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ABSTRACT

EXAMINING THE QUALITIES OF THE HOMEROOM TEACHER/STUDENT

RELATIONSHIP

Simon Williams

M.A,, Program of Curriculum and Instruction

Supervisor: Dr. G. McDonald

May 2012

The purpose of this case study was to examine the characteristics of the
student/homeroom teacher relationship at the Turkish Private School (TPS) in
Ankara, Turkey. The research questions focussed on examining the qualities of the
student/homeroom teacher relationship at TPS and the role that homeroom teachers
played in an evolving pastoral care programme. The participants consisted of 142
predominantly Turkish students enrolled in grades six through eight in the 2010 —
2011 academic year and 151 predominantly Turkish students during the 2011 —2012

academic year. Sixteen of the students in these grades were from a different cultural
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background. Homeroom teachers were predominantly international, mostly from a
North American background, although there were a significant number of Turkish
homeroom teachers. The questionnaire used to gather data consisted of 36 closed
ended questions designed to illicit a response and specify the level of agreement or
disagreement on a symmetric agree or disagree scale. The questionnaire used was
adapted from 'A measure to assess student-instructor relationships' (Creasey, Jarvis,
& Knapcik, 2009). The questionnaire was administered in May 2011, September
2011 and January 2012. Examination of the overall data suggests that the pastoral
care programme at TPS is an effective one, with most students feeling connected to
their homeroom teachers. Levels of anxiety were generally low. Homeroom teachers
at TPS felt connected to their students and were working closely with their students
to reduce stress and anxiety, however, the trend in the data seems to suggest a
decrease in connectedness and an increase in anxiety over the academic year. The
findings of this research suggest that the pastoral care programme at TPS could

undergo a number of changes, to live up to its full potential.

Key words: homeroom teacher, student/teacher, relationships, Turkey, pastoral care,

connectedness, anxiety, middle school guidance counsellor.
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OZET

BASLIK

Simon Williams

Yiiksek Lisans, Egitim Programlari ve Oretim

Tez Yoneticisi: Dr. G. McDonald

Mayis 2012

Bu vaka 6rnegi arastirmasinin amaci Ankara'da bir 6zel Tiirk okulunda
ogrenci/simf 6gretmen iliskisinin 6zelliklerini aragtirmaktir. Arastirma sorular
TPS’teki 6grenci/sinif dgretmenlerinin 6zelliklerinin ¢aligtimas: ve gelisen bir
duygusal destek programinda simf 6gretmenlerinin rolii tizerine odaklanmugtir.
Katilimeilar, 2010-2011 okul yilinda altinc1 simftan sekizinci sinifa kadar olan
siniflardaki, gogunlugu Tiirk 6grencilerden olusan 142 kisi ve 2011-2012 okul
yilinda, ¢ogunlugu Tiirk olan 151 6grencidir. Bu simflardaki 6grencilerin onaltisi
farkl: kiiltiirlerden gelmektedir. Simf 6gretmenlerinin, Snemli sayida bir kismu Tiirk
olmakla beraber, genellikle uluslaras: dgretmenler olup ¢ogu Kuzey Amerika’dan

gelmistir. 36 kapali uglu sorudan olusan anket cevap almayi ve simetrik bir ayni



fikirde ve aym fikirde olmayan 6lgek tizerinde anlasma ve karsitlik derecesini
belirlemekte kullamlmugtir. Kullamlan anket ‘6grenci-6gretmen iligkisini 6l¢timii’
nden (Creasey, Jarvis, & Knapcik, 2009) uyarlamistir. Anket, Mayis 2011, Eyliil,
2011 ve Ocak 2012’de uygulanmugtir. Biitiin verinin analiz edilmesi sonucunda,
TPS’teki duygusal yardim programimn etkili oldugu, 6grencilerin ¢ogunun
Ogretmenlerine bagh hissettikleri ortaya ¢ikmugtir. Endise diizeyi genellikle diigiik
¢ikmugtir. TPS’teki sinuf 6gretmenleri, 8grencilerine bagli hissetmektedirler ve
grencilerle yakin galismanin stres ve kaygiy1 azalthgim diisiinmektedirler. Bununla
birlikte verideki egilim, akademik yil ilerledikge, baglilikta azalma ve endisede artisa
isaret etmektedir. Bu aragtirmanin bulgular1 géstermektedir ki, TPS’teki duygusal
destek programinin, tam giiciiyle ¢aligabilmesi igin, bir takim degisiklikler yapilmasi

gerekebilir.

Anahtar Kelimeler: simf 6gretmeni, 6grenci/dgretmen, iliskiler, Tiirkiye, duygusal

destek, baglilik, endise, orta okul rehber &gretmeni.

vi



ACKNOWLEDGEMENTS

I'would like to acknowledge the help and support of my supervisor, Dr. McDonald,
who has been incredibly supportive; I honestly do not know how she put up with my

unfocused ramblings and my childish scribbling’s.

I would also like to thank faculty of the Graduate School of Education at Bilkent

University and, in particular, Dr. Margaret Sands for keeping me on an even keel.

Dr. Wilson, who proof read and helped in the editing of this work, deserves a medal

of some description, I’m certain.

All the members of the administration, staff and my colleagues and friends at the

Turkish Private School for supporting me in this endeavour.

vii



ABSTRACT

TABLE OF CONTENTS

iii

OZET

ACKNOWLEDGEMENTS

vii

TABLE OF CONTENTS

viii

LIST OF TABLES

xi

LIST OF FIGURES

CHAPTER 1: INTRODUCTION

Introduction

Xiv

Background

Problem

Purpose

Research questions

Significance

Definition of key terms

10

CHAPTER 2: REVIEW OF RELATED LITERATURE

12

viii



CHAPTER 3: METHOD

20

Research design 20
Context. 20
Participants 23
Instrumentation 28
Method of data collection 30
Method of data analysis 32
CHAPTER 4: RESULTS 36
Connectedness 38
Anxiety 60
Qualitative data 84
CHAPTER 5: CONCLUSION 87
Introduction 87
Discussion of the findings. 89
Implications for practice 111
Implications for research 113
Limitations 115
REFERENCES 117
APPENDICES 125
Appendix A: Secondary School Teachers Guide 125




Appendix B: Student Questionnaire adapted from 'A measure to assess student-

instructor relationships' (Creasey, Jarvis, & Knapcik, 2009).... ... 126

Appendix C: Permission letter sent to the parents of students in grades six

through eight at the Turkish Private School 2010 — 2012 127

Appendix D: The average percentage of students positive responses organised
by student gender and grade level for all three data sessions on questions

relating to connectedness 128

Appendix E: The average percentage of students positive responses organised
by student gender and grade level for all three data sessions on questions

relating to anxiety. 129

Appendix F: Semi-structured questions asked to the grade six through eight

guidance counsellor and the grade six through eight principle............. 130



Table

10.

LIST OF TABLES

Page
Number of students grades six through eight, 2010 — 2012 25
Nationality of students grades six through eight, 2010-2012_ = 25
Division of students into sectjons, grades six through eight, 2010 — 2012....26

Nationality of HRTs during the 2011 — 2012 academic year. 27

Number of complete questionnaire responses returned by time of year

conducted 31

Questions relating to connectedness 38

The mean percentage of students’ responding positively to questions

relating to connectedness . 39

The mean percentage of students' positive responses by grade level

for all three data sessions on questions relating to connectedness....... 41
The percentage of students' positive responses by student gender

for all three data sessions on questions

relating to connectedness, 43

The percentage of students' positive responses organised by
student nationality for all three data sessions on

questions relating to connectedness 48

Xi



11.

12.

13.

14.

15.

16.

17.

18.

19.

The mean percentage of students' positive responses organised by

student nationality and grade level for all three data ssessions

51

on questions relating to connectedness
The percentage of students' positive responses organised by

teacher nationality for all three data sessions on

questions relating to connectedness
The mean percentage of students' positive responses organised by
HRT nationality and grade level for all three data sessions on

questions relating to connectedness.......................

54

57

Questions relating to Anxiety.

60

The mean percentage of students' responding positively to questions

61

relating to anxiety.

The mean percentage of students' positive responses by grade level

The percentage of students' positive responses organised by
student gender for all three data sessions on

questions relating to anxiety,

67

The percentage of students' positive responses organised by
student nationality for all three data sessions on questions

relating to anxiety,

The percentage of students' positive responses organised by
nationality and grade level for all three data sessions on questions

relating to anxiety,

xii

73

75



20.

21.

The percentage of students' positive responses organised by
teacher nationality for all three data sessions on questions

relating to anxiety,

The percentage of students' positive responses organised by
HRT nationality and grade level for all three data sessions on

questions relating to anxiety.

78

80

Xiii



Figure

LIST OF FIGURES

Page
Command structure at the TPS 22
Results for students' positive responses to questions relating to
connectedness throughout the three data sessions 39
The average percentage of grade six students' positive responses
organised by student gender for all three data sessions on
questions relating to connectedness 45
The average percentage of grade seven students' positive responses
organised by student gender for all three data sessions on
questions relating to connectedness 46
The average percentage of grade eight students' positive responses
organised by student gender for all three data sessions on
questions relating to connectedness 47

Xiv



Results for students' positive responses to questions relating to

anxiety throughout the three data sessions.

The average percentage of grade six students' positive responses

organised by student gender and grade level for all three data

sessions on questions relating to anxiety.............

The average percentage of grade seven students' positive responses

organised by student gender and grade level for all three data

sessions on questions relating to anxiety

The average percentage of grade eight students' positive responses

organised by student gender and grade level for all three data

sessions on questions relating to anxiety.

61

70

71

72

XV



CHAPTER 1: INTRODUCTION

Introduction

Traditionally, teachers were viewed as transmitters of knowledge. They introduced
their pupils to the information, skills, values and forms of behaviour that civilised
societies had accumulated over several centuries (National Education Association,
1992). However, as societies evolved, so did the demands on teachers, from just
being transmitters of information to becoming care givers, responsible for the
development of the whole child within the educational environment. Teachers were
trained to address the individual and collective social, emotional and academic needs
of students in their care (Best, 2007). Pastoral care systems were also designed and
implemented in school systems around the world to better meet the needs of the

whole child (Carroll, 2010).

There are many variations in how pastoral care programmes are implemented in
different schools as there seems to be no set model that is applicable to all
educational systems (Calvert, 2009). In fact, researchers have debated the exact
definition of a pastoral care programme (Pattison, 1993 as cited in Carroll, 2010).
However, past research does agree that effective pastoral care programmes can
greatly improve a child's academic, social and emotional experiences at school (Ang,
Chong, Huan, Queck & Yeo; 2008; Best, 2007; Jones & Harrison, 1997).

Central to pastoral care programmes around the world is the role of homeroom



teachers (hereafter referred to as HRTs), who have been defined by some researchers
as the cornerstone of a school community (Jones & Harrison, 1997). As pastoral care
systems continue to evolve and grow, the role of the HRT is changing and becoming
increasingly central to a school community (Liu & Bambhart, 1999). Administrators
and parents rely on HRTs to support students as they go through their schooling years
(grade six through eight guidance counsellor, personal communication, February 23,
2012), and the pupils themselves, having more responsibility for their own learning,
rely on the guidance provided by the HRT in order to succeed (Griffiths & Sherman,
1991). The exact nature of this relationship between the HRT and students is difficult
to define and there appears to be no single model, though research points to the
relationship being warm, positive and non-judgemental (Best, 2007). It was the aim
of this study to examine the relationship between the HRT and students, and the role
of the HRT in an evolving pastoral care programme in a private, international school

in Turkey.

Background

Historically, the creation of the house system within boarding schools in the U.K.
during the 1950s demonstrated that a culture of care for students could be developed
within the boarding school system (Bryk & Driscoll, 1988). As students who were
living away from home generally had little contact with parents or family, the head of
house or house master/mistress would take on the responsibility for the health, well-
being and social growth of those in his or her charge. This system was used widely in

the private school sector and is extolled in many of the most famous books written



about private schooling — such as Goodbye Mr Chips, Tom Brown's Schooldays and
Enid Blyton's Mallory Towers series (Garner, 2008). Lang (1999) highlighted the
application of the public (and predominantly boarding) school model to state
secondary schools after World War I, and the development of complex pastoral
systems in secondary schools in the 1970s as a significant phase in the evolution of

pastoral care as we know it today.

The need for the implementation of pastoral care programmes was also based on
recognition of the fact that children spend up to ten hours hours a day, five days a
week, for the majority of the year in school. As mandatory schooling was
implemented in many countries around the world, teachers and other school
personnel became the second most important (in some cases, even the primary) care
givers in the lives of young people, and are now considered to be in an ideal position

to observe and provide guidance (Best, 2007).

The concept of pastoral care, which first gained prominence in the United Kingdom
(U.K.) and then spread to the rest of the world, has had varied definitions,
requirements and components (Calvert, 2009). Section one of the 1988 Education
Reform Act in the UK. formalized the pastoral care duties of teachers and schools.
This act stated that it should be the duty of all educators to promote the spiritual,
moral, cultural, mental and physical development of pupils at the school and of
society, and to prepare such pupils for the opportunities, responsibilities and

experiences of adult life (Education Reform Act, 1988).



In other countries, such as the United States (U.S.), pastoral care comes under the
premise of counselling services, though the ultimate goal of supporting students and
helping in their individual development remains the same. Schools in the U.S. are
obligated to provide counselling services to students in the 12 to 18 age range. This is
normally done by specialists, who have no teaching responsibilities, and is done
outside of the classroom context. The focus of such counselling is the individual self-

development of the student (Wahlstrom & Ponte, 2005).

In Turkey, the national educational system recognized the need to not only educate
students in academics, but to also develop good people and good citizens (Dogan,
1998). In the mid 1950s, Turkey thus implemented counselling in schools, based
largely on the American model, though at the time, counsellors were generally
advising students only on career and educational choices. They were therefore more
like college counsellors than those providing support on academic, social or

emotional issues (Dogan, 1998).

The counselling system in Turkey has now been implemented for over 50 years, to
the point that there are elementary and secondary school counsellors assigned to
public schools (Dogan, 1998). The role of these counsellors grew as well, to also
provide corrective and remedial support to students (Kuzgun, 1991, cited in Dogan,
1998), until in 2000, the Turkish Ministry of National Education (MEB) introduced
mandatory guidance hours as part of the school day. To meet these requirements,
activities and programs are developed to be taught by HRTs, generally classroom

teachers (Dogan, 1998), under the supervision of the school guidance counsellor



(Erguner-Tekinalk, Leuwerek, & Terzi, 2009).

Past research (Calvert, 2009) suggests that there is no single model of pastoral care
that is all encompassing. Support to students is provided in a variety of different
ways, sometimes done by HRTs and at other times done by guidance counsellors
(Wahlstrom & Ponte, 2005). Different school systems use varied models of pastoral
care that are best suited to societies' individual needs. Independent schools modify
and adapt these models to cater to their unique student populations (Johnson, 2009).
While there may be no consensus on one model of pastoral care, past research
documents the benefits of an effective pastoral care programme and the importance
of the homeroom teacher (HRT) in the educational experience of students. Ang, et al.
(2008) suggested that a good HRT/student relationship can help negate negative peer
influences. Jones and Harrison (1997) found that an involved and concerned HRT
could be vital to a student's academic and social well-being. Bryk and Driscoll
(1988) did research on building school communities and found that homeroom
teachers and pastoral care systems can help create “feelings of belongings” for the

students.

Problem

The role of the HRT can be a central element to a student's social and academic

growth and well-being. Research indicates that students who have a good

relationship with their homeroom teacher attain greater academic and social success



than students who do not (Liu & Barnhart, 1999). Jones and Harrison (1997) likened

the HRT to a cornerstone of the school community.

Research in Turkey suggests that establishing an effective guidance programme in
school and building collaborative relationships amongst stake holders has been
difficult. Whilst the MEB has set guidelines, the implementation of these policies is
still in its early days, and not without difficulties, as the exact roles and
responsibilities of the guidance counsellors have not been well defined (Erguner-

Tekinalk, Leuwerek, & Terzi, 2009).

Within the Turkish context, no model seems to exist in past research on how a
pastoral care programme should be implemented in private, international schools.
The Turkish Private School (TPS) in Ankara, Turkey, has implemented a pastoral
care programme to meet the academic, social and emotional needs of every child
enrolled in the school. This programme is also in keeping with the MEB guidelines
on counselling. The HRTs are considered to be an integral part of this programme of
pastoral care by the school administration as they meet with their students on a daily
basis, and also implement the activities and lesson plans for the personal and social
education (PSE) curriculum that are designed by the guidance counsellors, in
keeping with MEB regulations (grade six through eight guidance counsellor,

personal communication, February 23, 2012).

Given that the TPS itself is a relatively young school (founded in 1993), and that it

was only in the 2010 — 2011 academic year that it came into the fold of the Turkish



MEB, the pastoral care programme at the TPS is constantly changing and evolving as
teachers, counsellors and administrators make enhancements to the programme in an
effort to reach out to the needs of all students. This is especially true for the grades
six through eight cohort, for whom the pastoral care programme is considered to be a
key component of the educational experience (grade six through eight principal,
personal communication, February 21, 2012). However, no previous research has
been done on the pastoral care programme at the TPS. Additionally, research on the
characteristics of the HRT/student relationship, considered to be the primary basis for
the pastoral care programmes by Jones and Harrison (1997), in the international

school context appears to be limited.

Purpose

The purpose of this study was to examine and describe the characteristics of the
HRT/student relationship at the TPS. The role of the HRT as an integral part of the
pastoral care programme at the TPS was also examined. Models of best practice, as
stated in research, were considered so that changes, if necessary, may be made to the
TPS' programme of pastoral care, to better address the needs of the whole grade six

through eight student body.

Research questions

The main questions studied during this research were:

1. What are the qualities of the relationship that a HRT has with his/her students



at the TPS, in terms of connectedness and does this vary dependent upon:
* Gender
* Grade level

» Student nationality HRT nationality

2. What are the qualities of the relationship that a HRT has with his/her students
at the TPS, in terms of anxiety and does this vary dependent upon:

* Gender

* Grade level

» Student nationality HRT nationality

3. How do the principal and guidance counsellor perceive the relationship of the
HRT with his/her students?
4. What expectations do the principal and guidance counsellor have of the

HRT's role at the school?

Significance

Pastoral care is a holistic approach by which the school attempts to meet the
personal, social, emotional and intellectual needs of every pupil, in order that each
might participate fully and gain maximum benefit from everything that the school
has to offer (Hamblin, 1978). Countries like the U.K. have developed major policy
changes regarding children and their care over the last few years in recognising the

central role of counselling and a pastoral care programme (Every Child Matters,



2003). The Turkish Republic has also implemented guidance activities and the
personal and social education curricula to meet the needs of the whole child

(Erguner-Tekinalk, et al. 1998).

Homeroom teachers are often considered to be the most important component of
pastoral care programmes, and are seen as being key to building school
communities (Bryck & Driscoll, 1988; Jones & Harrison, 1997). Liu and
Barnhart (1999) proposed that the relationship that exists between students and
HRTs is an intimate one, and that it contributes positively to the learning
environment. This is supported by the work of Creasey, Jarvis and Knapcik
(2009), who found that positive teacher/student relationships are an important

component for success at school.

The pastoral care programme at the TPS and its central role in grades six through
eight has been a way for administrators and teachers to reach out to the needs of all
students. The characteristics of this HRT/student relationship could be viewed
through this lens. This study thus aimed to examine the relationship between the
HRTs and their students, as perceived by the students and the HRTs themselves,
focusing on grades six through eight. The role that an HRT playé in the
implementation of the pastoral care programme for grades six through eight at the

TPS was also examined.



Definition of terms

TPS: Turkish Private School

HRT: Homeroom Teacher. A term widely used across in the U.S.A. The homeroom

teacher is considered to provide pastoral care for their students (Webster's Online

Dictionary).

MEB: The Ministry of National Education of the Republic of Turkey (Milli Egitim

Bakanligy).

Pastoral care: A holistic approach by which the school attempts to meet the
personal, social, emotional and intellectual needs of every pupil, in order that each
might participate fully and gain maximum benefit from everything the school has to
offer (Glasgow City Council Local Negotiating Committee for Teachers, Circular 6,

April 2004).

PSE: Personal and Social Education. A planned programme to help children and
young people develop fully as individuals, as members of families and social and
economic communities (grade six through eight guidance counsellor, personal

communication, March 7, 2012).

House system: The word 'house' refers only to the grouping of pupils. Historically

10



associated with public schools in the United Kingdom (Garner, 2008).

TPS MSLT: Middle School Leadership Team at the TPS. Comprising of three grade
coordinators, the middle school counsellor and both the international and Turkish

grade six through eight principals.

Feelings of belonging: Described, for middle school students, as the ability to
connect with and receive support and guidance from peers and/or teachers, as well as

being involved in school activities (Nichols, 2006).
Connectedness: Connectedness may be described as becoming close to others.
Connectedness is a students’ response to feelings of relatedness and belonging

(Karcher, Holcomb & Zambrano, 2006).

Anxiety: The quality or state of being anxious; uneasiness or trouble of mind about

some uncertain event; solicitude, concern. (Oxford English Dictionary).

11



CHAPTER 2: REVIEW OF THE LITERATURE

As the role of education has developed from transmitting knowledge to a more
student centred approach, catering to students' academic, social and emotional needs,
researchers have highlighted the importance of relationships between students and
teachers (Best, 2007). The existence of a good teacher/student relationship allows
students to feel connected to the school and the community, and to feel valued as
members of it (Kim, Solomon, & Roberts, 1995). According to Riley (2009), the
development of the teacher/student relationship lessens anxiety, which is a
psychological and physiological state brought on by stress. This leads to a greater
level of student enjoyment of the school and so helps to develop a greater feeling of
belonging to the school community. Riley (2009) went on to draw attention to those
students who feel a great deal of anxiety; he noted that this anxiety can be lessened
by mutual interdependence and the development of the teacher/student relationship.
Creasey, Jarvis and Knapcik (2009) found that students who felt connected to their

teachers did better academically.

In fostering better teacher/student relationships and to cater to the needs of the whole
child, many systems of education have included pastoral care programmes into their
curriculum (Carroll, 2010). While there seems to be no consensus on what a pastoral
care programme looks like (Calvert, 2009) or even its definition (Pattison, 1993 as

cited in Carroll, 2010), researchers agree that effective pastoral care programmes can

greatly improve a child's schooling experience, and thus contribute towards

12



becoming a better citizen in years to come (Ang, Chong, Huan, Queck & Yeo; 2008;
Best, 2007; Jones & Harrison, 1997). Hamblin (1978) stated that pastoral care was a
holistic approach to meet the personal, social, emotional and academic needs of all
students. The Glasgow City Council defined pastoral care as promoting and
safeguarding the health, welfare and safety of pupils, working in partnership with
parents, support staff and other professionals, providing advice and guidance to
pupils on issues related to their education and contributing towards good order and
the wider needs of the school (Glasgow City Council Local Negotiating Committee

for Teachers, 2004).

The homeroom teacher (HRT) is central to the pastoral care programme; Jones and
Harrison (1997) described the HRT as the corner stone of a school community. Bryk
and Driscoll (1988) underlined the importance of the diffuse role of the HRT and
how it extends beyond the academic needs of the student. The HRT provides an
anchor and support for the students, which is essential to the students academic and
social well-being (Jones & Harrison, 1997). As the HRT is the main point of contact,
students develop a greater sense of belonging within the community (Gewertz,
2007). This not only has a direct impact on the academic progress of the student, but
this increase of intimacy is shown to have a positive impact on students' engagement
and personalisation (McClure, Yonezawa, & Jones, 2010). Despite the change in
perception between students in middle and high school towards the need for a HRT,
somebody 'in loco parentis' can help negate a certain amount of negative peer
influence (Ang et al., 2008). Lander (2009) agreed and identified that the personal

relationship between the student and the HRT can contribute to eradicating the

13



insidious culture of bullying. Additionally, according to Lander (2009), the HRT can
assist in conflict resolution, not only between students, but also act as a mediator in
conflicts arising between a student and another teacher.

HRTs can increase the students' feelings of belonging in their class time by using
discussions and activities that allow for shared activities which strengthen social
relationships. Discussions and debate on ethical and moral issues allow for a greater
understanding of self, as students gain a deeper awareness of their own place within

their community (Bryk & Driscoll, 1988).

Previous studies provide no formalised or consistent research methodology in which
the HRT can build a relationship with his or her students (Johnson, 2009). However,
in most models of pastoral care, HRTs meet their students daily, for a slightly longer
time period than other teachers, and are therefore able to monitor the general health
and well-being of those in their care, as well as inquiring into the general life of the
students outside of the school (Liu & Barnhart, 1999). For students, this contact time
with a teacher who is, in essence, 'in loco parentis' (Best, 2007) allows for the

building of a stronger relationship between the teacher and the student.

Past findings indicate that both quality and quantity of time are important factors in
how effectively an HRT and student can build a positive relationship (Jones &
Harrison, 1997; Zhang & McGrath, 2009). However, there seems to be no
prescribed time period suggested by researchers for the HRT and students to meet.
Gewertz (2007) advocated a model in which the HRT and students meet four times a

week, for 45 minute blocks. Jones and Harrison (1997) suggested daily meetings in

14



the morning, stating that the morning contact time between the HRT and the student
could be more important than the teaching that takes place during the day. Jones and
Harrison (1997) however, did not give details as to the amount of time devoted to
this each morning. Researchers have also advocated that HRTs move up through the
grades with their students throughout the students' compulsory educational

experience (McClure, et al. 2010).

In the international school context no research was found that examined the
HRT/student relationship, although, Zhang and McGrath (2009) pointed to a
difference in the quality of the time that students spent with local and international
teachers, suggesting that local teachers may have stronger relationships with their
students than the more transient international teachers. Ang, et al. (2010) highlighted
that teacher/student relationships depend on the setting in which these are to occur.
Researchers stated that in schools in Asia, there is less time for purposeful teacher-
student engagement and that students in such cultures may receive less individual

time from their teachers.

Researchers do agree on the qualities of an effective HRT. Best (2007) stated that an
HRT should be warm, non-judgemental and positive. Kim, et al. (1995) suggested
that in addition to warmth, support and kindness are the vital personal qualities a
HRT should possess. These qualities, combined with the desire to build a community
of care through classroom activities and moral discourse helps students to participate

as members of the wider school community (Lui & Barnhart, 1999).
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In order to implement pastoral care programmes more effectively, Gewertz (2007)
recommended that HRTs be trained to advise students both academically and on
personal and emotional issues. Johnson (2009) suggested that without proper
training, meaningful relationships between students and teachers would not be built.
There appears to be debate on the matter of HRTs advising students, however,
Williams and Wehrman (2010) put forth that guidance counsellors have been
specifically trained to advise students on emotional and social issues, and it is these
trained professionals who are in the best position to advise students, as opposed to
HRTs. This is contrary to the work of Gewertz (2007), who advocated that HRTs
could, with proper training, advise and guide students on academic, personal and

emotional issues.

In terms of counselling students then, there appear, at the most basic level, to be two
different models regarding who is in the best position to advise students (Wahlstrom
& Ponte, 2005). In the American model, it is guidance counsellors who have time
allocated to meet with the students in their care, and monitor these students'
emotional, social and academic well-being. HRTs may exist in pastoral care or
advisory programmes but the primary keeper of information about students is the
counsellor. In the model followed by other educational systems, such as the one in
the U.K. and in the Netherlands, it is the homeroom teacher (HRT) who is the
primary keeper of information and who is trained to work with the students in all

aspects (Best, 2007; Jones & Harrison, 1997; Wahlstrom & Ponte, 2005).

The Turkish model is based loosely on the American system, and the role of the
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guidance counsellor is relatively new (introduced in the 1950s), and under much
debate (Dogan, 1998). Past research suggests that the role of the guidance counsellor
in the Turkish context has not been defined clearly, and there is confusion amongst
school staff as to who is best placed to advise students (Erguner-Tekinalk, Leuwerek,
& Terzi, 2009). Erguner-Tekinalk et al. (2009) also point out that the profession of
guidance counselling has no formally recognized requirements in Turkey. However,
they cite previous research that stated that the majority of teachers in Turkey agreed
that the current programme of counselling was more effective than the old clinical
model that was retro active rather than pro active (Nazh, 2002 in Erguner-Tekinalk,
et al. 2009). No research was found on the role of the HRT in Turkish private,

international schools in the available literature.

Regardless of which model is followed, and whether it is the HRT or the guidance
counsellor who is the primary keeper of information about the students, there seems
to be little debate in research about the value of building a school community and the
ease with which the HRT/student relationship can contribute positively to this
community. The building of a school community (Deal & Peterson, 1999) can
encompass many differing facets. Bryk and Driscoll (1988) identified three
components of a school community which they believe are the core elements to
school organisation:

1. Values which are shared by the school community.

2. Shared activities.

3. Social relationships that embody an ethic of caring.
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Bryk and Driscoll (1988) go on to point out that the importance of school traditions
are key to a school's culture and its community. The idea that the strength of a school
community can help attach students to the school is echoed by Kim, et al. (1995)
who stated that when common goals can be worked towards and achieved, students
would feel valued and have a greater sense of belonging. Bryk and Driscoll (1988)
stated that the improvement of a school community is beneficial to students as it
provides meaning. Their research indicated a significant decrease in negative aspects
of student behaviour such as class cutting, dropping out, absenteeism and classroom
disorder. There was also a significant increase in students' mathematics scores as well
as students' general academic success when improvements in building a school
community were being implemented. Other research suggested that this feeling of
community can even mitigate the negative effects of socio economic status (Konishi,

Hymel, Zumbo, & Li, 2010).

Ellerbrock and Kiefer (2010) highlighted the benefits of the house system as a model
for building a school community. Implemented during the overhaul of the education
system in the U.K during the 1950s, the house system has proven to be a strong
element of pastoral care within a school, allowing for plenty of inter house
competition and rivalry, as well as building social interactions and camaraderie (Bryk
& Driscoll, 1988). This can involve a diverse range of events including sporting
activities as well as competition in chess, drama, essays, and debating. Bryk and
Driscoll (1988) stated that these common goals help to form smaller communities

within the organisation and help to create feelings of belonging within the students.
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In conclusion, then, it can be said that strong HRT/student relationships have a
positive impact on a student's academic and emotional well-being. Such supportive
relationships not only increase the students' sense of belonging to the school
community but also enhance academic success, and promote social growth. A strong
relationship between the student and the HRT can also negate some of the more
negative aspects of school life, and reduce student anxiety. Thus, researchers agree
that strong relationships between the HRT and students are beneficial to the
academic, social and emotional well-being of the student. However, there appears to
be no single, universally accepted model for pastoral care programmes in secondary

schools and there is debate on the role and function of the HRT.
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CHAPTER 3: METHODOLOGY

Research design

As the aim of this research was to examine the relationship between students and
their homeroom teachers (hereafter referred to as the HRTS), a case study design was
thus chosen (Creswell, 2007). This illustrated a general 'instance in action' of a
bounded system (Alderman, Kemmis, & Jenkins, 1980), and allowed the
observation, in a real context, of the relationship between students and their

homeroom teachers at the Turkish Private School (TPS).

This research also produced secondary qualitative data, the use of which allowed an
exploration of the role of the grade six through eight TPS HRTs in implementing the
pastoral care programme. Questionnaires, school documentation, policies and

personal observation were used to identify themes.

Context

The Turkish Private School (TPS) is a private, international school located in Ankara,
the political and administrative capital of Turkey. The school caters to the academic
needs of students from the age of four through eighteen from the local population, as
well as the children of the faculty who work at the local university, various embassies

and other industries. At the start of the 2010 - 2011 school year, the TPS also
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became an accredited Turkish Ministry of National Education (MEB) school. Thus,
work to align the international aspects of the school with national MEB requirements

was an ongoing transformation at the time of this research.

Although the school is defined as being an international school, the majority of the
students who attend are Turkish or are international Turks, those who are Turkish by
citizenship but have lived abroad for a significant portion of their schooling. The
instructional language is English, with the exception of Turkish social studies and

Turkish language classes.

The secondary school is housed in one complex of joined buildings, accommodating
students from grades five through twelve. Students in grades six through twelve and
their teachers come under the purview of the TPS secondary school and under one
principal, whose official title is Associate Director General of Secondary School
(Figure 1). Students of grade five, also housed in this building, are part of the
elementary school, and are administered by a different principal. These fifth grade

students share only a physical space with the secondary school.
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Director General Admin Manager
] | Emergency | School
Asst::aegtlreclOf Executive Associate Director Senices | Nuse
Elementary Secretary General Secondary
. Pre K-5 Miidiir Preschool . . High School Middle Schoot
Division Secretary Yardmoisi* Coordinator Division Secretary BIS Madur™ Midir Principal
| Elementary Preschool ! High School Middle School
Admin Steff Teachers Teachers Admin Staff BIS Teachers Teachers Teachers
Figure 1: Command structure at the TPS
* Assistant Manager ** Manager

The secondary school is divided into two further units, the high school, which
consists of grades nine through twelve, and the middle school, which is comprised of
grades six through eight. These two divisions operate separately within the secondary
school at the TPS, and have different academic timetables. A new middle school
building was completed in the 2010 - 2011 academic year; while it is attached to the
secondary school, most grade six through eight students have classes only in this new

building. To a large extent, teachers only teach in one division.

The grade six through eight principal is effectively in charge of all aspects of grades
six through eight, although under the rules of the MEB, he is only there to
administrate for the international students. The Turkish students fall under the care of
the Turkish grade six through eight manager (Miidiir), as shown in Figure 1. They

both work closely with the grade six through eight guidance counsellor, who
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oversees the emotional health of the student body along with the grade coordinators.
However, there was no written job description or outline of duties and
responsibilities for either the grade six through eight principal, the Turkish grade six
through eight manager or the grade six through eight guidance counsellor within TPS

available for the staff employed during the academic year 2011 — 2012.

The job description for HRTs (Appendix A) was last revised in 2008 and is available
to teachers on page 15 of the the TPS Secondary School Teachers Guide 2011 —2012
(Costigan, 2011). The positions of both the grade six through eight and grade nine
through twelve guidance counsellors are omitted from the published the TPS
command structure as those roles were not in existence when the command structure
was initially drawn up in 2009 (Figure 1). This command structure is part of the
Emergency Quick Response Guide which is present in every room of the school. It
contains teacher instructions and processes for eventualities such as biochemical
incidents, physical assaults, and earthquakes. It was last updated on the 1% September

2009.

Participants

The participants consisted of all grade six through eight students in the academic
years of 2010 — 2011 and 2011 — 2012. Students in grade eight during the 2010 —
2011 academic year were only given the questionnaire once, as in the following
academic year, these students had moved on to grade nine. Additionally, grade six

students in the 2011 — 2012 academic year were not given the questionnaire in the
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previous academic year as, at the time, these students were still part of the

elementary school.

All student respondents are from households that have sufficient annual income to
pay the school fees. The parents are generally professionals such as doctors, leaders
of industry and university professors. The majority of the students are cared for
appropriately with no signs of neglect, and most come from stable family
backgrounds and enjoy a privileged lifestyle (grade six through eight guidance
counsellor, personal communication, February 23, 2012). The students participate in
a plethora of activities outside school, including private tennis coaching, film making
and skiing. There are few instances of bullying or theft within the school, and the

students are generally polite and well mannered.

In the 2010 — 2011 academic year there were 142 students in grades six through eight
(Table 1), aged 11 to 14. Nine of these students were not Turkish students (Table 2)
and thus were considered to be international students. There were 151 students
enrolled in grades six through eight in the 2011 — 2012 academic year (Table 1).
Sixteen of the students in these grades were from a different cultural background

(Table 2).
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Table 1

Number of students grades six through eight, 2010 - 2012

jumberof  Total Females Males Number of Total Females Males
students =~ students

2010-2011 2011 - 2012

IGrade6 41 19 22 |Grade6 | 41 22 25
\Grade7 58 24 34 |Grade7 46 19 27
Grade 8 43 16 27 |Grade8 58 24 34
Total 142 59 83 |Totall 151 65 86
Table 2

Nationality of students grades six through eight, 2010 — 2012

Nationality of =~ Total |Nationality of  Total

students 2010 - students 2011 -

2011 2012

American 3 | American 9
| |American/Ttalian 1
Finnish 1 |Finnish 1
German 2 |German 2
Iranian 1 |Iranian 1
Japanese 1 |Kazakhstani 1
South African 1 |Norwegian 1
Turkish 133 |Turkish 135
Total 142 |Total 151

TPS is a private school, with a small international student population. The
international students frequently enter and leave the school as they are dependent
upon the career demands of their parents or guardians. Thus, there are changes in
students numbers at each grade level from year to year, as students leave and new
students join the TPS community. This accounts for the differences in student

numbers given in Tables 1 and 2.
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Grades six through eight were divided into three approximately even sections (A, B,
C) at each grade level (Table 3) for both academic years under study. Division into
sections was based on citizenship, as all international students are placed in the same
section (Section A) for ease of scheduling. The division of students was done by the
grade six through eight principal as well the grade six through eight guidance
counsellor, who also took inter-student relationships and gender equality into
consideration. As students at these grade levels at the TPS are not tracked
academically, streaming by ability was not a consideration in students being placed

in different sections.

Table 3

Division of students into sections, grades six through eight, 2010 - 2012

20 1{;_0 -+ SectionA SectionB Section C [201 1. - SectionA  SectionB Section C
2011 2012
Grade 6 n=13 n=12 n=13 Grade 6 | n=17 n=15 n=15
. Females: 5 Females: 6 Females: 7 ~ Females: 7 Females: 7 Females: 8
Males: 8 Males:6 Males:6 | Males: 10 Males: 8 Males: 7
Grade7 n=18 n=20 n=20 Grade 7 n=16 n=16 n=14
Females: 9 Females: 8 Females: 7 | Females: 7 Females: 7 Females: 5
' Males: 9 Males: 12 Males: 13 Males: 9 Males: 9  Males: 9
Grade 8 n=13 n=17 n=11 Grade 8 n=18 n=20 n=20
Females: 4 Females: 6 Females: 6 Females: 9 Females: 8 Females: 7
Males: 9  Males: 11 Males: 7 Males: 9 Males: 12 Males: 13

Once assigned, students remain in that section for the entire school year. Students
also remain with their class fellows within a particular section throughout the day.
The only exceptions to this occur when students have chosen a different foreign
language course, or when international students separate from the Turkish students in

their homeroom for social studies and Turkish language.
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Each section is assigned a homeroom teacher (HRT), who meets with the students on
a daily basis, for 15 minutes before classes begin. The HRT, also a subject teacher at
that grade level, meets with the students for a longer 40 minute personal and social
education (PSE) lesson once a week on Tuesdays, as well as teaches that class at
least two subject periods during the week. The description of roles and
responsibilities of the HRT, as defined in 2008 by Costigan, are given in Appendix A
(Costigan, 2011).

During the first round of data collection in the 2010 - 2011 academic year, only
students from grades six through eight participated in this study. For the second and
third rounds of data collection in the 2011 - 2012 academic year, the participants

were the TPS students of grades six through eight and their administrators.

Teachers of the grades six through eight cohort are predominantly Turkish although
there are a significant number of international staff, mostly from a North American
background. The HRTs for the grades six through eight student body come from a
variety of cultural backgrounds and are all certified to teach (Table 4).

Table 4

Nationality of HRTs during the 2011 — 2012 academic year

Canadian

Singaporean

2
1
Nigerian 1
1
4

Turkish
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Instrumentation

A questionnaire was used as the main instrument of data collection (Appendix B).
This was adapted from 'A measure to assess student-instructor relationships'
(Creasey, Jarvis, & Knapcik, 2009). This instrument was designed, tested and
validated by Creasey, Jarvis and Knapcik (2009) on college students in the U.S. It
was used in this study because of its relevance to examining the characteristics of the
HRT/student relationship and its simplicity of language. Permission was received
from the developers of this instrument for it to be adapted and used. The adaptation
involved change of terminology (changing instructor to homeroom teacher),
changing the seven point Likert scale to a five point Likert scale and replacing 17
questions used by Creasey, Jarvis and Knapcik (2009) that were not applicable to this
study. These questions were replaced by other distractor question that were still on
the topic of homerooms but were not part of the study. These distractor questions
were used to prevent students from feeling that they were answering variations of the
same question numerous times. As well, to encourage students to answer truthfully,
care was taken to vary the response required by the use of both positive and negative

statements, as done in past research (Atkinson, 2010).

The questionnaire (Appendix B) consisted of 36 closed ended questions designed to
illicit a response and specify the level of agreement or disagreement on a symmetric
agree or disagree scale. The range of one to five is designed to capture the intensity

of their feelings for a given question (Burns & Burns, 2008).
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Due to the age of the students in the study, a five point Likert scale was used, instead
of the original seven. This gave students the sufficient choice over the degree to
which they agreed or disagreed with a question being asked. A five point Likert scale
provided a list of responses to the given questions and did not discriminate unduly on
the basis of how articulate the respondents were due to their age or that most of the

respondents' second language was English (Wilson & McLean, 1994).

Out of the 36 close ended questions, 19 focused on connectedness and anxiety, as
related to the relationship between the students and their HRTs. The remaining 17
questions were distractors, asking students general questions about the TPS pastoral

care programme.

Using this questionnaire, the scoring of the two categories was as follows:

Student connectedness to homeroom teacher items: Questions 3, 6, 11, 12, 17, 21, 23,
29, 30, 35, and 36 (Appendix B). Higher scores denoted stronger feelings of
connectedness and lower scores on this scale communicated avoidance or a tendency

to eschew a close relationship with the HRT (Creasey, Jarvis, & Knapcik, 2009).

Student anxiety to homeroom teacher items: Questions 4, 5, 7, 8, 22, 25, 31, and 34
(Appendix B). Higher scores reflected a generalized anxiety regarding a relationship
with the HRT, whereas lower scores reflected less threatening perceptions of this
affiliation, thus seeing the HRT as parental or a figure of friendship rather than a

figure of absolute authority (Creasey, Jarvis, & Knapcik, 2009).
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Qualitative data, in the form of semi-structured interviews, was collected from the
grade six through eight principal and the grade six through eight guidance counsellor.
The questions asked were based on the main research questions of this study, and
were designed by the researcher to gain an understanding of the grade six through
eight principal and guidance counsellor's perceptions of the role of the HRT within
the pastoral care programme. The questions asked are given later in this section.
Follow-up interviews were held with both the grade six through eight principal and

guidance counsellor to gain clarification of points raised during the initial interview.

Method of data collection

Permission was sought from parents (Appendix C) for students' participating in the
study before administration of the questionnaire (Appendix B). The questionnaire
had been approved by the MEB to ensure that the questions being asked were
specific, age appropriate, and suitable for the research being carried out. This is also

a requirement of Turkish law.

Student questionnaire responses were collected at three different intervals over the
course of two academic years (2010 - 2012). Data were first collected in May 2011,
near the end of the 2010 - 2011 academic year, when students were familiar with
their HRT, having worked together for nine months (Table 5). The same
questionnaire was administered in September 2011, at the start of the next academic

year, when the students had been promoted to the next grade level, HRTs had
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changed and a new cohort of grade six students had joined the middle school. The
last set of data was collected in January 2012, when the students had had five months
to become familiar with their 'new' HRT. These three significant months allowed data

collection at varying intervals to identify emerging patterns.

These data, in the form of questionnaire responses, were collected from all students
in grades six through eight. The student questionnaire (Appendix B) remained the

same for all students participating throughout the data collection period.

Table 5

Number of complete questionnaire responses returned by time of year conducted

Month Conducted Number of

completed
| responses
_ - returned
End of May 2011
(Academic Year 2010 -2011) 126
Beginning of
September 2011
(Academic Year 2011 -2012) 140
Beginning of January
2012
(Academic Year 2011 -2012) 128

As the questionnaire did not ask for the names of the students or their HRTs,
guarantees of confidentiality, anonymity and non-traceability were present in the
research. The students were made aware that the questionnaire was only to be used
for their perception towards the questions asked and as such, the issue of non-

maleficence was addressed.

The student questionnaire (Appendix B) was administered for the whole grade six
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through eight cohort during three of their weekly PSE lessons. Students were asked
to go to the TPS main auditorium and sit in their homeroom groups. The auditorium
is a lecture hall with a stage at one end of the space and seating which rakes upwards
towards the back end of the hall. They were asked to complete the questionnaire by
circling the number that most closely corresponded to their opinion of that question.
HRTs were present only at the beginning and assisted the researcher by handing out
the questionnaires. Once they had been given to the students the HRTs left the hall
and returned to their homerooms, thus minimising the impact that the HRTs' presence
may have had of influencing student responses. As the students completed the
questionnaires, they were brought to the edge of the stage and placed according to

year group. Students then returned to their homerooms.

Semi-structured interviews were held with the guidance counsellor and the grade six
through eight principal. The themes for the interview were as follows:

*How do the principal and guidance counslellor perceive the relationship of the HRT
with his/her students?

*What expectations to the principal and guidance counsellor have of the HRT's role

at the school?
Method of data analysis

Only results from questionnaires that had complete information regarding gender and
nationality were analysed. As these data were examined to see if student gender or

nationality had an effect on the relationship between the student and HRT,
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questionnaires that did not include this information were not used in data analysis.
This resulted in 18 incomplete questionnaires over the data collection period being
discarded. Students absent on the day of data collection also did not complete the
questionnaires. A total of 412 questionnaires thus were collected, with complete data

from 394.

A five point Likert scale was used in the questionnaire as past research suggested that
a Likert scale yields valid estimates of true attitudes (Roberts, Laughlin & Wedell,
1999). This allowed students to feel that tﬁey had a range of answers to choose from,
as used by Atkinson (2010). For data analysis, responses of numbers 1 and 2 were
given a value of '1'. Responses of 4 and 5 were given a value of '0'. This was done to
convert student answers into either positive or negative responses. As neutral items
are avoided in Likert scales, students responded to any question by circling the
midpoint 3 were not counted in the final data analysis as this indicated that the
student neither agreed or disagreed with the question asked, as suggested by Roberts,

Laughlin and Wedell (1999).

Some students circled the area between the numbers, indicating that their intensity of
agreement or disagreement fell between two of the numbers offered. These responses
were counted and given a value most appropriate to the numbers on either side. For
example, if a student responded to a question by circling the area between 1 and 2 a
value of '1' was given; conversely, a response between 3 and 4 was given a value of

‘0",
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The data collected shows the number of students who gave a positive response for
each question. In reporting the data, the number of students who responded with a
positive response are referred to in terms <.)f the level of connectedness and anxiety
experienced by the group. This allowed for examination of trends in the data. Thus,
these data were not used to analyse the degree to which individual students agreed or
disagreed with the questions asked, but to identify the number of students who
agreed or disagreed.

These data were examined separately in the two areas of focus, connectedness and
anxiety that the questionnaire was designed to elicit trends from the responses of the
students. The responses for all questions asked were converted into electronic format

and this information was then organised into three categories

*Student gender.
*Turkish or international student.
*Turkish or international HRT.

Responses were totalled and turned into percentages in the two areas of focus. These
percentages were used to identify trends in the numbers of students who agreed or
disagreed with the question asked over the data collection period. Means were used
to further define trends, and standard deviations were calculated to deduce

differences in the data.

To determine whether differences in responses were statistically significant, standard
deviation (SD) was used. Generally, if the difference between the means is greater

than the standard deviation, the difference is considered to be statistically significant.

Interviews from the grade six through eight guidance counsellor and the grade six

34



through eight principal were examined to determine emerging themes given earlier in
this chapter. These themes were then compared to data obtained from the students.
This identified any similar trends between student responses and those of other

stakeholders to determine strengths of the pastoral care programme at the TPS.
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CHAPTER 4: RESULTS

With the aim of examining the relationship between the homeroom teachers (HRTs)
and the students, data for this research were collected in the form of questionnaires
completed by students from grades six through eight over the course of two academic
years. The questionnaire was first given out in May 2011, at the end of the 2010 -
2011 academic year. It was then given out in September 2011, at the start of the 2011
- 2012 school year, and then again in January 2012, five months into the school year

(Table 5).

As these data were collected over the course of two school years, the student body
changed from the first time data were gathered to the next two data collection
periods. In September 2011, there was a new cohort of grade six students who were
asked about their relationships with their HRT. These grade six students were new to
the pastoral care programme, having never previously had a HRT. Similarly, grade
eight students from the 2010 - 2011 school year had moved up to grade nine, and
were therefore excluded from the second round of data collection. Thus, while the
total number of students who responded to the questionnaire at all three data
collection periods remained approximately the same, about one third of the students
who completed the questionnaire in September and January 2011 were different from

those who completed it in May 2011.

In this questionnaire, which used a five point Likert scale to capture responses,
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circling a '1' or '2' answer meant that students agreed or strongly agreed with the
statement asked whereas a '4' or '5' indicated that the student disagreed or strongly
disagreed with the statement. A '3' was not included in the final response, following
the work of Roberts, Laughlin and Wedell (1999), who suggested that respondents
who circled the midpoint 3 to any question indicated that they neither agreed nor

disagreed with the question asked.

For the purposes of analysing these data, responses of numbers '1' and "2' were given
a value of '1'. Responses of '4' and '5' were given a value of '0'. In these data,
presented in this chapter, 'positive' corresponds to the number of students who agreed
with the statement asked, and therefore had marked either a '1' or a "2' in the
questionnaire. 'Negative' corresponds to the percentage of students who disagreed

with the statement asked.

The statements asked were organized around two themes: connectedness and anxiety.
Results from the student responses over the entire data collection period are thus

presented by these themes.

The questionnaires collected generated data that could then be examined to elicit
detailed information on how students felt at the three different data collection
periods. However, for the purposes of this case study, only the broader trends and
their implications will be examined as this gives a good overview of the HRT/student

relationship at the Turkish Private School (TPS).
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Connectedness

Questions 3, 6, 11, 12, 17, 21, 23, 29, 30, 35 and 36 were related to connectedness
and asked students whether their relationship with their HRT was a source of comfort

to them. These questions are given in Table 6.

Table 6
Questions relating to connectedness (adapted from Creasey, Jarvis & Knapcik, 2009)

Question

Number Question

My homeroom teacher is always concerned with the needs of his or her

3 students.

6 It’s not difficult for me to feel close to my homeroom teacher.

11 I feel comfortable sharing my thoughts with my homeroom teacher.

12 I find it relatively easy to get close to my homeroom teacher.

17 It’s easy for me to connect with my homeroom teacher.
21 I am very comfortable feeling connected to my homeroom teacher.
23 I usually discuss my problems and concerns with my homeroom teacher.
29 I could tell my homeroom teacher just about anything.

30 I feel comfortable depending on my homeroom teacher.
35 IfI had a problem in a class, I know I could talk to my homeroom teacher.
36 I know my homeroom teacher could make me feel better if I had a problem.

These data relating to relationship connectedness were analysed, generally for all
students grades six through eight, and then further examined to see if grade level,
gender, nationality of the student, and nationality of the HRT was a factor in feelings

of connectedness when dealing with the HRT.
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@ Vay 2011 N=126
== September 2011 N=140
¥ January 2012 N=128

Percentage of students who agreed

Q3 Q6 Qi1 Q12 Q17 Q21 Q23 Q29 Q30 Q35 Q36

Question Answered

Figure 2: Results for students' positive responses to questions relating to
connectedness throughout the three data sessions

Table 7

The mean percentage of students’ responding positively to questions relating to

connectedness

Mean SD
May 2011 48.12  10.17
September 2011  66.10  10.72
January 2012 5824 721

As can be seen from Figure 2 and Table 7, students reported changing levels of
connectedness with their HRT over the data collection period. The questionnaire was
first given at the end of the 2010 - 2011 school year, when students had worked with
their HRT for an entire year. Table 7 shows that 48.12% of students felt a bond with
their HRT in May 2011, as measured by responses given to questions in Table 6.
However, as can be seen in Figure 2 responses to questions 23 and.29 indicate lower
feelings of connectedness on these aspects; these questions measured how

comfortable students were in talking to their HRT about their problems. Students felt
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hesitant in sharing problems and concerns with their HRT whereas they were more

comfortable sharing thoughts, as shown by question 11.

The questionnaire was given to students again in September 2011, at the start of the
next academic year, when students had been assigned new HRTs. There was also a
new cohort of grade six students and a cohort of grade eight students from the
previous year that were no longer included in the data collection, as they had moved
up to grade nine. Responses to the second data collection set again indicated that
students generally felt more connected to their HRT in September 2011 as compared
to the first data collection period in May 2011, though the difference is not
statistically significant (Table 7). None of the students remained with the same HRT
from the previous academic year. The lowest responses again remain questions 23
and 29, that ask whether students would feel comfortable in discussing problems or

concerns with their HRT.

Data were collected for a third time in January 2012, when students had worked with
their HRTs for five months. At this point, an average of 58.24% of students reported
being connected with their HRT, although this was lower than they did in September
2011. The difference, however, is not significant. Question three, which asked
students about whether their HRT was concerned about their (student) needs, showed
the greatest decrease. By contrast, responses to question 23, relating to the student
willingness to discuss problems and concerns with their HRT had increased slightly.
This was the only aspect that students reported a greater degree of connectedness in

over the entire data collection period.
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These data were then examined by grade level, to see if students from any particular
grade level were reporting being more connected to their HRT at the three different

points of data collection.

Table 8
The mean percentage of students' positive responses by grade level for all three data

sessions on questions relating to connectedness

Grade Mean SD
May 2011 6 68.53 11.53
Sept 2011 6 71.74 10.82
Jan 2012 6 70.66 6.62

May 2011 7 37.88 9.90
Sept 2011 57.40  10.00
Jan 2012 7 64.67  10.94

~

May 2011 8 40.33 11.87
Sept 2011 8 70.40  12.35
Jan 2012 42.49 6.51

o0

The data in Table 8 shows that grade six students consistently expressed feeling more
connected than grade seven or eight students with their HRTs through out the data
collection period, as can be seen from the means of the percentage of students who
responded positively to questions relating to connectedness in all three data
collection periods (Table 8). Grade six students felt most connected to their HRT in
September 2011, with an average of 71.74% of students answering positively to the
questions asked. The levels of connectedness, as reported by grade six students, were
slightly lower in May 2011 and January 2012, with the difference not being

statistically significant.
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Grade seven students reported feeling the least connected with their HRTs in May
2011, with an average of 37.88% of students who responded positively to the
questions asked. Grade seven students began the next academic year feeling
significantly more connected to their HRT, as compared to in May 2011. This
connectedness with the HRT continued to increase up to the third data collection
point, in January 2012, when, on average, 64.67% of students felt connected to their
HRTs, although the increase in levels of connectedness reported by the students is not
statistically significant between September 2011 and January 2012. The increased
levels of connectedness are of note as grade seven males reported feeling more
anxious with their HRTs as compared to females throughout the data collection

period, as shown later in Figure 8.

In May 2011, grade eight students felt low levels of connectedness with their HRT,
with an average of 40.33% of students agreeing with the questions asked (Table 8).
It may have been that the stress of entrance examinations as well as expectations of
high achievement that are placed upon these students at the end of the school year,
caused students to be more anxious and less connected to their HRTs. In September
2011, the new cohort of grade eight students began the year feeling more positive
and comfortable with their HRT, when, on average, 70.40% of students responded
positively to the questions relating to connectedness, making the increase in levels of
connectedness statistically significant between May and September 2011. However,
these grade eight students then reported significant decrease in the levels of
connectedness between the September 2011 and January 2012 collection. The

responses to questions in this category indicate that in January 2012, an average of

42



57.51% students were not comfortable around their HRT. This is of concern as the
students of the eighth grade, which in the TPS is the most stressful year of the grade
six through eight period and requires greatest levels of support from both parents and
teachers, may not not have been comfortable enough with their HRTs to seek and

receive that support and guidance.

Connectedness by gender

These data were then organised to see if student gender was a factor in how
connected students felt with their HRTs. Results of the questionnaires from three
periods of data collection for all grade levels are given in Table 9. The percentages
given in Table 9 are organised by gender, and reflect how many females and males

agreed with the questions as asked in Table 6.

Table 9
The percentage of students’ positive responses by student gender for all three data

sessions on questions relating to connectedness

May20ll Q3 Q6 QI Q12 Q17 Q1 Q23 Q2 Q0 Q35 Q%6 Men S0
N=126
Female 6379 569 5172 5345 6124 6207 3103 362 43.1 5345 5345 S2.04 118
Male 5882 4706 50.00 4853 5735 4412 2941 2647 4706 3971 4412 4479 10m

September
2011 Q3 Q6 QI Q2 Q7 Q1 Q23 Q9 Q30 Q35 Q36 Mean SD
N=140
Female 8507 70.15 68.66 67.16 7164 64.18 5075 4179 5821 70.5 T3.13 6554 117
Male 7534 6712 6575 6575 8356 7397 5342 4384 6438 7123 6849 6662 10,69

January2012° Q3 Q6 QIl Q12 Q17 Q2! Q23 Q29 Q30 Q35 Q36 Men Sp
N=128

Female 7031 5781 7031 5938 6563 64.06 6094 4531 S0 6563 6875 6165 813

Male 5781 60.94 60.94 5469 67.19 5625 4688 375 5313 5469 5313 5483 78
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It can be said that male students generally reported being less connected to their
HRTs than female students in May 2011 (Table 9), with an average of 44.78% of
male students responding positively to the questions asked, as compared to 52.03%
of female students. However, the difference in responses of male and female students
in May 2011 is not statistically significant. At the start of the next academic year, in
September 2011, this trend had changed to the point where males felt a similar level
of connectedness with their HRTs as female students, although males, as compared to
females, felt it was less easy to get close to their HRTs, as shown by responses to
questions 3, 6, 11 and 12. In January 2012, there was a greater difference in the level
of connectedness that males and females felt for their HRTs, although the difference

remains statistically insignificant.

When examining the trend over the data collection period for each gender, it can be
seen that in September 2011, male students felt significantly more connected to their
HRTs, with an average of 66.62% of male students responding positively to the
questions asked, as compared to in May 2011. In January 2012, an average of
54.83% males reported feeling comfortable with their HRT in responses to questions
asked. This was lower than responses given in September 2011, however the

difference is not statistically significant.

In May 2011, an average of 52.03% of female students felt comfortable and
connected to their HRTs. However, as indicated by responses to questions 23 and 29,
females expressed reluctance to share their problems or concerns with the HRT. At

the start of the next academic year, in September 2011, females were more positive
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about communicating and feeling connected with their HRTs, when an average of
65.53% of female students responded to the questions positively. This is in keeping
with other data, that suggests that students start off the school year with a more
positive attitude. In January 2012, females reported being slightly less connected to
their HRT, when, on average, 61.64% students responded positively to the questions
asked. There is, however, no statistical difference in the responses of female students

to the questions relating to connectedness over the data collection period.

These data were then examined by grade level, to see if gender at any particular
grade level was a factor in connectedness with the HRT, at the three different points

of data collection. These data (Appendix D) are shown graphically in Figures 3 to 5.
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Periods of data collection

Figure 3: The average percentage of grade six students' positive responses organised
by student gender for all three data sessions on questions relating to connectedness

These data in Figure 3 show that grade six students generally felt more connected to
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their HRTs than grade seven students (Figure 4), who in turn were closer to their
HRT than grade eight students (Figure 5). Grade six males felt most connected to
their HRT at the start of the new academic year, in September 2011, whereas females
at this point felt least connected with their HRT (Figure 3). It is perhaps unsurprising
that females from grade six felt more comfortable with HRTSs at the end of the school
year and five months into it, than at the very start of the year, when they had just
been assigned their first HRT. However, this goes against the general trend of the

other two grade levels as shown in Figures 4 and 5.
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Figure 4: The average percentage of grade seven students' positive responses
organised by student gender for all three data sessions on questions relating to
connectedness

Grade seven females reported a greater degree of connectedness to their HRT than
males of the same grade in Figure 4, similar to the trend seen amongst grade six

students in Figure 3. Grade seven females too felt less comfortable with their HRTs
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at the start of the academic year than in January 2012. Males at this grade level do
not show the same increase in levels of connectedness with their HRTs from
September 2011 to January 2012 as females. It is unknown whether this trend of
rising connectedness between the HRT/female students, as perceived by the students,

would continue to increase until June 2012.
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Figure : The average percentage of grade eight students' positive responses organised
by student gender for all three data sessions on questions relating to connectedness

In grade eight, females and males reported a very similar level of comfort with their
HRT over the entire data collection period, as is indicated by their responses to the
questions given in Figure 5. Both males and females at this grade level felt more
connected with their HRT in September 2011, at the start of the school year, than at
any other data collection point. There was a decrease in comfort level that grade
eight males and females felt with their HRT, as these data from January 2012
indicate. This is of concern, as stresses for students at this grade level increase
tremendously over the course of the school year due to préssure from both the school

and from parents to succeed in the high school entrance examinations. It would be
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hoped that the students would see their HRT as a mentor to help support them.

Connectedness and student nationality

The data were then analysed to see if student nationality was a factor in how
connected students felt with their HRTs. The percentages in Table 10 are organised
by nationality, and reflect how many students, either Turkish or international agreed

with the statements as asked in Table 6.

Table 10
The percentage of students’ positive responses organised by student nationality for

all three data sessions on questions relating to connectedness

Turkish

n=106 63.21 51.89 52.83 50.00 62.26 52.83 32.08 33.02 44.34 46.23 50.94 49.06 9.49
International

n=20 50.00 50.00 40.00 55.00 60.00 50.00 20.00 20.00 50.00 45.00 35.00 43.18 12.66

Tur

n=120 82.50 70.83 68.33 66.67 79.17 70.00 57.50 45.00 61.67 72.50 72.50 67.88 9.86
International

n=20 65.00 55.00 60.00 65.00 70.00 65.00 20.00 30.00 60.00 60.00 60.00 55.45 14.99

n=113  62.83 60.18 67.26 57.52 64.60 61.95 53.98 41.59 53.10 59.29 62.83 58.65 6.76

International
n=15 73.33 53.33 53.33 53.33 80.00 46.67 53.33 40.00 40.00 66.67 46.67 55.15 12.42
Note. The n values give the number of students who were Turkish or international by
citizenship.

It is important to note that for these data given in Table 10, students self-

categorisation as either Turkish or international was used to determine nationality.
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This may have meant students who were dual nationals categorised themselves as
international students (rather than Turkish) when answering the questionnaire and
vice versa. There was no way to verify student responses on whether they were

international or Turkish, or indeed dual national citizens, as the questionnaire was

confidential.

Data presented in Table 10 show that Turkish students generally feel more connected
to their HRT than international students. This was especially true for the first two
data collection sessions, in May 2011 and September 2011. Encouragingly, by
January 2012, international students were .also more connected with their HRTs in
certain areas than in May 2011. However, the differences in the means of percentage
of international and Turkish students in questions relating to connectedness over the

entire data collection period are not statistically significant.

In May 2011, both international and Turkish students reported relatively low levels
of comfort with their HRT on questions 23 and 29. For both these questions, 20% of
international students responded positively in May 2011, while, for Turkish students
the positive responses were 32.08% and 33.02% respectively. These questions asked
about whether students would discuss problems and concerns with the HRT and if
they felt they could share anything with the HRT. These were the only two questions
that asked if students would share their problems, as opposed to general thoughts and
feelings, and while students felt comfortable around their HRT, it is of note that
students would not share non-academic problems with their HRTs, and thus not see

them as 'in loco parentis'. When these data for connectedness were examined over
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all, the values reported for questions 23 and 29 are lower than for other questions,
indicating that students did not feel comfortable in sharing problems with their HRTS,

irrespective of grade, gender or nationality.

In September 2011, both international and Turkish students reported higher levels of
comfort with their HRTs, as compared to responses in May 2011 and January 2012,
however the increase for both international and Turkish students is not statistically
significant. It is important to note that at this highest point of student comfort with
the HRT, an average of 67.88% of Turkish students and 55.45% of international
students report feeling connected to their HRT, which indicates that the TPS pastoral
care programme and the HRTs are able to reach out to a majority of students in their
care. More research would need to be done to identify the needs of the remaining

students who reported lower levels of connectedness with their HRT.

In January 2012, Turkish student responses indicate a fall in comfort levels with their
HRT in all questions asked, although the decrease is not significant. This could be for
a variety of reasons including students taking the HRT for granted, or the HRTs

strictly enforcing school policies and applying consequences.

International students in January reported an increase in connection with their HRT,
as can be seen by responses to questions 3, 17, 23, 29 and 35, which are all centred
around the ability to talk to the HRT about non-academic issues, although the overall
average for positive responses to questions in this category by international students

is slightly lower than it was in September 2011 due to lower responses in other
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questions.

These data were then examined by grade level, to see if student nationality at any
particular grade level, was a factor in how connected students felt to their HRT at the

three different points of data collection. This is shown in Table 11

Table 11
The mean percentage of students’ positive responses organised by student nationality

and grade level for all three data sessions on questions relating to connectedness

Mean SD
Turkish (2=31) 73.9 9.4
e May 2011 i ernational (i=8) 47.73  20.78
()]
3 September Turkish (2=39) 71.79  10.32
5 2011 International (#=7) 71.43 19.16
Turkish (7=38) 68.9 6.84
January 2012 (. ornational (7=6) 81.82 11.68
. Mean SD
Turkish (#=38) 37.8 11.78
~ May 2011y ternational 7=10) 38.18 8.74
[}
3 September Turkish (n=46) 60.28  10.25
(3 2011 International (»=5) 30.91 22.56
Turkish (7=29) 68.03 12.25
January 2012 1 rmational (2=6) 48.48  13.85
Mean sSD
Turkish (n=37) 39.8 11.02
- May 2011 b ernational | (7=2) 50 38.73
U
3 September Turkish (7=35) 73.51  12.39
5 2011 International (»=8) 56.82 18
Turkish (n=46) 44.27 6.25
January 2012 | o rnational (2=3) 37.73  38.45

Note. The n values give the number of students who were Turkish or international by
citizenship.

The data in Table 11 show that grade six Turkish students report decreasing levels of

connectedness to their HRT over the data collection period, whereas the grade six
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international students reported becoming more connected to their HRTs over the
same period. For grade six Turkish students, the differences in the average level of
comfort, as indicated by responses to the questions in this category over the data
collection period, are not statistically significant. Responses from the international
students show a significant increase in the level of connectedness that they reported
feeling between May 2011 and January 2012. It must be noted, however, that the
grade six student body had changed between May 2011 and January 2012, which

may account for the difference.

Grade seven Turkish students reported that they felt the least connected to their HRT
towards the end of the 2010 — 2011 school year as compared to other data collection
points, reporting an average of 37.8% positive responses to questions in this category
(Table 11). This comfort level increased significantly between May 2011 and
September 2011, and reached its highest level in January 2012. There is a significant
difference between the levels of connectedness reported by Turkish students between
May 2011 and the other two data collection points, with levels of connectedness
being lowest in May 2011. However, grade seven students in May 2011 had moved
up a grade level in the 2011 — 2012 academic year, which may account for the

difference in data.

The data in Table 11 show that international students in the seventh grade reported
the lowest levels of connectedness to their HRTs in September 2011 than at the other
two data collection points, although the difference in levels of connectedness are not

statistically significant. International students at this grade level reported the highest
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level of connectedness with their HRTs in January 2012, when on average 48.48% of

these students agreed with the questions asked.

Table 11 shows that for eighth grade Turkish students, levels of connectedness were
significantly higher in September 2011 than in May 2011. However, these students
then report a statistically significant decrease in these levels of connectedness
between the HRT and the students between data collected in September 2011 and

January 2012.

International students in grade eight also felt most connected to their HRTs in
September 2011 as compared to the other two data collection points. The high
standard deviation for grade eight international students in January 2012 may be
because there were only three international students at this grade level at that time.
The lower levels of connectedness in January 2012 for both Turkish and international
students could be because of higher levels of stress faced by these students, possibly
caused by the approaching high school entrance examinations (grade six through

eight guidance counsellor, personal communication, March 7, 2012).
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Connectedness and HRT nationality

These data were then organised to see if the HRTs' nationality was a factor in how
connected students felt with the HRT. The numbers given in Table 12 reflect what
percentage of students with international HRTs and Turkish HRTs agreed with the

statements as asked in Table 6.

Table 12
The percentage of students’ positive responses organised by teacher nationality for

all three data sessions on questions relating to connectedness

Intemational n= .
82 67.07 51.22 56.10 52.44 67.07 57.32 26.83 31.71 39.02 46.34 51.22 49.67 12.38

Turkish =44 50.00 52.27 40.91 47.73 52.27 43.18 36.36 29.55 56.82 45.45 43.18 45.25 747

Intemational n
80 82.50 71.25 72.50 71.25 82.50 71.25 56.25 41.25 61.25 75.00 78.75 69.43 11.73
Turkish #=60 76.67 65.00 60.00 60.00 71.67 66.67 46.67 45.00 61.67 65.00 60.00 61.67 896

International
n=77 75.32 63.64 66.23 61.04 74.03 61.04 58.44 45.45 51.95 67.53 64.94 62.69 835

Turkish #=51 47.06 52.94 64.71 50.98 54.9 58.82 47.06 35.29 50.98 49.02 549 51.51 715
Overall Mean = 56.70

Note. The n values give the number of students who had Turkish or international
HRTs.

It should be noted here that the numbers of Turkish students was roughly equal in

each two of the three homerooms in each grade level as all the international students
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were grouped together in one homeroom, (Section A) with an international HRT for
ease of scheduling. However, some students in the two remaining classes may have

described themselves as being international as previously discussed.

The data in Table 12 show that students with Turkish HRTs felt less connected than
students with international HRTs over the entire data collection period, although the
difference in levels of connectedness reported by students who had international

HRTSs and those that had Turkish HRTs is not statistically significant.

It can be seen from the data in Table 12 that students with international HRTs felt the
least connectedness to their HRTs in May 2011. Levels of connectedness as indicated
by positive responses to the questions asked were greatest in September 2011, when
on average 69.43% of students agreed with the questions asked, although the
increase in connectedness is not significant. Levels of connectedness decreased to an

average of 62.69% of students agreeing with the questions asked in January 2012.

Students with Turkish HRTs reported a similar trend, with levels of connectedness
also greatest in September 2011 and lowest in May 2011. Again, the differences in
levels of connectedness throughout the data collection period are not significant, as

indicated by students' positive responses to questions in this category.

These data further suggest HRT nationality was not a significant factor in students
feeling comfortable in sharing non-academic problems with their HRT, or depending

on their HRT, as shown by responses to question 23, 29 and 30 throughout the data
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collection period. Following the general trend on the data, responses to questions 23,
29 and 30 also show greater trust in the HRT in September 2011 though this was still
lower than responses to all the other questions asked at this point. It is noteworthy
that both students with Turkish HRTs and those with international HRTs seem less
comfortable in sharing problems as compared to aspects asked by other questions,
indicating perhaps that students do not want to share their concerns with their HRTs,

irrespective of the HRTS' nationality.

In January 2012, when students reported lower levels of connectedness than they had
previously given in September 2011, there was an increase in the responses given for
question 23 by both students with international and those with Turkish HRTs. This is
positive, as question 23 asked students if they felt they could discuss problems and
concerns with their HRT. Only students with an international HRT felt increased

confidence in their ability to tell their HRT just about anything (question 29).

It is important to note that an overall average of 56.7% of all students felt
comfortable with their HRTs over the entire data collection period. This means there
are students in grades six through eight at the TPS who did not report having a very
strong relationship with their HRT. As is indicated by responses to questions 23 and
29, some students also said that they would not consider going to their HRT,

irrespective of HRT nationality, with a non-academic problem or concern.

These data were then examined to see if HRT nationality was a contributing factor in

how connected students at different grade levels felt with their HRT, at the three
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different points of data collection. The data in Table 13 show whether the HRT is
Turkish or international and the number of students who have either a Turkish or

international HRT.

Table 13
The mean percentage of students’ positive responses organised by HRT nationality

and grade level for all three data sessions on questions relating to connectedness

HRT Nationality Mean SD

Turkish (7=15) 5333 11.93
May 2011 1 erational (n=24) 78.03  12.37

O
'“é September Turkish (#=29) 67.71  10.60
5 | 2011 Intemational (»=17) 78.61  13.48
Jamuary Turkish (#=26) 6329  6.74
2012 International (»=18) 81.31  10.02
HRT Nationality Mean SD
Turkish (7=13) 3636  9.79
May 2011 1 ernational (#=35) 38.44  15.35

o~
é September Turkish (2=18) 4545  7.78
§ | 2011 Intemnational »=33) 63.91 1223
January Turkish (z=11) 56.20 17.64
2012 International (7=24) 68.56  10.10
HRT Nationality Mean SD
Turkish (2=16) 44.89 1335
May 2011 p iemational (n=23)  37.15  13.10

[~ -]
9 |September Turkish (2=13) 70.63  14.92
g 2011 International (=30) 70.30  12.78
January Turkish (2=14) 2597  8.61
2012 International (n=35) 49.09  9.11

Note. The n values give the number of students who had Turkish or international
HRTs.

As shown by the data in Table 13, grade six students report having a greater level of
connectedness with HRTs who were international than with the Turkish HRTs,

although the difference is only significant in January 2012. Levels of connectedness
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for grade six students who had Turkish HRTs was highest in September 2011, and
lowest in May 2011, though the differences are not significant. For grade six students
with international HRTs, levels of connectedness were lowest in May 2011, and

continued to increase throughout the data collection period.

For grade seven students, overall levels of connectedness increased throughout the
data collection period, irrespective of HRT nationality. In September 2011, students
with international HRTs reported significantly greater levels of connectedness with
their HRTs as compared to students with Turkish HRTs, although the difference is
small. Following the trend, grade seven students with international HRTs reported
increasing levels of HRT/student connectedness with there being significant

difference between May 2011 and January 2012.

Grade eight students reported low levels of connectedness to their HRTs irrespective
of HRT nationality in May 2011. There was no significant difference between levels
of connectedness reported by students who had international HRTs as compared to

those who had Turkish HRTs at this point.

All grade eight students reported higher levels of connectedness with their HRTs in
September 2011, with no significant difference in responses of students with Turkish
HRTs as compared to those with international HRTs. However, grade eight students
with an international HRT showed an overall significant increase in the levels of
connectedness between data collected in May 2011 and September 2011. Levels of

connectedness decreased as reported by grade eight students in January 2012,
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irrespective of HRT nationality. Students with Turkish HRTs felt significantly less
connected to their HRTs in January 2012, as compared to September 2011. At this
point, students with Turkish HRTs also felt significantly less connected to their HRTs

as compared to students with international HRTs.

In summary then, looking at the broad trends presented in these data, approximately
half the students formed a positive connection with their HRT but were not always
comfortable about talking to the HRT about their problems or concerns. Students
across all grade levels felt a greater level of connectedness to their HRT at the
beginning of the year, but as the academic year progressed students tended to feel

less connected to their HRTs, with the exception of grade six international students.

These data suggested that HRT nationality was not an important factor in students
feeling able to share non-academic problems. However, international students and
Turkish students generally report a far closer relationship with international HRTs

than with Turkish HRTs.
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Anxiety

The questionnaire incorporated a number of questions related to anxiety. Questions 4,
5,7,8,22,25,31 and 34 (Table 14) asked students whether their relationship with
their HRT was a source of concern. These data relating to relationship anxiety were
analysed for all students in grades six through eight, to see if age, gender, nationality
of the student, or nationality of the HRT was a factor in student anxiety about their

relationship with their HRT.

Table 14

Questions relating to anxiety (modified from Creasey, Jarvis & Knapcik, 2009)

Question
Number
4 I occasionally worry that I will lose my homeroom teachers' respect.
5 I worry a lot about my interactions with my homeroom teacher.
7 My homeroom teacher makes me doubt myself.
8 I am nervous around my homeroom teacher.
I’m scared to show my thoughts around my homeroom teacher; I think he
22 or she will think less of me.
I’m afraid that if I shared my thoughts with my homeroom teacher that he
25 or she would not think very highly of me.
31 I worry that I do not measure up to my homeroom teachers' standards.
34 I often worry that my homeroom teacher does not really like me.

Question

Results from all three data collection periods were examined to identify trends.
Figure 6 gives details of student responses throughout the data collection period for

questions relating to anxiety.
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i Figure 6: Results for students' positive responses to questions relating to anxiety
; throughout the three data sessions.

Table 15

The mean percentage of students’ responding positively to questions relating to
anxiety
Mean SD
May 2011 13.89 3.21

September 2011  12.50 2.98
January 2012 16.80 2.54

As can be seen from Figure 6 and the data presented in Table 15, less than 17% of
students reported any level of anxiety about their relationship with their HRT over
the entire data collection period. The questionnaire was first given at the very end of
the 2010 - 2011 academic year in May 2011, when students hgd worked with their
HRTs for the entire year. Table 15 shows that an average of 13.89% of students

responded positively to the questions asked meaning that they had some anxiety with
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their HRTs. As can be seen by Figure 6, responses to questions five and eight in May
2011 were slightly lower than for other questions, indicating that students were less
anxious about interactions with their HRT and not as nervous around their HRT, as
compared to other questions, such as losing the respect of the HRT. This may
indicate that while students were not worried about being in the presence of the HRT,
they were less certain about what the HRT thought of them or how they measured up

to the standards set by the HRT.

As can be seen from Figure 6, the average responses for all questions relating to
anxiety from the second data collection period in September 2011 were lower than in
May 2011, with an average of 12.50% of students responding positively to the
questions asked. It may be that HRTs began the year in a positive way, spending
time with their students to ensure that the day to day school systems were
functioning correctly such as helping with problems of timetabling, locker
allocations and giving out text books. This quality of time spent with the students can
help to develop stronger relationships (Jones & Harrison, 1997; Zhang & McGrath,
2009). From these data, it can be seen that from the beginning of the year students
were less wary of showing their thoughts (question 22) and were not worried about
what the HRT would think when they (students) expressed themselves. Students were
less concerned about the HRT liking them at this point as well, as indicated by

responses to question 34.

It is interesting to note, however, that in September 2011, even though, on average all

students reported less anxiety than at other times, they felt slightly more nervous
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around their HRT and were concerned about HRT/student interactions, as indicated
by questions five and eight. The responses to question 31 in September 2011 perhaps
indicate that HRTs may have introduced their own standards and those of the school
community to the grade six students and reinforced them to the grade seven and eight

students.

The questionnaire was then given again to students in January 2012, after students
had been with their HRT for five months. Anxiety about students' relationships with
their HRTs was highest at this point, with an average of 16.80% of students
answering positively to the questions asked. However, responses to question 31 in
January 2012 were lowest as compared to other data collection points, indicating that
students were less worried about measuring up to the standards of their HRTs five

months into the school year.

Responses to question 34 indicate that more students were concerned in January
2011 that their HRT didn't like them (20.31%) when compared to the responses in
September (11.43%). Similarly, some students were more afraid to share their
thoughts with the HRT, as indicated by responses to questions 22 and 25, in January
2012 than they were five months earlier. Other questions indicate similar increases in
anxiety levels, with the exception of question 31, where students in January 2012
said they were less worried about measuring up to their HRTs' standards than in

September 2011.
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The data were then examined by grade level, to see if students from any particular
grade level were reporting more feelings of anxiety at the three different points of

data collection.

Table 16
The mean percentage of students’ positive responses by grade level for all three data

collection sessions on questions relating to anxiety

_Grade Mean SD

May 2011 6 11.54 3.88
Sept. 2011 6 901 279
Jan. 2012 6 1648 3.79

May 2011 7 11.46 5.34
Sept. 2011 1642 4.44
Jan. 2012 7 1536 6.28

~

May 2011 8 19.23  5.82
Sept. 2011 11.63 7.35
Jan. 2012 8 20.61 5.72

[eo]

The data in Table 16 shows that generally, grade six students felt the lowest levels of
anxiety about their relationship with their HRTs, as compared to grade seven or eight
students. Grade seven students reported feeling more anxious about their relationship
with their HRT than grade six or eight students in September 2011, with an average
of 16.42% of students agreeing with the questions asked, as compared to 9.01% for
grade six students, and 11.63% for grade eight students. It can also be seen in Table
16 that students from grade eight reported a higher level of anxiety about their
relationship with their HRT at the end of the 2010 — 2011 schO(;l year, as compared to
students of grade six and seven. 19.23% of the grade eight students, on average,

agreed with the questions asked, as compared to 11.54% of grade six students and

. 64



11.46% of grade seven students. While the difference in anxiety levels of grade eight
students, and those from grade six and seven is not statistically significant, it could
be that grade eight students were more anxious because of the upcoming high school
entrance exam (grade six through eight guidance counsellor, personal
communication, March 7, 2012), and that this general stress translated into feelings

of anxiety towards the HRTs.

Students from grade six reported the lowest levels of anxiety in September 2011,
with an average of 9.01% of students agreeing with the questions asked. As seen in
Table 16, these levels reported of anxiety increased significantly between September
2011 and January 2012, when an average 6f 16.48% of students reported having

anxiety about their relationship with their HRT.

Grade seven students reported feeling the least anxious about their relationship with
their HRT in May 2011, at the end of the academic year. Levels of anxiety about the
HRT were highest in September 2011; these data do not explain reasons for this, as
grade seven students are already used to pastoral care programme at the TPS from
their previous year. A different HRT cannot explain the higher stress that grade seven
students reported in September 2011, as grade eight students also had different HRTs,
and did not state feeling as anxious as grade seven students at the same time period.
Grade seven students reported feeling less anxious in January 2012 about their
relationship with their HRT as compared to in September 2011, although the

difference is not significant.
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| Grade eight students, who had reported their lowest levels of anxiety in September
2011, became more anxious about their relationship with their HRT as the year
progressed. An average of 20.61% of student agreed with the questions asked in
January 2012, as compared to 11.63% in September 2011, although the difference is
not statistically significant. In May 2011, students reported similar levels of anxiety
to those in January 2012; however, it must be noted that the students who responded
to the questionnaire in May 2011 were not the same as those who participated in this

research in January 2012.

The data in Table 16 suggest that most grade six through eight students generally had
little anxiety about the relationship they had with their HRT, although as the 2011 -
2012 school year progressed, the levels of anxiety increased. Students reported being
comfortable enough with their HRTs to share their thoughts and they did not worry
about the HRT thinking less of them. Students were not anxious about losing the
respect of HRTs, though this confidence decreased over the data collection period.
Students reported that, in their perception, HRTs did not make them doubt
themselves and they (the students) did not worry about the HRT not liking them,

which is a positive indicator of the strength of the student HRT relationship.

It is important to note, however, that there was still a minority of students in grades
six through eight who suffered anxiety as they considered their relationship with their
HRT, and that the numbers of students who were reporting feeling anxious with the
HRTs in all three grade levels increased. This should be examined further as the

pastoral care programme at the TPS aims at reaching out to all of its students.
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Anxiety and gender

These data were then organised to see if student gender was a factor in relationship
anxiety with HRTs. The percentages given in Table 17 are organised by gender, and
reflect how many females/males agreed with the statements as asked in Table 14. It is
worth noting that there were the same number of male and female HRTs in both the

2010 - 2011 and the 2011 - 2012 academic years.

Table 17

The percentage of students’ positive responses organised by student gender for all

three data sessions on questions relating to anxiety

Feme 1729 862 690 L7 1552 1207 1379 1724 1164 5%
Mde 1176 1029 1618 1618 1912 2059 1618 1618 1581 341

4 e e 2B 20.90 L 4 3 e S ..'.."_. i .. L X v L Al . ; .
Male 1096 1370 1644 1233 6.85 1233 26.03 1644 1439 582

Femee 1875 469 938 1094 1250 1406 1094 1250 IL72 4
Mae 2031 2969 1719 1875 2344 2031 1719 2813 2138 48

From these data (Table 17), it can be seen that in May 2011, at the end of the 2010 —
2011 school year, females reported less concern over their relationship with the HRT
than males. An average of 11.64% of females agreed with the question asked,

whereas 15.81% of male students responded positively, although the difference
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between males and females in May 2011 is not statistically significant. According to
responses for questions 7, 8 and 25, more males stated that they felt that the HRT
created feelings of doubt, that they (the male students) were nervous around the HRT
and were afraid to share their thoughts with the HRT as compared to females. These
data collected from students did not ask for the gender of their HRT; therefore it
cannot be said if the higher levels of anxiety reported by the males were linked to
HRT gender. According to these data from May 2011, females were more likely to
worry that they would lose their HRTs' respect than males, as can be seen by

responses to question four.

These data from September 2011, from the start of the 2011 - 2012 school year, had a
slightly different set of respondents, due to new HRTs, incoming grade six students,
and grade eight students who had moved to the next grade level. These data again
suggest that more males than females felt that their HRT made them doubt
themselves, as can be seen by responses to question seven, that show that an average
of 16.44% of male students felt this worry as compared to 4.48% of female students.
Males reported being more comfortable sharing their thoughts with the HRT in
September 2011 with an average of only 6.85% of male students agreeing with
question 22 as compared to 19.12% in May 2011. At the start of the 2011 - 2012
school year, males reported having more anxiety than females about measuring up to
the HRTs' standards and whether their HRT liked them, as can be seen by responses

to questions 31 and 34.

An average of 20.90% of females were worried about losing their HRTSs' respect at
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the start of the school year, as compared to 10.96% of male students. Additionally,
14.93% of female students were nervous about sharing their thoughts with the HRTs
than an average of 6.85% male students, as seen by responses to question 22.
Interestingly, females reported being most anxious about sharing their thoughts at the
end of the 2010 - 2011 school year, when they had spent an entire year with their
HRT, with an average of 15.52% of female students agreeing with the question
asked, as compared to data from September 2011 and January 2012. Conversely, an
average of 6.85% males responded positively to question 22 in September 2011 than
in May 2011, at the end of the school year, when, on average, 19.12% of male
students reported this worry. Unlike males, females were not worried about what
their HRT thought of them (questions 22 and 25), and females' feelings of self worth

were less related to the HRT than males' (questions 7 and 34).

The data in Table 17 shows that anxiety for males was lowest in September 2011 as
compared to in May 2011 and January 2012. Anxiety about the relationship with the
HRT increased for male students from September 2011 to January 2012, as indicated
by responses to seven out of the eight questions in this category. This increase in
anxiety for male students is not statistically significant. Males, however, reported less
anxiety in January 2012 about measuring up to HRT standards than in September

2011, as can be seen by responses to question 31.

Female students too reported the lowest anxiety levels in September 2011, as
compared to in May 2011 and January 2012. although the levels on anxiety reported

by female students were similar throughout the data collection period. Females, in
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January 2012, were also far more anxious about the respect that the HRT had for
them than in September 2011. It is noteworthy that there is a significant difference
between the anxiety reported by male and female students in January 2012, when

anxiety about the relationship with the HRT was highest for male students.

These data were then examined by grade level, to see if gender at any particular
grade level was a factor in anxiety about HRT relationships at the three different
periods of data collection. These data (Appendix E) are represented graphically in

Figures 7 to 9.
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Figure 7: The average percentage of grade six students' positive responses

organised by student gender for all three data sessions on questions relating to
anxiety

For grade six students, anxiety levels increased for both sexes from September 2011
to January 2012 (Figure 7), however the increase was greater for male students as

compared to female students. Grade six females showed similar levels of anxiety for
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all three data collection periods. On the other hand, grade six male students reported
lowest anxiety at the start of the school year, in September 2011. As can be seen from
Figure 7, anxiety faced by grade six male students was lower than that of female

students in September 2011.
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Figure 8: The average percentage of grade seven students' positive responses
organised by student gender for all three data sessions on questions relating to
anxiety

For grade seven, males also reported feeling more anxious with their HRT than
females at all three periods of data collection. Stress about HRT relationships was
greater for grade seven males than it was for grade six males. There was a steady
increase in this anxiety level throughout the data collection period, with grade six
males reporting th;a most anxiety in January 2012, five months into the school year.
Anxiety levels for grade seven females were lower than those reported by grade six

females, and although levels of anxiety were higher in September 2001 than in May
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2011, the level had decreased by January 2012.
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. Figure 9: The average percentage of grade eight students' positive responses
organised by student gender for all three data sessions on questions relating to
anxiety

Grade eight females reported being more anxious than grade six and seven females
over the entire data collection period. Grade eight males, too, reported relatively high
levels of anxiety throughout the data collection period, as compared to grade six and
seven males. Similar to grade eight females, male students felt least anxious about
their relationship with the HRT in September 2011, at the start of the academic year.
Anxiety levels for both male and female grade eight students increased from

September 2011 to January 2012.
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Anxiety and student nationality

These data were then organised to see if student nationality was a factor in
relationship anxiety with HRTs. The percentages in Table 18 are organised by
nationality, and reflect how many students of different nationalities agreed with the

statements as asked in Table 14.

Table 18

The percentage of students’ positive responses organised by student nationality for

all three data sessions on questions relating to anxiety

Turkish
n=106 16.04 1132 1226 943 18.87 18.87 1509 1792 1498 362

International
n=20 5.00 0.00 10.00 10.00 10.00 5.00 1500 1000 8.13 458

Turkish
n=120 1750 1167 11.67 1417 1000 9.17 17.50 1083 12.81 324

International
n=20 500 2000 500 000 1500 500 2000 1500 1063 776

" Turkish
n=113 1858 1770 1416 1593 17.70 1681 1239 2301 17.04 316

International
n=15 26.67 1333 6.67 6.67 20.00 20.00 2667 000 1500 g9

Note. The n values give the number of students who were Turkish or international by
citizenship.

Again, as with all these data on student nationality, it is important to note that for

these data given in Table 18, students self-categorisation as either Turkish or
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international was used to determine nationality. This may have meant students who
were dual nationals categorised themselves as international students (rather than
Turkish) when answering the questionnaire and vice versa.. There was no way to
verify student responses on whether they were international or Turkish, or indeed

dual national citizens as the questionnaire was confidential.

These data gathered and sorted by student nationality indicate that Turkish students
were generally more anxious about their interactions with their HRTs than their
international peers, although the difference between the levels of anxiety between
international and Turkish students is not statistically significant throughout the data

collection period.

In May 2011, an average of 14.98% of Turkish students responded positively to the
questions asked. Data from September 2011, at the start of the new academic year
shows that this anxiety had decreased, when an average of 12.81% of Turkish
students reported overall anxiety about their relationship with the HRT. Data from
January 2012 indicates that anxiety amongst Turkish students about their relationship
with their HRTs was at its highest, with an average of 17.04% of students responding
positively to these questions. However, these differences are not statistically

significant.

International students indicated increasing levels of anxiety about their relationship
with their HRTs throughout the data collection period. In January 2011, an average of

15.00% of international students responded positively to the questions asked,
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although anxiety reported by international students was less than that reported by

Turkish students at the same time.

An important difference between international and Turkish students in January 2011
was that no international student from grade eight felt that the HRT did not like them,
whereas this was a concern for 23.01% of the Turkish students (question 34).

These data were then examined by grade level, to see if nationality at any particular
grade level, was a factor in anxiety about HRT relationships at the three different

periods of data collection.

Table 19
The percentage of students’ positive responses organised by nationality and grade

level for all three data sessions on questions relating to anxiety

Q4 Qs Q7 Q8 Q22 Q25 Q31 Q34 Mean SD
May 2017 Tukish ¢=31) 1935 12.90 9.68  9.68 645 1613 1290 1290 125 4.02
Y International (n=8)  12.50 000 1250 1250 000 000 2500 000 781 93

0
3 |September Turkish (7=39) 1026 12.82 513 1538 769 769 769 256 865 4.1
& | 2011 interatoral (=7) 000 256 256 000 256 000 256 513 192 181
January Turkish (7=38) 2368 21.05 21.05 1053 1579 1316 1053 1579 1645 502
2012 International (n=6) 16.67 1667 000 1667 1667 1667 5000 000 1667 1543
Q4 Q5 Q7 Q8 Q22 Q25 Q31 Q34 Mean SD
May 2011 Torkish (=38) 789 526 1053 789 1842 13.16 13.16 1842 1184 4.387
24 International (»=10) 0.00 000 1000 10.00 20.00 1000 1000 20.00 1000 7.56

~
8 ISeptember Turkish (m=46) 2391 1087 2174 19.57 1739 1522 2391 870 1766 574
g 2011 International (»=5)  0.00 2000 000 000 000 000 000 2000 500 926
January Turkish (7=29) 2414 1379 690 1724 1379 345 1724 1724 1422 65
2012 International (==6) 50.00 1667 1667 000 33.33 3333 1667 000 2083 17.25
Q4 Qs Q7 Q8 Q22 Q25 Q31 Q34 Mean SD
May 201 Trkish (=37) 21.62 1622 1622 10.81 2973 2703 1892 2162 2027 6.13
Y Intermational (»=2)  0.00 000 000 000 000 000 000 000 000 O

-]

3 |September Turkish (7=35) 17.14 1143 571 571 286 28 2000 228 1107 8
g 2011 Intermational (=8)  12.50 2500 000 000 2500 1250 3750 000 14.06 14.07
Jamary Turkish (7=46) 1087 1739 13.04 1957 21.74 2826 1087 3261 1929 8

2012  International (v=3) 000 000 000 000 000 000 000 000 000 0

Note. The n values give the number of students who were Turkish or international by
citizenship.
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In grade six, as seen from these data in Table 19, international students were more
concerned about measuring up to the HRTs' standards in May 2011 and in January
2012 than in September 2011, as indicated by responses to questions in this category.
Anxiety levels for both international and Turkish students for grade six students were
lowest in September 2011, at the start of the academic year. However, the anxiety
levels of international students were lower than that of Turkish students, with an
average of 1.92% of international students answering positively to the questions
asked, as compared to 8.65% of Turkish students who agreed with the questions.
Anxiety levels regarding their relationship with their HRT rose for both Turkish and
international students by January 2012, to the point where anxiety levels became

almost equal.

Grade seven international students reported higher levels of anxiety than their
Turkish counterparts for three of the eight questions in May 2011. Questions 8, 22
and 34 relate to nervousness around the HRT, the HRTS' opinion of them, and
concern that the HRT does not like them. However, Turkish students showed greater

levels of anxiety than the international students for the remaining questions.

These data collected from September 2011 indicated that grade seven international
students were generally not anxious about their relationship with their HRT, as an
average of just 5.0% of international students agreed with the questions asked. By
contrast, an average of 17.66% of Turkish students responded positively to the
questions asked. However, the difference in responses of international and Turkish

students is not statistically significant. By January 2012, levels of anxiety amongst
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international students had increased to being more than that of the Turkish students,
although the high standard deviation in responses for international students means
that the difference in reported anxiety levels between Turkish and international

students is not significant.

In May 2011, grade eight international students reported no anxiety about their
relationship with the HRT. By contrast, an average of 20.27% of grade eight Turkish
students indicated that they felt anxious about the relationship with their HRTs. It
must be noted, however, that there were only two international students in May 2011
in grade eight, which may account for the data in Table 19. At the start of the
academic year, grade eight international students felt anxious about their relationship
with their HRT. Turkish students, however, at the same time, showed lower levels of
anxiety than those reported in May 2011, which were in turn lower than those

reported for international students in September 2011.

By the end of the data collection period, international grade eight students reported
that they had no concerns or worries about their relationship with their HRT, which is
positive. Again, this may be because of the small number (# = 3) of international
students in grade eight in January 2012. Conversely, Turkish students' anxiety levels
increased from September 2011 to January 2012 in all aspects apart from questions
four and 31, which asked about how worried students were about losing their HRTs'
respect and whether students measured up to the HRTs' standards (Table 19).
Although levels of anxiety change throughout the data collection period for all

students in grades six through eight, there were no statistically significant differences
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in the data showing the effect of student nationality and the student grade level on the

levels of anxiety faced by students about their relationship with their HRT.

Anxiety and HRT nationality

These data were then analysed to see if the HRT's nationality was a factor in the
HRT/student relationship. These data given in Table 20 reflect what percentage of
students with international HRTs and Turkish HRTs agreed with the statements as

asked in Table 14.

Table 20
The percentage of students’ positive responses organised by teacher nationality for

all three data sessions on questions relating to anxiety

May 2011 Q4 Q5 Q7 Q8 Q22 Q25 Q31 Q34 Mean SD]
N=126
International

n=82 13.41 8.54 1098 4.88 17.07 1829 1220 15.85 1265 4.51
Turkish

n=44 1591 11.36 13.64 18.18 18.18 13.64 20.45 18.18 16.19 3.08

September

2011 Q4 Q5 Q7 Q8 Q22 Q25 Q31 Q34 Mean SD
N=140
International

n=80 16.25 12.50 1125 625 875 8.75 20.00 16.25 12.5 4.68
Turkish

n=60 15.00 13.33 10.00 20.00 13.33 833 15.00 5.00 12.5 463

January 2012 = Q4 Q5 Q7 Q8 Q22 Q25 Q31 Q34 Mean SD
N=128
International

n=T77 16.88 1169 9.09 11.69 16.88 15.58 1558 12.99 13.8 2.85
Turkish

n=51 23.53 2549 19.61 19.61 1961 19.61 11.76 3137 2132 569

Note. The n values give the number of students who had Turkish or international
HRTs.

It is noteworthy that more students from grades six through eight at the TPS had an

international HRT (as opposed to a Turkish one) over the data collection period.
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These data in Table 20 suggest that those students who had a Turkish HRT were
generally more concerned about their relationships with their HRT than those
students with an international HRT in May 2011 and January 2012. Anxiety levels of
students with a Turkish HRT increased from September 2011 to January 2012,
although this increase is not statistically significant. There was an increase in the
number of students who felt that their Turkish HRT did not like them from
September 2011, when only 5.0% of students reported this concern as compared to
31.37% in January 2012. Students with Turkish HRTs reported being more nervous
around their HRT than students with an international HRT (question eight)
throughout the data collection period. Similar responses on questions five and seven
indicate that students were more worried about their interactions with their HRT, if
the HRT was Turkish, and that Turkish HRTs caused students to doubt themselves
more than their international counterparts. Exceptions to this increase in anxiety were
responses for questions eight and 31, where students with Turkish HRTs reported
being less nervous around their HRTS and being less anxious about measuring up to

the HRTSs standards in January 2012 as compared to September 2011.

Whilst HRT nationality was not an influencing factor for students levels of
connectedness to their HRT (Table 13), these data presented show a significant
difference in anxiety levels between students with an international HRT and those
with a Turkish HRT nationality in January 2012.

It can be seen that for all sessions, anxiety levels of students with international HRTs
remained fairly consistent. Levels of anxiety were lowest in September 2011 at the

start of the 2011 - 2012 academic year when, on average, 12.5% of students with
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international HRTs responded positively to the questions asked. Anxiety levels
regarding the relationship with their Turkish HRTs was greatest in January 2012,
when an average of 21.32% of students with Turkish HRTs agreed with the questions
asked. However, the difference in anxiety levels for students with Turkish HRTs and
those with international HRTs is not statistically significant throughout the data

collection period.

These data were then examined to see if HRT nationality was a contributing factor in
anxiety about HRT relationships at different grade levels, at the three different

periods of data collection.

Table 21
The percentage of students’ positive responses organised by HRT nationality and

grade level for all three data sessions on questions relating to anxiety

HRT Nationality Q4 Q5 Q7 Q8 Q22 Q25 Q31 Q34 Men SD

May 2011 TorkBh (7=15) 2000 1333 1333 2000 667 1333 2000 1333 1500 471

Y Intermational (n=24) 1667 833 833 417 417 1250 1250 833 938 43I

S | September Turkish (1=29) 690 1379 690 1724 1034 1034 1034 690 1034 3.69
S| 2011 Intermational (n=17) 1176 1176 588 588 588 000 588 588 662 377
Janary Turkish (n=26) 23.08 2692 2308 769 2308 1538 1154 2308 1923 682
2012 Intemational (v=18) 2222 1L11 IL11 1667 556 1L11 2222 000 1250 772
HRT Nationality Q4 Q5 Q7 Q8 Q2 Q25 Q3 Q34 Men SD

May 2011 Torksh (7=13) 0.00 000 1538 2308 1538 000 760 23.08 10.58 10.02

ay International (»=35) 857 571 857 286 2000 17.14 1429 1714 1179 6.19

'S | September Turkish (n=18) 2778 1667 2222 3889 2222 1111 2222 000 20.14 1148
G| 2011 Inermational (n=33) 1818  9.09 1818 606 1212 1515 2121 1515 1439 506
January  Turkish (n=11) 5455 1818 909 3636 909 909 2727 3636 2500 1666
2012 International (n=24) 1667 1250 833 417 2083 833 1250 417 1094 587
HRT Nationality Q4 Q5 Q7 Q8 Q2 Q25 Q31 Q34 Men SD

May 2011 TEFkBh (7=16) 2500 1875 1250 1250 3125 2500 3125 1875 21.88 747
&y International (7=23) 17.39  13.04 1739 870 2609 2609 870 2174 1739 697

5 | September Tukish (n=13) 1538 769 000 000 769 000 1538 769 673 642
G| 2011 Imerational (=30) 1667 1667 667 667 667 667 2667 2333 1375 825
January Turkish (n=14) 0.00 2857 2143 2857 2143 3571 000 42.86 2232 1548
2012 International (=35) 1429 1143 857 1429 2000 2286 1429 2571 1643 587
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Note. The n values give the number of students who had Turkish or international

HRTs.

The data presented in Table 21 show that grade eight students who had a Turkish
HRT report a statistically significant decrease in levels of anxiety felt between data

collected between May 2011 and September 2011.

These data in Table 21 show that for all grade six students, anxiety levels about the
HRT/student relationship had increased from September 2011 to January 2012,
irrespective of the HRTSs' nationality. Anxiety levels were at their lowest for both
students with international and Turkish HRTs in September 2011 as compared to in
May 2011 and January 2012, although the differences are not statistically significant.
Responses for question 34 for the data collected in January 2012, show that no
student with an international HRT worried that the HRT did not like them. By

contrast, 23.08% grade six students with Turkish HRTs had concerns about this issue.

Grade seven students with Turkish HRTs felt the least anxious at the end of the 2010
- 2011 school year. Anxiety levels increased at the start of the next academic year,
and then continued to increase till January 2012, when the last set of data was
collected, although the difference in anxiety levels is not statistically significant. It is
interesting to look at responses for question 34, regarding whether students worried
that the Turkish HRT did not like them. In September 2011, this was not a concern
for any student with a Turkish HRT, but five months later, this worried 36.36% of the

students. Grade seven students with Turkish HRTs were also more worried about
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losing the respect of their HRT in January 2012, as compared to previous data

collection periods, as indicated by responses to question four.

Grade seven students with international HRTs indicated that they were less worried
about their relationship with their HRT when compared with their class fellows who
had Turkish HRTs (Table 11) in September 2011 and January 2012. Levels of anxiety
in students with international HRTs increased from May 2011 to September 2011,
and decreased when measured in January 2012 although the difference in anxiety is

not statistically significant.

For grade eight students with Turkish HRTS, there was an increase in anxiety
amongst students about interactions with the HRT, increased levels of self doubt
caused by the HRT, increased levels of nervousness, concerns over the HRT opinion
of students as well as concern that the HRT did not really like them, as indicated by
responses to questions 5, 7, 8, 25 and 34, from September 2011 to January 2012.
Student anxiety was lowest in September 2011, with no student with a Turkish HRT
expressing anxiety for questions 7, 8 and 25 in September 2011. In January 2012,
students with Turkish HRTs expressed an overall increase in anxiety about their
relationship with their HRT as compared to September 2011, although the difference
is not statistically significant. However, all students with Turkish HRTs said that they
were no longer anxious about losing their HRTs' respect nor were they worried that
they would not measure up to their HRTs' standards (questions 4 and 31) in J anuary

2012.
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Contrary to the trends in grade six and seven, grade eight students with international
HRTs were more anxious than others in their grade level with Turkish HRTS in
September 2011, the start of the new school year. An average of 13.75% of students
with international HRTSs responded positively to the questions asked, as compared to
6.73% of students with Turkish HRTs, although the difference is not statistically
significant. However, in January 2012, students with international HRTSs on average
were less worried about their relationship with their HRT as compared to those
students with Turkish HRTs. Anxiety levels as shown by questions 7, 8, 22 and 25

also increased by January 2012 for students with international HRTS,

Thus, it could be summarised that levels of student anxiety increased for all students
from the beginning of the academic year where levels of anxiety were low until the
third data collection period in January 2012, though still remaining under 25%.
Student concern that their HRT did not really like them increased as the year
progressed. Males generally reported higher levels of anxiety and were more nervous
when around their HRT than the females. Females were twice as concerned about
losing their HRTs respect than the males. Generally Turkish students were more
concerned with losing their HRTs respect than the international students although
these levels of anxiety did increase in both the Turkish students and the international
students as the year progressed. The exception to this was in May 2011 when no

international student felt that their HRT did not like them.

Students with a Turkish HRT were generally more concerned with their relationship

with their HRT than those with an international HRT.
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Qualitative data

In order to collect qualitative data from the grade six through eight principal and the
guidance counsellor, semi-structured interviews were conducted that focused upon
the questions given in Appendix F. The interviews lasted approximately 15 minutes.
Both the grade six through eight principal and guidance counsellor were asked for

clarification on certain issues after the initial interviews.

When asked what expectation the administration had of the HRTs' role, both the
principal and the guidance counsellor felt that the HRT was responsible for the
students in their homeroom and was the contact person for the pastoral care
programme. They both felt that the HRT should not only know the students
academically but also from a social perspective, who their friends were, parental and
family relationships and to know the students' developmental needs. In the follow-up
interview, the principal stated that the HRT was the cornerstone to the school's

community.

When asked how these expectations were clarified to HRTs, both the guidance
counsellor and the principal stated that these expectations were clearly outlined in the
secondary teachers guide (Appendix A); however, the principal and guidance
counsellor agreed that these expectations were not always being followed. The
principal mentioned that the HRTs and the principal had a meeting at the beginning
of the year to outline expectations of the HRT and that there should be a middle

school teachers meeting once a month. The guidance counsellor stated that the
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expectations that the TPS administration had for HRTs were not effectively
communicated to these teachers (grade six through eight guidance counsellor,

personal communication, February 23, 2012).

During the follow up interview, the grade six through eight guidance counsellor
stated that she felt that the expectations of the teachers were dependent upon the age
group of the students, indicating that younger students wished for a teacher who
cared for their students. As they matured, she felt that students wanted teachers who
were proficient and professional in their duties, and that any respect expected from

the teacher should be earned.

When asked about the relationship between the HRTs and the students of grade six
through eight, the guidance counsellor said that it was an expectation of all HRTs to
not only be aware of students academic development but also their social, emotional
and personal needs, although this was not an explicit function of the HRTS' roles and

responsibilities as stated in the Secondary School Teacher's Guide (Costigan, 2011).

The guidance counsellor said that it was to be expected that students were connected
to their HRTS at the beginning of the year, and felt that it was natural for students to
become anxious towards the end of the year when exams were approaching. She
stated that the homeroom time that students received every morning was not a MEB
requirement but that some Turkish schools had 'circle time' to begin their day.
Research on the circle time approach develops a classroom (and school) climate in

which children are listened to, respected and helped by adults and peers. As a result
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of this, they are more likely to feel valued as individuals, and expetience a sense of

self-worth (Rosenburg, 1965 as cited by Miller, 2007).

When asked what support or training was provided to achieve the expectations of the
HRT, both the guidance counsellor and the principal stated that there was no training
provided except the meeting at the beginning of the year. The guidance counsellor
said that training was needed as, in her opinion, HRTs were generally not

comfortable in their roles.
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CHAPTER 5: CONCLUSION

Introduction

The purpose of this study was to examine the relationship between the homeroom
teacher (HRT) and the students, and to examine the role the HRT plays in an
evolving pastoral care programme for the sixth through eighth grade cohort at the
Turkish Private School (TPS), a private school in Ankara, Turkey. The study
involved all students in grades six through eight over two academic years (2010 -
2012), as well as their HRTs, guidance counsellor and the grade six through eight

principal.

These data were collected using a questionnaire over three different data
collection sessions, at the end of the academic year in May 2011, again in
September 2011 at the start of the new school year and finally, five months later,
in January 2012 (Table 5). The questionnaire (Appendix B) was adapted from 'A
measure to assess student-instructor relationships' (Creasey, Jarvis & Knapcik,
2009), which was validated using responses given by American college students.
These researchers found that positive teacher/student relationships were

significantly correlated to the students' academic achievement.

The study being presented here differed from that done by Creasey, Jarvis and

Knapcik (2009) as it involved much younger students. Additionally, this study did
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not examine the connection, if any, between teacher/student relationships and
academic achievement, focusing instead on examining the characteristics of the

HRT/student relationship in a private school in Turkey.

The questionnaire contained 36 closed ended questions, of which 19 questions
were centred on two areas of focus; connectedness and anxiety (Appendix B).
These remaining questions were still on the topic of homerooms but were
designed to be distractors and were not used in this study. This was done to
prevent students from feeling that they were answering variations of the same
question numerous times. A five point Likert scale was used in order to determine
students' strength of feeling for each question. The data were then converted so
that it offered either a positive or a negative response to a given statement. These
data were organised by grade, student gender, student nationality and finally by
HRT nationality to see whether there was any relationship between these factors

and the students' relationship with their HRT.

Qualitative data were collected using semi-structured interviews that were held
with the grade six through eight guidance counsellor as well as the administrative

principal of that particular cohort (Appendix F).
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Discussion of the findings

The aim of this study was to answer two main research questions regarding the
qualities of the HRT/student relationship at the TPS and to examine the role of the
HRT in an evolving pastoral care programme. A pastoral care programme
addresses domains beyond the classroom by attempting to meet of the needs of
the whole child (Best, 2007). It has been noted by Best (2007) that children who
experience difficulties at home and in school may sometimes receive too little
help, too late. Pastoral care programmes are designed to help students overcome

these difficulties (Best, 2007).

The pastoral care programme at the TPS is implemented by the HRTs (grade six
through eight guidance counsellor, personal communication, February 23, 2012).
The HRT is often considered to be the cornerstone of the pastoral care programme
and is at the heart of each class (Jones & Harrison, 1997). Liu and Barnhart
(1999) have identified that the intimate relationship that exists between the HRT
and the students contributes to a positive learning environment. Past studies
suggested that the onus of creating a positive relationship with the student rests
upon the teacher (Barry & King, 1993, in Leitdo & Waugh, 2007; Krausel,
Bochner & Duchesne, 2006; McInerney & McInerney, 2006; Smeyers, 1993). A
teacher who is pro-active in demonstrating positive feelings such as
understanding, warmth, trust, respect and closeness towards the students increases
the likelihood of building a stronger relationship (Barry & King, 1993, in Leitéio
& Waugh, 2007). Previous studies also indicated that a positive teacher/student

relationship and the ability to connect with teachers is an important component for
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success at school (Creasey, Jarvis & Knapcik, 2009). Best (2007) suggested that
such a relationship would need to be warm, positive and non-judgemental to be
successful. It is therefore important to examine the relationship between the TPS
HRTs and their students, as this relationship forms the basis of an effective

pastoral care programme.

Student Perceptions of their Relationships with the HRTs.

Examination of the overall data from the questionnaires suggest that the pastoral
care programme at the TPS is an effective one, with most students feeling
connected to their HRTs (Figure 2). Table 7 shows that over 50% of students
reported being connected to their HRTs over the entire data collection period. This
is positive, for as research suggests, a strong relationship between a student and
his/her teacher may contribute to a student's success in school (Jones & Harrison,
1997; Creasey, Jarvis & Knapcik, 2009). Similarly, levels of anxiety, while
increasing through the data collection period, (Figure 6) were low, with less than
17 % of students reporting anxiety about their relationship with their HRT at any
data collection point (Table 15). It could be then, that the strength of the
HRT/student relationship was keeping levels of anxiety low for students, as

suggested by Riley (2009).

In examining the patterns of how connected the TPS students from the sixth
through eighth grade felt to their HRT, results in Table 8 show that when students

started off the new academic year (September 2011), with a new HRT, the levels
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of connectedness were at their highest, and correspondingly, levels of anxiety
were low as compared to data collected in May 2011 and January 2012 for
students of grades six and eight (Table 16). This suggests that these students felt
most comfortable with their HRT when the relationship had just started. There
could be many reasons for this, such as the HRTs spending more time getting to
know their students and showing more overt interest in them at the beginning of
the academic year, than at the end. It could also be that students started the year
on a positive note, connecting more readily to the teacher, as shown by the data in
Table 8. At the TPS, the academic year starts with HRTs helping students become

familiar with their academic timetables, school policies and locker assignments.

As this study considered students' perceptions of how close they felt to their HRT,
it may be that students welcomed the attention of the HRT at the start of the year
more and thus felt closer to their HRT. Students may thus be more aware of their
HRTs' administrations at the start of the year than later on. Zhang & McGrath
(2009) stated that it was not just the amount of time spent with a student that had
a positive impact upon the teacher/student relationship but also the quality of the

time spent.

This research does not make clear why students of the seventh grade felt most
anxious about the relationship with the HRT at the start of the academic year and
felt lower levels of connectedness in September 2011 as compared to students in

other grade levels, as shown by data in Tables 8 and 16.
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These data show that levels of connectedness decreased when measured in
January 2012 as compared to September 2011 (Figure 2). The fact that students at
the TPS report feeling less connected to their HRT five months into the school
year is noteworthy. Results gathered show that in May 2011, at the end of the
previous academic year, fewer students felt connected with their HRTs than at any
other data collection period (Table 7). While it is true that data from May 2011
involved a different cohort of grade six though eight students and their HRTs, and
therefore cannot be used to define the trend of connectedness between HRTs and
students, this may still show a pattern of students reporting lower levels of

connectedness with their HRT as the academic year progressed.

This is of concern as connectedness between students and their HRTs should, in
theory, be increasing with the passage of time. Jones and Harrison (1997) found
that student HRT relationships are strengthened over time. In fact, they advocated
that the HRT should remain with the same students over the course of their
compulsory education as more good quality contact time allows for stronger
relationships between students and HRTs. This is not current practice at the TPS

as HRTs change every year, working with different students on a yearly basis.

The fact that TPS students reported lower levels of connectedness with their HRTs
as the year progressed, as shown in Figure 2, is noteworthy, as students and
teachers were expected to be most comfortable with each other after an extended

period of time.
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The exact reasons for students feeling relatively lower levels of connectedness
with their HRT as the year progressed, as shown in Figure 2, cannot be
ascertained from these data. It could be hypothesised that as the students had
worked with their HRT for an extended period of time, they had become so
comfortable in their relationship so as to become blasé about it, and therefore
reported lower levels of connectedness. Students' perceptions on how interested
their HRT was in them may have changed, as the interest that the HRT displayed
(in students) may have become more covert, as compared to the start of the year.
Also, the HRT may no longer be a novelty and so be 'taken for granted' by

students.

No research, specific either to Turkey or from other countries, was found to
support the hypothesis that students would report feeling less connected to their
HRT (or indeed any teacher) after having worked with them over an extended
period of time. The grade six through eight guidance counsellor attributed the
lower levels of connectedness felt by students to increased exam anxiety (grade
six through eight guidance counsellor, personal communication, March 7, 2012).
According to her, students may feel less connected to the school if they felt that
they might not be attending TPS the following year (because of not succeeding in

the end of year/entrance exams).

It must also be noted, that these reported lower levels of connectedness, as given
in Table 8, are as perceived by students and not necessarily an indicator of how

strong the relationship between the HRT and the students actually is. Additionally,

93



it must be emphasised that the relatively lower levels of connectedness reported
by students in May 2011 do not indicate that the majority of students felt
unconnected to their HRT. Rather, as indicated by the grade six through eight
guidance counsellor (personal communication, F ebruary 23, 2012), other
influences, such as end of year stress and less overt attention by the HRT towards
individual students, may have lead to students perceiving their relationship with

their HRT to be less close than before.

Given that students reported feeling most connected to their HRT at the start of
the academic year, when the relationship had just started, it may be put forth that
the current TPS practice of HRTs changing on an annual basis was appropriate in
this context. However, no research was found advocating this practice and Reid
(2010) does show that teacher turnover can significantly lower students' academic
performance. This, when combined with the suggestions of Jones and Harrison
(1997), that advised HRTs staying with a student for the duration of the student's
academic career, would then suggest that the current TPS practice of changing
HRTs every year may need to be reconsidered. It is unclear, however, whether a
HRT who moved up with his or her students through out the schooling years, as
suggested by Jones and Harrison (1997), would change this pattern of

HRT/student connectedness decreasing with the passage of time.

These data collected for this study, although generally positive as shown by data
in Table 8, indicate that in the domain of connectedness, there were two areas in

which students reported lower levels of comfort. Questions 23 and 29 asked
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students whether they could discuss problems and concerns with their HRTs and if
they could share anything with their HRT (Table 6). These data suggest that most
students, irrespective of grade level or nationality, did not feel as comfortable
talking to their HRTs about their problems and concerns as they did sharing
thoughts and opinions (Figure 2). This hesitation to share problems and concerns
may indicate that positive relationships, suggested to be vital by Creasey, Jarvis
and Knapcik (2009), are not being built between the HRT and the student to the

highest degree that is possible.

Social Penetration Theory argues that relationships are formed gradually,
involving self disclosure by all parties concerned (Altman & Taylor, 1987). When
this occurs, a relationship of mutual trust and understanding develops, which is an
important factor in forming a relationship (Collins and Miller, 1994). However,
this theory was not specifically formulated for the teacher/student relationship,
and it could be said that teachers not sharing their problems with their students is

part of what it means to be professional within the teaching domain.

That students are hesitant to share their problems with their HRTSs, as shown in
Figure 2, is however noteworthy. A strong HRT/student relationship should
enhance students' willingness to seek help with problems (Yablon, 2010) and the
lower levels of students’ perceptions regarding their ability to share problems with
their HRTs could be an indicator of a HRT/student relationship that is not very

strong.
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However, it is possible that within the TPS context, students may have other
sources of support available to them, such as parents or siblings, and therefore
would not consider HRTs as adults to whom they would go for help, with more
personal problems. The grade six through eight guidance counsellor stated that in
her experience of working with the TPS families, parents were very closely
involved with the everyday lives of their children, and it could be that students did
not feel the need to discuss problems with their HRTs as their own parents were
supporting them. This was in keeping with past research done by Tekin (2011),
who found that Turkish parents were very involved in the education and lives of
their children in order to help them succeed. As most students at the TPS are
Turkish, this may explain responses to questions 23 and 29 as shown in Table 9
are generally lower than other responses as fewer students would consider going

to their HRT with personal problems.

The data relating to the degree of connectedness that students reported feeling
towards their HRTs indicated that generally, females felt more connected to their
HRTs than males (Table 9). The reasons for this are not clear as this study did not
examine the effects of the HRT gender in the HRT/student relationship. It is thus
not possible to determine whether males working with the four male HRTs
reported higher feelings of connectedness than those working with the five female
HRTs in the 2011 - 2012 academic year, as the questionnaires were anonymous.
According to Reichert and Hawley (2010), however, teacher gender need not be a
hindrance in males forming meaningful relationships with their teachers. Reichert

and Hawley (2010) also suggested that males in single sex schools form more
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meaningful relationships with their teachers than males who attend coeducational
schools, irrespective of the gender of the teacher. Thus, it could be that the lower
levels of connectedness that males reported as shown in Table 9 are a

consequence of being a male student in a coeducational school.

With perceived levels of connectedness between the HRT and students decreasing
between September 2011 and January 2012 (Table 7), it is perhaps not surprising
that the reported levels of anxiety faced by the students about their relationship
with their HRT are seen to increase over the same period (Table 15). However, the
differences in the levels of connectedness and anxiety between September 2011
and January 2012 are not significant. Past research suggests that stronger
connectedness to school resulted in lower emotional distress and anxiety in
adolescents (Wilkinson-Lee, Zhang, Nuno, & Wilhelm, 201 1). While these past
researchers did not examine anxiety specifically relating to the HRT/student
relationship, it could be hypothesised that lower levels of connectedness may be

related to anxiety about HRT relationships in this study.

Hamre and Pianta (2001 in Ang et al. 2010) suggested that student perception of
negative feelings in the teacher/student relationship, such as lack of nurturance
and critical feedback, adversely affect how students function. Other researchers
have documented that a strong relationship between the teacher and student can
alleviate stress, reduce anxiety and promote academic success (Ang et al., 2008;
Riley, 2009). However, whilst the grade six through eight guidance counsellor

saw a connection between levels of anxiety and connectedness, it cannot be
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conclusively stated that the lower levels of connectedness in this study are directly
and only correlated to the higher levels of anxiety. Also, while Ang et al. (2008)
and Riley (2009) suggest that student anxiety can be reduced by a strong teacher/
student relationship, it cannot be said that lower feelings of connectedness with
the HRT cause students' anxiety. It must also be emphasised that while anxiety
about their HRT/student relationship felt by students was seen to increase through
the 2011 - 2012 academic year (Table 15), the levels of anxiety were still less than

25%, as shown in Figure 6.

The data gathered in May 2011, at the end of that academic year, suggested that
students felt relatively higher levels of anxiety about their relationship with their
HRT (and lower levels of connectivity) than at the beginning of the new academic
year in September 2011 (Tables 16 and 8). It could be expected that students
would face generally higher levels of anxiety in school at the end of the academic
year with final exams approaching (grade six through eight guidance counsellor,
personal communication, March 7, 2012). This was seen to be especially true for
students of grade eight (Figure 9), who were about to take their entrance exam for

the TPS high school.

Anxiety levels that increased throughout the first semester, as shown in Table 15,
too may not be surprising, as stress for students would be expected to increase
through the school year as workload and exam pressure increased. In the follow-
up to the interview, the grade six through eight guidance counsellor mentioned

that for some grade eight students, the anxiety begins right at the start of their
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grade eight academic year and continues to increase as the entrance exam to ninth
grade, held annually in May, comes closer. As parents also are closely involved
and want their children to succeed in these entrance exams, this may contribute to
more grade eight students feeling anxious. It would seem then, that the increasing
levels of anxiety that students reported feeling through out the school year may be
related to school issues and was not directly linked with the relationship that

students had with their HRT.

It is interesting to note that males generally report feeling more anxious about
their relationship with their HRT (Figures 7, 8 and 9) and less connected than
females to their HRTs through out the data collection period at all grade levels
(Figures 3, 4 and 5). It is not possible to discern whether this higher level of
anxiety is directly and only related to the correspondingly lower levels of
connectedness reported with the HRT or influenced by other factors such as
student gender. However, a study conducted by Baldwin, Harris and Chambliss
(1997) suggested that the general experience of stress during adolescence was
consistent across gender and there was no evidence to suggest one gender being at
greater risk than the other for developing psychological symptoms of stress. As
stated previously, it could be then, that the greater levels of anxiety being reported
by males are a function of being a male student in a coeducational school, as

suggested by Reichert and Hawley (2010).

Findings of this study suggest that student or HRT nationality was not a

consideration for students' willingness to share non-academic problems (Tables

99



10 and 12), although fewer international students indicated that they would share
their problems with their HRT, as compared to Turkish students (Table 10).
Additionally, students with Turkish HRTs were more concerned about their

relationship with their HRT than students with an international HRT (Table 12).

This seems to suggest that there are cultural influences to the relationship, which
may have had an impact on these data collected. Past research indicates that
Turkish society is collectivist, as compared to the US which is more
individualistic (Grade six through eight guidance counsellor, personal
communication, March 7, 2012; Gregoriadis & Tsigilis, 2007; Stockton & Giineri,
2011). In collectivist societies, there is a greater emphasis on forming close and
positive relationships (Beyazkurk & Kesner, 2005), and it would therefore not be
surprising that the students, who are mainly Turkish, would be more worried
about their relationship with another Turkish person, than with an international
HRT, as indicated in Table 19. Given the collectivist nature of this society, Turkish
students may assume that the teacher is a friend, and therefore have more anxiety
about their relationship with their teacher than international students, who perhaps
may not see their teachers in the same light. Work done by Aukrust et al. (2003,
as cited by Beyazkurk and Kesner, 2005), showed that Turkish parents
emphasised the importance of having close and positive relationships with their
teachers at school to their children more than parents in the U.S., Norway or
Korea. This greater emphasis on the teacher/student relationship may thus also
generate more anxiety for Turkish students as compared to students from other

cultural backgrounds. It is unknown, however, whether Turkish students have
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greater anxiety about their relationships with all their teachers or just their HRT,
as compared to international students. Further research would be needed,
examining teacher/student relationships in both the Turkish and international

school context.

Overall, the results obtained from this study suggest that most students are
comfortable with their relationship with their HRT. There appears, however, to be
hesitation on the part of the students in discussing problems with HRTs. These
data suggest that levels of connectedness decreased through the course of the
academic year, with anxiety levels about the relationship that students had with

their HRT increasing, the reasons for which could not be ascertained.

It can thus be said that the HRT/student relationship at TPS is strongest at the start
of the academic year (Table 7), and that ways need to be found in which this can
be maintained and built upon. This would not only enhance feelings of
community and a greater sense of belonging within the whole school, but also
help connect teachers and students with each other, for the benefit of the students'

school experience.

In summary, the data gathered seem to suggest that a majority of students report
feeling connected to their HRT (Table 7), with low levels of anxiety about their
relationship with their HRT (Table 15). However, the ability to connect with the

HRT seemed to decrease with the passage of time, which is contrary to previous
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research (Lui & Barnhart, 1999; Yablon, 2010). Zhang and McGrath (2009)
suggested that it is the quality of time that the student and HRT spend together,
and not the quantity that makes the difference. Conversely, it may be the case that
HRTs were unable to create relationships with students that were truly meaningful
and nurturing, as suggested by Barry and King (1993 in Leitdo and Waugh 2007).
It may also be the case that the higher levels of anxiety that students reported
about their relationship with their HRT as the year progressed were linked to the
reduced levels of comfort that the students were feeling with their HRTs or stress
from school in general, as suggested by the grade six through eight guidance
counsellor. These are not conclusive findings, however, as there may be other
influences, such as Turkish students' expectations of their teacher being different
from international students' due to cultural differences (Aukrust et al., 2003, as
cited by Beyazkurk and Kesner, 2005). Additionally, this study does not make
clear whether connectedness and anxiety are related. More research would need to
be conducted in order to ascertain if there is a relationship between how
connected students felt to their HRT and the reported levels of anxiety about their

relationship with the HRT.

The HRTS: role as perceived by the administrators

At the TPS, there are two administrators directly working with the HRTs to
establish a cohesive pastoral care programme for grades six through eight. The
guidance counsellor's responsibilities include student welfare, and designing the
Personal and Social Education (PSE) curricula, that is then taught by the HRTs to

the students on a weekly basis. The grade six through eight principal is the overall
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administrator in charge, to whom all grade coordinators, HRTs, and teachers of

these grade levels report (Figure 1).

During the interviews, both the grade six through eight principal and the guidance
counsellor felt that the HRTs were the cornerstones of the school community,
echoing the findings of Jones and Harrison (1997). HRTs were thought to be the
primary point of contact and were responsible for the academic and social growth
of the students. The administration expected the HRTs to deliver the weekly PSE
lesson, take attendance and induct new TPS students into a class (grade six
through eight principal, personal communication, F ebruary 21, 2012; grade six
through eight guidance counsellor, personal communication, February 23, 2012).
HRTs were also to know about students' academic, social, emotional and personal
needs (grade six through eight guidance counsellor, personal communication,

March 7, 2012).

Whilst the administration felt that HRTs were an integral part of the school
community, any academic or social problems that come to their attention are
immediately to be referred to the guidance counsellor (Appendix A). It is worth
mentioning here that according to the Secondary School Teacher's Guide
(Costigan, 2011), all concerns relating to the emotional health of a student are to
be passed immediately to the guidance counsellors, which may lead to the idea
that HRTs were not to get involved in such issues. This was reiterated by the
guidance counsellor, who stated that HRTs needed to inform her about any

concerns, and that it was then the guidance counsellor's responsibility to address
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the problem (grade six through eight guidance counsellor, personal
communication, March 7, 2012). Such issues are normally kept confidential, and
not communicated back to the HRTSs or the rest of the teaching staff. It is therefore
unclear whether and if HRTs may help students' academic and social growth,
given that HRTs may not have access to the information needed to provide

individualised support.

Research suggests that there is an ever present underlying tension that exists
between guidance counsellors and other school personnel regarding the
confidentially of information about students (Williams & Wehrman, 201 0). These
researchers stated that guidance counsellors are trained to develop a trusting
relationship with students so that the student may feel safe, and that this training
separates the counsellors from the teachers and administration (Mitchell et al.
2002, in Williams & Wehrman, 2010). In contrast, Gewertz (2007) stated that
HRTSs can be trained to advise students on academic and personal issues.
Additionally, Jones and Harrison (1997) also recommend that the HRT be the
primary keeper of information about a student and be the first point of contact, as
it is the HRT who meets with the student daily and therefore could monitor

progress and behaviour of a student more effectively.

Researchers in Turkey have suggested that guidance counsellors have a poor
record of demonstrating their effectiveness (Astramovich, Coker, & Hoskins,
2005 in Erguner-Tekinalk, Leuwerek, & Terzi, 2009; Stockton & Giineri, 201 D).

They suggested that the responsibilities of guidance counsellors in Turkish
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schools are often not clearly defined and that this creates further confusion
between teachers and administrators as to who is to address issues related to
students. However, as this research was all done in public schools in Turkeys; it is
unclear whether these observations are appropriate for a private, international

school such as the TPS.

The administration has not attempted to clarify which of the models considered
here, whether it is the HRT or the guidance counsellor, who is to be the primary
resource for the student, is followed by the TPS philosophically. However, under
present circumstances, HRTs perhaps cannot be asked to advise students on
academic and personal issues as they have received no training in this matter,
which could also explain why the Secondary School Teacher's Handbook
(Costigan, 2011) requires issues of such nature to be reported immediately to the

guidance counsellors.

Additionally, in a collectivist culture such as Turkey, as explained by Gregoriadis
and Tsigilis (2007), there may be hesitation to let others know about individuals'
problems, outside of immediate family. This may be a reason why HRTs are not

involved in discussions about problems that students may be facing.

According to the grade six through eight guidance counsellor, HRTs are expected
to be aware of students' development and needs in all areas, and to inform and

coordinate these needs with the relevant people. This may give HRTs the
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impression that while they are to be aware of student needs, any concerns must be
forwarded on, and not dealt with by the HRT him/herself. HRTs may therefore not
closely involve themselves with the emotional, social or academic problems of
students and, as a consequence, perceive their role to be less central or important

to a student's school experience.

While both administrators stated that the expectations and responsibilities of the
HRTs were in the school guide, the guidance counsellor suggested that these were
not being followed. The description given in the 2011 Secondary School Teacher's
Guide (Costigan, 2011) is exactly the same as that written in 2008 and has not
been changed or modified since, despite annual updates to the Teacher's Guide
itself. This may account for the lack of clarity about the exact role and
responsibilities of the HRT, as these roles have evolved and been enhanced since

the description was initially written in 2008.

According to research done by Bolman and Deal (2008), successful organizations
must have clearly stated goals and responsibilities that are communicated to all
stakeholders regularly. The researcher's own observations suggest that far more is
asked of HRTs in meetings, via email, and through “off the record”
communications than is stated in the Secondary School Teacher's Guide
(Costigan, 2011). While Bolman and Deal (2008) recognize the value of informal
communications such as email and “off the record” meetings, they still emphasize

the need for responsibilities and expectations to be clear and well documented.
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Interestingly, while the Secondary School Teachers Guide (Costigan, 2011) lists
the responsibilities of the HRT, these are the same for the entire school, grades six
through twelve (Appendix A). The responsibilities are therefore quite general as
the HRT programme for grades nine through twelve was far less involved, and
less was expected of those HRTSs than from grade six through eight HRTs. It may
be then, that HRTs for grades six through eight struggled with the exact nature of
their responsibilities in terms of pastoral care, as a great deal extra was asked of

them in meetings and via internal school communications.

While informal contacts and exchanges helped resolve issues, it is nevertheless
important for any organization's success to have stated goals and objectives, with
responsibility appropriately and clearly disseminated (Bolman & Deal, 2008).
That the HRT roles and responsibilities were not written specifically for grades
six through eight in any school documentation may have lead to confusion as to
what exactly the HRTs' role was, and resentment at being given extra
responsibilities. Clearly defined job descriptions and rules can ensure
predictability, reliability and uniformity (Mintzberg, 1979, as cited by Bolman and

Deal, (2008).

As stated by the principal, the HRTs met for an hour at the start of the academic
year. However, this meeting was not for training purposes and the time was spent
discussing operational matters for the first day of school (grade six through eight
principal, personal communication, February 21, 2012). Given that every

academic year brings new teachers to the TPS community, and that every year,
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there are these and other veteran TPS teachers who become HRTSs for the first
time, it is contrary to research examined that these teachers are not trained or even
given accurate instructions for their scope of operations (Bolman & Deal, 2008;

Gewertz, 2007).

Carroll (2010) goes so far as to suggest that pastoral care is needed for teachers
before they can be an effective part of a pastoral care group. Although scheduled
monthly meetings are held for all middle school teaching staff, no time is
generally allocated for the HRTs to meet and discuss issues relating to students.
During the meeting time, upcoming events and the role of the HRT (and all other
teachers) in these events are communicated verbally by the administration. This
top down dissemination of information was effective in that all teachers were kept
aware of upcoming events and duties, and that a uniform message was delivered
to the staff, as advocated by Bolman and Deal (2008). However, these meetings
were often cancelled to accommodate parent/teacher nights, information evenings
for parents or for other external reasons (grade six through eight principal,

personal communication, February 21, 2012).

Both administrators admitted that no training was provided to the HRTs (grade
six through eight principal, personal communication, February 21, 2012; grade six
through eight guidance counsellor, personal communication, F ebruary 23, 2012).
Pastoral care training may include how to deal with bullying, as suggested by
Rigby (2011), appraising the mental health of students (Bostock, Kitt & Kitt,

2011) and assessing student needs and counselling (D'Rozario, Khoo & Soong,
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1992). Research done by Gewertz (2007) in inner city schools in New York where
the implementation of a successful pastoral care programme caused dramatic
improvements in schools, showed that distributed counselling was an effective
tool for building effective HRT/student relationships. Resources, such as advisory
skills training and a coach/mentor to work with teachers also contributed greatly

to the programme's success.

It could be then, that with proper training, HRTs may enhance the pastoral care
programme at TPS, by forming close connections with students in their care and
help in reducing anxiety faced by students. Previous research suggests that
training HRTS in pastoral care skill is a vital component of making the pastoral

care programme a success (Gewertz, 2007; Johnson, 2009).

In summary, past research focuses on building a community of care, to safeguard
and promote the welfare of a child, (Bryk & Driscoll, 1988; Ellerbrock & Kiefer,
2010; Gewertz, 2007). These all indicate that an effective HRT can have a
significant impact on the academic and social well-being of a student, and their
place within a school community. This relationship reduces anxiety and stress for
the students and gives each student a better chance to succeed during these

formative years.

The TPS has a pastoral care programme that enables HRTs to spend 15 minutes a

day with their students, at the very start of the day. HRTs also spend a further 40
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minutes a week delivering the Personal and Social Education programme as set by
the guidance counsellor. The data collected from the student questionnaires
suggest that this time was being used to build meaningful relationships amongst
the students and teachers, as indicated by most students. This is supported by
Jones and Harrison (1997) who said that time spent with students helps strengthen
the relationship between them and the teacher, and helps develop feelings of
belonging amongst the students. However, given that an aim of an effective
pastoral care programme is to address the needs of all students, the programme at
the TPS could be modified and developed so that the varying needs of even more

students could be met.

Reasons why the TPS pastoral care programme may not be meeting the needs of
the entire student body may be because of a lack of clarity, guidance and training
provided to the HRTS, all of which are important components of an effective
pastoral care programme (Bolman & Deal, 2008; Carroll, 2010; Gewertz, 2007;
Johnson, 2009). It may be that the time that HRTs were spending with their
students was not being used, as suggested by Zhang and McGrath (2009), to help

all students create feelings of belonging.

Additionally, it is the tradition at the TPS that guidance counsellors are the
primary keepers of information about students' social and personal growth, and
emotional well-being. Jones and Harrison (1997) recommend a different model in
which the HRT is the primary keeper of information about a student and be the

first point of contact. It is unknown which model is best suited to the particular
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needs of students at TPS. However, changes such as these may be considered for
the pastoral care programme at the TPS to achieve even greater success by

reaching out to the needs of all students.

Implications for practice

The findings of this research suggest that the pastoral care programme at TPS,
although effective in a number of ways, leaves room for improvement in some
areas. Some suggestions are thus made below, that may further enhance the

pastoral care programme at the TPS.

The administration should revise the Secondary School Teachers Guide (Costigan,
2011), possibly writing a separate one for teachers of grades six through eight, so
that HRTs of these grades specifically are aware of their responsibilities. These
are greater than those of grades nine through twelve HRTs due to the age of the
students. This guide should clearly define the role and responsibilities of the HRTs
and guidance counsellor, as recommended by Bolman & Deal (2008) and Johnson
(2009). The expectations, based on past research and centred around the
philosophy, ethos and cultural norms specific to the TPS, could be laid out
explicitly, leaving as little room for doubt as possible. There should be a system in
place ensuring that all teachers read and understand the school's duty of care

towards its students and that these responsibilities are upheld.
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HRTs should be trained in the essential elements that research suggests make for
an effective pastoral care programme. This is supported by research done by
Gewertz (2007), Jones and Harrison (1997) as well as Best (2007), who suggest
that trained HRTS are a vital component of an effective pastoral care programme.
All HRTs need to be trained in issues such as special educational needs, inclusion,
child protection as well as understanding moral and legal responsibilities,
managing information and understanding channels of communication between all
stakeholders (“Guidance for Qualified Teacher Standards™). Training could be
provided by having on site coaches and school based workshops (Gewertz, 2007),
or by going to courses that train teachers in the function of pastoral care. It may
be beneficial for the school to invite a specialist in this field to the TPS to make

the training available to all teachers who are interested in the pastoral care

programme.

The continuity in the pastoral care programme should be kept in place for at least
one cycle of the grade six through eight programme with no changes in school
policy for issues such as the length of the home room time period. A three year
time period is the minimum suggested as this would also allow further study of
how an incoming sixth grader perceives his or her experience with the pastoral
care programme over the course of his/her sixth through eighth grade educational
career. Administrators and HRTs should implement the same policies consistently
across all three grades as suggested by Mintzberg (1979, as cited by Bolman and

Deal, 2008).
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Implications for further research

It is clear from the findings of this study that more research could be done to
examine the elements of an effective pastoral care programme, not only at the
TPS but also in the greater context of international education in Turkey, as

cultural influences have an effect on the dynamics of a HRT/student relationship.

It is recommended that a longitudinal study over three years, following a group of
students through the grades six through eight be carried out. Such a study would
bring clarity on how levels of connectedness to the HRT and anxiety change
during the school year and over an extended period of time. It could be that the
results reported in this study are simply the baseline levels of connectedness and
anxiety that students in this context report feeling. A longitudinal study would
enable researchers to highlight any major changes in student relationships and

anxiety levels throughout each year and over the three year period.

Research could also examine why HRTs at the TPS were reporting some concern
about their interactions with their students. The research would involve examining
the exact nature of the concerns, as well as looking at whether nationality or

gender of the HRT was a factor.

Research on the relationship, if any, of the HRT/student relationship on student
academic performance at the TPS could be done as previous research has
indicated that a stronger relationship between the HRT and the student leads to

greater academic success (Creasey, Jarvis & Knapcik, 2009; Jones & Harrison,
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1997).

Greater in-depth analysis by an external researcher, of HRTs' views and working
practices should be undertaken so that data is not just based upon students'

perceptions of current norms but come from a less unbiased source.

Research may also be carried out in other private international schools in Turkey
that implement pastoral care programmes, to examine different models of pastoral
care within the Turkish context. This could lead to a model of a pastoral care
programme that is ideally suited to Turkish culture, and its view on relationships

between parents, students, teachers and administrators.

Pastoral care programmes in the international school context outside of Turkey
may be studied to gain an understanding of how teachers and students build

relationships across cultures.

Research on levels of connectedness or anxiety between students and subject
teachers in Turkey could also be carried out. Comparisons could then be made
between the HRT/student relationship and relationships that students have with

other subject teachers.

Research could also be carried out on the parent-child relationship in schools
similar to the TPS, where parents are very involved in their child's' education.
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This relationship could be correlated to the students' need for teachers to be 'in

loco parentis' in the academic environment.

Limitations

There are a number of limitations for this study that must be addressed. The

following paragraphs briefly discuss the most important of these limitations.

The questionnaire measured student and HRT perceptions of their relationship
with each other. While these perceptions may be indicators to how strong the
HRT/student relationship is, it could be that HRT/students relationships are
different than perceived. This study also did not examine the effects of the HRT

gender in the HRT/student relationship.

These data were used collectively and mostly not question by question. This
means that only broad trends were examined and discussed in this research, with

less attention given to individual questions and their implications.

A large amount of data was generated by the student questionnaires. However,
data about the HRTS' perception of their relationships with their students as
indicated by responses to questionnaires was not considered. HRTs were not
interviewed by the researcher, himself a TPS teacher, as this may have been too

intrusive. Interviews could have provided more in-depth data and answers to
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questions that arose from the questionnaire results. Only views of the grade six
through eight principal and guidance counsellor were used to assess the role of the
HRT in implementing the pastoral care programme at the TPS; other
administrators and board members were not interviewed for their opinions about

the pastoral care programme.

This study did not measure the actual practice of the HRTs as it was felt that the
presence of the researcher (himself a TPS teacher) would be too intrusive and

would have caused the HRTs distress.

The study did not measure the effectiveness of the adminis_tration in guiding the
HRTs against stated goals and the philosophy of the school. Information was only
gathered through interviews with the grade six through eight guidance counsellor
and principal. The effectiveness of the administration was not examined as the
researcher himself was part of the school community and did not wish to

comment upon the effectiveness of the administration.

The study did not gather opinions or viewpoints from other stakeholders, such as
parents, as it was felt that the guidance counsellor and the six through eight grade
principal represented the needs of the wider TPS community. However, parents
could have contributed information on Turkish culture. Additionally, information
on parental care and their relationships with their children could have been

gathered, to better understand the pastoral care needs of students at the TPS.
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APPENDIX A
Secondary School Teachers Guide.

Revised at 9/25/08
GRADE COORDINATOR/HOMEROOM TEACHER
RESPONSIBILITIES
GRADE COORDINATOR

1. To oversee the general academic well being of the students in that grade level.
» Meet with students on a regular basis, especially those struggling in one or more
areas — homework/organisation/study habits etc.

> Establish induction programmes for students within their grade especially for
brand new students to the school.

» Make teachers aware of extended absence.

2. To liaise with the teachers at that grade level.
»  Chair Grade level meetings especially for Special Events.(with the teachers)

3. Meet with the secondary school principal and the counsellor to discuss concerns
pertaining to the students and/or the secondary school programme and to discuss
action that needs to be taken.

> Regular meetings with the Principals and Counsellor.

4. To monitor and give feedback regarding the overall curriculum and co-curticular
programme for their grade level, including the PSE programme.
» Liaise with Secondary School Principal.

» Liaise with counsellor as the PSE Coordinator

5. To organise grade level trips and special events e.g. grade 8 graduation.

6. To assist the homeroom teachers with the coordination of the student portfolios
and students led conferences in the middle school.(Grade 6-8 only)

Issues related to the following must be passed to the counsellor immediately:
* Family Issues (separation/neglect/bereavement/divorce.)

» Behaviour/Discipline Issues

s Relationship Issues

* Social Adaptation Problems — including bullying.
* Observations of extreme attitude/mood changes.

(sic)
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APPENDIX B

Student Questionnaire adapted from 'A measure to assess student-instructor

relationships' (Creasey, Jarvis, & Knapcik, 2009)

lam (Please circle) Female Male

Are you a BIS student? (Please circle)

Yes

No

My Homeroom teacher is (Please circle) intemational Turkish

PLEASE CIRCLE A NUMBER 1 — 5 THAT REFLECTS YOUR OPINION

1 I wish my homeroom teacher were more concerned with the welfare of students.| 1
2] My homeroom teacher checks my planner every week] 1
3 My homeroomteacher is always concemed with the needs of his or her students.| 1
4 I’'m occasionally worry that I will lose my homeroom teachers respect.| 1
5 I worry a lot about my interactions with my homeroomteacher,| 1
6 It’s not difficult for me to feel close to my homeroom teacher] 1
7] My homeroom teacher makes me doubt myself]| 1
8 Iamnervous around my homeroom teacher 1
9 My homeroom teacher always makes sure that the school notices are read out.| 1
10 My homeroomteacher seems to only appreciate certain students.| 1
11 I feel comfortable sharing my thoughts with my homeroom teacher.| 1
12 I find it relatively easy to get close to my homeroom teacher) 1
13 Sometimes my homeroom teachers mood is unpredictable] 1
1 My homeroom teacher always communicates in English] 1
15 My homeroom teacher always takes attendance.| 1
16} I prefer not to show my homeroomteacher how I truly think or feel| 1
17| It’s easy for me to connect with my homeroomteacher.| 1
18§ I get uncomfortable when my homeroom teacher tries to get too friendly with students | 1
19 My homeroom teacher uses lanner to communicate with arents.| 1
Tt makes me mad that my homeroom feac%er does not seem to pay affenglon to the
20 needs ofhis or her students.| 1
21 Tam very comfortable feeling connected to my homeroom teacher.| 1
I’m scared to show my thoughts around my homeroom teacher; I think he or she will
22 think less ofme| 1
23 I usually discuss my problems and concerns with my homeroomteacher.| 1
24 Idon’t feel comfortable opening up to my homeroom teacher.| 1
Pm afraid that if I shared my thoughts with my homeroom teacher that he or she would
25 not think very highly ofme| 1
26 I do not often worry about losing the respect of my homeroomteacher,| 1
27| My homeroom teacher always notices if ] have not had my planner signed.| 1
If T were to get into trouble in a class, T do not think my homeroom teacher woﬁa'Eh
28 very motivated to help me.| 1
29 I could tell my homeroom teacher just about anything | 1
30 I feel comfortable depending on this my homeroom teacher.| 1
31 I worry that I won’t measure up to my homeroom teachers' standards.| 1
32 I worry that my homeroomteacher does not really care for his or her students | 1
3 My homeroom teacher always teaches the same PSE lesson as others in my grade| 1
I often worry that my homeroom teacher doesn’t really like me.| 1
35 If I had a problemin a class, I know I could talk to my homeroom teacher} 1
36 I know my homeroom teacher could make me feel better if I had a problem| 1
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APPENDIX C

Permission letter sent to the parents of students in grades six through eight at
the Turkish Private School 2010 — 2012.

Dear Parents,

Here at the TPS we take the responsibility of the care, safety and
education of your child very seriously. As Homeroom teachers we are always seeking
to develop and enhance our professional practice. Later this year I will be conducting
an anonymous survey to ascertain your child's opinion of the pastoral care
programme to see if we can improve.

If you do not wish your child to be involved in this survey please notify me as soon

as possible.

Thank You,

Mr, Williams
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APPENDIX D

The average percentage of students positive responses organised by student
gender and grade level for all three data sessions on questions relating to
connectedness.
Q Q6 QI Q2 Q7 Q2 Q3 QN Q0 QIS Q%6 Mam  SD
Femaks (n=19) 7895 73.68 7895 7368 8421 7895 5789 63.16 8421 7895 T8  75.12 8.18
Males (=20) 7000 80.00 7000 70.00 8500 60.00 3500 40.00 70.00 4500 60.00 6227 16.18

May 2011

September  Femakes (=23) 913 69.57 69.57 6957 7391 69.57 5652 5652 6957 71826 TI 075 9.54

3 W Maes(re2) 7826 6957 T391 1826 913 8261 6087 0.3 6522 8261 8% TNB UM
g0y TETRESOB) 696 BII T8I B MBI @57 652 B 8696 6% 7M® 13
MEAVEE Mas(r2l) 619 7619 619 619 L4 LA 619 4286 T4 619 S 66 o

Q@ Q6 QI Q2 Q7 QU QB Q¥ Q0 @5 Qi
Vag0r TETEESGR) SAIT SAIT 4SE3 4S8 R BN NH 0B B A6 S8 BB 18
Yy Maes(=24) 4583 1667 315 2007 4167 35 2083 25 BB NS BB 108 89

| September Femaks(r=25) 7600 60.00 6300 4800 5600 5200 3600 2400 4800 60.00 €800 S48 15Ol

§ W Mdes(re26) 6154 6538 5385 5760 8077 6923 S769 46.15 5385 6538 5385 6049 94
g0y RSO BT T647 8035 059 8235 09 7647 LIS SBEL 647 T64 M08 1206
MV Mikes(eI8) 6667 6LI T2 6L T2 6667 389 B 6L 5556 6L N0 1249

QG Q6 QU Q2 Q7 Q2 QB Q9 QN Q5
Vagor] TETEESEIS) GO0 4000 2667 000 €000 4667 X 2667 B 400 000 %Y IS8
ol Mies(e24) 625 S0 458 S0 S0 315 3333 1667 4167 315 4161 44 1176

oo | September Females(r=19) 8947 8421 6842 8947 8947 7368 63.06 4737 5789 68 WIS M6 M0

§ 011 Maesr=2) 875 6667 7083 625 7007 7083 4167 4583 1500 6667 1500 6142 1354
iy g0iy TEESEE2) B33 2007 SAIT 3750 4167 S000 16T 20T NK 30 458 0K 1135
TEYTID Males(r2) 4800 4800 4000 4400 6000 3600 4000 3600 4400 4800 4400 4% 68
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APPENDIX E

The average percentage of students positive responses organised by student

gender and grade level for all three data sessions on questions relating to
anxiety.

Q4 Q5 Q7 Q8 Q2 Q25 Q3 Q¥  Mean SD

Females (n=19) 21.05 526 1053 526 000 10.53 1579 1053  9.87 6.56

Males (=20) 1500 15.00 10.00 1500 10.00 1500 1500 1000 13.13 2.59

May 2011

September Females (+=23) 1739 13.04 435 13.04 870 435 870 870 9.78 45
2011 Maks(=23)  0.00 13.04 870 1304 870 870 870 435 8.15 431

Grade 6

Females (+=23) 21.74 435 13.04 1304 870 1304 870 435 10487 5.69

Januaryz012Males(n=2l) 2381 3810 2381 952 2381 1429 2381 2381 2262 835

@ Q5 Q7 Q8 Q2 Q5 Q31 Q34
Females (7=24) 4.17 000 417 000 1250 833 833 1250 625 4.98

My DUl \oese2t) 833 833 1667 1667 2500 1667 1667 2500 1667 63

o~ | September Femaks(r=25) 2400 1200 800 2000 2000 800 800 400 13 133
£ 2011 Maks(r=26) 1923 1154 3077 1538 1154 193 3462 1538 1971 858
oy 201 FETEES(=1T) 1765 000 000 000 1765 S8 176 1L76 809 7.66
AV Males (r=18) 3889 2778 1667 2778 1667 1111 222 1667 22 891

U Q5 Q7 Q8 Q2 Q5 Q3 QM

vayor) FemaES(e15) 33332667 667 000 4000 2000 2000 333 25 13.77

YO Maksr24) 1250 833 2083 1667 2083 2907 1667 1250 1719 647

s | September Femakes(r=19) 2105 1053 000 000 1579 000 1053 526  7.89 796
E 2011 Maks(r24) 1250 1667 833 833 000 833 3333 2907 1458 1136
anary 200 TETHES @24) 1667 833 1250 1667 1250 2043 1250 208 Il 442
WAV UL Maks (r=25) 400 2400 1200 2000 2800 3200 800 4000 2] 1242
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APPENDIX F

Semi-structured questions asked to the grade six through eight guidance
counsellor and the grade six through eight principle.

*How do the principal and guidance counsellor perceive the relationship of the HRT
with his/her students?
*What expectations to the principal and guidance counsellor have of the HRT's role

at the school?
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