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OZET

Bu arastirmanin amaci, ilkokul 1. Sinif dgretmenleri ve velilerin yeni sistem hakkinda goriislerini, uygulama sirasinda
yasadiklar1 sorunlar1 ve ¢oziim Onerilerini agiga ¢ikarmaktir. Arastirma nitel aragtirma yontemlerinden betimsel arastirma
yontemiyle gergeklestirilmistir. 2012-2013 egitim 6gretim yilinda Izmir ili merkez ilgelerde gérev yapan 1. simif 6gretmenleri
ve 1. sinif velileri ile yiiriitiilen arastirma belli bir duruma iligkin sonuglar ortaya koymay: amagladigindan durum g¢alismast
deseniyle Oriilmiistiir. Aragtirmanin 6rneklemi ise amagli 6rnekleme ydnteminden, kolay ulasilabilir durum Grneklemesi
yoluyla segilen 44 ilkokul 1. Sif 6gretmeni ve 77 veliden olusmustur. Arastirmada veri toplama araci olarak yari
yapilandirilmis goriisme formu kullanilmistir. Veriler betimsel olarak analiz edilmistir. Aragtirma sorulari aragtirmanin
kategorilerini olusturmustur. Arastirmanin sonucu olarak Ogretmen ve velilerin biiylik cogunlugunun sistem hakkinda
olumsuz goriiste oldugu ortaya ¢ikmistir. Veliler ve Ogretmenlerin sistemin uygulamasi sirasinda ¢ok fazla sorunla
karsilastiklar1 goriilmiistiir. 4+4+4 seklinde diizenlenen 12 yillik zorunlu egitim sistemine iligkin veliler ve 6gretmenlerin
biiyiik cogunlugunun olumsuz goriis bildirdigi goriilmiistiir.

Anahtar sozciikler: Egitim Sistemi, 12 Y1l Zorunlu Egitim, 4+4+4 Uygulamasi

ABSTRACT

Purpose of the research is to find out the opinions of first grade teachers at primary school, the parents about new education
system, the problems they faced and solutions during the implementation. The research is descriptive study using qualitative
research techniques. Since the research is intented to show the results concerning a specified situation, it comprises case
study patterns. Sampling of research consists of 44 teachers of first grade and 77 parents that have been choosen through
convenient case sampling from criterion sampling method. In the research, semi-structured interview questionnaire has been
used as data collection. The data have been analyzed descriptively. Research questions consisted of categories of the study.
As a result of the research, the great majority of teachers and parents have been found to be negative about the system. It
revealed that teachers and parents encountered lots of problems during the implementation of the sytem. The parents and
most of the teachers have been observed to express negative opinions regarding 12 year compulsory education system which
was arranged as 4+4+4.

Keywords : Education System, 12 Years Compulsory Education, 4+4+4 Regulation

255

* Antalya’da diizenlenen 1. Uluslar aras1 “World Conference on Educational and Instructional Studies (2012)’te sozlii bildiri olarak

sunulmustur.
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GIRIS

Glinlimiizde nitelikli insanlara duyulan ihtiya¢ giderek artmaktadir ve toplumlarin nitelikli insan
giicleri de ancak nitelikli bir egitim ile saglanabilir. Tiirkiye’nin c¢agdas bir toplum olmak igin
gosterdigi ¢cabalar incelendiginde, biitiin bu ¢abalarin temelini egitimin olusturdugu goriiliir. Clinkii bir
iilkenin cagdas devletler arasinda saglam bir yer edinip, bu yerini korumasinda rol oynayan onemli
Ogelerden birisi egitimdir. Bilgi ¢ag1 olarak nitelendirdigimiz 21. Yiizyilda, bilim ve teknolojinin hizla
ilerlemesi toplumlarin yapisini degistirmekte, boylece egitim sisteminde de diger alanlarda oldugu gibi
yenilesme zorunlu bir hale gelmektedir. Bundan dolay1 da toplumlarin gelecegi agisindan, biiytik bir
Onem tasiyan egitim konusunda ilgisiz kalmay1 diisiinmek miimkiin degildir (Aybek, 2007).

Kiiresellesme, yasam boyu egitime artan gereksinim, iletisim teknolojilerindeki hizli ve yogun
gelismeler, diger biitlin kurumlar gibi egitim kurumlarini da biiyiik dl¢iide etkilemistir. Bu gelismeler,
kuskusuz egitim kurumlarini, ortaya ¢ikan bilgi toplumu yapisina uygun, evrensel degerlere agik, bilgi
iiretimine katkida bulunan, bilgiyi yaratici bi¢imde kullanabilen, daha nitelikli insan yetistirme
zorunlulugu cercevesinde etkilemektedir (Karaca, 2008).

Diinyada yiiriitiilen uygulamalar gosteriyor ki, artik 21. yiizyili yasamaya basladigimiz ¢agimizda
egitimin amaglari, ders uygulamalar1 ve 0gretmen-68renci iliskileri daha farkli bir bakis acisindan
bicimlenmektedir. Bilginin oldugu gibi aktarilmasi, alic1 tarafindan ezberlenmesi ve “bilgili insan her
seyi bilen insandir” anlayisinin tersine gliniimiiz egitimi arastiran, karsilastigi toplumsal veya bireysel
problemlerini ¢ozebilen ve ¢Oziimiinde alternatif yollar1 kullanan bireyleri yetistirmeyi
amaclamaktadir (Biiylikkantarcioglu, 2006).

Bu degisiklikler ve uygulamalara baglh olarak toplumlarin sosyal, kiiltiirel ve ekonomik bakimlardan
ilerlemesi, teknolojideki ve endiistrideki hizli gelismeler insan unsurunun en iyi sekilde egitilmesini
gerektirmekte, buna paralel olarak zorunlu egitim siire yoniinden uzamakta ve farkl iilkelerde farkl
siirelerde devam etmektedir (Giiltekin, 1998).

Zorunlu egitim, 6rgiin egitimin en fazla énem verilen boliimiinii ifade eder. Insanin belli bir ¢agda
belli bir siirede egitim almasini 6ngdriir. Temel egitim ise, hangi yasta olursa olsun insanin 6rgiin ve
yaygin egitim sistemi i¢inde belli bir diizeyde ve nitelikte egitim gdrmesini anlatan bir kavramdir
(Mert, 1999).

Temel egitim ya da Ilkdgretimin amaci bireye yasadig1 cagin gereklerine ve toplumun beklentilerine
uygun bilgi, beceri ve davraniglari kazandirmaktir. Bu yoniiyle temel egitimden bir toplumun biitiin
kiiltiirel birikim ve degerlerini gelistirmesini, gelecek kusaklara aktarmasi beklenir. Bir diger beklenti
ise bireylerin niteliklerini gelistirerek gelecekteki mesleklere hazirlamasidir. Diinyadaki birgok iilkede
temel egitim bu Ozelliklerinden dolayir zorunlu hale getirilmistir. Zorunlu egitimin ne kadar siire
verilecegi ise, ilkelerin egitime katilimi, gelismiglik diizeyi ve niifus artig1 gibi etkenlere baglidir.
Zorunlu egitimin kesintisiz ya da ne kadar siire verilecegi iilkeden iilkeye farklilik gosterir (Giiven,
2012).

Gilinlimiizde diinya {ilkeleri, zorunlu egitim siiresinin artirilmasini hedeflemekte ve bu yonde caba sarf
etmektedir. Bircok iilke, zorunlu egitim siiresini 12 yilin iistline ¢ikarabilme olanaklarini yaratmaya
calismaktadir. Ote yandan iilkelerin kalkinmislik ve gelismislik seviyeleri ile zorunlu egitim siireleri
arasinda pozitif bir iliski bulunmaktadir. Bu iilkelerde zorunlu egitim en az sekiz yildir (Giiltekin,
1998). Egitimde yapilan tiim ¢cagdaslasma caligmalar1 ve yapilan degisiklikler sonucunda bazi Avrupa
iilkelerindeki okula baslama yasi ve zorunlu egitim siiresi asagidaki gibidir ( Erginer, 2006; Giiltekin,
1998; Giiven, 2012).
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Tablo 1. Avrupa Birligine Uye Ulkelerde Zorunlu Egitim ile ilgili Baz1 Bilgiler

Ulke Yas Grubu Siiresi
Danimarka 7-16 9
Finlandiya 7-16 9
Fransa 6-16 10
Hollanda 5-17 12
Almanya 6-16 10
Ingiltere 5-16 11
Italya 6-16 10
Polonya 6-16 10
Romanya 6-16 10
Bulgaristan 6 veya 7-16 8
Belgika 6-15

Portekiz 6-18 12
Yunanistan 5-15 10

Yukarida belirtilen bu {ilkelerden Almanya’da okul 6ncesi egitim 3-6 yas arasindaki cocuklari
kapsamaktadir ve zorunlu degildir. Tam zamanli genel egitimin ise 4 yil1 ilkdgretim, 6 yil1 da birinci
kademe ortadgretim seviyesinde verilmektedir. Ingiltere’de 3-5 yas arasi ¢ocuklar zorunlu olmayan
okul 6ncesi egitimi almakla beraber, zorunlu egitim ise 5-16 yas aras1 cocuklarin devam ettigi 11 yillik
siireyi kapsamaktadir. Yunanistan’da ise zorunlu olmayan bolim cocuklarin 4-6 yas arasinda
gidebildikleri okul 6ncesinden olusup, zorunlu egitim siiresi 5-15 yas arasindaki ¢ocuklari igeren 10
yillik siireyi kapsamaktadir.

Ulkemizde ise; 1996-1997 gretim yilina kadar ilkokul ve ortaokul ayr1 ayr1 egitim-dgretim verirken,
TBMM’de 16 Agustos 1997 tarihinde onaylanarak yiiriirliige giren 4306 sayili “8 yillik kesintisiz
zorunlu ilkégretim yasas1 15 Eyliil 1997 de uygulamaya konulmustur (Mert, 1999).

Gilinlimiizde ise; okula baglama yas1 onceden 6-14 ve zorunlu siire 8 yil iken, 11.04.2012 tarihli ve
28261 sayili Resmi Gazetede yayimlanarak yiriirliige giren 30.03.2012 tarihli ve 6287 sayili
[kdgretim ve Egitim Kanunuyla bazi kanunlarda degisiklik yapilmasina dair kanun ile zorunlu egitim
stiresi 8 yildan 12 yila ¢ikarilmis ve bazi yeni uygulamalar giindeme gelmistir. Zorunlu egitim 4 yil
siireli ilkokul, 4 y1l siireli ortaokul ve 4 yil siireli lise egitimini kapsamaktadir. Ogrencilerin dgrenim
gordiigii birinci 4 yil (1, 2, 3, 4. swniflar) ilkokul, ikinci 4 yil (5, 6, 7, 8. smiflar) ortaokul ve ii¢ilincii 4
yil (9, 10, 11, 12. siniflar) ise lise seklinde isimlendirilmistir. 1. sinifa baglama yas1 66 ay olup, 60-66
ay arasindaki ¢ocuklarin ise velisinin yazili istegi ile gelisim yoniinden hazir oldugu anlasilanlarin
ilkokula devamlart saglanacaktir. Diger Ogrenciler okul Oncesi egitime ydnlendirilecektir (MEB,
2012).

Yapilan bazi aragtirmalar Tiirkiye’deki egitim sistemi ve yapilan degisikliklerle ilgili elestirileri de
ortaya koymaktadir. Yeterince etiit edilmeden, degerlendirilmesi tamamlanmadan yapilan reformlarin,
egitimin kalitesine art1 bir deger getirmedigi ve taraflari (6grenci, 6gretmen, veli, isgiicii piyasasi vb.)
memnun etmedigi simdiye kadar yeterince tecriibe edilmistir. Egitim reformu gerceklestirenlerin,
reformun egitim sisteminde ne tiir bir degisime neden olacagini hesaba katmadiklar1 gibi, iilke ve
toplumun gelecegini nasil etkileyecegini de yeterince dngormedikleri anlagilmaktadir (Giir ve Celik,
2009).

Yasa tasarisinin bilimsel ger¢eklere dayanmadiginin bir gostergesi de daha ilk giinden zorunlu 6gretim
baslamay1 5 yasa indiren maddesinde degisiklik yapilmasidir. Bu konu bastan itibaren sorunludur.
Okul olgunlugu kavrami diigiiniilmeden olusturulmus olan bir diizenlemedir. Pek ¢ok arastirma
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bilissel, duygusal, fiziksel ve toplumsal olarak okula hazir olan ¢ocuklarin okul yasamlarinda daha
basarili olduklarin1 hazir olmadan okula baslayan ¢ocuklarin ise, okul yasamlarinda daha basarisiz
olduklarini ve okulu birakma egilimlerinin daha yiiksek oldugunu ortaya koymustur (Giiven, 2012).

Keskin (2012) zorunlu egitimin 12 yila ¢ikaran kanun teklifine iligskin, “Mevcut egitim konsepti ezber
ile eslestirilmistir. Oysa bu durum g¢ocuk beyninin gelismesini geciktirmektedir. Bir sonraki yasta
cocuktan yapmasi beklenen bir aktivitenin bir 6nceki yasta provasimnin yapilmasmin séz konusu
olamayacagini belirterek, unutulmamalidir ki heniiz gelismemis bir sisteme uyaran vermek g¢ocuk
beynini zedeler.” demistir. Ayrica Keskin’e gore (2012), “Anlik islevsel hafizanin kisa siire igin
depolayip hatirda tutabilecegi veriler, sistemin hacmi ile sinirlidir ve yasa bagl bir gelisme gosterir.
Bu nedenle, 7. yastan once pasif anlik kayitlar halinde olan anlik hafiza yetenegi, bu yastan sonra
gelismeye baglayan tekrarlama yeteneginin devreye girmesi ile birlikte aktiflesir.”

Ayrica yeni uygulanmaya baglayan sistemle ilgili birgok caligmada sistemin alt yapr hazirlanmadan
uygulanmaya bagladigi, okullarin fiziksel sartlarinin uygun olmadigi, ¢ocuklarin dénem &zelliklerinin
gerekli yeterlilikleri gostermedigi gibi goriisler bildirilmistir (Seckin, 2013).

Bu aragtirma ile Tiirkiye’de 4+4+4 seklinde diizenlenen 12 yilik kesintisiz egitim uygulamasinin izmir
ilindeki uygulamada yeterlik ve siirliliklar1 incelenmistir. Tiim bu bilgiler dogrultusunda arastirmanin
amaci, 2012-2013 egitim-6gretim y1linda uygulamaya baslayan 4+4+4 egitim sisteminin uygulayicilar
ve veliler tarafindan nasil yorumlandigi, yasanilan sorunlar ve ¢6ziim Onerilerini tespit etmektir.

Egitim sistemimizde ¢ok yeni olan bu degisimin, 6zellikle degisimden en fazla etkilenen 1. sinif
ogretmenleri ve velilerinin goriislerinin alana katkis1 olacagi ve sistemin uygulama basamagi olan
okullarda yapilan ¢aligmalarin, sistemin degerlendirilmesine 151k tutacagi diisiincesiyle yiiriitiillen bu
arastirmanin konuyla ilgili tiim egitim paydaslarina yol gosterici nitelikte olacag: diisiiniilmektedir.

1.1. Problem Ciimlesi

Bu ¢aligmanin problemi “12 yilhik zorunlu egitim uygulamasinin ilkokul 1.simifta uygulanmasina
iliskin 6gretmen ve veli goriisleri nelerdir?” seklinde belirlenmistir. Bu probleme cevap bulmak
amaciyla asagida verilen sorulara cevap aranmistir.

1.2. Alt Problemler
1. 4+4+4 seklinde diizenlenen 12 yillik zorunlu egitim hakkinda veli ve O0gretmen goriisleri
nelerdir?
2. Yeni egitim sistemini uygulama asamasinda yasanilan sorunlar nelerdir?
3. Yasanilan sorunlara ¢6ziim Onerileri nelerdir?

1.3. Arastirmanin Smrhhg:

Arastirma 2012-2013 egitim-6gretim yilinda Izmir ili merkez ilgelerinde gorev yapan 1. Sinif
ogretmenleri ve bu ilgelerdeki s6z konusu okullarda Ogrenim goren oOgrencilerin velileriyle
sintrlandirilmustir.

2. YONTEM
2.1. Arastirmanin Modeli
Arastirma nitel aragtirma yontemlerinden betimsel arastirma yontemiyle gerceklestirilmistir. Arastirma
belli bir duruma iligkin sonuglar ortaya koymayi amagladigindan durum c¢alismasi deseniyle
Oriilmiistiir.  Var olan bir durumun tek basimna analiz edilip biitiinciil sekilde betimlenmesi
yapilacagindan tek durum ¢aligmasi bi¢ciminde aragtirma desenlenmistir (Yildirim ve Simsek, 2008).
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2.2. Evren ve Orneklem

Arastirmanin evrenini Izmir merkez ilgelerde calisan ogretmenler olusturmaktadir. Arastirmanin
orneklemi ise amagli 6rmekleme yonteminden, kolay ulasilabilir durum 6rneklemesi yoluyla segilen
ilkokul 1. Simif ogretmenleri ve velilerinden olusmaktadir. Katilimeilar goriigmeye goniillii olarak
katilan 77 veli ve 44 1. simif 6gretmeninin olusturdugu 121 kisidir. Arastirmaya 61 (% 79) kadin, 16
(% 20) erkek toplam 77 veli katilmistir. Yine arastirmanin bir diger 6rneklemi 33 (% 75) kadin, 11 (%
25) erkek toplam 44 Ogretmenden olugmustur. Arastirmaya katilan velilere ait diger demografik
bilgiler Tablo 2’de verilmistir.

Tablo 2. Arastirmaya Katilan Velilere Ait Demografik Ozellikler

. . F %
Katilimer Ozellikleri
31-35 yag 34 44,1
26-30 yas 22 28,5
g 36-40 yas 12 15,5
>~ 20-25 yas 5 6,5
41-45 yas 4 5,1
Toplam 77 100
Ev Hanimu 56 72,7
Diger 10 12,9
=< Serbest 4 5,1
z Mobilyaci 3 3,8
= Tekstilci 2 2,5
Ogrenci 2 2,5
Toplam 77 100
» 70 ay ve {izeri 43 55,8
(-
g = 67-69 ay 17 22
=
= F 60-66 ay 17 22
E <
S E Toplam 77 100

Tablo 2°de goriildiigii gibi katilmcilar yas, meslek ve 1. sinifta 6grenim goren g¢ocuklarinin yas
araliklar1 bakimindan degerlendirilip, daha ayrintili bilgi edinilmeye c¢alisilmigtir. Tabloya gore
arastirmaya katilan veliler daha ¢ok % 44 oraninda 31-35 yas arasi, % 29 oraninda 26-30 yas arasi, %
16 oraninda 36-40 yas arasinda bulunmaktadir. Velilerin meslekleri incelendiginde katilimeilarin
cogunun (% 73) ev hanimi oldugu, daha sonra serbest meslek, mobilyaci, tekstilci ve Ggrencinin
geldigi belirlenmistir. Ayrica diger meslekler basligi altinda velilerin birer kez sdyledigi mesleklerin
siklig1 verilmistir. Bu mesleklerin i¢inde temizlik¢i, muhasebeci, terzi, firinci, sofor gibi ¢esitli meslek
dalar1 yer almaktadir. Tabloda da goriildiigii gibi arastirmaya katilan velilerin 1. siifa giden
cocuklarin yas araliklart dikkate alindiginda 6grencilerin % 56’sinin 70 ay ve iizeri, % 22’sinin 67-
69 ay ve yine % 22’sinin 60-66 ay arasinda yer aldig1 belirlenmistir. Elde edilen bu bilgilere gore
arasgtirmaya 26-40 yas arasi, kadin velilerin daha ¢ok katildig1 belirlenmistir. Bu velilerin 1. sinifta
O0grenim goren ¢ocuklarina bakildiginda her yas grubundan 6grencinin oldugu ortaya ¢ikmistir.
Arastirmaya katilan 6gretmenlere ait demografik 6zellikler ise Tablo 3’te verilmistir.

Tablo 3. Arastirmaya Katilan Ogretmenlere Ait Demografik Ozellikler

Katihme1 Ozellikleri F %

o= Sinif Ogretmenligi 21 47,7

=35 Diger 5 1,3
= g = Biyoloji Bsliimii 4 9
Egitim Enstitiisii 2 4,5
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Fransizca Ogretmenligi 2 4,5
Almanca Ogretmenligi 2 4,5
Kimya Ogretmenligi 2 4,5
Sanat Tarihi 2 4,5
Tarih Bolimi 2 4.5
Iktisat Fakiiltesi 2 45
Toplam 44 100
~ 3 kez 15 34
- = 4 kez 10 22,7
X 5 kez 8 18,1
g g 2 kez 6 13,6
£ 5 Diger (8,14,15 kez) 3 6,8
] é 7 kez 2 4,5
Toplam 44 100
70 ay ve {izeri 9 20,4
£E T61-09ay 6 13,6
=X
5= 5 —
Tg = (67-69)-(70 ay ve tizeri) 5 11,3
8% 60-66 ay 5 11,3
2 = (60-66 ay)-(67-69 ay) 2 45

Tablo 3 incelendiginde arastirmaya katilan dgretmenlerin % 48’inin Sinif Ogretmenligi, % 11’inin
diger (Su Uriinleri, Fizik-Tiirkge-Resim Boliimii, Ziraat Fakiiltesi), % 9 unun Biyoloji BSliimii ve %
5’inin Egitim Enstitiisii, Fransizca-Almanca-Kimya Ogretmenligi, Sanat Tarihi, Tarih Boliimii, iktisat
Fakiiltesi mezunu olduklar1 belirlenmistir. Ogretmenlerin 1. siif okutma sikliklar1 incelendiginde %
34 oraninda 3 kez, % 23 oraninda 4 kez, % 18 oraninda 5 kez, % 14 oraninda 2 kez, % 7 oranin diger
(8, 14, 15 kez) % 5 oraninda 7 kez okuttuklar1 ortaya ¢ikmistir. Ogretmenlerin arastirma esnasinda
okuttuklar1 6grencilerin yas araliklar1 tabloda da goriildiigt gibi % 20 oraninda 70 ay ve iizeri, % 14
oraninda 67-69 ay, % 11 oraninda (67-69)-(70 ay ve lizeri), % 11 oraninda 60-66 ay ve % 5 oraninda
(60-66 ay)-(67-69 ay) arasinda yer almigtir.

Tablo 3 bir biitiin olarak incelendiginde; 6gretmenlerin yarisindan ¢ogunun sinif 6gretmenligi mezunu
olmadigi, su ana kadar daha ¢ok 3, 4 ve 5 kez 1. sinif okuttuklar1 ve siniflarinda genellikle her yas
grubu 6grencinin oldugu ortaya ¢gikmustir.

2.3. Veri Toplama Araclar

Arastirmada veri toplama araci olarak nitel aragtirmada kullanilan veri toplama araglarindan olan
gorliisme yontemi kullanilmistir. Gortismeler, yari yapilandirilmis goriisme formu ile yapilmistir.
Yapilan goriisme 6nceden hazirlanan konu ve alanlara sadik kalarak, onceden hazirlanmig sorulari
sorma ve bu sorular konusunda daha ayrintili ek soru sorma esnekligiyle yapilmistir. Arastirmanin
problemlerini agiga kavusturmak igin 3 sorudan olusan yari1 yapilandirilmis goriisme formu
kullanilmustir.

Gegerlik ve Giivenirlik

Gortisiilen birey sayist artirillmistir. Goriismeye katilan kisilerin goriisleri goriisme sonunda teyit
ettirilmistir. Arastirma bulgular bagka arastirmacilar tarafindan okutulmustur. Ulasilan sonuglar diger
arastirmacinin sonuglarina bagvurularak desteklenmistir. Giivenirligi saglamak i¢in izlenilen siiregler
acik acik tanimlanmus, ilgili dokiimanlarla desteklenmis, arastirma belli bir sistem i¢inde asama agama
gelistirilmistir.
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2.4, Verilerin Coziimlenmesi

Yapilan goriisme sonrasinda elde edilen veriler yaziya gecirilmistir. Yaziya gecirme islemi sirasinda
veriler tekrar tekrar dinlenerek kulak asinaligi yaratilmistir. Ayrica yaziya gegirilen veri seti 3 kez
araliksiz, 4 kez de farkli zamanlarda okunmustur. Okuma islemi sirasinda verilerin benzer ve farkli
yerleri not alinmig, veri analizini kolaylastirmak i¢in kodlama islemine gidilmistir. Kodlanan veriler
daha sonra benzer cevaplar ayni renklerle golgelendirilerek verilerin analizi kolaylastirilmistir.
Katilimcilarin isimlerinin desifre edilmemesi istegine uyulmus katilimer isimleri dgretmenler igin ‘O.’
veliler i¢in ‘V.” Seklinde sira numarasi verilerek sifrelenmistir. Veriler kodlama asamasindan sonra
arastirma sorular1 arastirmanin kategorilerini olusturmustur. Bu kategoriler altinda veriler betimsel
olarak analiz edilmistir. Zaman zaman dogrudan alintilara yer verilmistir. Bu alintilarin se¢iminde
katilimeilarin goriislerini hem destekleyen hem desteklemeyen alintilar segilmistir. Kanit niteliginde
almtilara yer verilmistir.

3. BULGULAR VE YORUMLAR

Arastirmanin bulgular goriisme sorulari sirasina gére ve her goriisme sorusu bir bashk olacak sekilde
verilmistir. Ogretmen ve veli goriisleri ortak tablolarda agiklanmaya c¢aligilmistir.

Birinci Alt Probleme iliskin Bulgular ve Yorumlar

Arastirmanin birinci alt problemi “4+4+4 seklinde diizenlenen 12 yillik zorunlu egitim hakkindaki
diisiinceleriniz nelerdir?” seklinde ifade edilmistir. Elde edilen verilere iliskin bulgular Tablo 4’te
verilmistir.

Tablo 4. Ogretmen ve Velilerin 12 Yillik Zorunlu Egitime iliskin Goriisleri

Ogretmen Veli
f % f %

Temalar ve Kodlar

Okullarin Fiziksel Sartlari ile lgili Diisiinceler

Alt yapinin hazirliksiz olugu 12 27 14 18

Siniflarin kalabalik olmasi 4 9 -

Program ile flgili Diisiinceler

Programin hazirliksiz olmasi

Mesleki yonelme agisindan olumsuz bir durum olmasi

—
N
AN
W | W | oo

Mesleki yonelme agigindan olumlu bir durum olmasi

O
1
'

Ikinci dort devresinde sorunlarn olmast

— R[N
o

Programin adil olmadig diisiincesi

1
1

[

(%]

Oyun agirlikli miifredat 19

Ogrencinin Gelisim Ozellikleri ile ilgili Diisiinceler

Geligim ozelliklerine uygun olmama

Cocuklarda 6zgiiven eksikligi ve basarisizliga yol agmast

Sistemin zorunlu olmasi ve dgrencileri dzgiir birakmamast

Ogrencilerin 6z bakim becerilerine sahip olmamasi

Yasini1 dolduran ¢ocuklar i¢in sorun olmasi

— =N N[N co

Yas farki

'
'
~

Cocuklar deneme tahtasi haline getirilmemeli

Ogretmenler ile ilgili Diisiinceler

Ogretmeni zorlayici olmasi

Ogretmenlerin yer degistirme sorunlarmin olmast

Ogretmenlerin agikta kalmasi

Ogretmenlerin rekabet halinde olmasi

Ogretmenlerle idarecilerin kars1 karsiya gelmesi

NN |Ln|n|
1
'

Ogretmenlerin kaygili olmasi
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Egitim Sistemi ile ilgili Diisiinceler

Sisteme gegiste egitim uzmanlarina danigilmamasi 3 7 - -
Gegmiste daha dnce denenip olumsuz sonuglanmasi 2 5 2 3
Kay1ip zaman oldugu diisiincesi 1 2 - -
Firsat esitligini sagladig goriisii 1 2 1 1
Firsat esitligini saglamadig1 goriisii - - 2 3
Ideolojik yaklagim olmasi 6 14 1 1
Ana sinifinin zorunlu olmamast 8 18 - -
Ders siiresinin uzun olmasi 1 2 4 5
Okula gelis gidis saatlerinin sorun olmasi 1 2 - -
Kitaplarin eksik olmasi ve zamaninda gelmemesi 2 5 - -
Veliler ile ilgili Diisiinceler

Velilerin bilingsiz olmasi 1 2 - -

Tablo 4’te de goriilebilecegi gibi elde edilen bulgular “okullarin fiziksel sartlar ile ilgili diisiinceler,
program ile ilgili diisiinceler, 6grencinin gelisim ozellikleri ile ilgili diisiinceler, 6@retmenler ile
ilgili diisiinceler, egitim sistemi ile ilgili diisiinceler, veliler ile ilgili diisiinceler” temalar1 altinda
toplanmustir.

Gorligme yapilan 6gretmenlerin % 81°1 genel anlamda 4+4+4 seklinde diizenlenen 12 yillik zorunlu
egitim hakkinda olumsuz goriis bildirmislerdir. Bununla beraber 6gretmenlerin % 9’u olumlu yonde
goriis bildirirken, % 7’si de sistemin olumlu ya da olumsuz oldugu yoniinde kararsiz olduklarini
bildirmislerdir. Ogretmenlerin % 27’si fiziksel sartlarla ilgili alt yapmin hazithksiz oldugu
goriistindeyken, % 9’u smiflarmin kalabalik oldugu yoniinde goriis bildirmistir. Programla ilgili
goriislerini bildiren 6gretmenlerin % 18’1 programin hazirliksiz oldugunu, % 14’i mesleki yonelme
acisindan olumsuz oldugunu, % 9’u mesleki yonelme agisindan olumlu oldugunu, %9’u ikinci dort
devresinde sorunlarin oldugunu, % 22’si programin adil olmadigina dair diisiincelerini dile
getirmislerdir. Ogretmenlerin, 6grencilerin gelisim dzellikleri ile ilgili diisiincelerine baktigimizda; %
45°1 yas farki oldugunu, % 18’1 on iki yillik zorunlu egitimin &grencilerin gelisim &zelliklerine uygun
olmadigini, %5’1 zorunlu egitimin ¢ocuklarda 6zgiiven eksikligi ve basarisizliga yol agtigini, sistemin
zorunlu olmasi nedeniyle 6grencileri 6zgiir birakmadigini, 6grencilerin 6z bakim becerilerine sahip
olmadiklarini, % 2’si yasin1 dolduran gocuklar i¢in sorun oldugunu dile getirmislerdir. Ogretmenlerle
ilgili diisiincelere baktigimizda dgretmenlerin % 7’si 6gretmeni zorlayici oldugu, % 5°i 6gretmenlerin
yer degistirme sorunlarmin oldugunu, 6gretmenlerin agikta kaldigini, % 2’si 6gretmenlerin rekabet
halinde olduklarini, 6gretmenlerle idarecilerin karst karsiya geldiklerini, &gretmenlerin kaygili
olduklarimi dile getirmislerdir.

Ogretmenlerin egitim sistemiyle ilgili diisiinceleri incelendiginde dgretmenlerin % 18’i anasinifinin
zorunlu olmadigmi, % 14’1 ideolojik yaklagim oldugunu, % 7’si siteme geciste egitim uzmanlarina
danisilmadigini, % 5’1 gegmiste daha 6nce denenip olumsuz sonuglandigini, kitaplarin eksik oldugunu
ve zamaninda gelmedigini, % 2’si kayip zaman oldugunu, firsat esitligini sagladigini, firsat esitligini
saglamadigini, ders siiresinin uzun oldugunu, okula gidis-gelis saatlerinin sorun oldugunu ifade
etmislerdir. Yine 0gretmenlerin % 2’si velilerin bilingsiz oldugunu belirtmiglerdir.

Tablo 4’teki veli goriisleri dikkate alindiginda veliler % 18 oraninda okullarin fiziksel sartlari ile ilgili
alt yapmin hazir olmadiginmi belirtmiglerdir. Programla ilgili goriislere gore velilerin % 19’u oyun
agirlikli bir miifredat oldugunu, % 8’1 programin hazir olmadigini, % 5’1 mesleki yonelme agisindan
olumlu bir durum oldugunu, % 3’{i mesleki yonelme acgisindan olumsuz bir durum oldugunu ifade
etmislerdir. Velilerin “6grencilerin gelisim 06zellikleri ile ilgili goriisleri incelendiginde velilerin %
21’1 yag farkinin oldugunu, % 13’0 Ogrencilerin gelisim &zelliklerine uygun olmadigini, % 9’u
sistemin zorunlu oldugunu ve 6grencileri ozgiir birakmadigini, % 7’si ise ¢cocuklarin deneme tahtasi
haline getirilmemesi gerektigini ifade etmistir. Velilerin 6gretmenlerle ile ilgili goriislerine gore
velilerin % 14’11 yeni sistemin dgretmeni zorlayict oldugunu dile getirmistir.
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Egitim sistemi ile ilgili veli goriisleri incelendiginde velilerin % 5’1 ders siiresinin uzun oldugunu, %
3’1 gecmiste daha once denenip olumsuz sonuglandigini, firsat esitiligini saglamadigini, % 1’1 firsat
esitligini sagladigini ve ideolojik yaklagim oldugunu belirtmislerdir.

Goriisme yapilan velilerin %55°1 4+4+4 seklinde diizenlenen 12 yillik zorunlu egitim hakkinda
olumsuz goriis bildirmiglerdir. Goriigme yapilan 6gretmenlerin % 35’1 sistemin zamanla diizelecegini
eksiklerinin giderilmesiyle daha iyi olacag: diisiincesiyle olumlu goriis bildirmislerdir. Katilimeilarin
% 10’u ise sistem hakkinda genel yorum yapmakla beraber kararsiz olduklarini bildirmislerdir.
Olumlu goriis bildiren dgretmenlerin ifadeleri su yondedir:

‘....Hi¢ ana sinifina gidemeyen ¢ocuklar icin faydali oldugunun diiiiniiyorum . [O:1]

‘... Biiyiik ¢ocuklarla kiigiik ¢ocuklarin ayrt binalarda ders gérmesi olduk¢a olumlu. Bundan sonraki
siiregte sistemin daha da iyi oturacagina inaniyorum. Sistem dogru ancak uygulama agsamasi acele
oldu.

“...Egitimin 12 yil zorunlu olmasi dogru bir karar. Daha énceden yapimaliydi. Yararli oldugunu
diigiiniiyorum.

‘...Bu sistem dogru. Bundan sonraki siirecte sistemin oturacagim diisiiniiyorum.’ [O:27]

Olumsuz goriis bildiren ogretmenlerin ifadeleri su yondedir:

‘...Saskinhk icindeyim, neler olacagimi merakla bekliyorum. Ozellikle 5. Simiflarin ikinci kademeye
verilmesi ¢ok ilging. Brans ogretmenlerinin bu siniflary nasil yonetemeyeceklerini gormek isterdim
dogrusu.’ [O:34]

‘...Ulkemiz icin olumsuz bir gelisme. Alt yapisi hazirlanmadan uygulamaya sokuldu. Isler iyice
arapsagina dondii.” [O:44]

‘...Bu sistem Tiirk egitim sistemi i¢cin tam bir geriye gidisin baslangicidir.’ [O:35]

12 yillik zorunlu egitime iliskin olumlu goriis bildiren veli ifadeleri su yondedir:

“...Bence 12 yillik zorunlu egitim okula gidemeyen ya da gonderilmeyen ¢ocuklar icin ¢ok iyi
oldu.” [V:56]

“...Onaylyorum, ¢iinkii kiigiik yasta olmasi benim igin uygun. Daha ¢ok daha ¢abuk bilgi
edinilecegine inaniyorum. ‘ Agag¢ yasken egilir’ derler ya , onun gibi.” [V:5]

“...Bu yeni sitemle ¢cocugunu krese gonderemeyen aileler de ¢ocugunun egitimini saglamis
oluyor.” [V:11]

Olumsuz goriis bildiren velilerin ifadeleri su yondedir:
‘... 4+4+4 sistemine basindan beri karsiyim ama mecbur oldugum icin ve tek basima bir sey
yapamadigim igin ¢cocugumu okula gondermek zorunda kaldim.” [V:68]

‘... Gelisim donemi agisindan heniiz oyun caginda bulunan 66 aylik ¢ocugun okul dncesi
egitim almadan ilkokul disiplinine girmesi, onun ruhsal, duygusal ve bilissel gelisimini sekteye
ugratarak yillarca sirecek olan akademik hayati agisindan olumsuz sonuglar doguracaktir.’
[V:65]

ikinci Alt Probleme iliskin Bulgular ve Yorumlar

Arastirmanin ikinci alt problemi “Yeni egitim sistemini uygulama asamasinda yasadiginiz sorunlar
oluyor mu? Yasadigimiz sorunlar varsa bunlar nelerdir?” seklinde ifade edilmistir. Elde edilen
verilere iligskin bulgular Tablo 5’te verilmistir.
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Tablo 5. Ogretmen ve Velilerin 12 Yillik Zorunlu Egitime iliskin Yasadig Sorunlar

Ogretmen Veli
Temalar ve Kodlar f % f %
Okullarin Fiziksel Sartlari ile ilgili Sorunlar
Okullarin ve siniflarin fiziki yapilar1 uygun degil 16 36 29 38
Siniflar kalabalik 10 23 - -
Giivenlik sorunu - - 4 5
Program ile flgili Sorunlar
Sikistirilmis okuma yazma programi 5 11 - -
Okuma yazmanin pekistirilmemesi, unutulmasi 5 11 - -
Ogrencinin Gelisim Ozellikleri ile ilgili Sorunlar
Ogrencinin gelisim ozelliklerine (kas yapisi, algilama, duyugsal dzellikler) uygun 23 52 20 26
olmamasi
Uyum problemi (Stkilma, ezilme, korku) 20 45 19 25
Yas farki 19 43 21 27
Yasin1 doldurmus ¢ocuklar i¢in sorun 10 23 15 19
Ogrencide 6zgiiven eksikligi ve basarisizliga yol agmasi 8 18 12 16
Oz bakim becerilerine sahip degiller 7 16 16 21
Cocuklarin kiigiik olmasi dolayisiyla oyun oynama istegi - - 17 22
Ogretmenler ile ilgili Sorunlar
Ogretmen yetersizligi 12 27 - -
Ogretmenler arasi rekabet 3 i - -
Opretmeni zorlayici olmasi - - 17 22
Egitim Sistemi ile ilgili Sorunlar
Teneffiisler kisa, ders saatleri fazla 10 23 10 13
Kitaplarin eksik olmasi, zamaninda gelmemesi ve seviyeye uygun olmamasi 10 23 8 10
Ana siifina gitmeyen dgrencilerin uyum sorunu yagamasi 6 14 - -
Kiz ¢ocuklarin okula génderilmemesi 1 2 - -
Egitim seviyesinin diisiisii 1 2 - -
Geng anne oranlarinin artacag diisiincesi 1 2 - -
Veliler ile ilgili Sorunlar
Veliler bilingsiz 3 7 - -

Ogretmen ve velilerin 12 yillik zorunlu egitim sistemine iliskin yasadigi sorunlar Tablo 5’te
verilmistir. Veriler ‘okullarin fiziksel sartlar ile ilgili sorunlar, program ile ilgili sorunlar, 6grencinin
gelisim oOzellikleri ile ilgili sorunlar, 6gretmenler ile ilgili sorunlar, egitim sistemi ile ilgili sorunlar,
veliler ile ilgili sorunlar’ basliklar1 altinda diizenlenmistir.

Ogretmenlerin % 90’1 sorun oldugunu dile getirirken, %’7si sorun olmadigini, % 2’si yeni egitim
sisteminin birinci sinif 6grencileri i¢in sorun teskil etmedigini dile getirmislerdir. Ancak siniflarinda
sorun yasamayan 6gretmenlerin 6grencilerinin 70 ay ve iizeri ¢ocuklar oldugu dikkat ¢ekmektedir.

Gorlisme yapilan 6gretmenlerin tamami 6grencilerin gelisim 6zellikleriyle ilgili yasanilan sorunlar
kategorisinde goriis bildirmistir. Ogretmenlerin % 52’si kiiciik dgrencilerin egitim dgretim siirecinde
kas yapis1, algilama, duyussal 6zelliklerinden kaynakl1 sorunlar yasadigini belirtmistir. Ogretmenlerin
%45°1 kiiglik 6grencilerin sikildigi, korktugu ve biiylik 6grenciler tarafindan ezildigini, % 43’0 yas
farkinin biiyiik sorun oldugunu, % 23 yasin1 doldurmus 72 ay ve tizeri gocuklarin hazirlik becerilerine
sahip oldugu igin dersi dinlemek istemedikleri ve sorun yasadigi, % 18’i yeni uygulamanin 60 ay ve
72 ay arasindaki sisteme bu sene dahil olan kiigiik 6grencilerde 6zgiiven eksikligi ve basarisizliga yol
act1g1, % 16°s1 6grencilerin tuvalete gitme, el yikama gibi 6z bakim becerilerine sahip olmadigini ifade
etmistir. Ogretmenlerin % 36’s1 okullarin ve simflarin fiziki yapilart uygun olmadigini, % 23’ii
siniflarin kalabalik oldugunu belirtmistir.
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Ogretmenler velilerden farkli olarak programla ilgili de sorunlar yasadigini belirtmistir. Ogretmenlerin
% 11°1 ilk aylar hazirlik programi uygulandigindan okuma yazma siirecine ge¢ gegcildigi ve okuma
yazma programmn sikistirilmis oldugunu belirtmistir. Ogretmenlerin % 11°i de okuma yazma
programimin okulun sonlarina dogru bitirildigi ve araya yaz tatilinin girmesiyle okuma yazmanin
pekistirilmeden unutulacaginin sorun olacagi goriisiindedir.

Ogretmenler egitim sistemi ile ilgili yasadigi genel sorunlari de su sekilde ifade etmistir: % 23
Ogretmen teneffiisler kisa, ders saatleri fazla, kitaplar eksik, zamaninda gelmedi ve seviyeye uygun
degil, % 14’1 ana smifina gitmeyen 6grenciler uyum sorunu yasadi, % 2’ si egitim seviyesi diisecek,
geng anneler artacak goriisiine hakimdir.

Yeni diizenlenen sistemde 60-66 ay dgrencilerin de sisteme dahil edilmesiyle sinif 6gretmenlerinin bu
yas gurubu Ogrencileri hakkinda yeterli bilgiye sahip olmadigi O6grencilerin ihtiyaclarina cevap
veremedigi goriisiine sahip % 27 dgretmen bulunmaktadir. Ogretmenlerin % 7’si ise okuma yazma
programini her Ogretmenin farkli uygulayacagi oOgretmenler arasi rekabetten kaynakli sorunlar
yasanacagi goriistiindedir.

Ogretmenlerin % 7’si velilerin bilingsiz oldugu, dgretmene yardiminin olmadig: gériisiindedir.
Ogretmenlerin yasadig1 sorunlara iliskin &rnek ifadeler su yondedir:

“..Aym yas grubu ogrencileri ile ¢alisilirken dahi o6grenme hizlari farklhiligindan sorunlar
yasanirken bu grup ile ¢calismak oldukca zor oluyor.” [0:24]
“...Yasutlarina gore kiiciik yasta okula baslayan cocuk basarisizligi yasayacak, kendinden biiyiik
arkadagslar tarafindan okul yasantilarinda ezilecek ve gelecekteki ise yaramaz, kendini yetersiz goren,
cekingen, ezik bir birey olarak biiyiiyecek .’ [O:6]
“...Yasim doldurmus ogrenciler aralik ayina kadar kiiciik yas grubunu beklemek zorunda.’ [O:3]
‘...Cocuklarn ¢islerini yaptirmaktan ders yapamiyoruz.” [O:7]
“...Okuma yazma etkinliklerine aralik ayinda gecilmesi ve nisan sonuna kadar siirmesi nedeniyle
cocuklar okuma yazmayr kavramadan ii¢ ay tatil yapacaklar ve ikinci sumifa gelindiginde okuma
yazmay: unutacaklar.” [O:4]

Velilerin biiylik cogunlugu yeni egitim siteminin uygulama asamasinda sorun yasadigini belirtmistir
(% 79). Velilerin % 18 ‘i sistemin uygulanmasinda sorun yagamadigini belirtirken, velilerin % 3’ net
bir agiklama yapmayarak kararsiz goriis bildirmislerdir.

Velilerin cogunlugu okullarin ve smiflarin fiziki yapisinin yeni sisteme uygun olmadigini bildirirken (
% 38'1), % 5’1 yeni diizenlenen egitim sistemi hakkinda goriislerini degil kendi sikintilarini ifade
ederek okullarin giivenlik sorunun oldugunu belirtmistir.

Velilerin yasadig1 sorunlar igerisinde en ¢ok goriis bildirilen kategori 6grencilerin gelisim 6zellikleri
ile ilgili sorunlar olmustur. Sorun yasayan velilerin tamami 6grencilerinin gelisim 6zelliklerinin yeni
diizenlenen sistemde sorun teskil ettigini bildirmiglerdir. Velilerin %27’si yas farkinin biiylik sorun
oldugunu ifade ederken, % 26’s1 dgrencilerin kas yapisi, algilama ve duyussal 6zelliklerinin dikkate
alinmadigini, % 25’1 ezilme, sikilma ve korku duygularini yasadigim, % 22’si kiiciik ¢ocuklarin oyun
oynama istedigi oldugunu, % 21’1 6grencilerin tuvalete gitme, el yikama gibi 6z bakim becerilerine
sahip olmadigini, % 19’u yasim1 doldurmus 72 ay ve iizeri ¢ocuklarin hazirlik becerilerine sahip
oldugu i¢in dersi dinlemek istemedikleri ve sorun yasadigi, % 16’s1 yeni uygulamanin 60 ay ve 72 ay
arasindaki sisteme bu sene dahil olan kii¢lik 6grencilerde 6zgiiven eksikligi ve basarisizliga yol actigi
gibi sorunlar ifade etmistir.

Velilerin % 17’si ise yeni diizenlenen sistemin 6gretmenleri zorlayici oldugu goriisiindedir. Veliler
egitim sistemi ile ilgili yasadigi genel sorunlart de su sekilde ifade etmistir: % 13’0 teneffiisler kisa,
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ders saatleri fazla; % 10’u kitaplar eksik, zamaninda gelmedi ve seviyeye uygun degil goriisiine
hakimdir.

Velilerin yasadigi sorunlara iligkin ifadelerinin bazilar1 su yondedir:

‘... Anasinifina giden ve gitmeyen ¢ocuklar ayni muameleyi gériiyor. Bence bu biiyiik bir sorun.’
[V:50]

“...Kiiciikleri okula alistiralim derken 72 ay ve iizeri ¢ocuklart harcryorsunuz.’ [V:53]

... Bence sorun 66 ayliklarla 70 ayliklar bir arada. 1 aylik bebekle 6 aylik bebek ayni olabilir mi
sizce?’ [V:57]

“....Evde iistiinii giyemeyen, yemegini yiyemeyen tuvaletini yapamayan, oyun ve uyku ihtiyaci olan
cocuklar nastl basaru olur ki.” [V:33]

Uciincii Alt Probleme iliskin Bulgular ve Yorumlar
Arastirmanin {igiincii alt problemi “Sizin bu sorunlarin ¢o6ziimii icin o6nerileriniz nelerdir?”

seklinde ifade edilmistir. Elde edilen verilere iliskin bulgular Tablo 6’da agiklanmistir.

Tablo 6. Ogretmenler ve Velilerin Yasanan Sorunlara iliskin Coziim Onerileri

Ogretmen Veli
Temalar ve Kodlar f % f %
Okullarin Fiziksel Sartlari ile lgili Coziim Onerileri
Siiflarin fiziki kosullar diizenlenmeli 7 16 9 12
Okul sayilari ve dersliklerin sayis1 arttirilmali 3 7 4 5
Acik ve kapali oyun alanlar1 olmali 2 5 - -
Sinif mevcutlari azaltilmali 1 2 9 12
Okullarda giivenlik saglanmali - - 6 8
Program ile ilgili Coziim Onerileri
Ek etkinlikler ve ek materyaller olmali 2 5 - -
Programda okuma yazmaya hazirlik siiresi daha kisa olmali 1 2 - -
Ogrencinin Gelisim Ozellikleri ile ilgili Coziim Onerileri
Ay farkina gore simiflar diizenlenmeli 7 16 18 23
Ogretmenler ile ilgili Coziim Onerileri
Sinif 6gretmenlerine hizmet ici egitim verilmeli 9 20 1 1
Siniflara yardimcei 6gretmen gelmeli 2 5 1 1
Ogretmen daha fazla ¢abalamali 1 2 6 8
Coziim tek bagina 6gretmene birakilmamali 1 2 - -
Ogretmenler yas grubuna gore egitim almali - - 2 3
Egitim Sistemi ile Ilgili C6ziim Onerileri
Ana sinif zorunlu olmali 11 25
Eski sisteme geri doniilmeli 11 25 12 16
Ders siiresi azaltilmali, teneffiis sliresi uzamali 10 23 - -
Kitaplar diizenlenmeli 3 7 - -
Pilot uygulama yapilmali 3 7 6 8
Akademisyenlerin fikirleri alinmali 2 5 1 1
Sistem gozden gegirilmeli 1 2 - -
Coziim Onerisinde bulunmak gereksiz 1 2 6
Sistem iptal edilmeli 1 2 8 10
Okullar denetlenmeli - - 3 4
Ozel alt siif agilmali - - 1 1
Veliler ile ilgili Coziim Onerileri
Velilerden para alinmamali - - 4 5
Veliler bilinglendirilmeli - - 6 8

Tablo 6’da goriildiigii gibi 4+4+4 seklinde diizenlenen 12 yillik zorunlu egitime iligkin yasanilan
sorunlara veliler ve 6gretmenlerin ¢6ziim Onerileri su sekilde kategorilere ayrilmistir:
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Okullarm fiziksel sartlar ile ilgili ¢6ziim Onerileri, program ile ilgili ¢6ziim Onerileri, dgrencinin
gelisim oOzellikleri ile ilgili ¢6ziim Onerileri, Ogretmenler ile ilgili ¢6ziim Onerileri, egitim sistemi ile
ilgili ¢6zlim Onerileri, veliler ile ilgili ¢6ziim Onerileri.

Okullarm fiziksel sartlar ile ilgili ¢6ziim Onerileri temast incelendiginde 6gretmenler % 16 oraninda
smiflarin fiziki kosullarinin diizenlenmesi gerektigini, % 7 oraninda okul sayilar1 ve dersliklerinin
arttirllmasi gerektigini, % 5 oraninda acgik ve kapali oyun alanlarinin olmasi gerektigini, % 2’si ise
sinif mevcutlarinin azaltilmasi gerektigini ifade etmislerdir.

Ogretmenlerin programla ilgili ¢dziim Onerilerine gdre &gretmenlerin % 5’i ek etkinlikler ve
materyallerin olmas1 gerektigini, % 2’si okuma-yazmaya hazirlik siiresinin daha kisa olmasi
gerektigini belirtmislerdir. Ogretmenlerin yine % 16’s1 6grencinin gelisim &zellikleri ile ilgili ¢oziim
oOnerilerini ay farkina gore siniflar diizenlenmeli seklinde belirtmislerdir.

Ogretmenler ile ilgili ¢dziim Onerileri incelendiginde &gretmenlerin % 20’si smif gretmenlerine
hizmet i¢i egitim verilmesi gerektigini, % 5’1 smiflara yardime1 6gretmen gelmesi gerektigini, % 2’si
ogretmenlerin daha fazla caba harcamasi gerektigini, yine % 2’si dgretmenlerin yas gruplarina gore
egitim almasi gerektigini dile getirmislerdir.

Egitim sistemi ile ilgili ¢6ziim Onerileri incelendiginde; 6gretmenlerin % 25’1 ana smifinin zorunlu
olmasi gerektigi, eski sisteme geri doniilmesi gerektigi, % 23’iniin ders siiresinin azaltilmasi
gerektigini, teneffiis siirelerinin uzamasi gerektiginin, % 7’si kitaplarin diizenlenmesi gerektigini, pilot
uygulama yapilmasi gerektigini, % 5’i akademisyenlerin fikirlerinin alinmasi gerektigini, % 2’si
sistemin gozden gecirilmesi gerektigini, ¢coziim Onerisinde bulunmanin gereksiz oldugunu, sistemin
iptal edilmesi gerektigini dile getirmislerdir.

Ogretmenlerin yasadig1 sorunlara iliskin ifadelerinin bazilari su yondedir:
“... Bu sorunlarin nispeten azaltilabilmesi icin ogrencilerin gruplandiriimasimn ( 60-66 ayliklar bir
swifta, 67-69 ayliklar diger sinifta gibi) gerektigini; bu durumun hem 6gretmenin hem de ogrencinin
isini kolaylastiracagini diisiiniiyorum.” [O:9]
“...Oneri olarak ana sumfina gitmesi gereken bir Ogrencinin direk 1. sinifa baslamamasi icin
anasinifin zorunlu olmast gerektigini diistiniiyorum. Okul ve suuf saylarmin artiridmast gart. Sinif
ogretmenlerine okul oncesi kurslart verilmeli. “[O:16]

“...Okulun fiziki yapisi bu yastaki cocuklara gére diizenlenmeli.” [O:28]

“...Degisiklik yapilamadan once mutlaka pilot uygulamanin yapimast ve eksiklerin bu uygulama
sonucuna gore giderilmesi.” [0:29]

Velilerin okullarin fiziksel sartlar ile ilgili ¢6ziim Onerileri incelendiginde % 12 oraninda siniflarin
fiziki kosullarinin diizenlenmesi gerektigini, % 5 oraninda okul sayilar1 ve dersliklerinin arttirilmasi
gerektigini, % 12’si ise smif mevcutlariin azaltilmasi gerektigini ifade emistir. Velilerin % 8’1 ise
yeni diizenlenen sistem hakkinda yasadigi sorunlara ¢éziim Onerisinde bulunmaktansa kendi sorunu
olan giivenlik sorununun ¢6ziilmesi 6nerisinde bulunmustur.

Veliler programla ilgili sorun yasamadigi i¢in programla ilgili ¢6ziim 6nerisinde de bulunmamustir.
Ogretmenler ile ilgili ¢oziim &nerileri incelendiginde velilerin % 8’si 6gretmenlerin daha fazla gaba
harcamasi gerektigini, % 3’1 6gretmenlerin yas gruplarina gore egitim almasi gerektigini, % 1°1 siif
ogretmenlerine hizmet i¢i egitim verilmesi gerektigini ve smiflara yardimecir 6gretmen gelmesi
gerektigini dile getirmislerdir.

Egitim sistemi ile ilgili ¢6ziim Onerileri incelendiginde; % 16°s1 eski sisteme geri doniilmesi gerektigi,
% 10’u sistemin iptal edilmesi gerektigini, velilerin % 9’ii ana sinifinin zorunlu olmasi gerektigini, %
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8’ 1 pilot uygulama yapilmas1 gerektigini, %1’1 akademisyenlerin fikirlerinin alinmas1 gerektigini, %
4’1 okullarin denetlenmesi gerektigini, % 1’1 6zel alt smif agilmas1 gerektigini dile getirmislerdir.

Velilerle yapilan goriismelerde velilerin % 5’1 yeni diizenlenen egitim sistemi hakkinda ¢6ziim
Onerisinde bulunmak yerine kendileri i¢in 6nemli olan ‘para sorunu’ hakkinda goriis bildirmistir.
Velilerden ne icin olursa olsun para alinmamas1 gerektigini ifade etmiglerdir. Ayrica velilerin bazilari
0z elestirilerini yaparak yeni sistem hakkinda bilgilendirilmesi gerektigini belirtmigtir. Velilerin % 8’i
bilinglendirilmelerine yonelik 6neride bulunmustur.
Velilerin yasadig1 sorunlara iliskin ifadelerinin bazilar1 su yondedir:

“...Onlemler once alimp sistem sonra degistirilmeliydi.” [V:4]

“...Eski sisteme geri doniilsiin.” [V:51]

“...Devletin ve egitimcilerin ¢ozemedigi bu kargasaya biz veliler ne diyebiliriz ki? " [V:57]
“...Devletin verdigi karara karsi ne gibi ¢oziim diisiiniilebilir? Resmen mecbur birakilyoruz.” [V:71]

SONUC, TARTISMA VE ONERILER
Sonuc¢ ve Tartisma

4+4+4 seklinde diizenlenen 12 yillik zorunlu egitim sistemine iliskin veliler ve 6gretmenlerin biiylik
cogunlugunun olumsuz goriis bildirdigi goriilmiistiir.

Sisteme iliskin olumsuz goriislerin kaynagi: Alt yapimin hazirliksiz olusu, kalabalik siniflarin olmasi,
programin hazirliksiz olmasi, gelisim 6zelliklerine uygun olmamasi, ¢cocuklarda 6zgiiven eksikligi ve
basarisizliga yol agmasi, 6grencilerin 6z bakim becerilerine sahip olmamasi, yas farki, yagini dolduran
cocuklar i¢in sorun olmasi, Ggretmeni zorlayici olmasi, sisteme gegiste egitim uzmanlarina
danigilmamasi, ana sinifinin zorunlu olmamasi, ders siiresinin uzun olmasi, kitaplarin eksik olmasi ve
zamaninda gelmemesi, ideolojik yaklagimin bir {irlinii olmas1 seklindedir. Veliler ve 6gretmenler
sistemi detayli bir gekilde yorumlamislar ve neden olumsuz goriis bildirdiklerini agik¢a ifade
etmislerdir. Sistemin olumsuz 6zellikleri konusunda veliler ve 6gretmenler cogu zaman ortak paydada
bulusmuslardir.

Sinif 6gretmenleri ve velilerinin yasadigi sorunlar ise sunlardir: Okullarin ve siniflarin fiziki yapilan
uygun olmamasi, sikistirilmig okuma yazma programi, okuma yazmanin pekistirilmemesi, unutulmasi,
uyum problemi (sikilma, ezilme, korku), yas farki, 6grencide 6zgiiven eksikligi ve basarisizliga yol
acmasi, ¢ocuklarin kiiciikk olmasi dolayistyla oyun oynama istegi, 6gretmen yetersizligi, 6gretmenler
aras1 rekabet, teneffiisler kisa, ders saatleri fazla olmasi, kitaplarin eksik olmasi, zamaninda
gelmemesi ve seviyeye uygun olmamasi, ana sinifina gitmeyen 6grencilerin uyum sorunu yasamasi,
geng anne oranlariin artacagi diigiincesi, velilerin bilingsiz olmasi. Sistemin aksayan yonleri ve
barindirdig1 sorunlar veliler ve 6gretmenler tarafindan acikliga kavusturulmustur. Ogretmenler ve
veliler sistemin sorunlari konusunda benzer ifadelerde bulunmuslardir. 1. Sinif 6gretmeni ve velisi
olmanin zorluklarim tiim igtenlikleriyle ifade etmislerdir.

Siif dgretmenleri ve velilerinin yasadigl sorunlara iliskin ¢6ziim Onerileri su sekildedir: Siniflarin
fiziki kosullar1 diizenlenmeli, okul sayilar1 ve dersliklerin sayis1 arttirilmali, simif mevcutlar
azaltilmali, okullarda giivenlik saglanmali, ek etkinlikler ve ek materyaller olmali, programda okuma
yazmaya hazirlik siiresi daha kisa olmali, ay farkina gore siniflar diizenlenmeli, sinif 6gretmenlerine
hizmet i¢i egitim verilmeli, siniflara yardimci 6gretmen gelmeli, ¢6ziim tek basina Ogretmene
birakilmamali, ana sinif zorunlu olmali, eski sisteme geri doniilmeli, ders siiresi azaltilmali, teneffiis
stiresi uzamali, kitaplar diizenlenmeli, pilot uygulama yapilmali, akademisyenlerin fikirleri alinmali,
sistem gozden gegcirilmeli, sistem iptal edilmeli, veliler bilinglendirilmeli. Bu ¢6ziim Onerilerinin
disinda bazi veli ve 6gretmenler sistemin sorunlarinin ¢éziimiinde veli ve 6gretmen Onerilerinin ise
yaramayacagl, Oneri de bulunmanin gereksiz olacagi goriisiindedirler. Veliler ve 6gretmenler bu
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caligmayla umutlanmig sorunlarin ¢éziimii i¢in detayli ¢6ziim Onerilerinde bulunmus, dgrencilerinin
daha verimli bir ortamda daha kaliteli bir egitim almalar1 i¢in sorunlarin bir an 6nce ¢oziilmesini
istediklerini belirtmislerdir.

Bu aragtirmadan elde edilen sonuglar bazi arastirmalarin sonuclariyla paralellik gostermektedir.
Baykan, Cift¢i ve Arikan’in (2013) calismasinda birlestirilmis siniflarin birinci siniflarina kaydedilen
60 veya 66 aylik ¢ocuklarin 4+4+4 sisteminin birlestirilmis siniflara olumsuz olarak yansiyan en
onemli tarafi oldugu sonucuna ulasilmistir. Ekiz, Altun ve Siyambas (2013) arastirmalarinda yeni
sistemle ilgili 6gretmen goriisii almis ve arastirma sonucunda Ogretmenlerin biiylik bir bolimiiniin
yeni sisteme iligkin memnuniyet diizeylerinin diisiik oldugu sonucunu elde etmislerdir. Konuyla ilgili
Turan ve digerlerinin (2013) gerceklestirdigi bir diger arastirmada sinif 6gretmeni adaylarinin gesitli
kaygilar nedeniyle yeni sistem ile ilgili olumsuz goriis bildirdikleri saptanmistir. Arastirmanin
sonuclar1 dogrultusunda gelistirilen oneriler asagida verilmistir.

Oneriler

Caligmanin oOnerileri sisteme iligkin Oneriler ve aragtirmaya iligskin oneriler seklinde belirtilmistir.
Sisteme iliskin oneriler:

» Sistemin uygulamasina ara verilip; altyapi, kitap, 6gretmenlerin egitimi, ders ve teneffiis
stireleri gibi sorun yagatan durumlara hazirlik yapilmasi 6nerilebilir.

+ Egitim sisteminin 1. kademesinin 6grencilerin gelisim 6zellikleri dikkate alinarak ve bagarili
iilkelerin egitim sistemlerindeki temel egitim siireleri dikkate alinarak yeniden diizenlenmesi
oOnerilebilir.

o Egitim sisteminin diizenlenmesinde alana hakim wuzman kisilerin, akademisyenlerin,
Ogretmenlerin goriisleri alinabilir.

«  Universiteler ve Milli Egitim Bakanlig1 arastirma sonuglari 1s13inda ortak ¢aligmalar yapabilir.

Calismaya iliskin oneriler:

» Bu c¢aligmanin daha saglikli yorumlanabilmesi i¢in daha ¢ok ¢aligma yapilmasi gerekir.

» Tirkiye’nin farkli bélgelerinde 6rneklem sayisini artirarak ¢aligma yapilabilir.

* Calismanin giliglendirilmesi i¢in gézlem yontemi ile ¢esitlilik saglanabilir.
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Extended Abstract

Compulsory education represents the most important part of formal education. It requires that a person
should receive education for a certain period of time at a certain age. Primary education is, on the
other hand, a concept which explains that a person, whatever his/her age is, should receive education
at acertain elvel and quality within formal and common education system (Mert, 1999).

Today, world countries aim at increasing the period of time of compulsory education and make efforts
for this purpose. Many countries are trying to generate facilities to increase the course of compulsory
education over 12 years. On the other hand, there is positive relationship between countries’ level of
development and improvement and their courses of compulsory education. The compulsory education
in these countries is at leats for 8§ years (Giiltekin, 1998).

Although schooling age was 6-14 and compulsory period was 8 years formerly in our country, the
compulsory education period was increased from 8 to 12years and some new implementations became
an agenda with the law of primary education numbered 6287 and dated 30.03.2012 and with the law of
making changes within some laws which were put into force by being published in the official gazette
numbered 2861 and dated 11.04.2012. Compulsory education covers 4 years of primary, 4 years of
middle and 4 years of high school education. The first 4 years, in which students are educated, are
named primary school; the second 4 years are named secondary (middle) school, and the thrid 4 years
are named high school. The age to begin the 1% grade is 66 months old, and the children between 60-
66 months old are enabled to attend the primary schoolif it is understood that they are ready in terms
of development, through the written request of their parents. Other students will be diercted to pre-
school education.

This study was carried out with first grade teachers working in central districts of Izmir and with the
parents of the students in 2012-2013. Purpose of the research is to find out the opinions of first grade
teachers at primary school, the parents about new education system, the problems they faced and
solutions during the implementation. The research is descriptive study using qualitative research
techniques. Since the research is intented to show the results concerning a specified situation, it
comprises case study patterns. Sampling of research consists of 44 teachers of first grade and 77
parents that have been choosen through convenient case sampling from criterion sampling method. In
the research, semi-structured interview questionnaire has been used as data collection. The date have
been analyzed descriptively. Research questions consisted of categories of the study. As a result of the
research, the great majority of teachers and parents have been found to be negative about the new
system. It revealed that teachers and parents encountered lots of problems during the implementation
of the sytem.

The parents and most of the teachers have been observed to express negative opinions regarding 12
year compulsory education system which was arranged as 4+4+4. The source of the negative opinions
about the system is that sub-structure is not ready; the classes are crowded, the program isnot
prepared, it is not appropriate for developmental properties, it causes lack of self-confidence and
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failure and failure, the students do not have the capabilities of self-care, there are differences in their
ages, there are problems for children who is at the proper age, it is compelling for the teacher,
educational consultants were not confered in passing the passagge. Pre-school education is not
compulsory, lesson time is long, books are not enough and does not arrive on time, and it is a product
ideological approach. Parents and teachers interpreted the system in adetailed way and clearly stated
why they reported negative opinions. Parents and teachers often came to a common area about the
negative properties of the system.

The problems the primary school teachers and parents had are the fact that the physical conditions of
schools and classess and are not suitable, there is a compact reading-writing programes,reading and
writing is not consolidated and is forgotten, there are adoption problems (shyness, fear), age difference
problems, lack of self-confidence problems and failure problems, students want to play games because
they are young, teachers are insufficient, there is rivalry among teachers, breaks are short, lesson hours
are long, books are deficient and does not arrive on time, and are not proper for the level, students who
did not attend pre-school education have adaption problems. There is a thought that the rate of
younger mothers will rise, and parents are unconscious.

The failing aspects of the system and the problems have been enlightened by the parents and students.
They reported similar expressions about the problem of the system. They expressed clearly the
hardship of being 1* grade teachers and parents. The solution offers for the problems of class teachers
and parents are as follows; the physical conditions of classes should be arranged, the number of
schools and classes should be increased. The number of students in a class should be lowered, security
should be provided at schools, there should be additional activities and materials, the preparation
period for reading-writing should be shorter in the programme, classes should be organized according
to the differences in months, in-service training should be givento class teachers, assistant teachers
shuld come into the classes. Solution should not be lef to only the teachers, pre-school education
should be compulsory, old system should be returned, period of lessons should be decreased, breaks
should be extended, book s should be organized, pilot implementations should performed, the opinions
of academicians should be taken. System should be revied, system should be cancelled, parents should
be made conscious. Apart from these offers for solution, some parents and teachers are of the opinion
that teachers’ and parents’ offers in the solution of the system will not be of use and it is useless to
make offers. Parents and teachers get hope with this study and made more detailed offers for the
solution of problems, and stated that they wish for the problems to be solved as soon as possible for
the students to receive a higher quality education in a more productive environment.
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ABSTRACT

As constructivist approach adopted and enacted by Turkish Ministry of National Educationin primary schools in 2006 is
considered “to be an innovation”, aim of this study is developing a scale to determine teachers’ attitudes towards innovations.
The study of developing an original scale to determine the focal points of teachers’ perceptions during the process of adopting
constructivist approach as an innovation began by asking open ended questions to 100 primary school teachers and collecting
their responses in a pool of items. Pool of items was analysed by a jury of nine members, opinions of jurors were analysed for
correlation, and the items taking averages over 2.50 out of 5 were applied on a trial group of 60 primary school teachers. The
scale of measurement obtained after factor analyses and neccessary corrections was applien on a group of primary teachers
consisting of 248 female, 159 male teachers. To maintain construct validity of the scale, factor analyses was done and a three

9 ¢ LIS

factor;”focusing”, “lack of infromation related to practice”, “professional concerns”, a 44 item scale was obtained with factor
loadings between .71 and .77. Cronbach alpha internal consistency value as .84. As a result of validity and reliability analyses,
a highly valid and reliable scale to determine teachers’ attitudes towards change was developed.

Keywords: innovation, curriculum, curriculum changing, perceptions of primary schools teachers’.

INTRODUCTION

Certo (2000), puts innovation as “use of new methods in service provision and developing new
methods on working conditions”. According to Westerman, McFarlan and lansiti (2006), innovation is
related to future, its dominant feature is achieving high effectiveness by focusing on diversity and
research. Hurst (2000), explains this situation as the relation of the continuity in the change with the
self repeating patterns in the change and rhythms of life. Past, while progressing in its path, helps us
remember the patterns and past events. Thus, the need to go back in order to renew and progress ahead
emerges. So, renewal becomes something rhythmic. Drucker (1994), when taken form this point of
view, emphasizes that innovation refers to both a process and a result. Because, as innovation,
improvement, or development requires change, product or service produced by this process is new,
developed or changed.

Organizational change may be achieved by operational work or short-term attempts. When reasons
inside or outside the organization (Drucker, 1994), competition, increasing speed of information,
changing expectations combine with the effect of power sources classified as new regulations (Hussey,
1997) and technology, the interval betveen successive changes tend to be disappear. Daft (1983),
considering organization surrounded by challenging sources of power, mentions two types of planned
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change for successful organizations. First of these is incremental change. Incremental change is a
process of progress plan in various sections of the organization, which aims to proceed slowly.
Transformal change, on the other side, is redesigning and reanimation of the whole organization.
Especially transformal change is not an easy task at this point.

In organizational structure, change may indicate any risk or danger originating from from the internal
or external interactions (Inancoglu 2002), in parallel with this; Daft (1983) puts that problem may be
hidden and difficult to feel in most cases. Daft (1983) explains that; in managers’ feeling the need for
innovation, performance gap- the distance between the level of targeted performance and the
performance achieved- is an important method. Such a determination requires a sensitive monitoring
system. Starting point in organizations resembles a situation that Senge (2000) describes as creative
tension. When organizations see the gap between the vision they want to achieve and the reality,
organizations experience a tension originating form this gap. The tension generating actions to close
this gap is thought as creative tension. Nevertheless, it shouldn’t be forgotten that innovation and
change is accompanied by resistance. Several classifications were made in the researches related to the
reasons why employees resists to change (E.g; Trott, 2002; Erturgut 2000; Daft 1983; Kogel, 2001;
Sadler, 1993; Ozkalp and Kiral, 1996). Knowing these sources of resistance helps to determine
important new strategies related to innovation process management.

Constructivist approach can be seen as an innovative act in education. Constructivist learning
approach was first adopted in England in 1989. Cockroft Report developed in 1982 was the basis
behind the practice. Same year in USA, constructivist learning based “Program for School Math and
Evaluation Standards“ was developed by NCTM (National Council of Teachers of Mathematics).
Programs based on constructivist learning are still prepared in the USA, Germany, Taiwan, Spain,
Australia, Canada, Israel, and New Zelland (Gtizel-Alkan, 2005).

On the decision of Board of Education and Discipline, date:12.07.2004 and number: 114, and on the
approval of Ministry of National Education, date: 18.11.2003 and number: 12438, Math Program For
Primary Schools (grades 1-5) developed by a Specialized Board formed by The Board of Education
and Discipline was adopted for the firs time to experiment in 2005-2006 academic year as a pilot study
in some pre determined primary schools in some provinces in Turkey. The program change -adopted
after the pilot study-, which covers 1-5 years in primary education, is not an ordinary program change
but a holistic, reformist transformation to change educational practices fundamentally.

Results of the Piloted study were analyzed by an Assessment Commission consisting of academics, in
the coverage of Sabanci University Educational Reform Attempt. The aim of this study was to
evaluate and analyze the teaching programs of: Turkish, Mathematics, Life Sciences, Social Studies,
Science and Technology lessons developed for primary school 1-5 grades on the decisions 114, 115,
116, 117 and 118 dated 12.07.2007 by Ministry of National Education, the Board of Education and
Discipline, in regards to content, input, process and product. Basic criteria for assessment were
expressed as internal and external criteria. For external criteria, former education programs in act and
overseas programs were taken for reference. Consistency, student centeredness, continuity, flexibility,
transparency, and approach, values/skills the program takes bases were determined as internal criteria.
In addition, characteristics of the programs were also considered from different points of view and
submitting suggestions for administering the programs, after a yearlong study, the report was delivered
to Educational Reform Attempt in 2005.

When the practices analyzed, it is seen that the suggestions related to teachers dimension were not
taken into consideration; teachers’ opinions and suggestions in the progress of the program were not
researched periodically through scientific methods. At this point, the model C. Jacobs (2000, reporting
from Johansen and Murphy 1999) presents for the evaluation of educational innovation in a context of
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transformation is remarkable. Jacob’s model incorporates formative, summative and illuminative
evaluation goals and stresses the need to locate the innovation which is being evaluated within the
context and policy framework of its operation. Besides transformative educational context, Evaluation
framework considers all variables affecting the innovative educational practices presented by the
model. In Jacob’s study (2000) the term educational innovation refers to any form or type of
educational practice which is new to or only marginally implemented in a particular academic context,
and which is designed to develop, improve, make more relevant, or be more responsive to the needs
of: (1) the academic curriculum, (2) the teaching process; and (3) the learning process.

In the context of transformation, it consists of the following stages of evaluation to evaluate
educational innovation (Jacobs, 2000): (1) Identifying the principle stake holders from all the relevant
constituencies, and the most influential stake holders for the innovation. For example for a higher
education institution the principal stakeholders would fall into the four broad categories of students,
academic staff, institutional support services and policy makers. (2) Different aspects of the innovation
to be evaluated should be identified. These aspects should be determined collaboratively, involving
input from as many stakeholders as possible as this process affords stakeholders a measure of control
over the nature of the evaluation activity (Guba and Lincoln, 1989 in Jacobs, 2000). (3) Criteria to
evaluate the various aspects of the innovation should be determined. (4) Using the criteria described in
the previous stage, the evaluators should decide on the best sources of information to evaluate
different aspects of the innovation. (5) Evaluators should decide on which methods of evaluation to be
used. (6) For the healthy process, the data are gathered from previously determined sources. (7)
Processing and interpreting the data collected (qualitative, quantitative methods, discourse analyses
etc). (8) Evaluator shares the findings.

The piloted program inspected by various institutions it has been researched several times so far. For
example, Giizel and Alkan’s research (2005) carried out in pilot study schools with a sample group of
750 4™ and 5™ grade students aiming to reflect students’ evaluations related to the program is one of
those researches. The most important of the findings was students’ positive attitude towards
constructivist learning approach. According to the findings of the research, students adapt themselves
to the constructivist learning environments better than their teachers. Another remarkable study is Baki
and Gokcek’s (2005) Comparison of Primary School (grades 1-5) Program Development Activities in
Turkey and the USA. According to the findings of this study, the new educational program developed
by Board of Education and Discipline covers %100 of EM, IN, MT program development projects
learning areas developed with the administration of NCTM (National Council of Teachers of
Mathematics). This means that new math program is directly influenced by the NCTM standards and
program development activities based on these standards.

It is indicated that the results of curriculum changes at reform level are analyzed regularly by The
Ministry of National Education. Independent researchers also research the subject. But, as Demirel
puts (1992), in some European countries such as Denmark, Sweden and Norway activities related to
program development were started in 1940s and adopted education programs were revised through
experimental researches. For example, only in Swedish universities, we see that two thirds of
researches carried out between 1973-1974 are about programs. So, diversity and number of the
overseas studies related to program changes and the results of these program changes attract attention.

In recent years, education is under the effect of large-scale innovations designed according to the
reproduced teaching and learning theories. The complex and multi-dimensional characteristic of the
innovations causes changes in teachers’ traditional expectations and troubles. Thus, for the success of
a large scale change, teachers’ concerns and conflicts, their dilemmas, resistance points and their
sources, and feelings must be analyzed in detail. Researchers explain that as well as objective
conditions and characteristics of the innovation, for the success of an innovation, participants of the
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innovation and the importance those participants attribute to the innovation is also important. Geijsel
at all (2001) conclude that the positive impact of professional development activities on teachers’
implementation of large-scale innovations is small. Because, impact of education carried out according
to qualification structure principles is more influential. For example, for the teachers working in
primary schools the degree to which the teachers undertook professional activities did not affect the
degree to which they agreed with the qualification structure principles but did affect the degree to
which they taught according to the qualification structure principles. Feelings of uncertainty also
negatively influenced the implementation of both the basic education curriculum and the qualification
structure.

Sharma (2005), highlights the mechanisms that foster, sustain and help initiate innovations in schools
and the critical importance for considerations related to those mechanisms. Analyzing the innovative
activities carried out in 4 schools, Sharma (2005) puts the systems, processes and procedures fostering
innovations. Sharma points out that the 4 schools in different parts of the country implemented
innovative practices in the area of pedagogy, curriculum, evaluation, management, resource
mobilization and according to the findings leadership plays a critical role in promoting innovations in
schools. Sharma also emphasizes transparency in vertical horizontal communication, establishment of
a communication network between between the school and the people and institutions being served.
Researcher indicates that innovative schools are equipped with well defined, registered system of
social support and monitoring. Researcher also indicates that teacher training, developing procedures
for sustaining growth, forming decentralized participant management systems play an important role
for the achievement of these schools. The reflections of these findings related to the innovation
management in schools are still matters of discussion.

Geijsel and others (2001), studied teachers’ perceptions on the implementation of two large-scale
innovation programs by teachers from two sectors of Dutch agricultural education. Results of the
research carried out in 4 sub dimensions of transformational leadership, participation in decision
making, teachers’ feelings of uncertainty, and the extent to which professional development activities
affect teachers show that teachers have an important role in innovation process. Because innovation
and change become successful the extent to which teachers are involved in the decision making
processes.

The main purpose of the study, an adaptation of the Stages of Concern Questionnaire (SoCQ) based on
the Concerns-Based Adoption Model (CBAM) by Christou et all was to identify and examine the
concerns of primary school teachers in Cyprus in relation to the recent implementation of a new
mathematics curriculum and the use of new mathematics textbooks (Christou at all 2004). An
adaptation of the Stages of Concern Questionnaire (SoCQ) based on the Concerns-Based Adoption
Model (CBAM) was administered to a representative sample of teachers in Northern Cyprus.
Concerns-Based Adoption Model (CBAM) model is an instrument which educational administrators
use to evaluate innovations. This model shows how the worst influenced individuals react against the
practices of these changes. According to the findings, teachers’ concerns focus on the task sub
dimension on CBAM model. Furthermore, while teachers’ concerns vary according to their degree of
experience, teachers’ concerns do not vary according to their level of familiarity with the program. In
short, it is perceived that there is difference among teachers’ level of concern a as to their level of
experience (for relations between extreme adaptors-extreme innovators and team balanced ones in
teachers’ personality dimension, see Bobic at all, 1999; for designing constructivist learning
environments, see Jonassen and Murphy, 1999).
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Purpose
The purpose of the study is to develop a scale to analyze of teachers’ attitudes towards change.

METHOD
A survey design was employed in this study (Karasar, 2011; Cohen and others, 2005).
Population and sampling

In the present study, a survey method was used to investigate the attitudes of primary school teachers
about change. Sample group of the research consists of the primary school teachers working in the
schools in the province of Istanbul-Turkey. As choice of sampling, Facilitating Sampling Approach
was adapted. For validity and reliability of the scale, considering the number of items on the scale,
researchers reached 408 primary school teachers working in Istanbul.

Developing the Instrument

Scale development study for A Scale for Teachers’ Attitudes Towards Change is composed of several
steps. These are: 1) literature review, 2) pooling survey questions (100 primary teachers actively
teaching according to new program were asked about their opinions and evaluations related to the new
program) 3) teachers’ compositions about the new program and innovation process were analyzed and
a pool of 243 questionnaire items were formed. 4) The items in the pool of questions were compared
to those items on the similar scales used for similar purposes in literature. 5) 3 items existing in the
literature of such researches but not covered by the 243 item pool of items were detected and those 3
items were included in the list to finalize it. Final version of the list of 246 items was given to 9
experts (jury) of educational sciences. The group of experts (jury) analyzed the items in regards to;
length, understandability, adequacy and representing the coverage of the subject. The groups of
experts were asked to indicate their grading for each of 246 items as “necessary”, “useful but not
necessary”, “unnecessary”’. According to the statistical analysis of the jurors’ evaluations, items the
average points of which are over 2.50 were determined. The items requiring changes for clarity or
briefness were corrected, improved for each item, depending on the number of experts, Standard
deviation value was significant at .75 significance levels (Veneziano and Hooper, 1997).

After the final evaluations, 192 items excluded from the list and the draft version of the scale consisted
of 54 items. At this stage, pilot form was applied to a trial group of 60 primary school teachers who
previously used the new curriculum and who are teaching in the primary schools in Istanbul. The form
applied to sample group asks teachers to indicate the choice that best expresses his/her opinion, items
are in the form of five option Likert type, grading 5 (I agree completely) to 1 (I don’t agree at all).
According to the results of this pre research practice applied to the group of 60 teachers, considering
the suggestions made by the teachers, the scale was analyzed again and made some corrections
(spelling corrections, corrections to clarify the meaning, design of the scale form). At this
development stage of the scale, a factor analysis of the collected data was performed. In this
perspective, principal components analysis, verimax rotation was used.

The Scale for Teachers’ Attitudes Towards Change form, developed after pilot studies and expert
group evaluations were given to 600 primary school teachers by the researchers in person. The
returned forms (questionnaire forms) were analyzed by the researchers and the data on 408 of them
were processed for scale development purposes. Sample group of 408 teachers consist of 248 female
teachers (% 60.8) and 159 male teachers (%39). Variables about the 408 teachers are as follows:
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Table 1: Distribution the Subjects of Participants

Lessons F %
Primary school teacher 240 58.8
Mathematics 23 5.6
Science 25 6.1
Foreign language 46 11.3
Arts 8 2.0
Physical education 8 2.0
Music 6 1.5
Social studies 29 7.1
Turkish 23 5.6
Total 408 100

First six subjects taught by the participant teachers ( 386 teachers = %94.5) from the highest to the
lowest, are classroom teacher (teaching classes 1-5 grade) %58.8, Foreign Language (English,
German, French) %11.3, Social studies (%7.1), Science (%6.1), Mathematics (%5.6), Turkish (%5.6).

Reliability analysis

Using Likert type grading system on the scale, requires calculating Cronbach alpha (a) of reliability
coefficient for the scale and sub dimensions of the scale. Cronbach alpha (a) value will show the
internal consistency of the items out of 1. Besides Cronbach alpha (o), internal reliability quotient of
the scale was also calculated using Guttman split half method. Dividing the items on the scale into
two, this method helps to see the relation between total values of the items in the two halves. In
addition, using correlation techniques of item total, and item reminder, internal consistency of the
scale was analyzed. Item total technique shows the relation of the value for each item with calculated
total points, and item reminder technique shows the relation between the value for each item and the
residual value of the total points when this value is subtracted from the total points. These results
should be significant at p<.05 level. In item discrimination analysis, results of Independent-Samples t
test (unpaired group ¢ test) show whether replies for each item vary in the top and bottom half groups,
thus it shows the capacity of item discrimination.

Validity analysis
For factoral validity of the scale, factor analysis was done, and factor analysis significance rate was
examined with Barlett’s Method and KMO test results. Results of the analysis are shown at Table 2

below.

Table 2: KMO and Bartlett’s Test Values

Kaiser-Meyer-Olkin Sampling Sufficiency ,869

Chi square degree 6499,456
Bartlett’s Test of Sphericity S. degree 946

P ,000

Table 2 shows that KMO result is ,869. This result shows that sampling group is suitable for factor
analysis. In addition, Chi square degree is calculated as 6499,456 for Barlett’s Test Results. This
result is statistically significant at p<0.01 level. This result shows that the distribution of the data is
normal. In factor analysis Eigen value was taken 1 at first and total 14 factors were produced. Factor
loadings for the items were analyzed and 4 that no factors were extracted after first four factors was
determined. When Eigen value was 2, three factors were extracted. When Eigen value was 2, 2 items
with loadings less than .30 were determined. In third factor analysis, excluding two items with
loadings below .30, all items except two had factor loadings over .30. After those two more items
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with no loadings were excluded, remaining items had factor weights over .30 in fourth factor analysis.
During the analysis of item total and item reminder, six items reducing Alpha value were detected.
The total variance table after the exclusion of those six items from the scale is as follows.

Table 3: A Scale for Teachers Attitudes Towards Change Total Variance

Factor Initial Eigen values Total Factor Weights Loadings
Total Disclosed Cumulative % Total Disclosed Cumulative %

Variance % 17,527 Variance % 15,878

1 7,712 17,527 31,791 6,968 15,878 29,995

2 6,276 14,264 36,664 6,212 14,117 36,664

3 2,144 4,873 40,306 2,934 6,668

4 1,603 3,642 43,627

5 1,461 3,321 46,688

6 1,347 3,061 49,506

7 1,240 2,818 52,240

8 1,203 2,734 54,812

9 1,132 2,572 57,265

10 1,079 2,453

After factor analysis of 44 items Eigen values of which are over .30 and supporting Alpha value in
Item total and Item reminder analysis, 3 factors were obtained. Total variance values of Varimax
Rotated Factor Analysis are given in Table 4.

Table 4: Eigen Values and Disclosed Total Variance Values Obtained After Varimax Rotated
Factor Analysis

Eigen Variance Total

value per cent Percent
1. Factor 6,986 15,878 15,878
I. Factor 6,212 14,117 29,995
III. Factor 2,934 8,668 36,664

As a result of the factor analysis of The Scale for Teachers’ Attitudes Towards Change, 3 sub factors
with Eigen values over 2 disclosed % 36,664 of total variance. Variance values disclosed by the
factors in order, %15,878 for the first factor and %29,995 for the second factor and %36,664 for the
third factor. After the analysis first factor had 26 items. According to the item analysis of each factor,
items falling into factors are as follows.

Table 5: Items Attracting Weights of Subscales

Factors Number of item Item numbers

1 26 items 22,12,9,2,16, 15,48, 1, 35, 43, 37, 38, 34, 21,47, 45, 6, 51, 5, 36, 29, 28, 30, 4, 27,
40

2 14 items 24, 39,49, 25,42, 20, 32, 19, 41, 44, 10, 3, 13, 18

3 4 items 53, 54, 50, 52

As can be seen at table 5, first factor consists of 26, second factor consists of 14, and third factor
consists of 4 items. According to these dimensions, after omission of items 11, 14, 26, 46 with no
weight, and omission of items 7,8,17,23,31,33 with no correlation with total points, with no
discriminative value and reducing Alpha value, final version of the scale consists of 44 items.
Analyzing items composing each factor group sub groups were named. Considering factoral weights
obtained in the research, items composing each group, and literature about the research, first factor
group was named “focusing”, second factor group was named as “lack of knowledge related to
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practice”, and third factor group was named “professional concerns”. For reliability analysis of the
factors obtained, Cronbach alpha, Guttman and Spearman Brown techniques were used for the items
each factor contains. The results are as indicated on Table 6.

Table 6: Subscales Reliability Values of The Scale for Teachers’ Attitudes Towards Change

Factor Cronbach a Guttman Spearman Brown
General test total .84 75 75
Focusing 77 .79 .79
Lack of Knowledge related to practice 73 .61 .61
Professional Concerns 71 .59 .59

In order to calculate internal consistency values of the values obtained after factor analysis, number of
the items on the related subject should be more than 20 ( k>20) and number of participants should be
more than 50 (n>50). Reliability quotient should also be over 0.60 (Ural-Kilic, 2005). As seen on the
table, reliability values related to subscales were determined according to the following procedure:
Cronbach’s Alpha value was .84, Spearman- Brown Value .75 and Guttman split half value was .75.
Findings showed that the 3 subscales had internal consistency reliabilities ranging from .71 to .77.

Table 8: Item-Total Correlations (N=408) and Discrimination Analysis Results (N=408)

Item Total Correlations Item Discrimination Analysis

Items
r p Sd t p

1.. New program aims students to learn by acting and 0,353 p<.001 406 229,001 p<.001
living.
2..Ne.w program helps to produce students with critical 0,340 p<.001 406 -32,426 p<.001
thinking skills.
3. Course books and activity books harmonize with 0251 p<.001 406 33536 p<.001
each other.
ft. It is difficult to apply performance tasks in low 0.320 p<.001 406 225708 p<.001
income areas.
5. It is impossible to adopt new program in crowded 0310 p<.001 406 -25,218 p<.001
classes.
6. New activity books support learning. 0,273 p<.001 406 -23,733 p<.001
9. New program can not be applied as the basic 0.168 p<.001 406 36,521 p<.001
requirements are not met.
:i(I)I;eFoms and evaluations consume most of teacher’s 0.302 p<.001 406 20281 p<.001
12. New program is quite effective for students’ social 0,298 p<.001 406 -29,148 p<.001
development.
13. Parents’ interference in student tasks makes a
healthy assessment and evaluation difficult. 0,259 p=.001 406 -28,055 p=.001
15. New program encourages students to become 0337 p<.001 406 26,634 p<.001
entrepreneurs.
16. Program allows students to evaluate themselves. 0,341 p<.001 406 -30,764 p<.001
18: In.new program, in place of subject/topic unity, text 0,285 p<.001 406 26,649 p<.001
unity 1s more 1mportant.
19. How students learn is more important than what 0311 p<.001 406 228,849 p<.001

students learn in new program.
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Item Total Correlations Item Discrimination Analysis
Items
r p Sd t p

20. The carrot a_nd _stlck approach is replaced by 0332 p<.001 406 32,777 p<.001
research and learning in the new program.
i/ la.yIt is difficult to evaluate every activity in a healthy 0372 p<.001 406 -24,246 p<.001
22. Problems originating from practices are abundant. 0,387 p<.001 406 -30,499 p<.001
24. For the program, Classrooms must be consisting of
20 students. 0,433 p<.001 406 -19,001 p<.001

i i <.001 <.001
25. Practices related to new program vary in every 0,343 p 406 28,713 p
school.
27. Inspectors supervising the teachers are not
equipped/empowered enough about the new program. 0,341 p<.001 406 -40,359 p<.001
28. Performance or project tasks are considered as a
burden by the parents and students. 0,036 p=.001 406 -31,740 p=.001
29: Whlle the new program was formulated, teachers 0317 p<.001 406 34,670 p<.001
opinions were considered.
30. In new programme, the teacher is a guide. 0,331 p<.001 406 -30,715 p<.001
32. Program covers different areas of intelligence. 0,198 p<.001 406 -27,425 p<.001
34. We_ can not imply the innovations that system 0,280 p<.001 406 31,526 p<.001
change introduced.
35._ I_)_lffe_rences in students’ skills affect classroom 0,389 p<.001 406 -39,478 p<.001
activities in a negative way.
36. Parents are unaware of the new practices. 0,343 p<.001 406 -23,703 p<.001
37. We have insufficient number of activity areas. 0,245 p<.001 406 -34,470 p<.001
38. I believe that new program will be more effective 0,440 p<.001 406 126,794 p<.001
than the old one.
}9. Due to the new program teachers paperwork has 0,022 p<.001 406 21,885 p<.001
increased.
36. Parents are unaware of the new practices. 0,343 p<.001 406 -23,703 p<.001
40. New_ program ta_kes s_tudents limited research 0,330 p<.001 406 -37,133 p<.001
opportunities into consideration.
41. _Prog‘ram change was made before its basic 0362 p<.001 406 -37,225 p<.001
requirements were met.
40. New_ program ta_kes s_tudents limited research 0,330 p<.001 406 -37,133 p<.001
opportunities into consideration.
41. _Prog‘ram change was made before its basic 0,362 p<.001 406 -37,225 p<.001
requirements were met.
42. Thgt course books and activity books are separate is 0.376 p<.001 406 250,000 p<.001
a positive point.
43. Activities improve students’ self confidence. 0,311 p<.001 406 -26,617 p<.001
44. Test_mg system _hmders new program and activities 0.330 p<.001 406 138,925 p<.001
from being convincing.
45.In new program, testing and evaluation work 0313 p<.001 406 226,040 p<.001

focuses on both process and result.
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Item Total Correlations Item Discrimination Analysis

Items
r p Sd t p

47. Teacher- student relations have changed positively. 0,378 p<.001 406 -33,588 p<.001
48_. Nf_:w program develops students skills related to 0,445 p<.001 406 29,777 p<.001
daily life
49. It will tak_e teachers some time to change their 0.336 p<.001 406 26,782 p<.001
former way of instructing.
50. Teachers are not fully informed about the system. 0,376 p<.001 406 -34,118 p<.001
51. That program was put into operation in a short time 0314 p<.001 406 129,736 p<.001
caused confusion.
_52. Nev_v program increases teachers’ stress related to 0.122 p<.001 406 135,306 p<.001
instruction.
53. Related to some issues brought by the new program 0,189 p<.001 406 43,608 p<.001
I feel myself inadequate.
54. New program requires the use of some methods I 0.186 p<.001 406 42,792 p<.001

am not familiar with.

Pearson correlation coefficient analysis shows that item total correlation is positive and statistically
significant (p<.001). However, it was thought as an important finding that linear relation was
sometimes high, sometimes average and sometimes low. This result indicates that items discriminate
the features they are written for, and it also shows that all items take place in the same structure.

Table 9: Correlations Between Subscales of STATC (The Scale For Teachers’ Attitudes
Towards Change)

STATC Focusing Lack of knowle.dge Professional concerns
subscales related to practice
726* 214*
Focusing
Lack of knowledge related to practice 268%*
*p<.001

According to the results of Pearson correlation coefficient analysis performed to see whether there is
significant correlation between subscales of STATC (The Scale For Teachers’ Attitudes Towards
Change), correlation between all dimensions is positive and statistically significant (p<.01).

Table 10: Correlations Between Total Points of STATC Subscales

STATC Lack of knowledge related  p.ofessional concerns
subscales Focusing to practice

Total .922% .873%* A447*

Focusing 726%* 214*

Lack of knowledge

related to practice .268%*

#p<.001

According to the results of Pearson correlation coefficient analysis performed to see whether there is
significant correlation between subscales of STATC (The Scale For Teachers’ Attitudes Towards
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Change), correlation between total points of the factors is positive and statistically significant (p<.01),
and The Scale for Teachers’ Attitudes Towards Change is - in the subscales it defines-a highly valid
and reliable scale to measure teachers’ attitudes and opinions towards program changes.

DISCUSSION

Results of the study show that teachers have concerns about the constructivist approach recently
enacted in Turkey. When the direction of these concerns is analyzed, concerns are observed to
intensify on three factors; (a) focusing, (b) Lack of knowledge related to practice, (c) professional
concerns.

Findings related to focusing: Teachers have frequently expressed their concerns about the goals and
aims on which newly enacted constructivist approach focuses on. From this stand point, this research
has showed that teachers concerns are more influence than their personal or professional concerns.
Students can not perform the tasks the new approach requires them to perform and their parents
involve in this self study exercise. So, parents blame teachers for not giving enough explanation
related to the tasks. Primary school teachers repeatedly call parents to school to exchange information
on the issue. Teachers are worried about the focus of this paradigm shift and they conveyed their
worry through their glosses. Results of this research match with the results of the research carried out
by Christou at all (2004) in Southern Cyprus to determine “teachers concerns on adopting a new math
curriculum. Similarly in Southern Cyprus, after the change of math curriculum, it was observed that
teachers had concerns about the new approach originating from professional, personal, informational
reasons and basis. According to the findings of the research carried out by Christou at all (2004) in
Southern Cyprus, teachers concerns focus on the task subgroup of CBAM model. Results of this
research also show that; teachers have concerns; related to the new procedure, the focal point and aims
of the new program, teachers have concerns related to their own professional knowledge and lack of
professional training.

Findings related to lack of knowledge related to practice: Concerns originating from teachers’ lack of
professional training or information-14 items- about the new program comes after teachers’ problem
of focusing (concerns about the focus and future of the program) related to new program. Teachers’
second most important concern is that they can’t do their job properly as the basic requirements for the
new program have not been met and preparations for the new program have not been made yet.

Findings related to professional concerns: Third finding of the research is the professional concerns
the teachers have as they feel themselves not empowered for the new program. During the curriculum
change process; taking teachers’ opinions into consideration, having these sections of practitioners
perceive and tolerate the outcomes of the change process constitute the prerequisite for the success of
the curriculum change in question. Teachers, however, state that their opinions have never been asked
during any phase of this period of transition, moreover they consider government’s not taking their
opinions and suggestions related to the implication of the new program through a large scale survey as
a negative attitude. In fact, this shows implications that teachers have high professional responsibility
towards innovations. On the other hand, this situation draws attention to the problems faced during the
planning and implication stages of the innovation. This is because teachers indicated that they used the
opinions and suggestions part of the data collecting instrument for this research in order to convey
their opinions, observations to the authorities and they indicated that they considered this research as a
channel to warn the administrators and authorities about the misprogressing process and the shortages
they met, and they either wrote their solutions for the problems in the spaces provided or attached to
the questionnaire they were given. Geijsel and others (2001) found that professional development
activities have little positive effect on large scale innovation projects. The same research, on the other
hand, shows that involving teachers into decision-making processes motivates teachers more. These
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findings support the findings or ironic expressions teachers forming the sample group of this research
enclosed or attached to this research. In these expressions; teachers complain sometimes about the
parents who are not well informed about the new system and doing their children’s homework, some
other times they complain about that the conditions available in the crowded classrooms and larger
cities which are not suitable for the application of the new system. One of the issues mentioned is as
follows (Questionnaire 26:Bagcilar/Istanbul): “However positive the system is, basic conditions (the
word was underlined by the participant) are not suitable for the system. It is especially not suitable in
larger cities and crowded classrooms. Solution for this problem is taking service to the people in
order to prevent excessive (the word was underlined by the participant) class sizes. Though it is rather
a late attempt, asking about the opinions of the educators through such a questionnaire is a positive
step forward. I hope that the results and findings of this questionnaire become effective in the future
regulations.” Findings of this research overlap with the findings of the research carried out by Geijsel
and others (2001) that state “teachers’ level of undertaking professional activities effect their
participation in qualification policies and their level of teaching according to qualification structure
policies”. Considering teachers’ opinions related to the changes and including them in the decision-
making processes enables teachers to teach in accordance with the change. According to Jonassen and
Murphy (1999) -carrying out researches on designing constructivist learning environments- activity
theory as a frame considers as a basis that the epistemic assumptions of constructive learning are
different from those of traditional instruction in designing learning environments. So, classical
methods of needs and task analysis are inappropriate for designing constructivist learning
environments (CLEs). Thus, Jonassen and Murphy (1999) argue that activity theory provides an
appropriate framework for analyzing needs, tasks, and outcomes for designing CLEs. Most of 408
teachers indicate that; (1) they were not informed about the new system, (2) they are concerned that
they can not inform children and parents as they think they are not well equipped and informed about
the system, (3) they have concerns whether the program will be successful or the goals of the program
will be achieved or not. The important point here is that; teachers indicate their concerns related to the
new program in the margins of the questionnaire (right, left and bottom margins of the pages) although
they were not asked to give such extra information through —in a way- mini compositions.

CONGLUSION

As for suggestions for the further research; for the future practices of National Education Ministry,
teachers ask for in service training programs related to new curriculum. In this context, the plans made
related to constructivist approach and teacher training during and for the in-service training programs
designed by National Education Ministry can be researched, and whether these practices cause
differences in teachers’ attitudes towards new program can be depicted. The data to be collected
through qualitative and quantitative researches about crowded classes, low income areas and
interviews with the teachers working in problematic areas are considered as valuable for the
rehabilitation process.
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ABSTRACT

The present study is based on the studies conducted by Bonchis, Birle, Stan (2010) and Secui, Dindelegan, Roman (2010)
which state that there are significant differences between the children with and incomplete parenting scenario due to their
parents leaving to work and the children with both parents. The authors mention the necessity of an intervention program
focusing on the social — emotional dimension, dimension on which the incomplete parenting situation has had an impact.
The ten proposed activities carried on for three months included the following areas: self knowledge, social and
emotional development. Two groups of adolescents were included in the intervention program. Significant results were
found compared to control group. Implications of the study results are discussed.

Keywords: incomplete parenting, Romanian adolescents, psycho-educational intervention, social and emotional
development

INTRODUCTION

According to the paper on psycho-social development proposed by Erikson (1968), adolescence is
a stage characterized by the dominance of the couple “identity versus role confusion” expressed by
the clear conscience of their individuality. This will lead to confidence reinforcement, autonomy
and initiative or to confusion of roles, identification with negative roles and the inclination towards
delinquency.

Many psychologists continue to describe adolescence as a period of psychological turmoil (Conger,
1977 as cited in Birch, 2000). Erikson’s ideas are extended and deepened by Marcia (1966) who
identifies four types of identity status among adolescents:
- Diffusion of identity, shown by the absence of commitment and by indecision on the
important issues of life (professional choices, religion etc);
- Foreclose of identity, expressed in hesitant acceptance of the values of others;
- Moratorium, when individuals reassess their values and goals, but they find it difficult to
complete them;

Copyright © Turkish International Journal of Special Education and Guidance & Counseling 31



ISSN: 1300 — 7432

TIJSEG im0

Turkish International Journal of Special Education and Guidance & Counseling 2013, volume 2, issue 2

- Acquisition of identity, expressed in the resolution of crises, employment and career or
religious option.

In the latter process, parents play a significant part (Rutter, 1985). A number of studies indicate that
democratic, but severe parents have independent, self-confident adolescents with high self-esteem,
compared with more authoritarian parents, who generate obedience, addiction, lack of confidence,
etc.

In terms of social-emotional development of an adolescent, negative effects are produced when a
parent shows indifference or, for one reason or another, they are missing (Verza & Verza, 2000).
Another similar case is the incomplete parenting situation generated by the parent’s leaving in
order to work abroad. Observations made on these children reveal that a long absence of the father
leads to effeminate conduct for boys and uncertainty in the way of conduct for girls. When the
mother is not involved in control and cooperation, different forms appear such as: insecurity,
increased aggressiveness, delinquent tendencies, irritability, anxiety, etc.

Self-control lies in one’s ability to control emotions, desires, behaviour, to manage all these
components. Maccoby (1980, apud Sroufe, 1992) emphasizes that self-control and self-
management depend on a number of general skills including:
- The ability to inhibit actions that develop gradually, beginning at two years of age and
stabilizing during adolescence;
- Delayed rewards in the presence of an attractive action;
- Tolerance to frustration, which involves developing coping strategies, from the simplest
ones such as distraction, to the most complex ones;
- Self-control adjustment to the situation.
E. Maccoby (1980; apud Sroufe, 1992) notices that all the above mentioned issues would
not be enough to gain self-control if children did not have the ability to adjust to a given situation.

The author places this skill in relation to ego-resiliency, which implies a certain flexibility of the
ego. The most important part of self-control concerns inhibition and subtle differentiation of
emotions in a socially acceptable manner.

A series of studies done by Calkins (1994) relate the following:

- success in relationships with others is provided in part by developing a more constructive way to
manage one’s emotional experiences;

- the group popularity increases only if the person is capable to establish clear signals about others’
emotional states;

- positive expressiveness provides a better relating behavior than the negative one;

- social status, acceptance, approval of the group increase in the situations in which the child or
young person more accurately interpret others’ emotional messages;

- non-aggressive manner to adapt to anger makes someone more pleasant and successful as a
leader.

When the self-control is present? Most authors put self-control activation in relation to pressures on

the child or adolescent (Logue, 1995). In this way, in cases of “good pressure” that is competition,
care for the environment and for their own judgments, the child or the adolescent is motivated,
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inspired, which ensures the development of self-control. When, however, a "bad pressure” of non-
competition, of damage of the very thoughts is exerted on these there is risk of loss of self-control.
But there are also situations when the child or young person is free, is not competing with anybody,
not even with himself, and then they may be poorly motivated, or better motivated.

Most research in this field reveals that self-control is more adaptive than impulsiveness, although
more recent studies indicate that in certain situations, impulsivity is more adaptive, putting it in
connection with the activation of fore-median areas of the cortex (Logue, 1995). Psychologists
point out the opportunities that children/adolescents must have in order to discuss and explain their
actions to their parents. These in turn must develop a sense of responsibility for their behavioral
manifestations. But all of these are missing in situation of “incomplete parenting”.

Self-control, like other aspects of behavior is influenced by a number of factors, which Petermann
& Petermann (2006) grouped into the following categories:

- Biological factors (sex differences, prenatal risks, neurological functional disorders) mostly
active during childhood;

- Psychological factors (difficult temperament, distorted processing of social-cognitive information
/insufficient empathy);

- Social factors (poor supervision by parents, insufficient emotional support, negative practices of
education, physical abuse and social rejection).

In other words as the child grows, the importance of the psycho-social factors is more obvious. It is
true that a child's ability to cope with distress depends on innate temperamental qualities, but they
are affected by the type of child support he receives from parents. Where this support is missing,
such as the case of abused children, children living in broken families or when parents are missing,
it is very likely that they develop emotional disturbances that may affect their self-control (Cichetti,
Ganiban, & Barnett, 1991).

Schaffer (2005) emphasizes that the wide environment in which the child is raised can be
responsible for variations in self-control and emotional competence. These environmental
influences, such as poverty can lead to anxiety states, agitation, impulsivity etc.

The purpose of this study is to highlight the effects of a psycho-educational intervention program
on the level of self-esteem, the level of social anxiety and the level of irrationality of the
adolescents in the situation of incomplete parenting, as a result of the departure of one or both
parents to work abroad, compared with those of participants in the control group (teenagers with
both parents at home).

METHOD

Research hypothesis

Hypothesis 1: The rational-emotional and behavioral educational program brings changes towards
the increase of the adolescents’ self-esteem and self-appreciation, adolescents that are in the
situation of incomplete parenting.

Hypothesis 2: The rational-emotional and behavioral educational program brings changes towards
the optimisation of the adolescents’ social relations.
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Hypothesis 3: The rational-emotional and behavioral educational program brings changes towards
the reduction of the level of irrationality of the involved participants.

Design: repeated measures — with control group

Participants

46 adolescents, aged 14-16, having one or both parents left to work abroad, were randomly split in
two groups, 23 in the intervention group and the others 23 in the control group. The gender
distribution was equal.

Instruments
The following instruments will be used:

a. A measure of self-esteem, in relation with peers (alpha Cronbach =.75), with family (alpha
Cronbach =.86) and with school (alpha Cronbach =.84), consisting in 28 items, having the
items from Hare self-esteem scale (Bruce R. Hare, 1985, apud Fischer, J. & Corcoran, K.,
1994) as a base line in constructing the items;

b. Child and Adolescent Scale of Irrationality, (CASI - Bernard and Laws, 1988, apud Trip,
2007). Trip (2007) presented the results of the validity study for this scale on Romanian
population;

c. Self- statement scale for the social interaction with others, is a measure of social anxiety,
consisting in 23 items and two factors — positive and negative cognitions during social
interactions. The items were generated on the same structure as the items from Social
Interaction Self-Statement Test (Glass, Merluzzi, Biever si Larsen, 1982, apud Fischer, J.
& Corcoran, K., 1994). Alpha Cronbach was calculated for the two subscales: .74 for
positive cognitions and .86 for negative cognitions associated with social interactions;

Procedure

The pretesting for both groups took place at the beginning of March of the current school year. The
intervention for the experimental group took place throughout 10 weeks, once a week for one hour.
The topics covered throughout the program are part of the program proposed by Roman (2010, in
Bonchis, 2010).

RESULTS
Data were colected and analyzed, using descriptive and inferential statistics. Data distributions
were normal in population (conclusions after calculated Kolmogorov-Smirnov test) for the
variables implied in the study.

The impact of psycho-educational intervention on adolescents’ level of self-esteem

Table 1. Means and standard deviations for the global score on the self-esteem in the pretest,
post-test and follow-up.

General self-esteem

Moment Group m s.d. N

Pretest Intervention 87,95 6,08 23
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Control 89,91 8,49 23

Total 88,93 7,37 46

Intervention 95,78 7,06 23

Posttest Control 90,69 10,98 3
Total 93,23 9,48 46

Intervention 95,43 9,38 23

Follow-up Control 91,60 11,49 23
Total 93,52 10,55 46

F value for intervention is situated under the critical threshold [F(1,427;62,805)=5,949, p<.05].
Therefore, for the global self-esteem, the training program brings significant statistical differences
between the moments of evaluation.

The impact of psycho-educational intervention on adolescents’ level social anxiety

Table 2. Means and standard deviations for the social relations dimension in pretest, post-test
and follow up.

Social relations with peers

Moment Group m s.d. N
Intervention 28,52 7,97 23

Pretest Control 28,56 7.89 23
Total 28,54 7,84 46

Intervention 26,82 7,65 23

Posttest Control 32,52 8,19 3
Total 29,67 8,35 46

Intervention 28,52 9,08 23

Follow-up Control 3501 10,71 3
Total 32,21 10,50 46

Significant differences were found between the three moments of testing as a result of the training
program [F(1,674; 73,667)= 3,857, p<.05]. The training program brings significant statistical
modifications between the two groups [F(1,44)=4,721 p<.05], but also in the interaction between
the training and the group [F=4,031, p<.05].

The impact of psycho-educational intervention on adolescents’ level of irrationality

Table 3. Means and standard deviations for the LFT rules in the pretest, post-test and follow-
up.

LFT rules
Moment Group m s.d. N
Intervention 21,65 4,33 23
Pretest Control 2026 7.70 23
Total 20,95 6,21 46
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Intervention 14,91 2,37 23

Posttest Control 20,82 7.14 23
Total 17,86 6,05 46

Intervention 16,13 4,42 23

Follow-up Control 20,60 721 23
Total 18,36 6,33 46

F value for intervention is statistically significant. Regarding the differences between the two
groups F(1.44)=5.379 with p<.05, and for the interaction between the moment of evaluation and
the group an F=7.575, p<.01 was obtained.

Table 4 Means and standard deviations for the global evaluation of the self in the pretest,

post-test and follow-up.

global evaluation of the self

Moment Group m s.d. N
Intervention 22,08 3,07 23

Pretest Control 20,08 3.30 23
Total 21,08 3,31 46

Intervention 12,73 2,26 23

Posttest Control 18,04 4,96 23
Total 15,39 4,66 46

Intervention 14,30 3,22 23

Follow-up Control 20,73 6,03 23
Total 17,52 5,78 46

Significant differences were found between the three moments of testing as a result of the training
program [F(1,680; 73,898)= 36,468, p<.01]. For the differences between the two groups an

F(1,44)=13,188, p<.01 was obtained.

Table 5. Means and standard deviations for absolute demands for justice in the pretest, post-

test and follow-up.

Absolute demands for justice

Moment Group m s.d. N
Intervention 20,82 3,05 23

Pretest Control 20,52 4.6 3
Total 20,67 3,88 46

Intervention 11,91 2,29 23

Posttest Control 20,13 3.40 23
Total 16,52 5,47 46

Intervention 13,21 2,62 23

Follow-up Control 22,65 357 3
Total 17,93 5,68 46
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Significant differences were found between the three moments of testing as a result of the training
program [F(1,633; 71,858)= 25,080, p<.01], but also in the case of interaction between the
intervention and the group with F= F=43,510 with a significant threshold value lower than the
critical p=0.05

Table 6. Means and standard deviations for LF'T related to work in the pretest, post-test and
follow-up.

LFT work
Moment Group m s.d. N
Intervention 15,65 2,65 23
Pretest Control 16,13 4,18 23
Total 15,89 3,47 46
Intervention 8,52 1,53 23
Posttest Control 17,04 3.5 3
Total 12,78 4,95 46
Intervention 10,08 2,84 23
Follow-up Control 16,60 3.75 3
Total 13,34 4,65 46

We obtained the F(1,360; 59,846)= 17,298, p<.01 for the intervention, a value situated below the
critical threshold. Analyzing the data for the effect of the group and for the interaction between the
training and the group for the LFT work we obtained F(1,44)=61,934 p<.01 for the group's effect,
and F=27,656, p<.01 value for the interaction between the training and group.

CONCLUSION
The hypothesis were sustained and the main objective was met in its entirety. Therefore, the
educational rational-emotional behavioral program proved to be efficient for assuring the growth of
self-esteem and self-appreciation, the optimisation of social relations and for reducing the level of
irrationality.

An important part in self-control development during childhood and adolescence is played by the
environment. To adapt to its requirements and to cope with distress, one needs support from others.
Where this misses, as is the case of “incomplete parenting™, the exposure to the risk of not
developing self-control mechanism appears. Even if we accept the idea of multi-determination of
behavior, we need to be aware that it is highly influenced by the relationships in which the
child/adolescent is involved (Calkins, 1994).

Children and adolescents, who have behavioral and self-control problems manifest impulsivity,
restlessness, anxiety, talk a lot, deliberately bully others etc.

Self-control can be developed only in an atmosphere of calm and mutual support from parents, of

promoting desirable behavior, of formulating realistic expectations and use of a certain language
which allows the understanding of the rules and social norms.
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The results of this study indicate the necessity of the support at a social and emotional level that
teenagers need from specialists. It is necessary to include them in psycho-educational counseling
activities, which cover the issue of emotional control, of unconditional acceptance of self and
others, of appropriate social and behavioral skills.
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ABSTRACT

Learning disability which includes reading disorder, mathematic disorder and writing disorder, is described as the biggest
categoryunder IDEA (the Individuals with Disabilities Education Act). In this study, reading disorder is introduced and graphic
organizers are suggested to improve the academic achievement of students with learning disabilities, specifically to improve
reading comprehension skills.

Keywords: Specific Learning Disabilities, Graphic Organizers/Story Maps

INTRODUCTION

All human beings have unique characteristics. Some of them wear big shoes, and others have curly hair,
but some characters of them are so important. What are these characteristics? The characteristics that set
them apart are intelligence and the skills of reading, writing, and communication. In terms of these
important features, people want to be described as normal, even though many of them are not. Who is
qualified to describe them as a person with or without a disability? Some of the professionals who can
identify or label people as having or not having a disability are clinical psychologists, school
psychologists, child psychiatrists, neuropsychologists, and psychometrics (HELPGUIDE, 2012).

The individual with Disabilities Education Act of 2004 identifies people with disabilities in thirteen
categories in terms of their characteristics (IDEA, 2004). These categories are: autism, deaf-blindness,
developmental delay, emotional disturbance, hearing impairments including deafness, mental retardation,
multiple disabilities, orthopedic impairments, other health impairments, specific learning disabilities,
speech or language impairments, traumatic brain injury, and visual impairments including blindness
(IDEA, 2004). However, according to statistical facts, the most prevalent disability category is Specific
Learning Disability, and 2,537,000 out of 6,593,000 students between the ages of 3-21 were provided
special education services, in the fall 2008 (Boulineau et al., 2004; Education Week, 2012). Furthermore,
it was claimed that one out of five people who live in America have a learning disability (NICHCY, 2012).

What is a specific learning disability? It was said that “a learning disability is a disorder in one or more of
the basic psychological processes involved in understanding or in using language, spoken or written, that
may manifest itself in an imperfection ability to listen, speak, read, write, spell, or to do mathematical
calculation, including calculations such as perceptual disabilities, brain injury, minimal brain dysfunction,
dyslexia, and developmental aphasia” (IDEA, 2004). In the description of specific learning disability,
Speece and Shekitka (2002) underlined three important things; appropriate instruction for students with a
disability, discrepancy model, and exclusion of some disabilities from learning disabilities, such as mental
retardation and sensory impairment. NICHCY (2012) also stated that there are important things
emphasized in the description of specific learning disability. These are the discrepancy models which
show differences between a student’s actual ability and predicted ability, the provision of appropriate
education in terms of scientifically validated intervention, and the exclusion of sensory impairment,
mental retardation, and the emotional problems (NICHCY, 2012).
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Even though the reasons for specific learning disability are exactly unknown, there are many reasons
which contribute to the specific learning disability, such as acquired trauma, genetic factor, biochemical
abnormalities and environmental possibilities (ACLD, 2012). It is also claimed that almost 50 % of the
factors that contribute to the specific learning disability is genetic (ACLD, 2012). Some of the signs of the
specific learning disabilities are difficulties with pronunciation, word choices, rhyming, following
directions, controlling education materials such as pencils, telling time, comprehension, and math
(HELPGUIDE, 2012).

To be successful in academics, one should be able to read, write, use language effectively, and do
mathematical calculations. These are the few, but important skills. However, people with specific learning
disability may have difficulty with one or many of them. The most prevalent disorder among students with
specific learning disability is reading disorder, and according to some researchers, the rate is almost 90%
(Mothus&Lapadat, 2006). Reading failure is a critical problem that leads to lowered self-esteem, school
drop-out, and inappropriate social behavior. Mothus and Lapadat (2006) claimed that reading and writing
are the nucleus of any academic success or failure. Therefore, it can be said that reading has a critical
importance, especially when students are in high school or a higher institution because they are then
required to read and comprehend more information from written text. In addition, Garjia et al. (2007)
stated that in the early grades the goal is for students to learn to read, but soon the main purpose of reading
is to gain knowledge from written sources.

Much research has shown the criticality of reading for academic success. For example, in the report of the
National Assessment of Education Progress (NAEP), it was claimed that approximately half of the
students who are provided education in the U.S.A do not have basic reading skills, and this lack of basic
reading skills leads professionals to label and identify students as needing special education services
(NAEP, 2004; NCES, 2004). In addition, there is an interesting research which was conducted by Boyle
who claimed (1996) that many students identified as learning disabled had reading problems, with many
high school students reading at only a fourth grade level.

There may be factors which can contribute to the reading disorder, such as phonemic awareness, fluency,
and reading comprehension. Many different studies were conducted with the aim of improving the reading
skills of students with specific learning disability, but most considered foundational reading skills without
focusing on reading comprehension (Boulineau et al., 2004; Hagaman& Reid, 2008). Hagaman and Reid
(2008) claimed that studying foundational skills might not be enough, because although students with
specific learning disability had high decoding skills and other foundational skills, they might not
comprehend well enough to understand and extract knowledge from written text materials. It was also
stated that to overcome their difficulties, students with reading disorder should be exposed to explicit
instruction through comprehension strategies such as a graphic organizers, to improve comprehension
skills (Hagaman& Reid, 2008). Therefore, teachers and other professionals should consider the vital
importance of reading comprehension for academic success.

Trends and Issues: Response to Intervention (RTI)

Currently, the trend in special education is Response to Intervention (RTI), especially in the category of
specific learning disability. RTI is one of the approaches used to identify students with specific learning
disability (IRIS RESOURCE LOCATOR, 2012). It was stated that if students were provided appropriate
instruction, they were usually successful and they kept their placement; therefore, the appropriateness of
the instructions and materials can be determined by using RTI (IRIS RESOURCE LOCATOR, 2012). RTI
emphasized that all students should have received teacher support, and effective and appropriate
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instruction. In addition, data showing student progress should have been gathered frequently before
assigning placement. With RTI, many things are taken into consideration, such as research-based
intervention, universal screening, and progress monitoring. RTI claims that inadequate academic
performance may be the result of poor instruction or curriculum rather than merely student deficiency. By
using the RTI model, a team can apply early, intensive, and effective interventions. It consists of four
components;

a. Universal Screening: Class wide assessment for all students.

b. Tier 1: Effective and appropriate instruction is provided in general education setting, and the
progress of students is monitored on a weekly basis.

c. Tier 2: Small-group instruction is provided in addition to Tier 1 instruction by a reading
specialist, paraprofessional, general education teacher, or other trained personnel. Student development is
continually monitored.

d. Tier 3: If students are still unresponsive to Tier 2 instruction, more intensive individualized
instruction is used at this point. Few students are included in this tier, and some formal assessment can be
used for special education services.

Interventions

There are many interventions to improve the reading comprehension of students with specific learning
disability, such as paraphrasing, computer assisted instruction, and graphic organizers (Hagaman& Reid,
2010; Sorrell, 1990; Stetter& Hughes, 2010).

The paraphrasing strategy is mainly conducted in three steps, the first is reading, the second is self-
questioning and the third is paraphrasing. Paraphrasing strategy can be used for elementary, secondary and
high school students, and second language learners as well. During the implementation of this
intervention, students' active participation is critical since the intervention requires high level thinking to
facilitate the knowledge which was learnt from the given text.

Presently, computers are very common and have become an essential tool in every stage of our life,
especially in schools. By using computers, students can access information, and utilize this information by
combining it in innovative ways with previously acquired knowledge (Pacific for Education and Learning,
2012). Computer assisted instruction is also used to increase the comprehension of students with specific
learning disability. Much research supports the previous claim. Kim and his colleagues (2006) stated that
computer assisted instruction could be used as a tool to increase the comprehension of students with
specific learning disability by teachers because it gave opportunity of learning and teaching for them.
They also said that by using computer assisted instruction, teachers provided stimulating and interactive
social learning environments to keep students' interests on topic (Kim et al., 2006). During the
implementation of computer assisted instruction, students can talk with their peers about the given text,
and by doing so students are also directed to think while they read (Gersten et al., 2001). Thinking about a
given text, while reading, increases and facilitates the students’ meta-cognitive activities (Gersten et al.,
2001).

The third intervention is graphic organizers such as semantic maps, story maps, concept maps, and
cognitive maps. A story map is a very effective intervention for improving the reading skills of students
with specific learning disability since it supplies visual displays for critical information about given text
by focusing the students’ attention on relevant text materials (Boulineau et al., 2004). According to
Boulineau et al. (2004), story maps can be used before reading, during reading, and after reading. Before
reading it may be used for the retrieval of prior knowledge, for organizing discussion, and discussing the
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given topic. They stated that story maps might be used during the reading period as a guide for writing
critical information and it might also be used for a kind of review after all processing is finished.
Furthermore, Boulineau et al. (2004) claimed that the story mapping intervention could be used for
different age and grade groups to evaluate different abilities. Students with specific learning disability
have problem with organization, self-monitoring and recalling previous storage knowledge; using graphic
organizers provides this kind opportunity to the students (Horton, Lovitt, &Bergerud, 1990).

Throughout this paper, the use of graphic organizer intervention to improve the reading comprehension
ability of students will be discussed.

Literature review of Graphic Organizer/Story Mapping

The first research article of this section was written by Boulineau et al., in 2004. The aim of the study was
to provide replication of previous studies which stated that graphic organizers improved the reading
comprehension of students with specific learning disability. In their study, they used six students as
participants, and all of them had been labeled as having specific learning disability. Their 1Q scores were
from 90 to 98, and four of them were third grade and two of them were fourth grade students, Georgia.
After the implementation of the intervention, it was proven that the results supported previous studies
since students improved story elements identification by using story maps.

Boyle (1996) stated that by using graphic organizers, story mapping, cognitive maps, students might make
the connection between the main idea and supporting ideas because these kinds of interventions provided
a wide picture of the given topic. Moreover, graphic organizers also increased recall or retrieval of stored
knowledge (Boyle, 1996; Darch& Eaves, 1986). In Boyle's study, there were thirty students, but twenty of
them had specific learning disability, and they had difficulty specifically with reading. The aim of this
study was to determine whether students with specific learning disability used the strategy without a
teacher’s help and to determine the efficacy of the strategy on students’ comprehension. While
implementing the intervention, how to draw and organize a cognitive map was taught to students without
looking at the textbooks. The result of his study showed that the evidence supported the previous studies
and the intervention was very beneficial for students with or without a disability.

Sinatra, Stahl-Gemake, and Berg (1984) stated that visual materials were very effective in increasing the
comprehensions of story elements for students with specific learning disability. Graphic organizers can be
used as assessment tools because they provide a wide picture of what students read and help to
demonstrate how much they understand the given text. To determine difference between two approaches
which were mapping approach, and verbally oriented readiness was the goal of their study. Even though
twenty one students of all participants were from second to eighth grade level, their approximate reading
comprehension levels were 2.5. The other six students were ungraded. After conducting the research, they
realized that students who had been provided with the intervention known as semantic maps performed
better than other students who had been provided more verbal readiness instruction, and they stated that
there were significant differences between their mean scores. Furthermore, they stated that visuals had
improved the comprehension of students with specific learning disability.

Horton, Lovitt, and Bergerud(1990) stated the same results, and they claimed that students with specific
learning disability that had used graphic organizers performed better than students with specific learning
disability that had not used graphic organizers or any other kind of cognitive mapping intervention. They
conducted a study in three different classifications, students with specific learning disability, students in a
remedial class setting, and students without specific learning disability. The finding of the study is very
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interesting. It showed that graphic organizers were very effective, and students performed better when
they were provided by the teacher to students with text reference or cues. Furthermore, it was
demonstrated that the lowest score achieved by using graphic organizers was better that the highest score
achieved by self-study.

The goal of the study conducted by Gardill and Jitendra (1999) was to determine whether or not the effect
of advanced story maps to increases the comprehension skills of students with specific learning disability.
The participants were six middle school students with specific learning disability. All of the students had
IEPs. These students were determined by using the following criteria: type of learning disability, level of
difficulty in reading, and the results of Woodcock master test. Intervention was provided in a resource
classroom during 40-50 minute period. Additionally, multiple baseline design was used during the
implementation of the intervention. After conducting the study, these results were apparent: there was
substantial improvement in comprehension and in story grammar for all six students with specific learning
disability. Moreover, more story elements were recalled by five students when using the intervention.

Another study was conducted by DiCecco and Gleason (2002) to determine the efficacy of the graphic
organizers to recognize important information from given text. They stated that graphic organizers
facilitated the relationship between the main ideas and other details by lines and arrows. While using
graphic organizers, details may be eliminated and which allows students to focus their attention on the key
concepts. Even though in their study there were twenty six students, the data from two of the students was
not used because of their excessive absences. These students were equally distributed by using several
tests. Intervention was provided to students during 20 school days in a resource room. Test results showed
that by using graphic organizers students improved their recall, and by using this recalled knowledge, they
could perform better in essay writing. The results also supported the concept that graphic organizers were
effective for gaining the relational knowledge from given text materials.

Vallecorsa and DeBettencourtconducted a study to learn how story elements were taught, in 1997. This
study included there thirteen years old students who had difficulty with reading and writing, and these
students met the criteria of the state in which they live. Story maps were taught to these students as a tool
to identify story elements, to improve knowledge recall, and indirectly help to improve writing
performance. They emphasized comprehension and written expression, because they were interrelated and
were important for understanding a person. During the implementation of the intervention, ABC design
was used, and data was collected based on their performance. In class, activities were distributed, for
example, for the first 25-30 minutes students were required to read and for 15-20 minutes students were
required to do writing activities. After conducting the study, they found that the students’ improvements
differed. One student, David, showed an upward trend in reading. Jason improved his comprehension
slightly, but the other student, Nick, performed much better and his improvement in comprehension was
striking.

In the study of Taylor, Alber, and Walker (2002), the goal was to compare results of different interventions
to improve the comprehension of students with specific learning disability in elementary school and to
learn the efficacy of them. Five students between the ages of 9 — 12 were participants in the study. Three
of them were instructed in a resource room, and the others attended inclusive general education
classrooms with special education teachers. The study was conducted in a resource room, and SPE
teachers taught the students to use the strategies. Alternative treatments were also used during the
implementation to handle more data about the efficacy of the interventions. The results showed that the
students accurate responses to questions improved after using interventions (M= 85.8%, SD= 4.3). The
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results also showed that there was no significant difference between self-questioning and story maps, but
there were significant differences between self-questioning and no intervention, and between story maps
to without intervention. Furthermore, the story maps and self-questioning strategy improved the
comprehension of students.

Idol and Croll (1987) conducted a research to improve the comprehension skills of students with specific
learning disability by using a schema-building technique. In this study, the participants five students were
chosen from three different elementary schools based on criteria, such as teachers' opinions. ABA design
was used to observe the improvements of students. Comprehension questions were used as dependent
variables. On the first day of intervention, teacher familiarized students with the intervention, and directed
them to read a story. During the practice of the intervention, the teacher gave more feedback for students’
responses. The findings showed a noticeable improvement in comprehension, but only one student’
reading increased slightly. After the intervention, students continued to use the strategy during the story
retelling activities. The improvement in comprehension was also seen with more difficult materials.

The tenth article in this section was written by Stagliano, and Boon in 2009. In this study, there were three
fourth grade students with specific learning disability. All of them were males, and their IQ scores were
92, 93, and 96. Their eligibility was determined by the discrepancy model of IDEA. Intervention was
provided in a resource room. The aim of this study was to determine the efficacy of story map strategy on
the comprehension of students with specific learning disability. After implementing the intervention, it
was found that the number of correct question responses increased. It was also shown that the students
continued to use the intervention. In addition, the same results were stated by Fore, Scheiwe, Burke, and
Boon (2007) in their study.

Wade, Boon and Spencer (2010) conducted research to determine the effectiveness of integrated story
maps with Kidspiration software. Three students were chosen for this study based on the following
criteria: IEP, grade level performance, and regular attendance. ABC design was used during the
implementation of the intervention. The results showed that marked improvement was seen, and it
appeared clearly on the ABC design graph.

Implementation of the intervention

Intervention preparation: Graphic organizers will be used as an intervention to improve the reading
comprehension skills of students with specific learning disability. Graphic organizers help students and
give a wide picture of the given text to comprehend the given textbooks by connecting main ideas with
supporting details, and supplying visual presentation.

a. Lesson objective: By using graphic organizers, its aim will be to increase the comprehension of
students with specific learning disability, and to have them respond correctly to four out of five questions.

b. Materials needed: Ten reading passages and questions are in the Appendix section will be used
during the implementation of the intervention. Furthermore, students will be required to draw their own
graphic organizers; therefore, paper, pencil, and etc. will be needed.

c. Time allotted for implementation: Intervention will be provided during one class session in one
day for two consecutive weeks.

d. A description of participants: Four fourth grade students with specific learning disability will
be in the implementation of the intervention. These students will be determined based on the criterion,
such as having IEP.

Intervention implementation Procedures:
a. To implement the graphic organizers, a literature art class session will be used each day for two
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consecutive weeks. In the first week of the implementation, students will be required to read five passages,
and they will be required to answer the given five questions related to a passage each day. During the first
week, the teacher should not help students. On Monday, the second week of the implementation, students
are taught to use the graphic organizers during the reading session. Additionally, students are required to
draw their own graphic organizers. The aim is to encourage students to think about what they are doing.

b. Data will be collected in terms of the AB design. AB design will be used to determine the
functional relationship between variables. AB design graphs will show whether there are differences.
Furthermore, the AB design graph will be analyzed based on the outcome criterion.

Conclusion

As was previously stated, specific learning disability is the most relevant category of those described by
IDEA. Moreover, reading disorder is also the most common disorder among students with specific
learning disability. However, there are many interventions to help students deal with their problems, such
as paraphrasing, computer assisted instruction, and graphic organizers. As was previously stated, graphic
organizers and their effects have been discussed. There has been much research conducted to determine
the effectiveness of the graphic organizers/story maps to increase the reading comprehension of students
with specific learning disability. Boulineau et al., (2004); Boyle (1996); Sinatra, Stahl-Gemake, and Berg
(1984) ; Horton, Lovitt, and Bergerud (1990); Gardill and Jitendra (1999); DiCecco and Gleason (2002);
Vallecorsa and DeBettencourt (1997); Taylor, Alber, and Walker (2002); Idol and Croll (1987) stated that
graphic organizers/semantic maps were very beneficial for students with specific learning disability to
help their comprehension skills when used with intervention features such as; connecting the main ideas
and supporting details, eliminating details, and supplying visual prompts.
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ABSTRACT

Although a limited number of studies have been undertaken to support the argument that peer(Group) discussion
facilitates L2 writing of students with and without learning difficulties(LD), few studies have provided statistical proof
for this The present study was designed to compare the written work of two groups of Pakistani students, in order to
identify the differences in writing outcomes achieved with different teaching methods: conducting peer(Group)
discussions with the Experimental Group (EG) and teacher-dominance with the Control Group (CG). By comparing the
two groups written products and analyzing the sample writings and questionnaire results, the study suggests that peer
(Group) discussion facilitates students writing better than traditional classes, in terms of content, readership and
thinking patterns.

Keywords: teaching of writing; peer (Group) discussion; English writing ability

1. The Major Problems in L2 Students Writing

Teaching of writing in English is a difficult assignment in the Pakistani L2 classroom.
The present situation of the teaching of writing is unsatisfactory. Conventional product oriented
approaches of teaching of writing have failed to motivate students. Most of the students think that
they write only for teachers’ approval and getting through the exam. A review of students’ written
work has revealed widespread and serious deficits in writing skills. Many student compositions
are lacking in ideas and coherence, and also show lapses in clarity and organization. Most papers
adhere to writer-based prose, without due consideration of the reader, and most students adopt
Pakistani thinking pattern when writing in English (Hassan 2000).

As a remedy to this undesirable situation in L2 writing of students with and without
learning difficulties (LD), this paper proposes expanded use of peer (Group) discussion in the
writing classroom Peer (Group) discussion, as a form of collaborative learning is an old and well-
received method in language learning and has proved effective in various kinds of skill learning.

2. The Benefits of Peer (Group) discussion in L2 writing of students with and without
learning difficulties (LD)

2.1 Correct reflection of the nature of writing

Just as speaking, writing is a social artifact and a tool for communication. Peer (Group)
discussion can facilitate students writing by correctly focusing and rL2ecting the nature and
purpose of writing.

Based on a comparison of oral speech, inner speech and writing, Vygotsky (1962) claims
that writing is the more abstract and demanding activity. He thinks that we first experience and
learn ‘the skill and partnership of conversation” in the external arena of direct social exchange
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with other people and develop “oral speech”. Then we learn to displace that “skill and
partnership” by playing silently, in imagination, the parts of all the participants in the
conversation with ourselves, and thus develop “inner speech”. Writing (or “written speech” as he
calls it) follows on and presupposes the existence of inner speech (the act of writing implying a
translation from inner speech). In other words, Vygotsky thinks that writing is a process one
learns through social interactions that subsequently become internalized.

Bruffee (1984 ), drawing on the work of Vygotsky, theorizes that collaborative learning
is particularly effective in writing instruction because talking gives students an opportunity to
internalize language that can later be re-externalized in writing. He stresses that the teacher s
assignment must include engaging students in conversation among themselves at as many points
as possible in both the writing and the reading process, and that teachers should contrive to ensure
that students converse about what they read and write in a manner similar to the way we would
like them to eventually read and write. Bruffee believes that the way students talk with each other
on a subject determines how they will later think and write on the same subject. He thinks that
organizing group work around a carefully designed assignment makes students aware that writing
is a social artifact, like the thought that produces it

Lefevre (1987:33) argues strongly for the communicative purpose of writing. He writes,
“Invention is, I think, best understood as occurring when individuals interact dialectically with
socio culture in a distinctive way to generate something.” The act of writing is not successful
until it communicates, until it becomes a part of a specific communal activity.

Because writing lacks an interlocutor, being addressed to an absent or an imaginary
person or to no one in particular, written communication is more difficult and requires more
conscious work than does speaking. Peer (Group) discussion makes this kind of communication
more smooth and effective because it brings readers in front of the writer. ‘In conversation, every
sentence is prompted by a motive. Desire or need leads to request, question to answer,
bewilderment to explanation (Vygotsky 1962). Thus, the writer can make his or her message
easier to understand, successfully meeting the primary goal of communication.

2.2 Contribution of ideas to the enrichment of content

Student writers face two major intellectual assignments: the need (1) to generate idea sin
language and then (2) to construct those ideas into a written structure adapted to the needs of a
reader and the goals of the writers peer (Group) discussion is beneficial to the whole process of
writing in that it helps students enrich ideas and organize them in an order convenient for readers
to understand.

First, peer (Group) discussion is helpful in the “prewriting” stage, when students are
exploring subjects they may write about later. As students talk, they discover things: they need to
justify a certain point; there are weak spots in the argument; the problem is more interesting than
they anticipated at first. They ask each other questions, suggest objections or alternative
approaches, or maybe look puzzled, which is enough for the speaker/writer to realize that he or he
has major work to do.

Second, at the stage of “writing”, students may continue to discover additional resources
and content; they engage in peer teaching. Through peer (Group) discussion, students can
increase their experience in thinking out the content of a composition. They gain exposure to
various points of view that they might not have considered before the discussion. Most students
will cherish these differing opinions and perspectives, and many will address them in their
subsequent writings.
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In addition, in cases where papers are to be graded, peer (Group) discussion allows the
teacher and students to handle problems of content before the paper is graded. More than explicit
instruction about writing students need the opportunity to explore their subjects before and after
they are developed into essays and peer (Group) discussion can meet this requirement.

As Hairston (1992) argues, in a collaborative classroom, students work together to
develop their ideas and test them out on each other. In this low risk environment, students can
discuss and examine their experiences, their assumptions, their values and their questions, make
choices, and then discover more about others and themselves through those choices.

2.3 Benefiting students in strengthening readership

Peer (Group) discussion helps students develop a sense of audience and realize a
transition from writer-based to reader—based prose. Since writing is a social act, the existence of
a readership is an essential precondition, and readers should be part of the writing process. The
presence of the reader can become the greatest stimulus for the writer to communicate willfully
and with a clear direction. As a teaching tool, peer(Group) discussion provides an opportunity for
the writer to reify their audience, not only as readers but as listeners as well, and to engage in a
creative dialogue.

Flower and Hayes (1981) argue that inexperienced writers are less able to conceptualize a
rhetorical problem than experienced writers, mainly because experienced writers spend more time
thinking about how to accommodate potential readers and how to represent themselves in a text.
That means that experienced writers unconsciously consider readers, while inexperienced writers
find this difficult, and consequently their papers are often writer—based

McCrimmon (1970) argues that young writers especially need the corrective influence of
audience feedback, whether from a teacher or peer group. But the criticism is most helpful when
it is constructive and best of all, when both the writer and his critics can engage in a free
discussion of the consequences of making one choice over another in relation to the whole
context of the paper. Through peer (Group) discussions inexperienced writers can realize their
readers, that is, the implied readers become concrete and real. By alternately taking the roles of
reader and writer, students begin to see the complementary relationship of these roles a piece of
“writing” is really a piece of “reading” —that is, we write “reading”. Through this kind of
experience, students will internalize the perspective of the reader and bring it to bear when
writing. Therefore, with a reader s perspective in their mind, students can produce reader-based
instead of writer-based prose.

After studying an open class of writing, Kelly (1984) claimed that every writer and
speaker needs an audience beyond the teacher, that every writer and speaker will benefit from
receiving multiple responses. Everybody needs to be seen and heard by the group of which they
are members, needs to fL.2 that they are identifiable and worthwhile members of that group.

2.4 Helping Pakistani students in shifting to an acceptable thinking pattern

Researchers for example (Zhao 1995; Gao 2000; Wang &Liu, 2001; Ma 2002; Hinkel
1999 and Kaplan 2001) have stressed the differences between western and Asian thinking
patterns, and the impact of these differences on writing. Western thinking patterns are often
linear, and so native English speakers will often first establish the theme and then develop their
argument in a logical way: preview first and details second, or abstraction first and concreteness
second or generalization first and analysis second.
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Unlike this common English pattern, which (especially in scientific literature) requires a
clear theme at the beginning, Pakistani writers may choose any place in their articles they think of
as suitable? There are four common Pakistani thinking patterns. The first is similar to the most
common English pattern with the thesis pointed out at the beginning. In the second type, the
thesis is pointed out in the body: the author first addresses a certain problem, comes to a
conclusion after analyzing the problem, and finally expands the conclusion furthers. In the third
compositional pattern the thesis is pointed out at the end providing readers with the impression of
reaching the conclusion naturally after a series of arguments. And the fourth is the implied type,
which contains no explicit opinion in the article; the readers are expected to be able to identify the
thesis from the context on their own

Pakistani writers who adhere to the last three types of compositional pattern in their
English writing will often fail to produce a successful scientific paper or traditional essay.
Consequently, their writings may not seem acceptable in some native speakers’ eyes. Peer
(Group) discussion can help Pakistani writers shift from the indirect, circular pattern to a more
direct pattern featuring a clearly stated opinion. When students read their papers featuring
Pakistani writing patterns to other group members, they may be challenged by the listeners and
forced to make their theme and organization as clear as possible.

3. Review of the Related Studies

Some studies of the effects of talking on writing have focused on peer review groups.
Researchers have claimed that beginning students use peer review to enlarge their capacities to
understand about writing as well as learning how to write. Through peer review, students
exercised their meta- cognitive capacities (Gere & Abbott 1985).

Some researchers have conducted studies of peer review and peer(Group) discussion in
the L2 classroom and observed that L2 students developed a sense of confidence and self—worth,
generated more related content, developed a sense of audience, and organized their essays more
logically (Edelsky 1982; Zamel 1983; Ammon 1985; Hildenbrand 1985).

In Pakistani teachers strongly advocate the use of peer (Group) discussion in the writing
classroom. The researcher knows his colleagues who use communicative methods in writing
classroom, and specifically use of discussion to motivate students and to encourage them to
practice more. The researcher claims on the basis of his personal knowledge that using
peer(Group) discussions in prewriting and revision stages is the best way to test the coherence of
a piece of writing with a process method in the teaching of writing. The researcher supports the
findings of Shis (1998) who developed an analytic framework of a recursive discourse to account
for the effects of spoken discourse in the students written texts. She observed that peer (Group)
discussion provided a social context for students to probe one another’s opinions and cooperate
closely with one another.

4. The Present Research

4.1 Research questions

The studies reviewed above have all examined various effects of talking on writing.
However, these studies all either studied the relationship at the stage of revision (albeit under
experimental conditions) or simply provided a descriptive analysis of the writing process without
concrete statistical proof supporting the use of the method in an L2 classroom and none of the
studies has ever accounted statistically for the differences of thinking patterns in L2 students
writing.
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Therefore, it is necessary to study the effect of peer(Group) discussion on students
writing through analysis of their written products at each stage of the writing process.
1. whether peer(Group) discussion is beneficial for L2 students, and if so, to what extent
and which aspects it helps, and
2. to what extent peer(Group) discussion is superior to the traditional way of teaching and
whether this is demonstrated in the students written products.

4. 2 Study design

The study participants included two intact classes of intermediate students at a Higher
Secondary School in Lahore, Pakistan, randomly chosen from six classes at the same level. One
of these was randomly designated the experimental group (EG) and the other the control group
(CQ). The experimental class had 22 students, of which two were male. The control class had 23
students, of which two were also male.

The study lasted for three successive weeks, with two periods of 50 minutes (one session)
each weeks For the first two periods (the first session), both classes were asked to write
spontaneously on the same topic; for the third and fourth periods (the second session),students
were asked to rewrite their original papers; and for the last two periods (the third session),students
re—wrote the papers for the second time - The key difference was that, in the third and the fifth
periods, the EG was taught using peer(Group) discussion but the CG was taught how to write
according to traditional methods. The activity that I used in the experimental class met the criteria
that Omiaggio (1986) suggests in designing composition assignments at advanced level (see
Appendix).

The topic given to the two groups was “What is your opinion about corporal punishment
in classroom?”“This topic was chosen from a list of possible topics that interested students, and
which had been suggested by a foreign teacher who had conducted a related survey.

4.3 The experimental group

In the first session, students were asked to individually write a first draft on the set topic
within 50 minutes (one period). In the second session, they talked about their drafts in the first
period. To inspire students about how to start a discussion, what to discuss, and the purposes of
each discussion activity each group was provided with a list of specific discussion questions on
content, organization and audiences Once students were engaged in the discussion, the researcher
circulated the class and joined each group for some time, listening, observing and giving some
suggestions, and in some cases asking questions related to their discussions or essays to help them
think in greater depth and more reasonably. When the group members had decided that their
discussions were finihed (about 30-40 minutes), they began to individually write their second
drafts.

At the beginning of the third session, the researcher directed the students to focus on
sentences diction and mistakes in gram mar, tense, and so forth. But it was also stressed that
changes in content were welcome during this sessions. The students’ papers also showed this
freedom —some students wrote final drafts featuring entirely different arguments from the first
twos. After a discussion of about 40 minutes, the students wrote their final drafts

4.4 The control group

For the control class, the researcher adopted the traditional way of teaching, that is, a
series of teacher—dominated lectures on specific points to be illustrated by two students’ papers
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as samples. Students in this class were required to write an essay on the same topic as that of the
experimental group.

After the first class, the researcher evaluated students’ essays and identified some major
problems in their writing. Then a typical essay was used as a sample to illustrate common weak
points for the next session. At the beginning of the second session, the researcher first distributed
copies of the sample without any corrections and a piece of paper on which were listed the same
questions as those given to the experimental class. Then the researcher explained the questions
and, an analysis of the sample, outlined the major problems in the students writing. During the
second session, the content, organization and audience of the sample essay were analyzed in the
first period. After analyzing the sample, the researcher asked the students to examine their own.
essays for similar flaws. For the next period, the researcher asked students to write their second
drafts with special attention to these three aspects (content organization and audience)

For the third session, the researcher selected another student essay for illustration, this
time a second draft that had typical problems in sentence structure, diction and gram mars After
analyzing the sample essay, students were asked to rewrite their papers again and hand in their
final drafts.

5. Findings and Discussion

5.1 Data collection

The total number of effective papers collected for this study was 105,which consisted of
three drafts each from 17 students in the EG and three drafts each from 18 students in the CG. Of
the 18 students from the control class, two students papers were randomly chosen as sample
writings and discussed by the teacher in class; these were excluded from the sample and
therefore, a total of 16 papers from the control group were assessed.

Two groups of data were collected during this study: (1) the mean scores of the first and
final drafts of both groups; (2) the number of the first and third drafts of both groups related to
specific aspects. For the first group of data, three experienced teachers of English writing were
asked to individually grade the first and third drafts using the departmental grading standards for
English 101, by assigning a number grade ranging from 1 (low) to 6 (high) to each paper. The
mean of the grades given by the three teachers was then collected. For the second group of data,
the researcher compared and contrasted the papers of the EG and CG in terms of the improvement
in the aspects of sense of readership, shift of thinking pattern, and content.

Students in the EG also completed a questionnaire and a close examination of the papers
of the EG was carried out at the end of the last session, both in order to gain some qualitative
insights into the teaching method.

5.2 Mean analysis
For the first group of data, mean analysis was used to analyze the raw scores (see Table 1).
Table 1. Mean of Draft 1 &3 of EG &CG

EG CG
Draft 1 3.44 3.34
Draft 3 4.65 425

In the light of Table 1, we may draw the conclusion that both kinds of instruction had an
effect on student achievement. The first set of data (3. 44-4. 65) shows that the experimental
group improved by 1.21. This number is significant as the whole scale of grading is 6. The second
set of data (3.34-4.25) shows that the traditional group also improved significantly —0. 91. From
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the third set of data (4. 65— 4.25), it may be concluded that peer(Group) discussions were more
effective than the traditional teaching methodology, because the students papers show a higher
net increase of 0.4 in the experimental group than the control group.

53 Specific differences between the EG and the CG

The researcher compiled a chart to show the differences between the EG and CG in three
aspects — readership, thinking pattern and contents.

As to readership, the researcher decided on two criteria: (1) whether the writer mentioned
or commented on the different opinions that readers might have, and (2) whether the tone of the
essay was friendly. If the writer gave consideration to different viewpoints and the article
sounded friendly, the article would be rated as reader-eased; otherwise, it would be rated as
after—eased. As to the thinking pattern adopted by the students in writing, the criterion was to
assess whether the development of the argument was linear, that is to say, whether the theme was
put forward at the beginning, followed by analysis of detail or concrete expansion. Essays
containing linear argument were regarded as following the most common English thinking
pattern; otherwise, articles were assumed to be retaining Pakistani thinking patterns. As to the
content aspect, the researcher set three sub-categories as criteria (1) purpose whether or not the
writer showed a strong sense of persuasion; (2) numbers of reasons (calculated repetitively, but
not in type) in Drafts 1 and 3; and (3) clarity of reasons given. Besides noting the number of
reasons, the researcher also probed the quality of the reasons, that is, whether or not the writer
presented the reasons in a logical manners. If the reasons were put forward logically, they were
regarded as clearly presented. To test the effect of different teaching methods, it was presupposed
that no students had developed reasons before each treatment (peer(Group) discussions,
traditional illustrated lecture) in order to find out how many students made improvement in
reasoning in Draft 3.

Table 2. Comparison of specific aspects in Draft 1 & 3 of EG and CG
Aspects EG CG
Draft 1 Draft 3 Draft 1 Draft 3
Readership Writer based 13/17 5/17 13/16 8/16
Reader based 4/17 12/17 3/16 8/16
Thinking pattern Pakistani 12/17 1/17 12/16 3/16
Western 5/17 16/17 4/16 13/16
Content Purpose 10/17 14/17 9/16 14/16
Reasons No. 22/17 38/17 18/16 39/16
Reason clarity 0/17 1717 0/16 12/16

In Draft 1, the two groups showed no significant differences in readership (Writer based:
EG s 13 vs. CG s13), thinking pattern (Chinese: EG s 12 vs. CG s 12),and content (purpose: EG S
10 vs. CG s 9; number of reasons: EG s 22 vs. CG s 18;reason clarity:0 vs. 0) These pairs of
figures confirmed the claim that the mean analysis reached: there was no significant difference
between the EG and CG before the treatment.

From the numbers derived from both group s Draft 3, an increase could be seen in the gap
of difference between the two groups in every assessed aspect. In the EG, 8 (12-4) students
improved on readership in Draft 3, while 5 (8) students in the CG did the same. Thus the EG
showed better improvement in realizing audience than did the CG. As for the thinking pattern
adopted, in the EG all but one student adopted the common western thinking pattern in Draft 3,in
contrast to only 13 of the 16 students in the CG. In terms of content, 5 more students in the EG
(1540) had a sense of purpose in their Draft 3;5 students in the CG (14-9) did the same. As to the
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number of reasons given in the essays, 16 more reasons (38-22) appeared in third drafts of the EG
and 11 more (39-18) in those of the CG which means that after treatment, 5 more reasons
appeared in the EG than in the CG. Ali the students of the EG further explained their reasons in
Draft 3 while only 12 of the 16 students of the CG did so, which means that 4 students in the CG
did nothing to improve the quality of their reasoning in their third drafts

The numbers listed in the chart serve to complement the results of the mean analysis: the
students of the EG did a better job of writing their essays in terms readership, suitability of
thinking pattern, and improved content than the CG. The CG made changes, too, but these
changes (whether global or local) were not as significant or positive as those made by the EG.

5.4 Examination of three sample papers from the EG

Since this study’s interest was in the recognizable changes in the EG before and after the
treatment the researcher decided to examine the EG students essays from Draft 1 and Draft 3.
Three papers each from the EG s Draft 1 and Draft 3 were selected randomly, to examine the
three aspects: content readership, and thinking pattern. The three student writers are designated
S1, S2, and S3 for the convenience of discussion

All three students made improvements in contention Draft 3 in comparison to their Draft
1. In Draft 1, S1 did not provide a definite opinion on the issue, and had no theme at all. In Draft
3, he provided three reasons to support his opinion, using with a clear organization: “Firstly,
physical punishment makes the students dull and drab” /“Secondly, physical punishment creates a
gulf between student and teacher” /“Thirdly, physical punishment hurts the self-respect of the
student.” He also elaborated the three points and gave full consideration to potential disagreement
in his readership. S2 did not give more reasons in his Draft 3, but he did further develop and
rearrange the original reasons given in Draft 1. He also changed his narrative Draft 1 into a
persuasive Draft 3 by identifying different opinions, such as “ students may start hating their
teachers in their future lives, but there are also chances that the situation may change in mature,
future life” (errors uncorrected). S3s final draft also showed significant revision, in that he shifted
from narrating his own experience to argument from a more objective angle.

On aspect of readership, all three students also made progress. In Draft 1, the three
writers all adopted a strong, or even unfriendly, tone, which could alienate some readers. For
instance, Ali used many words such as “absurd”, “lost their mind”, “irrational” to express his
strong disagreement with those who might have different opinions. He also used words and
sentences that closed the door to negotiation with others, such as “absolutely”, “always”, “Then
why do they waste their time and lives ‘and “How foolish they are! “Nevertheless, in Draft 3, this
strong attitude became milder and there were not so many coarse expressions. The tone of S3 s
Draft 1 was also quite strong, which could be seen obviously in the second arguing paragraph of
the three—paragraph essay. The paragraph consisted of nine complete sentences of which
“should” appeared in five and a “can t” in another, which made her essay sound more
commanding than persuasive. The writer did significantly improve her draft 3 by extending one
argument into three argumentative paragraphs; it was interesting that he did not use such words as
“should” and “can t” at all this time. While peer(Group) discussion may not solely explain the
progress this writer made, it cannot be denied that the writer paid more attention to tone and
readership and did not use strong words in her third draft.

All the three writers adopted Pakistani thinking patterns in Draft 1, that is, none of them
related to the theme directly; instead, they mentioned various points of views on the issue without
giving their own. Ali s introductory paragraph was as follows,
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S1: [ am asked about, what is your opinion about physical punishment in classroom? The
topic is of my interest because it is related to our current issue in Pakistan. But in my opinion, not
all questions need definite answers. As to this one, Il say to you — teachers are not mad, students
do not respect their teachers if they have no fear (errors uncorrected)

The first paragraph of S2s Draft 1 read:

S2: Writing about physical punishment, it is a good topic. I think rests of my class fellows
have different views on it. I am neutral about this idea. I think it not only has advantages but has
disadvantages. (Errors uncorrected)

S3s Draft 1 began this way:

S3: Nowadays in many schools this is a popular subject. There is discussion on whether the
students be given physical punishment or not. Different peoples have different points. (Errors
uncorrected)

It was good to see that each of the three improved his first paragraph in Draft 3 by stating
his own ideas on the issues Ali’s new first paragraph read: What is your opinion about corporal
punishment in classroom? I think it depends upon the situation but the teachers must not use
physical punishment for students.

S2 began his essay in Draft 3 this way: keeping in view my topic I think teachers should
not give physical punishment to students. I strongly support my opinion that I have said here. The
teachers have so many ways to teach the students besides giving them physical punishment.

Although the paragraph contained a sentence redundant in meaning (“/ strongly support
my opinion that I have said here”), and an unclear meaning, it had one advantage over that in
Draft 1, —at least it contained the writer’s viewpoint on the issue to be discussed. S3 made a
more evident improvement:

What is your opinion about corporal punishment in classrooms? I think it is not good,
because we already have abilities to deal with things by ourselves, punishment can deviate us.

The writer invited the reader directly into the essay by addressing the reader as “you” and
by answering his own question he provided her own idea on the issues.

5.5 Questionnaire

Both comparison of the papers from the EG and CG and close examination of the
samples from the EG show that the EG achieved better results than the CG. However, this rL.2ects
only the evaluators opinion; how did the students who participated in the experiment respond to
peer(Group) discussion? Taking student responses to the method into account can only make the
study s conclusion more convincing. At the end of the experiment, 19 responses to the
questionnaire were received from the EG.

An overwhelming majority of students held a positive attitude towards peer(Group)
discussion. When asked whether they preferred a writing class with or without peer(Group)
discussion, 13 students preferred peer(Group) discussion; three liked a combination of the two
methods, and the remaining three preferred a traditional teaching method. The three students who
held negative attitudes toward peer(Group) discussion seemed to share the same notion about
writing. They thought that a good piece of writing should be devoid of grammatical mistakes, and
the main assignment of both teachers and students in a writing class is to correct those mistakes
and present a completely mistake-4-ree draft. Yet, they also admitted the improvement they had
made in their third drafts. Moreover, all three reported that they were curious and eager to share
their ideas with other group members
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The other three students who preferred a combined teaching methodology all claimed that
they had benefited greatly from peer(Group) discussions. They also admitted that their writing
had improved in content organization, and so on

The questionnaire shows that students felt motivated and interested in engaging in the
process of oral communication (17 of 19), which in turn helped their written communication. (All
of the 19 students admitted that peer(Group) discussion helped improve several aspects of their
writing.)

6. Implications for Teaching

The findings of this study suggest that the students benefited from peer(Group)
discussion: they were more aware of their readers and focused more on the holistic content of
their papers rather than the specific grammatical mistakes on the sentence or word level. Besides,
peer(Group) discussion was of special significance for Pakistani students in helping them shift to
a thinking pattern more commonly acceptable to English speakers.

This study proves that peer(Group) discussion can be used as a productive method in the
L2 writing of students with and without learning difficulties(LD) classroom, as it can help
students solve many problems they encounter in the process of writing. The results of the study
effectively dispel the misgivings of teachers who stick to traditional teaching methods and regard
themselves as the sole authorities able to evaluate students papers, as well as those who think that
students do not have the ability to help one another improve their writing products, whether on
the general effect of the essay or on specific, sentence and word level problems such as gram mar
and syntax.

All in all, peer(Group) discussion can improve the writers processing of writing —
prewriting, writing and revision —and help the student at each stage, by changing what is
unconscious to what is conscious and what is intangible to what is tangible. Through peer(Group)
discussion, writing becomes teachable and learnable and students come to understand their own
writing processes. Therefore, peer(Group) discussion can be effectively incorporated into any
program of writing instruction.
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Appendix
Criteria Used in Designing Composition Assignments at the Advanced Level
1. Is the assignment realistic? Will the composition assignment ask students to do something similar to what

they would have to do in the real world outside of the classroom? Is the writing assignment a “natural” use of
writing? Does it pertain some consideration of mode (description, narration, exposition, argumentation), aim
(expressive, persuasive, literary), and function (transactional, expressive, poetic)?

2. Is the assignment appropriate? Is the composition topic geared to the students’ interests, ages, educational
and cultural backgrounds, and other student factors?
3. Is the assignment understandable? For students at the Advanced Level, the assignment should not involve too

much listening or reading prior to writing, especially if done in class, unless the integration of several skills is

the purpose of the activity. The assignment should not be so complicated that students have difficulty

understanding what they are to do before they begin to write.

4. Is the assignment personal? Jacobs et al. do not suggest that all writing assignments include personal data, but
they do say that the topic should be familiar to students and that students should be invited to give their own
perception of it. The assignment should be motivation, since “an unmotivated communicator is a poor source
of information”.

5. Is the assignment feasible? The amount of time the assignment will take arid the level of complication of the
writing assignment should be congruent with the characteristics of student writers with and without learning
difficulties at the Advanced Level.

Is the assignment reliable? The composition assignment and/or test should elicit a representative sample of
student writing. Different compositions should tap different modes of expression, so that student writers are not limited
to simple narration or description, but are also practicing Superior-4evel skills (hypothesizing, supporting opinion,
writing expressively, and the like) in preparation for moving to that level as their skills develop.
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