belirlemektir.
Betimsel tarama modeli kullanilarak yapilan ¢alismanin evrenini 2014-2015 egitim-6gretim yilinda Elaz1g il
merkezinde bulunan liselerde gorev yapan toplam 92 tarih 6gretmeni 8850 Ogrenci olusturmaktadir. Bu
okullardan tesadiifi 6rnekleme yontemiyle belirlenen 456 6grenciye ve biitiin dgretmenlere veri toplama araci
dagitilmistir. Ancak 384 Ogrenciye ve 54 Ogretmene ait veri toplama araci degerlendirmeye almmistir. Veri
toplama araci ii¢ boliimden olugsmaktadir. Birinci boliimde olgusal sorular, ikinci boliimde tarih 6gretmenlerinin
0zel alan yeterlikleri ve ii¢iincii boliimde de mesleki genel yeterlikleri bulunmaktadir. Arastirma sonucuna gore
uzman 6gretmenlerin goriislerinin diizeyi 6gretmenlere gore, lisans istii mezunu olan 6gretmenlerin goriislerinin
diizeyi de lisans mezunlarina gore daha yiiksektir. Anadolu meslek liselerinde ve anadolu liselerinde gérev yapan
tarih 6gretmenlerinin goriiglerinin diizeyi, sosyal bilimler liselerinde gorev yapanlardan daha olumludur. Sosyal
bilimler lisesi Ogrencilerinin, goriislerinin diizeyi ise, Anadolu ve Anadolu meslek lisesi Ogrencilerinin
goriislerinin diizeyinden daha olumludur.

Anahtar Kelimeler: Tarih 6gretmeni, 6zel alan yeterlikleri, mesleki yeterlikler

GIRIS

Tarih; biitiin hareketlerimizde bize 11k tutan ve ilerisini daha iyi gdrmemize yardim eden bir bilim dalidir
(Bastav:1964;86). Mimoglu (1955)’na gore; tarih, insanoglunun hayat akigina ait hadiseleri zaman, yer, isim
bildirerek, 6zellikle bunlarin meydana gelisiyle, yok oluslarini objektif sebep ve kanunlari agiklayarak anlatan
bilim dalidir. Genelde insanligin 6zelde ise milletin hafizasi olarak nitelendirilen tarihin 6nemi, gelecegi kusatan
gengligin yonlendirilmesi konusunda da karsimiza ¢ikar. Milletin hafizasi olan tarihle gelecegini temsil eden
"genglik" arasindaki iliskinin saglikli olmas1 hayati bir deger tasimaktadir (Ulusoy, 2009:417). Fransa’da 1897
yilinda yapilan olgunluk smavinda 6grencilere sorulan “Tarih dersi ne ise yarar?” sorusuna dgrencilerin %801
“Vatanseverligi costurmaya yarar” cevabini vermislerdir (Langlois ve Seignobos:1937; 320). Tobin, Tippins ve
Gallard (1994)’e gore; cagimizda tarih dersinin artik bir ezber degil, diisiince dersi olarak algilanmasi ve
ogrencilerden ¢esitli olaylarla ilgili yorum ve fikirlerinin alinmasi gerekmektedir. Bu dogrultuda derste
uygulanacak olan 6gretim yontemleri, derse karsi olan tutumun olumlu yonde degismesinde etkili olacaktir.
Ogretmenlerin derste uyguladiklar1 yontemlerde genellikle kendi 6grenme ydntemlerine uygun olarak &gretim
yaptiklar1 goriilmiistiir.

Tarihe duyarl: ve tarih bilincine sahip insan yetistirmek tarih dersi 6gretim programin temel amaclar1 arasindadir.
Ogretmenlik mesleginin niteliginin yiikseltilmesi, dncelikle 6gretmenlerin sahip olmasi gereken genel ve ozel
alan yeterliklerin bilinmesi, daha sonra, bu yeterliklerin, hizmet dncesi ve hizmet i¢i egitim programlartyla,
O0gretmen adaylarina ve ogretmenlere kazandirilmas: ile miimkiindiir. Egitim ve 6gretimin biitiin boyutlariyla
dinamik bir yapiya sahip olmasi, bu siiregte dnemli bir rol iistlenen 6gretmenlerin gorevlerinin ve bu gorevlerin
gerektirdigi niteliklerin siirekli sorgulanmasii ve gelistirilmesini gerekli kilmaktadir. Bunun i¢indir ki, Milli
Egitim Bakanhigi'min Universitelerle is birligi yaparak, 6gretmen yeterlikleri iizerine yiiriittiigii ¢aligmalar
stireklilik gostermektedir. 1739 sayili Milli Egitim Temel Kanununun 45’ inci maddesi hiikiimleri kapsaminda,
O0gretmen yeterliklerinin belirlenmesine yonelik bir dizi ¢aligma yapilmis olup bunlardan Temel Egitime Destek
Projesi, Avrupa Birligi Komisyonu ile Hiikiimet arasinda 8 Subat 2000 tarihinde imzalanan Finansman
Anlagmastyla yiiriirliige girmistir. Projenin genel amacini; "Yoksullugu azaltma perspektifinde, egitim seviyesini
artirarak, egitim kalitesini ve egitime erisimi iyilestirmek, en dezavantajli kirsal, sehirsel bolgeler ve
gecekondularda niifusun hayat sartlarmi gelistirmek, egitim disinda kalan ¢ocuklarin, genglerin ve yetiskinlerin
temel egitim kapsamina alinmasi ve Ogretmen arzimin iyilestirilmesini desteklemek" olusturmaktadir. Proje
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faaliyetlerine 2002 yili Eyliil ayinda baslanilmistir. Temel Egitime Destek Projesi (TEDP); Ogretmen Egitimi,
Egitimin Kalitesi, Yonetim ve Organizasyon, Yaygin Egitim, ve Iletisim olmak iizere 5 bilesenden olugmaktadir.
Ogretmen yeterliklerine ait taslagin olusturulmasi icin 13- 16 Nisan 2004 tarihleri arasinda Ankara’da biitiinciil
ve sistematik bir yaklagimla, Ogretmen Yeterlikleri ile ilgili iilkemizde Milli Egitimi Gelistirme Projesi
kapsaminda YOK-MEB, Ogretmen Yetistirme ve Egitimi Genel Miidiirliigii ve EARGED tarafindan daha énce
hazirlanan ¢aligmalarm tiimii ile 5 iilkeye (Ingiltere, ABD, Seysel Adalari, Avustralya ve irlanda) ait yeterlik
dokiimanlart incelenerek konuya iligkin kavram ve terimler iizerinde ortak bir anlayis olusturulmaya calisilmistir.
Ayrica, bu ¢caligmada 21. yy. da 6gretimin niteligi nasil olmalidir? Hangi nitelikte 6grenci ve dgretmen istiyoruz?
gibi sorulara yanit aranmistir. Bu calistaylar sonucunda Ogretmenlik meslegi genel yeterlikleri; Kisisel ve
Mesleki Degerler - Mesleki Gelisim, Ogrenciyi Tanima, Ogrenme ve Ogretme Siireci, Ogrenmeyi, Gelisimi
izleme ve Degerlendirme, Okul-Aile ve Toplum Iliskileri, Program ve igerik Bilgisi, olmak iizere 6 ana yeterlik
alani, bu yeterliklere iliskin 31 alt yeterlik ve 221 performans gostergesi seklinde belirlenmistir. Ortaggretim
dgretmenlerine yonelik Ozel Alan Yeterlikleri ve bu yeterliklere dayali Performans Yonetim Siireci ¢aligmalari
ise, OOP (Ortadgretim projesi) kapsaminda baglatilmistir. Ozel alan yeterlikleri de; alan bilgisi (27 performans
gostergesi), alan egitimi bilgisi (51 performans gostergesi), tutum ve degerler (20 performans gostergesi) olarak
belirlenmistir.

Ogretmenlerin dgretim becerileri ve sahip olduklar niteliklerle 6grenci basarisimi inceleyen arastirmalarda
Ogretmenlerin etkililigi ve mesleki deneyimleri ile 6grenci basarisi arasinda bir iliski ¢ikmistir. Ancak bu iliski,
her zaman dogrusal degildir. Bu arastirmalardan bazilarinda 0Ozellikle mesleki deneyime bagli olarak
O0gretmenlerin 6gretim nitelikleri, daha az deneyimli olan dgretmenlere oranla dgrencilerin basarilar: tizerinde
daha ¢ok olumlu etki yapmaktadir (Darling Hammond, 2000: 9). Konuyla ilgili yapilan diger arastirmalarda
Ogretmenlerin yirmi birinci ylizyildaki yeterlik ve niteliklerinde 6nemli degisimler yasandigi, buna bagl olarak
ta meslegin profesyonellesme konusunda hayli yol kat ettigi dile getirilmektedir. Bunun sebebi olarak ta,
toplumsal yasamdaki degisim ve bilginin yayilma hiz1 gosterilmektedir (Darling Hammond ve Berry, 1988: 7;
Ozer ve Gelen, 2008:45).

Bu calismada, 6zel alan yeterlikleri kapsaminda toplam 98 olan performans gostergesinden 28’i ve 221 olan
ogretmenlik meslegi genel yeterliklerine iliskin performans gostergelerinden ise, 32’si alinmis ve Tarih
o0gretmenlerinin 6zel alan ve mesleki genel yeterliklerine dayali performans gostergelerinin diizeyi saptanmaya
caligilmistir. Madde sayisinin ¢oklugundan dolayr katilimcilarin yorgunluga bagli olarak diisiinmeden cevap
verme olasilifinin olmasi, cevaplamaya iliskinin giidiilerinin azalmamasi, zaman sorununa neden olmamasi,
iligkili maddelerin olmas1 gibi nedenlerden dolay1 gecerli ve giivenilir cevaplarin toplanmasini engellememek
i¢in madde sayis1 diigiik tutulmustur.

Amacg

Bu aragtirma, ortadgretim kurumlarinda gorev yapan tarih 6gretmenlerinin 6zel alan ve genel mesleki
yeterlik diizeylerini belirlemek amaciyla yapilmis ve asagidaki sorulara cevap aranmistir.

1. Tarih 6gretmenlerinin 6zel alan ve genel mesleki yeterliklerini gergeklestirmelerine iliskin kendi
goriislerinin ve 0grencilerin goriislerinin diizeyi nedir?

2. Tarih 6gretmenlerinin 6zel alan ve genel mesleki yeterliklerinin diizeyi kariyerlerine, ¢alistiklar1 okula,
cinsiyetlerine, mesleki kidemlerine ve egitim seviyelerine gore degismekte midir?

3. Ogrencilerin gboriislerine gore, tarih 6gretmenlerinin dzel alan ve genel mesleki yeterliklerinin diizeyi,
sinif diizeylerine, okulun tiirline ve cinsiyetlerine gore degismekte midir?

YONTEM

Bu arastirma tarama modelindedir. Tarama modelleri, gegmiste ya da halen var olan bir durumu var oldugu
sekliyle betimlemeyi amaglar. Arastirmaya konu olan olay, birey ya da nesne, kendi kosullar1 i¢inde ve oldugu
gibi tanimlanmaya c¢alisilir (Karasar, 2009:77).

Evren ve Orneklem

Arastirmanin evrenini, 2014-2015 egitim-6gretim yilinda Elazig il merkezinde bulunan liselerde gorev yapan
toplam 92 tarih 6gretmeni 8850 Ogrenci olusturmaktadir. Bu okullardan tesadiifi 6rnekleme yontemiyle
belirlenen 456 6grenciye ve biitiin 6gretmenlere veri toplama aract dagitilmistir. Ancak 384 6grenciye ve 54
dgretmene ait veri toplama aract degerlendirmeye almmigtir. Orneklemin biiyiikliigiinii saptamak igin farkli
biiyiikliikteki evrenler i¢in kuramsal 6rneklem biiytikliikleri ¢izelgesinden yararlanilmistir. Cizelgede 100 kiginin
bulundugu evrende %95 giiven diizeyi ic¢in gerekli olan Orneklem biiytlikliigi 79 kisi olarak belirtilmistir
(Anderson, 1990:202; Balc1, 2009:102). Ancak bu ¢alismada, 6gretmenlerin okuldaki sayilarinin az olmasi, ders
programlar1 geregi okulda her giin bulunamayislar1 ve goniilsiiz olmalar1 gibi nedenlerden dolayr bu sayrya
ulasilamamastir.
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Veri Toplama Araci

Caligmada kullanilan G6lgme araci, 6gretmenlerim mesleki genel ve 6zel alan yeterliklerine iligkin olarak
saptanan performans gostergelerinden yararlanilarak arastirmaci tarafindan olusturulmustur. Ogretmenler ve
ogrenciler icin hazirlanan veri toplama araci {i¢ boliimden olugmaktadir. Birinci boliimde cevaplayicilarin
demografik ozelliklerini betimlemeye yonelik olgusal sorular, ikinci boliimde tarih dgretmenlerinin 6zel alan
yeterlikleri (28 madde) ve iiglincii boliimde de tarih 6gretmenlerinin mesleki genel yeterlikleri (32 madde)
bulunmaktadir. Veri toplama araci; “tamamen katiliyorum” (1), “katiliyorum” (2), “kararsizim” (3),
“katilmiyorum” (4), “hi¢ katilmiyorum” (5) seklinde derecelendirilmistir. Veri toplama aracinin araliklar1 4/5=
.80°dir. Veri toplama aracinin yapi1 gegerligini saglamak icin agiklayici faktor analizi yapilmigtir. Faktor analizi,
ayni yapiyr ya da niteligi 6lcen degiskenleri bir araya toplayarak Olgmeyi az sayida faktor ile agiklamayi
amaclayan bir istatistiksel tekniktir (Biiyiikoztiirk, 2009:123). Verilerin faktoér analizine uygunlugu Kaiser-
Meyer-Olkin (KMO) ve Barlett testi ile stnanmigtir. Bartlett Testi = 1734,241 ve gecerlik katsayis1 KMO =.896,
p=-000’d1r. Veriler ilizerinde faktor analizi yapilabilmesi i¢in minimum KMO degeri 0.60 olarak onerilmektedir
(Pullant, 2001). Bu sonuglara gore verilerin faktdr analizi igin uygun oldugu belirlenmistir. Ogretmenlerin
gorlislerine gore, Ozel alan yeterliklerine ait maddelerin faktdr yiik degerleri 0.30 ile 0.82 arasinda
degismektedir. Hi¢ bir madde dlgekten ¢ikariimamistir. Olgek tek faktdrden olusmaktadir. Tek faktorlii 6lcegin
agiklanan varyanst %66.90°dir. Olgegin giivenirlik katsayisi Alpha =.981’dir. Ogretmenlerin genel mesleki
yeterliklerine ait maddelerin faktor yiik degerleri ise 0.43-0.87 arasinda degismektedir. Hi¢ bir madde dlgekten
cikarilmamistir. Olgek tek faktorden olusmaktadir. Tek faktorlii 6lcegin agiklanan varyanst %69.97°dir. Olgegin
giivenirlik katsayis1 Alpha =.986°dir. Ogrencilerin gériislerine gore, dgretmenlerin 6zel alan yeterliklerine ait 9.
maddenin faktor yiikii iki farkli faktorde de yiiksek oldugundan ve binisik bir madde olarak tanimlandigindan,
faktor yiik degerleri arasindaki farkin da en az .10 olmasi onerildiginden (Biiyiikoztiirk, 2009:125) ve bu kurali
tasimadigindan dlgekten cikarilmistir. Olcek maddelerinin  faktér yiik degerleri 0.38 ile 0.64 arasinda
degismektedir. Varimax dondiirme yapilarak bakilan temel bilesenler faktor analizi sonuglarina gére maddelerin
iki alt faktor altinda toplandigi saptanmistir. “Tarih metodolojisini kullanabilme” alt boyutunda 9 madde
bulunmaktadir ve bu boyutun Cronbach Alpha giivenirlik degeri .89’dur. “Ogretim programinin uygulanmas1”
alt boyutunda ise 18 madde bulunmaktadir. Bu boyutun Cronbach Alpha giivenirlik degeri .93 tiir. Iki faktorlii
dlgegin acikladig: varyans %50.79°dur. Olgegin Bartlett Testi=5701,191 ve gegerlik katsayis1 KMO =.952,
p=.000"dir. Ogrencilerin gériislerine gore, dgretmenlerin genel mesleki yeterliklerine ait 4. madde yukarida
belirtilen gerekceler nedeniyle dlgekten cikartilmustir. Olgek 31 maddeden ve tek faktérden olusmaktadir. Tek
faktorlii 6lgegin aciklanan varyans: %49.58 dir. Olgegin giivenirlik katsayis1 Alpha =.96 dur.

Verilerin ¢oziimii

Veriler, SPSS for Windows 21 programu kullanilarak analiz edilmistir. Ogretmenlerin demografik 6zelliklerini
(cinsiyet, kariyer, mesleki kidem, ¢alisilan okul ve egitim seviyeleri) belirlemek i¢in frekans ve yiizde degerleri
kullanilmigtir. Ogretmenlerin ve grencilerin goriislerinin diizeylerini belirlemek icin aritmetik ortalama ve
standart sapma teknikleri kullanilmistir. Cinsiyet, kariyer ve egitim seviyesi degiskenleri agisindan belirtilen
goriisler arasinda anlamli bir farklilik olup olmadigmi belirlemek icin bagimsiz gruplar t-Testi yapilmistir.
Ayrica ¢aligtiklar: okul tiirii degiskeni agisindan belirtilen goriigler arasinda anlamli bir farklilik olup olmadigini
belirlemek i¢in Tek Yonlii Varyans Analizi (ANOVA) ve mesleki kidem degiskeni agisindan da veri sayisinin az
olmasi nedeniyle parametrik bir test olan ve varyans analizinin alternatifi sayilabilecek, parametrik olmayan bir
kargilastirma testi olan Kruskal- Wallis testiyle, gruplarin ortalamalar1 arasinda fark olup olmadigi sinanmigtir.
Uygulanan testlerin anlamlilik diizeyi .05 olarak alinmigtir.

BULGULAR

Bu bolimde, 6gretmenlerin ve Ogrencilerin demografik ozelliklerine goére dagilimlarina, dgretmenlerin ve
ogrencilerin goriislerine gore dgretmenlerin 6zel alan ve genel mesleki yeterlikleri kapsamindaki performans
gostergeleri boyutlarina ait bulgulara ve yorumlara yer verilmistir.

Calismaya katilan 6gretmenlerin demografik ozellikleri incelendiginde; katilimcilarin %24,1’inin kadin
(13 kisi), % 75,9’unun erkek (41 kisi) oldugu; %72,2’sinin 6gretmen (39 kisi), %27,8’inin uzman 6gretmen (15
kisi) oldugu; %48,1’inin Anadolu lisesinde (26 kisi), %38,9’unun meslek lisesinde (21 kisi) ve %13 {iniin de
sosyal bilimler lisesinde (7 kisi) gorev yaptigi; %5,6’smnin (3 kisi) 1-5 yillik, %5,6’sinin (3 kisi) 6-10 yillik,
%22,2’sinin (12 kisi) 11-15 yillik, %46,3’iiniin (25 kisi) 16-20 yillik ve %20,4’tinlin de (11 kisi) 21 y1l ve iistil
kideme sahip oldugu; %63,0’linilin (34 kisi) lisans mezunu ve %37,0’sinin de (20 kisi) lisansiistii mezunu oldugu
tespit edilmistir. Caligmaya katilan 6grencilerin demografik 6zellikleri incelendiginde; %58,3 iiniin (224 kisi)
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bayan ve % 41,7 sinin (160 kisi) erkek oldugu; %35,7’sinin (137 kisi) Anadolu Lisesi, %57,6’sin1 (221 kisi)
Anadolu Meslek Lisesi ve %6,8’inin de (26 kisi) Sosyal Bilimler Lisesi 6grencisi oldugu; %29,4’tintin (113 kisi)
9. Sinif, %34,4’iniin (132 kisi) 10. sinif, %20,1’inin (77 kisi) 11. Smif ve %16,1’inin ise (62 kisi) 12. sif
6grencisi oldugu belirlenmistir.

1. Ogrencilerin ve Tarih 6gretmenlerinin goriislerine gore, 6zel alan ve mesleki yeterlik boyutlari
ve alt boyutlarina iliskin aritmetik ortalama ve standart sapma sonuglari Tablo 1°de verilmistir.

Tablo 1. Ogretmenlerin ve dgrencilerin goriislerine gdre dzel alan ve mesleki yeterlik boyutlarina ve
alt boyutlarina iliskin aritmetik ortalama ve standart sapma sonuglari

Boyutlar ve alt boyutlar X SS
1.0gretmenlerin goriislerine gore 6zel alan yeterlikleri 4,28 ,79
2.0gretmenlerin goriislerine genel mesleki yeterlikleri 4,35 77
3. Tamami 432 17
1.0grencilerin goriislerine gore 6gretmenlerin 6zel alan yeterlikleri 3,73 ,84
a.Tarih metodolojisini kullanabilme yeterlikleri 3,84 ,88
b.Ogretim programinin uygulanmasina iliskin yeterlikler 3,67 ,90
2. Ogrencilerin goriislerine gore dgretmenlerin genel mesleki yeterlikleri 3,78 ,90

Tablo 1°de de goriildigli gibi, 6gretmenler kendilerini her iki boyutta ve dlgegin tamaminda “tamamen
katiliyorum” diizeyinde yeterli goriirken; dgrencilerin, tarih 6gretmenlerini her iki boyutta, 6zel alan yeterlikleri
alt boyutlarinda ve dlgegin tamaminda “katiliyorum” diizeyinde yeterli bulduklar1 goriilmektedir.

2. Tarih 6gretmenlerinin 6zel alan ve mesleki yeterliklerinin diizeyi kariyerlerine, cinsiyetlerine ve
egitim seviyelerine gore degismekte midir? Alt problemine iliskin bulgular Tablo 2’de verilmistir.

Tablo 2. Tarih 6gretmenlerinin 6zel alan ve mesleki yeterlikleri boyutlarinin kariyer, cinsiyet ve egitim
seviyesi degiskenlerine gore T- Testi sonuglari

. — LEVENE
Boyutlar Degiskenler N X SS — 5 t p
p
. Ogretmen 39 427 75,147 703
1.0zel alan yeterlikleri — -,154 879
Uzman Ogretmen 15 431 .92
Ogretmen 39 436 73,065 800
2. Genel mesleki yeterlikler Uzman Ogretmen s 435 .90 ,017 ,987
; Ogretmen 39 431 ,72 080 ,779
- Tamam Uzman Ogretmen 15 433 ,90 -065 949
1.0zel alan yeterlikleri Kadin 13 4,46 28 3,516 ,066
Erkek 41 422 89 1,502,139
2. Genel mesleki yeterlikler ~ Kadin 13 448 29 3,031 ,088
Erkek 41 431 ,87 1,046,300
Kadin 13 447 27 2990 ,090
3. Tamami 1,292,202
Erkek 41 4,27 87
1.0zel alan yeterlikleri Lisans 34 421 96 3,146 ,082 - 116
Lisans Ustii 20 4,40 .36 1,014 ~
. . Lisans 34 423 93 5369 ,024 -
2. Genel mesleki yeterlikler Lisans Usti 20 457 27 1,974 ,055
Lisans 34 422 93 4614 ,036 -
3. Tamam Lisans Ustii 20 449 29 1546 130

Tablo 2°de goriildiigii gibi, yapilan t testi sonuglarina goére, 6gretmenlerin 6zel alan ve genel mesleki yeterlik
boyutlar ile 6lgegin tamamina yonelik goriisleri arasinda kariyer, cinsiyet ve egitim seviyesi degiskenlerine gore
herhangi bir fark bulunmamaktadir. Ancak, uzman 6gretmenlerin goriiglerinin diizeyi 6gretmenlere gore; kadin
Ogretmenlerin goriislerinin diizeyi erkeklere gore ve lisans iistli mezunu olan dgretmenlerin goriislerinin diizeyi
de lisans mezunlarina gére daha yiiksektir.
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3. Tarih 6gretmenlerinin o6zel alan ve mesleki yeterliklerinin diizeyi cahstiklar1 okul tiiriine gore
degismekte midir? Alt problemine iliskin bulgular Tablo 3’te verilmistir.

Tablo 3 . Tarih 6gretmenlerinin 6zel alan ve mesleki yeterlikleri 6l¢ekleri puanlarinin ¢alistiklart  okul
tiiriine gére ANOV A sonuglari

Boyutlar OKkul tiirii N ; Varyansin Kareler sd Kareler F P Fark
kaynagi Toplami1 Ortalam
asl
1.0ze} alap Anadolu lisesi 26 4,40 Gruplararasi 10,434 2 5217 11,524 ,000
yeterlikleri
And. Mes. Lis. 21 4,51  Gruplarici 23,087 51 ,453 3-1,2
Sosyal Bil. Lis. 7 3,15  Toplam 33,520 53
2. Genel mesleki ~ Anadolu lisesi 26 4,44  Gruplararasi 8376 2 4,188 9,066 ,000
yeterlikler ’
And. Mes. Lis. 21 4,58  Gruplarici 23,559 51 ,462 3-1,2
Sosyal Bil. Lis. 7 3,35 Toplam 31,935 53
3. Tamami Anadolu lisesi 26 4,42  Gruplararasi 9,302 2 4,651 10,641 ,000
And. Mes. Lis. 21 4,55  Gruplarigi 22,292 51 ,437 3-1,2
Sosyal Bil. Lis. 7 3,25 Toplam 31,594 53

Analiz sonuglari, 6gretmenlerin 6zel alan ve genel mesleki yeterlikleri 6lgekleri puanlari arasinda gorev yapilan
okul tiirii bakimindan anlamli bir fark oldugunu géstermektedir. Ozel alan yeterlikleri 6lgegi, F (2, 151)=11,524,
p<.05. Genel mesleki yeterlikleri 6lgegi F (2,51)=9,066, P<.05. Tamami F(2, 51)=10,641, p<.05. Baska bir
deyisle tarih 6gretmenlerinin 6zel ve genel mesleki yeterliklerinin, goérev yapilan okulun tiiriine bagl olarak
anlamli bir sekilde degismektedir. Birimler arasindaki farklarin hangi gruplar arasinda oldugunu bulmak

amaciyla yapilan Scheffe testinin sonuglarina gore, Anadolu meslek liselerinde (X=4,51, S=,30) ve anadolu
liselerinde (X=4,40, s=,27) gorev yapan tarih ogretmenlerinin 6zel alan yeterliklerine iliskin goriislerinin

diizeyinin sosyal bilimler liselerinde (X =3,15, S=1,75) gorev yapanlardan daha olumlu oldugu belirlenmistir.
Ayn1 betimsel istatistikler dikkate alindiginda tarih &gretmenlerinin genel mesleki yeterliklerine iligkin
goriislerinin de benzer oldugu goriilmektedir.

4. Tarih 6gretmenlerinin 6zel alan ve mesleki yeterliklerinin diizeyi mesleki kidemlerine gore degismekte
midir? Alt problemine iliskin bulgular asagida verilmistir.

Mesleki kidem gruplarinda yer alan Tarih 6gretmenlerinin sayilarinin az olmasi, puanlarin gruplarda normal
dagilimini engellemektedir. Bu nedenle gruplarin ortalamalari arasindaki karsilastirmalar, normallik varsayimint

gerektirmeyen Kruskal Wallis H testi kullanilarak gerceklestirilmistir.

Tablo 4. Ozel alan yeterlik boyutlarinin mesleki kideme gore Kruskal Wallis Testi Sonucu

Boyut Kidem n Sira sd © p Anlamh fark
ortalamasi MWU
Ozel alan 1-5 yildir 3 16,00 4 11,031 ,026 Fark yok
yeterliligi 6-10 yildir 3 34,83
11-15 yildir 12 21,00
16-20 yildir 25 34,20

21 yil ve listii 11 20,50

Gruplart sira ortalamalar1 dikkate alindiginda, uygulama sonrasinda en yiiksek 6zel alan yeterliligine 6-10 yil
kidemdekilerin sahip oldugu, bunu 16-20 yil, 21 yil ve iistii, 11-15 yil ve 1-5 y1l olanlarin izledigi goriilmektedir.
Gruplararas1 gdzlenen anlamli farkin, hangi gruplar arasindaki anlamli farklara bagl olarak ortaya ciktigim
belirlemek igin ikili kombinasyonlarda kullanilan Mann Whitney U testi uygulanarak farkin kaynagi
arastirilmistir. Ancak ikili gruplar arasinda anlamli farkin olmadigi goriilmiistiir. Fakat siralar ortalamalar
incelendiginde ise 6-10 yillik kideme sahip tarih &gretmenlerinin 6zel alan yeterlik diizeyinin diger kidem
gruplarindaki 6gretmenlere gore daha yiiksek oldugu goriilmistiir.
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Tablo 5. Ozel alan yeterlik boyutunun mesleki kideme gére Kruskal Wallis Testi Sonucu

Boyut Kidem n Sira sd © p Anlamh fark
ortalamasi MWU
Ozel alan yeterliligi 6-10 yildir 3 31,83 3 8,987 ,029  Fark yok

11-15 yildir 12 19,63
16-20 yildir 25 31,62
21 yil ve 11 18,59
istll

ikili gruplar arasinda anlamli farkin olmadigi goriilmiistiir. Fakat siralar ortalamalar incelendiginde ise 6-10
yillik kideme sahip tarih 6gretmenlerinin 6zel alan yeterlik diizeyinin diger kidem gruplarindaki 6gretmenlere
gore daha yiiksek oldugu goriilmiistiir.

Tablo 6. Ozel alan yeterlik boyutunun mesleki kideme gére Kruskal Wallis Testi Sonucu

Boyut Kidem n Sira sd © p Anlamli fark
ortalamasi
Ozel alan yeterliligi  11-15 yildir 12 13,46 1 4,663 ,031 34
16-20 yildir 25 21,66 MWU=83,500

ikili gruplar arasinda anlamli farkin oldugu gériilmiistiir. Siralar ortalamalar incelendiginde, bu farkliligin 11-15
yil (swralar ort.=13,46) kideme sahip tarih dgretmenleri ile 16-20 yil (siralar ort.=21,66) kideme sahip tarih
Ogretmenleri arasinda oldugu ve 16-20 yi1l kideme sahip 6gretmenlerin 11-15 y1l kideme sahip 6gretmenlere gore
daha yiiksek 6zel alan yeterliklerine sahip oldugu goriilmiistiir.

Tablo 7. Ozel alan yeterlik boyutunun mesleki kideme gére Kruskal Wallis Testi Sonucu

Boyut Kidem n Sira sd © p Anlamh fark
ortalamasi MWU
Ozel alan yeterliligi  11-15 yildir 12 18,88 2 8,140 ,017  Fark yok

16-20 yildir 25 30,02
21 yil ve listii 11 18,09

ikili gruplar arasinda anlamli farkin olmadig1 gériilmiistiir. Fakat siralar ortalamalar incelendiginde ise 16-20 yil
kideme sahip tarih 6gretmenlerinin 6zel alan yeterlik diizeyinin diger kidem gruplarindaki 6gretmenlere gore
daha yiiksek oldugu goriilmiistiir.

Tablo 8. Ozel alan yeterlik boyutunun mesleki kideme gére Kruskal Wallis Testi Sonucu

Boyut Kidem n Sira sd © p Anlamli fark
ortalamasi
Ozel alan yeterliligi _16-20 yildir 25 21,36 1 6,040 014 4-5
21 yil ve listii 11 12,00 MWU=66,000

ikili gruplar arasinda anlamli farkin oldugu goriilmiistiir. Siralar ortalamalar incelendiginde, bu farkliligin 16-20
yil (swralar ort.=21,36) kideme sahip tarih dgretmenleri ile 21 yil ve istii yil (siralar ort.=12,00) kideme sahip
tarih 6gretmenleri arasinda oldugu ve 16-20 yil kideme sahip 6gretmenlerin 21 yil ve istii y1l kideme sahip
Ogretmenlere gore daha yiiksek 6zel alan yeterliklerine sahip oldugu goriilmiistiir.
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5. Ogrencilerin goriislerine gore, tarih 6gretmenlerinin 6zel alan ve mesleki yeterliklerinin diizeyi,
cinsiyetlerine gore degismekte midir? Alt problemine iliskin bulgular Tablo 9’da verilmistir.

Tablo 9. Ogrencilerin goriislerine gore Tarih dgretmenlerinin 6zel alan ve mesleki yeterlikleri boyutlarmin
cinsiyet degiskenine gore T- Testi sonuglari

. — Levene
Boyutlar/Altboyutlar Degisken N X SS F t p
p
.. L Kadin 224 374 83 006 ,940
1.0zel alan yeterlikleri Erkek 160 371 .86 ,355 ,723
a. Tarih metodolojisini Kadin 224 3,84 86 ,153 ,696
kullanabilme -,194 846
yeterlikleri Erkek 160 3,85 ,91
b. Ogretim programimmin Kadm 224 3,69 ,90 ,065 , 799
uygulanmasina Erkek 160 3.64 91 ,595 ,552
iligkin yeterlikler 7
2. Genel mesleki yeterlikler Kadin 224 3,81 ,90 ,021 ,886
,836 ,404

Erkek 160 3,73 ,90

Cinsiyet degiskeni dikkate alinarak yapilan t- testi sonuglarina gore, 6grencilerin Tarih 6gretmenlerinin 6zel alan
ve mesleki yeterlikleri boyutlarina yonelik goriisleri arasinda anlamli bir farklilik ¢ikmamustir.

6. Ogrencilerin goriislerine gore, tarih 6gretmenlerinin 6zel alan ve mesleki yeterliklerinin diizeyi simif
diizeylerine gore degismekte midir? Alt problemine iliskin bulgular Tablo 10’da verilmistir.

Tablo 10. Ogrencilerin goriislerine gore Tarih dgretmenlerinin dzel alan ve genel mesleki yeterlikleri
boyutlar1 puanlarinin sinif diizeylerine gore ANOVA sonuglari

Boyutlar Okul tiirii N < Varyansin  Kareler sd Kareler F P Fark
kaynag1 Toplam1 Ortalam
asl
1.0zel alan 9. sinif 113 3,51 Gruplararast 11,052 3 3,684 5,295 ,001
yeterlikleri 10, simif 132 3,94 Gruplarici 264,368 380 ,696
11. stmf 77 3,70 Toplam 275,419 383 12
12. simif 62 3,71
a. Tarih 9. sinif 113 3,65 Gruplararast 10,217 3 3,406 4,420 ,005 1-2
metodolojisini 10 gy f 132 4,05 Gruplari¢i 292,789 380 ,770
kullanabilme - =7~ 77 383 Toplam 303,006 383
12. stmif 62 3,76
b.(")gretim 9. sinif 113 3,44 Gruplararast 11,726 3 3,909 4,865 1,002 1-2
programinin 10 gn;f 132 3,88 Gruplarici 305,311 380 ,803
uygulanmasi =7 77 3,64 Toplam 317,037 383
12. stmif 62 3,69
2. Genel mesleki 9. sinif 113 351 Gruplararast 17,915 3 5,972 7,655 ,000
yeterlikler 10. siuf 132 4,05 Gruplarici 296,424 380 ,780
11, sif 77 3,77 Toplam 314,339 383 1-2
12. stmif 62 3,70

Analiz sonuglari, 6grencilerin goriislerine gore, 6gretmenlerin 6zel alan ve genel mesleki yeterlikleri boyutlar
puanlar1 arasinda smif diizeyleri bakimimdan anlamli bir fark oldugunu gdstermektedir. Ozel alan yeterlikleri
boyutu, F (3, 380)=5,295, p<.05. Tarih metodolojisini kullanabilme yeterlikleri boyutu F(3,380)=4,420, P<.05.
Ogretim programinin uygulanmasi yeterlikleri boyutu F (3,380)=4,865, P<.05. Genel mesleki yeterlikler boyutu
tamami1 F(3, 380)=7,655, p<.05. Baska bir deyisle 6grencilerin goriislerine gore, tarih 6gretmenlerinin 6zel alan
ve genel mesleki yeterlikleri, simif diizeylerine bagli olarak anlamli bir gekilde degismektedir. Birimler
arasindaki farklarin hangi gruplar arasinda oldugunu bulmak amaciyla yapilan Scheffe testinin sonuglaria gore,

dokuzuncu smif 6grencilerinin 6gretmenlerinin 6zel alan yeterliklerine iligkin gérislerinin diizeyinin (X=3,51,
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S=,90) onuncu smf ogrencilerinin (X =3,94, S=,65) goriislerinin diizeyinden daha olumsuz oldugu
belirlenmistir. Ayn1 betimsel istatistikler dikkate alindiginda 6grencilerin tarih 6gretmenlerinin hem 6zel alan
yeterlikleri alt boyutlarindaki goriislerinin hem de genel mesleki yeterliklere iliskin goriislerinin de benzer
oldugu goriilmektedir.

7. Ogrencilerin goriislerine gore, tarih 63retmenlerinin 6zel alan ve mesleki yeterliklerinin diizeyi okulun
tiiriine gore degismekte midir? Alt problemine iliskin bulgular Tablo 11°de verilmistir.

Tablo 11. Ogrencilerin goriislerine gore Tarih 6gretmenlerinin 6zel alan ve genel mesleki yeterlikleri boyutlart
puanlarmin okul tiirline gore ANOVA sonuglari

Boyutlar Okul tiirii N < Varyansin  Kareler sd Kareler F P Fark
kaynag1 Toplam1 Ortalam
ast
1.0zel alan Anadolu Lisesi 137 3,75 Gruplararast 10,047 2 5,024 7,212 ,001
yeterlikleri And. Mes. Lis. 221 3,65 Gruplarigi 265,372 381 ,697 312
Sosyal Bil. Lis. 26 4,30 Toplam 275,419 383
a. Tarih Anadolu Lis. 137 3,82 Gruplararas1 6,034 2 3,017 3,871 ,022 3-1,2

metodolojisini  “And Mes. 221 3,80 Gruplarigi 296,972 381 ,779
kullanabilme Lis.

Sosyal Bil. 26 4,31 Toplam 303,006 383

Lis.
b. Ogretim Anadolu Lis. 137 3,71 Gruplararast 12,750 2 6,375 7,982 ,000 3-1,2
programinin And. Mes. 221 3,57 Gruplarici 304,287 381 ,799
uygulanmasi Lis.
Sosyal Bil. 26 4,30 Toplam 317,037 383
Lis.
2. Genel mesleki Anadolu Lis. 137 3,83 Gruplararast 13,172 2 6,586 8,332 ,000
yeterlikler And. Mes. 221 3,68 Gruplarici 301,167 381 ,790
Lis. 3-1,2
Sosyal Bil. 26 4,41 Toplam 314,339 383
Lis.

Analiz sonuglari, 6grencilerin goriislerine gore, dgretmenlerin 6zel alan ve genel mesleki yeterlikleri
boyutlari puanlar arasinda gorev yaptiklari okul tiirii bakimindan anlamli bir fark oldugunu géstermektedir. Ozel
alan yeterlikleri boyutu, F(2, 381)=7,212, p<.05. Tarih metodolojisini kullanabilme yeterlikleri alt boyutu F (2,
381)=3,871, P<.05. Ogretim programinin uygulanmasi yeterlikleri alt boyutu F (2, 381)=7,982, P<.05. Genel
mesleki yeterlikler boyutu tamami F(2, 381)=8,332, p<.05. Bagka bir deyisle 6grencilerin goriislerine gore, tarih
Ogretmenlerinin 6zel alan ve genel mesleki yeterlikleri, gorev yaptiklari okul tiiriine bagli olarak anlamli bir
sekilde degismektedir. Birimler arasindaki farklarm hangi gruplar arasinda oldugunu bulmak amaciyla yapilan
Scheffe testinin sonuglarina gore, sosyal bilimler lisesi 6grencilerinin 6gretmenlerinin 6zel alan yeterliklerine

iligkin gorislerinin diizeyinin (X =4,30, S=,64) Anadolu ve Anadolu meslek lisesi 6grencilerinin sirasiyla (X

=375, S=,82; X=3,65, S=,85) goriislerinin diizeyinden daha olumlu oldugu belirlenmistir. Ayn1 betimsel
istatistikler dikkate alindiginda 6grencilerin tarih 6gretmenlerinin hem &zel alan yeterlikleri alt boyutlarindaki
goriislerinin hem de genel mesleki yeterliklere iligkin goriislerinin de benzer oldugu goriilmektedir.

TARTISMA VE SONUC

Ortadgretim kurumlarinda gorev yapan Tarih Ogretmenlerinin 6zel alan ve genel mesleki yeterliklerini
gergeklestirme diizeylerine iliskin kendilerinin ve Ogrencilerin goriislerinin belirlendigi bu arastirmada
ogretmenler, genel mesleki ve 6zel alan yeterlikleri konusunda kendilerini tamamen katiliyorum diizeyinde
yeterli gérmektedirler. Ozer ve Gelen (2008) tarafindan yapilan arastirma sonucuna gore, dgretmenler anketin
geneli i¢in katiliyorum diizeyinde goriis bildirmisleridir. Sonuglar értiismemektedir. Ozer ve Gelen (2008)
tarafindan yapilan ayni arastirma sonucuna gore, 6gretmen adaylarmin hem genel olarak hem de alt1 alt baslik
altindaki (Kisisel ve Mesleki Degerler - Mesleki Gelisim, Ogrenciyi Tanima, Ogrenme ve Ogretme Siireci,
Ogrenmeyi, Gelisimi Izleme ve Degerlendirme, Okul-Aile ve Toplum Iiliskileri, Program ve Icerik Bilgisi)
yeterliklere iliskin goriisleri degerlendirildiginde, oOgretmenlere oranla daha yiiksek derecede meslegin
gerektirdigi yeterliklere sahip olduklarini diisiindiikleri ortaya ¢ikmustir. Bu sonucu, Ozbek, Kéahyaoglu ve
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Ozgen’in (2007) yilinda Siirt Egitim Fakiiltesi 6grencileri {izerinde yapmis olduklari aragtirmanin sonuglar1 da
desteklemektedir. Yazar tarafindan yapilan bu arastirmanin problemi ve diger degiskenler degerlendirildiginde
bilimsel olarak sonuglar karsilagtirilamamistir. Ancak bu aragtirma kapsamindaki 6gretmenler kendilerini hem
0zel alan yeterlikleri hem de genel mesleki yeterlikler boyutlarinda tamamen katiliyorum diizeyinde yeterli
goriirken; lise 6grencileri, tarih 6gretmenlerini her iki boyutta da katilyyorum diizeyinde yeterli gérmektedirler.

Ogretmenlerin 6zel alan ve genel mesleki yeterlik boyutlari ile 6lgegin tamamina yonelik goriisleri arasinda
kariyer, cinsiyet ve egitim seviyesi degiskenlerine gore herhangi bir fark yoktur. Ancak, uzman 6gretmenlerin
goriislerinin diizeyi 0gretmenlere gore; kadin dgretmenlerin goriislerinin diizeyi erkeklere goére ve lisans {istii
mezunu olan dgretmenlerin goriislerinin diizeyi de lisans mezunlarina gdre daha yiiksektir. Yeterlik konusu
iizerinde Saracaloglu, Kumral ve Kanmaz (2009) tarafindan yapilan “Ortadgretim kurumlarinda goérev alacak
olan Ogretmen adaylarmin &gretmenlik meslegine yonelik olarak mesleki yeterlik algilar1” adli ¢aligmanin
bulgularina gore, cinsiyet degiskenine gore gruplar arasinda istatistiksel olarak anlamli bir fark oldugu ve bu
farkliligin da kiz 6grencilerin lehine oldugu goriilmiistiir. Bu ¢alismada anlamli bir farklilik olmasa da hem 6zel
alan yeterlikleri hem de genel mesleki yeterlikleri boyutlarinda kadin tarih 6gretmenlerinin goriisleri erkek
Ogretmenlerin goriislerine gére daha olumludur.

Anadolu meslek liselerinde ve anadolu liselerinde gérev yapan tarih 6gretmenlerinin hem 6zel alan hem de genel
mesleki yeterliklerine iliskin goriislerinin diizeyi, sosyal bilimler liselerinde gorev yapanlardan daha olumludur.
Kidem degiskenine gore, 16-20 yil kideme sahip dgretmenler 11-15 yil kideme sahip 6gretmenlere gore daha
yiiksek 6zel alan yeterliklerine sahiptir. Ogrencilerin Tarih 6gretmenlerinin 6zel alan ve mesleki yeterlikleri
boyutlarina yonelik goriisleri arasinda anlamli farklilik yoktur. Dokuzuncu sinif 6grencilerinin, 6gretmenlerinin
ozel alan yeterlikleri boyutu ve alt boyutlar1 ile genel mesleki yeterlikleri boyutuna iliskin goriislerinin diizeyi
onuncu siif Ogrencilerinin goriislerinin diizeyinden daha olumsuzdur. Sosyal bilimler lisesi 6grencilerinin,
Ogretmenlerinin 6zel alan yeterlikleri boyutu ve alt boyutlar1 ile genel mesleki yeterlikleri boyutuna iliskin
goriislerinin diizeyi, Anadolu ve Anadolu meslek lisesi dgrencilerinin goriislerinin diizeyinden daha olumludur.

Ozden ve Ozden (2010) tarafindan yapilan arastirmada elde edilen sonuglara gére, calisma grubundaki 6gretmen
adaylar1 gretmenlik meslek bilgisi yeterliklerini “yeterli” diizeyde kazandiklar1 goriisiindedirler. Ogretmen
adaylariin 6gretmenlik meslek bilgisi yeterliklerini kazanma diizeyleri arasinda cinsiyet ve yas degiskenleri
agisindan anlaml bir farklilik bulunmamistir. Ogretmen adaylarinmn yeterlik algilarinin cinsiyete gore farklilik
gostermedigine iligkin arastirma sonucu, benzer aragtirmalar yapan diger arastirmacilarin sonuglariyla da (Saka,
Titrek ve Saka, 2005; Cakir, Kan ve Siinbiil, 2006; Kéhyaoglu ve Yangin, 2007) ortiismektedir. Kahyaoglu ve
Yangin (2007) tarafindan yapilan arastirmada mesleki yeterliklere iliskin ilkdgretim 6gretmen adaylarinin
kendilerini oldukca yeterli diizeyde gordiikleri, Yesil (2008) tarafindan yapilan arastirmada, aday 6gretmenlerin,
ders siirecinin farkli asamalarinda 6grenme-0gretme ilkelerini uygulama yeterlikleri ilkelerini “yeterli” diizeyde
uygulayabildikleri, Yesil (2009) tarafindan yapilan diger bir arastirmada aday Ogretmenlerin, belirlenen alt
boyutlarda “yeterli” diizeyde dgretim becerilerine sahip olduklar belirlenmistir. Gelen ve Ozer tarafindan (2008)
yapilan aragtirmada ise 6gretmen adaylar1 anketin geneline “kesinlikle evet” seklinde goriis bildirmistir. Yesil
(2009) tarafindan yapilan arastirma sonuglarina gore, aday Ogretmenler 6gretim araclarindan sinif igerisinde
yararlanma yeterlikleri yoniiyle genel olarak “kismen yeterli” diizeyde performans gostermislerdir. Aday
Ogretmenler gibi, 6gretmenlerin de arag-gere¢ ve materyal kullanimi konusunda yetersiz kaldiklarini ortaya
koyan arastirma sonuglar1 da bulunmaktadir (Budak ve Demirel, 2003; Emiroglu, 2002). Ornegin Yesil (2006),
Ogretim becerileri lizerinde yaptig1 bir arastirma sonunda, sosyal bilgiler 6gretmenlerinin arag-gere¢ ve materyal
kullanim1 konusunda kismen yeterli olduklarini, 6zellikle farkli araglardan yararlanma becerisinde ise “yetersiz”
olduklarini belirlemigtir. Bu sonug, Emiroglu (2002)’nun arastirma sonuglari ile de tutarlik gdstermektedir.
Ulusoy (2009) tarafindan yapilan arastirma sonuglarina gore, 6grenciler tarih dersinin sikiciliktan, ezberden, tek
diizelikten kurtarilmasini; dersin daha akici, kendilerinin daha aktif oldugu ve dgretim materyallerini daha fazla
kullanabildikleri bir ortamin olmasii istemislerdir. Bu aragtirmada da Ogrenciler; ogretmenlerin tartisma
yontemini nesnel olarak yiiriitmeleri, 6gretim teknolojilerinden yararlanmalari, zaman yonetimi ile ilgili
stratejileri bilmeleri ve uygulamalari, 6grencilerin kendilerini ifade edebilecekleri firsatlar1 sunmalar1 gibi
yeterliklerle ilgili olarak ¢ok farkli diistinmektedirler. Bu faktdrler sinif yonetimini etkileyen dnemli yeterlikler
arasindadir. Bu yeterliklere iliskin goriislerin farklilagsmasi 6gretmenlerin simif ortaminda farkli bilgi, beceri,
davraniglar ve tutumlar icerisinde olduklarinin gdstergesi olabilir. Bu da dgrencilerin 6gretimsel ortam1 ve dersi
sikict bulmalarina, 6grencilerin de kendilerini pasif hissetmelerine neden olabilir.

Arastirmanin sonuglarina yonelik oneriler sunlardir:

1. Arastirma sonucuna gore uzman Ogretmenlerin goriislerinin diizeyi 6gretmenlere gore, lisans {istli mezunu
olan 6gretmenlerin goriislerinin diizeyi de lisans mezunlarina gore daha yiiksektir. Bu nedenle 6gretmenlerimizin
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kendilerini yetistirebilmeleri i¢in meslek i¢inde kariyer yapmalarina ve egitim sevilerini yiikseltmelerine 6nem
verilmeli ve destekleyici mevzuat diizenlemeleri yapilmalidir.

2. Anadolu meslek liselerinde ve anadolu liselerinde gorev yapan tarih 6gretmenlerinin hem 6zel alan hem de
genel mesleki yeterliklerine iligkin goriislerinin diizeyi, sosyal bilimler liselerinde goérev yapanlardan daha
olumludur. Lise tiirleri arasindaki bu farklihigm nedenleri degisik arastirma tiirleri ile arastirilabilir. Ogretmenler
kendilerini gergekten mi yeterli gérmektedirler, yoksa yetkin olmadiklar1 halde kendilerindeki yetersizligin
boyutunu gérememekte midirler?

3. Sosyal bilimler lisesi 6grencilerinin, 6gretmenlerinin 6zel alan yeterlikleri boyutu ve alt boyutlar: ile genel
mesleki yeterlikleri boyutuna iliskin goriislerinin diizeyi, Anadolu ve Anadolu meslek lisesi 6grencilerinin
goriislerinin diizeyinden daha olumludur. Bu sonug dgretmenlerin gériislerinin tam tersidir. Ogretmenler yetkin
olmadiklar1 halde kendilerindeki yetersizligin boyutunu gérememekte midirler? Sorusunun cevabi1 Bakanligin
politikalar1 ve uygulamalar1 dikkate alinarak arastirilabilir.
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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:

U 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.
U 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.
U 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 Polakovi¢ova, R., 2015; Komora, J.,
PolakoviGova, R., 2013"?; Lehocka, L., Polakovidova, 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.
e It is easier to recognize individual performance achieved in an individual way what creates
opportunities for pupils’ positive self-assessment, improving the skills, receive benefits of cooperation
with other pupils and prevent the occurrence of such feelings as failure and loss (Lauberova, L.,
Kalinova, 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. Zovinec
(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:

U H 1 We assume that the age of the teacher determines the area of teacher competence development

respecting the class diversity.

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.

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.

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.

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.

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.

U 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.

0O 0O O O O

The research sample consisted of general-education subjects teachers with different length of teaching
experience gained at random from the Banska Bystrica, Bratislava, Nitra, Kogice, Trenéin and Zilina 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 teachers’ age is
39 years.

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%).

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.

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.

Tab. 1
OVERVIEW OF TEACHERS ACCORDING
TO CITY AND COUNTRY
CITY - REGION N %
gl 21 a5
Nitra region
) 10 2,2
Nitra region
nitra 114 245
Nitra region
Luéenec
5 . _ 44 8,5
Banska Bystrica region
Levice 78 16,8
Nitra region
i 15 3,4
Kosice region
Komarno - -
Nitra region
- - 23 42
Kogice region
Bratfsiava ) 52 112
Bratislava region
Buzonbe'rok s 17
Zilina region
Dobiind 20 a3
Kosice region
Priewia 38 5,2
Trendin region
Klastor pod Znievom . .
Ziina region ' "~
Banovce nad Bebravou o 29
S s
Martin 12 2,6
Zilina region

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 Béanovce nad
Bebravou (N = 5; 1.1%) of Trencin 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, KoSice
Region, Bratislava Region, Banska Bystrica Region, Trenéin and Zilina Region.

e)

g)

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.

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%).

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.

Tab. 2
SET CHARACTERISTICS ACCORDING
TO THE TYPE OF CLASSES

TYPE OF A CLASS N %
regular dassesin -
mginstream schools 310 65,7
regular dasses with
individually integrated 118 254
pupils / students
aspedal dassin a 37 80
mainstream school ’
Together 455 o

0

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.

O 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.
O 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 teachers' 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%).

Tab. 3
FACTORS INFLUENCING THE DEVELOPMENT OF TEACHER
COMPETENCE
FACTORS Yes(N) Yes(%) No(N) No(%)
age of a teacher 334 71,8 130 28,0
gender of a teacher 138 28,7 326 701
teacher's qualification 381 B1,2 B3 17,8
the length of teaching 392 84,3 72 15,5
experience
teacher's job satisfaction 389 B3,7 75 16,1
the relationship between 388 B5,6 66 14,2
the teacher and his/her
students/pupils
number of the 337 72,5 127 27,3
pupils/students in the dass
the students’ skills 343 73,8 21 280
self-study lterature 422 90,8 42 2,0

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.

Tab. 4
THE DIFFERENCES BETWEEN MEN AND WOMEN
IN VARIOUS DIMENSIONS

Variable Gender  AM sD t df  sig.
3
- 12,4020 3,0845
[N=388) -
Knowledge = -3,237 463 0,001
13,7612 3,6477
(N=567)
S
. “a . 13,2387 3,2527
Realization ' ';'5' -1,500 463 0,134
13,8955 3,6727
(N=67)
an 14,5880 3,7731
Development {N=355) -2,234 483 0,026

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.

Tab. 5
THE CORRELATION COEFFICIENT FORTHE AGE
OF THE TEACHER AND VARIOUS DIMENSIONS

Age
Age 1,000 0,166 -0,113* -0,157**
Knowledge -0,166%* 1,000 0,765** 0,714%*
Realization -0,113* 0,765 1,000 0,758**
P -0,157** _ 0,714** 0,758** 1,000

Rt e NIET R S S

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.

Tab. 6
THE CORRELATION COEFFICIENTS FOR THE PRACTICE
OF TEACHING AND THE VARIOUS DIMENSIONS

Practice Knowledge Realization Development

Practice 1,000 -0,169** 0,107 0,153%*
Knowledge - 1&9" 1,000 0,765%* 0,714%*
Realization  -0,107*  0,785** 1,000 0,758°%*
Development o 15'3” 0,714 0,758%* 1,000

),

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.

Tab. 7
DIFFERENCES AMONG TEACHERS BY EDUCATION

Variable Education AM sD F sg.
Bc. (N=43) 12,2070  3,8533

Knowledge Mgt (N=378) 12,5026 13,1667 0,832 0,384
PaedDr, PhD. (N=44) 13,1136 2,9032
Be. [N=43) 13,0000 4,2258

Realization Mgz (N=375) 13,2460 3,2081 2,676 0,070
PaedDr, PhD. (N=44) 14,4091 3,1499
Be. (N=43) 15,7442  4,9043

Development | Mgr. (N=375) 14,5820 3,7727 2,336 0,088

PaedDr,, PhD. (N=44)

15,3182

2,5679

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.

Tab. 8
DIFFERENCES AMONG TEACHERS BY TYPE OF SCHOOL
Variable Level AM sD 3 )
0 (N=48) 12,6875 3,8213
Knowledg 1(n=122) 12,0574  2,7732
€ ~ 3
2 (N=164) 12,5732 3,3140 2,250 0,082
3(N=131) 13,0882  3,1741
0 (N=45) 13,3858  4,3454
12,5410
Realization 1(N=122) 2,8201 3,883 0,008
2 (N=184) 13,4207  3,4835
3(N=131) 13,8388 2,88%1
0 (N=48) 16,3258 5,9571
Development (=127} BMIISEET s o0m
2 (N=184) 14,6520  3,6851
3 [N=131) 15,0076  3,4025

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
0f 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 lst 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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Tab. 9

THE DIFFERENCES AMONG TEACHERS ACCORDING TO THE TYPE OF CLASS
Variable Class type AM sD F g
regular dlasses in mainstream
school (N=310)
regular dasses with
indivi y integ pupils / 12,6780 3,5031 0,071 0,931
students (N=118)
special cass in @ mainstream

12,5581 3,0764

12,6757 3,4323
school (N=37)

regular classes in mainstream
school {N=310)
regular dasses with

Realization ndividually integrated pupils / 13,6017 3,4866 0,712 0,491
students (N=118)
special dass in 3 mainstream
school (N=37)
reguiar ciasses in ma nstream
school (N=310)
regular classes with
individually integ; pupils / 14,7034 3,5065 0,125 0,852
students (N=118)
special dassin 3 mainstream
school (N=37)

13,2806 3,2534

12,9188 3,3614

14,7452 3,670

15,0541 3,4233

3y - teachieg Syefcemcs (> 002

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, Kosice, Tren¢in and Zilina.

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 teacher's 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 theacher'a age and dimensions of Knowledge - Implementation - Development of teachers'
competence we have identified that there is a statistically significant relationship between the theacher'a 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 teachers' 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 teacher's 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 teacher's 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 teacher's 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 teacher's 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 teachers' 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); Ist 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 teachers' 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 teacher's 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 teacher's 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 teacher's 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.

Tab. 10
A COMPARISON OF FACTORS AFFECTING THE DEVELOPMENT OF TEACHERS

The most represented factors Smallest representation agents

YES
1. self-study fterature 1. Teacher's gender
2. Relationship between teachers and pupis 2. Age of the teacher
3. Length of teaching experience 3. Teacher's quaifications

NO
1. Teacher's gender 1. Self-study fterature
2. Number of students in class 2. Relationship between teachers and pupis
3. The ability of pupils 3. Length of teaching experience

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, teacher's 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 teacher's
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 teacher's educational activities, i.e. a re-assessment of the teacher's 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 teachers' 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?

1. 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] .
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