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Message from the Editor-in-Chief

The concept called ‘globalization’ has important effects on education. We can give distance
education as an example. You can live in Africa but join a lecture in a course in Great Britain.
Furthermore, there is ease of access. Students can benefit from a course given with a different
approach in another country. You, too, can carry out an experiment in a different country,

make research and contribute to the education in that country.

Ways to reach information and to gain knowledge have also changed. Just as information is
not limited to the classroom, the information you posses is not absolute, for the student can

read, on the internet, an assertion which is the exact opposite of what you assert.

The term, “teaching” has been subordinated to “learning” in education in the present-day
world as the point at issue is the student’s “learning” and “constructing knowledge”.

Education is no more a product but a process.

Curricula and educational systems are being affected by the developments in educational
sciences and technologies. Curricula are changing, and educational systems are constantly
being renewed in order to keep pace with the global era. The effects of globalization on
education kad encouraged us to publish the first issue of our journal. Today, I am very happy
to be able to share with you the second issue of the International Journal of Global Education.

I hope that this issue will also be of great use to academics

Prof. Dr. Ahmet PEHLIVAN
Editor-in-Chief
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LEARNING AND MOTIVATION BASED IN PROJECT METHOD:
COOPERATION PROJECTS AND EDUCATION IN VALUES

Jorge Pastor', David Villen?, Sonia Val®, Joaquin Sancho'.
'Centro Universitario de la Defensa. AGM. Universidad de Zaragoza
*Ingenieria Sin Fronteras Aragon
’EINA. Universidad de Zaragoza

Tell me, and I’ll listen

Show me, and I’ll understand

Involve me, and I'll learn
-Lakota

ABSTRACT

The present communication shows the methodology used, and the results obtained in an educational project framed in the
field of the education in values and democracy education. This educational project pursues to improve the academic results of
the students in secondary schools by means of the motivation that provides them the work in cooperation projects and
socially responsible projects. This project has been being developed for several years by the Non-governmental organization
“Ingenieria Sin Fronteras Aragdn” in collaboration with professors of the University of Zaragoza (Spain) and professors of
secondary education. We have developed a methodology that enables us to tackle the contents of different subjects in the
curriculum using activities and practical works based in projects. The cooperation project is centred in the problem of
deficiency of energy in Saharawi refugee camps in the Western Sahara in Argelia. The scenario which involves working with
cooperation projects provide an extra motivation for students during the learning process and enable us to develop the
selected learning activities and achievement of the learning objectives. This methodology also allows the participation of the
entire education community in the teaching/learning process and motivates the students to improve behaviours in schools.
Keywords: Motivating Students, Problem-based learning, Education in values, Democracy Education,
Development co-operation, Human Rights Education, The Western Sahara.

BACKGROUND
Decrease of engineering workforce

The decrease of engineering workforce is a problem that Spain shares with other European countries
and with the United States (Bagiati, Yoon, Evangelou, & Ngambeki, 2010). As Spain faces a shrinking
engineering workforce (Capilla, Hervas, & Soriano, 2008), the percentage of young researchers
working in the technical areas decreases as can be seen when analyzing the results of the several
research reports (Aceituno, Campanario, & Burgos) (Ministerio de Ciencia ¢ Innovacion, 2008) (INE,
2011) (OCDE, 2009) (Alemany, Alvarez, Planellas, & Urbano, 2011).

A further unresolved problem relates to the absence of associationism through young people, in
(Vazquez, 2011) Rafael Vazquez offers a comparative perspective of young volunteering regarding to
other forms of conventional and non-conventional sociopolitical engagement.

The causes of the lack of initiative and entrepreneurial culture include, according to (Alemany,
Alvarez, Planellas, & Urbano, 2011), a related fear of failure, a lack of confidence and self-assurance,
limited creativity and the fact that many students are unaccustomed to work in group projects and may
feel uncomfortable participating in or initiating group discussions.

To enhance young people engagement, associationism and entrepreneurship, a change in educational
methods is needed.

Traditional educational strategies, such as lectures, lab practice, and homework, have been criticized
because they inadequately prepare students to engage in collaborative partnerships. Especially in

Copyright © International Journal of Global Education 1
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engineering studies these methods promote passive learning and a compartmentalized curriculum that
may not prepare students for the innovative and flexible role of engineers in today’s society.

Spanish Curriculum vs. Massachusetts Curriculum

One of the most prestigious engineering curriculum (Douglas, Iversen, & Kalyandurg, 2004) is the
“Massachusetts Science and Technology/Engineering Curriculum” (MST/EC) (Massachusetts
Department of Education, 2006). A concept maps have been used to align the Massachusetts Science
and Technology/Engineering Curriculum with the Spanish engineering curriculum. As curriculum
comparison method, a mapping strategy has been used to create a template concept map of both
curriculums, and this has enabled a comprehensive comparison of both curriculums. Analyzing the
contents of Spanish engineering curriculum from kindergarten to 12th grade (K-12), and
comparing these contents with MST/EC, we find them very similar. In fact they agree in more than
76% of the contents.

A curriculum is a framework that sets forth the program’s philosophy, goals, and objectives, as well as
guidelines for teaching that address all aspects of the student development. The comparison has shown
that the Spanish curriculum is similar in content to the Massachusetts’, but has also shown that there
are huge differences in methodology especially in the guidelines proposed by Massachusetts.

Educational methods

K-12 STEM (Science, Technology, Engineering, and Mathematics) education in Spain has appropriate
contents for engineering education from pre-kindergarten to grade 12. But the education system in
Spain does not address the need of preparing teachers to incorporate engineering education into their
practice with the correct methodology to tackle the STEM contents. Engineering education in K-12
classrooms has a number of opportunities for STEM learning, but also raises questions about
knowledge and professional development, and poses challenges such as institutional curriculum
standards and assessments of major importance.

The goal of the Guiding Principles, included in the MST/EC, is to help educators create inquiry-based
educational environments that encourage student curiosity, engagement, persistence, respect for
evidence, and sense of responsibility. However, MST/EC has also suggested learning activities
referred to the related grades (from kindergarten to 12th grade) for each subtopic of the learning
standards.

An effective program promotes high academic expectation for all students, investigation,
experimentation, collaborative learning, project based learning and problem based learning. The
methodology proposed by Massachusetts promotes these learning activities including such varied
initiatives as “Project Lead the Way” (www.pltw.org/aindex.htm), “For Inspiration Recognition of
Science and Technology” (www.usfirst.org and mindstorms.lego.com) or “RepRap Project”

(reprap.org).

Learning engineering content must be as close as possible to the work carried out in real engineering
projects. Students need opportunities to work with peers and to talk about their work in focused
discussions with peers and with those who have more experience and expertise. Students also require
practice in making written and oral presentations, responding to critiques, and developing replies.

Collaborative learning benefits

Some of the benefits of collaborative learning and project based learning are that theses methodologies
allow identifying gaps in knowledge among students while encouraging the development of
knowledge (Stump, Hilpert, Husman, Chung, & Kim, 2011) (Yadav, Subedi, & Lundeberg, 2011). But
also, for those interested in the social aspects of learning, effective collaboration simultaneously serves
the goal of equity of students while working with peers. Regarding the cognitive aspects of
learning, these methods involve a better conceptual learning to attain higher order thinking.

Copyright © International Journal of Global Education 2
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PORPOSED METHOD

We have developed a methodology that enables us to tackle the main concepts of MST/EC using
activities and practical tasks based in projects of cooperation for development that carries out the Non-
governmental organization “Ingenieria Sin Fronteras Aragén”, which has been developed for several
years in collaboration with professors from the University of Zaragoza (Spain) and secondary
education teachers. By mean of the use of learning project method it is possible to introduce not only
engineering contents but also values. In this case, the cooperation project is centered on the problem of
deficiency of energy in Saharawi refugee camps in the Western Sahara in Algeria.

Besides the benefits of project-based learning and collaborative learning, the methodology proposed
also adds student motivation, motivation provided by their work in cooperation and socially
responsible projects. This methodology also allows deepening equity of students, in their education in
values and in democracy.

The projects have been taken into practice with students from 6 to 12 years old, grading their difficulty
and adapting the task to age and specific purposes (depending on context, social extraction, and so on).
The aim of the work is to allow students in early stages to learn a base technology contents useful to
their future and, at the same time, useful to other people with disadvantages. The final goal of the
project is itself, a motivation factor for students.

The method starts proposing students a project and then organizing the group to realize it. Some topics
are involved in the progress of the creation as well as values. Even the problems are used to emerge
new topics and possibilities. Once the project is finished, all the students make a survey to know the
opinions and learning they get of the process. The impact in students will show the benefits this kind
of learning could give.

Development cooperation project

The name of the development cooperation project is “The sun of Dajla”. The objective of the project is
to improve the quality of the energy facilities in the refugee camps in Western Sahara. This is the
reason why Ingenieria Sin Fronteras Aragon has been working in the development of technologies for
its transference the Saharaui community, in collaboration with professors from the University of
Zaragoza and CIRCE foundation.

The cooperation project has direct and indirect actions resulting from an analysis of the reality raised
by members of the association, displaced people and saharauis. Some of the direct aid consists of the
electrification of health centers, building schools or installation of water pumps that work with solar
energy (Pastor, Artigas, & Villen, 2009). The project also contemplates formation programs and
campaigns/activities to raise public awareness in schools, in schools for women and technical training
for workers. In addition, the project is working in the creation of an energy department dependent of
the ministry of transport of the Saharaui Arab Republic government.

Projects defined for the learning standard subtopics

This multidisciplinary project gives us a scenario where we define and develop many learning
activities and engineering materials to study the main subtopics of the Technology/Engineering
learning standards of Massachusetts Curriculum: Engineering Design  (SbT1); Construction
Technologies (SbT2); Energy and Power Technologies—Fluid Systems (SbT3); Energy and Power
Technologies—Thermal Systems (SbT4); Energy and Power Technologies—Electrical Systems
(SbTS); Communication Technologies (SbT6); and Manufacturing Technologies (SbT7); Materials,
Tools, and Machines (SbT8); Transportation Technologies (SbT9).

Copyright © International Journal of Global Education 3
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Table 1 and Figure 2 show some of the learning activities and engineering projects designed and the
subtopic of MST/EC related with the activities:

Table 1. Some of the learning activities and engineering projects designed

PROJECT Subtopic (SbT)
Design a communication network with satellite connection in a|SbT 6
Saharaui school
Design and manufacture of solar toys SbT 1,4,5,7,8
Design and manufacture of solar cookers (box, panel, parabolic...) |SbT 1,4, 7,8
Design and manufacture of solar water distillers SbT 1,3,4,7,8
Electronic charge controller design SbT 1,5,7,8
Electric solar panel installations SbT 2,3,4,5,8
Design and implement a residential windmill installation for|SbT 2,3,4,5,8
electricity
Wastewater recycling project SbT 1,3,4,5,8,9
Water pump installation project SbT 1,2,5,8,9
Family orchard project SbT 1, 8,9
Vehicle maintenance project SbT 3,4,5,7,8,9
Design and manufacture mold casting toys SbT 1,7, 8
Housing electrical and water installations SbT 2,3,4,5,8,9
Mana Kanchu project (ISF Navarra, 2009) SbT 2, 6,9
Designing and editing a magazine about the cooperation project SbT 1

These projects must be solved in groups, followed by an explanation in class, tutorial sessions or/and
role-play sessions. The projects also include a number of deliverable intermediate tasks, for which
student feedback is very useful from the point of view of formative evaluation and teaching
improvement.

This methodology not only allows us to design and develop learning activities to study the main
subtopics of the MST/EC learning standards but also develop awareness activities, to achieve
education in values and democracy education, for example:

*  Collection of medicines, clothing, school equipment, etc.
*  Awareness days, showing videos, posters, etc.
* Exchange letters with Sahrawi children in schools.

Technical projects are designed to be developed throughout grades 6-12 and supported by awareness
projects. So this methodology also allows the participation of the entire education community in the
teaching/learning process and motivates the students to improve school behavior.

The scenario which involves working with cooperation projects provides extra motivation for students
during the learning process and enables us to develop the selected learning activities and achievement
of the learning objectives.

Copyright © International Journal of Global Education 4
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Fig. 1. Learning activities examples.

EVALUATION PROCESS AND RESULTS

This methodology has been used in two different schools during 3 years. These projects have been
used with 190 students divided into nine different teaching groups with an average of 21 students,
from grades 6 to 12.

We taught these learning activities actively and collaboratively so that the students could achieve the
objectives and develop associated capacities. Once each project was finished, we asked the students to
fill out an anonymous survey in order to evaluate the usefulness of the activity and to accumulate data
for the evaluation of the methodology. We have used the evaluation methodology developed by the
teaching-quality research group “GIDOUZ” (Escalona & Loscertales, 2007).

We have evaluated three different levels: The perception of students, academic results, and the full
evaluation of the methodology involving the entire education community.

An average of 189 students took part in the surveys, in which they had to assess a series of statements
on a scale from 1 to 5 where: 1 represented total disagreement, 2 disagreement, 3 neutral, 4 agreement
and 5 complete agreement.

The used questionnaires are different according to the project and the grade, but Table 2 shows the
main questions of a typical questionnaire, and Fig. 2 shows the average results of the questionnaire
analysis.

Table 2. Typical survey questionnaire.

Q1 | The proper use of technology can make a better world

Q2 | Working with the cooperation project provides me extra motivation

Q3 | The contents studied in this project are useful for my training as an engineer

Q4 | Work group has been beneficial to me

Qs Knowing the social issues surrounding the problem has helped me to better
understand technical aspects and the purpose of the project.

Q6 The complementary material provided with the project has been useful for improving
my learning.

Copyright © International Journal of Global Education 5
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Fig. 2. Project survey questionnaire average results.

Of the total of 189 average students who took part in the survey, almost 75% thought that the proper
use of technology could make a better world, while fewer than 8% thought the opposite. Looking at
the results of question Q2, it is significant that 81% of students thought that working with cooperation
projects provide themselves extra motivation, while barely 6% did not agree. With respect to the
usefulness of contents studied, the replies to statements Q3 showed that about 64% of students were in
agreement or complete agreement that are useful for their training as an engineer. Only 7,5% thought
that group work has not been beneficial. The results of question Q5 show that almost 60% of the
students thought that to be involved in the social issues surrounding the problem help them to
understand technical aspects and the purpose of the project. Finally, 26% found the additional material
accompanying the project useful, while 11% did not find it useful.

The evaluation of the academic results (examinations, presentations, interviews, portfolios,
observation of student responses, performance testing, etc) shows a clear improvement over previous
years where classic methodologies were used. The number of students passing has increased from 67%
to 85%, and the good grades (A or B) had increased from 11% to 35%.

The full evaluation of the methodology proposed has involved the entire education community. At the
end of the academic year an evaluation session with the school management, teachers, fathers, mothers
and students was held with very positive results. 98% of the participants felt involved in the
cooperation project and believed that this methodology had improved the results, motivation and
participation of students.

DISCUSSION

After the work is done, one of the questions that arise is “What is the best way to involve students and
achieve the best results, not only academicals but also in values: project method learning or traditional
method?”.

Traditional learning method is based in the lessons explained by a teacher in a classroom, using
blackboard, books and so on, and alternating them with the realization of exercises and test. Doesn’t
matter if the students are “bad” or “good”, the risk of boring is very high and even in the case they
achieve the desired results, practice is so poor and it is not easy include some values in explanations.

Copyright © International Journal of Global Education 6
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Opposite, we can say that project method learning is based in two principles: experimentation and
discovery. It is known that students use to understand and remember all those concepts acquired by
experience. Implications of students in making the project are very high usually and with a few
theoretical explanations, all the knowledge is getting by doing, learning in most cases, more than with
traditional methods. Even more, if the project includes some values, it causes a depth impact in
students and makes to ask themselves some questions and sometimes change their future behavior.

So, an adequate mixture of both methods will give us, without any doubt, the best results both
academicals and values, but a good training of teachers will be essential to adapt their practice to new
generations.

CONCLUSIONS

A curriculum is a framework that sets forth the program’s philosophy, goals, and objectives, as well as
guidelines for teaching that address all aspects of the student development. The methodology and the
guidelines for teaching are just as important as the proposed contents. In engineering studies
traditional education strategies inadequately prepare students to engage in collaborative partnerships,
promote passive learning and not prepare students for the innovative and flexible role.

An effective program has to promote collaborative learning, project based learning and problem based
learning including active initiatives and learning activities. The work in cooperation and socially
responsible projects motivates the students to improve school behavior, but also allows the
participation of the entire education community in the teaching/learning process. The methodology
based in activities related to cooperation projects allows the students feel very involved, improving the
academic results, participation and improving the education in values of the entire education
community.

The figures show that the experience make most of students think that the proper use of technology
could make a better world and encourage them to be involved in social causes. Moreover, one of the
main problems with students in “developed” world is the lack of motivation and this methodology
results to be a motivation for pupils.

Comparing with the results obtained using classic methodologies, the number of students passing has
increased from 67% to 85%, and the good grades (A or B) had increased from 11% to 35%. Also the
entire school community valuates the experience as very positive.
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ABSTRACT

This critique of the foreign-induced globalization effort in secondary education in Nigeria concludes that the attempt would
further widen the gap between the rich and the poor, derail a genuine effort at fostering unity and nation-building. The paper
canvasses an abandonment of the 2006 Unity Schools Reform (Charter) project, particularly as it is a poor imitation of the
American Charter school concept. The paper is essentially on imperialism and the commoditization of education.

Keywords: globalization, education, Nigeria

INTRODUCTION

This study begins with an examination of the (dis) contents of globalization, and presents the charter
school movement in the United States of America (USA), discusses the disguised sale of secondary
education in Nigeria between 2005 and 2010 as an imitation of the American Charter School movement
and ends with the consequences of a chartered secondary education system in Nigeria. The theoretical
force is that the latent aspects of the globalization of finance and production are the globalization of liberal
democracy, education, culture and religion and that the expert outcomes of these are Western democracy,
elitist education and secularity. The study explores the extent to which the study can be said to be people
friendly.

DISCONTENTS OF GLOBALIZATION

It is obvious that there are disagreements among scholars about the meaning, scope, extent and
consequence of globalization. The concept is often presented as an all-pervading one, as having a hold
that reaches as far as the wind can go, or as touching all lands where the sun rises and sets. Whereas the
question what is globalization is often asked, one rarely hears the question what is globalizable? An
emergent question is can a global culture emerge and replace all pre-existing cultures so comprehensively
and totally that all men would act and live the same. Further still, can a system of education (global)
emerge to the complete elimination and replacement of all pre-existing ones, noting that education reflects
the history and culture of a people? What is today called modern or global would pass away leaving its
prints and residues behind: it won’t be there forever.

While some thinkers [like Ohmer 1994] contend that globalization is a new and completed project others
like Lairson and Skidmore (1997) write that ‘the globalization of the world economy is a continuation and
extension of trends present since the 1950s but at levels that require new concepts and understanding’.
Five major changes provoked observers of world economy to develop new technology and concepts for
thinking about these changes. [1] Extremely rapid growth in international financial transactions, [2] rapid
growth in trade, especially among transnational firms, [3] very rapid growth in foreign direct investment
[FDI] especially by multinational corporations, [4] a decline in market segmentation, the emergence of
global markets and the convergence of many prices on a global scale, and [5] the global diffusion of
technology and ideas via a global transportation and communication system. [Lairson and Skidmore 1994:
96].

Held and McGrew (2002) in Globalization/Anti-Globalization identified two types of theorists of
globalization (viz Globalists and skeptics, and advanced a transformationalist stance. The globalists

Copyright © International Journal of Global Education 9
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believe globalization has taken place, while the skeptics argue it has not come. Ohmae, Sklair and Giddens
are all examples of globalists, whereas Hirst and Thompson are examples of sceptics’. Among others, the
differences between the globalists and skeptics is represented thus:
Sceptics stress the continuing primacy of the national interest and the cultural
traditions of national communities, while globalists point to the growing
significance of transnational political problems — such as worldwide pollution,
global warming and financial crises — which create a growing sense of the
common fate of humanity [Held and McGrew. 2002:15]

Ohmae (1994) has it that political borders have become increasingly insignificant, trade between people in
different nation-states is now very easy due to rapid improvement in communications through cable and
satellite TV, cheaper, easier and more frequent international travels and the rapid development of the
Internet. It is becoming very difficult for government to protect their domestic industries from foreign
competition. Sklair (2003) advanced, the idea of transnational practices which originate with non-state
actors and cross state borders [not international relations which involve the relations between nation-
states], the idea of the transnational capitalist class as a concept and as the drivers of the global systems
and the culture — ideology of consumerism which stresses the benefits of consumerism — so important
because of the near-universal spread of the mass media, as proof that globalization as taken place. In his
words,

‘Cheap televisions, cassettes, and radio’ now totally penetrate the urban

second and third worlds and are beginning to penetrate deeply into the

country side in every country’ (Sklair 1995).

Paul Hirst and Grahame Thompson (1996) also subscribed to the idea of weakened nation-states because
‘nation states have become almost irrelevant to patterns of economic activity and because the existence of
national boundaries makes little or no difference to patterns of trade. However they but do not subscribe to
the idea that states have been completely eliminated. The reason is that though with the dismantling of
exchange control and changing of economic condition, states had to adopt increasingly similar policies to
succeed in the contemporary world’, experience reduced capacity to act autonomously in their societies,
and lost some military and ideological powers, they have not been eliminated because they remain
facilitators and orchestrators of private economic actors.

Giddens (1999) who claimed and proved that globalization is taking place, said that the powers of nation-
states are restricted not lost, that states have to compete in order to attract inward investment from major
transnational corporations, have to keep institutional investors happy and so, cannot afford to levy taxes in
order to pay for expensive welfare programmes. Giddens is of the opinion that the state is less able to
provide effective central control of economic life, not that it is no longer able or is not in a position to
provide it. ‘Nations retain and will for the foreseeable future, considerable governmental, economic and
cultural power, over their citizens and in the external arena’. They must however collaborate with other
states, transnational actors, regions and localities to exercise such powers. (Haralamboos and Holborn
(2004: 577).

In the transformationalist stance, Held and McGrew provide what in a Nigerian parlance is called a-little-
to-the- left and —a little —to —the-right. This stance accepts a modified version of the globalization
argument emphasizing that while contemporary patterns of global, political, economic and
communications flow are historically unprecedented, the direction of these remains uncertain, since
globalization is a contingent process replete with conflicts and tensions’. Perhaps anti-globalization forces
would be victorious, and the direction of the process changed or even is reversed’.

Copyright © International Journal of Global Education 10



- - IJGE: International Journal of Global Education - 2012, volume 1 issue 3

The transformationalist structure has the following characteristics: states must act in tandem with one
another, they operate at the intersection of regionalizing and globalizing networks, (e.g UN, EU, NATO],
states influence the investment decisions of transnational corporations through domestic economic policy,
New social movement, (Greenpeace, Amnesty International, and Oxfam] influence behaviour across
nations — the individual consumers, intergovernmental organizations, and multinational organizations such
as the EU. The transformationalist structure is of multi-layered governance in ‘which a variety of
institutions work to deal with problems at the local, national, regional or global levels. It must be said that
this [transformationalist structure] is not different from what obtains now, which deepens the
underdevelopment of 3™ world nations, and renders them ineffective and unable to participate as
sovereign nations in matters concerning them. The United Nations system, WTO, GATT etc prescribe
unworkable programmes on education and politics for African countries. These programmes fail, because
they do not recognize African culture and the African personality. For example whereas voting is
individualistic in the west, it is communal in Africa, whereas it is voting that matters in the west, it is
neither the voting nor the counting that matters in Nigeria, it is the results announced that matters. In
Africa, education is a communal and collective thing whereas it is individualistic and private in Western
cultures. Consequently when the world bank and IMF ask African countries to cut down on spending on
education as a social welfare project, ‘right-size’ the teaching force, charge high school fees push taxes up
and invariably create hunger and unemployment such governments, no matter the volume of external
military and economic support, soon run into problems,: their collapse are thus caused by unadapted
global prescriptions. Aftricans, particularly Nigerians, are not deceived by the pretensions and ephemeral
nature of imperialist global ‘merchants’ because it is clear that international capital simply fashions the
weapon for the castration of local labour and no substantial capital will move in here. A peculiar feature of
global liberalism here in Nigeria is that global capitalism is using Nigerian peoples’ money to dominate
the Nigerian people’ (Fasina 2003:31).

TYPES OF SECONDARY SCHOOLS IN NIGERIA

From 1882 when the colonial government promulgated an education ordinance for British west Africa
setting up a criterion grants for teachers’ salaries, to 1903 when the government set up an education
department in Southern Nigeria and built a few government primary schools with 11, 732 pupils, fifty-
nine government primary schools with 24,000 pupils” to 1922 the year of the Phelp-Stokes Commission
Report, and the subsequent ordinance, to the Solaru Report on indigenization in 1958, through the
Harbison (1959) and the Ashby Report (1976) and to the UBE Programme of 1999, two factors become
very clear:
1. That Nigerians recognize the importance of secondary education as the final annulment of
illiteracy and ignorance, and
2. That Secondary education is a key element in nation building. It was the first factor that
significantly accounts for the proliferation of private and community owned secondary schools
in southern Nigeria particularly after independence in 1960.

The second factor, added to the experiences of the civil war and the ethnic-basis of Nigerian party
politics between 1946 and 1966 informed the birth of Federal Government Colleges otherwise known as
Unity schools. There are one hundred and two [102] of such schools in Nigeria, at an average of two
schools to each of the thirty-six states and the federal capital territory Abuja. However, states like Bauchi,
Lagos, Oyo and Kano have about three each of these colleges. The federal ministry of education
administers them while admission is through a central entrance examination and the principle of quota,
which ensures that children from different ethnic backgrounds and states of origin are admitted annually,
is applied. Through the system of alumni associations, old boys and old girls associations, the federal
government colleges have established a much envied espirit de corps or fellowship among their old
students while the annual federal government colleges sports and ‘literary and debating’ competitions
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have come of age. Many through old-boy contacts get contracts and appointments into positions in
government.

In Nigeria today, the following types of secondary schools are observable: Nationality school —
established by embassies and high commissions e.g Indian school, German school and the Lebanese
school all in Lagos, Unity schools — established by the federal government to foster national integration,
cohesion and peaceful coexistence, State — owned public secondary schools — some taken over from
missions and some established by the various state governments to provide access to good education for
all residents, Private schools- owned by individual trust councils and quasi-missions established with the
approval of either the state or federal government, Staff schools — owned by tertiary institutions,
government parastatals and allied establishments, to enhance the exploitation of staff labour (disguised as
welfare packages), to generate additional income for the institution and massage the elitist ego of ‘all
concerned’, and Self-help or Harambee schools usually unknown to the laws, operated by bands of
unemployed itinerant university graduates and preparing candidates for the senior secondary school
examination or the GCE, (These candidates are usually infused illegally unto the examination lists of
conventional or approved schools, or some of these candidates hold dual studentship and Military or
forces schools — operated by the armed and police forces e.g. Cantonment, Air, Navy, and Police
secondary schools dotted all over the country.

The nationality schools, private schools and staff schools are not opened to all comers: they are somewhat
exclusive class-oriented and income —based. They are not available to the children of the poor. State
owned schools are divisible into three categories: a. Model colleges b. good or possible colleges c. ugly or
ghetto colleges. State owned schools of (ugly) genre are available to all-comers: they are free politically
but lack basic amenities water, light, books, and at times seats. The children in the A and B categories of
state schools have parents who earn well and who are interested in the Parents Teacher Association and
what goes on in school and such parents (particularly of the A type) would quickly send their children to
private schools ‘as soon as their conditions improved’. i.e when they are4 economically better. Harambee
Schools charge more money than type C public schools because of the claim that they are examination -
focused. Unity schools derive their clientele from across the nation; they have very intelligent students
who cut across most social-economic strata.

The Marketization of Education

In 1994 Bill Clinton, at his inauguration stated succinctly that ‘for America, the 21* century will be the
century of education but since then both the U.S and the global community, have witnessed increased
capitalism for example the Washington Consensus, [which emerged earlier and believes that U.S styled
capitalism had to spread across the world, supported if necessary by the use of military power) was
strengthened, and the Third Way between capitalism and socialism which Clinton (U.S.A) and Blair UK
is an acceptance of economic globalization, free markets and a belief that nothing can be done about
inequality’ (Haralamboos and Holborn 2004: 595). This seeming lack of an alternative to capitalism
caused Fakuyama to declare the end of history. The era became the apogee of New Right or Neo-Fordism
— blaming excessive welfare spending and social democratic policies toward education for economic
decline, and contending that too much emphasis on equality of opportunity has led to a decline in
educational standards and that high government spending in education has heightened tax rates, thereby
discouraging foreign companies from investing. It was in this spirit that the World Trade Organisation
(WTO) at its 1999 Seattle meeting tried’ to gain agreement between different countries to open up
competitions across the globe in the provision of educational goods and services. It is to the glory of the
4000 anti-capitalism demonstrators that no agreement was reached, and international education was
salvaged, because ‘this prevented the opening up of education to global capitalist competition, one of the
main objectives of the meeting. However, this could be regarded as temporary set back for American
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educational imperialism because several of these countries involved were already neck-deep in debt with
the World Bank and the International Monetary Fund which are agencies controlled by the USA as their
highest subscriber. This was the situation in which Nigeria found herself in 1999, whence forth
privatization has been disguised as a reform agenda.

Consequently, though the 1999 constitution — essentially a liberal democratic document, not a libertarian
one - ‘states that the commanding heights of the economy shall not be in the hands of a few, the federal
government’s policy is to the contrary; all public property is for sale — Telecommunications, Ports,
Railway, Banks, Refineries, oil fields etc’

Whereas the contribution warrants a commitment to social welfare, the

Federal government is reducing its commitments to provision of

education, health, and job to its citizens. The new social policy is “All

power to privatization of public property” [Fasina; 2003:30]
The decline in federal government’s allocation to education, (12% of total budget in 1995, 8.36% in 2,000
and 2001.8% in 2003 according to Fashina 2003:40) attests to the severity and depth of its commitment to
privatization and thus the chartered school concept which took the vogue about 1996 in the USA became
one of the coping strategies of the government’s educational globalization effort and the solution to the
perceived problems of the Unity Schools in Nigeria.

A charter school is a public institution that is conceptualized, organized and operated by any public or
private person or organization (Beirlein 1997: 38) ‘Some are managed by private entrepreneurs, others by
teachers, parents, or nonprofit organizations that have demonstrated a capacity to operate an educational
institution’ (Ravitch and Viteritt 1997: 6). In the USA the charter school concept was so popular about the
turn of the century that in 1996 it became one of the few education — related issues both the Clinton
administration and the Republican congress supported. Though Democrats are split (unionism and
students equity issues Vs empowerment), nearly all Republicans, at the state level favour the concept
because of its free-market and choice components.

When a state enacts a charter school law, a school organizer (teachers, parents, outfit) approaches a
sponsor (Local school board, state board or a University) to operate a school. Such schools may be formed
‘using an existing school’s personnel and facilities, a portion of such a school (called a school — within — a
school), or a completely new entity with its own facilities and staff’. They are independent legal entities
with the ability to hire and fire, sue and be sued, award contracts for outside services and control finances.
More importantly:

Such schools are public schools: they received

state funding, are nonsectarian, and are prohibited

from selective student admission or charging tuition.

They are also schools of choice of teachers, students

and parents; if a charter school fails to attract

these individuals or violates any terms of its charter,

it goes out of business (Bierlein 1997: 38).

By 2000 AID more than 50% of states in the USA including the District of Columbia have passed charter
school laws. The laws generally provide that: charter schools can seek sponsorship from a public entity
other than the local school board, can appeal a school board decision, any individual or group can develop
and submit a charter school proposal, charter school are above state laws except those on health, safety,
civil rights and fiscal and pupil accountability, they must have fiscal and legal autonomy, as many as
possible can be established in a state and that they must be permitted to employ non-certified teachers.
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The overall objective of charter school laws is to improve teaching, learning and performance in public
schools.

Charter should not be confused with contracting. John Golles’ Educational Alternatives, Inc. (EAI), Chris
Whittle’s Edison Project and the Sylvan Learning Systems are examples in contracting. Contracting law
arrangements originate at local district level rather than at the state, the service providers are usually
private entrepreneurs, they have always been there providing transportation, delivering meals, etc, what
they have recently added is the provision of instruction and the management of schools. In 1995 the
Edison Project opened its first four partnership schools in Sherman, Texas Wichita, Kansas; Mount
Clemens, Michigan, and Boston, and John E Chubb its senior vice president wrote, ‘The schools would
share key features with public schools, they would accept all students, regardless of academic ability or
record, and to further ensure representative enrollments, they would offer scholarship to students in need.
The schools would operate for the same amount of money per pupils as public schools. By staying within
public school budgets, Edison schools could serve as models of educational innovation for public school
(Chubb 1997: 87) Edison started with four objectives: create schools that would give first rate education;
improve opportunities available to disadvantaged children; stay within public school budget; and be
profitable. Note that they provide the capital to give partner schools state-of —the art technology, put
computers in every student’s” home; retrofit schools with instructional materials and offer their teachers
extensive profession and development.

Sylvan Learning Systems [SLS] are a smaller firm running specific instructional programmes for public
schools but leaving the overall administration of the school to the district. For example, according to Mark
Walsh (1995), as reported in Ravitch and Viteritti [1997:7], SLS was contracted to provide remedial
programmes in three Newark New Jersey, high schools, and it has similar projects in other cities including
Baltimore, Chicago and St. Paul. The charter school movement (law) and Chris Whittle’s Edison Project
have some things in common: long periods of extensive incubation, characterized by criticism,
suggestions, research, investment, law making, head-hunting, consultation and multi-layered
programming. For example the chartered school concept started in 1985 by the California alternative
education association but it was not until 1991 in Minnesota, that the first charter law was enacted and the
concept did not climb the vogue until president Clinton’s first term. Also though the Edison project gained
public attention only in May 1991, its first schools were opened in 1995/96 because Christ Whittle had to
sit back to pick his team, constantly source for support, search for partner schools and consult clients and
partners on school design, culture and investment plans. Also the two were championed by associations
and persons with long established interests in education: Christ Whittle, earlier pioneered Channel One a
daily news broadcast for secondary schools paid for with commercial advertisement.

Another genre of school management style worthy of attention is the Bush —not- for profit model. Bush
(Snr) had Lamar Alexandar as his secretary of education. Together they were advocates of market-
oriented reforms. Their flagship was the New American Schools Development Corporation (NASDC),
which was ‘funded by private contributions but promoted by the white House’ (Chubb 1997: 87).

NASDC wrote major research and development projects hoping to create ‘break —the —mold’ schools that
would serve as models to help public education reinvent itself as an institution that offers a range of
excellence choices. The NASDC is a federally sponsored non-profit organization. This is an example of a
positive people-oriented presidential intervention: not the sale of collective properties to a set of ever-
ready well-wishers, cohorts, and scavengers.

In 2006, (February) the federal government under its reform agenda woke up to inform Nigerians that it
had discovered a significant difference between the performance of children in Unity schools and those in
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other schools i.e that children in other schools perform better than those in Unity schools. The factor
responsible for this, the government canvassed is the management of the schools and this should be
changed. Advertorials were taken in newspapers explaining the new arrangement to the less informed and
inviting groups, service providers, old and new to show interest in the new venture.
The opposition was spontaneous because the teachers went on strike causing other stakeholders to show
interest support for the striking teachers came from parents, newspapers, social activist and trade union
like the academic staff union of universities. For about three months, neither the federal government nor
the striking teachers blinked an eyelid.
In subsequent development and reaction the federal ministry of education maintained that ‘PPP initiative
will ensure the effectiveness of unity schools by bringing together various stakeholders in the Education
system to deliver innovative solution to the problems of poor school management, academic under-
achievement and poor utilization of public financial resources’. The government on this site formally
denied allegations of an intention to sell the unity schools, but the teachers and many parents were not
taken in by denial, not with the spate of privatization in the country, the opening of several private
universities and the anti-poor postures posture of the ruling class. The government’s statement went thus:

The PPP initiative is not a sale /of unity schools. Rather, it will

foster strong governance, based on partnership between the

Federal Government as the main financier of these schools and

non-government organizations.
The union, activists and sympathizers refused to trust the government. The non-government partners are
seen as traders and business men, not not-for-profit outfits and no one can guarantee that their charges
would not outstrip or be more than their rates. The non-government partners and manager of schools;
‘mobilizers of non-government finding to augment resources provided by Federal Government; and are
‘responsible for achievement of standards and goals’ on the part of the government, ‘Governments’ role
will change from the management of education, to that of: enabler and facilitator of the system, standard-
setter through our, regulations standards, etc, primary funding provider; regulator and inspector to ensure
maintenance of minimum standards, and asset owner of land and physical infrastructure’.
Parent Teacher Association, school alumni groups, educational NGOs and charities, and local community
groups are expected to act as school management organizations. In Nigeria, these groups are not like the
Red Cross or the Red Crescent; they could be characterized by intrigues, ‘runs’ and deals. There is no free
meal, any longer in Nigeria, except from the government as in this case. The number of Nigerian ready,
willing and able to mobilize non-government funding to augment resources provided by the federal
government for the running of federal government —owned schools without protecting self — interest,
profit and commission would not be as large as are needed to run the schools. The Unity Schools Public
Private Partnership (USPPP) is, as advertised, a game shrouded in mystery and doubt and is full of
expectations which are not reflective of simple familiarity with the Nigerian and his situation.

Further to the governments’ advertorials, outfits of different shapes and colours descended on the
Corporate Affairs Commission to register as education service providers. One of such, Accelerated
Educational Services Nigeria Limited Foundation, in the Guardian newspaper of Tuesday Feb. 13 2007
informed the public of its intentions to:

a. Provide high quality educational facilities for children of pre-primary, primary, and post —
primary school ages,
b. To contract marriage, educational institutions for public and private proprietor, who have
efficient and result-oriented management from the foundation, and
c. To inculcate high academic, moral and ethical standards at all times to all enrolled pupils/students

in educational institutions managed by the foundation. The closing statement of the advertorial has it that
‘any objection to the registration should be forwarded to the Registrar — General, Corporate Affairs
Commission Area II Garki within (28) days of this publication’.
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The trustees of the foundation are:
Major General Edet Adam Akpan (Rtd) MNI
Mprs. Virgy Akuaro Anohu
Chief (Mrs) Grace Inok Archibong OON
Mprs Urong Eyo Inameti
Chief Fidelis Eno Etim OFR
Chief (Mrs) Folashade Fadepemi Gab-Umoden
Major General Christ Anulu Garuba (Rtd) Mni, CON
Major General Hafiz Brahim Momoh (Rtd) mni
Hajia Zainab Ahmed Ribadu Tukur
High Chief Gabriel Emmanuel Umoden.

It is observable that 30% are ex-military officers and rulers while 50% are recipients of government
awards and honours. It is good that they are bringing the accumulations in their previous endeavours to
this ventures, but the targets they want to capture as betrayed in aims and objectives two are collective
properties, which foster national unity and give intelligent children from poor homes a sense of national
belonging and the hope that they will have (a federally supported) secondary education. Much as this does
not conclusively suggest that the military is coming to dominate a chartered federal government school
system, it is good to remind one another that the succession of military dictatorships in the country that
dismantled the welfarist intentions of he Nigerian state by withdrawing subsidies from education and
health and imposing education levies which force many children out of school.

Potentials of a Chartered Federal Government College,

Apart from the moral shortcomings inherent in the sale or transfer of federal government colleges to
entrepreneurs, the aftermath would be a system that favours, further entrenches and advertises the ability
to pay at the expense of the ability to learn. In addition the arrangement constitutes a colossal material
waste to the teaming masses of the working class or the proletariat and the Nigerian state because the
infrastructures already on those sites (enough to house conventional modest city universities) were built
from a combination of proceeds from natural resources and taxation in the 1970’s and 80’s and not from
public stocks/shareoffers. A more serious and immediate waste is the intellectual layoffs that would arise
form ‘rightsizing’. Those responsible for planning Nigeria’s education should realize that for any being of
the 20™ century the junior secondary school is no longer the terminal stage of formal education because of
the relative ease with which graduates of that stage revert into illiteracy. This suggests that to charter any
aspect of the SSS structure is to surrender the future of the youth of Nigeria to the whim and caprices of
global investors (both local and foreign), and to charter the federal government colleges amounts to
shattering a significant microcosm of the country’s national life/existence.

The charter concept and application constitute a naked embourgeoisement and transfer (mental and
managerial, at least) of collective possessions to an unproductive home-based but global capitalist class. A
preferred alternative is the Bush-not-for-profit model which has a greater potential of achieving
glocalization, not globalization. Investors in this charter project are likely to predicate their moves on the
assumption that is it a low-risk and high-yield project (i.e needing no go — go fund/push) and that the
Republican will remain in power long enough to actualize it. A drive for appropriate (global) pricing in
the mould of the British International School or the Corona school systems coupled with huge capital
investment for takeoff could scare away the clients. Reforms are not ideology — based in Nigeria; they are
government — specific; reforms of yesterday are quickly jettisoned today. The cloud seems to be gathering
for a rain of change to follow, particularly given the forthcoming elections in the country. A successor
government might opt to address the utilization of the inter-phase between secondary education as it is and
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the apprentistship system, a synchronization which hold a great potential for accelerated technological
development. The government has challenges which are greater than the privatization of unity schools.
Reforms without constant supply of electricity, good roads and health services would only leave the
country in the Stone Age. It must be succinctly clarified that the Edison project, SLS, and others etc
involved in charter, contracting or choice business (even the parochial catholic systems) , are profit —
oriented (‘our customers are knowledgeable buyers — wrote Chubb, 1997; 111) but the attraction is that
they operate ‘for the same amount of money per pupils as public schools’. This is the challenge before the
government in Nigeria: would a chartered unity school or other public schools accept all students
irrespective of socio-economic background (See Chubb, 1997: 118). The government in Nigeria may not
be able to ensure this and so it is advised to drop its “unity schools PPP’ initiative and consider a package
that includes the following s: a thorough and complete cleaning of the present leaderships of the schools,
the elimination of unproductive teachers; operating a curriculum which is above the prescribed basic
minimum academic standard (BMAS); revitalization/re-organization of the inspectorate division of the
Secondary Education unit of the ministry of education (MOE); mandating university faculties of education
to carry out critical bi-annual inspection of the schools; mandating the ministry of finance or any other
government agency outside the MOE to monitor or somewhat run the accounts (funds) of the schools,
maintain its present level of funding; strengthen access for children of ‘the poorest of the poor’ to attend
unity schools, and retain the teachers because on the average several Nigerian teachers have not been
prepared to the standards which the nation wants her children to meet in future. Concerning the
administration of the schools, three specific actions need to be taken: organization of annual business
intelligence (literacy and wisdom) training for principals and vice-principals; the ministry of finance and
the National Institute for policy and strategic studies to run quarterly or bi-annual checks on the schools
(tests of managerial efficiency) i.e run inspections on the translation of business intelligence into action
(Monday morning details, for example) and ensuring that levels 15+ officers are not made principals, this
allows for directives from 15+ officers in the inspectorate MOE, MOF NIPSS and the academia to be
effective and ensures that levels 15+ officers are not promoted into an oblivion as they come back to
supervise and support the system.

CONCLUSIONS

When the political economy approach is applied to the current reforms in secondary education
management in Nigeria, inequality stares the analyst in the face as the less privileged child is on his way
out of the federal government college, as nation-building is sacrificed on the altar of chartering and
privatization, and the government continues to ignore the significance of direct community management
of schools. Class analysis remains a potent instrument in education because of the continuing crisis in the
distribution of wealth in the nation. Finally, what the unity schools currently need are improved
supervision and renewed leadership, not chartering out to ‘latter-day make-belief outfits’.
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ABSTRACT.

Social and emotional education, in comparison with other types of education, obviously operates with values and
beliefs transposed through competences in schools programs. The present study makes a brief overview of the beliefs
identified from systematic observations in a program of social and emotional education developed in Romania.
Keywords: social and emotional education, beliefs, CASEL, social and emotional education standards and
competences, axiology of education

BACKGROUNDS IN SOCIAL AND EMOTIONAL EDUCATION

Social and emotional education represents a new problem emerged in the sciences of education
field, that is increasingly becoming a complementary component of academic learning and a
revolution of teaching process, through the complexity and the benefits it generates. Of course
this type of education has been not created in a void of educational thinking and practice, from a
pure coincidence or from the spontaneity of the exploratory educational experiments, but from
the challenges of macro-social changes, from the inadequate coping skills of children and from
families and communities ebulliences. Although it’s been a while since it was proclaimed the
need for counterbalancing the knowledge acquisition in favor of the logical and axiological
structures such as skills and attitudes, yet this approach is fragmentary, rather identifiable within
the aims of education and less directly related to the explicit educational contents. This is due to
the complexity and generalization being operated in the sphere of values which allows a much
less analytical intercession, subordinated in measurable and observable behaviors. On the other
hand, attaching an exhaustive importance to academic education, the learning of efficient ways
of life management shall be considered as a natural aspect that the students will learn anyway,
under the premise that all adults handle difficult situations without having received special
education in this respect.

Social and emotional learning, particularly as it is known in the U.S., is found in educational
theory and practice in the international context with the same name or using other terms or
variations such as: personal and social development, social and emotional aspects of learning,
emotional intelligence, emotional learning, social and emotional competence, social and
emotional education, emotional literacy, mental health and well being, social, emotional and
behavioral skills, life skills. After International Academy of Education and International Bureau
of Education (UNESCO) social and emotional learning “is a way of teaching and organizing
classrooms and schools that help children learn a set of skills needed to manage life tasks
successfully, such as learning, forming relationships, communicating effectively, being sensitive
to others’ needs and getting along with others.” (Elias, 2003: 7). In the chapter one from
Children Needs III about social and emotional learning Joseph Zins and Maurice Elias define
the concept as follows: “In simple terms, social and emotional learning (SEL) is the capacity to
recognize and manage emotions, solve problems effectively, and establish positive relationships
with others, competencies that clearly are essential for all students. Thus, SEL targets a
combination of behaviors, cognitions, and emotions.” (Zins, Elias, 2006:1)

In American perspective social and emotional education involves the development of five
groups of skills summarized by CASEL as follows:
o “Self-awareness—accurately assessing one’s feelings, interests, values, and
strengths; maintaining a well-grounded sense of self-confidence
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o Self-management—regulating one’s emotions to handle stress, control
impulses, and persevere in overcoming obstacles; setting and monitoring
progress toward personal and academic goals; expressing emotions
appropriately

o Social awareness—being able to take the perspective of and empathize with
others; recognizing and appreciating individual and group similarities and
differences; recognizing and using family, school, and community resources

e Relationship skills—establishing and maintaining healthy and rewarding
relationships based on cooperation; resisting inappropriate social pressure;
preventing, managing, and resolving interpersonal conflict; seeking help when
needed

e Responsible decision-making—making decisions based on consideration of
ethical standards, safety concerns, appropriate social norms, respect for others,
and likely consequences of various actions; applying decision-making skills to
academic and social situations; contributing to the well-being of one’s school
and community” (CASEL, Skills and Competencies, Web)

From the British perspective there are five social and emotional aspects of learning correlative
with those from U.S., which represent the ultimate aims of educational programs: self-
awareness, managing emotions, motivation, empathy, and social skills.

Training of social and emotional skills through formal and non formal educational programs
includes a number of obvious benefits summarized by Professor Katherine Weare and Gay Gray
of the University of Southampton in the study published in 2003 “What works in developing
children's emotional and social competence and wellbeing?”’: greater educational and work
success, improvements in behavior, increased inclusion, improved learning, greater social
cohesion, improvements to mental health. (Weare, Gray, 2003: 34-36). In December 2008, the
Organization CASEL ends a stage of its complex multi-year study led by John Payton, Roger P.
Weissberg and Joseph A. Durlak, with the report “The Positive Impact of SEL for Kindergarten
to Eighth-Grade Students: Findings from Three Scientific Reviews” . This report summarizes
the results of three large-scale synthesis of research on the impact of social and emotional
learning programs on students in primary and secondary education. Thus, students who
followed the social and emotional education programs have shown improvements in social-
emotional skills, attitudes towards self, school and others, social behavior, academic
performance, and reducing conduct problems and emotional stress. Moreover, SEL
interventions were effective, both in school and after-school structures, for students with and
without problems, from different environments and at all stages of schooling. The results were
preserved in the follow-up and were effective when carried out by school staff so they can be
incorporated into routine educational practice. (Payton, Weissberg, Durlak, 2008: 5-6)

THE MERGING OF GOALS AND VALUES
IN SOCIAL AND EMOTIONAL EDUCATION STANDARDS

Social and emotional education, as it is today defined and recognized as a pedagogical concept,
just need to respond to synthetic and generalized social and emotional skills and abilities, which
just by their nature, they cannot be approached with the left hemisphere of the brain, but treated
as a whole, although in a structured teaching. Not aleatory social and emotional education is
seen as a reference framework that can encompass the various initiatives, perspectives, current
preventive programs in the national curriculum and at the same time aims to teach students
social and emotional skills, to improve school climate and involve parents and community as a
whole. This type of education focuses not only on training children for capacity to recognize
and manage emotions, solve problems effectively, and establish positive relationships with
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others, but also on ensuring a safe and affective learning environment with contribution of all
school staff. If it is the materialization of socio-emotional learning through classroom programs
in formal curriculum of national education system, more than any other matter, we need to
appeal to values to identify the meaning of life and personal development of each stage of
schooling in the form of a spiral. These identifiable values at an objective level should be
reported at the real life experiences, at the reality as it is perceived by each child. The process of
awareness and adherence to a value system is an undertaking durable intercession involving the
redefinition at different age stages and becomes more effective if started at an early age. The
school, mainly through the instruments of social and emotional education, promotes values as
tolerance, mutual respect, celebrating diversity, uniqueness, responsibility in taking decisions,
team spirit and cooperation, empathy, resilience, emotional self-control and active citizenship.
In the context of programs aimed at socio-emotional development of children is fundamental
ability to operate with general values of humanity translating them to those of the community
which the child belongs to, to the establishment of a personal axiological referential governed
by a high degree of autonomy.

Moral education (or character education as it is known in the U.S. education system), the
fundamental component of the harmonious development of the child, although it has a complex
theory including axiological aspects, clear goals and methods of effective action, dilutes through
the diffusion of responsibility of the obtained results among various educational factors: the
entire teaching staff, the implied school culture, the major contribution of parental education,
and socialization processes carried out in the community. Moral education remains poor at
taking shape of expected results by easily identifiable and measurable objectives, at the content
adaptation, at the use of appropriate methods of training and at allocation of sufficient space in
the curriculum. There are also approaches as philosophy for children that appeal to axiological
principles through the metaphors, sapiential tales, texts with dilemmas, but lacking of an
experiential component. Social and emotional education seeks to combine weaknesses of both
approaches in forming skills by appealing to values theory, to the wisdom of life situations and
to operational tools used in everyday context. Touch aspects of the culture dialogues, of the
statuses and different human origins, of the diversity and the privacy respect. From another
perspective, social and emotional education in the school has undertaken the role to create
value, even if they are applicable in a small community or at least to resemnificate, to rearrange
them in a particular constellation of the children’s values system. At the same time, social and
emotional education is a major contributor to validation of the values of children by juxtaposing
internal criteria, subjective to external ones at the social macro and micro level. Thus, the
children’s personality becomes consonant through the unification in a systemic way of
individual needs with ethical and religious precepts, or with social functioning.

In Anglo-Saxon countries where it was researched thoroughly and effectively implemented the
social and emotional education programs, the values guiding the five relevant issues which,
although named differently, have significant overlaps. Thus in the U.S., social and emotional
learning (concept used with the same respect for social and emotional education) contributes to
the formation of self-awareness, social awareness, self-management, making responsible
decisions and relationship skills On the other hand, the program Social and Emotional Aspects
of Learning applied widely in British schools is about self-awareness, managing emotions,
motivation, empathy and social skills following the model proposed by Goleman. It is obvious
that in developing and perfecting these capabilities is necessary the recourse to the values
instances placed on various levels of the axis absolutization-relativization or universal-
particular. Moreover, each of these high values are re-lived and updated in social and emotional
learning experiences conducted in the classroom or in the entire educational environment,
gaining consistency and subjective load.
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The general values of social and emotional education should be detected from the advanced
purposes of the programs, at least nationally and from the expected results, the social and
emotional skills and abilities. The aims of social and emotional education include in their very
essence structured values about human nature, social relationships, moral choices, wellbeing,
contributing greatly to the formation of the student as a man and active citizen. Approaching in
a holistic way personal and interpersonal aspects of child development, social and emotional
education allows a return to the spiritual roots of the human being which underlie at every
aspect of our existence.

An important example of the materialization of values through educational programs is the
experience of U.S. State of Illinois that, after a consistent and systematic implementation,
proposed social and emotional learning standards in a form known up to this time as a reference
marker.

Goal 1: Develop self-awareness and self-management skills to achieve school and life
success.

e Identify and manage one’s emotions and behavior.

e Recognize personal qualities and external supports.

e Demonstrate skills related to achieving personal and academic goals

Goal 2: Use social-awareness and interpersonal skills to establish and maintain positive
relationships.

e Recognize the feelings and perspectives of others.

e Recognize individual and group similarities and differences.

e Use communication and social skills to interact effectively with others.

e Demonstrate an ability to prevent, manage, and resolve interpersonal conflicts in

constructive ways.

Goal 3: Demonstrate decision-making skills and responsible behaviors in personal, school,
and community contexts.

e Consider ethical, safety, and societal factors in making decisions

o Apply decision-making skills to deal responsibly with daily academic and social

situations.

e Contribute to the well-being of one’s school and community.

(CASEL, Standardars and Policies, Web)

Whether they follow American or British model, social and emotional skills can be divided into
two categories according to Gardner model: interpersonal (self-awareness, self-management,
responsible decision making, motivation) and interpersonal (social awareness, relationship
skills, empathy). For example, the English SEAL Program (Social and Emotional Aspects of
Learning), based on Goleman’s classification, translate each of the five components in
statements like “I can, I know, I feel, I mean I do, I respect, I admit” covering each of the issues
properly. Self-awareness is reflected in self-knowledge and understanding of own feelings;
emotional state management in the expression of feelings and reactions and strategies
appropriate to the negative psychological states; the motivation in the approach to setting goals
and planning their performance through persistence and resilience, continuous review and
revision; empathy is primarily aimed at understanding the feelings of others, and valuing and
supporting them; social skills are manifested through belonging to a community, friendship and
other relationships, teamwork, conflict resolution, assertiveness and making wise choices.
(DFES, 2005: 40-43)

Katherine Weare of the University of Southampton has developed an axiological based
taxonomy, on the one hand for emotional competences, and the other for social competences. In
view of Weare, emotional skills include the presence of self-esteem, an accurate and positive
self-concept, autonomy, experiencing a full range of emotions, expression and control of
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emotions, increasing emotional intensity and frequency and resilience. In the range of social
skills, taxonomy aims attachment to others, empathy, sensitivity, effective communication and
relationship management. (Weare, 2003: 77-80)

In addition to the aims of social and emotional education that are based axiologically, we can
find values and principles in the missions that various organizations or national educational
systems assert for public audience. From this point of view, even small organizations, such as a
school or class can present their declarations of intention to adhere to values and possibly post
them clearly to inform beneficiaries and contributors. In this sense, can be a code of conduct
called “The Golden Rules”, eventually achieved by contribution of children and which has to be
respected by them, but also by other participants in the educational process.

In Romania an educational policy document was published in 2008, which gives a major
importance to social and emotional development called “Early Education Curriculum for 0-7
years”. From our point of view, it seems to be the most advanced educational policy documents
in the social and emotional education field, probably because it is among the most recently
published and is based on the latest scientifically validated research in psychology and
developmental pedagogy. Thus, as the new education law states among the values underlying
the curriculum, are harmonious child development and inclusion, and among the principles and
requirements should be holistic approach, including socio-emotional development, celebrate
diversity, focusing the educational approaches on the needs of families. One of the fundamental
objectives laid down in this curriculum is “to discover the each child’s identity, autonomy and
development of a positive self-image” (MECT, 2008: 6), clearly aimed at components of social
and emotional education. The curriculum is divided into areas of development, of which we are
particularly interested in the B (social - emotional) and the E (skills and attitudes to learning).
The document states that social development aimed at the child’s social life debut, the ability to
establish and maintain interaction with adults and children, and these interactions mediate how
children perceive themselves and their world. Emotional development focuses on children’s
ability to perceive and express emotions, understand and respond to emotions of others, to
develop self-esteem, crucial to this area. In close correlation with self-esteem develops the
child’s self-image, which decisively influences the learning process. (MECT, 2008: 8)

IDENTIFIED BELIEFS IN SOCIAL AND EMOTIONAL EDUCATION PROGRAMS

Next we make a brief overview of the principles and beliefs that operate social and emotional
education programs which we currently develope in Romania after a British model. Beliefs
listed were collected from practical-experiential activities conducted with children aged between
6-12 years, by observation method by three independent observers. Without claiming to be
exhaustive or effectively categorized according to various criteria of social or spiritual life,
especially because research is still ongoing and not primarily intended to investigate the present
values and beliefs in social and emotional education programs, we enumerate them as they were
collected from activities, because they can be examples of good practice and premises for future
studies in the axiology of education.
- Emotions must be expressed because they produce individual catharsis, awake empathy
and allow disclosure of their own perspectives on a state of facts or circumstances.
- Emotional control lies in our power and mental states we create, so we can manage.
- Strong emotional states affect how we think and act.
- There are emotional self-control techniques that can be learned and successfully applied
in everyday life
- Reality can be understood, judged, assessed using subjective settings, thus changing the
thinking and action frames, we change our mental states, even if the objective reality
remains the same.
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- There are new beginnings in every moment of our existence, so we can begin to change
at any time and any aspect of life.

- Opportunities should be turned to account whenever it occurs, since they are learning
experiences.

- The tough times are lessons to learn, if we don’t figure it out the meaning and we don’t
learn anything, they will be repeated until we acquire the key experience.

- Each of us has a life story structured of the past-present-future axis and certain themes
that obviously appear; sometimes if we change the theme and enriche the story, we can
produce positive affective states.

- We inter-exist, rather than exist, we are part of the communities in which we exercise
different roles that should be consistent, complementary and consonant.

- The feeling of belonging creates roots that allow increased flexibility in relationships
and different social contexts.

- We are different and essentially similar, and diversity is an opportunity that should be
celebrated for providing rich and attractive learning experiences.

- In the social relationship there are several partners, with rights and responsibilities, who
can initiate and respond to rapport.

- Effective communication is based on active listening, mutual respect and includes non-
verbal emotional issues.

- Well-being is a mental health component, so in any personal and social circumstances
should be manifested fully.

- Assault, harassment, bullying is a component of dominance relationships between
individuals, it occurs in a social context that meet an aggressor, a victim, but also a
group of people who do not react at all or interfere poorly in the conflict solving.

- Goals govern our existence, they are in hierarchical and interdependent structures in
terms of content and time period covered; involves a planning process, persevering in
tasks and celebrating the achievement. It must be so flexible that it can be adjusted
according to the existential circumstances.

- The team is more than sum of its parts, it is beneficial to each member, as the success is
more easily achieved if the rules are respected or negotiated when they become
ineffective.

- 1 feel good in my skin, I know the strengths and weaknesses, I relate to others as a
complex human being, willing to learn, consonant and congruent.

- Tam free to create, to enjoy my creation as a mean of personal achievement.

- Every moment of my life may represent a new beginning; it depends on me to accept
the change and to apply it to everyday situations.

- Solving team tasks involves at first discussions about the organization, negotiating rules
and roles and then move to action.

- Any situation can be improved by redefinition, by appealing to the personal resources
still underutilized, by adaptive rapporting to other individuals.

CONCLUSIONS

This sum of beliefs based on personal and social life values represents the contents of social and
emotional education programs and must be highlighted, discussed, analyzed as parts of the
aimed competencies. Without a meta-analysis and a thoroughgoing study to the specific social
and emotional learning activities these are only axiological landmarks that are not consistent in
each student’s personal structure. Therefore we consider useful to continue to identify these
values and beliefs in the social and emotional education and more than that linking these
principles with decision-making and behavioral acts, and with effective solutions to the
challenges of everyday life. Approaching of deeply human issues and coordination of social
relations is an enterprise to be held in the school under the supervision of teachers in speficic
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periods of time bestowed for social and emotional skills and generally by all means provided by
a safe and healthy school environment.
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ABSTRACT

It has long been assumed that language and culture are strongly linked to each other and an important aspect of learning a
foreign language is learning its culture. However, teachers in different classrooms in different parts of the world still ignore
the importance of teaching culture as a part of language study. Regarding the need to investigate culture and culture teaching
in different context of foreign language teaching, this study proposes an original attempt in a Turkish EFL context by
comparing 60 teachers of different educational backgrounds rather than cultural backgrounds in terms of what they think
about various aspects of culture and integrating it into their classes. Whether significant differences exist between teachers
from different educational backgrounds is also an issue of investigation. The results gathered through a comprehensive
questionnaire and interviews have yielded that although there are some differences between teachers of different backgrounds
about which aspects of the target culture to give priority, they are generally aware of the importance of teaching and
integrating culture in the foreign language classroom. It is also revealed that all teachers have knowledge about the aspects of
the target culture to some extent, but how they deal with the target culture is affected highly by the curricular considerations
and limitations. Based on the results, several implications are derived from the study for the integration of culture in the
foreign language class and suggestions are made for future studies.

Keywords: culture and language learning, teacher perceptions, foreign language teaching, integration of culture in foreign
language study

INTRODUCTION

In today’s world, mobility has become a part of every student’s life. Most students have now a chance
to visit other countries for educational purposes and learn more about other cultures. Therefore,
learning foreign languages has become the norm in the globalized world. It is inevitable that students
need a certain level of intercultural knowledge and competence to be able to survive in new cultures
and educational contexts. In this respect, one’s understanding of the new cultures, as well as his/her
own culture, has a crucial role to become a globalized citizen. Learning a language without culture is a
recipe for becoming what Bennett (1993) calls a “fluent fool”. A fluent fool is someone who speaks a
foreign language well, but does not understand the social and philosophical content of that language.
Hence, the role of foreign language teachers has gained importance since they serve as a medium to
teach both the language and the culture of the foreign language.

There have been different definitions of culture in the literature. In one definition, it is the shared
knowledge and schemes created by set of people for perceiving, interpreting, expressing, and
responding to social realities around them (Lederach, 1995). In another definition, culture includes a
system of shared beliefs, values, customs, behaviors and artifacts that members of a society use to
interact with their world and one another (Klingner, Artiles, Kozleski, Harry, Zion, Tate, Duran and
Riley, 2005). In its simplest sense, culture is the learned and shared behavior of a community of
interacting human beings.

In the past, culture was viewed as a static entity without reference to variation. Thus, it was believed

that culture was made up of classified and observable facts, which can be taught and learned directly.
This view of culture did not recognize the variability of behavior within different layers of the culture,
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and interaction of language and culture in the making of meaning (Moore, 1991). Recently, there has
been a shift in the perception of culture and it is viewed as dynamic and variable. Culture is not seen
as providing factual information but as a process which shapes human behavior and interaction
(Furstenberg, 2010). In other words, culture is continuously changing and there is variation among the
members with reference to behavior. This shift has led to a view where culture is not specific but
rather general; hence, vital in intercultural communication. In this respect, cultural stereotypes are
perceived as culture generalizations and cultural absolutes as cultural variations within and across
cultures (Paige, Jorstad, Siaya, Klein and Colby, 2000). All these perceptual changes also led to see
language as both a medium for and shaper of culture.

Language reflects culture and is influenced and shaped by it. Language is the symbolic representation
of people because it entails cultural and historical background as well as these people’s approach to
life and their ways of living and thinking (Brown, 1999). Therefore, language and culture are so
interwoven that separating one from the other would lose the significance of another. Without culture,
language would be dead and without language, culture would have no shape (Jiang, 2000).
Considering the inseparable interface of culture and language, it is difficult to imagine teaching a
foreign language without dealing with its culture.

Interaction between Culture and Foreign Language Learning/Teaching

It has long been assumed that culture and language learning are strongly linked to each other (Dai,
2011; Zhao, 2011); however, why and to what extent we should teach culture while teaching a foreign
language has been an issue of debate.

Rivers (1981) claims that culture instruction should have at least seven goals. These include making
students aware of the way people act; the effects of social variables such as age, sex, and social class
on the way they speak; how people in the target culture conventionally act under different
circumstances; culture in the most commonly used words and phrases; being critical about the target
language culture; developing skills necessary for locating and organizing materials about the target
culture; and developing intellectual curiosity about the target culture and empathy towards its people.
Although these goals have been recognized by different researchers, whether culture can be taught in
the language classroom is still a controversial issue.

Krashen (1982) argues that the classroom setting is not an appropriate place to acquire either language
or culture. In his view, classroom is only appropriate to teach language rules. Damen (1987), in
support of Krashen, pinpoints that classroom based learning relies too much on rule ordered pedagogy,
and teaching culture in this view can only reflect and integrate cultural facts rather than the dynamic
view of culture. Robinson and Nocon (1996) highlight the importance of living in the target culture
and propose that culture learning in the classroom is only “cognitive boundary crossing” which leaves
learners’ previous experiences unexamined and unchallenged. In other words, because the foreign
language classroom underestimates what the learners already knows and believes, it cannot become a
suitable place for teaching culture. Nonetheless, there are also views in support of teaching culture in
the language classroom (Bada, 2000; Pulverness, 2003; McDevitt, 2004; Byram, 2008; Nieto, 2009;
Dai, 2011).

Byram (1988) and Byram and Kramsch (2008) assert that language is functionless without its proper
cultural context. The proper cultural context in Byram’s terms includes the language patterns
particular people use when they come together in different social situations at a particular time and
place. In this sense, the place of culture teaching in language classroom is straightforward. Teachers
should find ways to implement the elements of context which influence language use. Parallel to this
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view, Bada (2000) emphasizes the importance of teaching culture in foreign language classrooms. He
states that when language learners are not exposed to cultural elements of the target society, they seem
to have problems in communicating meaning with the speakers of that society. Bada (2000) further
proposes that through studying language in context, it is possible to highlight how native speakers of
the target culture use language under certain circumstances.

With regard to recent views of culture teaching in the foreign language classroom, culture does not
need to be dealt independently of language because studying language directly brings about awareness
of the target culture and people’s behavior in that target culture. Pulverness (2003) underlines the need
to study culture by claiming that for foreign language learners, language seems senseless if they know
nothing about the people who speak the target language and the country in which the language is
spoken. McDevitt (2004) further proposes that since learning a foreign language is a challenge to
figure out the nature of other people, it is not possible to imagine language learning independent of
culture. As language reflects human nature, studying language inherently exposes learners to target
culture. It is then the teacher’s role to relate what students bring to the classroom to what they, as
teachers, bring in order to familiarize students with the culture of target language.

From a broader perspective, this interaction of what students and teachers bring to the language
classroom influences the way foreign language culture is taught. Moreover, the classroom itself has its
own cultures, and the teacher should pay close attention to cultural variation within the language
classroom. Hence, culturally responsive teachers are those who arrive at an all-encompassing
understanding of cultural diversity within the classroom and within the foreign language. Such an
understanding requires teachers to emphasize cultural differences in the classroom as a starting point
to lead students to develop cross-cultural awareness. Once such awareness is created, then the teacher
can further elaborate on foreign language culture, and the similarities and differences between
students’ own culture and the target culture.

In order for teachers to be culturally responsive, they need to reflect on their own definitions of
culture, and how culture influences student and teacher behavior. What is more, such teachers need to
question whether they are aware of the cultural diversity within the classroom and whether they should
consider this diversity or ignore it. More importantly, they should seek ways to make use of cultural
diversity. From this perspective, culturally responsive classrooms recognize culturally diverse students
and enlighten the way for these students to make necessary connections among themselves and the
target language culture (Montgomery, 2001). Although preparing culturally responsive teachers is
seen as a part of foreign language teacher training, teachers have their own reasons that block them
from implementing the teaching of culture in foreign language classrooms.

Problems in Teaching Culture in the Foreign Language Classroom

Many teachers fail to recognize the interface between language and culture. The literature shows that
teachers experience certain problems while teaching, which results in either not dealing extensively
with culture or ignoring it completely (cf. Sercu, 2005).

One of the problems that teachers may face is the overcrowded curriculum. The study of culture
requires time; therefore, many teachers feel they cannot spare time for teaching foreign language
culture in an already overcrowded curriculum. They think that students will be exposed to cultural
material later after they have mastered the basic grammar and vocabulary of the target language.
However, this ‘later’ never seems to come for most students. Another problem is that teachers may
fear of not having sufficient knowledge on the target culture. That is, teachers are afraid to teach
culture because they think that they do not know enough about it, and that their role is limited to
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expose students to facts only. A third problem is students’ negative attitudes. Students often assume
target culture phenomena consisting of new patterns of behavior; thus, they try to understand the target
culture within only their own framework of native culture. Isik (2003, 2004) pinpoints a similar
concern for foreign language teaching as students may put barriers between their own culture and the
target culture by rejecting all the values associated with the target culture. When cultural phenomena
differ from what students expect, they may react negatively, characterizing the target culture as
“strange”. The fourth problem is the lack of adequate training on behalf of teachers. Teachers may not
have been adequately trained in the teaching of culture and do not have suitable strategies and clear
goals that would help them to create a framework for organizing instructions around cultural themes.
As it is also proposed in the literature, the development of such framework depends on teachers’ own
definitions of culture from which much of the difficulty arises. Another problem is that teachers may
not know how to measure cross cultural competence and changes in students’ attitudes as a result of
culture teaching. Byram and Kramsch (2008) also state that teachers who teach language as culture
often fear of the stereotypes related to the target culture, and they have concerns related to students’
ability to deduce meanings from what they read and how they interact.

Consequently, how teachers approach to teaching culture in the foreign language classroom, and
whether they have sufficient awareness on how to integrate culture in language teaching have an
important role in determining how and to what extent foreign language culture should be integrated
into language teaching.

Statement of the Problem

There have been studies focusing on the role of teacher in culture teaching (Robinson, 1981; Copper,
1985; Byram et al.,1991; Wolf and Riordan, 1991; Davis and Markham, 1991); teachers’ perspectives
on culture and cultural subject matters (Knox, 1984; Pajeres, 1992; Stodolosky and Grossman, 1994;
Calderhead, 1996; Borg, 2003; Willems, 2000; Sercu, 2000; Brown, 2009); cultural conflict between
teachers and students (Dirksen, 1990; Pajeres, 1992; Gougeon, 1993); and the relationship between
teachers’ beliefs and their instructional practices (Byram, 1991; Hall and Ramirez, 1993; Ryan, 1994;
Cook, 1996; Fang, 1996; Kitao, 2000; Alptekin, 2002; Zhao, 2011). All these studies highlight the
importance of teaching culture as a part of foreign language teaching and the role teachers in this
process.

Devoting as much time to the teaching of culture as to the teaching of language and being
knowledgeable about the culture of the target language are valued both by the teachers and students
(Brown, 2009). However, teachers in different classrooms in different parts of the world still ignore
the importance of teaching culture as a part of language study. In order to overcome this problem, the
first step of integrating culture into language learning should be to identify what teachers already
think, believe and do in the classroom, namely what they already bring to the language classroom.
Identifying what teachers bring to classroom in terms of culture is important to find out what kind of
training, awareness raising and in-service programs are needed to equip further teachers to raise
culturally sensitive, responsive, and inter-culturally competent learners. Although there is a bunch of
literature focusing on culture and foreign language teaching, the results of these studies indicate a
certain level of contextual differences about how teachers define culture and implement it in their
foreign language classrooms (cf. Sercu, 2005). Thus, conducting studies about these issues may
provide invaluable insight into designing and implementing teacher training programs.

One of the most comprehensive studies on culture and foreign language teaching is that of Sercu’s

(2005), in which foreign language teachers from a variety of countries have been investigated. Various
teachers from Mexico to Greece and from Sweden to Poland were investigated to shed more light on
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culture and foreign language teaching; however, there has been a gap in the recent literature on the
perceptions and beliefs of foreign language teachers in Turkish EFL context. Gen¢ and Bada (2005)
also emphasize the need for studies on the beliefs of teachers in Turkish EFL context regarding the
interface of foreign language teaching and culture.

In Turkish EFL context, the situation is rather complex because not only English language Teaching
(ELT) graduates but also non-ELT graduates, who have graduated from programs related to English
language, such as English Language and Literature, Linguistics, and Translation and Interpretation, are
employed to teach English. Although all these groups of teachers have a certain extent of training on
foreign language culture, there may be differences among these teachers in terms of what they already
bring to the classroom about culture and how they integrate culture into foreign language teaching.

In the context of the study, course books the teachers use in teaching English include cultural
elements; and to deal with these the teachers are expected to possess a certain level of cultural
awareness and knowledge related to the foreign language. Teachers are expected to follow an intensive
syllabus in a due time. Hence, how to teach the course and use the course materials are up to teachers
and they decide what to include and what to exclude. As stated in the literature, the teachers in this
context may experience some difficulties regarding what, how and to what extent they should teach
and integrate target culture into foreign language teaching.

As a result, it is crucial to examine how teachers from different backgrounds perceive, think and
practice various aspects of foreign language culture. Regarding the need to investigate culture and
culture teaching in different context of foreign language teaching, this study proposes an original
attempt by comparing teachers of different educational backgrounds rather than cultural backgrounds
to answer the following research questions:
1. What do foreign language teachers in a Turkish EFL context think about:
a) The role of culture in learning and teaching a foreign language
b) Culture teaching objectives
c) The kinds of culture teaching activities they practice
d) Their familiarity with the foreign language culture
e) Cultural aspects they deal in foreign language classroom
2. Are there any significant differences between ELT and non-ELT graduates about their
perceptions, thoughts, and practices regarding culture and culture teaching?

METHODOLOGY

Participants

The participants of the study were 60 teachers teaching English as a foreign language to adult students
enrolled at the university context. They come from various educational fields related to English. For
the purposes of the study, the participants were divided as ELT graduates and non-ELT graduates. 30
non-ELT and 30 ELT graduates participated in the study. These participants may have pursuit MAs or
Ph.Ds. However, in their classification only their BA degrees were taken into account. Participants
have varying years of teaching experience ranging from two to seventeen years.

Instruments

In order to elicit teachers’ perceptions and thoughts about the role of culture in teaching and learning a
foreign language, a questionnaire was designed and follow-up interviews were carried out.
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The Questionnaire

The questionnaire used in the study was adapted from Sercu (2005). It consists of five parts, each
focusing on different aspects of teaching culture in the foreign language classroom. Part A consists of
statements in which participants were asked to state their ideas on the role of culture in the learning
and teaching a foreign language. Part B consists of statements exploring the importance teachers
assign to possible objectives of culture teaching. Part C consists of statements which ask teachers to
self-report how often they practiced different activities related to target language culture during their
teaching time. Part D and E focus on teachers’ familiarity and the extent to which they deal with
different cultural aspects in the foreign language classroom.

The initial version of the questionnaire was first given to the experts in the field for its content validity
and its applicability to the context of the study. Then, 15 teachers who did not take part in the actual
study were consulted for the clarity of the items. After this piloting, necessary changes were made on
the questionnaire. In order to assess the reliability of the questionnaire used in the context of the study,
Cronbach Alpha reliability coefficient was calculated and found as .85. An additional questionnaire
seeking demographic information about the participants such as their years of experience and their
educational background was used.

The Interviews

In order to shed more light on teachers’ perceptions, thoughts and beliefs about teaching and
integrating culture in the foreign language classroom, semi-structured interviews (see Appendix) were
held with total of 10 participants following the completion of the questionnaire. Five of the
participants in the interviews were ELT graduates and five were non-ELT graduates.

Data Collection and Analysis Procedures

The data were collected and analyzed by following a two-step procedure:

1. The questionnaire was administered to both ELT and non-ELT graduates in order to answer
the first research question. The data gathered from the questionnaire were analyzed
descriptively by calculating the means and the percentages. To address the second research
question, ¢-tests were carried out for each part of the questionnaire to compare the ELT and
non-ELT graduate teachers’ responses on the items of the questionnaire.

2. Following the completion of the questionnaire, the interviews were carried out with five ELT
and five non-ELT graduates. Qualitative data gathered through interviews were transcribed,
translated and included in the study to further clarify the issue being investigated.

RESULTS AND DISCUSSION
Teachers’ Opinions on the Role of Culture in Learning and Teaching FL
To investigate what teachers think about the role of culture in learning and teaching a foreign

language, 15 questions were asked to both ELT and non-ELT graduate teachers. Descriptive results
and 7-values gained as a result of ¢-test are presented in Table 1 below.
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Table 1. Results Related to Teachers’ Opinions about the Role of Culture in Teaching FL

ELT NON-ELT
Items of the Questionnaire N % N % t-value
. . . Agree 23 71 28 93
Ql. Ip a FL classroom, teaching culture is as important as Undecided 5 17 > 7 1.973
teaching the FL. -
Disagree 2 7 - -
.. . . Agree 5 17 8 27
Q2,1 sl e orin bngegsnd e Cioigeq |5 {172 7| o2
Disagree 20 67 20 67
Agree 22 73 26 87
Q3. The more students know about the foreign culture, the | Undecided 7 23 3 10 1.034
more tolerant they are. Disagree | 3 | 3
Q4. When speakers of different languages meet, Agree 24 80 23 77
misunderstandings arise equally often from linguistic as Undecided 4 13 6 20 0.000
from cultural differences. Disagree 2 7 1 3
. . , Agree 18 60 24 80
Q5(.1 Fotrelip lan%l.tlfalg.e teachln% tlslholu.l((il er':'liance students Undecided 9 30 4 3 1.424
understanding of their own cultural identity. Disagree 3 10 ) 7
. . . Agree 19 63 23 77
Q6. The cultural dimension in foreign language classes Undecided 6 20 7 3 1.852
should be expanded. -
Disagree 5 17 - -
Q7. European and global identities of the student/ citizen Agree - 15 >0 14 47
- . Undecided 14 47 15 50 -0.227
should be fostered in foreign language/ culture classes. -
Disagree 1 3 1 3
Q8. All the English-speaking countries’ cultures are Agree - 12 40 8 27 0341
equally valid to be represented in an English syllabus. UpdeCIded 10 33 16 53 e
Disagree 8 27 6 20
. . Agree 3 10 2 7
Qr?). "f:se; i;ulcz O]fi :Elctgrci 1111;21121ng1.1age classes can hinder Undecided 3 77 7 23 0.597
Prog g 4 Disagree 9 63 21 70
Q10. Learning about a foreign culture can change the Agree - 4 47 21 70
. . Undecided 8 27 5 17 1.798
student’s attitude towards her/ his own culture. -
Disagree 8 27 4 13
Q11. An emphasis on the study of foreign cultures can Agree - 8 27 > 17
contribute to the student’s loss of cultural identit Undecided 7 23 7 23 -0.948
v Disagree 15 [50] 18 | 60
Q12. The most important goal in learning about a foreign Agree 15 50 20 67
culture is to develop a critical attitude towards both target Undecided 4 13 8 27 2.273%
and native cultures. Disagree 11 37 2 7
Q13. The development of cultural awareness should be Agree - 6 20 4 13
kept only for the most advanced levels. Undecided 3 10 ! 23 0-000
Disagree 21 70 19 63
Agree 20 67 21 70
Q14. Teaching culture motivates students. Undecided 9 30 8 27 0.234
Disagree 1 3 1 3
o Agree 23 77 22 73
QIS. Comblpmg languagq and culture helps learners to Undecided 7 3 7 3 -0.532
improve their language skills. -
Disagree - - 1 3

*: significant at the 0.05 level of significance

As can be seen Table 1, there is generally no statistically significant differences between the ELT and
non-ELT graduate teachers in terms of their opinions about the role of culture in learning and teaching
a foreign language. A closer examination of Table 1 shows that 77% of the ELT graduates and 93% of
the non-ELT graduates think the role of the culture is as important as teaching the foreign language.
Similarly, both groups agree (73% for ELT graduates, 87% for non-ELT graduates) with the idea that
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the more students know about the foreign culture, the more tolerant they are. However, both groups
disagree (67% for both ELT and non-ELT graduates), with the idea that it is impossible to teach the
foreign language and the foreign culture in an integrated way. Hence, most of the teachers think a
foreign language and its culture can be taught together in a foreign language classroom.

This finding is in contrast with what Krashen (1982) claims about the integration of culture into
language classroom. He proposes that culture cannot be learned in the classroom, but should be
acquired in its natural context. Accordingly, whatever teachers do, the classroom cannot reflect the
characteristics of the natural context. Nonetheless, most of the teachers in the present study believe
that culture is a part of foreign language teaching that can be taught in the classroom. The findings of
this study conform to Byram (1988), Bada (2000) and Byram and Kramsch (2008), who are in support
of integrating culture into the language classroom.

A high percentage of the participants agrees (80% for ELT graduates, 77% for non-ELT graduates)
that misunderstandings arise equally often from linguistic and from cultural differences. Furthermore,
60% of the ELT graduates and 80% of the non-ELT graduates think that foreign language teaching
should enhance students’ understanding of their own cultural identity. This brings forward the idea of
culturally responsive teacher who takes the cultural identities of the students in the classroom into
account. The idea of expanding cultural dimension in foreign language classes has received agreement
from both groups with high percentage (63% for ELT graduates, 77% for non-ELT graduates). Both
groups of participants generally stayed undecided (47% for ELT graduates, 50% for non-ELT
graduates) about fostering European and global identities of students in foreign language classes. One
reason for this could be that most of the graduate teachers have only worked in a Turkish EFL context
and thus, they may not be aware of the importance of developing global identities in the language
classroom. Forty percent of the ELT graduates think that all the English speaking countries’ cultures
are equally valid to be represented in an English syllabus. Fifty three of non-ELT graduates are
undecided about such representation of the cultures of all English speaking countries. All groups of
participants disagree (63% for ELT graduates, 70% for non-ELT graduates) with the idea that the
study of culture in language classes can hinder progress in linguistic accuracy. That is, for both ELT
and non-ELT graduates, culture is not a barrier for progress in language.

As for the influence of culture over changing students’ attitudes towards his/her own culture, 70% of
the non-ELT graduates agree with this idea whereas agreement is only 47% for ELT graduates. One
possible explanation of this difference may be attributed to the educational and pedagogical variation
between the ELT and non-ELT graduates since their beliefs may highly be affected by the training
they received during their undergraduate studies. Both groups generally disagree (50% for ELT
graduates, 60% for non-ELT graduates) with the idea that emphasizing the study of foreign language
culture may cause students lose their cultural identity. What is more, 50% of the ELT graduates and
67% of the non-ELT graduates think that the most important goal in learning about a foreign culture is
to develop a critical attitude towards both target and native cultures. When the t-values in Table 1 are
taken into account, the only statistically significant difference between the ELT and non-ELT
graduates is on defining the most important goal in learning about a culture for the development of
critical awareness. A possible explanation of this difference may be the differences in the educational
backgrounds of the two groups of teachers as non-ELT graduate teachers took more courses which
required critical thinking and awareness compared to the ELT graduate teachers. Since they are used
to approach topics more critically, they may think the most important goal while learning about a
foreign culture is to develop critical awareness.

A high percentage of the participants (70% for ELT graduates, 63% for non-ELT graduates) disagrees
with the idea that the development of cultural awareness should be kept only for the most advanced
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levels. This does not conform to the general idea expressed by various teachers in the literature.
Accordingly, teachers may have a tendency to integrate culture in advanced courses since they think
that these learners may handle cultural themes and topics with more ease due to their proficiency in the
target language. However, the teachers in this study think that culture teaching is not only reserved for
advanced levels, but students from other proficiency levels should also be given opportunities to be
exposed to culture.

The motivational strength of culture is accepted by both groups of participants (67% for ELT
graduates, 70% for non-ELT graduates) and both groups of participants think combining language and
culture helps learners to improve their language skills (77% for ELT graduates, 73% for non-ELT
graduates). The following teacher excerpts illustrate what teachers from both groups generally think
about the role of culture in foreign language classroom.

ELT graduate 5

“I think you cannot separate culture from the language. In order for students to
understand the contexts and how they can communicate with the people in those
contexts, they should be familiar with the culture of the target language.”

Non-ELT graduate 2

“One of the reason why I studied American Culture in my under graduate years is that
a language teacher should be familiar with different aspects of the target culture and
how these are revealed in the language people speak. In my classes, I illustrate my
students how culture influences the language to make them aware of the target culture
and think about their own culture.”

Teachers’ Ranking of Culture Teaching Objectives

Part B of the questionnaire asked participants to rank nine possible culture-teaching objectives in order
of importance. The nine objectives in the questionnaire addressed the knowledge dimension, the
attitudinal dimension or the skills dimension of intercultural competence. Figure 1 shows what each
objective addresses with reference to the three dimensions of intercultural competence.

Knowledge Dimension

1. Provide information about the history, geography and political conditions of the foreign culture(s).
2. Provide information about daily life and routines.

3. Provide information about shared values and beliefs.

4. Provide experiences with a rich variety of cultural expressions (literature, music, theatre, film, etc.).

Attitudinal Dimension

5. Develop attitudes of openness and tolerance towards other peoples and cultures.

Skills dimension

6. Promote reflection on cultural differences.

7. Promote increased understanding of students' own culture.

8. Promote the ability to empathize with people living in other cultures.
9. Promote the ability to handle intercultural contact situations.

Figure 1. The description of culture-teaching objectives

Figure 2 presents the most important objectives of the both groups of teachers regarding culture
teaching. The objectives in the following figure are presented in the order of Figure 1.
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Figure 2. The comparison of ELT and Non-ELT graduates rankings

Teachers’ responses show that the majority of the ELT and non-ELT graduates consider providing
information about daily life and routines as the most important objective of culture teaching. This
means that the teachers see culture teaching as a way to increase learners’ familiarity with aspects of
daily life of the people who speak the target language. Second most important objective of culture
teaching appears to be different for the ELT and non-ELT graduates. ELT graduates want to promote
their students’ ability to handle intercultural contact situations whereas non-ELT graduates give
importance to teaching a variety of cultural expressions. Participants’ other responses on the objectives
are similar. The third most important objective of culture teaching is to develop an understanding and
tolerance of the target culture, while exploring the depths of their native culture. The teachers see
understanding of one’s own culture as a prerequisite to develop intercultural awareness and sensitivity.

The findings of this study are parallel to that of Sercu’s (2005). In that study, the teachers from various
backgrounds prefer dealing with the knowledge dimension of intercultural communication most. The
primary goal of the teachers in this study is also to increase learners’ familiarity with aspects of daily
life and promote openness and tolerance in pupil’s attitudes. Moreover, the second most important
ranking for ELT graduates is promoting the ability to handle intercultural contact situations, and for
non-ELT graduates, it is providing experience with a rich variety of cultural expressions. The fourth
most important objective of teaching culture is to develop attitudes of openness and tolerance towards
other people and cultures.

As a result, the findings show that the participants try to touch upon all three dimensions of
intercultural competence, prioritizing the promotion of knowledge dimension more than attitudinal and
skills dimensions. Teachers from both groups expressed their ideas about culture teaching objectives
in the foreign language classroom as:

ELT graduate 2

“The students foremost need knowledge about the foreign culture, especially about the
daily life. If they know how different people communicate, they will be more flexible
in their communicative relations and this will pave the way to develop a more open
attitude and tolerance to the target culture.”

Non-ELT graduate 4
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“I think culture is reflected in the expressions people use when talking to each other. If
we want our students to be successful in handling international contact situations, we
should first teach these expressions. For me, the objective of teaching culture is to
understand different cultural expressions as it is revealed in the literary works, movies,

music and art.”

Teachers’ Practices Regarding Culture-Teaching

To find out about teachers’ culture teaching activities, the participants were asked to indicate how
often they practiced these activities in their classrooms. These activities correspond well with the
dimensions of culture teaching objectives discussed above, namely the knowledge dimension,
attitudinal dimension and skills dimension. Teachers’ self-reports regarding how often they practiced

each activity type is presented in Table 2.

Table 2: Results Related to the Culture Teaching Activities Teachers Practice

. . ELT Non-ELT t-value Mean
Items on the questionnaire
N % N %
. . Often 6 20 13 43
Q1. I ask my students to think about the image 1.163 217
that the media promote of the foreign country. Once in a while 20 67 12 40 : ’
Never 4 13 5 17
Often 21 70 24 80
Q2. I tell my students what I heard (or read) Once in a while 9 30 5 17 0532 273
about the foreign country or culture. ' ’
Never - - 1 3
Q3. I tell my students why I find something Often 19 63 23 7
fascinating or strange about the foreign Once in a while 11 37 7 23 1.220 2,70
culture(s). Never - - - -
Often 5 17 7 23
Q4. T ask my students to independently explore - .
an aspect of the foreign culture, Once in a while 17 57 19 63 1.219 2,00
Never 8 27 13
) Often 13 3 10
QS. I use videos, CD-ROMs or the Internet to Once in a while 17 57 20 7 0211 1.85
illustrate an aspect of the foreign culture.
Never 9 30 7 23
Often 13 43 11 37
Q6. I ask my students to think about what it - -
would be like to live in the foreign culture. Once in a while 17 37 19 63 -1121 2,35
Never - - 10
Often 7 23 30
Q7. Talk to my students about my own Once in a while 16 | 53 30 | -0501 | 195
experiences in the foreign country.
Never 7 23 12 40
Q8. If I have the chance, I invite a person Often 7 23 6 20
originating from the foreign country to my Once in a while 10 33 11 37 -0.163 1,78
classroom. Never 13 43 13 43
. . Often 18 60 16 53
Q9: I ask my pupl'ls to descr'lbe an aspect of Once in a while 9 30 10 33 0.551 245
their own culture in the foreign language. Never 3 10 4 3
. . D . Often 4 13 4 13
Sull?ﬁrle Eg‘:ﬁ’ Oi’lfscstrso‘(’)rl;gmatmg from the foreign =0 2 while 15 | 50 | 14 | 47 | -0.188 | 1,75
Y ' Never 1| 37 | 12 | 40
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Q11. I decorate my classroom with posters Often 2 7 - -

illustrating particular aspects of the foreign Once in a while 7 23 13 43 0.459 1.4
culture. Never 21 70 17 57

Q12. I comment on the way in which the Often 9 30 11 37

foreign culture is represented in the classroom Once in a while 9 30 15 50 1.685 2,07
materials. Never 12 40 4 13

Q13. I ask my students to compare an aspect of | Often 17 57 22 73

their own culture with that aspect in the foreign | Once in a while 10 33 7 23 1.475 2,58
culture. Never 3 10 1 3

Q14. I touch upon an aspect of the foreign Often 5 17 10 33

culture regarding which I feel negatively Once in a while 20 67 17 57 1.489 2,12
disposed. Never 5 7 3 10

Q15. I talk with my students about stereotypes Often 12 40 15 50

regarding particular cultures and countries or Once in a while 15 50 12 40 0.584 2,35
regarding the inhabitants of particular countries. | Never 3 10 3 10

The table shows that both ELT and non-ELT teachers try to implement these activities from time to
time in their classrooms. There is no statistically significant difference between the ELT and non-ELT
graduate teachers in terms of how often they practiced the possible culture-teaching activities in their
classrooms. The findings indicate that the teachers do not devote extra time to teach culture and
cultural elements, but successfully implement relevant aspects of the target culture to ease students’
target language learning process. The findings in this study are parallel to those in Sercu’s (2005)
study, who found that the teachers implement culture-teaching activities occasionally in their
classroom practices.

The interviews shed further light into what kind of classroom activities teachers practice in their
classrooms. When the participants were asked to elaborate on their approach to teaching culture and
the kinds of activities they practiced in the classroom, they generally stated that they did not devote
extra teaching time to teach culture, because of the tight syllabus they have to follow.

ELT graduate 4

“I do not have the luxury to deal with the target culture on its own. I deal with culture
to the extent they appear in the textbooks. I am following a tight syllabus and every
time I deviate from the syllabus, I fall behind and this causes problems. I have to
sacrifice the cultural content in sake of the language content.”

Non-ELT graduate 3

“I try to deal with the culture as much as I can. I do not have extra time to teach the
target culture, so I try to implement the important aspects of the foreign culture as
much as the course content allows me. I would like to deal with culture on its own;
however, the need to catch up with other classes and the need to stick to the syllabus
sets some constraints on my willingness to teach culture as a separate skill.”

Furthermore, they have indicated that they touch upon the relevant aspects of the culture when they
appear in the textbooks or when they feel the need to provide information regarding the target culture.
ELT graduate 5

“It is not possible to teach the target language without referring to its culture. The
books that we use in our courses mainly deal with global issues and intercultural
sensitivity. When the books touch upon similarities and differences between different
cultures, I encourage students to explore their culture and the target culture. It is
important I think.”

Non-ELT graduate 2
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“The textbooks contain cultural references. In order for students to understand these
references, I initiate discussions. These discussions help my students to understand the
cultural elements.”

The participants experience the problem of overcrowded curriculum. Although many teachers are
aware that culture teaching requires extra time, they do not have the extra time to teach culture. They
are also limited to deal with the aspects of culture that are covered in the textbooks or course materials.
These findings suggest that teaching culture is not the aim, but rather a tool to make language-learning
process easier for students.

For most of the activities, the teachers have self-reported that they used the culture-teaching activities
once in a while. A closer examination of Table 2 shows that both groups of teachers practice Q2, Q3,
Q9, Q13, and Q15 more often than other culture-teaching activities in their classrooms. Q2, Q3, and
Q15 are cognitive, teacher-centered activities, where the teachers define the cultural contents. Q9,
Q13, and Q15 are more pupil-centered activities, where the teacher takes the initiative to engage
students in some kind of culture comparison to show them that both their native culture and the target
culture have values, beliefs, and traditions that influence their way of life. Such activities may help
students to develop positive attitudes towards the target culture, or at least pave the way to
intercultural understanding. In the interview, one participant (ELT graduate 1) has stated that cross-
cultural comparisons are valuable resources for teachers to develop intercultural sensitivity. Q13 is the
only activity teachers’ use frequently that deals with skills dimension of culture teaching. In such
activities, the teachers ask the students to compare an aspect of their own culture with that aspect in
the foreign culture. The activities help students develop a better understanding of their own culture,
and develop empathy towards the target culture by analyzing the similarities and differences between
their own culture and the target culture. The teachers in the study can be said to possess some
characteristics of culturally responsive teacher, where the teachers try to seek ways to implement
activities to expose students with the target culture, as well as realizing the characteristics of their own
culture and the diversity within their own cultures. In this way, as Eksi (2009) mentions learner may
be lead to critically examine the target language cultures and should not consider their own cultural
norms as the only natural and correct modes of behavior.

As for the activities that teachers practice the least frequently, most teachers (70% for ELT graduates,
57% for non-ELT graduates) never decorate the classroom with posters illustrating particular aspects
of the foreign culture. One reason that the participants have stated in their interviews is that they do
not have such authentic material to use in the classroom and the sources in the Internet may sometimes
be misleading. Moreover, most of the teachers never invite a person originating from the target
country to their classroom (43% for ELT graduates, 43% for non-ELT graduates). One reason for this
is the difficulty of finding native speakers in their immediate contexts, and their concerns regarding
how students would react to a stranger in the classroom setting.

The teachers try to make use of different sources of information when dealing with the target culture.
Most of the participants (80% for ELT graduates, 83% for non-ELT graduates) ask their students to
think about the image that the media promote of the foreign culture often or occasionally.
Furthermore, the participants also use videos, CD-ROMS or the Internet to illustrate an aspect of the
foreign culture (70% for ELT graduates, 77% for non-ELT graduates). The teachers are sensitive
towards stereotypes regarding particular cultures (90% for ELT graduates, 90% for non-ELT
graduates), where they try to alter students’ stereotypic views of the target culture and people, and
develop more realistic views regarding these people. The following excerpts shed further light onto the
findings of the study.
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ELT graduate 2

“What the students see on Hollywood movies does not truly represent the real life of
the people living in the USA and the UK. Students need to develop a critical view of
the foreign culture, so I use all the sources of news article, videos, the Internet or so on
to show different aspects of the target culture. I believe this helps my students to be
more critical about the stereotypes.”

Non-ELT graduate 1

“The kind of information available on the textbooks is not sufficient to teach the
culture. I make use of movies, news articles, pictures and the Internet to introduce my
students with the foreign culture. All these resources are indispensable for teachers
who are sensitive to teaching culture along with the culture.”

The actual classroom practices imply that the teachers make use of different sources of information to
expose their students to the foreign cultures. All these tendencies show that the teachers try to develop
a critical view towards the foreign culture. All the different sources of information are used by the
teachers to foster an understanding of the target culture and its people.

A common feature of the activities practiced most often in the classroom is that they address the
cognitive domain and are teacher-centered. In other words, teachers’ foremost aim is to share with
their students different aspects of the target culture that may help their target language learning
process. This finding is in accordance with the interview data. Below are some excerpts from the
interviews.

ELT graduate 5

“I am not an expert on the target culture; however, I know enough to help my students
capture the key aspects of the target culture. Whenever there is need for explanation
and elaboration on the target culture, I provide the necessary information.”

Non-ELT graduate 2

“Culture is embedded in the language. Students need to be aware of that. When I teach
English, 1 do not deal only with the linguistic aspects, but also the speakers of that
language, their culture, their literature.”

The interviews show that teachers supplement the course materials with information and activities
related to target culture. In these activities, the teacher initiates some kind of cultural awareness,
probably because they feel that they are the ones that know most about the foreign culture. In the
interviews, they mentioned that if the content of the course material requires some kind of cultural
awareness, they explicitly teach those to their students. In this respect, Brown (2009) asserts that
providing materials and sources to integrate culture is valued both by the teachers and the students and
found effective.

Teachers’ Familiarity with the Target Culture

Part D of the questionnaire asks teachers to report their familiarity with various aspects of the target
culture. Table 3 below shows their responses regarding their familiarity with the target culture.
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‘ . . ELT Non-ELT
Items from the questionnaire N % N % t-value
Q1. History, geography, political system Very Familiar 2 7 10 33 2.089*
Sufficiently Familiar 18 60 13 43
Not sufficiently Familiar 10 33 7 23
Q2. Different ethnic and social groups Very Familiar 1 3 6 20 1.366
Sufficiently Familiar 16 53 13 43
Not sufficiently Familiar 13 43 11 37
Q3. Daily life and routines, living Very Familiar 7 23 7 23 0.219
conditions, food and drink etc. Sufficiently Familiar 20 67 19 63
Not sufficiently Familiar 3 10 4 13
Q4. Youth culture Very Familiar 3 7 23 3.104*
Sufficiently Familiar 17 56 19 63
Not sufficiently Familiar 12 40 14 46
Q5. Education, professional life Very Familiar 3 10 3 10 1.516
Sufficiently Familiar 19 63 25 83
Not sufficiently Familiar 27 2 7
Q6. Traditions, folklore, tourist attractions Very Familiar 10 2 7 0.659
Sufficiently Familiar 16 53 21 70
Not sufficiently Familiar 11 37 7 23
Q7. Literature Very Familiar 6 20 11 37 1.832
Sufficiently Familiar 11 37 12 40
Not sufficiently Familiar 13 43 23
Q8. Other cultural expressions (music, Very Familiar 4 13 23 0.205
drama, art) Sufficiently Familiar 21 70 16 53
Not sufficiently Familiar 5 17 7 23
Q9. Values and beliefs Very Familiar 3 10 7 23 1.227
Sufficiently Familiar 19 63 17 57
Not sufficiently Familiar 8 27 6 20
Q10. International relations, with students' Very Familiar 4 13 3 10 1.308
own country and other countries Sufficiently Familiar 15 50 23 77
Not sufficiently Familiar 11 37 4 13

*: significant at the 0.05 level of significance

When we analyze Table 3 for both the ELT and non-ELT graduate teachers’ familiarity with the target
culture, it is obvious that non-ELT graduates’ familiarity is higher compared to the ELT graduates.
One possible explanation of this may be that non- ELT graduates took more courses related to culture
in their undergraduate years and analyzed different aspects of the target language culture. One of the

non- ELT graduates expressed his familiarity with the target culture as:

Non- ELT graduate 1

“We had some courses related to the target culture. Not only literature, but also about
how the people in the target culture live, behave and talk... I remember analyzing their
life styles and traditions. That’s why I feel like I’m familiar to English culture in many

ways”.

A detailed examination of Table 3 shows that non-ELT graduates were more familiar (33%) with the
history, geography and political system of the English culture compared to the ELT graduates (7%).
However, most of the ELT graduates (60%) stated that they were sufficiently familiar with these
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aspects of the target culture. As for different social and ethnic groups within the target culture, most of
the teachers in both groups admitted that they were sufficiently familiar to the ethnic and social
diversity (53% for ELT graduates, 43% for non- ELT graduates). Likewise, both groups of teachers
mostly stated that they were sufficiently familiar with various aspects of target language culture such
as daily life, routines, living conditions, food and drink (67% for ELT graduates, 63% for non-ELT
graduates); education and professional life (63% for ELT graduates and 83% for non-ELT graduates);
traditions, folklore and tourist attractions (53% for ELT graduates, 70% for non-ELT graduates);
literature (37% for ELT graduates and 40% for non-ELT graduates); other cultural expressions such
music, drama, art (70% for ELT graduates and 53% for non-ELT graduates); values and beliefs (63%
for ELT graduates and 57% for non-ELT graduates); and international relations of the target culture
with students’ own country and other countries (50% for ELT graduates and 70% for non-ELT
graduates). As for the youth culture, although both groups of teachers mostly expressed sufficient
levels of familiarity (57% for ELT graduates, 63% for non-ELT graduates) with this, the number of
the non-ELT graduates was higher (23%) compared to the ELT graduates (3%) in terms of being very
familiar to it. Being very familiar to various aspects of culture differs between the two groups, but this
difference is not statistically significant except for history, geography and political system, and the
youth culture when we examine the #-values in Table 3. The following excerpts from the interviews
illustrate what both groups of teachers generally think about their familiarity with the target language
culture.

ELT graduate 1

“I think I’m pretty much familiar with the daily life and living conditions of the people

in the target culture. I read a lot about the target culture .... I’ve learned many aspects

related to the daily life of the target culture people”.

Non-ELT graduate 3

“I don’t know much about education and professional life in the target culture, but I
think I am very familiar with the art and the literature of the target culture. I like
reading literature and by reading it you learn many things about the culture....you
know in literature you can find history, traces of daily life style, political system etc...”

As can be seen from the excerpts above, ELT graduate teachers generally attribute their familiarity
with the target culture to their reading a lot, visits to the target culture, and the course books they are
using for teaching English. Since most of the current course materials include instances from the target
culture, the teachers acknowledge that these materials are very helpful to make them feel familiar with
different aspects of the target culture. As for non- ELT graduate teachers, they generally attribute their
familiarity to their literary background. As a consequence, although there are teachers who expressed
unfamiliarity with some aspects of the target culture, most of the teachers in the study, regardless of
their educational background, expressed certain levels of familiarity with various aspects of the target
culture. Such familiarity may be helpful to increase intercultural awareness on behalf of students as
well. According to Gobel and Hemke (2010), when teachers have intercultural experiences, it affects
the students’ intercultural awareness. That is, intercultural experiences of the teachers have positive
impacts on the quality of intercultural lessons and intercultural learning outcomes. The next section
deals with how teachers integrate and deal with the different aspects of the target language culture.

The Extent to which Teachers Deal with the Target Culture
Teachers may be familiar with the target culture, but it is of crucial importance to explore to what

extent teachers refer to it in the foreign language classroom. Table 4 shows results related to teachers’
activities about the target culture in the foreign language classroom.
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Table 4: Results Related to Cultural Aspects Teachers Deal in the FL Classroom

Items from the questionnaire ELT Non-ELT t-value
N % N %
Q1. History, geography, political system I deal with it extensively 1 3 2 7 1.433
I touch upon it once in a while 22 73 25 83
I never touch upon it 7 23 3 10
Q2. Different ethnic and social groups I deal with it extensively 2 7 5 17 1.837
I touch upon it once in a while 19 63 21 70
I never touch upon it 9 30 4 13
Q3. Daily life and routines, living I deal with it extensively 18 60 17 57 -0.430
conditions, food and drink etc. I touch upon it once in a while 11 37 11 37
I never touch upon it 1 3 2 7
Q4. Youth culture I deal with it extensively 7 23 8 27 0.499
I touch upon it once in a while 21 70 21 70
I never touch upon it 2 7 1 3
Q5. Education, professional life I deal with it extensively 10 33 4 13 1.677
I touch upon it once in a while 18 60 23 77
I never touch upon it 2 7 3 10
Q6. Traditions, folklore, tourist attractions | I deal with it extensively 7 23 8 27 0.239
I touch upon it once in a while 21 70 20 67
I never touch upon it 2 2 7
Q7. Literature I deal with it extensively 10 33 1.538
I touch upon it once in a while 24 80 15 50
I never touch upon it 4 13 17
Q8. Other cultural expressions (music, I deal with it extensively 9 30 9 30 -0.237
drama, art) 1 touch upon it once in a while 20 67 19 63
I never touch upon it 1 3 2 7
Q9. Values and beliefs I deal with it extensively 7 23 11 37 1.871
1 touch upon it once in a while 19 63 19 63
I never touch upon it 4 13 - -
Q10. International relations, with students' | I deal with it extensively 2 7 5 17 0.865
own country and other countries I touch upon it once in a while 20 67 18 60
I never touch upon it 8 27 7 23

Table 4 displays that both groups of teachers generally deal ‘once in a while” with many aspects of the
target culture such as history, geography, and political system (73% for ELT graduates, 83% for non-
ELT graduates); different ethnic and social groups within the target culture (63% for ELT graduates,
70% for non-ELT graduates); youth culture (70% for -ELT graduates, 70% for non-ELT graduates);
education and professional life (60% for ELT graduates, 77% for non-ELT graduates); traditions,
folklore, tourist attractions (70% for ELT graduates, 67% for non-ELT graduates); literature (80% for
ELT graduates, 50% for non-ELT graduates); other cultural expressions such as music, drama and art
(67% for ELT graduates, 63% for non-ELT graduates); values and beliefs (63% for ELT graduates,
63% for non-ELT graduates); and international relations (67% for ELT graduates, 60% for non-ELT
graduates). Although both ELT graduates and non-ELT graduates generally stated that they dealt with
various aspects of the target culture ‘once in a while’, the number of the non-ELT graduates who
expressed dealing with these aspects ‘extensively’ are higher compared to ELT graduate teachers. The
only exception for this is daily life, routines, living conditions, food and drink of the target culture.
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The number of ELT graduate teachers who stated that they dealt with this aspect was higher compared
to non-ELT graduate teachers.

When t-values are examined, it is clear that there are no statistically significant differences between
ELT graduate teachers and non-ELT graduate teachers in terms of the cultural aspects dealt in the
classroom. One possible explanation of this finding would be the strict curricula all the teachers had to
follow. In the educational context of the study, the university preparatory school, all teachers follow
the same course book reserved for different proficiency levels. Moreover, the students in the context of
the study take the same final exit exam. Thus, the teachers and the school administration pay specific
attention for the consistency among the teachers in terms of the topics covered and materials used.
This may reflect Zhao’s (2011) assertion in the sense that due to exam oriented learning in some
cultures, teaching of the target language culture is often ignored. What is more, the course books touch
upon cultural aspects once in a while. The following excerpts illustrate how ELT graduate teachers
and non-ELT graduate teachers deal with the target culture in the foreign language classroom.
ELT graduate 4

“I try to include some cultural elements in my language class.... But you know, we
have to follow the syllabus, the units in the course book, and materials pack. There are
cultural themes in those materials and they are very useful to touch upon some cultural
issues.”

Non-ELT graduate 2

“I sometimes want to deal more with the history, literature and art of the target culture,
but the topics in the course books are generally limited to daily life and values of the
target culture. Since I have to follow the syllabus, I don’t want to deal extensively with
different aspects of culture other than the cultural themes in the course materials.”

The excerpts above are in collaboration with the findings gathered through the questionnaire as the
teachers’ experiences with the culture in the language classroom are generally limited to the course
materials. However, it is also obvious that there are individual variations among the teachers to decide
how and to what extent to integrate culture in the foreign language classroom.

CONCLUSION

This study tried to shed light on how teachers from different educational backgrounds, the ones
graduated from ELT department and the ones graduated from non-ELT department, in a Turkish EFL
context deal with various aspects of the target culture and what values they attribute to the target
culture as part of the foreign language study.

The findings of the study have indicated that both groups of teachers are generally aware of the
importance of teaching and integrating culture in the foreign language classroom. Although there are
some differences between teachers about which aspects of the target culture to give priority, they
generally stated that culture is an indispensable part of foreign language, and the language classroom
should always welcome cultural elements for student success. This finding highlights the importance
of teachers’ attitude towards teaching culture as a part of foreign language teaching regardless of the
teachers’ educational background. Teachers’ foremost objective to teach culture is to develop an
openness and tolerance towards the target culture. They believe that familiarizing students with the
daily lives of the target culture may pave the way to an understanding of the target culture and its
traditions, values and norms. Such an understanding is also seen as a way to allow students to explore
the varieties of their own culture and the diversity within their culture. This attitude is in accordance
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with what culturally responsive teachers do in the classroom. They use the culture as a tool to
highlight the differences and similarities among different cultures and the speakers of these cultures.

All teachers have knowledge about the aspects of the target culture to some extent, but how they deal
with the target culture is affected highly by the curricular considerations and limitations. One
implication that can be derived from this finding is that teachers should be given more opportunities to
deal with the target culture extensively in their own classes. If they are more flexible in integrating
culture, the students may benefit more in terms of the exposure to the target culture.

It is obvious that teacher has a crucial role to lead the students learn and understand how people in the
target culture act, behave, and communicate. Specific attention should be paid to how to teach culture
(Schulz and Ganz, 2010). In this respect, providing various materials related to the target culture
would be very helpful for them to become more successful learners who communicate with the people
from the target culture uninhibitedly. Various activities and tasks can be designed to introduce
students to the target culture and existing course books can be enriched with more cultural and cross-
cultural themes (Dai, 2011). What is more, the findings of the study pinpoints that culture should not
be treated as a separate entity on its own, but as part of language learning experience. If students do
not know and be exposed to the target culture, they may have difficulties in their relations with people
from other cultures, and as Eksi (2009) puts forward they may not develop a critical attitude towards
their own and other cultures. According to Heuser (2012), students’ comprehension of other cultures
can be expanded as well as their awareness of their own culture by using specific techniques such as
ethnographic interviews. Hence, inclusion of different tasks and techniques into the in-class and out-
of-the class lives of the students can be helpful to foster awareness on culture.

As a consequence, in today’s developing and globalized world, students need to become more
competent in building relations with people from other cultures. As Fyrstenberg (2010) pinpoints, our
goal as teachers is to help building intercultural competence along with the linguistic and
communicative competence as well. Hence, the language class can become the cradle of teaching
culture and intercultural communicative competence our students need. The teachers in this study are
aware of the changes and challenges of the contemporary language classrooms and do their best to
prepare their students to become globalized citizens. One question that needs to be asked at this point
is whether we should insist on teaching standard idealized British/American culture by ignoring the
cultural diversity where the target language is spoken around the globe. That is, teachers should also
consider taking local and multicultural identities into account while considering the place of culture in
language teaching (Alptekin and Tatar, 2011). In order to shed more light on the issues, further studies
are required to explore the actual cultural teaching activities foreign language teachers practice in their
classrooms through observations. Besides, students’ perceptions need to be taken into account to better
understand what they think about culture in foreign language learning, how prepared they feel for the
growing challenges of the globalized world and their understanding of intercultural communication.
Studies that focus on comparing the teachers’ and students’ perceptions on culture would also provide
valuable insights into how culture and culture teaching should be handled in the foreign language
classroom to foster the most benefit for the students.
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Appendix Interview Questions

1. What do you think about the role of culture in teaching and learning a foreign language?
Do you think it is important? If yes, in what ways is it important?

2. What do you understand by “culture teaching” in a foreign language teaching context?
What may be the objectives in teaching culture?

3. What kind(s) of culture teaching activities do you practice during classroom teaching time?

4. How familiar are you with the country, culture, people primarily associated with the foreign
language you are teaching?

5. In the language classroom, how extensively do you deal with particular cultural aspects?
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Abstract

The objective of the present study is to reveal whether there were any significant differences in teachers’ general views of Science
and Technology Curriculum teaching at primary schools in 2009-2010 school term taking into consideration the school/program
they finished, their classroom condition, classroom size and analysis in 2005.Curriculum. In the present study, survey design, one
of descriptive designs in research methods, was conducted in which questionnaires prepared by the researcher were used in order
to get teachers’ views. The questionnaires were administered to 68 out of 74 Science and Technology Teachers teaching at 85
primary schools in towns and villages alike in Erzincan. The data were analysed through SPSS and the arithmetic means and
standard deviations were measured. Mann-Whitney U test and Kruskal-Wallis test were conducted. The results of the study
showed teachers’ positive views on the Science and Technology Curriculum while they showed lack of knowledge about the
curriculum, viability of, and exact practice of the curriculum.

Key words: Science and Technology Curriculum, Instruction, Science and Technology Teachers

INTRODUCTION

In the age of information and technology when scientific knowledge is becoming more and more of great
importance, and the impact of science and technology is clearly observed in every part of life, it is obvious
that Science and Technology Instruction plays a key role in the future of societies. All societies,
specifically the developed ones, are constantly increasing the quality of Science and Technology
Education. Therefore, there is a clear need to develop curricula in order to better understand and teach
science.

The new of science curriculum prepared by a group of scientists has been seriously and academically
investigated. A lot of effort was made to orientate successful students toward science. In the science
curriculum, scientific applications and studies concerning students’ daily lives form only a small portion.
Considering such an approach, emancipation of thought, discussed widely in the 19" century was replaced
by researching and investigation. The main aim of the scientific world is to raise a society of knowledge in
order to have a positive view on the scholars and their works (Yesildag, 2009).

Rapid developments in science and technology as well as the process of change made a significant impact
on curriculum development. While determining the content and strategies of Science and Technology
curriculum, this quality was taken into consideration. Science and Technology is not only a sum of
realities about the world but also a way of research and thinking based on empirical measures, critical
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thinking and constant investigation. Therefore, in teaching Science and Technology, the objective is to
help individuals to learn to reach information directly through investigation, revise and reconstruct his/her
world view as she/he learns and improves his/her wish to learn. A myriad of significant changes in the
field of curriculum development were reported particularly in the USA, the Netherlands, England and
Germany (Halat, Dogan and Marulcu, 2005).

In Turkey, the Ministry of National Education initiated a project and some changes were made in the first
stage of primary schooling the content of Science and Technology Curriculum as were made in other
fields of study in 2004. Researches made on Science and Technology curriculum in 2005 (Akbas, 2006;
Bulut, 2006; Gémleksiz, 2005; Bukova-Giizel and Aklan, 2005; Géziitok, Akgiin and Karacaoglu, 2005;
Erdogan, 2005; Ercan and Altun, 2005; Ozdemir, 2005 Yildirim, 2006;) drew attention in this sense.

Teachers play an important role in the realization of the foreseen instructive practices in a teaching
programme. Teacher’s confidence and self-commitment in the practice of the curriculum, his/her
knowledge about it beside his/her efforts to conduct the activities planned are to be taken into
consideration. Therefore, it was thought that it would be essential that the efficiency of practice in Science
and Technology Curriculum be assessed in 2004-2005 school term based on the views of primary school
teachers who taught the curriculum (Gémleksiz and Bulut, 2006). After a year following the application of
the curriculum, student-centred curriculum conduct, emphasis on experiments and observation, learning
through experience orientation of students toward research, simplification of subject levels, integrated
units and interest of students in science curriculums proved that the practice of curriculum was of a great
success (Bulus, Kirikkaya 2009).

The improvement of quality in education has been one of the main pursuits of educational institutions. All
educational activities are carried out within the framework of syllabi prepared before hand in both formal
and continuous education. What is to be gained at the end is determined and stated in this content. Thus,
the quality of education is majorly dependent on the content applied. As the short comings and flaws of
the curriculum content are amended or completed in accordance with the developments in scientific fields,
the quality of education is also expected to increase (Erden, 1998, 2). Curriculum syllabi should constantly
be evaluated during and after the practice, and the observed shortcomings should be completed so that the
constant improvement and transformation of the content are assured (Ayka¢ and Basar, 2005, 344).

The aim of the present study is to determine teachers’ views on Science and Technology Course syllabus.
In this respect, the research showed whether there were any significant differences in teachers’ general
views of Science and Technology curriculum teaching at primary schools in 2009-2010 school term taking
into consideration the school/program they finished, their classroom condition, classroom size and
analysis in 2005.

Methodology

Research Design

One of descriptive designs, survey design was used in this study.

The participants of the Study

68 science and technology teachers teaching at different primary schools in Erzincan during 2009-2010
school semesters participated in the study.
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Instrument

In the study, considering the goal, content and gains of the Science and Technology curriculum”. Analysis
of Teachers’ Views of Science and Technology Curriculum” scale was used.

Data Analysis

In the analysis of the data collected in the research, different statistical analysis such as arithmetic mean,
standard deviation, Mann-Whitney U test and Kruskal-Wallis test were used. SPSS for Windows 12.00
program was used for the analysis of data..

Findings and Results
The arithmetic mean and standard deviation values are given in Table 1.1 that explains the teachers’
general views of Science and Technology curriculum in 2005.

Table 1Findings related to teachers’ general views of Science and Technology curriculum for 6™, 7" and
8™ grades in 2005

v Standard Meaning
X Deviation
1- Science and Technology curriculumis qualified enough to teach students in 418 | 0597 Agree
parallel with the general aims of Turkish National Education. ’ ’
2- Science and Technology curriculumcanresult inhappy, successful individuals Agree
. . . 3,93 | 0,676
adapting their environment.
3- Teachers have sufficient information about Science and Technology 312 | 0.890 Undecided
curriculum. ’ ’
4- Teachers’ working load has increased in Science and Technology curriculum. | 3,57 | 1,188 Agree
5- Science and Technology curriculum can be entirely put into practice. 324 | 1,121 Undecided
6- Science and Technology curriculum is more connected to real life. 4,16 | 0,704 Agree
7- Together with Science and Technology curriculum, families have become a Undecided
. 3,40 | 0,949
part of the educational process.

Table 1shows teachers’ views of Science and Technology curriculumin 2005 as “agree” in the 1%, 2™, 4™
and 6™items while as “undecided” in the 3, 5™ and 7"items.

Table2Findings related to teachers’ general views of Science and Technology curriculum for 6", 7" and
8™ grades in 2005 in accordance with “the school/ program they graduated from:”

Program of graduation n | Mean Chi- Difference
Rank square

1- Science and Technology curriculum is | Teacher’s Training School 1 59,50 4,802
qualified enough to teach students in parallel | Training Institute 3 [ 28,00 -
with the general objectives of Turkish National | Degree Completion Programme 3 | 38,50
Education. Primary  School  Teaching, | , | |4+,

Faculty of Education ’

Four-Year Bachelor’s Degree 59 | 34,88
2- Science and Technology curriculum can result | Teacher’s Training School 1 63,00 6,056
inhappy, successful individuals adapted to their | Training Institute 3 26,83 -
environment. Degree Completion Programme 3 145,00

Primary School Teaching, 2 1500

Faculty of Education i

Four-Year Bachelor’s Degree 59 | 34,87
3- Teachers have sufficient information about | Teacher’s Training School 1 54,00 1,530
Science and Technology curriculum. Training Institute 3 132,17 -
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Degree Completion Programme 3 | 32,17

Primary School Teaching,

Faculty of Education 2| 4275

Four-Year Bachelor’s Degree 59 | 34,13
4- Teachers’” work load has increased in the | Teacher’s Training School 1 38,50 3,394
Science and Technology curriculum. Training Institute 3 | 24,50 -

Degree Completion Programme 3 11,00

Primary School Teaching,

Faculty of Education 2|32

Four-Year Bachelor’s Degree 59 | 36,11
5- Science and Technology curriculum can be | Teacher’s Training School 1 65,00 3,368
entirely put into practice. Training Institute 3 129,50 -

Degree Completion Programme 3 129,50

Primary School Teaching,

Faculty of Education 2 15,25

Four-Year Bachelor’s Degree 59 | 35,14
6- Science and Technology curriculum is more | Teacher’s Training School 1 58,50 2,643
related to real life. Training Institute 3 |27,50 -

Degree Completion Programme 3 127,50

Primary School Teaching,

Faculty of Education 2 |37

Four-Year Bachelor’s Degree 59 | 34,90
7- Together with Science and Technology | Teacher’s Training School 1 | 48,00 5,600
curriculum, families have become a part of | Training Institute 3 25,00 -
educational process. Degree Completion Programme 3 |4033

Primary School Teaching,

Faculty of Education 2 | 48,00

Four-Year Bachelor’s Degree 59 | 34,00

The table above reveals that all chi-square values regarding all the items were insignificant (p>0.05).
These findings show that there is no difference in teachers’ views regarding the survey items in
accordance with the school/programme they graduated. The table analyzed, it is clearly seen that the mean
rank of teachers’ views graduating from different programmes regarding all items was found to be high.
The results show that all the teachers have positive views.

Table3Findings related to teachers’ views of Science and Technology curriculum for 6, 7" and 8™ grades
in 2005 in accordance with“classroom condition in which they taught in 2009-2010school term:”

Grade | n | Grade Chi- Difference
Arithmetic square
mean
1- Science and Technology curriculum is qualified enough to teach | 6 5 46,90 10,7000* | 4-8
students in parallel with the general aims of Turkish National | 7 5 | 40,60 6-8
Education. 8 2 | 3,50 7-8
6,7,8 | 56 | 33,96
2- Science and Technology curriculum can result in happy, successful | 6 5 30,30 0,952
individuals adapting their environment. 7 5 | 29,10 -
8 2 | 36,00
6,7,8 | 56 | 35,30
3- Teachers have sufficient information about Science and Technology | 6 5 | 45,00 4,819
curriculum. 7 5 36,80 -
8 2 11,00
6,78 | 56 | 34,20
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4- Teachers’ working load has increased in Science and Technology | 6 5 127,50 5,181
curriculum. 7 5 27,50 -
8 2 11,00
6,7,8 | 56 | 36,59
5-Science and Technology curriculum can be entirely put into | 6 5 | 46,70 8,458%* 4-8
practice. 7 5 126,90 6-8
8 2 | 3,00
6,7,8 | 56 | 35,21
6- Science and Technology curriculum is more related to real life. 6 5 33,70 4815
7 5 139,90 -
8 2 | 58,50
6,7,8 | 56 | 33,23
7- Together with Science and Technology curriculum, families have | 6 5 37,50 3,154
become a part of educational process. 7 5 | 22,60 -
8 2 | 48,00
6,78 | 56 | 34,81

(*) p<0.05 significant

The table analyzed, the chi-square values regarding the 1* and 5™items were found to be significant
(p<0.05) while the chi-square values regarding the other items were found to be insignificant (p>0.05).
These findings show that there is difference between the teachers’ views of the item “Science and
Technology curriculum is qualified enough to teach students in parallel with the general objectives of
Turkish National Education” and the item “Science and Technology curriculum can be entirely put into
practice.” In order to understand the reason for the difference, Boenferroni paired comparison test was
carried out. When the table is analyzed, the difference between the views of teachers of 8" grade and
those of the 4™, 6™ and 7™ grades regarding the 1 article was significant at a level of p<0.05. Similarly,
the difference between the views of teachers of 8" grade and those of the 4™and 6™ grades regarding the
5™ article was significant at a level of p<0.05. In the table, it can be seen that the line average of the views
of the 8" grade teachers regarding both articles was lower than those of the other teachers. As a result, it
can be said that most positive views regarding these two articles were presented by teachers of the 6
grades while teachers of the 8" grades presented the highest number of negative views.

Table 4Findings related to teachers’ views regarding the curriculum of Science and Technology for 6™, 7"

and 8" grades in general in 2005 in accordance with “the classroom size:”

Classroom n Line Chi- Difference
Size Average square
1- The Science and Technology Curriculum is qualified | 0-20 people 18 33,64 3,060 -
enough to teach students in parallel with the general aims | 21-30 people 40 35,61
of Turkish National Education. 31-41people 7 37,00
41-51 people 3 19,00
2- The Science and Technology Curriculum can grow | 0-20 people 18 34,00 9,031* 0-20 - 41-51
happy, successful individuals adapted to their | 21-30 people 40 36,61 21-30 - 41-51
environment. 31-41 people 7 35,86 31-40 - 41-51
41-51 people 3 6,17
3- Teachers have sufficient information about the Science | 0-20 people 18 33,53 2,715
and Technology Curriculum. 21-30 people 40 36,05 -
31-41 people 7 35,29
41-51 people 3 17,83
4- Teachers’ working load has increased in the Science | 0-20 people 18 30,50 5,539
and Technology Curriculum. 21-30 people 40 34,05 -
31-41 people 7 49,57
41-51 people 3 29,33
5- The Science and Technology Curriculum can be | 0-20 people 18 26,72 4,341
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entirely put into practice. 21-30 people 40 37,90 -
31-41 people 7 35,57
41-51 people 3 33,33

6- The Science and Technology Curriculum is more | 0-20 people 18 31,89 3,226
connected to real life. 21-30 people 40 36,30 -
31-41 people 7 37,14
41-51 people 3 20,00

7- Together with the Science and Technology | 0-20 people 18 33,47 1,822
Curriculum, families have become a part of educational | 21-30 people 40 35,94 -
process. 31-41 people 7 34,71

41-51 people 3 21,00

(*) p<0.05 significant

When the table is analyzed, the chi-square value regarding the 2™item was found to be significant
(p<0.05) while all the chi-square values regarding the other items were found to be insignificant (p>0.05).
These findings show that there is difference between the teachers’ views regarding the item “Science and
Technology Curriculum can grow happy, successful individuals adapted their environment.” In order to
understand what this difference results from, Bonferroni paired comparison test was carried out.
Regarding this item, the mean ranks of teachers’ views who had a class of 41-51 students was higher
while mean ranks of teachers’ views who had classes of 0-20 students, 21-30 students and 31-41 students
was lower. As a result, teachers who had a class of 41-51 students had more negative views regarding the
item than other teachers.

TableSFindings related to teachers’ generalviews regarding the Curriculum of Science and Technology
for 6", 7" and 8" grades in 2005 in accordance with “the analysis condition of the New Science and
Technology Curriculum:”

Analysis n | Mean Rank U
Condition Rank Total

1- The Science and Technology Curriculum is qualified enough to teach | Yes 60 | 34,65 2079,00 | 231,000

students in parallel with the general aims of Turkish National Education. | No 8 33,38 267,00

2- Science and Technology Curriculum can result in happy, successful | Yes 60 | 35,35 2121,00 | 189,000

individuals adapting their environment. No 8 28,13 225,00

3- Teachers have sufficient information about Science and Technology | Yes 60 | 34,01 2040,50 | 210,500

Curriculum. No 8 38,19 305,50

4- Teachers’ working load has increased in Science and Technology | Yes 60 | 35,10 2106,00 | 204,000

Curriculum. No 8 30,00 240,00

5- Science and Technology Curriculum can be entirely put into practice. Yes 60 | 35,53 2131,50 | 178,500
No 8 26,81 214,50

6- Science and Technology Curriculum is more connected to real life. Yes 60 | 34,26 2055,50 | 225,500
No 8 36,31 290,50

7- Together with Science and Technology Curriculum, families have | Yes 60 | 33,61 2016,50 | 186,500

become a part of educational process. No 8 41,19 329,50

When the table is analysed, in accordance with the analysis condition of the new Science and Technology
Curriculum, all the U levels related to the articles regarding Science and Technology Curriculum in 2005
were found to be insignificant (p>0.05). These finding show that in accordance with the analysis condition
of the new Science and Technology Curriculum, there was no difference between the teachers’ views of
Science and Technology Curriculum in 2005.
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Conclusion and Suggestions

Considering that teachers graduating from different programmes acknowledged positive views regarding
the curriculum in general, it is suggested that in-service training curriculum following the application of
the curriculum were productive and (or the teachers were constantly interested in the curriculum.
However, although the teachers had sufficient knowledge about the curriculum, they noted that they were
incompetent in its viability. In order for teachers to apply the curriculum efficiently, the classrooms are
expected to consist of 20 students. This shows that the curriculum requires more individual activities to be
carried out.

One of the most important results was that teachers teaching the 8" grade students had negative views
about curriculum. These teachers deal with the curriculum as a part, not as a whole. However, when the
curriculum is analyzed, it is seen that the students had concepts that controlled their preliminary
knowledge. Constant information exchange especially between the students of the 6", 7" and 8" grades
can solve these problems. Moreover, it will be useful if the teachers not only benefit from the sources sent
to the schools but also examine the website of the Ministry of Education.
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