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ABSTRACT
The Role of Informal Learning

in the Development of Teacher Attitudes Towards Students

This study explores the development of primary school teachers’ attitudes towards
students in the informal learning processes. The study aims to understand the
influence of certain school components that are considered to be influential in
informal learning on the teachers’ development of democratic attitudes towards
students. The data was collected through semi-structured interviews with 20 primary
school teachers who taught at different schools in Kadikdy, Istanbul during the 2013-
2014 academic year. The teachers who were interviewed for the study were selected
through the ‘Democratic Attitude Scale’ that was administered to the primary school
teachers who taught fourth grade in Kadikdy during the 2012-2013 academic year.
10 teachers who ranked the highest and 10 teachers who ranked the lowest on the
scale were selected for interviewing.

Findings suggest that the school administration, colleagues and teachers’
classroom experiences with students influence the development of democratic
teacher attitudes towards students. When the school administration puts pressure on
the teachers or uses reasonable or unacceptable attitudes towards students, this has an
effect on teacher attitudes. Likewise, teachers adapt their own attitudes based on the
attitudes of their colleagues, which they defined as positive or negative. At times this
takes the form of teachers putting the advice of their colleagues into action. Teachers
also develop democratic attitudes towards students based on their experiences in the
classroom. This is particularly the case for the teachers who scored high on the

Democratic Attitude Scale.



OZET

Ogrencilere Yonelik Ogretmen Tutumlarmin Olusumunda
Enformal Ogrenmenin Rolii

Bu ¢aligma sinif 6gretmenlerinin 6grencilere yonelik tutumlarinin enformal 6grenme
stireclerinde nasil gelistigini incelemektedir. Amag enformal 6grenmede etkili oldugu
diistiniilen okul bilesenlerinin 6gretmenlerin 6grencilere yonelik demokratik
tutumlari iizerindeki etkisini anlamaktir.Calismanin verileri Istanbul Kadikoy’de
sinif 6gretmenligi yapan 20 dgretmenle 2013-2014 Egitim Ogretim yilinda yapilan
yar1 yapilandirilmis goriismeler sonucunda toplanmistir. Gorligme yapilan
ogretmenler, 2012-2013 egitim dgretim yilinda Kadikdy’de gorev yapan dordiincii
sinif gretmenlerine Demokratik Tutum Olgegi’nin uygulanmasi sonucunda
belirlenmistir. Olgekten en yiiksek puani alan 10 6gretmen ve en diisiik puani alan 10
Ogretmen goriisme icin se¢ilmigtir.

Arastirma sonuglari, okul yonetiminin, meslektaslarin ve siifta 6grencilerle
yasanan deneyimlerin 6gretmenlerin 6grencilere yonelik demokratik tutum
gelistirmesinde etkisini gdstermektedir. Okul yonetiminin 6gretmenlere baski
uyguladig1 durumda ya da 6grencilere yonelik kabul edilebilir ya da kabul edilemez
tutumlar sergilemesi 6gretmenlerin tutumlarini etkilemektedir. Meslektaslarin da
ogrencilere yonelik olumlu ya da olumsuz olarak niteledikleri tutumlarini1 goz 6niine
alarak 0gretmenler 6grencilerine yonelik tutumlarinda degisiklige gitmektedirler.
Kimi zaman bu durum meslektaslardan alinan dogrudan tavsiyelerin uygulanmasi
seklinde gergeklesmektedir. Ogretmenler smifta yasadiklar1 deneyimlerle dgrencilere
yonelik demokratik tutumlarin gelistirme yoluna gitmektedir. Ozellikle demokratik

tutum 6l¢eginde yiiksek puan alan 6gretmenler agisindan bu durum gecerlidir.
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CHAPTER 1

INTRODUCTION

Informal learning has been one of the key concepts in the literature on the learning
practices. When the concept of “informal learning” is used in the workplace context,
it is usually perceived in relation with the role of the “workplace learning” in
increasing the job quality and performance (Garrick, 1998; Colley et al., 2003;
Straka, 2004; Hodkinson&Hodkinson, 2005; Jurasaite-Harbison, 2009).
Consequently, “informal workplace learning” often refers to the embedded character
of the learning of individual at work.

The research that examines teachers’ informal learning at work has increased
in the last twenty years. Although the learning process of teachers at school is mostly
associated with in-service teacher training, there is evidence that the formal in-
service training experiences influence the teachers partially (Jurasaite-Harbison &
Rex, 2010). A number of studies look into how teachers learn informally in the work
processes (Hodkinson&Hodkinson, 2005; Hoekstra et al., 2009; Meirink et al., 2009;
Jurasaite-Harbison&Rex, 2010). These studies consider various dimensions of the
relationship between informal learning, the improvement of the learning process and
the change in teaching quality.

Informal learning is to be understood as learning from experience that does
not necessarily happen during formal learning interactions in the workplace but also
includes learning during daily activities at work, home or anywhere else (Eraut,
2004; Straka, 2004). According to Eraut (2004), informal learning interactions are
characterized by “implicit, unintended, opportunistic and unstructured learning and

the absence of a teacher” (p.250).



The concepts that are often associated with teachers’ informal learning in
school settings are “individual teacher learning”, “the school as a context for
learning” and “workplace learning” (Hoekstra et al., 2009, p. 277). The research on
teachers’ informal workplace learning focuses on how teachers learn informally in
school settings, providing examples of their learning through interactions with their
colleagues and students that are not pre-planned (Lohman, 2000;
Hodkinson&Hodkinson, 2005; Hoekstra et al., 2009). Eraut (2004) maintains that the
workplace context provides new opportunities to understand learning “because it
encompasses a wide range of more or less structured environments, which are only
rarely structured with learning mind.” (p.247). The workplace interactions of
teachers include their interactions with their students and the attitude they adopt in
these interactions. In the hierarchical organizational structure of the school, students
consider adults in the school as “the source of authority” (p. 105), providing them
with due power and responsibility (Yariv, 2010). According to Pellegrino (2010), the
authority attributed to the teachers by the students is a main characteristic of the
teacher-student relationship since this relationship is not between peers but between
teachers as responsible adults and their students. Teachers’ attitudes in their
interactions with their students can be placed on the different ends of the democratic
continuum, identified by higher and lower degrees of democratic attitudes.

According to Pepper and Henry (1985), democratic teacher attitudes are
constituted by “mutual respect”, “shared responsibility”” and “shared decision-
making” between teachers and students (p.265). For Basu and Barton (2010), “the

shared authority” is another significant characteristic of democratic teaching

interactions (p.83).



Considering the relationship between teachers’ informal learning practices
and their attitudes towards their students, one important question that emerges is how
teachers develop democratic attitudes towards students through their informal
learning experiences at school. The aim of this study is to analyze the role of
teachers’ informal learning experiences at schools in the development of attitudes
towards their students that can be placed on the different ends of the democratic
attitude continuum, identified by higher and lower degrees of democratic attitudes.
1.1 Research question
The overall research question of this study is:

What is the role of informal learning in the development of teacher attitudes towards
students in Turkey? And what are the factors that contribute to it?

Within this overall research question, the study explores the following more
specific question:

What are the factors in informal workplace learning of teachers that influence the
development democratic teacher attitudes towards students?

1.2 Significance of the study

This study contributes to the literature by exploring, first, the role of informal
learning in the development of teacher attitudes towards students in Istanbul. It also
sheds light on how democratic teacher attitudes emerge in association with informal
learning practices, on which very little known. Eventhough, the studies on informal
learning has increased considerably within the last two decades, none of these studies
focus on how exactly the workplace learning influences teachers’ attitudes towards
students. The role of informal workplace learning in the development of democratic
teacher attitudes towards students has not been previously studied in Turkey. The

findings and insights of the study may help teacher practitioners and trainers better
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understand how informal learning at schools influences teacher attitudes. These
findings and insights have the potential to contribute to the formation of more
democratic attitudes among teachers by identifying the relations, practices and
contexts in school settings that facilitate the development of attitudes that can are

characterized by a higher degree of democratic attributes.



CHAPTER 2

LITERATURE REVIEW

This chapter first presents the existing literature on the definitions of informal
learning, the evolution of informal learning in the field of educational studies and
main concepts that are used in the discussions on informal learning. The chapter then
discusses informal learning in the workplace in general and in schools specifically
for teachers. This is followed by the discussion of studies of school contexts and
teacher attitudes. Finally, the studies on democratic teacher attitudes are presented.
2.1 Informal learning

Informal learning is a term that appears in the literature quite often. Eraut et al.
(2000) defines informal learning ““as learning that comes closer to the informal end
than the formal end of a continuum” (p.250). Eraut (2004) classifies informal
learning as “implicit learning”, “reactive learning” and “deliberative learning” (p.
250). According to Eraut’s classification, the subject learns accidentally and does not
know what is learned during implicit learning. Reactive learning happens during the
time of action and it is voluntarily. Deliberative learning, on the other hand, has a
more particular aim and time such as “discussion and review of past actions,
communications, events, experiences”, and “engagement in decision making,
problem solving, and planned informal learning” (Eraut, 2004, p.250). Eraut (2004)
also states that informal learning has provided a new perspective in adult learning by
pointing to its adjustable, collective and personal characteristics. In Eraut’s
conceptualization of informal learning, the focus is placed on the interaction of the

social and the individual since informal learning is considered to take into account



both “the social significance of learning from other people” and “individual agency”
in interpreting this learning (2004, p.247).

Informal learning has various definitions in the literature. Marsick and
Watkins (1990) emphasize incidental dimension by defining informal and incidental
learning as “learning outside of formally structured, institutionally sponsored,
classroom-based activities” (p. 6-7). They point out that in such non-routine settings,
informal and incidental learning occurs because people do not consider themselves
obliged to act according to the practices and procedures they normally use in
formally structured activities. According to Marsick and Watkins (1990) such
learning can be implicit or unconscious which can later lead people to re-examine the
learning situation and their interpretations of it.

Similarly, Livingstone (2001) defines informal learning as “any activity
involving the pursuit of understanding, knowledge or skill which occurs without the
presence of externally imposed curricular criteria” (p. 4). According to Livingstone,
informal learning can take place in any setting that is outside of the pre-determined
curricula of educational settings and can be undertaken by groups or individuals.
Likewise, Straka’s definition of informal learning (2004), points out that it is not
framed with learning objectives, learning processes or intentional learning support.
Furthermore, Straka (2004) specifies different contexts where informal learning takes
place, defining it as “learning resulting from daily life activities related to work,
family, or leisure” (p. 9).

The concept of informal learning in the literature has evolved throughout the
history of educational studies. According to Colley et al. (2003), there are five phases

of informal learning. They note that the term ‘non-formal” was used first time in a



UNESCO' report in 1947. They classify the phases as years: 1947-1958, the 1970s,
the 1980s, the 1990s, and lastly the turn of the millennium. Colley et al. (2003) state
as “the first wave of efforts to develop non-formal education were underpinned by
‘modernization’ theories, resting on a social-democratic, reformist ideology and

Keynesian'*!

economic principles” (p. 10).

Colley et al. (2003) identify two aims for the first wave of non-formal
education initiatives, which include increasing economic profits in the countries of
the North and increasing democratization in the world. They emphasize that the first
wave perceived the Southern populations as lacking knowledge and skills and
considered the rural lifestyle of Southern populations as a hindrance to social and
economic development. Regarding the first wave of non-formal education as
characterized by the modernization theory, Colley et al. (2003) assert that
modernization theory failed to provide harmony and more equal relations between
the North and the South.

According to Colley et al. (2003), in the second phase in the 1970s, non-formal
education turned into non-formal learning. They consider this development as a
response to the failure of the theory of modernization and pro-capitalist and pro-
Northern regimes associated with it. Colley et al. (2003) note that the second phase
of informal learning is characterized by radical social-democratic models such as

Freire’s radical learning movement’. Straka (2004, p.4) identifies two significant

aspects of the second phase which includes (1) the radical social democratic

'UNESCO: United Nations Educational, Scientific and Cultural Organisation. It was founded on 16 November
1945. UNESCO has 195 members and 8 Associate Members.

2 “Keynes further asserted that free markets have no self-balancing mechanisms that lead to full employment.
Keynesian economists justify government intervention through public policies that aim to achieve full
employment and price stability.” (Jahan, S. et al., 2014, p. 53)

3 “Freire’s philosophy thoroughly informs peace education pedagogy and practice. His complicated concept of
conscientization provides the foundation of peace education’s hope for a link between education and social
transformation. His insistence on dialogue and his discussions of egalitarian teacher-student relations provide the
basis for peace education pedagogy.” (Bartlett, 2008, p. 5)
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approaches of non-formal education that started in the South and gained popularity in
the North through social movements such as feminism, anti-racism and the working
class movement and (2) socio-cultural theories of learning that considered non-
formal and informal learning as emancipatory because learners are considered as
having an increased control over their own learning outside of formal educative
settings.

Colley et al. (2003) state that in the 1980s, economic policies turned to free-
market economics, and as a result of this economic policy shift mass unemployment
took place in the countries of the North, the learning opportunities were privatized
and traditional forms of apprenticeship ended, resulting in the formalization of
previously non-formal ways of learning skills.

Colley et al. (2003) identify the fourth phase in the 1990s as a postmodern
space for non-formal learning. They note that feminism, environmentalism, ethno-
culturalism and similar movements have gained popularity. Finally, the last phase
identified by Colley et al. (2003) is the turn of the millennium. They identified non-
formal learning and participatory approaches as key themes in this phase as “research
and practitioner interest in ‘non-formal learning’ as a category may, in some cases at
least, reflect dissatisfaction with the separation of formal and informal categories for
learning, and a desire to grasp their actual interpretation” (p.13).

In relation to the fifth phase of non-formal learning, Straka (2004, p.5) point
to the connection between non-formal and lifelong learning, which was promoted at
the European level in the millennium. Straka maintains that the object of the
European policies is to promote informal and non-formal learning and also to check
their consequences. According to him, the European Commission’s policy target two

main issues: “the need for increased social cohesion and engagement and the need to
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improve economic competitiveness by increasing skills and employability of workers
through better education and training.”(Straka, 2004, p.5). He concludes that the
European Commission’s non-formal and informal learning policies and objectives
overwhelmingly concern the workplace.

The abovementioned discussion on the phases of informal learning in the
history of educational studies shows the evolution of the concept from non-formal
education into informal learning and the social and economic objectives associated
with it. Recent discussions in informal learning studies do not only focus on the
abovementioned socio-economic goals but also on the external and social aspects of
learning. These studies identify the social aspect of individual learning as a key
element of informal learning (Eraut, 2004; Straka, 2004; Hodkinson et al., 2008).
Eraut (2004) takes into account the social aspect of learning when he classifies
informal learning as “learning from others” (p. 254) and “learning from experience”
(p. 247). Hodkinson et al. (2008) note that it is crucial to recognize how social
practices influence learning and one needs to understand the dynamics of the
learning culture. Hodkinson et al. (2008)state that “a cultural theory of learning has
to address the ways in which an individual learner learns through participation in
many different situations, both simultaneously and successively” (p. 40).

Similarly, Straka’s learning concept consists of external and internal
conditions (2004). Straka identifies external conditions as other persons such as
superiors, colleagues, tasks, requirements, technical equipment, teaching objectives,
organizational objectives and social norms. Internal conditions for Straka are
knowledge, skills, abilities, motivations, emotions and dispositions. In line with
Hodkinson et al. (2008), Straka points to the intrinsic link between external

conditions and social and cultural aspects.
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This section has introduced different definitions of informal learning and
presented the evolution of the concept in the field of education and recent studies that
point to the interaction between social and individual aspects in informal learning.
Next is the discussion of studies that explore informal learning at the workplace.

2.2 Informal workplace learning

The workplace context has been an integral part of informal learning. The studies on
informal learning at the workplace seem to focus on the social and cultural aspects of
informal learning and the role of daily experiences and spontaneous interactions in
informal learning (Billett, 2001; Jurasaite-Harbison, 2009; Hoekstra et al., 2009).
Billett (2001) considers learning in working life as a result of daily thinking and
performing determined by the work practices of participants. Jurasaite-Harbison
(2009) identifies workplace learning as “a cultural practice that is deeply imbedded
in everyday professional practice” (p.301). Ellstrom (2001) points to the relation of
individual learning to organizational learning whereby changes in organizational
practices such as procedures and structures take place through individual learning.
Hoekstra et al. (2009) points to the unstructured and spontaneous aspects of informal
learning at the workplace, which would defy the application of standards to learning.
Similarly, Eraut (2004) notes that informal learning at work “brings new perspectives
to research on learning because it encompasses a wide range of more or less
structured environments, which are only rarely structured with learning in mind” (p.
247).

Because workplace learning processes are complex, it is useful to identify the
main elements in these processes. Billett (2001) classifies factors that influence how

and what individuals learn in workplace as follows:
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These qualities comprise: (i) the types of activities individuals engage in
(i.e. routine-non-routine); (ii) the direct and indirect guidance (proximal-
distal) accessible in the practice; (iii) access to and standing in the
community of work practice (peripheral to fuller participation); (iv)
duration of participation; and (v) how the activities relate to individuals’
existing knowledge base (including their interest). (p. 20)
Billett (2001) discusses not only the individual learning at the workplace but also the
choices that the individual makes in this process. Although the employers and
administrators may provide an environment that would create opportunities for
informal learning, there is a degree to which individuals choose to join these work
practices. Thus Billett (2001) emphasizes that “there is an interdependence between
the social practice and the individual acting in that social practice” (p.20). Likewise,
Eraut (2004) points to the social aspect in informal workplace learning and identifies
two factors influencing learning at work: “the organization and allocation of work”
and “relationships and the social climate of the workplace” (p.270).

Similarly, Hodkinson and Hodkinson (2005) explore the relationship between
workplace practices and the individual’s involvement in these practices. They note
that each workplace has different practices that would influence informal workplace
learning differently and each employee has different interpretations of and attitudes
towards these practices. In relation to the effects of workplace practices on the job-
related practices of employees, Billett (2002) states that the workplace may provide
opportunities for workers to improve their job-related practices by involving them in
significant vocational practices and decisions.

There are several studies on workplace learning for professionals including
newly appointed managers (Eraut, 2004), nurses, graduate engineers, trainee-

chartered accountants (Eraut, 2007), process operators in an aluminum plant, shop

workers in a retail store, programmers in an advanced IT consultancy firm, tax
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officers in a municipal tax office (Skule, 2004), bank workers (van Woerkom et.al
2002) and newly qualified or experienced teachers (Williams, 2003; Hoekstra et.al.,
2009). After the above discussion of the main aspects of informal workplace
learning, the next section will present the studies on informal workplace learning of
teachers.

2.3 Informal workplace learning of teachers

Since the importance of the workplace learning has been recognized, the informal
workplace learning has been the focus of in-depth studies in the educational
literature. Teachers’ workplace learning is one of the major issues in the educational
literature. In particular, informal aspects of teachers’ learning received attention by
educational and workplace researchers (Hodkinson et al., 2008; Hoekstra et al.,
2009; Meirink et al., 2009; McNally & Reid, 2009). Similar to the studies in informal
workplace learning discussed in the previous section, Hodkinson et al. (2008) and
Mcnally and Reid (2009) point to the interaction between the social and the
individual in informal workplace learning of teachers. Hodkinson et al. (2008) note
that we need to understand how the past, e.g. life history and previous experiences,
powerfully influence current learning. McNally and Reid (2009) emphasize the
social environment in the schools and call attention to the wide range of work
relationships in the school.

As for the in-depth studies that look into workplace learning of teachers,
Hoekstra et al. (2009) aim to explore how perceptions of the teachershave on the
conditions of the workplace for learning are connected with their informal workplace
learning actions and results. They examine the context of the reform that was

introduced in the Netherlands. Their sample consists of two upper grade institutions
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of secondary education and two teachers from each school, one reform oriented and
one no reform-oriented teacher.

Hoekstra et al. (2009) classify the learning activities of these four teachers
into four major category: “Learning by experimenting, learning by considering own
teaching practice, learning by getting ideas from others” and finally “learning by
doing” (p.278). They also identify five recurring conditions in teachers’ informal
workplace learning as “Teacher autonomy, teacher collaboration, reflective dialogue,
receiving feedback, experience of shared norms and responsibility within the school”
(p. 280)

Hoekstra et al. (2009) conclude that the conditions for informal workplace
learning for teachers are shaped both by the conditions and resources in the school
and teachers’ own agency in interpreting their work and benefitting from the existing
conditions. Pointing to the relationship between the workplace conditions for
informal learning and teachers’ interpretations of them, this study points to the
significance of the role of workplace conditions, practices and interactions in
teachers’ informal workplace learning.

Another study that explores informal learning of teachers at schools looks
into how teachers’ informal learning is shaped by their interactions with their
colleagues (Meirink et al., 2009). This study has a sample of thirty-four experienced
teachers who participate in the study in five groups. The study uses pre-post
questionnaires and a digital log filled in six times during the school year that asks the
teachers to evaluate situations that they could encounter in the school. The
categories of the questionnaire are derived from the literature and identified as
“doing, experimenting, reflecting, learning from others without interaction, learning

from others with interaction” (Meirink et al., 2009, p.210). The findings from both
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instruments suggest that participants learn from their individual consideration and
interaction with colleagues during challenging positions. The results of the
questionnaire reveal that teachers feel supported to discuss issues related with their
work with their colleagues. However, the results of the digital log show that
participants learn from observation and listening to their colleagues during
problematic situations (Meirink et al., 2009). The findings of this study are useful in
identifying different methods such as reflection, consulting colleagues about work-
related issues, observing and listening to colleague that teachers use in informal
learning at school.

Another significant study that explores informal workplace learning of
teachers focuses on first year teachers in England. Williams (2003) examines the
informal characteristics of the new teachers’ learning. She explains that all new
teachers have to complete an induction year according to the law in to get their
qualified teacher status in England. The first year requirements for professional
developments consists of the processes that are “reduction of teaching load”, “regular

% ¢¢

meetings with a named induction tutor”, “an individualized program of support and
monitoring”, “half-termly observations of their teaching”, “a termly assessment
meeting”, and “a job description in which the demands are ‘reasonable’” (Williams,
2003, p.208). Based on an analysis of interviews with the new teachers, tutors, and
school heads, the study finds that first year teachers learn through “implicit”,
“reactive”, and “deliberative” learning. The study identifies reactive learning as a
key category for first year of teachers’ because it is spontaneous and unplanned,
arising from the collaborative activities at the schools:

Structural collaboration referred to collaborative activity arising from

organizational procedures either related directly to the requirements of
the new mandatory arrangements, or to conscious school-level decisions
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about ways of working... More significant was the nature of this
collaboration, with its emphasis upon the informal, the unplanned and the
opportunist providing further support for the recognition of the non-
formal in the first year of teaching. (Williams, 2003, p.214)
Hodkinson and Hodkinson (2005) also examine the workplace learning in English
schools, focusing on secondary school teachers. The study consist of case studies in
two English secondary schools conducted between 2000 and 2003.The authors
classify teachers’ learning as “individual” such as “actions, reactions, interactions
and activities in the classroom, and in anticipation of approaching situations”
(p.115). They also note that learning has a “collaborative” character such as
“conservation and discussion, observing and taking an interest in what others do, and
joint activity” (p.116). The study shows that “individual learning” and “collaborative
learning” have informal characteristics and are both adopted in teachers’ informal
workplace learning.

Studies into teachers’ informal workplace learning have been conducted in
Northern American settings as well. Collinson and Cook’s (2003) study looks into
the interaction between personal and organizational learning and the school
background in the US American context. Their study is carried out in three middle
schools that need to increase their academic performance according to state rules that
volunteer to participate in the project. In each school, 10 teachers participate in the
study, which uses a pre-interview survey, a semi-structured interview, and a post-
interview survey. The findings show that that participants consider factors such as
equality, mutuality, subjective motivation, and reciprocal learning from each other
significant in their workplace learning.

Another study aiming to understand teachers’ workplace professional

learning in the US context was carried out by Jurasaite-Harbison (2009). Data in this
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study is gathered at three different schools Lithuania and the USA. The researcher
carries out observations to understand how the research participants engage in social
interactions in school. The study compares the quality of the Lithuania and USA
schools with each other because of its effects on teachers’ learning. In addition these,
semi-structured interviews and reflective journals from the participants are used in
the study. The findings suggest that informal learning opportunities at all schools are
influenced by administration, professional relationships, and the teachers’
individual positions. The role of leadership in teachers’ informal learning is
elaborated upon as an important factor in this study as
Administrative arrangements in the schools reflected contrasting
leadership approaches and, thus, provided different opportunities for
teachers’ professional growth ranging from close supervision and
judgment (the Russian school), to accommodating teachers’ professional
needs (the US school), to empowering teachers to take responsibility for
their work quality and professional growth (the Lithuanian school).
(2009, p.318)
Another study from a Northern American setting that looked into different factors in
informal learning of teachers is Smaller’s (2005) study on the Canadian Teacher
Learning Research Project which aims to explore the way teachers at elementary and
secondary schools in Canada understand themselves and each other as informal
learners. The research used a national survey, teachers’ weekly diaries and a limited
number of in-depth interviews between 1998 and 2001. The findings show that 60 %
of the respondents of the survey think that informal learning come true with
teamwork/communication skills, teaching a particular grade/subject, classroom
management, student problems, and keeping up with new teaching-related
knowledge” (2005, p.8). Based on the analysis of teacher diaries, Smaller (2005)

states that informal learning of teachers takes place not only in school settings but

also in home settings. Based on the result of the study the most significant source of
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learning is the interaction with colleagues. This comprehensive study provides
significant findings about how teachers learn informally about their work both in
school and everyday life settings.

Different from the Canadian study discussed above, Lohman (2003) only
focuses on work situations to understand which situations improvethe participation
of public school teachers in informal. The study used interviews and site visits to 22
public school teachers for data collection. The study shows that “new teaching tasks”
(p.46), “new leadership roles” (p.48) as mentoring teachers or serving on school and
district-wide committees, and “adherence to policies and procedures” (p.49) aroused
engagement in informal learning. Other work situations that triggered teachers’
participation in informal learning are listed as referring to new textbooks and
professional literature and correspondence with teachers at other schools. The study
notes that some personal characteristics such as “initiative, self-efficacy,
commitment to life-long learning, and interest in their content area” play a role in
teachers’ informal learning” (Lohman, 2003, p.50).

As the discussion of the studies into teachers’ informal workplace learning
suggest, there are external and internal conditions that effect teachers’ informal
learning in the workplace. Colleagues in the workplace emerge as important external
learning sources for teachers (Smaller, 2005; Hoekstra et al., 2009; Meirink et al.,
2009). This is followed by the school leadership, school context, regulatory
frameworks at the school, national policy level (Hodkinson and Hodkinson, 2005;
Jurasaite-Harbison, 2009) and the interaction with students (Smaller, 2005) which
are among significant external sources for teachers’ informal workplace learning.
The internal sources that are influential in teachers’ informal workplace learning can

be summarized as their subjective motivation (Collinson & Cook, 2003), teachers’
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own stances on the policies and informal learning (Jurasaite & Harbison, 2009),
teachers’ communication skills and attempts to communicate with colleagues and
keep up with new developments in their subject area (Smaller, 2005) and teachers’
own interest in the subject area and lifelong learning (Lohman, 2003).

After the discussion of studies that looked into different external and internal
factors in teachers’ informal workplace learning, the next section will present studies
on teachers’ attitudes towards students. The aim of this study is to explore the role of
informal workplace learning in teachers’ attitudes towards students and the
relationship between this learning and the degree of democratic teacher attitudes.
Thus the next section will first discuss teacher attitudes to students in general and
then focus on democratic teacher attitudes towards students.

2.4 Teacher attitudes

Attitude is defined by Inceoglu (2010) as an emotional and behavioral reaction of an
individual to a social issue or an event based on his/her experience, knowledge,
emotion and impetus. This definition implies that teacher attitudes emerge during the
teaching experience. According to Adalsteinsdottir (2004), teacher perceptions,
behaviors and practices are important classroom factors that affect the learning
environment. The attitudes of teachers towards students can be classified under a
range of subgroups such as democratic, authoritarian, traditional and modern, but this
study will focus on the democratic attitudes of teachers towards their students.
Relationships between teachers and students in the classroom are managed with rules
and procedures called “classroom management”. According to Jones and Jones
(2013), classroom management involves everything that the teachers are required to
do to encourage student participation and cooperation in the classroom activities.

They emphasize that except the notion of student discipline, classroom management
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includes all the things that teachers must do to foster student involvement and
cooperation in classroom activities. According to Jones and Jones (2013), effective
classroom management includes factors such as:
Creating classroom environments in which all students feel safe and
valued... inexorably connected to effective instruction... methods that
enhance students’ sense of ownership, responsibility, and personal
efficacy... methods that help students develop new behavioral skills...
requiring teachers to thoughtfully consider their goals for students as well
as their own values and beliefs about working with students... thoughtful
planning and focused professional growth... collaboration between
educators with different roles within the school. (pp.5-6)
Additionally, Allen (2010) claims that effective teaching entails more than
controlling student’sbehavior. He emphasizes that teachers should establish
supporting learning environments, a constructive learning community and forceful
and effective teaching strategies. Similarly, Ratcliff et al. (2010) note that teachers
interact with their students not only instructionally but also socially. They point to
the complex structure of classrooms and note thatthe leadership abilities of teachers
extensively affect the quality of interactions in the classroom such as those between
teachers and students and among the students themselves. Hayes et al. (2007) points
to teachers’ language and verbal expressions as a key factor to reach positive
outcomes in the classroom.

The abovementioned studies on classroom management focus on the ways
through which teachers can establish supportive learning environments that help
students feel valued and enhance their participation in the rules and procedures that
influence their learning and well-being. There are a number of studies on classroom
management that tackle the question of how such supportive and participatory

classrooms can be created in the hierarchical organizational structures of schools.

Yariv (2009) points out that students recognize the school as a hierarchical
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organization and the adults as “the source of authority” and children must accept
adults’ rules, and state that “Teachers’ authority has its own boundaries- it is
governed by legislation, governmental rules, schools’ norms and also by the
boundaries their principal, colleagues and pupils set for them.” (p.95)

Pace and Hemmings (2007) also considers authority as a necessary factor
since it is formed by interactions between teachers and students. Pace and Hemmings
(2007) identify three types of authority as“traditional”, “charismatic”, and “legal-
rational authority” (p.6) based on Weber and Durkheim. Traditional authority is
related to “the ruling position” (p.6). People who are accepted as an authority figure
transfer traditions through their directions and adherence. Charismatic authority
occurs when individuals can influence their environment intensely and gain
uncommonly high prestige. For example, charismatic teachers influence students
with their desire to teach and engage the students in the teaching-learning activity.
The legitimacy of charismatic teachers is determined by whether their ability
satisfies student expectations or not. Legal-rational authority is also named
bureaucratic authority. It is determined by rules and policies that are based on
rational values. Bureaucratic teachers can be seen as enacting “the role of a boss in
the workplace of the classroom” (p.6).

Pellegrino (2010) notes that teacher authority is a significant part of teacher
and student relationships and should not be considered as preventing respect and
friendly interactions between students and teachers:

Authority may relate to the relationship between the teacher and students
in terms of obedience to classroom rules and behavioral expectations. It
does not preclude a friendly relationship between teachers and students.

In fact, effective classroom authority necessitates a friendly and mutually
respectful relationship. (p. 65)
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Likewise, Tirri and Puolimatka (2000) discuss the issue of teacher authority in
relation to teacher and student relation and identify two kinds of teacher authority
that are “deontic” as committing rules and “epistemic” as learned in the field (p.159).
They note that deontic authority is necessary to manage the classroom. On the other
hand, they consider epistemic authority as subject matter knowledge and pedagogical
awareness. Tirri and Puolimatka note that these two types of authority are related
closely related with each other. In relation to teacher authority and its role in teacher
and student relations, Yariv (2009) looks into how children perceive teachers’
authority and its limits and explores what conditions lead to student disobedience.
The study is based on a sample of 210 elementary, middle and high school students
in Israel. Yariv (2009) notes that students identify teachers’ unacceptable demands:

Intervention in personal matters such as forcing children to discuss
personal, intimate matters... violation of civil rights such as freedom and
dignity such as physical violence and discriminating between students. ..
putting the student in a moral dilemma such as asking the child to do
things that are immoral or in conflict with other authorities’ rules and
interests... making demands which arebeyond the student’s ability such
as asking about topics which were not taught... violating the school
norms such as ordering them to clean up the school in place of the
cleaning workers. (pp. 100-101)
Almost all students in the study conducted by Yariv (2009) agree that they must
follow their teacher’s instructions. Students identify four reasons to follow their
teachers as “avoiding punishment, minimizing disturbance to the lesson, showing
respect to the teachers as adults, and appreciating their role as guardians and
educators who contribute to their own development and well-being” (p.105). In light
of the above discussion of teacher and student relations in the context of classroom
management and perceptions of teachers’ authority, it is important to explore what

makes a classroom democratic. Pepper and Henry (1985) list the democratic

principles and values in the classroom in the following way: “mutual respect”,
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“shared responsibility”, and “shared decision-making” (p.265). They state that
students can work together with their teachers for “planning, organizing,
implementing, and participating in the business of teaching, learning, thinking, and
living harmoniously in the classroom” (p.265).
Pepper and Henry (1985) emphasize cooperative activity and the importance

of creating conditions to improve students’ behaviors:

In a democratic setting, cooperative activity revolves around the

processes of shared responsibility and shared decision making. In a

democratic classroom, such processes are essential as they afford

students the opportunity to develop characteristics that will promote self-

disciplined behaviors. (pp. 265-266)
Likewise, Basu and Barton (2010) maintain that an important part of democratic
teaching is “the shared authority” (p.83). Their study elaborates on democratic
pedagogy in science classes, with the aim of creating democratic pedagogical
relations in the classrooms. The study was carried out with 6 teachers and 21
students from 6th to 12th grades. This study found that three themes emerged from
students’ opinions about democracy as “freedom and choice”, “community and
caring”, and “the importance of being exceptional or of taking leadership” (2010, pp.
78-79).

Following what is discussed above, effective and democratic qualities of

classrooms could be arranged as in Table 1 and Table 2:

Table 1. Effective Classroom

* “Methods should enhance students’ sense of ownership,
Quality of Effective responsibility, and personal efficacy” (Jones and Jones,
Classrooms 2013, p.5)

* “Positive learning environment” (Allen, 2010, p.7)
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Table 2. Democratic Classroom

* “Freedom of speech, freedom to have what you want to

have”
Student opinions about * “Building a community people working together to try and
democracy build a community”

* “Standing up for what you believe in, taking leadership in

what you do” (Basu and Barton, 2010, pp. 78-79)

* “mutual respect, shared responsibility, shared decision
making”

o ) * “student and teachers working together, planning,
Qualities of democratic o )
organizing, implementing”
classrooms S ) o
* “students participating in the business of teaching in the
learning, thinking, and living harmoniously” (Pepper and

Henry, 1985, p.265)

Although there is no research about how teachers develop democratic attitudes
towards students in the informal workplace learning processes, there are studies on
the democratic attitudes of teachers in Turkish settings.

In one of the study’s, Yal¢in (2007) explored democratic attitudes and
behaviors of high school teachers during class management based on the views of
high school students and teachers in the 2005-2006 academic year. The study
adapted the Democratic Classroom Management Scale and administered it to 120
high school teachers and 175 high school students for validity. Then, the data was
quantitatively gathered from 227 high school teachers and 953 high school students
in Malatya. The study shows that although teachers think that their attitudes and
behaviors are democratic, students strongly disagree. According to the findings,
teachers think that they show democratic attitudes towards students such as allowing

students to talk freely in the lesson, listening to the students, and trying to understand
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them. However, findings suggest that students think that teachers do not have
sufficiently democratic attitudes. For example, findings show that students could not
criticize their teachers and some teachers showed dictatorial and humiliating attitudes
towards students.

Cakmur’s (2007) study looked into the relationship between the degrees of
teachers’ democratic behaviors and demographic and background characteristics of
teachers. The survey in this study was administered to 400 teachers at nine schools in
five districts of Istanbul. The study shows that there is no relationship between the
gender of the teacher, the type of school the teacher graduated from and the degree of
democratic behavior exhibited by the teacher in the classroom. However, the study
found that the teachers who have taken in-service training about democratic values
have more democratic attitudes than others. Thus, it is suggested that in-service
training about democratic education positively influences teachers’ attitudes towards
students in classroom settings.

Similarly, Kaya (2013) attempted to understand the relationship between
teachers’ democratic attitudes towards classroom management and such qualities as
gender, age, marital status, degree of teaching experience, school type, class,
educational level and in-service trainings attended about democratic classroom
management. The scale was administered to 268 public and private primary school
teachers in Erzurum. The study is found that female teachers and those who
receivedin-service training about democratic classroom management have a higher
degree of democratic attitudes towards students. Also, those teachers who have more
than 21 years of teaching experience seem to have more democratic attitudes than

others.
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Likewise, Ustiin’s study (2011) found that female teachers have more
democratic attitudes than male teachers, with a study of 336 teachers from 26 public
and private schools in different districts of Istanbul. In this study, Reflective
Thinking Tendency Scale and Classroom Environment Related Democratic Attitude
Scale were used. The study defines reflective thinking defined as thinking
effectively, consistently, and carefully about any belief or information and
information structure supporting the conclusions that are aimed to reach. The study
found that there is a positive relationship between reflective thinking tendency and
democratic attitudes of teachers. Apart from gender, no other variables including age
and seniority were found to be significantly related to democratic teacher attitudes.
Another study about teacher democratic attitudes was conducted by Telatar (2012).
The study looked into the correlation between democratic attitudes and personal
characteristics of teachers in the elementary schools. The sample was 190 class and
subject matter teachers in such districts of Istanbul as Sultanbeyli, Kartal, and
Maltepe. Democratic Attitudes Scale and the revised version of Eysenck Personality
Questionnaire were employed for data collection. The study concluded that gender,
age, and seniority, and personality are not significant determinants of democratic
attitudes of teachers. Personality in this study was evaluated at the three sub-levels as
extraversion, neuroticism, and psychoticism according to the revised version of
Eysenck Personality Questionnaire and teachers’ personality was not found to be to
be positively correlated with democratic attitudes. Also, the study found no
correlation between democratic attitudes and teachers’ characteristics such as
seniority in the profession, age, gender and their subject matter.

To sum up the studies on demographic teacher attitudes in Turkey, both

Cakmur (2007) Kaya (2013) found that teachers who received in-service training
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have more democratic attitudes towards students. In Ustiin (2011) and Kaya (2013),
gender emerged to be a significant parameter of democratic teacher attitudes towards
students, as there is evidence that female teachers have more democratic behaviors.
However, Telatar’s (2012) study did not conclude that gender was a factor in
democratic teacher attitudes. Since there is no sufficient data to reconcile the
different results at this point, it should be effective to conduct qualitative studies that
could further investigate teacher attitudes in the schools where the abovementioned
surveys were conducted.

The studies on teacher attitudes that have been presented so far in this section
have discussed teachers’ attitudes towards their students and how teacher-student
interactions can be made more democratic. However, one should definitely note that
in addition to their interactions in classroom with students, teachers also interact with
their colleagues and the school administration. Thus it is important to discuss the
studies that explore teachers’ interactions with school administrators and the role of
these interactions in the development of teachers’ attitudes towards students.

During the educational process, teachers have to maintain a relationship with the
school administration. Principals as school leaders influence teacher attitudes in
schools directly (Nir and Kranot, 2006; Price, 2012). Price (2012) explores how the
relationship betweenteachers and school principals influence job satisfaction,
cohesion and commitment to work in schools. Price notes that the interactions
between teachers and principals affect the attitudes of both the principals and the
teachers. Based on the results of The Schools and Staffing Surveys (SASS) of
elementary public school principals and teachers in the 2003-2004 school year in the
US, Price’s findings show that sharing the decision-making power increases the

satisfaction, cohesion and commitment levels both for principals and teachers.
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Another study by Price (2015) looked into the effect of principals’ relationship with
teachers on the teachers’ perceptions of student engagement. Teachers’ perceptions
of student engagement were classified into two groups as “academic engagement and
general school engagement” (p.118). The Price sample consisted of 257 teachers and
15 principals in the charter schools of Indianapolis. The study used The School Staff
Network and School Community Survey and another survey that was designed for
this particular research. The findings of the study suggest that having supportive and
accessible principals contribute to teachers’ development of positive perceptions of
student engagement:
Teachers whose principals are more directly reachable have more
positive perceptions of their students’ academic engagement. In addition,
the degree to which teachers believe they have support from their
administrators and trust from the school community strongly impacts
teachers’ perceptions of their students’ academic and school engagement.
(2015, p.130)
Another study that looked into the teacher-principal interactions in schools was
conducted in Gaziantep, Turkey with 534 teachers from 26 elementary schools
(Arslan, 2012). This study used two scales: “Democratic Attitudes and Behaviors of
Elementary School Principals” and “The Work Satisfaction Survey”. The study
identified the following as school principals’ democratic attitudes: creating an
environment that promotes free expression of ideas, enabling teachers to file their
complaints and grievances, being just in assigning workload to teachers, taking the
opinions of teachers into account in selecting learning materials and equipment,
valuing the opinions of teachers, providing teachers with opportunities for

professional development, being just and non-discriminatory and valuing

cooperation. The study found that democratic attitudes of school principals increased
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teacher motivation and positively influenced teachers’ attitudes towards their
profession and their interactions with their colleagues and students.

This chapter started with introducing different definitions of informal
learning and presented the development of the concept in the history of educational
studies as well as recent studies that point to the interaction between social and
individual aspects in informal learning. This was followed by the discussion of
studies that explore informal learning at the workplace which point to its being
unstructured and characterized by overlapping social and individual factors. The
chapter then moved on to the discussion of the studies on the informal workplace
learning of teachers and elaborated on different external and internal factors and
resources in teachers’ informal workplace learning. Lastly, this section has presented
(1) studies on teacher attitudes towards students in the context of classroom
management, (2) the factors that make teacher attitudes democratic, (3) the
relationship between certain demographic and background characteristics and
democratic teacher attitudes, (4) and teachers’ interactions with principals and the
role of these interactions in teachers’ attitudes towards their students. This thesis
aims to explore the role of teachers’ informal learning experiences at schools in the
development of attitudes towards their students that can be placed on the different
ends of the democratic attitude continuum, identified by higher and lower degrees of

democratic attitudes. Next chapter will introduce the methodology of the study.
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CHAPTER 3

METHODOLOGY

This study aims to explore the role of workplace informal learning that influence
teachers’ democratic attitudes towards their students. The study used a qualitative
approach to understand the role of informal learning in teachers’ attitudes towards
students at primary school in Istanbul’s Kadikoy district. A qualitative research
approach was chosen in order to provide an in-depth understanding of teacher
attitudes and the role of different factors in the informal workplace learning that
influence these attitudes behaviors. Interviews with the selected teachers constituted
the main data of the study.

This chapter introduces the design of the research, selection of sample, the
instrument for data collection, data analysis and research participants. To recap, the
overall research question of this study is as follows:

What is the role of informal learning in the development of teacher attitudes towards
students in Turkey?

Within this overall research question, the study explores the following more
specific question:

What are the factors in the informal workplace learning of teachers that
influence the development of democratic teacher attitudes towards students?

3.1 Research design
This study drew on the principles and practices of a qualitative approach in order to
understand the role of informal workplace learning in teachers’ development of

democratic attitudes towards their students. Qualitative research was used in order to
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provide a holistic, particular and in-depth account of the role of informal workplace
learning in teacher attitudes towards students.

Qualitative research studies people in real life settings, and instead of testing
hypotheses, it tries to identify themes and patterns. According to Merriam (2009),
qualitative researchers try to understand “how people interpret their experiences,
how they construct their worlds, and what meaning they attribute to their
experiences” (p. 6). Merriam (2009) lists essential attributes of qualitative research
as follows: “the focus is on process, understanding, and meaning”, “the researcher is
the primary instrument of data collection and analysis”, and “the process is
inductive”, and “the product is richly descriptive” (p.14).

Also, Firestone (1987) emphasizes the distinction between quantitative and
qualitative studies: The qualitative study describes real people acting in real events,
whereas the world portrayed in the quantitative study consists of variables and static
states (p.19).

3.2 Sample

The study used the instrument Democratic Attitude Scale developed by Goziitok
(1995) order to select equal number of teachers with the highest and lowest score of
democratic attitudes and behaviors.

Kadikdy district was selected because it represents the middle socio-
economic status (SES) population in Istanbul. The researcher decided to focus on
schools in a middle SES area with the assumption that most of the students at the
school would come from middle SES family backgrounds. The reasoning for
focusing on middle-income schools was that high SES parents would be more likely
to be instrumental in the teachers’ classroom and school practices whereas low

income SES parents would be more likely to let the teacher determine the
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interactions with the students to a greater extent. Thus when the children of middle-
income parents are concerned, a more balanced relationship between the teachers and
parents would be more likely. The reason for the selection of 4th grade teachers is
based on the assumption that the development of democratic teacher attitudes cannot
be sufficiently identified with younger primary school students. Teachers can be
more protective and accommodating towards their younger students during their first
years at the primary school because young students get acquainted with the rules and
expectations of schooling in these first years. Furthermore, teachers express that
students are able to clearly understand their guidance, instructions and expectations
as of the 4th grade degree.

In addition to the criterion that they teach 4th grade, three other criteria were
considered for the teacher selection:

1) Having five years of teaching experience,
2) Having a permanent position at school,”
3) Obtaining the highest or lowest scores in the Democratic Attitude Scale.

The purposeful sampling method is used with the intention to focus on
teachers’ attitudes. Purposeful sampling is based on the premise that the investigator
wants to gain insight and hence must “select a sample from which the most can be
learned” (Merriam, p.77). According to Patton (2002), purposeful sampling provides
the researcher efficient cases for examination.

To start the field study, the permission of the Directorate of the Ministry of
National Education (MoNE) of Istanbul was required. The approval document is

given in Appendix A. For this reason, the researcher applied to the Directorate

* There are teachers who work with temporary contracts at state schools as well as teachers who are
temporarily assigned to certain schools. This study selected teachers who have a permanent position at
their schools so that they would have sufficient informal learning opportunities at the same school.

31



enlisting the primary schools in the Kadikdy district, the objectives and methodology
of the study, personal informal form and the interview questions. The research also
applied for permission from the Ethics Committee of Bogazici University. The
approval document is given in Appendix B. Following the permission of both
institutions; the researcher received the permission of Kadikdy District MoNE.

The middle SES schools of Kadikdy were selected according to the information
obtained from the Director of Primary Education Department. Kadikdy district had
124 teachers who taught 4th grades during the 2012-2013 academic year. 38 of them
were not working in middle SES background schools and were thus excluded.
Furthermore, it was not possible to conduct the Democratic Attitude Scale with 86
teachers due to various reasons such as their not being willing to take part in the
research or their not being at their schools at the scheduled time. In the end, 65
teachers completed the scale; nevertheless the three of them were subsequently
eliminated due to fact that they had answered only a few of the questions in the scale.
For the sample selection, Democratic Attitude Scale was used because it was used in
many studies for evaluating teacher democratic attitudes in the Turkish literature. It
is considered as a way of measuring the degree of teachers’ democratic attitudes
toward students. The Turkish and English versions of personal information forms
used for applying the scale are given in Appendix C and D, the Turkish and English
versions of the Democratic Attitude Scale is in Appendix E and F. The point list
from which the sample was chosen is given in Appendix G.

3.3 Democratic attitude scale

This study used the instrument Democratic Attitude Scale developed by Goziitok
(1995) in order to select the equal number of teachers with democratic attitudes and

behaviors. The scale consists of fifty items and each of them carries an equal weight,

32



e.g. one point. The sum of points is then ranked from the highest to the lowest scores.
This ranking is used to identify whether the participants have higher democratic or
lower democratic attitudes. Based on the data derived from this scale, 10 teachers
ranking lowest and 10 teachers highest on the democratic attitudes scale were
selected for in-depth interviews.

Goziitok (1995)’s Democratic Attitude Scale is derived from G and H forms
of “Teacher Opinion on Democracy” Scale, which was developed by the Attitude
Research Laboratory and published by Character Research Association in a book
format in 1949.

Democratic Attitude Scale consists of 50 items and it has a Likert-Type
Scale. Its reliability coefficient is 0.87. There are 32 affirmative and 18 negative
items in the scale. Each one is of “agree” or “disagree” form. If the answer is “agree”
for an affirmative expression, the participant receives 1 point. Otherwise, the
participant receives 0 point. In contrast, for a negative expression, “agree” is equal to
0 point but “disagree” is equal to 1 point. The highest score of the scale is 50 points.
This way, teachers were classified by scale points (Goziitok, 1995).

Studies that use this scale follow a conventional way for calculating points.
Firstly, mean points and standard deviation are calculated. Then, participants who are
above the mean point plus one half standard deviation are considered at “high
democratic attitude stage” whereas the others who are below the mean point less than
a half standard deviation are at “low democratic attitude stage”. The results between
the high and low democratic attitudes are identified as “intermediate democratic
attitude stage”. (Karahan et al. 2006; Diindar, 2013)

Following this conventional method, and based on the data derived from the

scale, 10 teachers ranking lowest and highest separately in this scale were selected to
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carry out in-depth interviews. Pseudonyms were used instead of the real names of
participants.

The interview sample consists of 20 4th grade public primary school teachers
in Kadikdy district. Table 3 shows the list of the teachers the researchers
interviewed. According to their ranking on the Democratic Attitude Scale, the
researcher aimed to interview the highest-ranking 10 teacher and lowest ranking 10
teachers. The tables below show the basic demographic information for the 20
teachers. These teachers were then interviewed and interview data constituted the
main body of data.

The list that includes those who were chosen for an interview but did not
accept a face-to-face interview is given in Appendix H and Appendix I according to
their respective scores. Table 3 contains the list of participants and their

demographics.
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Table 3. Final List of Interviewees

Amount of The
Pseudonvms | Gender Age Teaching Educational Academic | Democratic
¥ (year) |experience |Background Degree Attitude
(year) Scale's Point
Ayse Female |47 27 Faculty of Education | Bachelor |44.18
Elif Female |50 20 Faculty of Education | Master's 44.00
Fidan Female |45 |17 Faculty of Artsand | g etor | 42.68
Sciences
Nermin Female |62 38 Educational Institute | Associate |41.00
Ali Male 49 29 School of Education | Associate |41.00
Filiz Female |50 30 Faculty of Education | Associate |41.00
Nurcan Female |38 7 Faculty of Education | Bachelor |40.00
Meral Female |53 30 Educational Institute | Associate |40.00
Aysun Female |47 27 Faculty of Education | Bachelor |40.00
Faculty of Art: 2
Mehtap Female |50 20 af:u o S Bachelor |40.00 =
Sciences “oh
s
Turgut Male 58 39 Teacher School Associate | 35.00 2
3
Q
Seda Female |50 25 Faculty of Education | Bachelor |34.00 —
Murat Male 60 34 Teacher School Associate | 33.69
Betiil Female |44 |18 Faculty of Bachelor | 33.69
Engineering
Esra Female |63 44 Teacher School Associate | 32.00
Kemal Male 47 28 School of Education | Associate |32.00
Melike Female |45 25 School of Education | Associate |31.00
Zeliha Female |40 18 Faculty of Education | Bachelor |29.17
Funda Female |48 25 School of Education | Associate |29.00
Ahmet 60 40 Teacher School Associate | 28.00
Male
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Table 4. Gender of Sample

All Those with | Those with
participants | high scores |low scores
N 20 10 10
F 15 9 6
Gender
M 5 1 4

Table 4 shows the sample according to gender distribution. The average ages of the
participants as those with high scores and as those with low scores are given in Table

5. Table 5 also reports their mean teaching experience and their average ages.

Table 5. Mean Age and Mean Teaching Experience of Sample

. Those with Those with
All participants | . .
high scores low scores
Mean age 50.3 49.1 51.5
g Mean
> | teaching 27.05 24.5 29.7
experience

3.4 Data collection
Data collection was carried out through interviews. The teachers gathered into
groups according to their ranking on the scale were interviewed in this study. The
interviews provide the study with raw data for qualitative interpretation.

The researcher conducted individual interviews with ten teachers with the

highest and lowest scores. The data was collected during the 2013-2014 academic
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year and the interviews were recorded with the informed consent of the participants
except for one of them. The researcher did not tape record the interview but instead
took notes with the request of one of the participants. The participants were mostly
available during lunch break or other break times. The participants taught at 12
different schools. Each interview took about 40 minutes on average in the schools.
3.5 Data collection instrument

3.5.1 Interviews

Interviewing is an important data gathering technique that provides rich and in-depth
accounts of information, knowledge and experience. According to Bogdan and
Biklen (2003), “the interview is used to gather descriptive data in the subjects’ own
words so that the researcher can develop insights on how subjects interpret some
piece of the world” (p. 94). The semi-structured interviewing was chosen for this
study because the questions begin in a structured format but followed by
unstructured questions that can be phrased flexibly based on the responses of the
interviewees, varying according to the circumstances during the interview
(Lichtman, 2006). The study used one-on-one interviewing which is “a data
collection process in which the researcher asks questions to and records answers
from only one participant in the study at a time” (Creswell, 2012, p.218). The semi-
structured interview is the main data gathering technique employed in this study to
elicit detailed and in-depth information about the informal learning experiences of 20
classroom teachers at their schools. The Turkish and English versions of the question
stated during the interviews are given in Appendix J and Appendix K. The Particpant
Consent Form was also used during the interviews. The Turkish and English versions

may be found in Appendix L and Appendix M.
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Before the interviews started, the teachers were explained that permissions
for this research had been obtained from MoNE and Bogazi¢i University Ethics
Committee. Participants were provided with the Participant Informed Consent Form
and were informed about their voluntary participation and the confidentiality of the
data they provided in this research. The interviews were tape-recorded and
participants were each assigned a pseudonym in the transcribed data.

In the interviews, participants were first asked about how they started their
teaching career. They were then asked to compare their views and attitudes regarding
their profession in the beginning of their career and presently. The questions then
asked about the influence of school administration on the teachers’ attitudes towards
their profession and students. Similarly, the influence of colleagues and parents on
the teachers’ attitudes towards their students was inquired in the interviews. In
addition to these questions, participants were asked about classroom management
and how their attitudes towards students have developed over time. Sometimes the
participants were asked to elaborate on some topics with additional questions. All the
participants were asked in the end whether they wanted to offer any additional
information or comment that was not addressed in the interview.

3.5.2 Pilot interviews

After conducting the scale, selected two teachers, Erhan and Dilek, who were in the
middle of the rank of the Democratic Attitude Scale were interviews for the pilot
study. Erhan graduated from a School of Education and started teaching in 1990.
Dilek had graduated from an Educational Institute and then completed her education
Bachelor degree in a Faculty of Education. She had more than 30 years of teaching

experience. Both had achieved 38 points on the scale.
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After the pilot interviews the researcher realized the need for probing

questions to ask the participants to elaborate some topics.

3.6 Data analysis

The interview data was analyzed by means of content analysis. The interviews were
transcribed by the researcher. The data was coded according to the emerging
patterns. First of all, the interview data of each participant was analyzed according to
emerging themes. Then the themes that repeatedly emerged across the interview data
of different participants were identified and finally these major themes were
categorized.

After all the interview data were transcribed, the research read the
transcriptions several times, immersing herself in the data. First of all, all the
interview excerpts about teachers’ informal learning were identified. The researcher
then classified these excerpts into different themes. One emergent theme was the
positive and negative influences of school administration and colleagues that lead to
attitude change in teachers. The second theme was teachers’ changing attitudes
towards students. The excerpts regarding role of parents constituted the third theme.
The categories were then identified as interactions with school administration,
interactions with colleagues, and interactions with students and communication with
parents. When each theme was considered with regard to the differences between
teachers with high and lower points, a difference in their interactions with students
was revealed. Therefore, participants with high and lower points were separately

evaluated for their interactions with students.
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CHAPTER 4

FINDINGS

This section the themes that emerged from the analysis of interview data will be
presented. The themes are interaction with the school administration, interaction with
colleagues, interaction with students, and interaction with students’ parents. The
Turkish versions of the narrations of the participants are in Appendix N.

4.1 Interaction with school administration

As they talked about their interaction with school administration, while some
elaborated on the attitudes and behaviors of the administration, some did not
comment on the issue.

Almost half of the participants, 9 out of 20, stated that the attitude and
behaviors of the school administration influenced them negatively. They listed
negative attitudes and behaviors by the administration as being discriminatory, being
socially conservative in a puritanical manner and using oppressive practices. On the
other hand, two participants noted that they modeled their attitude towards students
on that of the administration.

Filiz (50) was one of the experienced teachers and was working at her present
school for over ten years. She expressed that she had a quite measured and distanced
relationship with the school administration. She found that it was difficult for the
administrators to understand the teachers:

Administrators are more concerned about the image of the school... They
are not involved in the nitty-gritty of teaching. If they had become
administrators after 15-20 years of teaching, maybe, but they usually

teach for 3-4 years and become an administrator... They are more
management-oriented. (Appendix N, 1.)
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Filiz stated that the tension she had with one of the administrators had a negative
influence on her attitude and behaviors towards students:

It is important that your mind is relaxed. If you have to force yourself to
come to school you cannot gain any success. I had a quarrel with an
administrator once. I came to work although I really didn’t want to.
Then the administrator apologized to me. A teacher needs to be relaxed.
During that period, I was not fair towards the students. I was very angry.
(Appendix N, 2.)

Nurcan (38) had the least teaching experience, having finished the Education Faculty
after working as a nurse and deciding to become a teacher. Nurcan hinted that the
oppressive attitude of the school administration influenced her negatively:

If the administrator has a very oppressive attitude I feel that pressure on
me and get tense in the classroom. I get into this mood and worry about
when he might come and what he might say and this makes me
uncomfortable. When I am not comfortable I cannot teach well.
However, at the moment our administrator respects us and trusts us. So, I
have peace. I am not uncomfortable. Because I am not uncomfortable I
carry out my job very well... All I want is that there is no oppressive
attitude. What are you late, why is that this way? Why would one be late
if there is no problem? (Appendix N, 3.)

Similar to Filiz and Nurcan, Funda (48) stated that her performance sometimes got

poor because of the negative attitudes of the school administration:
The behaviors of the school administrators towards teachers are very
important... For example, they might criticize or tell off the teachers for
the smallest things. If a teacher walks into a classroom with low morale,
she then displays a poor performance. There have been a couple of small
incidents that influenced me in the past... For example, the bell for class
rang and you are not in class, you are late for two minutes, then ‘You are
late. Where have you been? Why are you not in class?’ Such things
happened sometimes. (Appendix N, 4.)

Kemal (47) had 28 years of teaching experience and whenever he found it

convenient he stated that he started teaching very young and improved his teaching

throughout years. He recounted the attitude of a school administrator at one of his

previous workplaces:
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We had a female vice principal. I was in my 12th or 13th year then.
Secondary school students had come to school with hair gel on. These
three girls had their hair cut really short, like a boy, and put hair gel on.
One of my colleagues, when I was with the administrator, brought these
three children. The vice principal said ‘How nice your new hairdo
is.Have it this way all the time’. The teacher who had brought the
children was taken aback. Then our school principal gathered us all and
told us that such behavior in children were normal in adolescence, that
such things were temporary and we needed to be understanding. The
atmosphere in the school got good after that. I witnessed proper
administration with the example of those administrators for the first time.
(Appendix N, 5.)

Kemal was one of the two teachers who gave examples of educational and inspiring
attitudes of the school administration. However, Kemal also mentioned some
negative attitudes displayed by the administration of the school where he worked at
the time of the interview.
Some students come to school wearing something different than their
school uniform. The administration says *Why do you not have your
uniform on?’ What harm could come from that? As a teacher, I tolerate
that but somehow an administrator cannot let that happen... (Appendix
N, 6.)
Kemal then recounted an incident of violence towards a student by an administrator
that he could not get out of his mind:
I was in my third year of teaching then... Our colleague who was the
acting principal pulled a student’s ear in a damaging way. I witnessed
violence there. (Appendix N, 7.)
Kemal explained that negative attitudes and behaviors he witnessed were
instrumental in shaping his own attitudes towards students, leading him to get away
from using violence and making him more tolerant.
Aysun (47), similar to Kemal, stated that she witnessed both positive and negative
attitudes of administrators towards students and these attitudes were influential on

those of hers:

... For instance, if there is an administrator that uses violence, I
contemplate on that and I don’t do that or about good behaviors... For
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example, if a principal or vice principal is warning a student going out
into cold weather with his coat unbuttoned to button up, I say to myself ‘I
should do this too.’... Then when you leave the classroom you learn to
tell students to button up their coats... (Appendix N, 8.)
As Filiz’s explicit statements and Nurcan and Funda’s more implicit statements
suggest the oppressive behaviors and attitudes of school administration have a
negative impact on the teacher attitude towards students. Kemal, on the other hand,
gave concrete examples of the influence of school administration on his attitude
towards students, modeling the democratic behaviors of school administration and
not modeling violence towards students perpetrated by school administration.
Likewise, Aysun distanced herself from violence and embraced the caring attitude
towards students displayed by school administrators.
4.2 Interaction with colleagues
Interview data suggested that following their interactions with students, participants
in this study interacted with their colleagues the most. 18 out of 20 participants noted
that their colleagues set an example for them with their positive and negative
attitudes and behaviors towards students. Some of the accounts on the role of
interaction with colleagues in teachers’ attitudes towards students are as follows:
Ayse recounted that she was very lucky in her first year as a teacher because she was
able to learn a lot of things from more experienced teachers. Her account of an
occasion about her first year in teaching is as follows:
During my internship, there was a teacher with 40 years of teaching
experience. There were so many things, so many challenges, problems...
I can never forget how she talked to me and said ‘There will be a lot of
incidents with the children. Such things will happen. Do one thing then.
Go out of the classroom, take a deep breath, walk up and down the
corridor and then go into the classroom and talk to the child. Never forget

that they are seven years old.’...We talk with our colleagues, we share
things. Of course we influence each other. (Appendix N, 9.)
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Aysun (47) listed the negative and positive attitudes displayed by her colleagues and
thought that she learned from all of them. Aysun’s interview data showed that she
worked with teachers who behaved towards students differently based on their
economic status as well as teachers who were authoritarian or used violence towards
students. Aysun recounted that she also worked with colleagues who did not
discriminate against special needs students and treated them equally, not seeing them
as a source of problems:

There were positive ones as well negative ones that made me realize I
didn’t want to be like that. A student for example, there are people,
colleagues that judge a student based on her income or physical
appearance and teach her accordingly. Teachers who disregard certain
students, thinking ‘He is that sort of a child anyway’... On the other
hand, seeing those colleagues who really care for special needs students,
who really work hard for them, I say ‘I will take that special needs
student’ if no one else wanted the child in their classroom... I also
witnessed very harsh attitudes. Also I witnessed that students change
their attitude once the teacher is out of the classroom. So, it isn’t
necessary to be that authoritarian. Because you are creating a certain
pressure and that pressure disappears when you are gone. It disappears,
so I can get angry at a behavior but [ won’t humiliate a child who didn’t
do their homework by saying ‘Why did you not do your homework?’ or
by saying ‘This handwriting isn’t OK.’. I don’t tear off students’
notebooks or use violence towards them. (Appendix N, 10.)

Kemal recounted how he learned to communicate with his students by adjusting the
tone of his voice thanks to a colleague and the positive influence of this:

We had a colleague... I saw this very positive example he displayed... I
am generally considered quite tough towards students, I got on with
students by talking openly. We tried to communicate in the crowds. I
tried to get heard by shouting. Then this colleague joined us and I
observed him in the classroom, in the school garden. I realized that he
talked to the students just like he would with his own children or wife. I
saw how he respected students, talked to them gently by adjusting his
voice. I also realized the impact it had on the children... This was
something that set a good example for me. I think that without raising my
voice in the classroom I won’t break children’s hearts. This was an
impressive achievement I gained thanks to my colleague. (Appendix N,
11.)
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Another account of Kemal regarding one of his colleagues, on the contrary, concerns
an unacceptably negative behavior displayed by the colleague. He stated that the
violence of his colleague on one student prevented Kemal from being a violent
teacher:
... This was about 16-17 years ago. One of my colleagues kicked a
student, used violence. The student collapsed. After seeing the state that
child was in, I never hit a child again. I never laid hands on a student and
saw how wrong violence is and where it might end up. (Appendix N, 12.)
Betiil (44) was a teacher with 18 years of teaching experience. Similar to Kemal, she
was influenced by the constructive relationship that a colleague of hers established
with a student deemed troublesome and she adopted this behavior herself:

A colleague had a troublesome student... I often saw this colleague

talking to this student in the recess, his hand on the student’s shoulder,

showing affection and understanding.... And I saw the development that

the student displayed as well. That is to mean I witnessed how students

with challenges progressed if they are approached with affection... That

colleague contributed to my teaching a lot. (Appendix N, 13.)
The accounts below show that Ayse followed her colleague’s advice regarding anger
management during her first year of teaching. Aysun modeled her behavior on her
colleagues’ positive behaviors regarding not discriminating among the students.
Furthermore, Aysun had made up her mind that she should not carry out the negative
behaviors of her colleagues. Similar to Aysun, Kemal stopped shouting at his
students by taking one of his colleagues as an example. Kemal had also got
convinced that teacher violence on students is destructive and unacceptable by
witnessing it carried out by a colleague. As for Betiil, she modeled her behaviors on
a colleague’s concern with a student with certain issues at the time.

In addition to the accounts above, there were other participants who stated

that they modeled their own attitudes and behaviors on their colleagues’ attitudes

toward students. Meral explained that if she experienced a problem with one of her

45



students in her classroom she told this to her colleagues in the teachers’ room and by
contemplating different opinions from her colleagues she decided what the best
course of action would be:

Different opinions are voiced, we talk... Say, I got angry with a student,
she tore off her notebook in front of my eyes. I had only said ‘How did
you write like this?’... I tell this to my colleagues in the teachers’ room:
‘Colleagues, this is what the student did. What should I do? I didn’t say
anything to this student in the classroom among her peers.” My
colleagues suggested that I go to our guidance and counsellor colleague.
But I chose to speak with the child first. I called the child and asked ‘My
girl, why did you do this?” She said ‘I was angry at something else then.
Because you got angry at me without listening to me, I tore off my
notebook’. I said ‘Let’s listen to each other. I perceived what you did as
disrespectful toward myself.” This student then went to the guidance
counsellor and it emerged that she had psychological issues related with
her family.’ I tell my colleagues both good things and bad things that
happen in the classroom because they give me different ideas. I adopt the
one that I find most suitable and behave towards the student accordingly
and talk to her. (Appendix N, 14.)

As for Fidan, she learned about how a colleague of hers punished a student and
found this unacceptable:
...When the student did not follow a rule, she sent the student outside of
the classroom. The student leaves the classroom and waits outside of the
door. I don’t approve of this. This is a negative example and not good at
all. (Appendix N, 15.)
Nurcan stated that if one of her colleagues told her about a positive example about
classroom management, she tried to use the same method herself. Likewise, Nermin
explained that she adopted the positive attitudes of a colleague of hers towards
students. Similar to Nermin, Funda stated that she adopted the gentle attitude of one
of her colleagues towards students. To sum up, almost all of the participants, 18 out

of 20, recounted how their colleagues’ attitudes towards students influenced their

own attitudes by providing detailed accounts or through more general statements.
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4.3 Interaction with students

The majority of the participants, 14 out of 20, stated that their attitudes towards

students changed over time. Such changes in teacher attitudes towards students

included developing more gentle attitudes, taking students’ opinions into
consideration, getting tolerant and stopping violent behaviors. The participants’
accounts in this section will be classified based on their ranking on the Democratic

Attitude Scale, as those with high and low points.

Some of the teachers who scored on the high end of the scale developed their
attitudes based on student participation and opinions. Ayse, who scored the highest
on the scale, explained that she realized that she needed to change a number of her
attitudes because she saw that her attitude was mimicked by the students:

I used to speak with a higher tone of voice in the first years. I then
realized that students spoke with each other in the same tone. You tell off
someone and see that after a while they do the same... Now I speak with
a more reasonable tone of voice... (Appendix N, 16.)

Ayse also stated that she found student participation vital in classroom management:
Classroom rules settle in with the help of your character, your wishes, the
participation of students, by taking into consideration the specific
conditions of the children in that classroom... I believe that it is
beneficial to create rules with the students because they control each
other a lot more easily, such as this is what we suggested but we are not
displaying this behavior... (Appendix N, 17.)

Fidan has 17 years of teaching experience. She learned to empahize with students

and be more accommodating towards students by learning from her own

experiences:
I carry out each behavior, each utterance by contemplating on it. |
learned how to do this and how to be patient with children. Empathy, I
started empathizing more and putting myself in the shoes of the students.
I tried to see things from their points of view... In the beginning, you

think ‘They are just children’ and disregard them but their worlds are
really different and it is important to take into consideration the opinions
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of each one of them... I learned a lot from spending time with children.
(Appendix N, 18.)

Similar to Ayse, Fidan focused on the importance of involving children in the
process of establishing rules:

I act with positive discipline in mind. I try to set the rules together with
the students. When students participate all the time, when they contribute
something as well, they follow the rules they themselves created more.
(Appendix N, 19.)

As for Nurcan, she stated that starting from the day she started teaching she sought
what she was lacking as a teacher and tried to improve her teaching:

About classroom management, about children, I am trying to get to know
their worlds... For example, in the beginning I think I was pretending to
listen to the children but I wasn’t really listening to them carefully... but
now [ listen to them well, I listen to what the student is trying to tell me
well. If it is a situation where I cannot listen to the student, I say ‘Just a
minute, I will listen to you later’. (Appendix N, 20.)

What Nurcan paid attention to in the process of establishing classroom rules was
similar to Ayse’s and Fidan’s points:

I make sure that I do an exercise on classroom rules at the beginning of
the term. I make the students part of this process as well... We establish
the correct behaviors together through the use of drama. We perform the
incorrect behaviors. How was it like this, how was it like that? Or I show
some slides to the children. I try to make children a part of the rules
because in order for children to own the rules we need to make the rules
together. (Appendix N, 21.)

Meral explained that she was tough towards children in the first years of her teaching
career and gradually realized that this attitude made her students timid and
unresponsive.
When you treat students in a tough manner you realize that they get timid
and cannot even respond when they know the correct answer to a

question. You gradually quit that attitude. You see the positive outcome
when you act gently to students... (Appendix N, 22.)
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Meral stated that she established the classroom rules by keeping the visuals on the
class rules in the classroom and by writing the rules on the board together with
students:
Starting from the first grade, the rules of the school, classroom rules,
constantly rules, we write them on the board with students... I have the
rules in the form of pictures in my classroom at the moment. (Appendix
N, 23))
The accounts above were from teachers who scored on the high end of the scale. As
for the teachers who scored on the low end, there were accounts where teachers
emphasized their own opinions and initiatives in their interactions with students as
well as accounts of different approaches to classroom management. Ahmet, who
scored the lowest on the scale, stated that when he could not establish a relationship
of affection between himself and a student that student had to be transferred out from
his classroom to elsewhere:
With students, I have certain attitudes, a certain way of teaching, the
attitudes that were taught to me, that I gained in 40 years. Students even
like my shouting at them; really, they are not offended by my acts. I
establish this bridge of love between the students and myself in the first
week. Things start and proceed with that bridge of love... But the bridges
that I cannot build, I cannot do it sometimes. Then the student has to go.
It stems both from the student and from myself. (Appendix N, 24.)
As for Funda, who scored the second lowest on the scale, she explained that her
attitude towards students became gentler after she became a mother and that she
could never manage her classroom the way she wanted to:
Things changed after I became a mother. I started to understand the
children better. In the beginning I could get angry very quickly.
Throughout the years after becoming a mother you get more tolerant in
time. I think that by being gentler to students you start to see that you get
more respectful... I have a problem with getting the rules accepted in the
classroom. This is my deficiency or it is because of me? Some colleagues

are such that even when they are outside of the classroom the entire class
is totally silent but I never had such a class. (Appendix N, 25.)
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Zeliha who scored the third lowest on the scale, has 18 years of teaching experience.
She explained that she wanted the students to know that she could get tough when
needed and she raised her voice to attract the attention of students. At the same time,
she added that she made it known to the students not only the teacher but they, as
students, could also establish the classroom rules.

... There is such a thing in my method that it is tough sometimes, that my
voice is high and I am seriously tough sometimes but generally I raise
my voice to attract attention sometimes... In the beginning with a gentle
attitude but that I could get tough when necessary but since I didn’t find
it necessary I did this thing, I tried to create the awareness that they could
actually establish classroom rules. (Appendix N, 26.)

Zeliha also explained that she could become critical of her own attitude towards
students and at times apologized to the students about her attitude:

During my difficult times, this might be when I am on duty during the
recess or in other difficult situations, I can treat the students not in a
correct way. My wrong behavior toward the student and the classroom,
that a wrong behavior could be displayed by any person but a teacher
needed to be more careful and I shouldn’t have acted like that... There
have been times when I apologized to the student and addressed her hurt
feelings. But there have been times when I made mistakes, I had tough
attitudes, I used the wrong method. (Appendix N, 27.)

Kemal had recounted how he had distanced himself from the use of violence on
students by witnessing an administrator use violence towards a student. He explained
his current attitudes as follows:
You quit violence. As you quit violence, you try to find a middle way
along with students. You have to do this job. You have to do your
profession. How can you do this in these circumstances? How can you
establish this system? It emerges as you contemplate on it... (Appendix
N, 28.)
In relation to the classroom rules, Kemal points to the importance of students
applying the classroom rules of their own accord:
I think that you can establish discipline through students’ own auto-

control system... I could explain how this would work with an example.
First of well, children need to be helped with the development of their
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personalities in the classroom and should be evaluated accordingly. They
will then try to manage the classroom in a manner where they discuss
things and assess or criticize each other. (Appendix N, 29.)

Murat, who scored the eight lowest on the scale, explained his changing attitudes

towards students in detail as follows:
Of course my attitude was tougher in the first years. I even used beating
sometimes in the villages. The parents came and you met with the family
and explained this and that and the parents said “You can beat the child
then’... Our own teachers beat us a lot as well. Some had even made a
habit of it... As our social culture improved, as we became familiar with
professional books, we deserted that practice...I later realized that being
oppressive towards students, insulting them is in a way insulting
ourselves... Let me add that I sometimes used the method of isolating the
student (he means sending the student outside the classroom) but we saw
that this behavior is not correct. (Appendix N, 30.)

4.4 Interaction with parents

When it came to interaction with parents, more than half of the participants stated

that parents did not have an influence on their profession or their attitude towards

students. They (11 out of 20) noted that they communicated with parents when they

needed to discuss a specific situation or issue about a student. Some of the teachers,

who scored low on the scale, made critical comments on the parents’ expectations

from them (3 out of 10).

Elif thought that parents would not influence her teaching:
On my profession, they don’t have a power of sanction on me, so they
cannot guide me. I establish my professional principles and keep the
parents behind a certain line. Parents cannot intervene in my classes
academically. I mean I won’t let them establish such a relationship.
(Appendix N, 31.)

Elif, who scored the second highest on the Democratic Attitude Survey, used to join

the parents and teachers meeting of her nephew before she became a teacher. She

explained that now that she was a teacher she took expectations of others from her

into consideration:
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...not only what I know, what I consider right but I have tried to create a
teaching profile based also on the expectations of the those around me
(parent-student) and my own expectations. (Appendix N, 32.)

Murat’s opinions on the role of interactions with parents in the development of his
attitudes were in line with the statements above:

What parents know about teaching does not have a scientific content.
Neither in this school nor in the previous ones, are parents in a position
to offer such suggestions. In terms of literacy. (Appendix N, 33.)

On the other hand, Murat also stated that some of the parents of his students were
teachers and brought him professional books:

I received professional books from some of the parents in my class, from
the parents who are teachers, books as gifts on teachers’ day. (Appendix
N, 34.)

Ahmet, who scored the lowest on the scale, described the problems he experienced
with parents as follows:

You are a great teacher if you sweet-talk with parents, if you pamper the
student and without giving anything saying ‘You are great. You are
super’, which is used here a lot... Students are like this because teachers
tell parents what the parents want to hear, not what they actually want to
say. ...I am not gentle towards parents. I tell their mistakes to their faces
openly. I tell all the characteristics of their children to their faces...
While students are being allocated to each class, I was given the children
of apartment janitors. I went to the administration and asked them ‘Why
are these lists like this?’....What they told me is this: “Your colleagues
did this, not us. Whatever it was that the parents were told they were
scared of you and couldn’t let their children go into your classroom’.
Yes, I was tough... (Appendix N, 35.)

Funda, who scored the second lowest on the scale, explained that at her school
parents had high expectations from the teachers and she took this into account:

For example, when I explain a topic I would like to explain it in detail. I
try to do that so that all of the students understand it. I mean in the past I
wasn’t quite like this. I skipped some things, I didn’t quite have this
awareness then. It has developed over the years. And of course the place
you work at is like this. Parents have different expectations from you.
They might not have that many expectations in rural areas because
parents there don’t focus on their children that much but here things are
different. Parents have expectations. They have researched schools and
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came here; they have different expectations from you. So, even if you
don’t want, that (awareness that one needs to be thorough in her
teaching) develops on its own. (Appendix N, 36.)

Betiil, who scored the seventh lowest on the scale, thought that parents commented
on things they were not qualified to comment on:

... This is usually this case in our society. For example, someone is a
medical doctor and he goes on a TV show and comments on things
irrelevant to his profession. It is as if we know a lot, as if we know about
everything. Even if we don’t have the education we express an opinion.
There are some parents who do that. (Appendix N, 37.)

On the other hand, Seda, who scored the ninth lowest on the scale, provided a
different account of the problems she experienced with the parents at her school:

Parents rule the teachers now. Because they can sanction you it is as if
you are guiding the children. When you tell off a student in class you
wonder whether the child will go and complain to the principal. This is
because this is my fifth year here and four years ago I experienced this at
this school a lot... I worked with a group of parents who put all sorts of
pressure on their children at home but here they didn’t even let the
teacher say to the students ‘Move aside a bit’. My current group of
parents is better because they aren’t from around here... These are
children from low-income families. Because that family anxiety,
affection towards your seniors, towards teachers continue, I like this
group of parents more. (Appendix N, 38.)

Seda gave examples of parents’ high expectations from the teachers:

‘Why did you yell at her but not at her friend?’, “Why did you not let her
go to the toilet??’... I was influenced badly by these. I was tense when [
went into the classroom. Parents monitor such things a lot these days.
What they mean is, forget about everything at home and only pay
attention to my child. But they don’t know whether their child can
receive what you give, whether the child can respond accordingly. They
try to guide the teacher more, they try to guide teacher behaviors.
(Appendix N, 39.)

Aysun, on the other hand, gave examples of how her communication with parents
influenced her attitudes toward students positively:

For example, parents who told me about the special conditions of their
children, who didn’t hide things from me changed my attitudes and
behaviors. For example, a child is always sleepy in class. You ask ‘Were
you not able to sleep at night?’, ‘I couldn’t sleep.” He has a bedwetting
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problem. The mother gets him up, washes him and all. Or there is an
elderly person at home. When parents share such things with you and
when you ask of course your behavior towards students changes.
(Appendix N, 40.)
This chapter presented the findings from interview data that provided examples of
how teachers' attitudes towards students were formed and developed through their
interactions with the school administrators, their colleagues, students and parents.
Findings showed how some interactions and teachers’ informal learning through
these interactions influenced their attitude their students negatively such as the stress
they felt in the classroom because of the oppressive measures by the administration
or because of parents’ expectations from them which they found unjust and
unachievable. However, findings also suggested that informal learning in some
interactions at school led teachers towards more democratic attitudes toward their
students. Examples included teachers quitting the use of violent acts and speech on
their students, teachers learning to speak gently and respectfully with students,
teachers learning anger management and participatory classroom management

methods through informal learning at school. The following chapter will summarize

the findings and present a discussion of these findings in relation to the literature.
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CHAPTER 5

DISCUSSION

This chapter discusses the findings on how teachers’ informal learning through their
interactions with administrators, colleagues, students and parents influence their
attitudes towards their students. The chapter discusses these findings in relation to
the relevant literature.

20 participants took part in this study and the data was collected through
semi-structured interviews with the teachers which were all recorded except for one
(19 out of 20). The interviews were analysed by means of the content analysis.

5.1 The effects of interactions with school administration on teachers’ attitudes

The findings suggest that teachers’ interactions with school administration have both
negative and positive effects on teachers’ attitudes towards students. Filiz, Nurcan,
and Funda pointed out that if there was a tension between them and the school
administrators, the students were negatively influenced by this situation. The
accounts of Filiz, Nurcan and Funda suggested that when the administrator put
pressure on the teachers or criticized them for reasons teachers found unjust, the
teachers felt uncomfortable and passed this onto their students, making it difficult for
them to teach effectively and be just towards the students in their classroom
interactions.

Other findings on teachers’ informal learning through their interactions with
school administrators and how this learning influenced their democratic attitudes
towards students concern accounts from Kemal and Aysun described how an
administrator used violence against a student and how she resolved not to do so

herself by observing and learning from this incident. Kemal also explained how an
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administrator used violence against a student and Kemal’s informal learning through
this incident was that he would never resort to violence against a student. Kemal also
provided another account about his informal learning through interacting with school
administrators. In this account, Kemal explained how the administrators’ respect
towards adolescent students’ out-of-the-ordinary hairdo taught him the importance of
taking students’ age and developmental characteristics into account in identifying
teacher attitudes toward them. For Kemal, both the negative and the positive
incidents involving school administrators were instructive and helped him develop
more democratic attitudes towards the students. Similarly, Aysun explained that by
observing the caring attitude of administrators towards the students, she learned how
to be caring towards the students, e.g. reminding them of dressing warmly in cold
weather, and by witnessing the violence by an administrator against a student, she
became determined that she would not use violence against students.

These anecdotes show that teachers’ interactions with administrators and
what they learn informally from these interactions affect their attitudes towards
students directly. The findings of this study suggest that administrators’ undue
pressure on teachers could negatively affect teachers’ attitudes towards their
students. The findings also show that teachers’ own attitudes towards students are
affected by the oppressive or tolerant and respectful attitudes of the administrators
towards students.

These findings are in line with Price’s (2012) findings, which suggest that
less hierarchical relationships between teachers and principals contribute to a
positive school climate and the strict hierarchy in school leads to stress in teachers

and administrators. The findings from this study with teachers in Istanbul suggests
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that when the interactions between administrators and teachers cause stress for
teachers, this can also lead to less democratic teacher attitudes towards students.
Likewise, Price (2012)suggests that “interpersonal relationships with persons at work
can positively influence individual worker commitment, cohesion, and satisfaction”
(p.53). Also, another study by Price (2015) studied the cooperation between
principals and their teachers and found that when there is a higher degree of
cooperation teachers had more positive approaches towards their students’ school
engagement. The findings summarized above also suggest that positive and more
equal interactions between school administrators and teachers contributed to
democratic teacher attitudes towards students.

The findings of this study with teachers in Kadikdy, Istanbul are also in line
with the findings of another study conducted in Turkey which studied the effect of
primary school principals’ democratic attitudes and behaviors on teacher motivation
and student performance (Arslan, 2012). Arslan’s study showed that democratic
attitudes and behaviors of school principals’ dramatically influenced not only the
teachers’ motivation but also the teachers’ relationships with other persons in the
school including their students.

To sum up, there is a connection between school administrators’ attitudes
and behaviors towards teachers and teachers’ own attitudes towards their students.
Teachers’ informal learning through their interactions with school administrators
seems to influence their attitude towards students. In some cases, this informal
learning leads teachers them towards more democratic behaviors such as respecting
students’ choices about their own appearance, stopping using violence against
students or resolving to never doing so or leading them. In other cases, the conflict

with the administration and feeling disrespected by the administration lead some
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teachers towards less democratic behaviors towards students such as not being just
and understanding to students in the classroom interactions.

5.2 The effects of interactions with colleagues on teachers’ attitudes

The findings of this study suggest that participants consider interactions with
colleagues to have an effect on their attitudes towards students. Their accounts of
such interactions included receiving advice from more experienced colleagues about
they should do or not when they started teaching. Aysun’s informal learning through
interaction with colleagues was about not discriminating against certain students.
Through observing their colleagues who established an equal relationship in their
dialogues with the students, Betiil and Kemal learned the importance of speaking
with students with respect as their equals. Furthermore, Kemal explained that he
stopped using violence against students by observing another colleague use violence
against a student and its impact on the student.

There were other accounts from teachers that explained their informal
learning through their interactions with their teacher colleagues and how this
learning influenced their attitudes towards students. Ayse, for example, explained
how in her first year as a teacher she learned to exercise anger management and
remember her duty towards children as an adult from an experienced teacher. Fidan
observed that another colleague sent children who did not follow classroom rules
outside the classroom, which was a practice she strongly disagreed with. Meral’s
account explained how she consulted her colleagues in the teachers’ room about
certain issues with her students, discussing different points of view and choosing the
one that she found most appropriate.

The findings showed that there were informal interactions between the

teachers and their informal learning through such interactions included anger
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management, avoiding discrimination between students, avoiding violence against
students, listening to students and trying to understand their students’ points of
views. Such informal learning was achieved through dialogue with colleagues,
discussing issues related with students with colleagues and brainstorming with them,
listening to more experienced colleagues’ advice and observing colleagues’
interactions with students.

These findings are similar to the five general categories of learning activities
identified in Meirink et al.’s study (2009). These categories were “doing,
experimenting, reflecting, learning from others without interaction, and learning
from others with interaction” (p.210). In light of this, the informal learning of the
teachers’ in this study can be classified categories as learning from others without
interaction, and learning from others with interaction. Learning informally from
colleagues, without interaction included (1) observing colleagues’ democratic
attitudes such as trying to communicate with students and taking their opinions in the
most challenging situations and not discriminating against some groups of students
and adopting these democratic attitudes, (2) observing colleagues’ unacceptable
attitudes such as using violence against students, punishing students with
inappropriate means and discriminating against some groups of students and not
adopting these attitudes.

Learning informally from colleagues with interaction in this study included
discussing own experiences and problems with students with colleagues, listening to
colleagues’ experiences with students and their ways of handling challenges with
students and putting the advice of colleagues into practice in interactions with

students.
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Findings of this study are also in line with Hoekstra et al.’s study (2009).
Hoekstra et al. explained that teachers’ interactions with each other could be
classified as “teacher autonomy, teacher collaboration, reflective dialogue, receiving
feedback, experience of shared norms and responsibility” (p. 280). Among the
findings of these study, informal learning with interaction with colleagues include
discussing own experiences and problems with students with colleagues, listening to
colleagues’ experiences with students and their ways of resolving problems with
students and putting the advice of colleagues into practice. These correspond to
Hoekstra et al.’s (2009) teacher collaboration, reflective dialogue and experience of
shared norms and responsibility. According to Hoekstra et al., teacher collaboration
reflects the level of interdependency and high level of interdependency leads to more
learning. Thus, the teachers in this study who discuss with colleagues in this study
can be considered as cooperating with their colleagues. Taking the advice of other
colleagues, on the other hand, could be regarded as reflective dialogue. Lastly, the
participants in this study explained how they talked about how they should they
behave a student in teachers’ room and how they came to an agreement as a result of
this discussion, which can be regarded as the experience of shared norms and
responsibility as identified by Hoekstra et al.’s (2009).

5.3 The effects of interactions with students on teachers’ attitudes

The findings suggest that participants who scored high on the Democratic Attitudes
Survey found that informal learning through their interactions with the students
helped them develop more democratic attitudes towards students. This informal
learning mostly took place when teachers observed students’ reactions to teacher
attitude and behaviors and adjusted their attitudes accordingly. For example, Ayse

who had scored highest on the survey observed that when she talked to her students
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in a loud voice her students imitated this, which led her to use a gentler and more
appropriate speaking voice. Fidan explained how she developed empathy towards
her students and learned from her students. Nurcan explained that she first reflected
on her teaching practices and then listened to her students’ opinions on her teaching
practices and adjusted her behavior accordingly. Meral’s account explained how her
unkind attitude towards students affected student performance which led her to adopt
more respectful and participatory attitudes towards students which helped students
behave and perform better in the classroom.

Ayse, Fidan, Nurcan and Meral are among the group who scored high on the
survey and their accounts suggested that they created the classroom rules together
with the students at the beginning of the school term and performed activities to help
students develop and gain ownership of the rules. Their accounts also showed that
they shared responsibility and decision-making power with their students in the
classroom management, which are among the characteristics of a democratic
classroom according to Pepper and Henry (1985).

On the other hand, Ahmet who scored lowest point on the scale had explained
that if he could not ‘build a bridge of love’ between himself and one of his students
the student had to be transferred to another class. He also claimed that students did
not mind his shouting at them and even enjoyed it. He found that this attitude had
developed over many years and not that different from the attitude of his own
teachers some of whom regularly used violence against students.

Funda, who had scored lowest on the scale, explained that her attitude
towards students became more sensitive and understanding after she became a

mother, which led students to show more respect towards her. Funda also self-critical
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about her classroom management skills and considered teachers whose students were
quiet even after their teacher left the classroom successful.

Zeliha, who had scored the third lowest, explained that she used teacher-
centered classroom management technics. Zeliha was self-critical of her attitudes
towards students. She explained that when she adopted rude and impolite attitudes
towards students when she was tired, which she apologized for to the students later
on.

Kemal, who had scored the fifth lowest on the scale, explained that he
stopped using violence against the students and realized that when students gained
ownership of classroom rules they followed them much better. Murat, who had
scored the eighth lowest on the scale, explained that he used violence against
students to punish them but changed this attitude through experience and increased
familiarity with books on the teaching profession.

Among the participants who scored low on the scale, Funda, Melike and
Betiil suggested that they established classroom rules along with the students.
However, their accounts of this participatory process was not detailed as those of the
teachers who scored high on the scale.

The findings summarized above suggest that the participants who scored high
on the Democratic Attitude Survey developed more democratic attitudes towards
students through informal learning achieved through their interactions with the
students in teaching-learning settings. It can be suggested that their learning through
their interactions with students is related to their personal qualities.

Although Ayse did not express herself on her personality, she seemed
confident about problematic situations in the classroom. Also, Fidan said: “I won’t

be very humble. Sometimes I know the child better than their own parents and I
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speak considering their individual characteristics too.” She was always appreciated
by the principals and parents of the students. Ali who has the fifth highest points said
thathe was a very ambitious student. He expressed that “(...) I never had any
problems with students in my life. There is no behavior that cannot be dealt with.
Even the bad person has a point where you can reach them... I am not someone who
would say ‘I fought so far, I cannot do it anymore’® Nurcan with the seventh highest
points expressed that “(...) because I am a determined person, I will somehow
succeed.”” She seeks guidance from seminars, books or Internet for her job.
Moreover, Filiz, Nermin, and Mehtap also made similar comments. According to our
study, teachers with higher democratic attitudes seem to have more self-confidence.
This seems to be in agreement with the conclusions in Kapici Zengin (2003), Almog
and Shechtman (2007) and Zehir Topkaya and Yavuz (2011). Self-efficacy, and the
use of helpful strategies are correlated with each other according to Almog and
Shechtman (2007). Kapici Zengin (2003) found that elementary teacher’s self-
efficacy and positive communication patterns in the classroom are correlated each
other. Zehir Topkaya and Yavuz (2011) also suggested that there is a positive
correlation between the democratic values and self-efficacy perceptions of pre-
service teachers.

5.4 The effects of interactions with students’ parents on teachers’ attitudes

Findings are not sufficient to suggest any considerably effect of interaction with
parents on the development of democratic teacher attitudes towards students.

Participants’ accounts suggested that when the parents told the teachers about a

> Cok da miitevazi olamayacagim, bazen hatta kendi anne babalarindan iyi tanirim ¢ocugu ve o

sekilde bireysel 6zelliklerini de dikkate alarak konusurum.”
Oue ...Ogrencilerle hayatim boyunca sorunum olmadi. Halledilemeyecek bir davranig yoktur. Kétii
insanin bile ulagilabilecek bir noktasi vardir... Ben bu kadar miicadele ettim artik daha fazla edemem
diyecek biri degilim.”
7« .. ¢iinkii azimli bir insanim bir sekilde basaririm.”
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specific issue about their children teachers took this into consideration in their
interactions with students.On the other hand, among the participants who scored low
on the scale, the accounts of Ahmet and Seda suggest that they were criticized by the
parents because of their attitudes towards students. The accounts suggest that some
of thesecriticisms took the form of complaints about these teachers to the school
administration. Ahmet and Seda’s accounts suggested that they were not to blame
and parents had unrealistically high expectations of them.

Furthermore, Funda, one of the participants who scored low on the scale,
found that educated parents had high expectations of her as a teacher, which put
pressure on her. Betiil suggested that some parents intervened in teachers’ work in
relation to matters on which they were not qualified to comment. On the other hand,
Murat’s account suggested that some parents’ encouragement of teacher violence
against students delayed Murat’s abandoning the use of violence.

As for the existing research on parents’ expectations of teachers, Kaya’s
(2012) study looked into the expectations of parents of primary school students in
Sakarya of the teachers. Her findings showed that first and foremost parents expected
teachers to have sufficient vocational qualifications and found that the teachers at
their children’s school were sufficiently qualified. The study also found that parents
find it important that teachers pay enough attention to their opinions when they have
discussions with the teachers. Parents in Kaya considered the teachers of their
children to pay enough attention to parent’s opinions. The findings of this study
suggest that parents do not question the professional competence of the teachers.
However, it can be suggested that some of the teachers who scored low on the survey

were criticized by some parents because of their attitudes towards students.
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Furthermore, some of the teachers who scored low on the survey explained that they

felt under pressure because some educated parents’ expectations of them.
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CHAPTER 6

CONCLUSION AND FINAL REMARKS

This study found that informal learning through interactions with school
administrations, colleagues, and students provided the teachers in this study with
opportunities to develop democratic attitudes towards students. The findings show
that informal learning at school has been influential on the teachers’ attitudes
towards students and this informal learning provided the teachers with the
knowledge to self-reflect on and change their attitudes towards students.

Informal learning through interactions with school administration affected
teachers’ attitudes towards students. Firstly, if the teachers felt under intense and
undue pressure from the administration, this created stress for them influencing their
classroom interactions with students negatively. Secondly, teachers judged their
principals’ attitudes towards students as acceptable or not. Informal learning through
observations of these attitudes led the teachers to adjust their own attitudes towards
students.

* Teachers’ interactions with their colleagues provided numerous opportunities
for informal learning. Firstly, the teachers in study observed their colleagues
attitudes towards students. They classified their colleagues’ attitudes as
acceptable and unacceptable. Then, they used this informal learning to adjust
their own attitudes towards students. Secondly, teachers shared their own
experiences and issues with students with their colleagues. Also, they listened
to their colleagues’ teaching experiences. They then used the informal
learning through these interactions to develop democratic teacher attitudes

towards students. Lastly, teachers received the advice of their more
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experienced colleagues about teaching and classroom management issues,
especially during their first years, and used this learning to develop
democratic teacher attitudes.

Teachers also learned informally through their interactions with their students
to change their attitudes democratically. However, it appears that the teachers
who scored high on the survey strived more to develop democratic attitudes
towards students than the teachers who scored low on the survey.

Some of the teachers who scored low on the survey indicated that they were
criticized by parents because of their attitudes and behaviors towards
students. Furthermore, some of the teachers who scored low on the survey

felt uncomfortable because of parents’ expectations of them.

6.1 Limitations of the study

The limitations of this research can be identified as follows:

This study used the one-off interview data with 20 teachers in Kadikdy,
Istanbul who were selected based on their scores on the Democratic Attitude
Survey. In the study, data from interviews with a limited number of teachers
only in Kadikdy district were used.

It should be considered that some of the participants might have given what
they thought were socially acceptable answers. Furthermore, they were
unwilling to talk about their interactions with their school principal and their
violent attitudes towards students.

Teachers’ democratic attitudes were identified only with the Democratic
Attitude Survey administered to them. Observations in the school and
classroom settings would have contributed to a better understanding of the

development of teacher democratic attitudes towards students.
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6.2 Recommendations for further research

It is important to understand how teachers develop democratic attitudes towards in

order to provide effective and participatory classroom and educational goals.

Recommendations for further research can be listed as follows:

Research that explores the development of democratic teacher attitudes
towards students should be conducted with teachers that work with
students from different SES backgrounds.

Ethnographic methods should be used in order to produce a multi-faceted
and more in-depth understanding of how informal learning at school
influences the development of teacher attitudes towards students.

There is a need for studies that focus on the interactions between school
administration and teachers and the ways in which these interactions
influence teacher attitudes towards their students.

There is a need for studies that focus on the role of teachers’ interactions
with parents in the development of teacher attitudes towards students.
The role of teachers’ personal qualities such as self-efficacy, autonomy
and dedication to lifelong learning in the development of teacher attitudes

towards students should be explored.
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APPENDIX C

PERSONAL INFORMATION FORM (TURKISH)
1.Cinsiyetiniz
( ) Kadmn ( ) Erkek
2.Yasiniz
()21-25 ()26-30 ( )31-35 ()36-40 ( )41-45 ( )46-50 ( )51 veiizeri
3. Mesleki kideminiz (y1l)
( )15yl ( )o6-10y1 ()11-15yl ()16-20 y1l
4. Mezun oldugunuz egitim kurumu:
( ) Egitim Fakiiltesi () Teknik Egitim Fakiiltesi ( ) Fen-Edebiyat Fakiiltesi
() Diger ( Liitfen belirtiniz)
5. Egitim diizeyiniz

() On lisans () Lisans () Yiiksek Lisans ( ) Doktora
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APPENDIX D

PERSONAL INFORMATION FORM (ENGLISH)
1. Gender
( ) Female ( ) Male
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() Other (Please 1dentify) ......ccceeeciieiieiiieiieeie ettt s
5. Your Educational Degree

() Associate Degree () Undergraduate () Masters () Doctorate
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APPENDIX E

DEMOCRATIC ATTITUDE SCALE (TURKISH)

Anketin bu boliimii 50 madde icermektedir. Bu maddeler,
ogretmenlerin cesitli konulardaki goriisleri ile ilgili genel bilgi
toplamak amaciyla diizenlenmistir. Bilimsel calismanin gecerliligi
acisindan, liitfen biitiin ifadeleri okuyunuz ve dogru ya da yanhs
olarak degerlendirmeden; her maddedeki ifadeye katilip
katilmadiginiz, uygun olan kutuya carpi isareti koyarak belirtiniz.

Katiliyorum

Katilmiyorum

1. Insanlarin amaglarma saygili olma, demokratik bir insanin en temel
ozelligidir.

2. Ogrenciler okulda yarisma i¢inde olmahidirlar. Ciinkii ileriki
yasamlarinda yarigsma i¢inde olacaklardir.

3. Ogrenciler siif gosterileri ya da diger grup etkinliklerine katilmaya
tesvik edilmeli, ancak zorlanmamalidir.

4. Ogrencilerin ihtiya¢ duymalar1 halinde sinifi terk etmek igin
ogretmenden izin almalar1 gerekir.

5. Ogrenciler sevmedikleri gretmenlerin dersini almaya
zorlanmamalidir.

6. Demokratiklesme siirecindeki gelisme bilimdeki gelismeden daha
onemlidir.

7. Ogrenciler okul kantinini isletemeyecek kadar geng ve
deneyimsizdirler.

8. Ogrencileri demokrasi uygulamalari igin yiireklendirmek
ogretmenlerin en yiice gorevidir.

9. Genglerin su¢ davraniglarinin sikliginin ve ciddiyetinin artmasi, onlarin
cok fazla 6zgiir birakilmalariin sonucudur.

10. Sinavlarin tiirleri ve zamanlar1 6gretmenlerin kararlariyla
belirlenmelidir.

11. Sinif diizeni ve disiplini, ilkokulun ilk yillarindan baslayarak,
olabildigi kadar hizl bir sekilde 6gretmenlerin sorumlulugundan alinip,
ogrencilerin sorumluluguna verilmelidir.

12. Ogrenci, 6gretmenin otoritesini ya da diisiincesini sorgulamaya
basladiginda, yani kendisi i¢in diistinmeye basladiginda demokrasi isliyor
demektir.

13. Tirkiye’de egitimcilerin zihnini kurcalayan sorunlar1 kdkiinden ve
uzmanca ¢ézmeye calisacak tam giin hizmet veren egitim arastirmacilari
olmalidir.

14. Ogretmenin siki denetimi altinda bulunan &grenciler kdlelerden farkls
degildirler.
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15. Cocuklara her denileni yapmak degil, diisiinerek diiriistce davranmak
ogretilmelidir.

16. Okul yonetiminin aldig1 kararlar1 degistirmede 6grencilerin etkisi
olmalidir.

17. Bir ¢cocugun mutlu olmay1 6grenmesi, okumay1 6grenmesinden daha
onemlidir.

18. Giinlimiizde kullanilan “geleneksel 6gretim yontemlerinin™ yerini
“cagdas 6gretim yontemlerinin” almasi i¢in bilimsel arastirmalarin
yapilmasi ihmal edilmistir.

19. Amaglar1 bagkalar: tarafindan belirlenen bir insan kdledir.

20. Genci kendi deger yargilartyla uyusmayan seyleri yapmaya zorlamak
son derece yanligtir.

21. Ogrencilerin 6gretmenlere kars1 tutumlarmin arastirmalarla
belirlenmesi gerekir.

22. Egitim politikalar1 belirleme konusunda, §gretmen ve 6grenci
goriigiine gerek duyulmadan karar alma uygulamasi siirdiiriilmelidir.

23. Bir egitim etkinliginin degeri, 6grencilerin degerler sistemi agisindan
Ol¢iilmelidir.

24. Ogrencilerin begenileri, siiflara ve koridorlara asilacak tablo ve
resimlerin se¢imini yapabilecek kadar gelismemistir.

25. Duygularin egitimi, diigiincelerin gelisimi kadar 6nemlidir.

26. “Zorunlu” sorumluluk, ger¢ek sorumluluk degildir.

27. Ogrencilerin okulda sakiz ¢ignemelerine izin verilmemelidir.

28. Ogrencilerin 10°da 9’unun kars1 oldugu herhangi bir okul kurali
degistirilmelidir.

29. Ev ddevlerinin belirlenmesi, 6grencilerin kararina birakilmamalidir,
bu ancak 6gretmenler kurulunun karar yetkisinde olmalidir.

30. Bireysel ozgiirliik, ancak gerekli oldugunda grubun ilerlemesine engel
oldugu durumlarda, bireyin onay1 alinmadan baskalar1 tarafindan
siirlandirilabilmelidir.

31. Cocugun ilgilerinden ¢ok ihtiya¢larinin dikkate alinmasi, tiim egitim
kurumlarinin benimsedigi ilke olmalidir.

32. Demokrasi, otokrat gretmenler yerine goriisleri 6zglirce elestirebilen,
hi¢bir zaman zorlayici olmayan uzman dgretmenler oldugu takdirde
arttirilabilir.

33. Bireylerin amacinin kutsallig1, demokrasinin 6zii olarak
vurgulanabilir.

34. Demokratik bir okulda okul miidiiriine gerek yoktur. Okul yagamiyla
ilgili kararlar 6grenci ve 6gretmenlerin katilimiyla alinmalidar.

35. Ogrencilerin az bildikleri ya da hi¢ bilmedikleri konularla ilgili
goriiglerini sOylemelerine izin verilmemelidir.

36. Ideal demokrasi herkese amaglarini gerceklestirme hakki verir.
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37. Okulun, 6gretmenler tarafindan belirlenmis kesin kurallar1 olmalidir.

38. Gergekten demokratik olan 6gretmenlerin, eger 6zgiirliik igin
gerekliyse, sinifta bir miktar diizensizligi hos goérmeleri ve buna izin
vermeleri gerekir.

39. En iyi 6gretmenler, sinif atmosferi ile degil, 6gretim konusu ile
ilgilenirler.

40. Ciddi davranis bozukluklari, 6grencilerin yonetim katilmalarina izin
verildigi okullarda goriiliir.

41. Ogretim programlarima siki baglilik, siniftaki demokratik yasamin en
biiyiik diigmanidir.

42. Uygulanamayan demokrasi 6grenilemez.

43. Demokratik yontemle kazanilan bilgiler kalic1 ve gergek bilgilerdir.

44. Okulun yakininda bir diikkanda ¢ikan yangin konusuna, verilecek
ders konusundan daha ¢ok zaman ayrilmalidir.

45. Ogrencilerin sinifta oturacaklari yeri kendilerinin segmelerine izin
verilmelidir.

46. Sinifta yapilan oylamalarda dgrencilerin kapali oy hakki olmalidir.

47. Ogretmenlerin, dgrencilerin amagclarina saygi gostermeleri, cocuklarin
da biiyiiklerine saygi gostermelerine neden olur.

48. Cocuklar1 6zgiir olan bir ulus, 6zgiir insanlar1 olan bir ulus olacaktir.

99 ¢¢

49. “lyi niyetli despot bir dgretmen
ogretmenden” daha iyidir.

tam ve kontrolsiiz 6zgiirliik tantyan

50. Saglikli, demokratik toplumda gengler icin yarismali oyunlar ve
sporlar 6nemlidir.
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APPENDIX F

DEMOCRATIC ATTITUDE SCALE (ENGLISH)

This part of the survey consists of 50 items. These | Agree Disagree
items were designed to gather teachers’ opinions
on a number of different topics. In order to ensure
the study’s validity, please read all the statements
and regardless of whether you consider the
statements correct or not, please indicate whether
you agree or disagree with the statement by ticking
the appropriate box.

1. Respecting other people’s objectives is the main
characteristic of a democratic person.

2. Students should be in a competition at school
because they will be in competition with others in
their future lives.

3. Students should be encouraged to participate in
school performances and other group activities but
they should not be forced to do so.

4. Students need to get teachers’ permission if they
need to leave the classroom.

5. Students should not be forced to take the courses of
teachers they do not like.

6. Progress in democratization process is more
important than progress in science.

7. Students are too young and inexperienced to run the
school canteen.

8. Teachers’ most noble duty is to encourage the
students for democratic practices.

9. The frequency and seriousness of youth
delinquency increases because they are given too
much freedom.

10. The types and times of exams should be
determined by the teachers.

11. Starting from the first years primary school, the
responsibility for classroom management and
discipline should be taken teachers and given to
students.
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12. When students start to question teachers’ authority
of opinions, in other words when they try to think for
themselves, it means that democracy is working.

13. There needs to be educational researchers in
Turkey that work full time to help educationalists
solve their educational problems expertly in a
definitive manner.

14. Students who are under tight control of teachers
are no different than slaves.

15. Children should be taught to behave honestly and
act after reflection rather than doing everything they
are told to do.

16. Students should have a say in order to influence
the decisions taken by school administration.

17. It is more important for a child to learn to be
happy than learning to read.

18. Scientific research to replace ‘traditional teaching
methods’ with ‘modern teaching methods’ has been
ignored.

19. A person whose goals are determined by others is
a slave.

20. It is definitively wrong to force a young person to
do things that are against his/her values.

21. Students’ attitudes towards teachers should be
identified by research studies.

22. The practice of determining educational policies
without taking students’ and teachers’ opinions into
consideration should continue.

23. The value of an educational activity should be
evaluated based the students’ value systems.

24. Students’ ability to judge what they like is not
developed enough to choose what paintings and
pictures are hung on the walls of classrooms and
corridors.

25. Education of emotions is as important as the
development of thoughts.

26. ‘Compulsory’ responsibility is not real
responsibility.

27. Students should not be allowed to chew gum at
school.

28. Any school rule opposed by 9 out of 10 students
should be changed.
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29. Determining homework should not be left to
student decisions; this can only be decided by a
committee of teachers.

30. Individual freedom should be curbed by others
without the consent of the individual only when it is
necessary and prevents the progress of the group.

31. All educational institutions should have the
principle of prioritizing student needs rather than
student interests.

32. Democracy can be enhanced with expert teachers
who are never coercing and are open to free criticism
of ideas instead of authoritarian teachers.

33. The sacredness of an individual’s goals is the
essence of democracy.

34. There is no need for a school principal at a
democratic school. Decisions regarding school life
should be made with the participation of students and
teachers..

35. Students should not be allowed to express their
opinions on topics they know very little or nothing
about.

36. An ideal democracy should give everyone the
right to actualize their goals.

37. A school should have strict rules determined by
teachers.

38. Really democratic teachers should tolerate and
allow a certain degree of disorganizedbehavior in the
classroom if this is necessary for freedom

39. Best teachers are concerned with teaching not the
classroom atmosphere.

40. Serious behavioral disorders are observed in
schools where students are allowed to participate in
school administration.

41. Strict adherence to educational programs is the
biggest enemy of democratic life in the classroom.

42. If democracy is not applied, it cannot be learned.

43. Knowledge gained through democratic methods is
permanent and real knowledge.

44. A fire at a store near the school should be given
more time to discuss than a course subject.

45. Students should be allowed to choose where to sit
in the classroom.
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46. Students should be allowed to cast a secret ballot
in elections in the classroom.

47. If teachers respect students’ goals, children then
respect adults.

48. A nation with free children will be a national with
free people..

49. “A well-meaning authoritarian teacher” is better
than ““a teacher that gives students full, uncontrolled
freedom”.

50. Competitive games and sports are important for
the youth in healthy, democratic societies.
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APPENDIX G
SAMPLE SELECTION LIST

Table 6. Sample Selection List

Experience | Educational Academic ,
N A Scale's Point
O | Gender | Age (year) (year) Sndkarouid Degree cale's Poin
1 Male 51 and over 31 and over | Other* Associate 28.00
2 Female | 51 and over 31 and over | Other Associate 29.00
Faculty of
3 | Female | 46-50 26-30 acuily o Bachelor 29.00
Education
Faculty of
4 | Female | 36-40 16-20 acuily o Bachelor 29.17
Education
5 Female | 41-45 21-25 Other Associate 31.00
6 Male 41-45 21-25 Other Associate 32.00
7 Female | 51 and over 31 and over | Other Associate 32.00
Faculty of
8 | Female | 41-45 16-20 a Bachelor 33.69
Engineering
9 Male 51 and over 31 and over | Other Associate 33.69
10 Female | 46-50 21-25 Other Associate 34.00
11 Male 51 and over 26-30 Other Associate 35.00
12 Male 51 and over 31 and over | Other Associate 35.00
13 Female | 51 and over 31 and over | Other Associate 35.00
14 Male 51 and over 31 and over | Other Associate 35.00
15 Male 51 and over 31 and over | Other Associate 35.00
16 Female | 51 and over 26-30 Other Associate 35.00
Faculty of Art
17 Female | 41-45 16-20 acu }.]O s Bachelor 35.10
and Sciences
18 Female | 51 and over 31 and over | Other Associate 35.71
Faculty of
19 Female | 51 and over 31 and over acu y © Bachelor 36.00
Education
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Experience | Educational Academic .
N A Scale's Point
O | Gender | Age (year) (year) Background Degree cale's Poin

20 | Male | 46-50 26-30 Faculty of Bachelor 36.00
Education

21 Male 51 and over 31 and over | Other Associate 36.00

22 Female | 51 and over 31 and over | Other Associate 36.00
Faculty of

23 | Female | 46-50 26-30 acuily Bachelor 36.00
Education

24 Female | 51 and over 31 and over | Other Associate 36.73

25 | Female | 41-45 16-20 Faculty of Arts | 5 helor 37.00
and Sciences

26 Male 51 and over 31 and over | Other Associate 37.00

27 Female | 51 and over 31 and over | Other Associate 37.00

28 Male 51 and over 31 and over | Other Associate 37.00

29 Female | 51 and over 31 and over | Other Associate 37.50

30 | Female | 46-50 21-25 Faculty of Bachelor 38.00
Education

31 Female | 51 and over 31 and over | Other Associate 38.00

32 Male 51 and over 31 and over | Other Associate 38.00
Faculty of

33 Female | 46-50 31 and over acu y © Bachelor 38.00
Education

34 | Male | 41-45 21-25 Faculty of Bachelor 38.00
Education

35 | Female | 41-45 21-25 Faculty of Bachelor 38.00
Education

36 Female | 51 and over 31 and over | Other Associate 38.77

37 Male 51 and over 26-30 Other Associate 39.00

38 Female | 51 and over 31 and over | Other Associate 39.00

39 Male 51 and over 31 and over | Other Associate 39.00

40 | Female | 41-45 21-25 Faculty of Bachelor 39.00
Education

41 Male 51 and over 31 and over | Other Associate 39.00
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E i E tional A i
NO | Gender | Age (year) rperience ducationa cademic Scale's Point
(year) Background Degree
42 | Female | 41-45 16-20 Faculty of Bachelor 39.00
Engineering
Faculty of
43 Female | 41-45 16-20 . Bachelor 39.00
Education
44 Male 51 and over 21-25 Other Associate 39.58
Faculty of Art
45 Female | 36-40 11-15 years acu }.IO > Bachelor 39.63
and Sciences
46 | Female | 46-50 26-30 Faculty of Bachelor 39.79
Education
Faculty of Art
47 Female | 46-50 11-15 years act y © s Bachelor 40.00
and Sciences
48 Male 51 and over 31 and over | Other Associate 40.00
. 40.00
49 Male 51 and over 31 and over | Other Associate
Faculty of
50 | Female | 46-50 26-30 w . Bachelor 40.00
Education
51 Female | 51 and over 26-30 Facult){ o Bachelor 40.00
Education
Facult
52 | Female | 36-40 6-10 years | Laculty of Bachelor 40.00
Education
Experience | Educational Academic
N A ! i
O | Gender ge (year) (year) Background Degree Scale's Point
53 Female | 51 and over 31 and over | Other Associate 40.90
54 Female | 46-50 26-30 Other Associate 41.00
55 Male 51 and over 31 and over | Other Associate 41.00
56 Male 46-50 26-30 Other Associate 41.00
57 Female | 51 and over 31 and over | Other Associate 41.00
58 Male 51 and over 31 and over | Other Associate 41.00
59 Female | 51 and over 31 and over | Other Associate 42.00
60 | Female | 41-45 16-20 Faculty of Arts | 5 helor 42.68
and Sciences
61 | Female | 46-50 16-20 Faculty of Master 44.00
Education
Faculty of
62 | Female | 46-50 26-30 acuily Bachelor 44.18
Education

* Other (Educational Institute, Teacher College, School of Education)
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PROFILE OF HIGH POINT'S PARTICIPANTS INITIALLY SELECTED

APPENDIX H

Table 7. Characteristics of High Point’s Participants Initially Selected

Amount of The
Selected Gender | Age (year) teaching Educational Academic Democratic
Teachers experience Background Degree Attitude Scale's

(year) Point
Ayse Female |46-50 26-30 Faculty of Education Bachelor 44.18
Elif Female |46-50 16-20 Faculty of Education Master 44.00

Faculty of Arts and
Fidan Female |41-45 16-20 Sciences Bachelor 42.68
Aliye Female |51 and over |31 and over Educational Institute Associate 42.00
Kadriye Female |51 and over |31 and over Educational Institute Associate 41.00
Nermin Female |51 and over |31 and over Educational Institute Associate 41.00
Ali Male 46-50 26-30 School of Education Associate 41.00
Cemil Male 51 and over |31 and over Educational Institute Associate 41.00
Filiz Female |46-50 26-30 Faculty of Education Associate 41.00
Kardelen |Female |51 andover |31 and over Educational Institute Associate 40.90
Nurcan Female |36-40 6-10 Faculty of Education Bachelor 40.00
Meral Female |51 and over |26-30 Educational Institute Associate 40.00
Aysun Female |46-50 26-30 Faculty of Education Bachelor 40.00
Hiiseyin Male 51 and over |31 and over Educational Institute Associate 40.00
Hakan Male 51 and over |31 and over Educational Institute Associate 40.00
Faculty of Arts and

Mehtap Female |46-50 16-20 Sciences Bachelor 40.00
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PROFILE OF LOW POINT'S PARTICIPANTS INITIALLY SELECTED

APPENDIX I

Table 8.Characteristics of Low Point’s Participants Initially Selected

Amount of The .
. . Democratic
Selected Gender | Age (year) teach1.ng Educational Background Academic Attitude
Teachers experience Degree
Scale's

(year) Point
Turgut Male 51 and over 31 and over | Teacher School Associate 35.00
Seda Female |46-50 21-25 Faculty of Education Bachelor 34.00
Murat Male 51 and over 31 and over Teacher School Associate 33.69
Betiil Female |41-45 16-20 Faculty of Engineering Bachelor 33.69
Esra Female |63 31 and over Teacher School Associate 32.00
Kemal Male 41-45 21-25 School of Education Associate 32.00
Melike Female |41-45 21-25 School of Education Associate 31.00
Zeliha Female |36-40 16-20 Faculty of Education Bachelor 29.17
Funda Female |46-50 21-25 School of Education Associate 29.00
Miinire Female |51 and over 31 and over Teacher School Associate 28.00
Ahmet Male 51 and over 31 and over Teacher School Associate 28.00
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APPENDIX J
INTERVIEW FORMS (TURKISH)

Bu goriisme 6gretmen tutumlari {izerine yiiriitiilen yiiksek lisans tez ¢calismasi
kapsaminda yapilmaktadir.Elde edilecek bilgiler bagka herhangi bir amacla
kullanilmayacaktir.Calismaya katilan 6gretmenlerin bilgileri gizli kalacak, kisisel
herhangi bir bilgi kullanilmayacaktir. Goriismenin yaklasik bir - bir buguk saat
stirmesi planlanmaktadir.

1. Ogretmenlige basladigmiz ilk zamanlari anlatir misimiz? Neler yasadiniz, ne
gibi zorluklarla karsilagtiniz?

2. Ogretmenlige baslamadan &nce meslekle ilgili diisiincelerinizle, basladiktan
sonra diisiinceleriniz arasinda bir fark olustu mu? Hangi konularda
beklentilerinizden farkliliklar s6z konusuydu?

3. Ogretmenlige basladigmiz giinden bu yana hangi tutumlarimizda degisimler
oldugunu diisiiniiyorsunuz?

4. Ogretmenlige basladigimizdan bugiine dgrencilerinize yonelik tutum ve
davraniglarinizda bir degisiklik oldu mu? Olduysa nasil bir degisiklik oldu?
Somut 6rnek(ler) verir misiniz?

Okul Yoneticisi hakkinda

5. Okul miidiiriiniin ya da okul ydnetiminin goriis ve Onerilerinin meslekle ilgili
tutumlariniz1 etkiledigini diisiiniiyor musunuz? Oldu ise bu hangi yonde
olmustur sizce, somut 6rnekler verebilir misiniz?

6. Ogrencilerle iliskilerinizde, onlara y&nelik tutum ve davramslarinizda 6zel

olarak okul miidiiriiniin ya da yonetiminin etkili oldugu durumlar oldu mu?
Somut 6rnek verebilir misiniz?

Meslektaslar hakkinda
7. Meslektaglarinizin goriis ve Onerilerinin meslekle ilgili tutumlarinizi

etkiledigini diistinliyor musunuz? Oldu ise bu hangi yonde olmustur sizce,
somut ornek(ler) verebilir misiniz?
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8. Ogrencilerle iliskilerinizde, onlara yonelik tutum ve davramslarinizda 6zel
olarak meslektaglarinizin etkili oldugu durumlar oldu mu? Somut 6rnek
verebilir misiniz?

Ogrenciler hakkinda

9. Smifinizda otoriteyi saglamak, disiplini olusturmak, kurallar1 koymak i¢in
nasil bir yéntem izlersiniz? Ogrencilerinizi siirece dahil eder misiniz? Neden?

10. Meslege basladiginizdan bu yana 6grencilerinizle iliskilerinizde onlara
yonelik tutum ve davraniglarinizda bir degisiklik oldu mu? Olduysa neden ve
nasil bir degisiklik oldu? Somut 6rnek verebilir misiniz?

Veliler hakkinda
11. Ogrenci velilerinizin mesleginize yonelik goriis ve dnerileri oluyor mu?

Bugiine kadar size etkileyen bir durumla karsilagtiniz m1 bu konuda?
Karsilagtiysaniz somut 6rnek verir misiniz?

12. Ogrenci velilerinin dzellikle dgrencilere yonelik tutum ve davranislarinizda
yonlendirici bir tavr ile karsilagtiniz m1? Somut 6rnek verir misiniz? Bdoyle

bir durumla karsilasinca tavriniz ne oldu?

13. Eklemek istediginiz bir sey var mi1? Hakkinda konugmadigimiz ama anlatsam
iyi olur dediginiz herhangi bir sey var m1?
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APPENDIX K
INTERVIEW FORMS (ENGLISH)

The Interview Guide

This interview is conducted as part of the Master’s research on teacher attitudes. The
information collected will not be used for any other purpose. The information
regarding the teachers that participate in the research will be kept confidential and no
personal information will be made public. The interview is expected to take one to
one and a half hours.

1. Can you talk about first years as a teacher? What did you experience? What
sort of difficulties did you experience?

2. Is there a difference between your opinions about teaching as a profession
before you started teacher and after you started it? What was different from
what you had expected?

3. Which of your attitudes have changed since your first started teaching?

4. Have your attitudes and behaviors towards your students changed since you
started teaching? If so, what changed have happened? Can you give concrete
examples?

About school administrators

5. Do you think the ideas and suggestions of the school principal or
administration influence your attitudes towards teaching? If yes, what sort of
an influence was this? Can you give concrete examples?

6. Have here been any situations where the school principal or administration
has been influential on your attitude and behaviors towards students? Can
you give concrete examples?

About colleagues
7. Do you think the ideas and suggestions of your teacher colleagues influence

your attitudes towards teaching? If yes, what sort of an influence was this?
Can you give concrete examples?
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8. Have here been any situations where your colleagues have been influential on
your attitude and behaviors towards students? Can you give concrete
examples?

About Students

9. What sort of a method do you used in order to establish order in your
classroom and establish rules? Do you ensure student participation in the
process? Why?

10. Have your attitudes and behaviors towards your students changed since you
started teaching? If so, what changed have happened? Can you give concrete
examples?

About Parents
11. Do parents have their ideas and suggestions on your profession? Have there
been any situations that affected your teaching? If yes, can you give concrete
examples?
12. Have there been any parents who tried to guide your attitudes and behaviors

towards students? Can you give concrete examples? How did you behave in
such a situation?

13. Is there anything you would like to add? Is there anything we didn’t discuss
but you would like to tell me about?
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APPENDIX L

PARTICIPANT INFORMED CONSENT FORM (TURKISH)

Arastirmaci:Rahsan Sénmez/ Bogazigi Universitesi Sosyal Bilimler Enstitiisii Egitim
Bilimleri Yiiksek Lisans Ogrencisi / Tel: .............ccoviviiieiniin...

Sayin 6gretmen,

Bogazici Universitesi Sosyal Bilimler Enstitiisii’ne bagli olarak “Okullardaki
Enformal Ogrenme Deneyimleri Esnasinda Ogretmenlerin Demokratik Tutum
Gelistirmesinde Etki Eden Faktorler” konulu tez ¢alismasi yiiriitmekteyim.

Bu ¢aligmanin amaci s6z konusu tutumlarin gelismesinde okul ortaminda hangi
faktorlerin etkin oldugunu belirlemektir. Sizin bu ¢alismaya katiliminiz i¢in istanbul
Il Milli Egitim Miidiirliigii ve Istanbul Valiligi’nden onay almmustir. Ayrica okul
yonetimi de bu konuda bilgilendirilmistir.

Bu arastirmaya katilmay1 kabul ettiginiz takdirde size yoneltecegim sorulari
cevaplamanizi isteyecegim. Gorlismenin yaklasik bir- bir buguk saat siirmesi
planlanmaktadir. Goriisme ses kayit cihazi ile kaydedilecektir.

Bu arastirma bilimsel bir amagcla yapilmaktadir ve katilimer bilgilerinin gizliligi esas
tutulmaktadir.Kayit esnasinda baska bir isim kullanilacaktir.Ses kaydi aragtirmaci
disinda kimse tarafindan kullanilmayacak, arastirma sona erdiginde silinecektir.

Bu aragtirmaya katilmak tamamen istege baghdir.Katildiginiz takdirde ¢alismanin
herhangi bir agamasinda herhangi bir sebep gostermeden onayinizi ¢cekme hakkina da
sahipsiniz.Arastirma projesi hakkinda ek bilgi almak istediginiz takdirde liitfen
Bogazici Universitesi Ogretim Uyesi Yrd.Dog.Dr. Ayse H. Caner ile temasa geginiz.
(Telefon: 0212 359 45 58, Adres: Bogazici Universitesi Egitim Fakiiltesi, 34342
Bebek, Istanbul).

Eger bu aragtirma projesine katilmay1 kabul ediyorsaniz, liitfen asagidaki formu
imzalayiniz.

Bana anlatilanlar1 ve yukarida yazilanlari anladim. Bu formun bir kopyasini aldim.
Calismaya katilmay1 kabul ediyorum.

Katilimc1 Adi-Soyadi

Imzas1
Tarih (giin/ay/y1l)
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APPENDIX M

PARTICIPANT INFORMED CONSENT FORM (ENGLISH)

Researcher: Rahgsan S6nmez/ Bogazigi University Social Sciences Institute

Dear Teacher,

Within the Bogazici University Social Sciences Institute, I conduct a Master’s
research study entitled “The factors that influence teachers’ development of
democratic attitudes during their informal learning experiences at schools”.

This study aims to identify which factors in school settings are influential in the
development of democratic attitudes. The permission of Istanbul Province Ministry
of National Education and Istanbul Governorate has been taken for your participation
in this study. Furthermore, the school administration has been informed of the
research and your participation in it.

I will ask you answer the questions I present you with if you agree participate in this
research. The interview is expected to take one to one and a half hours. The
interview will be tape-recorded.

This research is being conducted with a scientific purpose and confidentiality of
participant information is paramount. During the recording, a different name will be
used. The recording will not be used by anyone other than the researcher and will be
deleted at the end of the research.

Your participation in this research is completely voluntary. If you decide to
participate, you can withdraw your consent at any point without giving any reasons.
If you need further information about the research, please contact Yrd. Do¢.Dr. Ayse
H. Caner at Bogazici University Caner. (Telephone: 0212 359 45 58, Address:
Bogazici UniversityFaculty of Education, 34342 Bebek, Istanbul).

If you agree to participate in this research project, please sign below.

I understood what was explained to me and what is written above. [ was given a copy
of this form. I agree to participate in this research study.

Participant Name and Surname

Signature
Date (Day/Month/Y ear)
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APPENDIX N

NARRATIVES IN TURKISH

"idareciler okul iyi olsun bununla ugrasiyorlar. .. isin i¢inde olmuyorlar, 15-20 sene
ogretmenlik yapip gelse neyse, genelde 3-4 sene 6gretmenlik yapip idareci
oluyorlar... Daha yonetim esasli hareket ediyorlar. (Filiz)

? Kafamzin rahat olmasi 6nemli. Okula istemeyerek geliyorsaniz basari
olmuyor.Idareci ile atistim bir dénem.Hig istemeden geliyordum okula, idareci
benden 6ziir diledi.Ogretmen rahat olmali.Ogrenciyi de harcityordum o zaman.Cok
sinirliydim. (Filiz)

? Simdi eger ¢ok baskici bir tutum sergiliyorsa idareci iizerimde o baskiy1
hissediyorum ve sinifta daha tedirgin oluyorum. Her an ne zaman gelecek simdi
gelip ne sdyleyecek gibi boyle bir tutum igerisine giriyorum ve bu beni rahatsiz
ediyor. Ve huzurlu olamiyorum o zaman. Huzurlu olamayinca da rahat egitim
veremiyorum. Ama mesela su anda idarecimiz oldukga saygili hepimize giiveniyor, o
yiizden rahatim hi¢ huzursuz degilim. Huzursuz olmadigim i¢in de gérevimi gayet
giizel yerine getiriyorum... Benim tek istegim bu baskici tutum olmasin. Niye geg
kaldin, niye dyle oldu? Ya zaten bir problem yoksa ge¢ kalmamistir bir insan.
(Nurcan)

* Okul idarecilerinin dgretmene karsi davranslari cok nemli... Hani en ufacik seye
ogretmeni elestiriyor ya da ne bileyim kizabiliyor da. Yani 6gretmen sinifa morali
bozuk girdigi an verimi diiser zaten. Beni olumsuz etkileyen ufak tefek olaylar
olmustur 6nceki yillarda... Mesela en basiti iste ders zili ¢cald1 girmedigin anda iki
dakika gecince zil ¢caldi neredesin niye girmedin? Hani boyle bazen oluyordu.
(Funda)

> Bir tane bayan miidiir muavinimiz vardi. Ben o zamanlar meslegimin daha 12-
13.y1lindayim. Ortaokul dgrencileri joleli saglarla gelmisler.Saglarin erkek gibi
kestirmis tigii-kiz 6grenciler-, jolelemisler saclarini.Bir 6gretmen arkadas ben
idarecinin yaninda otururken ¢ocuklar1 getirdi.Miidiir yardimeis1 ‘ne giizel olmus
saglarin, hep boyle olsun’ dedi. O ¢ocuklar1 getiren 6gretmen ¢ok bozuldu. Okul
miidiiriimiiz topladi biitiin 6gretmenleri, bu davranislarin normal oldugunu
cocuklarda gelip gegici ergenlikler bulundugunu, bunlara bizim hosgdriilii
davranmamiz gerektigini anlattiktan sonra okuldaki ortam giizellesti. Idareciligi ilk
kez ben o arkadaglarda gordiim. (Kemal)
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%Baz1 6grenciler okul kiyafetini giymeden gelebiliyor.idare diyor ki niye kiyafetini
giymedin? Ya bir giin giymemis ne ¢ikar? Bir 6gretmen olarak ben hos goriiyorken,
bir idareci buna g6z yumamiyor... (Kemal)

7 Ogretmenligimin @igiincii yilinda. .. bizzat miidiir yetkili arkadas bir cocugun
kulagini zarar vererek ¢ekmisti. Orada siddeti gormiistiim. (Kemal)

8 ...iste siddet uygulayan bir idareci varsa onlarm yaptigin diisiinerek kendim
yapmamami ya da giizel davraniglari mesela bir okul miidiirii bir miidiir yardimcist
hava soguk montu 6nii acik bir 6grenciyi disar1 ¢ikarken uyartyorsa, aa evet bunu
ben de yapmaliyim diyorum... Siniftan ¢ikarken 6grenciye montunu unutma, 6niin
kapat demeyi 6greniyorsunuz. (Aysun)

? {1k stajyerligimde, 40 yillik bir 6gretmenimiz vardi. O kadar ¢ok sey var ki, sikinti
yasantyor, sorun yasaniyor falan, hi¢ unutmam o beni ald1 karsisina dedi ki
‘cocuklarla bir siirii sey yasanacaktir, boyle seyler olacaktir bir tek sey yap, ¢ik
disartya derin nefes al koridorda bir asagi bir yukar1 yiirii onu atlat ondan sonra gir
konus ve onlarin yedi yasinda olduklarini sakin unutma.’... Arkadaslarimizla
konusuruz, paylasiriz. Birbirimiz etkileriz tabii ki. (Ayse)

' Olumlu olanlar da oldu, olumsuz davranislarini goriip bunlar gibi olmamaliyim
dediklerim de oldu. Bir 6grenci mesela, ekonomik durumu veya fiziki yapisiyla
ogrenciyi degerlendiren insanlar, 6greten arkadaslar da var, ‘o zaten s0yle bir ¢ocuk’
deyip kenara atan... Ama kaynastirma 6grencilerini bagrina basan onlara emek veren
arkadaglarimi gordiikce, kimse istemediyse ‘o kaynastirma dgrencisini ben alirim’
dedim... Cok sert tutumlar da gérdiim. Ancak 6gretmen siniftan ¢iktiktan sonra
ogrencinin tavrinin degistigini de gérdiim.Demek ki sinifta ¢cok otoriter olmaya da
gerek yokmus.Ciinkii baski kuruyorsunuz, o baski siz gittiginiz zaman yok oluyor.
Ortadan kayboluyor, o yiizden mesela davranisa kizabilirim, ama 6dev
yapmamissinizdir neden yapmadin ya da bu yazi olmamis deyip ¢ocugu rencide
etmem. Defterini falan yirtmam, ona siddet uygulamam. (Aysun)

"' Bizim bir 6gretmen arkadas vardi... Ondan ¢ok olumlu giizel bir 6rnek gordiim
ben.Ben genel olarak ¢ocuklarca sert birisi olarak goriiliiriim, dobra dobra konusarak
anlasirdik.Kalabaligin i¢inde anlagsmaya ¢alisirdik.Bagirarak sesimi duyurmaya
calisirdim. O arkadag geldi bahgede olsun, sinifinda olsun davranislarini
gozlemledim. Cocuklara tipki kendi ¢ocuguyla veya kendi esiyle, ona nasil deger
verdigini, ses tonunu ¢ok giizel ayarlayarak, yumusak konustugunu goérdiim.
Cocuklarda olan degisimin de farkina vardim... Bu benim i¢in 6rnek alinacak bir
durum oldu. Simifta asla sesimi yiikseltmeden ¢ocugun kalbinin kirilamayacagini
diistinliyorum. Ondan aldigim ¢ok ama ¢ok etkileyici kazandigim bir deger olarak
goriiyorum. (Kemal)
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12 .16 -17 y1l 6nce falan. Bir 6gretmen arkadasim benim meslektasim ¢ocugun bir
tanesine tekme atmis, siddet uygulamis.Cocuk yere y1gilmis. O ¢ocugun o halini
gordiikten sonra bir daha ¢ocuga vurmadim. Bir daha ¢ocuga asla dokunmadim,
siddetin ne kadar yanlis ve nerelere gidecegini gérdiim. (Kemal)

" Bir 6gretmen arkadasimim problemli bir 6grencisi vardu. .. Sik sik o 6gretmen
arkadasi o ¢cocukla teneffiiste konugurlarken elini omuzuna atarak ¢cocugun yani
biiylik sevgi gostererek anlayigla konustugunu goérdiim... Ve o ¢ocugun gelismeler
gosterdigini de gérdiim. Hani kendisine ilgi sevgi gosterilen bir problem olan
ogrencilerin daha da ilerledigini gérdiim... Bu yonde bana ¢ok katkisi olmustur o
Ogretmenin. (Betiil)

' Fikirler geliyor, konusuyoruz onlarla —6gretmen arkadaslari-... Diyelim iste
cocuga kizdim mesela gecen giin géziimiin 6niinde yirtt1 defterini sadece ‘nasil boyle
yazdin’ dedim... Bunu gelip anlatiyorum, paylasiyorum —6gretmenler odasinda.
Arkadaslar boyle yapti nasil yapayim ben bunu? Bir sey demedim o an
arkadaslarinin icerisinde.Arkadaglarim da rehber 6gretmene gitmemi tavsiye
ettiler.Ama ben dnce kendim goriigmeyi daha ¢ok yegledim. Sonra ¢ocugu ¢agirtip
‘kizim niye boyle yaptin’ dedim. ‘O anda ben baska seye kizmistim’ dedi, siz de beni
dedi dinlemeden kizdiginiz i¢in ben de defterimi yirttim’ dedi. ‘Birbirimizi
dinleyelim, yaptigini bana kars1 bir saygisizlik olarak algiladim’ dedim. Daha sonra
rehber 0gretmene gitti, aileden gelen psikolojik nedenleri oldugunu gordiik. Siniftaki
iyi olan seyleri de anlatiyorum kotii olan seyleri de anlatiyorum. Ciinkii anlattigim
zaman farkl fikirler geliyor. O zaman en uygun olani benimsiyorum o sekilde
davrantyorum ¢ocuga veya konusuyorum. (Meral)

' .. Ogrenci herhangi bir kurala uymadig1 zaman, kapidan disariya ¢ikariyormus.
Siniftan ¢ikip, kapinin disinda duruyor 6grenci. Bu bana ters yani.Bu olumsuz bir
ornek ve hos olmadi. (Fidan)

' Daha yiiksek sesle konusurdum ilk yillar. Sonra baktim ¢ocuklar da ayni tonla
konusuyor birbiri ile. Siz birine kiziyorsunuz mesela bakiyorsunuz bir siire sonra
onlar da yapiyor... Simdi daha duyulabilir bir sesle konusuyorum.(Ayse)

17 Sizin karakterinizle, isteklerinizle, cocuklarmn katilimiyla siniftaki ¢ocuklarin o
0zel durumlari da dikkate alinarak sinif kurallar1 oturuyor... Cocuklarla da kural
olusturmanin faydasina inantyorum, ¢iinkii onlar birbirlerini ¢cok daha rahat kontrol
ediyorlar, biz bunu 6nerdik ve biz bu davranisa uymuyoruz gibi... (Ayse)

'8 Her davranisimu bir kere 6lgerek, her konusmamu lgerek, diisiinerek yapryorum.
Bunu 6grendim ve sabirli olmay1 6grendim ¢ocuklar karsisinda. Empati kurmay,
daha fazla empati kurmaya basladim, ¢ocugun seviyesine indim. Onlarin géziinden
bakmaya galistim... Onceden ¢ocuktur deyip gegiyorsunuz fakat gercekten diinyalari
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cok farkli 6nemsemek gerekiyor hepsinin diisiincelerini... Cok sey katti1 bana yani
cocuklarla birlikte olmak. (Fidan)

' Ben pozitif disiplini daha ¢ok goz oniinde bulundurarak hareket ediyorum.
Cocuklarla beraber kurallar1 belirlemeye calisiyoruz. Cocuklar siirekli katildiklar
zaman, kendileri de bir parga bir sey katinca belirledikleri kurallara daha ¢ok
uyuyorlar. (Fidan)

2% Simif yonetimi ile ilgili olsun, ¢ocuklarla ilgili olsun onlarin diinyalarmi tanimaya
calistyorum... Mesela ilk basta ¢ocugu dinliyormus gibi yapip ¢ok fazla net
dinlemiyordum galiba... simdi ama iyice dinliyorum, ¢ocuk ne demek istiyor, onu
iyice dinliyorum. Eger dinlenemeyecek bir ortamsa ‘bir dakika dur ¢ocugum seni
sonra dinleyecegim’ diyorum. (Nurcan)

*! Dénemin basinda mutlaka siif kurallari ile ilgili bir ¢alisma yaparim.Bu kurallara
cocuklar1 da katarim... dogru davranis1 beraber drama ile yapariz.Yanlig davranisi
yapariz.Boyle oldugunda nasil oldu, sdyle oldugunda nasil oldu seklinde.Veya
slayttan kurallarla ilgili slaytlar izlettiririm onlara.Mutlaka kuralin pargasi haline
getirmeye calisirim ¢ocuklart mutlaka.Ciinkii onu benimsemesi i¢in o kurali beraber
koymamiz lazim. (Nurcan)

> Cocuga sert davrandigmizda bakiyorsunuz ¢ocuk igine siniyor bildigini de
sdyleyemiyor. Yavas yavas onu birakiyorsunuz.Iste daha yakin davrandikca
cocuktaki verimi altyorsun. Alinca demek ki bdyle davranmaliyim ve bunu esimle —
esi de 6gretmen- evde konusuyorduk, boyle yaptigim zaman ¢ocuklardan daha iyi
verim aliyorum. Boyle yapinca konusunca ¢ocuk daha iyi algiladi diyorum...
(Meral)

» Birinci siiftan itibaren okulun kurallari, iste siifin kurallari, siirekli kurallar,
tahtaya Ogrencilerle yaziyoruz... Resimlerle su an benim sinifimda var asilt
kurallar... Ama ara ara boyle soylendik¢e zamani geldik¢e zaten ¢ocuk senin
bakisindan bile anliyor ne yapmasi gerektigini. (Meral)

** Cocuklarla dyle bir, bana 6gretilen, 40 yilda kazandigim ders verme seklim 6yle
bir tavirlarim var. Cocuklar gercekten bagirmamdan bile mutlu oluyorlar, bana
giicenmiyorlar. Cocuklarla ilk sevgi kopriisiinii gocuklarla ilk hafta atarim. O sevgi
kopriisii ile baglar gider... ama atamadiklarim, ben de yapamiyorum. Gitmek
zorunda ¢ocuktan da kaynaklaniyor, benden de kaynaklaniyor. (Ahmet)

% Ben anne olduktan sonra degisti. O zaman ¢ocuklari daha iyi anlamaya bagladim.
[k zamanlar belki daha ¢abuk kizabiliyordum. Daha sonra yillar i¢inde anne
olduktan sonra daha hosgoriilii oluyorsun yillar i¢inde. Sonugta sunu diisiiniiyorum
ben, ¢ocuga yumusak davranarak, daha saygili oldugunu gérmeye basliyorsun... Ben
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biraz smifta boyle ¢cok kurallar1 oturtamiyorum. Boyle bir eksikligim var ya da
benden mi kaynakli bazi arkadaslarda su var, mesela sinifta olmasa bile sinif mum
gibi duruyor ama benim dyle sinifim olmadi yani. (Funda)

%% .. benim hani yéntemimde s0yle bir sey var arada sert boyle siki hani boyle
sesimin yiiksek olup ¢ok ciddi anlamda sert oldugum zamanlar olur ama genelde
sestonumu dikkati cekmek i¢in yiikseltirim bazen... Ben ilk basta bu seyi yumusak
bir tavirla ama yeri geldigi zaman ¢ok sert olabilecegimi ama bunu hani yapmanin
gerekliligini gormedigim i¢in onlarin aslinda sinif kurallarini kendilerinin
olusturabilecegi bilincini onlarda olusturarak her zaman sey yaptim. (Zeliha)

*7 Cok sikintili zamanlarimda, nébet giinleri ya da sikintili durumlarda ¢ocuklara
bazen yanlis davranmis olabiliyorum. Benim o yanlisima ¢ocuga ve sinifa bdyle bir
yanligin insan olarak yapilabilecegini ancak 6gretmenin daha dikkatli olmasi
gerektigini onu yapmamam gerektigi ¢ocuktan 6ziir dilemisimdir, génliinii
almisimdir.Ama yanlisim olmustur, sert tavrim olmustur, yanlig yontem
uygulamigimdir. (Zeliha)

2% Siddeti birakiyorsunuz. Siddeti biraktikga bir orta yol bulmaya ¢alistyorsunuz
cocuklarla. Bu isi yapmak zorundasiniz. Bu meslegi yapmak zorundasiniz.Bu
ortamin igerisinde nasil yaparsiniz?Bu sistemi nasil kurarsiniz. Diisiin diisiin bu
sekilde ortaya ¢ikiyor... (Kemal)

*? Cocuklarim kendi oto kontrol sistemi ile disiplinin saglanabilecegini
diistinliyorum... Nasil olacak bir 6rnekle agiklayayim isterseniz. Sinif ortami
icerisinde bir kere cocuklara kendi kisiliklerinin gelismesi i¢in yardimei olunup
onlar1 kendi kisilikleri iizerinden degerlendirip, sinif igerisinde konusa konusa anlata
anlata birbirlerini degerlendirerek veya elestirerek bu ortam icerisinde saglamaya
calisacaklar. (Kemal)

%% Tabii ki ilk yillarda davranislarim daha sertti. Hatta zaman zaman dayag: bile
kullanryordum kéylerde. Iste aile geliyordu aile goriisiiyordunuz ya bdyle bdyle bir
durum var ‘e vursana’ diyordu... Kendi 6gretmenlerimiz de bizi ¢ok dovmiistii.
Hatta aligkanlik yapmusti... sosyal kiiltlirimiiz gelistik¢ce mesleki kitaplarla hagir
nesir oldukca bunu terk ettik... Ben sonradan sunu gordiim yani 6grencilere baskict
davranmak hakaret etmek bir manada bizim kendimize hakaret etmemiz... ha sunu
sOylemek isterim bazen 6grenciyi tecrit yonetim kullaniyordum fakat bunun dogru
bir davranis olmadigini1 gordiik (disar1 ¢ikarma). (Murat)

*! Benim meslegimin {izerinde bana bir yaptirim giicii yok dolayistyla beni

yonlendiremez. Mesleki ilkelerimi koyarim, sinirini ¢izerim velinin. Veli sinifima
karigamaz akademik boyutuyla.Yani boylesi bir sey ici iliskiye sokmam. (Elif)
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32 .. sadece kendi bildiklerim dogrularim degil de ¢evrenin de beklentileri (veli-

ogrenci) benim de beklentilerim iizerine bir 6gretmen profili ¢izmeye ¢alistim. (Elif)

3 Velilerin 6gretmenlige yonelik bilgisi bilimsel bir icerige sahip degil. Bu okulda da
daha onceki ¢alistigimiz okullarda da veli bdyle bir 6neri getirecek durumda degil.
Okur yazarlik agisindan. (Murat)

* Baz1 velilerimden, 6gretmen velilerimden mesleki kitaplar aldim, 6gretmenler
giiniinde kitap armaganlari. (Murat)

¥ Veliye yag ¢ekersen dgrenciyi pohpohlarsan 6grenciye hicbir sey vermeden ‘sen
aslansin sen siipersin’ ki burada ¢ok kullanilir, sen harika 6gretmensindir...
Ogretmen veliye demek istedigini degil de velinin duymak istedigini sdyledigi i¢in
cocuklar bdyle oluyor... Velilere yumusak davranamiyorum. Dobra dobra hatalarini
yiizlerine diyorum. Cocuklarmnin biitiin 6zelliklerini yiizlerine sdyliiyorum... Ogrenci
secerken bana tiim kapici ¢ocuklari verildi. Ben de idareye gittim niye bu listeleri
boyle yaptiniz dedim... bana dedikleri su, ‘senin 6gretmen arkadaslarin bunu yaptilar
biz degil. Veli onun i¢in ne anlatmislarsa sizden ¢ekindi veremedi’... Evet sertim,
cocugu basartya sey yaparim... (Ahmet)

%% Simdi s6yle mesela bir konuyu anlattigim zaman daha detayli anlatmak
istiyorum.Hepsinin anlamasi i¢in ugrasiyorum. Hani o zaman o kadar bende yoktu.
Gegerdim, o bil in¢ bende yoktu o kadar. Bu yillar i¢inde gelisti. Bir de tabii
calistigin ortamdan dolay1 da boyle. Velinin senden beklentisi de farkli oluyor. Kirsal
yerde o kadar olmayabilir. Ciinkii veli o kadar cocugun tizerinde durmuyor. Ama
burada dyle degil. Velinin beklentisi var, okulu arastirmis gelmis, senden farkli
seyler bekliyor. O nedenle o istemeden bir sekildegelisiyor. (Funda)

37 . Bizim genelde toplum olarak boyle mesela ne bileyim biri doktordur, mesela
televizyona ¢ikar meslegi ile ilgili olmayan konularda yorum yapar. Boyle sanki bir
seyleri fazla biliyoruz gibi mi sey yapiyoruz, herseyden bilgimiz var. Egitimimiz
olmasa da illa ki goriis bildiriyoruz. Boyle yapan veliler mesela var. (Betiil)

¥ Veli artik 6gretmene hitkkmediyor. Yani bir yerde size yaptirim uyguladiklari igin
bu sefer ¢cocuklara rehberlik ediyormus gibi oluyorsunuz.Ciinkii ¢ocugu derste
azarladiginiz zaman ‘acaba gidip beni miidiir beye sikayet edecek mi?’ diye
diisiiniiyorsunuz. Ciinkii benim burada besinci yi1lim ve ben dort yil 6nce burada
bunu ¢ok yasadim... Ogretmene tamamen hiikmeden, evde ¢ocuga her tiirlii baskiy1
uygulayip da burada 6gretmenin ‘cekil kizim’ demesine bile firsat vermeyen veli
grubuyla calistim.Su anki veli grubum daha iyi ¢iinkii bu ¢evreden degil... dar gelirli
ailelerden gelen ¢ocuklar. Heniiz o aile kaygisi, biiytiklere olan sevgi siirdiigii i¢in
ogretene karsi bu veli grubumu daha ¢ok seviyorum. (Seda)
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%% < Arkadasma bagirmadiniz da niye ona bagirdiniz?’ ‘Onun tuvalete gitmesine niye
izin vermediniz?’... bunlar1 yasayinca ¢ok kotii etkilendim. Huzursuz gidiyordum
derse. Simdi sey veliler bu tip seyleri ¢cok takip ediyorlar. Yani soyle diyorlar, evdeki
her seyi birak sadece benim ¢ocugumla ilgilen. Ama ¢ocuk senin verdigin seyi
alabiliyor mu karsiligin1 verebiliyor mu bilmiyor.Ogretmeni daha ¢ok yonlendirmeye
calistyor, davranis olarak yonlendirmeye calisiyor. (Seda)

* Mesela gocugunun durumunu bana 6zellikle anlatan belirten olay1 saklamayan
veliler benim tutum ve davraniglarimi degistirdi. Cocugu goriiyorsun, mesela ¢ocuk
stirekli uykulu geliyor. Soruyorsunuz ‘Uyuyamadin mi1 gece?’,
‘Uyuyamadim.’.Cocugun altina kagirma problemi var. Anne siirekli kaldirtyor
yikiyor bilmem ne yapiyor. Ya da evde bir yash var. Iste bunlar1 veli paylastig:
zaman siz de sordugunuz zaman tabii ki davraniglar degisiyor 6grenciye karsi.
(Aysun)
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