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ABSTRACT

WHO ARE “GOOD CITIZENS” AND HOW CAN WE RAISE THEM?
EXPLORING THE PERCEPTIONS OF HIGH SCHOOL STUDENTS AND
TEACHERS IN TURKEY

UYGUN, Erdem
Ph.D., The Department of Educational Sciences (Curriculum and Instruction)
Supervisor: Prof. Dr. Cennet ENGIN

June 2023, 333 pages

The purposes of this study are (1) to study perceptions of teachers and students about
knowledge, skills, attitudes and values that should be developed for cultivating “good
citizens”, (2) to examine teachers' and students' perceptions on how policies of
Ministry of National Education in Turkey (MoNE) for good citizenship can be
improved, (3) to identify differences between teachers’ and students’ perceptions and
formal citizenship education policies, and (4) to suggest school practices that reflect
the characteristics of good citizenship that teachers and students agree on, address the
challenges teachers and students face in implementing citizenship education in Turkey,
and incorporate current scholarly and practical orientations in citizenship education. A
mixed-methods research design was utilized, and data were collected through a scale,
semi-structured interviews, and official documents from the MoNE. In 12 provinces
across Turkey, 1174 teachers and 3061 students from Anatolian High Schools and
Anatolian Imam Hatip High Schools completed an online scale, and 14 teachers and
28 students from four districts in Ankara participated in interviews. First, the results
showed that good citizens are involved, conscious of their country's structure, open to
the world if they have internalized national issues, and have a specific set of qualities,
attitudes, and abilities. Second, the policy and curriculum materials contained
characteristics of the good citizens that the participants had agreed upon. Finally,

school practices were suggested that might promote active participation, stable school-



family cooperation, pleasant teacher-student interactions, hands-on activities, field
trips, and monitoring based on student abilities and interests.

Keywords: Citizenship Education, Good Citizen, Active Citizen, Curriculum, Turkey



0z

“IYI VATANDASLAR” KIMLERDIR VE ONLARI NASIL YETISTIREBILIRiZ?
TURKIYE'DEKI LISE OGRENCILERININ VE OGRETMENLERININ
ALGILARININ ARASTIRILMASI

UYGUN, Erdem
Doktora, Egitim Bilimleri Béliimii (Egitim Programlari ve Ogretim)

Tez Yoneticisi: Prof, Dr. Cennet ENGIN

Haziran 2023, 333 sayfa

Bu caligmanin amaglari (1) 6gretmen ve 6grencilerin "iyi vatandas" yetistirmek i¢in
gelistirilmesi gereken bilgi, beceri, tutum ve degerlere iligkin algilarmi incelemek, (2)
Tirkiye’de Milli Egitim Bakanligimin (MEB) iyi vatandasghga yonelik egitim
politikalarinin nasil gelistirilebilecegine iligkin Ogretmen ve 6grencilerin algilarini
aragtirmak, (3) Ogretmen ve Ogrencilerin algilari ile resmi vatandashk egitimi
politikalar1 arasindaki farkliliklart tespit etmek ve (4) 6gretmen ve Ogrencilerin
tizerinde hemfikir oldugu iyi vatandashik Ozelliklerini yansitan, Tiirkiye’deki
vatandaslik egitiminin uygulanmasinda 6gretmen ve Ogrencilerin karsilastiklar
zorluklar1 gideren ve gilincel akademik ve uygulamadaki yonelimleri kapsayan
program uygulamalari 6nermektir. Karma yontemli bir arastirma tasarimi kullanilmig
ve veriler Olgek, yari yapilandirilmis goriismeler ve MEB'in resmi belgelerinden
toplanmigtir. Tirkiye’nin 12 ilindeki Anadolu Liseleri ve Anadolu Imam Hatip
Liselerinden 1174 6gretmen ve 3061 6grenci ¢evrimigi 6lgegi doldurmus, Ankara'daki
dort ilgeden 14 6gretmen ve 28 dgrenci ise goriismelere katilmugtir. {1k olarak, sonuglar
iyi vatandaslarin  katilimci, ilkesinin yapisinin  bilincinde, ulusal meseleleri
igsellestirmis ise dis diinyaya agik ve belirli nitelik, tutum ve yeteneklere sahip kisiler
oldugunu gostermistir. Ikinci olarak, politika ve &gretim programi belgeleri,
katilimeilarin tizerinde hemfikir oldugu iyi vatandasin 6zelliklerini icermektedir. Son

olarak, aktif katilimi, istikrarli okul-aile is birligini, olumlu gretmen-6grenci

Vi



etkilesimlerini, uygulamali etkinlikleri, saha gezilerini ve d6grencilerin yetenek ve ilgi

alanlarina dayali gbzetimi tesvik eden bir vatandaslik egitimi 6nerilmistir.

Anahtar Kelimeler: Vatandaslik Egitimi, Iyi Vatandas, Program, Miifredat, Turkiye,
Aktif Vatandas
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CHAPTER 1

INTRODUCTION

This chapter consists of four parts. The first part provides background of the study.
The purpose of the study and the relevant research questions are described in the
second part. Later, the significance of the study is discussed. Finally, the last part
provides definitions of key terms peculiar to this study.

1.1. Background of the Study

This section consists of three parts. First the definition and historical development of
the term citizen are explained. Second, the term good citizen is discussed. Third, the

dimensions of citizenship education are presented.
1.1.1. Citizenship: A Multifaceted Concept

The Latin word civis or civitas, which meant a member of an ancient city-state, most
notably the Roman republic, is where the word citizen originates (Smith, 2002).
Citizenship is a concept that has evolved over time, with different cultures and
societies having their own traditions and expectations for what it means to be a good
citizen (Powell et al., 2015; Schoeman, 2006; Szekely, 2020). At its core, citizenship
refers to “membership in a political and geographic community, which provides legal
status, rights, and a sense of belonging” (Buckner & Russell, 2013, p. 739). In the
past, citizenship was often tied to ethnicity, with only certain groups of people being
eligible for citizenship (Woods, 2014). However, with the advancement of technology
and the increase in international travel and migration, the concept of citizenship has
expanded to include a wider range of people (Buckner & Russell, 2013; Keating,
2016). Today, citizenship can be acquired through birth, either by inheriting the
citizenship of one's parents (jus sanguinis) or by being born in a particular state or
territory (jus soli) (Heater, 1999). It can also be acquired through the process of

naturalization, which is when a person who is not already a citizen of a country



becomes one. To become a naturalized citizen in a country, one typically needs to have
legal status in the country, pass a test on the country's knowledge and/or language,
have a clean criminal record, and in some cases, pay a fee or renounce any prior
citizenship (Albrecht et al., 2020; Dronkers & Vink, 2012; Hampshire, 2011; Reichel
& Perchinig, 2015).

In addition to the legal rights and duties associated with citizenship, there are also
social expectations for citizens. These can vary from one culture to another but may
include things like participating in the political process, paying taxes, obeying the law,
and serving in the military (Martin, 2008; Smith, 2002; Woolf, 2010). In some cases,
these expectations are explicitly written into the law, while in others they are more
informal and cultural. Despite the many rights and privileges that come with
citizenship, they are not always easy to enjoy. Castles and Davidson (2000) argued
that some people may face barriers to accessing citizenship, such as lack of access to
education or financial resources, language barriers, or discrimination based on factors
such as race or ethnicity. For these reasons, it is important for governments to ensure
that citizenship is fair and accessible to all. Overall, citizenship is a complex concept
that is shaped by a variety of cultural, social, and political factors. It provides
individuals with legal rights and duties, as well as a sense of belonging and community.
While the specific expectations and privileges associated with citizenship can vary
from one place to another, it is an important way for individuals to participate in and
contribute to their societies.

The transition to constitutional citizenship in Turkey has its roots in the Ottomans. The
Ottoman Empire was a Turkish-Islamic state that ruled in Asia, Europe, and Africa
from 1299 to 1918 (Seyhanlioglu, 2014). The development of constitutional thought
in the Ottoman Empire occurred later than in the West probably due to a lack of
injustice in the empire (Tekin & Okumus, 2018). However, internal and external
forces, including the empire's declining power and the desire for citizens to have a say
in governance and to address law violations, led to the search for new regulations in
the Ottomans’ final period, between 1789 and 1918 (Bucaktepe, 2014; Seyhanlioglu,
2014; Yamag, 2014). The Tanzimat period of reforms, from 1839 to 1876, marked the
beginning of the transition from the concept of tebaa [“people who obey the
government and pay taxes” (Palabiyik, 2001, p. 158)] to that of citizenship and

modernized the empire through education and other policies (Gen¢ & Celik, 2018;
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Ustel, 2008). The transition from absolute monarchy to constitutional monarchy in the
Ottoman Empire, while not a direct celebration of democracy, did contribute to the
modern understanding of citizenship and democracy in the country. With the
establishment of the Republic of Turkey, the authority of the people in the
administration of the state was consolidated by securing it under constitutional laws,
instead of being solely in the hands of the sultans as before (Cetin, 2014).

1.1.2. What Makes a Good Citizen?

There are a wide range of characteristics that make a good citizen, and these can vary
from one culture to another. Some common characteristics include being responsible,
involved in the community, respectful of laws, and willing to help others. Good
citizens often have a strong sense of justice and environmental respect, and work to
protect natural resources. They are also typically informed about community issues
and actively participate in decision-making processes that affect them. In addition to
these general characteristics, good citizens should have a range of specific knowledge,
skills, attitudes, and values. These may include a fundamental understanding of their
country's laws and political system, knowledge of current events and important issues,
problem-solving and critical thinking skills, and a sense of civic duty and a desire to
contribute to the community. Good citizens should also be open to learning and
development throughout their lives. An extensive literature search reflected a wide
range of knowledge, skills and attitudes/values (KSAVs)? that represent a good citizen.
For example, a good citizen should have a fundamental knowledge of their nation's
laws and political system, as well as their rights and obligations. They should be
knowledgeable of current events and important issues, both locally and globally, and
be aware of the history and culture of their society (Davies, Gregory, & Riley, 1999;
Kennedy, Hahn, & Lee, 2008; Kingston, 2016; Martin, 2008; Print & Coleman, 2010).
In addition to having a good understanding of the laws and government of their

country, as well as current events and important issues, a good citizen should possess

1 Knowledge is information and insight obtained through learning or experience, and skill is the
capability of doing something very well, especially since it has been taught and practiced (Longman,
2008). Values are “beliefs about what is right and wrong, or about what is important in life” (p. 1114)
whereas attitude is “the opinions and feelings that you usually have about someone or something” (p.
59). From the definitions it can be maintained that values and attitudes are interrelated, and values affect
our attitudes. To this end, values and attitudes were handled together in the study.
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a number of essential skills, including the ability for problem solving and coming up
with creative and peaceful solutions (Hyman & Levine, 2008). A good citizen should
be able to think critically and analyze data to make wise decisions and be able to work
well with others (Leenders, Veugelers, & De Kat, 2008; Nicotra & Patel, 2016). A
good citizen should have a range of attitudes and values, such as dedication to honesty
and respect for others' rights (Crick, 2007; Martin, 2008), and feel a sense of civic duty
and a desire to contribute to their neighborhood (Buk-Berge, 2006; Tse, 2011). A good
citizen should also have empathy for others and be tolerant of those who may hold
different beliefs or come from different backgrounds and be open to lifelong learning
and development (Biesta, 2011; Held, 2010; Schoeman, 2006).

Models of citizenship have been the subject of normative discussions for many years
(Pykett, Saward, & Schaefer, 2010). To provide an example, republicans believe that
good citizens should ideally possess values and be primarily focused on the greater
benefit of society, while liberals define good citizens as those who exercise their rights
and freedoms while upholding the rights and liberties of others (Abowitz & Harnish,
2006; Pykett et al., 2010). According to socialists, good citizens are those who strive
for and protect social and economic equality (Knowles, 2019).

There are different models of citizenship beyond just the republican, liberal, and
socialist models. For example, active citizenship is highly accepted in European
contexts and involves participation in civil society, community, and/or political life,
characterized by mutual respect, non-violence, and adherence to human rights and
democracy. Active citizenship has four dimensions: protest and social change,
community life, representative democracy, and democratic values, according to B. L.
Hoskins and Mascherini (2009). Westheimer and Kahne (2004) also divide democratic
citizens into three categories: personally responsible, participatory, and justice-
oriented citizens. Personally responsible citizens focus on their own behavior and
responsibility, participatory citizens focus on participating in their community, and

justice-oriented citizens focus on creating a more just society.

There is a lack of agreement among democratic traditions on the concept of citizenship,
which can range from passive rights to active participation and vary in intensity and
context. Some view citizenship as simply existing in a democracy, while others see it
as acting with social responsibility towards others or being involved in decision-

making processes that impact society. To achieve a thick democracy, it is necessary to
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internalize and practice participatory or justice-oriented citizenship rather than just
being personally responsible.

1.1.3. Citizenship Education: Fostering Good Citizenship

Civic education is a long-standing concept that has roots in ancient Greece and Rome
and has been further developed by philosophers such as Rousseau and John Dewey
(Ailwood et al., 2011; Phillips & Moroz, 1996). It involves the process of teaching
individuals about KSAVs related to being a good citizen, including understanding and
participating in the formal and informal rules of citizenship, through diverse forms of
formal, non-formal, and informal learning, such as schooling and social interactions
(Lee, 2020; Keating, 2016). The meaning of citizenship education may vary depending
on the country's politics, history, and current political climate, and it may involve
teaching concepts such as globalism, multiculturalism, tolerance, democracy, human
rights, and social justice (Altintas & Karaaslan, 2019; Andrsova, Lasek, Loudova, &
Novotny, 2016; Johnson & Morris, 2010). In the past, citizenship education often
focused more on instilling national identity and patriotism, but today it is often referred
to as education for democratic citizenship, which emphasizes critical thinking, political
literacy, and problem-solving skills, as well as active participation in civic practices
and a greater emphasis on tolerance, equality, respect for democracy, and human rights
(Keating, 2016).

In the 21st century, it is important for citizenship education to help students understand
and adapt to a world that is becoming more globalized and diverse in terms of ethnicity,
culture, race, and religion. There are different approaches to citizenship education that
have emerged in response to these changes, including global citizenship education,
which focuses on placing citizenship within a global context; multicultural citizenship
education, which promotes tolerance and non-discrimination; democratic citizenship
education, which emphasizes critical thinking, cooperation, and diversity; and critical
citizenship education, which focuses on social change and activism. Democratic
citizenship education specifically involves both learning about democratic citizenship
and actively participating in democracy, which can be facilitated through educational
environments that encourage critical thinking, tolerance, collaborative practices, and
extracurricular activities such as volunteering (Dewey, 1916; Mccowan, 2009; Mirra
& Morrell, 2011; Phillips & Moroz, 1996; Print & Lange, 2012; Rhoads, 1998;
Schimmel, 2003). These goals can be achieved through teaching approaches that are
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participatory, open-ended, and interactive, and that involve direct engagement with
community members and collaborative inquiries on controversial topics (Clough &
Holden, 2002).

Groups marked by race, ethnicity, or indigenous identity often face exclusion from full
civic participation, including social, economic, and cultural discrimination, which
limits their ability to have political representation or influence on decisions affecting
their lives (Castles & Davidson, 2000). To ensure that marginalized or disadvantaged
people can fully participate in society, social inclusion, which involves expanding
democratic principles and practices to promote equality and belonging, stands as a key
term in democracy (Saloojee, 2003). Multicultural citizenship education that values
social inclusion is a form of education that focuses on recognizing difference, national
cohesion, and equality as educational values, and encourages critical engagement with
different lifestyles and a focus on the common interests of the country (Blum, 2014).
It can help reduce discrimination and promote positive attitudes towards diversity. It
is important to recognize that multicultural citizenship education is not separate from,

but rather should be incorporated into, democratic citizenship education.

The Universal Declaration of Human Rights, adopted by the United Nations in 1948,
expanded the concept of human rights to be more universal and focused on individual
rights, leading to a shift in the understanding of citizenship from being tied to a specific
nation to a form that transcends national boundaries (Buckner & Russell, 2013; United
Nations, 2022). As a result, elements of global citizenship have increasingly been
incorporated into citizenship education policies. Previously, the primary focus of
citizenship education was to foster a sense of national identity, culture, and political
loyalty among citizens (Green, 1990). However, some researchers now argue that
citizenship extends beyond national borders (Salter & Halbert, 2017; Schutte, Kamans,
Wolfensberger, & Veugelers, 2017; Tidikis & Dunbar, 2019). In the current globalized
world, individuals are expected to be aware of the interdependence of nations, actively
work towards solving global problems, and be respectful of diversity (Woolf, 2010).
Global citizenship education aims to foster a sense of responsibility towards global
issues and promote a more peaceful and just world. It is important for individuals to
have a global perspective and understand the interconnectedness of nations to
effectively address and solve global problems (Banks, 2001; Clough & Holden, 2002).



Citizenship education can promote social justice and democracy, but may not
necessarily encourage critical thinking, according to Costandius and Bitzer (2016) and
Biesta (2011). These researchers argue that it is important to incorporate critical
thinking and action that challenges the status quo in citizenship education. Traditional
education often sees the teacher as the provider of knowledge for the dominant culture
and students as empty vessels to be filled with that knowledge, leading to uncritical
acceptance of the status quo (Faulks, 2006; Freire, 2000; Giroux, 2011; Lawson, 2001;
Lazar, 2010). Some research suggests that citizenship education should contribute to
social justice and social reconstruction, rather than maintaining the status quo, by
helping students understand power relations and actively work towards eliminating
oppressive structures in society (Tladi & Makombe, 2017). Critical citizenship
education aims to educate critical citizens who are aware of and defend and promote
their rights and responsibilities, act against oppressions, injustices, and practices in
society, and question and challenge given information (Costandius & Bitzer, 2016;
James & Iverson, 2009; Johnson & Morris, 2010). Class discussions and debates, real-
life role-playing, and case studies can all assist in the development of critical thinking
skills and the introduction of controversial topics in discussions can be helpful for
political socialization among students (Piedade, Malafaia, Neves, Loff, & Menezes,
2020). Critical citizenship education is an important perspective for cultivating justice-
oriented democratic citizens by adding social change skills and activities to the
democratic involving activities of participatory citizens. To achieve a thick democracy,
it is necessary to raise participatory and justice-oriented citizens.

All three approaches to citizenship education (global-multicultural, democratic, and
critical) are interconnected and necessary for good citizenship in thick democratic
societies. Democratic citizenship education is an umbrella that includes elements from
all the approaches detailed, including critical thinking and problem-solving skills from
global and critical citizenship education and respect for diversity from multicultural
citizenship education. In democratic countries, citizenship education should
incorporate elements from approaches outlined to develop active citizens with

balanced cultural, national, and global identities.

Previous research has found that national elements and fulfilling duties towards the

state are prioritized in citizenship education in Turkey (Akin, Calik, & Engin-Demir,
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2017; Sen, 2020), but there has been a recent shift towards incorporating issues related
to human rights and active citizenship (Gen¢ & Celik, 2018; Kurum, 2018). However,
there remain challenges in implementing and teaching active citizenship. There are
still issues with a lack of concreteness in concepts such as global citizenship and
democracy, as well as a dominant focus on Sunni-Muslim themes and limited cultural
diversity in the curriculum (Kus, Arik, Altunok, & iridag, 2018; Sen, 2019). Clearly,
Turkey has been affected by the transformations in the world regarding democracy,
human rights, globalization and multiculturalism and has started to reflect this in its
citizenship education policies, but this is not yet complete. For this reason, there is a
need to examine the current policies from these perspectives and to suggest school
practices that respond better to these transformations. Additionally, problems exist in
the implementation of the citizenship curriculum at all levels, including superficial and
abstract subjects, insufficient scope, inadequate or dysfunctional extracurricular
activities and guidance, pressure from the exam-based structure, insufficient
educational materials, and teaching processes that do not effectively consider context
or student differences (Cigek & Topgu, 2015; Giirel, 2016; Karakus & Kuyubasioglu,
2017; Karaman & Karaman, 2016; Sel, 2021). Therefore, there is also a need for
suggestions that identify the problems experienced by teachers and students in the
implementation of citizenship education and include improvements. Along with this,
to create a positive school climate for the effective acquisition of citizenship, a
mutually agreed understanding of what good citizenship means is important (Homana
& Barber, 2007; Stuteville & Johnson, 2016). To achieve this, curriculum developers
should consider the elements that teachers consider important in citizenship education
(Davies et al., 1999). There is also a need to include students' own definitions of good
citizenship in the curriculum, as little is known about how students themselves define
and understand civic life (Rubin, 2007). Hence, it is essential to formulate more
meaningful and motivating school practices for teachers and students in Turkey that
incorporate their own definitions of good citizenship without excluding any. This study
aims to suggest school practices that take into account Turkish teachers' and students'
views on definitions and ideals of good citizenship, incorporate current directions and

changes in citizenship education, and address gaps in practice.



1.2. Purpose of the Study and Research Questions

The purposes of this research are (1) to study perceptions of teachers and students
about knowledge, skills, attitudes and values (KSAVs) that should be developed for
cultivating “good citizens”, (2) to examine teachers' and students' perceptions on how
Turkey Ministry of National Education (MoNE) educational policies for good
citizenship can be improved, (3) to identify differences between teachers’ and
students’ perceptions and formal citizenship education policies, and (4) to suggest
school practices that reflect the characteristics of good citizenship that teachers and
students agree on, address the challenges teachers and students face in implementing
citizenship education in Turkey, and incorporate current scholarly and practical
orientations in citizenship education. The research questions of this study are as

follows:

I.  What are the priorities of teachers and students on knowledge, skills, attitudes,

and values to be developed in cultivating “good” citizens in Turkish schools?

a. Do teachers’ perceptions significantly vary based on gender,

experience, and subject?

b. Do students’ perceptions significantly vary based on school type and

parents’ education level?

Il.  What are perceptions of teachers and students on MoNE's educational policies

in cultivating “good” citizens?

1. To what extent are formal citizenship curriculum policies consistent with
teachers’ and students’ perceptions of the characteristics of a “good” citizen

and an effective citizenship education?

IV.  What are the school practices in citizenship education based on teachers' and
students' perceptions of the characteristics of a "good" citizen and an effective

citizenship education?
1.3. Significance of the Study

This study suggests school practices that address current issues related to citizenship
education policies being implemented in Turkey, incorporate teacher and student

perceptions, and embed elements based on current literature. The results of this study



have potential significance for literature and practice in terms of increasing the
effectiveness of teaching and learning in citizenship education in Turkey, bridging the
gap between planning and implementation, and aligning current policies with

international movements.

This study can be of significant importance as schools, teachers, and curriculum
developers play a crucial role in cultivating effective citizens. There is often criticism
that public schools are not producing good citizens, but a positive school climate is
important for the acquisition of citizenship (Homana & Barber, 2007; Stuteville &
Johnson, 2016). To ensure that citizenship education is effective, it is necessary to
consider both the formal, informal and hidden curriculum (Ornstein and Hunkins,
2018). While the formal one defines the knowledge, abilities, and attitudes that
students are intended to gain, the informal one—which is generated via interactions
and connections between students and teachers—can also significantly affect student
learning. To avoid inconsistencies, make sure that the two are consistent, and make
sure that pupils are getting the same message about citizenship (Lickona, 1991; Prior,
1999). To ensure this consistency and effectively cultivate good citizens, it is important
to have a mutually agreed understanding of what “good citizenship” means (Stuteville
& Johnson, 2016). This can be achieved by taking into account elements of citizenship
education that teachers consider important (Davies et al., 1999). It is equally important
to include students' own definitions of good citizenship in the curriculum, as little is
known about how students themselves define and understand civic life (Rubin, 2007).
These definitions can contribute to the effective cultivation of good citizens by
replacing static and decontextualized citizenship learning that does not account for
social factors that may influence students' understanding of citizenship (Tupper et al.,
2010). This study can increase teachers' and students' sense of ownership of the
citizenship curriculum and its relevance to their daily lives by suggesting school
practices having content, pedagogies and implementation strategies adapted to Turkish

teachers' and students' perceptions of the "good citizen™.

Along with this, Turkey's democracy is categorized as a hybrid regime, in which both
democratic and undemocratic practices coexist, according to the Economist
Intelligence Unit (EIU)'s democracy index (EIU, 2022; Kurtoglu Eskisar &
Durmuslar, 2021). Moreover, the World Values Survey reveals that there has been a

shift towards right-wing views in Turkey between 1999 and 2018, which is closely
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linked to the attitudes and values of people in the country (Yagci, 2022). Turkish
people tend to hold left-leaning economic views such as state intervention in the
economy and social justice policies, but right-leaning ideological beliefs due to their
religiosity and prioritize their Muslim identity over their Turkish identity, as identified
in the Europe and Turkey Values Research studied by Esmer (2002). In this research,
a large number of respondents in Turkey showed support for democratic
administration and a preference for religious leaders but stated that they would not
engage in more strenuous democratic involvement, such as boycotts or strikes. Their
choices may not always align with democratic principles, such as preferring a leader
who does not work through parliamentary or electoral processes or prioritizing
obedience to authority over democracy. When considering the desired characteristics
for cultivating children, Turkish citizens prioritize good manners, diligence, and
responsibility, while placing less importance on independent behavior,
creativity/imagination, and perseverance/determination. This suggests that they value
good citizenship characteristics emphasizing obedience over free mind. So, Turkey's
hybrid democracy understands citizenship as obedience, religiosity, patriotism and
moderate participation in democracy. In this context, all the characteristics of good
citizenship that have emerged in previous studies will not fit into this understanding.
In addition to reflecting teachers' and students' perceptions of good citizenship, this
study can have significant implications as it suggests school practices that help bring
the current Turkish citizenship education policies closer to the current international

movements.

Another important point that needs to be taken into account is what previous research
in Turkey has emphasized about citizenship education. These include issues in the
implementation of global, active citizenship and multiculturalism goals that have
recently been incorporated into the curriculum (Kus et al., 2018; Sen, 2019), the lack
of school environments promoting democracy (Akin et al., 2017; Ersoy, 2014; Ulger,
2013), the need for in-service training to increase teachers' knowledge and skills in
different aspects of citizenship education (Feyzioglu, 2014; Gtirel, 2016), problems in
the functioning of school-family cooperation (Firat Durdukoca, 2019; Kurum, 2018),
curriculum intensity (Celikkaya & Kiiriimliioglu, 2018; Giil & Mavis Sevim, 2021),
and problems in the implementation of constructivist pedagogies (Bayburtlu, 2020;

Metin Goksu, 2021). While past research offers valuable contributions for a better
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citizenship education in Turkey, the importance of this study lies in the possibility of
holistically addressing the first-order problems experienced by the participants —
teachers and students - in citizenship education and offering structural solutions in the

suggested school practices.

As a result, this study has three anticipated dimensions of significance. First, by
identifying potential discrepancies between teachers’ and students’ perceptions of
good citizenship and Turkish citizenship education policies and suggesting school
practices that take these perceptions into account, the study can help to increase the
effectiveness of citizenship education by recommending some policies more fully
adopted by teachers and students. Second, the study can help to bridge the gap between
policy and practice by identifying issues that arise during the implementation of
existing policies and offering recommendations. Third, by comparing Turkey's socio-
cultural and socio-political structure with good citizenship and citizenship education
identified in previous national and international research, the study can help to align
current policies more closely with international movements and directions. This
research aims to consider the issues with current citizenship education practices in
Turkey, as well as the perceptions of teachers and students regarding what it means to
be a "good citizen". It suggests school practices that address these issues, incorporate
the perspectives of teachers and students, and consider and are shaped with the current

research on citizenship and citizenship education.
1.4. Definitions of Terms

Knowledge, Skills, Attitudes and Values (KSAVs): Knowledge is information and
insight obtained through learning or experience, and skill is the capability of doing
something very well, especially since it has been taught and practiced (Longman,
2008). Values are “beliefs about what is right and wrong, or about what is important
in life” (p. 1114) whereas attitude is “the opinions and feelings that you usually have
about someone or something” (p. 59).

Citizen: People who live in a certain political sovereignty with a combination of (1)
rights in the state, (2) obligations or duties to the state, and (3) emotional attachment
to the country at the local, national, and global levels (Joppke, 2007; Osler & Starkey,
2005; Pierson, 2004).
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Citizenship Education: A socialization process in which an individual learns
citizenship information, skills, and values including global identity, critical thinking,
environmentally friendliness, tolerance, democracy, human rights, and social justice
that both their society and the diverse world uphold with through formal, informal, and
hidden curriculum, as well as social involvement and interactions (Clough & Holden,
2002; Galston, 2003; Johnson & Morris, 2010; S. Lee, 2020).

Good Citizenship Characteristics: A set of KSAVs that a good citizen should have
and develop.

Democracy: In its broadest sense, it is a system of governance in which citizens have
the ultimate authority in political affairs (Clough & Holden, 2002) instead of a
minority, and have legally guaranteed individual rights (Arthur, Davies, & Hahn,
2008). Clough and Holden (2022) presented some key elements of democracy. For
them, in functional democracies, there should be freely given consent, which means
that adults should be able to exercise their right to vote without fear of violence or
threats, and the press must be able to freely express their views. Every adult, regardless
of their race, gender, religion, or property ownership, should have the right to vote. In
addition, there should be checks and balances and pressure groups, such as a free
legislature or trade unions, to ensure that governments are checked and held

accountable.

Good Citizen in Democracy: An active citizen who participates in activities for the
common good, respects and understands law and democracy, understands how state
institutions work, does not blindly obey authority and laws, and devises or participates
in nonviolent ways to eradicate the core causes of issues or unjust laws (e.g., Carr,
2008; Crick, 2007; Deardorff & Kupenda, 2011; Hope, 2012; Johnson & Morris, 2010;
Mclaughlin, 1992; Tladi & Makombe, 2017; Westheimer & Kahne, 2004).

Hybrid Democracy: A regime in which both democratic (e.g., regular multiparty
elections) and undemocratic values and practices (e.g., restrictions on press and media
freedom) coexist (Kurtoglu Eskisar & Durmuslar, 2021; Oney & Murat Ardag, 2021).

Educational Policy: Policies, “at the most fundamental level, express what a
government intends to do—or not do—about an issue” (Ailwood et al., 2011, p. 642).
Educational policies, on the other hand, are state-regulated decision-making processes

regarding the implementation of the constitutional right of a citizen to receive
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education, considering the influence of various political actors (Terziyski, 2021).
Much of what happens in educational institutions is framed by educational policies,
which impacts the experiences of individuals who study or work in educational
institutions (Bell, 2020).

Formal, Informal, and Hidden Curriculum: In education, the curriculum comprises
a variety of components, including formal, informal, and hidden curriculum. The
formal curriculum is explicitly outlined in documents such as curriculum guides,
course of study, or lesson plans and focuses on goals, objectives, subject matter, and
instructional organization. The informal curriculum emerges through teachers'
adjustments during teaching, emphasizing socio-psychological interactions and
encompassing feelings, attitudes, and behaviors. The hidden curriculum encompasses
unwritten and unintended lessons learned by students, shaping their experiences and
attitudes. These three dimensions of the curriculum shape students' educational
experiences (Hewitt, 2006; Ornstein & Hunkins, 2018).
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CHAPTER 2

LITERATURE REVIEW

The purpose of this chapter is to provide an overview of the literature on citizenship
and citizenship education. First, the term citizenship is explained. Second, the main
characteristics of a good citizen are presented. Third, different approaches to good
citizenship in democracy are discussed. Fourth, definitions and approaches to
citizenship education are depicted. Fifth, the difference and interrelation between
formal, informal and hidden curriculum is presented. Sixth, a historical picture of
citizenship in Turkey is presented. Seventh, citizenship education in Turkey is depicted
and discussed from past to present. Eighth and last, summary of the literature review

is presented.
2.1. The Historical Development of Citizenship

The Latin word civis or civitas, which meant a member of an ancient city-state, most
notably the Roman republic, is where the word citizen originates (Smith, 2002). Later,
the title of citizen (citoyen, citoyenne), which is a common term today, was adopted
by the French revolutionaries to proclaim equality and the abolition of aristocratic titles
of privilege (Heater, 1999). According to this definition, there is no hierarchical
structure among the people living in a country and people are equal constituents of the
state. Despite its unifying and egalitarian meaning, the essence of citizenship is in itself
influenced by social, economic, and political developments and by the structure of
cultures (Powell, Dalton, & Strom, 2015; Schoeman, 2006; Szekely, 2020). Each
culture has its own traditions, customs, history, and view of the world which lead to
different expectations from citizenship. To illustrate, in their study, Kennedy et al.
(2008) found that students between the ages of 11 and 14 in the United States placed
more importance on social movement-related actions as indicators of good citizenship
than their Australian and Hong Kong counterparts, and this difference can be attributed

to the political culture of each society; American students have learned about the
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importance of citizen protests in their country's political history. Fundamentally,
however, citizenship can be defined as “membership in a political and geographic
community, which provides legal status, rights, and belonging” (Buckner & Russell,
2013, p. 739). It defines the ideal relationships that exist between individuals in the
public domain, as well as between individuals and the state (Tse, 2011).

In ancient times, citizenship was bound to ethnicity, and people not from a particular
city or state could not be granted citizenship. In some cases, citizenship was limited to
certain classes of people, such as freeborn men (Woods, 2014). Some transformations
in the world over time such as the advancement of information and communication
technologies, global integration, economic interdependence, the rise of universal
human rights discourse, and increase in international travel and migration have caused
cultures to become more intertwined with each other causing change in the conception
of citizenship (Buckner & Russell, 2013; Keating, 2016). Thus, the concept of
citizenship has expanded to include a wider range of people with its emphasis on
legally guaranteed rights and duties between the state and its citizens, and emphasis
on national identity rather than ethnicity (Keating, 2016; Smith, 2002).

According to Heater (1999), citizenship can be acquired in two ways today: by jus
sanguinis and by jus soli. Jus sanguinis meaning that citizenship by inheritance, refers
to the fact that a child is given their parents' citizenship at birth. Jus soli means
citizenship by state territory: one gains citizenship in the land of one's birth. Another
way of acquiring citizenship is by naturalization. Naturalization is the process by
which a person who is not already a citizen of a country can become one. This is a
fundamental fact of the transformation of the nature of citizenship from one based on
ethnicity to a legal contract. Having a legal status in the nation such as that of residence
for a while, passing a test on the country knowledge and/or language (Albrecht,
Giesing, & Schaller, 2020; Dronkers & Vink, 2012; Hampshire, 2011; Reichel &
Perchinig, 2015), and having a clean criminal record (Albrecht et al., 2020; Reichel &
Perchinig, 2015) are typically requirements for naturalization, though they can vary
from one country to another. For some countries, applicants are required to pay a fee
(Albrecht et al., 2020; Dronkers & Vink, 2012), and might also need to renounce any
prior citizenship (Reichel & Perchinig, 2015). People who successfully complete the
naturalization process are entitled to become citizens of a nation. According to this
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modern “state-centric” citizenship understanding, regardless of the ethnicity, people

living in a specific political sovereignty are entitled as citizens (Joppke, 2007).

The definition of modern citizenship is generally understood to include the rights and
obligations associated with being a member of a particular nation-state. A nation-state
is a combination of a political unit (the state) that controls a bordered territory and a
national community (the nation or people) that has the power to impose its political
will within those borders (ince, 2012). A citizen today is a person who belongs to a
nation-state and is obligated to support its government. A citizen is obligated to abide
by the laws of the country in which they reside and is entitled to the rights and
protections provided by those laws (Heater, 1999; Keating, 2016; Pierson, 2004).
These rights include such as voting, joining a political party (Woolf, 2010), and
generally to join political debates as equal citizens (Smith, 2002), and duties that they
must fulfill such as joining the army and paying taxes (Woolf, 2010). Martin (2008)
purports that there are two aspects of citizenship in democracies today: political and
civic. Political aspect of citizenship interacts with the state such as voting, reading
about current events, writing to officials whereas the civic aspect interacts with other
people such as being nice and helpful to others. Both are needed to fully function in
democratic societies (Martin & Chiodo, 2007). B. L. Hoskins and Mascherini (2009)
added that citizenship increasingly embraces active participation in democratic
processes. They conveyed that research on citizenship historically centered on the
rights and responsibilities of individuals in relation to the state. More recently, research
has turned to examining citizens' participation in political processes and emphasizes
individual actions taken with the intention to influence. This shift has led to a revised
understanding of citizenship as including individual involvement in participatory
democracy, specifically with a focus on citizens' participation in decision-making and
deliberative democracy, in which more people are involved in policy development

negotiations.

Osler and Starkey (2005) mention the feeling aspect of citizenship as well, that is,
feeling a sense of belonging to the country at local, national, and global level. It is one
of the probable reasons why countries sometimes ask prospective citizens to pass
language tests and country-specific citizenship tests (Albrecht et al., 2020) to check
whether the initial integration of prospective citizens into the country is complete in

terms of the language, culture, and values of the country. For example, in the late
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1990s, the Dutch government introduced such tests and “applicants for naturalization
even needed to feel Dutch” (van Oers, 2009, p. 129) to pass them. In many countries,
prospective citizens are selected based on their ability to integrate easily into the

country.

In light of these, research shows that the meaning of citizenship has passed through an
array of phases due to economic, technological, and cultural changes until today
(Kymlicka & Norman, 1994). The concept of citizenship has evolved over time to
include a broader range of people, with an increased focus on legally guaranteed rights
and obligations between the state and its citizens, greater participation in democratic
processes as well as a greater emphasis on national identity rather than ethnicity.
Notably, Keating (2016) came up with an overarching figure depicting
multidimensional nature of citizenship (p. 37):

Legal Status Political and civil rights Identity
R — Behaviour
Social and economic rights Citizenship (e.g. voting and volunteering)
(e.g. welfare payments)
/
Competence and skills Values Culture
(e.g. political literacy) (and/ or cultural rights)

Figure 2.1. Different Dimensions of Citizenship According to Keating (2016)

As the figure presented, citizenship today includes (a) legal status, such as political,
civil, social, and economic rights as well as (b) behaviors like voting, volunteering, or
paying taxes, (c) knowledge and skills to function as effective citizens such as political
literacy or governmental knowledge, and (d) values, identity, and culture of

belongingness to the community.
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2.2. Defining the Characteristics of Good Citizen

Breeze (1924), who used the terms “efficient citizen” and “good citizen”
interchangeably, reasoned that the main goal of education, according to many
prominent educators, is to prepare individuals to be effective members of society, and
the next step is to identify the characteristics necessary for a person to be a good
citizen. From a holistic perspective, there are some characteristics that make a good
citizen. Being responsible, being involved in their community, respecting their
country's laws, and being willing to help others are just a few examples. Furthermore,
good citizens commonly have a strong sense of justice and environmental respect, and
they work to protect natural resources. It is also essential for good citizens to be
informed about community issues and to actively participate in discussions and
decision-making processes that affect them. However, each culture has its own
traditions, customs, history, and view of the world which lead to different expectations
from citizenship and being a good citizen. For example, in Australia, the concept of
good citizenship is typically linked to liberal democratic values such as the role of
government and voting, as well as the responsibilities and rights of citizens, moral
values, and social cohesion (Ailwood et al., 2011). In some academic and vocational
secondary schools in the Netherlands, teachers considered the development of
students' social competences and social attitudes in the global community important
for good citizenship but paid less attention to political social change (Leenders et al.,
2008). In China, good citizenship has been narrowed down to a strict collectivism with
a greater emphasis on morality, duties to the state and patriotism, but more recently
also including some individual rights (Tse, 2011). So, good citizenship characteristics

are broad and can include countless aspects.

An extensive literature search reflected a wide range of KSAVs that represent a good
citizen. To illustrate, a good citizen should have a fundamental knowledge of their
nation's laws and political system, as well as their rights and obligations (Kingston,
2016; Martin, 2008; Print & Coleman, 2010; Torney-Purta, 2001). They should be
knowledgeable of current events and important issues, both locally and globally as
well as be aware of the history and culture of their society (Davies et al., 1999;
Kennedy et al., 2008). In addition to having a good understanding of the laws and
government of their country, as well as current events and important issues, a good

citizen should possess a number of essential skills, including the ability for problem
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solving and coming up with creative and peaceful solutions (Hyman & Levine, 2008).

A good citizen should be able to think critically and analyze data to make wise

decisions (Leenders et al., 2008). They should be able to work well with others

(Nicotra & Patel, 2016). A good citizen should also have a range of attitudes and

values, such as dedication to honesty and respect for others' rights (Crick, 2007,

Martin, 2008). They should feel a sense of civic duty and a desire to contribute to their
neighborhood (Buk-Berge, 2006; Tse, 2011). They should have empathy for others

and be tolerant of those who may hold different beliefs or come from different

backgrounds (Held, 2010; Schoeman, 2006). A good citizen should also be open to

lifelong learning and development (Biesta, 2011). The whole set of characteristics

derived from the research were depicted in Table 2.1 below.

Table 2.1

Citizenship Characteristics Identified in Prior Research

Categories

Characteristics

Knowledge

History, culture or geography of one’s country (Kennedy et al., 2008; Li
& Tan, 2017; Phillips & Moroz, 1996).

History and culture of countries of the world (Nicotra & Patel, 2016;
Woolf, 2010).

Civil rights (Martin & Chiodo, 2007; Phillips & Moroz, 1996; Stuteville
& Johnson, 2016).

Civic responsibilities (Print & Coleman, 2010; Stuteville & Johnson,
2016).

Functioning of formal government structures of one’s country (Phillips
& Moroz, 1996; Schoeman, 2006; Torney-Purta, 2001).

Politics and functioning of the political system of one’s country
(Kingston, 2016; Phillips & Moroz, 1996; Print & Coleman, 2010).
Democracy (Print & Coleman, 2010; Schoeman, 2006).

Current events (Davies et al., 1999).

National and local events and activities (Breeze, 1924).

Ceremony such as greeting or being polite (Li & Tan, 2017; Prior, 1999).
Interdependence of nations (Woolf, 2010).

Skills

Critical and independent thinking (Leenders et al., 2008; Stuteville &
Johnson, 2016; Thornberg, 2009).

Cooperation (Nicotra & Patel, 2016; Print & Coleman, 2010)

Problem solving (Hyman & Levine, 2008; Schoeman, 2006).
Entrepreneurship (Gardner, 1956).

Solving conflicts peacefully (Ailwood et al., 2011).

Questioning ideas, rules, laws, systems, etc. (Davies et al., 1999;
Thornberg, 2009; Webb, 2014; Westheimer & Kahne, 2004).

Attitudes/values

Protecting citizenship rights of theirselves and others (Crick, 2007;
Phillips & Moroz, 1996; Tse, 2011).

Obeying traffic rules (Crick, 2007; Phillips & Moroz, 1996).

Taking care of their health, being involved in sports (Breeze, 1924,
Phillips & Moroz, 1996).
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Doing no harm to others, public property, etc. (Li & Tan, 2017;
Thornberg, 2009).

Joining a political party (Torney-Purta, 2001).

Being eager to lifelong learning (Biesta, 2011; Nicotra & Patel, 2016)
Joining activities and established systems to solve social problems and
improve society (Kennedy et al., 2008; Martin & Chiodo, 2007).
Protecting the environment (Nielsen, 2003; Phillips & Moroz, 1996).
Supporting human rights (Torney-Purta, 2001; Tse, 2011).

Tolerance to diversity (Held, 2010; Woolf, 2010).

Being loyal to one’s country (Tse, 2011).

Respect for statesmen (Kennedy et al., 2008; Torney-Purta, 2001).
Considering the benefit of society (Buk-Berge, 2006; Nielsen, 2003;
Pykett et al., 2010).

Obeying rules of morality (Davies et al., 1999; Prior, 1999; Tse, 2011).
Attending activities to avoid and solve world problems such as war,
hunger, etc. (Woolf, 2010).

Empathy (Schoeman, 2006).

Obeying rules or laws (Anderson, Avery, Pederson, Smith, & Sullivan,
1997; Nielsen, 2003; Phillips & Moroz, 1996; Print & Coleman, 2010;
Thornberg, 2009).

Discharging responsibilities to one’s family (Davies, Filép, Hutchings,
Ross, & Berkics, 2004; Phillips & Moroz, 1996).

Following political events (Kennedy et al., 2008; Kingston, 2016).
Being interested in national and local events and activities (Breeze,
1924).

Caring and considering others (Davies et al., 1999; Nicotra & Patel,
2016; Nielsen, 2003; Phillips & Moroz, 1996).

Voting (Crick, 2007; Torney-Purta, 2001).

Working and paying taxes (Crick, 2007).

Being warm-hearted (Martin & Chiodo, 2007; Schoeman, 2006).

Being hard-working (Leenders et al., 2008; Martin & Chiodo, 2007;
Phillips & Moroz, 1996).

Patriotism (Davies et al., 1999; Li & Tan, 2017; Phillips & Moroz, 1996;
Tse, 2011).

Honesty (Breeze, 1924; Martin & Chiodo, 2007; Nielsen, 2003; Phillips
& Moroz, 1996; Schoeman, 2006).

Self-discipline (Leenders et al., 2008; Li & Tan, 2017; Schimmel, 2003;
Thornberg, 2009).

Respect for self, elders, nation, etc. (Davies et al., 2004; Leenders et al.,
2008; Nielsen, 2003).

Trustworthiness (Prior, 1999).

Responsibility (Nielsen, 2003; Thornberg, 2009).

Kindness (Nielsen, 2003).

As it can be seen from Table 2.1., research indicates that there is a wide range of

characteristics under knowledge, skills, and attitude/value domains that a good citizen

should possess. Which of the specific characteristics of these domains each country

attaches more importance to depends on the political and cultural structures of the

country and their transformation over time, influenced by domestic and global

movements.
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2.3. Types of Good Citizen in Democracy: A Theoretical Synthesis

Models of citizenship have been the subject of normative discussions for many years
(Pykett et al., 2010). To provide an example, republicans believe that good citizens
should ideally possess values and be primarily focused on the greater benefit of society
(Abowitz & Harnish, 2006; Anderson, Avery, Pederson, Smith, & Sullivan, 1997,
Heater, 1999; Pykett et al., 2010). Liberals define good citizens as those who exercise
their rights and freedoms while upholding the rights and liberties of others (Abowitz
& Harnish, 2006; Heater, 1999; Pykett et al., 2010). According to socialists, good
citizens are those who strive and protect social and economic equality (Abowitz &
Harnish, 2006; Anderson et al., 1997; Knowles, 2019; Pykett et al., 2010; Westheimer
& Kahne, 2004).

In ideal democracy, people who participate in their society and in the political process
are generally considered good citizens (Westheimer & Kahne, 2004). This entails
taking part in elections, being informed about significant issues, being open to sharing
their opinions, and having respectful conversations with people who may have
differing opinions (Abowitz & Harnish, 2006). In ideal democracy, good citizens are
also those who respect the law, other people's rights, and are prepared to cooperate for
the common good (Anderson et al., 1997). Finally, in ideal democracy, good citizens
are those who hold their elected officials accountable (Schmitter & Karl, 1991).
However, not all democracies are ideal. To illustrate, Carr (2008) mentions two types
of democracy that shape good citizenship: representative democracy and participatory
democracy. To him, representative democracy is thin democracy and highlights
electoral processes whereas participatory democracy is thick democracy and focuses
on critical engagement and social justice. Individuals who adopt a thin democracy
generally vote, pay taxes, and do not engage too much with others for betterment of
the society whereas individuals who internalize thick democracy critically analyze
status of society and take action to improve it (Sheppard, Ashcraft, & Larson,
2011).What follows is a detailed and synthesized analysis of scholarly discussions on

the good citizen in democracies.

Anderson et al. (1997) determined five citizenship types derived from perceptions of

social studies teachers: cultural pluralists, communitarians, legalists, critical thinkers,

and assimilationists. Cultural pluralists teach their students about different

ethnic/cultural groups and ideologies, and celebrate diversity. Although remaining
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citizenship perceptions can also include tolerance to differences, cultural pluralists
specifically reject indoctrination of traditional patriotic notions of citizenship in
education. Abowitz and Harnish (2006) described liberal citizenship which includes
multiculturalism and tolerance for differences as well as emphasis on individual rights

(Heater, 1999) like cultural pluralist citizens described by Anderson et al. (1997).

Communitarians inculcate the idea that common good of the society precedes with
somebody’s own interests and foster social welfare. Abowitz and Harnish (2006)’s
description of liberal citizenship, however, is contrary to communitarian citizens
described by Anderson et al. (1997). Because liberal/individualist notion of citizenship
prioritizes individual rights “at the expense of community obligations” (Anderson et
al., 1997, p. 344) to the extent that those actions do not harm other individuals
(Abowitz & Harnish, 2006). Whereas the communitarian understanding necessitates
"being useful to society”, the liberal understanding is characterized by an
understanding of "not harming others" that does not guarantee being useful to society.
Communitarian and liberal citizenship perspectives stand at opposite directions in
citizenship education (Heater, 1999; Stuteville & Johnson, 2016).

Legalists inform students of individual and political rights, and stress obedience and
law-abidingness. Critical thinkers teach students not to unquestioningly accept
authority and laws. Assimilationists encourage loyalty to the nation and advocate
transmitting mainstream values of the nation to all citizens regardless of their own
culture. Knowles (2019) pointed out conservative ideology in citizenship education
which seems to be aligned with the assimilationist perspective of Anderson et al.
(1997). Conservative ideology defends the status quo, criticizes individualized
learning mechanisms (constructivism or learner-centered instruction) and education
for social change, advocates patriotism and rule of law. An exemplary scholarly result
on the assimilationist perspective is presented by Kennedy et al. (2008). In their study,
compared to students in the United States and Hong Kong, Australian students aged
11 to 14 in the study scored relatively lower on their support for immigrants' right to
maintain their customs and language, which may be influenced by the assimilationist

views presented in some Australian media and by political parties such as One Nation.

B. L. Hoskins & Mascherini (2009) outlined an operational model of another form

citizenship: active citizenship, which are highly accepted at European contexts, and

defined it as “participation in civil society, community and/or political life,
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characterized by mutual respect and non-violence and in accordance with human
rights and democracy” (p. 462). Their operational model has four dimensions: (I)
protest and social change, (1) community life, (I111) representative democracy, and (V)
democratic values. Protest and social change involve activities like signing a petition,
participating in a legal demonstration, boycotting products, ethical consumption and
contacting politicians all of which aim to effect social movements and change. It also
includes participation in or volunteering for activities organized by human rights
organizations, trade unions and environmental organizations that work towards
government accountability and positive social change. Community life mostly
includes societal activities that support communities such as religious, commercial,
cultural, social, sports and parent-teacher organizations through participation
activities, membership, monetary donations, volunteer work, and unorganized help
like helping neighbors. Representative democracy embraces three main aspects such
as voting, participation in political parties (via volunteering, donating money, and
membership) and representation of women in parliament. Democratic values include
fostering values such as participation in democracy, human rights, and inter-cultural

understanding.

While B. L. Hoskins and Mascherini (2009) defined active citizenship as a holistic set
of activities, Westheimer and Kahne (2004) divides democratic citizens into three
categories according to which of these activities they engage in: personally
responsible, participatory, and justice-oriented citizens. Personally responsible
citizens act responsibly in their local community without involvement in political
processes and look to the government for leadership and initiative (Li & Tan, 2017).
They should have good character, must be honest, responsible, and law-abiding, work,
act kindly, give blood, recycle, pay taxes, obey laws, and volunteer to help needy
people (Westheimer & Kahne, 2004; Zamir & Baratz, 2013). Kennedy et al. (2008)
linked this type of citizen to a thin conception of citizenship that involves a passive

role, including following the law and voting periodically.

Participatory citizens actively participate in civic affairs not only at local community
but also state or national levels. They are eager to engage in collective community-
based efforts by joining already established governmental systems. To illustrate, while
the personally responsible citizen attends and contributes to a food campaign for those

in need, participatory citizens can organize this campaign (Westheimer & Kahne,
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2004; Zamir & Baratz, 2013). They engage in political behaviors such as voting,
contacting public officials, negotiating on public problems, and campaigning (W. C.
Parker, 2003). Abowitz and Harnish (2006) recorded a similar type of citizen under
the name of civic republican citizen who is involved in actions that support the
government, such as voting, affiliation with political parties, and civic engagement.
They went on to describe this type of citizen as patriotic, actively participating in
collaborative democratic processes and taking an active role in promoting the common
good. The common good is achieved by building consensus among citizens and
working cooperatively to solve public problems. Communitarian views of citizenship
proposed by Anderson et al., (1997) above include tenets of civic republican citizen
because this view also prioritizes common good over individual interests. However,
there is a major distinction between them. As Stuteville and Johnson (2016) described
it, in the communitarian approach, society before individuals is an imperative and an
official state policy to which everyone must adhere. In the civic-republican view, on
the other hand, promoting the common good is a philosophy that should be taught to
citizens and should come from their hearts, if not sanctioned. In this sense,
participatory citizenship is more closely related to the civic-republican perspective
than to communitarianism. The legalistic view of citizenship proposed by Anderson et
al. (1997) includes tenets of participatory citizen. Because they described legalists who
believe that while it is your right to try to change the law, "while it remains a law, you
are to respect it, and obey it" (p. 344). The legalistic view also includes teaching
students about the structure and functions of the state, which is necessary for
collaborative legal action to produce more "common good". Justice-oriented citizens
share the vision of collaborative action. However, they analyze the interplay among
social, economic, and political forces, actively look for and try to eliminate social
injustice and root causes of societal problems. To illustrate, while personally
responsible citizens donate food and participatory citizens organize food campaigns,
the justice-oriented citizen critically analyzes why some people are hungry, find
answers and devise or attend to collective strategies to eliminate it. In that sense, while
participatory citizens collectively act in established systems, justice-oriented citizens
collectively act for changing parts of the systems that can produce social injustice.
They engage in a range of political behaviors including voting, contacting public
officials, negotiating on public problems, campaigning, and participating in different

forms of direct action such as civil disobedience, boycotts, or strikes (W. C. Parker,

25



2003). Anderson et al. (1997)’s critical thinker citizenship perspective shared some
tenets with justice-oriented students. Citizens who are critical thinkers do not blindly
obey all laws and question the status quo. Knowles (2019)’s and Abowitz and Harnish

(2006)’s critical citizenship frameworks also share similar characteristics.

It can be postulated that personally responsible and participatory citizens are more
obedient than justice-oriented citizens. However, while personally responsible citizens
wait for better laws or may be completely apolitical, participatory citizens can work
collaboratively to help people when a law is not working, can notify officials, and wait
for change. Embracing the cooperative principles of democracy, participatory citizens
seek to build consensus and common goals among citizens with different ideas, beliefs,
ethnicity, gender, etc. and work together to solve problems for the common good.
Justice-oriented citizens are more critical of laws, and do not unquestioningly accept
them. They use cooperative elements of democracy, too. However, they also use them
for attending to or organizing collective efforts to alleviate the root causes of a
particular problem in society. An example can be given from Webb (2014)’s study in
which he studied with secondary school students whose opinions reflected justice-
oriented citizenship. In this study, most students were in favor of peaceful protests and
marches for land and water rights, but opposed the use of violence, believing that the
state had brought the issues upon itself by neglecting other democratic alternatives for
social justice. It is a good example of how students seek countrywide social justice
instead of small local endeavors by challenging the status quo through nonviolent
collective action. Accordingly, in true democracies, participants should go beyond
being a personally responsible citizen, and become both participatory and justice-
oriented citizens (Westheimer & Kahne, 2004).
The three types of good citizens proposed by Westheimer & Kahne (2004), namely
personally responsible citizen (thin democracy, legalist), participatory citizen (thick
democracy, communitarian, legalist, civic republican), and justice-oriented citizen
(thick democracy, critical thinker) seemed to be supported by normative discussions

as to overarching models of good citizenship.

Personally responsible citizens are respectful to authority and law, even if those laws
work badly or are unjust. Such citizens are honest, responsible, wait for the initiative
of the government for better laws and are not involved in activities to improve

established legal systems. They might be content with voting only. They do not involve
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much in politics and wait for initiatives of governments for betterment of society.
Participatory citizens engage in and organize collective social efforts to help others
affected by problems in society. They are patriotic, prioritize social welfare over their
own interests, respect and know law and democracy well, emphasize collaborative
aspects of democracy, know how state institutions work, and actively attend to
activities for common good. Justice-oriented citizens do not unquestioningly accept
authority and laws, and critically analyze the status of the society in terms of
established systems, truths, and practices. They generate or attend to individual or
collective strategies to eliminate the root causes of problems or unjust laws. Similar
classifications exist in multiple labels at citizenship research as well such as
disengaged citizen-engaged citizen (Deardorff & Kupenda, 2011), passive citizen-

active citizen (Crick, 2007), and minimal citizen-maximal citizen (Mclaughlin, 1992).

All of these works, and others, offer essential conceptualizations for understanding the
divisions within the field of civic education (Knowles, 2019). Despite the fact that all
these types of citizens can be entitled as good citizens by governments, the ideal
democracy is a thick democracy, and the good citizen should adopt it (Carr, 2008).
Remarkably, Crick (2007)’s following assertions are quite summarizer in this context:

One can be a good citizen in an autocratic state. One can also be only a good citizen

in a democratic state, that is one can obey the law, pay taxes, drive carefully and

behave oneself socially (say minimising offence to others) but not work with others
on any matters that effect public policy either at all or minimally. (p. 243)

There is not yet a practical, if not intellectual, unification among democratic traditions
on the concept of citizenship, which can range from passive (existence) to active
(participation) rights and vary in intensity and context, from minimalist versions that
only require voting and paying taxes to maximalist perspectives that see citizenship as
acting with social responsibility towards others or involvement in decision-making
processes that impact society (Ribeiro, Rodrigues, Caetano, Pais, & Menezes, 2012).
Intellectually, simply "existing” in a democracy does not make a citizen a useful and
productive citizen for achieving a thick democracy. Thick democracy requires
internalizing and practicing participatory/justice-oriented citizenship rather than

personally responsible citizenship.
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2.4. Cultural, Social, and Political Aspects of Citizenship Education

The concept of civic education has a long history, with roots dating back to ancient
Greek and Roman philosophers and being further developed by philosophers such as
Rousseau in the 18th century and John Dewey in the 20th century (Ailwood et al.,
2011; Phillips & Moroz, 1996). Citizenship education can be narrowly defined as a
socialization process in which individuals learn and develop civic knowledge, skills,
attitudes, and values adopted by society through formal and informal curricula as well
as social participation and interactions (Lee, 2020). The values, attitudes, and
behaviors of citizens are learned rather than inherited, and schools play a crucial role
in teaching children and young people about the formal and informal rules of
citizenship and preparing them for their roles as citizens (Keating, 2016). So,
politicians and policy makers often promote education, both in schools and through
lifelong learning, as a means of creating good citizens and fostering good citizenship
(Biesta, 2011).

The citizenship education is not always similar across countries (Andrsova et al.,
2016), because “the meaning of citizenship education may change depending on the
politics, political situation, and historical roots of the country” (Altintas & Karaaslan,
2019, p.1567). Print and Coleman (2010) found that citizenship education varies across
geographies, with Western countries adopting a more democratic form of citizenship
education, Asian countries having a mix of national history and government with
strong moral (good person, dutiful citizen) and religious aspects [e.g., citizenship in
China prioritizes the common good and collectivity over individual interests and
rights, and emphasizes duties rather than rights (Lee, 2005)] while in some South
American countries such as Chile and Columbia, students report that they are highly

interested in politics and expect to be involved in politics as adults.

In nation-states, whose citizenship education’s main purpose was to instill a common
identity and patriotism to help "state formation™, citizenship education has gradually
come to mean more diverse meanings including to teach concepts such as globalism,
multiculturalism, tolerance, democracy, human rights, and social justice (Johnson &
Morris, 2010). Even in stricter countries, such changes have started to take place. Tse
(2011), to illustrate, gave insights about China as an Asian example. He described that
the official education curriculum has been used to promote the government's ideology
and maintain the current political system (i.e., socialism/communism) since 1949. This
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has been done to maintain the status quo and ensure that only approved ideas are
transmitted to students. It also aimed to inculcate a communitarian approach, described
by Anderson et al. (1997), that defines citizens as an integral part of society and
someone who exists for society and emphasizes their duties towards the state.
However, economic liberalization and globalization, and the increasing popularity of
the Internet pushed China to be involved in international affairs more. In recent years,
the Chinese government has become more aware of individual rights and has made
some progress towards protecting and expanding citizens' rights, at least within
institutional frameworks. In the last 20 years, while still maintaining socialist values
and traditional cultural norms, there has been a shift in citizenship education in China
towards a more liberal approach with individual rights and global elements. There is
recent evidence of similar trends in some other Asian countries such as Taiwan, South
Korea, and Hong Kong (Kennedy et al., 2008; Kyunghee, 2021; Pei-te, 2014).

Keating (2016) explained this transformation by making a distinction between “civic
education” versus “citizenship education”. The dictionary meaning of civic is “relating
to a city or the people who live in it” (Longman, 2008, p.172) whereas the meaning of
citizenship is “the legal right of belonging to a particular country” (p. 172). The
definitions confirm that the term civic is a narrow term and land-bounded whereas
citizenship encompasses wider meaning as it includes legal right. As noted earlier, this
right today can be acquired through naturalization, regardless of one's race or land of
birth. According to Keating (2016), in the past, the citizenship education model was a
civic education model which focused heavily on national institutions, myths, and
heroes, and often emphasized patriotism and loyalty to the nation over the rights and
interests of other countries and minorities within the country. Today, she continued,
this model has changed to another model named education for democratic citizenship.
In this model, there is less rote learning and more active learning, critical thinking,
political literacy, and conflict-free problem solving, more active participation in civic
practices such as voting or volunteering in school or local issues, and less blind
patriotism and more tolerance, equality, respect for democracy, and human rights.
Print and Coleman (2010) defined another model of citizenship education that can be
placed in the middle of these two models in terms of the level of inculcation of
democratic values. It is a type of citizenship education focusing on the study of

government, constitutions, institutions, the rule of law, and the rights and
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responsibilities of citizens without particular emphasis on the processes of democracy,
active citizen participation, and the engagement of people in a civil society.

The literature mainly focused on education for democratic citizenship models
described by Keating (2016) (e.g., Ailwood et al., 2011; Banks & Banks, 2016; Biesta,
2011; Clough & Holden, 2002; Galston, 2003; Keating, 2016). Kennedy et al. (2008)
put forward two types of citizenship constructs that can be conveyed through education
for democratic citizenship: conventional citizenship and social movement citizenship.
Conventional citizenship fosters voting in every selection, showing respect for
government representatives, knowing about the country’s history, following political
issues through media, engaging in political discussions, and joining a political party.
Social movement citizenship embraces participating in peaceful protests against a law
believed to be unjust, participating in activities to benefit people in the community,
taking part in activities promoting human rights, and taking part in activities to protect
the environment. Conventional citizenship construct is not enough for a thick
democracy as “democratic participation...involves a variety of behaviors beyond
voting in elections” (Ribeiro et al., 2012, p. 33). The existing literature seems to agree
in rejecting this reductionist approach and including both constructs. As Print and
Coleman (2010) argued, three sets of learning have been received growing consensus
amongst educators for education for democratic citizenship model: knowledge-based
understanding of civic participation, democratic processes, national identity, political
heritage, institutions and systems of government, rights and responsibilities of citizens,
social justice, and the rule of law; skills or processes that build upon this knowledge
such as active citizenship, critical reflection, inquiry, and cooperation; and values that
underpin democratic citizenship and civil society such as social justice, democratic
processes, social cohesion, intercultural understanding, and ecological sustainability.
Galston (2003) pointed out the numerous contributions of civic knowledge to pupils
in this model. For him, civic knowledge (a) promotes support for democratic values
and political participation, (b) helps citizens to understand and defend their interests
against a particular legislation in the political process, (c) helps citizens learn more
about civic affairs for not to mistrust or afraid of public life, (d) improves the
consistency of citizen’s views on public matters, and (e) helps altering citizens’
possible blind opinions about civic matters. Clough and Holden (2002) also identified

a number of benefits of this model. These included helping students develop a sense
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of social justice, encouraging critical and systematic thinking, promoting an
appreciation of cultural diversity, facilitating an understanding of problems in the
community and wider world, supporting the adoption of environmentally friendly
lifestyles, and participation in democratic practices, among others. Unsurprisingly,
most countries in the European Union (e.g., Austria, England, France, Czech Republic,
Malta, etc.) have introduced democratic citizenship education covering broad themes
such as (a) commitment to and participation in democracy, (b) knowledge of human

rights, and (c) respect for diversity (Ribeiro et al., 2012).

Citizenship education programs operate in schools through the formal curriculum,
informal curriculum, and extra-curricular learning (Print & Coleman, 2010). Keating
(2016) posited that through schools’ formal curriculum, citizenship KSAVs can be
taught as a separate subject, integrated with other subjects, or viewed as a cross-
curricular theme. She described that in addition to the formal curriculum, elements of
the informal curriculum [“set of implicit messages relating to knowledge, values,
norms of behavior and attitudes that learners experience in and through educational
processes” (Skelton, 1997, p. 188)], such as the open climate of schools or teachers
moderating student discussions or school administrators allowing students to
participate in school decision-making, help teach students important citizenship
characteristics such as trust, tolerance, critical thinking, democracy, etc. She also
emphasized that schools should provide children and young people with their first
opportunities to participate in their communities and to apply their citizenship skills in
practice. Print and Coleman (2010) suggested that participating in these experiences
can contribute to the development of political interest, efficacy, skills, virtues, and

participation.

Based on the relevant literature, citizenship education today essentially can be defined
as a socialization process in which an individual learns citizenship knowledge, skills,
attitudes and values including global identity, critical thinking, environmentally
friendliness, tolerance, democracy, human rights, and social justice that both their
society and the diverse world uphold with through formal, non-formal, and informal
curricula, as well as social involvement and interactions (Clough & Holden, 2002;
Galston, 2003; Johnson & Morris, 2010; S. Lee, 2020). Given the formal curriculum,
this contemporary citizenship education must prepare students to function in the 21st

century in which globalization and ethnic, cultural, racial, and religious diversity is
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growing (Banks, 2001; Keating, 2016). To cultivate such citizens for the 21st century,
some prominent and sometimes inter-related perspectives in citizenship education
have emerged such as global and multicultural citizenship education, democratic
citizenship education, and critical citizenship education. These perspectives focus on
some characteristics of good citizenship. For example, global citizenship education
specifically focuses on taking citizenship beyond national borders and situating it in a
global context, multicultural citizenship education focuses on tolerance and non-
discrimination, democratic citizenship education specifically focuses on democratic
learning and action in schools, and critical citizenship education specifically focuses
on social movement and change. Below are some details about these perspectives.

It is unbelievable that at a time when democratic ideas enter into every sphere of

life, they should have been so little utilized as instruments of education (Piaget,
1948, p. 366).

This sentence, which Piaget coined in 1948, is still valid in some educational
environments around the world. For example, some Chilean schools still prioritize
passivity and conformity over democratic practices and reinforce social hierarchies
and power structures based on ideas of "whiteness" or non-indigeneity (Webb, 2014).
Proponents of democratic citizenship education, however, advocate that “schools have
the responsibility to bring democracy into schools and classrooms” (Clough &
Holden, 2002, p. 5). Democratic citizenship education is interpreted as an education
that “encourages critical thinking and cooperative solutions, celebrates diversity, [and]
challenges status-quo” (Schoeman, 2006, p. 140). The ability to make a reasoned
argument, both written and oral, and to cooperate with others, appreciate their
perspectives and experiences, and tolerate different points of view is also important
(Enslin, Pendlebury, & Tjiattas, 2001). Print and Coleman (2010) showed that the
trends in democratic citizenship education that developed in the 1990s led to the

following topics being taught in the curriculum:

Democratic principles and processes

Values of democratic citizenship

Rights and responsibilities of citizens

Active citizen participation in civic issues
Government and institutions

History and constitution

Legal system, rule of law and judicial independence
Human, political, economic, and social rights
National identity
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e Global and multiple citizenships (p. 132)
Democratic citizenship education should start from an earlier stage of education such
as primary school (Print & Lange, 2012), and should be enacted by combining
democratic learning with democratic acting. Democratic learning can be
operationalized by curriculum topics including knowledge, skills, and values as to
democratic citizenship as documented by Print and Coleman (2010). For democratic
acting, elements of undemocratic educational environments should be abandoned.
Ailwood et al. (2011) described such undemocratic educational environments as being
controlled by adult-imposed rules, regulations, and powerful institutional practices.
Implementing strategies opposite of these practices would be the right first step
towards creating democratic schools. In such schools, (a) critical debates about ideas
and problems are fostered (e.g., researching newspapers on contemporary debates and
then organizing classroom discussions), (b) students attend to administrative decisions
of their school (e.g., school councils or involving students in the development/revision
of school/classroom rules), (c) there are tolerance and respect towards different point
of views and conciliatory conflict resolution, (d) situations and problems of living
together are presented, (e) foster collaborative practices, and (f) there are
extracurricular activities such as students’ volunteering in the community (Dewey,
1916; Mccowan, 2009; Mirra & Morrell, 2011; Phillips & Moroz, 1996; Print &
Lange, 2012; Rhoads, 1998; Schimmel, 2003). Those activities should be
accompanied by participatory, open-ended, and interactive pedagogical approaches
(Clough & Holden, 2002). Clough and Holden (2002) suggested a series of activities
for these approaches, such as direct interaction with community members, open-ended
collaborative inquiries on current and controversial issues, or participation in
democratic processes of change. Among these activities, classroom debate is one of
the activities that broadens students' horizons, teaches them to encounter different
perspectives and tolerance, and instills a culture of conflict-free problem solving and
compromise. Torney-Purta (2001)'s international study of 14-year-olds in over 28
countries with stable or recent democracies demonstrated that students who
experienced more opportunities for discussion and respect for their opinions had
higher scores in civic knowledge and were more likely to say that they were going to
vote. W. Parker (2010) also emphasized the dual benefits of classroom debate, both in
terms of democratic enlightenment (knowing) and democratic participation (doing).

He argues that engaging in debate can nourish the mind and contribute to the
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development of a democratic political community. In addition, as youth civic and
political participation is a strong predictor of political knowledge, interest, and
engagement in adulthood (Azavedo & Menezes, 2008; Ribeiro et al., 2012), other
activities such as school councils or involving students in the development/revision of

school/classroom rules, and volunteering in the community should also be fostered.

However, such activities should not be superficial and should make a real impact in
practice. To illustrate, Clough and Holden (2002) pointed out that school councils
should not be a shallow activity:
Councils are only involved in discussions about dinners, toilets and uniform. If
students are to feel they really have a voice, the council should be a vehicle for

student participation in major decision-making processes, allowing them to
exercise rights and responsibilities and contribute to the school community. (p. 16)

In another example of conflict resolution in Thornberg (2009)’s work about the effect
of hidden curriculum on good citizenship, audio records revealed that when two
students had a disagreement, the teacher noted that a proper conflict resolution could
not be achieved because the teacher did not see how the conflict began. He, on the
other hand, argued that for a proper conflict resolution activity to take place, students
must be asked to make their own interpretations and be invited to actively participate
in a joint conflict resolution process. When implemented correctly and effectively in
schools with the support of teachers, students, administrators and parents, democratic
citizenship education can transform schools into places where children can realize the
first practices of democratic ways of living. To add to this, in-service training for
teachers would be helpful in the effective use of such activities, for example, in
Piedade et al. (2020)’s study, some high school teachers in Portugal were hesitant to
facilitate discussions and debates in their classrooms because it might lead to a loss of
control over the classroom environment, and they might feel unprepared to effectively
facilitate activities that help students develop critical thinking skills. They continued
that teachers should be prepared to release some of the control in their classrooms and
facilitate a collaborative and reflexive process of knowledge acquisition through their
role as facilitators, allowing for more student interaction, initiating controversies, and
encouraging healthy conflict in classroom discussions. Democratic citizenship
education equips principles that help cultivating participatory and/or justice-oriented

citizens depicted in section 2.3.
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Castles and Davidson (2000) argued that there is often a de facto dimension of
exclusion in citizenship, with certain groups, often marked by race, ethnicity, or
"indigenous peoples”, denied full participation as citizens despite having the right to
vote. These groups may face social, economic, and cultural exclusion that prevents
them from gaining political representation or influencing the decisions that affect their
lives. Hence, social inclusion, the action of ensuring full participation of marginalized
or disadvantaged people in a society, is one of the building blocks of democratic
citizenship. Social inclusion is the democratization of democracy, as it expands upon
democratic principles and practices to ensure that all individuals are treated equally
and included in society, rather than marginalized or discriminated against, and
promotes a sense of belonging and inclusivity (Saloojee, 2003). In that sense,
multicultural citizenship education is not completely separate from democratic
citizenship education. In fact, democratic citizenship education should include
multicultural elements. Some scholarly critics have particularly drawn attention to
undemocratic practices in schools and called attention to the apparently homogenous
good citizen figure in citizenship education whose ethnic differences have been
removed (Pykett et al., 2010). To illustrate, as schooling perpetuates an achievement-
oriented system centered on high stakes tests obviously unfavorable to black students
in England, Gillborn (2016) pointed out that the promotion of citizenship education
might be understood as a public policy placebo. Such general citizenship education
can implicitly describe “the bad citizen as an overly individualistic character
responsible for racial conflict or an individual from an ethnic minority who fails to
integrate themselves fully into a tolerant majority community” (Pykett et al., 2010, p.
531). This can send the message that good citizenship basically means conforming or
trying to conform to the majority, or at least concealing one's own ethnic difference as
much as possible. Discrimination hinders citizenship and diminishes a person's ability
to develop their talents and capacities (Saloojee, 2003). Banks (2001), for example,
believes that assimilationist perspectives in citizenship education in the past have led
many students to lose their ethnic identity and become socially and politically alienated
within the national civic culture. He pointed to the need to rethink citizenship
education to include multiculturalism. Multicultural citizenship education helps to
instill in students that citizens of different cultures or races within the borders of a
country can live together in peace and that these differences should not be an obstacle

to working for the common interests of the country. Indeed, a relatively recent study
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conducted by Kennedy et al. (2008) revealed that there is a shift in understanding of
the newer generations from conservativeness towards inclusiveness. They found that
students from the United States, Australia, and Hong Kong were generally supportive
of immigrants' rights, and even in the countries with the lowest scores, few students

held negative attitudes toward immigrants' rights.

Blum (2014) emphasized recognizing difference, national cohesion, and equality as
three educational values of multicultural education. Recognizing differences is not
having objections towards a particular group but still accepting their presence with
tolerance. Instead, it is having positive attitudes towards them so that there is no need
to show tolerance. Enslin et al. (2001) argues that to achieve true tolerance, one must
increase awareness by critically engaging with different lifestyles, including one's
own: “tolerance cannot be sustained without critical reflection of ways of life, one's
own included” (p. 117). Therefore, one of the first rules of having a positive tolerance
for differences is self-criticism. National cohesion means attachment of different
groups to shared national values without losing their sub identity. It can be termed
cohesion without assimilation. Equality does not mean that everyone should behave,
think, and feel the same way, or have an equal chance to succeed in life: “equality does
not mean sameness and that equality means that we have to treat differences
differently” (Saloojee, 2003, p.10). Equality means that everyone's identity should be
valued equally, or ethnic groups should be generally equal in terms of their
socioeconomic standing in society (Blum, 2014). Educational reflection of such
equality includes the provision of differentiated actions to support the development of
talents, skills, and capacities of children from diverse backgrounds and to ensure their
participation in the social and economic mainstream of community life (Saloojee,
2003).

Banks and Banks (2016) proposed five dimensions for multicultural education: content
integration (utilization of examples and content from other cultures in their classroom
instruction), knowledge construction (teaching students how implicit assumptions,
biases, viewpoints in a subject affect how knowledge is created), equity pedagogy
(adapting lessons to help students from different backgrounds succeed academically),
prejudice reduction (altering the racial attitudes of students and lowering prejudice),
and empowering school culture (creating a school culture that promotes gender, racial,

and social-class equity). A good citizen, as framed by the realization of these elements,
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will be someone who understands institutional inequities and obstacles to citizenship
from a human rights viewpoint, challenges those injustices and barriers, and seeks true
appreciation for diversity (Pykett et al., 2010). In addition, since this understanding in
students will also facilitate communication with people from different cultures outside
the borders of the country, it will enable them to become tolerant and cooperative
citizens first locally and then globally. In this way, it can raise citizens who follow not
only national but also global issues, seek solutions, and act on a global scale. Banks
(2001) believed that multicultural citizenship education facilitates students’
attachments to their cultural communities as well as participate effectively in the
shared national culture. He positioned them as the first two of three identifications:
cultural identification and national identification. He added a third one called global
identification and posited that students should also understand their role in the world
community. This identification, which shapes the general framework of global
citizenship education, is complementary to first national and then multicultural
citizenship education. Keating (2016) also reported that the new model of citizenship
education highlights the importance of schools preparing students not only for national

citizenship, but also for local, regional, and global citizenship in a diverse world.

Before the growth of globalization movements, the primary role of citizenship
education was to build an integrative national identity and culture, political loyalty
among citizens and patriotism towards the nation-state (Green, 1990). However, some
researchers argue that citizenship has extended beyond the boundaries of countries
(Salter & Halbert, 2017; Schutte et al., 2017; Tidikis & Dunbar, 2019; Woolf, 2010).
The Universal Declaration of Human Rights, adopted by the United Nations in 1948,
was created in response to the atrocities of World War Il as a means of preventing such
events from occurring again (United Nations, 2022). With this document, the concept
of human rights has changed to a more universal and abstract understanding, with a
focus on individual rights and personhood rather than national rights and nationhood,
and citizenship has evolved from being tied to nationhood to a form that transcends
national boundaries (Buckner & Russell, 2013). This is why elements of global
citizenship are increasingly finding their way into citizenship education policies. In
support of this, Buckner and Russell (2013) conducted a study of more than 500
secondary school textbooks from diverse countries between 1970 and 2008 and found

that the rate of mention of globalization in these textbooks increased exponentially

37



over time. S. Lee (2020) came to the same conclusion with more than 600 social
science textbooks between 1950 to 2011 including Turkey and added that members of
the international community have recognized the importance of education for global
citizenship and sustainable development in achieving peace and justice globally.
Tikidis and Dunbar (2019) purports that “the world is transitioning from a Type 0 to
Type | civilization, that is, from a world of fractured, competing nations to a
civilization of global economy, culture and shared responsibility for the planet” (p.
264). The global world now needs people who (1) are aware of the interdependence of
nations [they are interdependent in terms of “economic, political, military, social, and
cultural” aspects (S. Lee, 2020, p. 215)], (2) put themselves into the solution processes
of global problems, and (3) are respectful for diversity (Woolf, 2010) including
“gender, religious beliefs, race, marital status, ethnicity, parental status, age,
education, physical and mental ability, income, sexual orientation, occupation,
language, geographic location, and many more components" (Faiz & Dénmez, 2017,
p. 632).

As global consciousness has grown, citizenship has become a complex concept with
multiple layers (Tse, 2011). In this era, students’ development of reflective and positive
global identities may be hindered by narrow-minded nationalism (Banks, 2001). This
implies that in order for students to develop a strong sense of global identity, they must
be open to different points of view and avoid becoming overly focused on their own
national identity. In addition, Rischard (2002) listed three main issues that affects the
whole world: (1) issues related with sharing the planet such as global warming,
fisheries depletion, deforestation, water deficits, etc., (1) issues related with sharing
our humanity such as poverty, worldwide peace and terrorism, education for all, etc.,
and (111) issues related with sharing our rulebook such as illegal drugs, commerce
rules, international labor, and migration rules, etc. With the world becoming more
connected, global problems can no longer be solved by individual countries working
alone. Instead, they require collective and collaborative efforts from multiple parties
(Held, 2010).

Just like multiculturalism and democratic citizenship education, one of the main
focuses of global citizenship education has been promoting the idea of getting along
with others (Clough & Holden, 2002). However, it has more than that. S. Lee (2020)

discussed three basic conceptions of global citizenship education: cosmopolitan,
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transformational, and neoliberal. For her, the cosmopolitan concept to global
citizenship is the belief that people around the world are connected through common
cultural expressions and mediums such as the internet, and that individuals should be
open-minded towards others regardless of their background, culture, or ideology. This
is similar to the view advocated by Clough and Holden (2002). Transformational
concept, however, emphasizes the need for individuals to act on global issues and to
advocate for change to improve the lives of others and promote sustainability.
Neoliberal concept prioritizes the success of individuals in the global market economy
through the acquisition of critical thinking, interpersonal and global competencies and
emphasizes the importance of academic achievement in obtaining this success. She
argued that these concepts can be used together in global citizenship education, and
students can learn to be more accepting of individuals from other cultures, develop an
interest in their history and culture, and become change makers and problem solvers
for all the world's nations, even those with which they have no personal ties. According
to Banks (2001), a sound global citizenship education should also aid students in
understanding the interdependence of nations in the modern world, defining their

attitudes toward other countries, and coming to identify with the global community.

Costandius and Bitzer (2016) believes that citizenship education contributes to the
promotion of social justice, social reconstruction, and democracy, but this contribution
does not include a critical viewpoint. Biesta (2011) also drew attention to the fact that
a potential problem with citizenship education could lead to the fixation of individuals
on a particular citizenship identity, which could undermine more political
interpretations that see the meaning of citizenship as open to debate. Both research call
for some elements of critical thinking and acting that question the status quo in
citizenship education. Critical thinking includes both an attitudinal dimension,
characterized by qualities such as skepticism and openness to new ideas, and a
cognitive dimension, involving processes such as analysis, synthesis, and formulating
and testing comprehensive conclusions, which are important for unmasking political
propaganda or fake news that undermine democratic processes (Piedade et al., 2020).
It is therefore not surprising that it is seen as an important skill to be developed by both

democratic citizenship education and critical citizenship education.

In traditional understanding of education, the teacher was the provider of knowledge

that serves the interest of dominant culture (Giroux, 2011), and students are empty
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vessels to be filled with that knowledge (Freire, 2000), which pacifies students into the
understanding of unquestioningly accepting the status-quo (Faulks, 2006; Lawson,
2001; Lazar, 2010). However, in some research, citizenship education is expected to
contribute to social justice and social reconstruction instead of maintaining status-quo
(Johnson & Morris, 2010) by making students realize power relations and be actively
involved in eliminating oppressive structures in the society (Tladi & Makombe, 2017).
Critical citizenship education, whose main aim is to educate critical citizens who
should exist in thick democracies instead of obedient citizens, plays an important role
in research. Critical citizenship education aims to raise citizens who are consciously
aware of and defend and promote their rights and responsibilities (Johnson & Morris,
2010), act against oppressions, injustice systems, beliefs, and practices in society
(Costandius, Rosochacki, & le Roux, 2014; James & Iverson, 2009), question and
challenge given information, and are respectful to diversities (Costandius & Bitzer,
2016). This type of citizenship education equips principles that help cultivating justice-
oriented citizens depicted in section 2.3. Piedade et al. (2020) suggest that participating
in discussions and debates in class, real-life role-playing and participating in case
studies are techniques used to develop critical thinking skills. Of these, they suggest
that discussion and debate techniques in particular can help students develop their
critical thinking skills by giving them the opportunity to evaluate a range of views and
arguments. This exposure can be helpful in shaping their own perspectives and views.
They also believe that introducing controversial topics in class discussions can be
particularly useful for the process of political socialization among students. As a result,
critical citizenship education is an important perspective in terms of gaining justice-
oriented features of democratic citizens by adding social change skills and activities to
the democratic participation activities of the participatory citizen as documented by
Westheimer and Kahne (2004). As stated before, achieving thick democracy requires

cultivating participatory and justice-oriented citizens.

In this study, the approaches of global-multicultural, democratic, and critical
citizenship education were described separately to provide a detailed overview of the
relevant literature. However, they are not separate from each other in good citizenship.
They have interrelated or intertwined elements. To illustrate, (a) critical thinking and
problem-solving skills residing in global and critical citizenship education, and (b)

respecting diversities in beliefs, thoughts, race, etc. in multicultural citizenship
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education also exist in democratic citizenship education. This is why democratic
citizenship education by its very nature serves as an umbrella that embraces global,

multicultural and critical elements.
2.5. Formal, Informal, and Hidden Curriculum

In education, the curriculum comprises a variety of components, including formal,
informal, and hidden curriculum. The formal curriculum, outlined in documents like
curriculum guides, course of study, or lesson plans, focuses on goals, objectives,
subject matter, and instructional organization. In contrast, the informal curriculum
arises through teachers' adjustments during teaching, modifying or excluding elements
from the formal curriculum. It primarily deals with the socio-psychological
interactions between students and teachers, encompassing their feelings, attitudes, and
behaviors. However, it is crucial to acknowledge the power of the hidden curriculum,
which consists of unwritten and unintended lessons learned by students in school.
These lessons may include behaviors like orderly walking, raising hands to speak, or
even forming preferences or aversions towards specific subjects based on their
experiences with teachers (Hewitt, 2006; Ornstein & Hunkins, 2018). To illustrate,
Keating (2016) detailed that elements of the informal curriculum [“set of implicit
messages relating to knowledge, values, norms of behavior and attitudes that learners
experience in and through educational processes” (Skelton, 1997, p. 188)], such as the
open climate of schools or teachers moderating student discussions or school
administrators allowing students to participate in school decision-making, help teach
students important citizenship characteristics such as trust, tolerance, critical thinking,
democracy, etc. The discrepancy between formal and informal curriculum can result
in contradictions between what is planned and enacted and what students actually

experience.

This applies to the citizenship curriculum as it does to all curricula. To raise effective
citizens, undoubtedly schools, teachers and curriculum developers play a key role
(Karasu-Avci, Faiz, & Turan, 2020). “Citizenship education, in one way or another,
has been observed in every society as a comprehensive goal throughout history and as
one of the core responsibilities of public schools” (Sel, 2021, p.325). However, the
thought that public schools are not bringing out good citizens leads to frequent

criticism and blaming of the public schools (Stuteville & Johnson, 2016).
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For a positive school climate in the acquisition of citizenship, it is necessary for the
members of the school community to agree on a common educational philosophy
focused on the goals and objectives of citizenship (Homana & Barber, 2007). Because,
for example, lack of consistency between the formal and informal citizenship
curriculum can reduce teachers' professional motivation. Teachers may not fully
believe that they can effectively teach curriculum elements that they find unhelpful,
missing, or redundant. When there is a mismatch between perceptions of teachers and
those in the official curriculum, it is likely that content planned at official curriculum
will likely fail to be taught (Prior, 1999). Wilkins (1999) purports that “if the
dissonance persists [between school curricula and teacher perceptions], then it is
likely that skepticism will prevail amongst the teaching profession, and citizenship
education will ... fail to make a real impact in the classroom” (p. 229). Teachers
understand that one of their jobs is to ensure that the knowledge, skills and attitudes
required in the formal curriculum are passed on to student, and that there are risks in
pushing students into a deeper engagement, especially in a context where normalized
and thus limited and limiting understandings of good citizenship are constantly
legitimized (Tupper & Cappello, 2012). Still, it is inevitable that teachers will reflect
some of their own value judgments or the dimensions of citizenship that they consider
important in their lessons, even within formal boundaries. Leenders (2008) for
example, pointed out teachers in the Netherlands who concretize the official
curriculum and in doing so realize their own cultural-pedagogical projects, and found
that they differ in their views on citizenship education and therefore prefer different
citizenship goals (i.e., adaptive, individualistic, or critical democratic) reflected in their
students. In another study, Knowles (2019) found that pre-service teachers who lean
towards either conservatism or liberalism tend to favor curriculum related to civic
institutions. On the other hand, those with a critical orientation are more inclined to
support curriculum centered on social institutions, a more open and inclusive
classroom environment, and are less likely to endorse curriculum based on civic
institutions, showing that there are linkages between teachers’ ideological dispositions

and their decision making.

Students have their own moral perspectives and beliefs, even if they have been taught
a certain set of moral rules and expectations. Just because they have heard these rules

and expectations repeatedly doesn't mean they have fully adopted them as their own
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(Lickona, 1991). When there is a mismatch between the citizenship curriculum and
students' own perceptions and real-life experiences, the formal curriculum will not
have an instructive impact on students. To illustrate, Rubin (2007) studied with public
middle and high school students in the United States and found that for some students
the ideals and realities of citizenship presented in schools matched their own
experiences, while other students (white, students of color, or students with immigrant
backgrounds) saw a discrepancy between these ideals and what they had learned from
their families or personally experienced. Likewise, Tupper et al. (2010) also revealed
that social studies curricula that promote the concept of universal citizenship do not
adequately consider the different ways in which some Canadian high school students

perceive and envision themselves as citizens.

As a consequence, to effectively cultivate good citizens, a mutually agreed
understanding of what good citizenship means is important (Stuteville & Johnson,
2016). To achieve this, if certain elements that teachers consider important at
citizenship education, then it seems that curriculum developers should also consider
them (Davies et al., 1999). In addition, apart from adult-designed definitions of
citizenship, little is known about how students themselves define and understand civic
life (Rubin, 2007). Students' definitions of good citizenship, as they define it in their
own world, also need to be included in the curriculum. These definitions can contribute
to the effective cultivation of good citizens by replacing static and decontextualized
citizenship learning (Tupper et al., 2010) that “do little to account for the broader
social factors [race, class, culture, gender, etc.] that may influence students'

understanding of citizenship” (Tupper et al., 2010, p. 337).
2.6. Citizenship in Turkey: Ottomans to Republic

The Ottoman Empire, a Turkish-Islamic state that ruled in Asia, Europe, and Africa
between 1299-1918, entered its final period between 1789-1918 (Seyhanlioglu, 2014).
There was no awareness of citizenship in the Ottoman Empire until its final period
(Kus et al., 2018). The development of constitutional thought in the Ottoman Empire
- of which most fundamental principle was citizens’ holy obedience to Sultan the
leader of the Islam - occurred later than the West, most probably because the principle
of justice was not violated for a long time in the empire (Tekin & Okumus, 2018).
After 16. century, forces from inside and outside of the empire to empower citizens
against the Sultan in governing (Bucaktepe, 2014; Cetin, 2014; Seyhanlioglu, 2014;
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Yamag, 2014) and injustices stemmed from law violations made the empire search for
new regulations (Tekin & Okumus, 2018).

One of the forces was that the empire was losing power and was living its last century,
even if it was not yet known. According to Ahmad (2006), Selim 111, who took the
throne in April 1789 amid the French Revolution and crisis in the empire, initiated
military reforms. After the death of Mahmud Il in 1839, Mustafa Reshid Pasha, a
prominent reformist statesman, convinced the new sultan, Abdilmecid, that
continuing and modernizing the reforms was necessary to gain the support of Europe,
especially England, leading to the Tanzimat period of reforms from 1839 - 1876. These
reforms included Western-style military structures and perspectives such as equality
to reduce the decline of the empire and keep pace with the technological rise of
Western societies (Kenan, 2013; Kus et al., 2018; Okumus, 2005; VanDuinkerken,
1998). The Imperial Edict of Gulhane (Tanzimat Edict) of 1839 marked the beginning
of the transition from the concept of tebaa [“people who obey the government and pay
taxes” (Palabiyik, 2001, p. 158)] to that of citizenship (Genc & Celik, 2018; Ustel,
2008). This period is the turning point of Ottoman modernization (Erdogan, 2010).
The Tanzimat Edict was not a constitution but a declaration in which the Sultan agreed
to certain conditions while maintaining absolute authority, personal rule, and

sovereignty (Yamag, 2014).

With the Tanzimat Edict and the later Edict of Reform (Islahat Edict), Ottoman people
were entitled as equal citizens contrary to the past when Ottoman Muslims were
superior to Ottoman non-Muslims in social hierarchy (Seyhanlioglu, 2014) and under
the law? (Cetin, 2014). However, the laws pertaining to these regulations had not yet
achieved full equal citizenship. While they equalized citizenship in religious
differences, they did not equalize male and female Ottoman citizens: a foreign woman
married to an Ottoman is admitted to Ottoman nationality, whereas a woman married
to a foreigner loses her Ottoman nationality (Ustel, 2008). Protecting life, property,
and honor of Muslim and non-Muslim citizens, putting laws above all powers, the

notion of freedom, equalization of Muslims and Non-Muslims in terms of religion,

2 Indeed, the policies pursued in the Ottoman Empire during the Tanzimat period, including education,
played a major role in laying the foundations of secularism in general and secular education in particular
in Turkey (Okumus, 2005).
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taxation, military, trial, public service, and education were announced thanks to those
edicts (Yamag, 2014). The assurance of protecting and maintaining those regulations
was the Sultan himself, which makes those edicts self-limitation documents of the
Sultan instead of a constitution that legally protects citizens’ rights (Bucaktepe, 2014;
Cetin, 2014; Yamag, 2014).

The westernization endeavors eventually led to the first Ottoman constitution named
Kanun-i Esasi® (Bucaktepe, 2014; Tiirkkan, 2018) in 1876 (The first constitutional
monarchy period). The Kanun-i Esasi included fundamental rights and freedoms such
as citizenship and petition rights, individual liberty and safety, freedom of worship and
press, principle of equality, prohibition of torture, etc. (Bucaktepe, 2014; Cetin, 2014;
Yamag, 2014). However, it also had primitive aspects, for example, only male citizens
could be voters (Bucaktepe, 2014). The Sultan gathered all authority except for the
ones he willingly donated to others (Cetin, 2014; Turkkan, 2018). He had the right to
open, inactivate and close the parliament. Laws of fundamental rights and freedoms
legislated by the parliament had to be approved by him (Cetin, 2014; Yamag, 2014).
Thus, when the parliamentary form of government of the period was seen as causing
confusion, this constitution did not last long, and the sultan Abdulhamit 11 dissolved
the parliament and the constitution, saying "this nation is still a child!" (Akytz, 2008,
p. 225). Yamag (2014) purported other reasons that the critical and restrictive attitudes
of the parliament had greatly disturbed the Sultan and he feared a possible coup d'état
as well. Alike edicts before, existing legal, political, and social structure had prevented
full transition from being Ottoman tebaa to being citizens (Aslan, 2019). Still, the
Kanun-i Esasi was important as Ottoman people had some citizenship rights against
the state for the first time (Yamag, 2014).

With the second proclamation of the Kanun-i Esasi in 1908, the first real constitutional
regime could be built (The second constitutional monarchy period). Thanks to the
constitution, people gained citizenship status with the implementation of some
constitutional changes, and during the decline of the Empire, the concept of Ottoman
citizenship was introduced as a unifying ideology (Ottomanism) (Ersoy, 2014). The

Sultan’s rights were limited, his compliance to Kanun-i Esasi was ensured, and a

8 Kanun means law. Kanun-i Esasi can be translated as The Law of the Fundamental.
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parliamentary system was established. It was no longer possible for the sultan to
exercise sovereignty at his own discretion (Bucaktepe, 2014). Later, however,
disagreements arose between state officials and the public over the interpretation of
"freedom," with some Ottoman citizens even refusing to pay taxes on the grounds that
"freedom has come" (Ahmad, 2006). The constitution contributed to the civilianization
of politics, increased the number of civilians involved in politics, but also resulted in
a more authoritarian government and the suspension of certain granted rights and
freedoms (Ustel, 2008). Finally, the transition from tebaa to modern citizen was still
left unfinished due to the outbreak of World War I (Aslan, 2019; Bucaktepe, 2014).
However, the constitutional monarchy periods changed the mentality of the Ottoman
people over time, and they moved away from the mentality of seeing themselves as
tebaa of the Sultan (Ahmad, 2006). After the foundation of the Republic of Turkey,
instead of Sultans who have all authority, the authority of Turkish people in governing
the state were firmly legalized through constitutional laws (Cetin, 2014).

In sum, citizenship in Turkey has a long history dating back to the Ottoman Empire.
The reforms implemented prior to the Republic, with the aim of transitioning to
constitutional citizenship, primarily focused on preserving the integrity of the Empire
rather than expanding individual rights and freedoms, and thus failed to establish a
complete understanding of Ottomanness and the Ottoman individual (Kus et al., 2018;
Yamag, 2014). Nevertheless, although not a monument to democracy, the transition
from absolute monarchy to constitutional monarchy contributed to the democratic

understanding of citizenship in modern Turkey.
2.7. Citizenship Education in Turkey: Republic’s Past to Present

The Tanzimat period's education policies introduced modern methods and institutions
while also allowing the continuation of classical Ottoman educational institutions,
resulting in cultivating of people with diverse knowledge, ideas, ideals, and world
views (Kili¢ & Tarhan, 2014). However, educational innovations could not fully be
adopted by public schools because of (a) resistance of the conservative Ulema
(religious scholars) not open to new ideas or interpretations other than Islamic
doctrines (Akyiiz, 2008), (b) that there were not enough teachers to teach new courses,
and (c) there were not enough funds to create and maintain a new government-operated
school system (VanDuinkerken, 1998). Still, education started to be relieved from the
monopoly of the Ulema which resulted in weakening of their religious legitimization
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at education (Okumus, 2005), and traditional and western-style schools coexisted. The
philosophical fork between the knowledge taught in traditional schools and the
knowledge taught in Western-style schools (Kenan, 2013; VanDuinkerken, 1998) led
to unprecedented multiplicity of voices, and schools were started to be used as a tool
by the state to raise a certain type of people obedient and loyal to the dynasty by
including religious and moral knowledge courses (Aslan, 2019). After the foundation
of the Republic of Turkey in 1923, the non-conservative movement continued, and
public education was used to raise a new generation with a new identity different from
those of Ottoman ancestors. In the project of building a secular nation, Turkish national
identity and citizenship gained close meanings, because both concepts were used
interchangeably in the creation of citizens who could lead their lives with reason

instead of irrational beliefs and superstitions (Sen, 2020).

The first initiatives as to citizenship education started with the Law on Unification of
Education (Tevhid-i Tedrisat Kanunu) in 1924. To introduce citizens’ rights and
duties, and to inculcate necessary moral rudiments, citizenship-related courses were
started to be given in years such as Misahabat-1 Ahlakiye, Malumat-1 Vataniye, Civics
(Yurt Bilgisi), and Citizenship Education, etc. (Elban, 2015; Girel, 2016). Citizenship
education history in the Republic of Turkey is divided into four phases based on Ince
(2012)'s periodizing work: The single party period, multi parties’ democracy, military
interventions, and Turkish-Islamic synthesis period. Within all those periods, the

tension and conflict of conservatism - non-conservatism, and duties - rights continued.
2.7.1. The Single Party Period (1923-1946)

"School" citizenship education, which Ottoman intellectuals of the constitutional
monarchy emphasized as part of their new human - new society project, was a crucial
aspect of the nation-building efforts of the Republic's founders (Ustel, 2008).
Accordingly, when the Republic was founded in 1923, new education regulations were
implemented and the Law on Tevhid-i Tedrisat was put into effect by the Grand
National Assembly of Turkey in 1924, with law number 430 (Simsek, 2013). Since

then, Turkey has had a centralized educational system.

Throughout both the constitutional monarchy period and the republican era, textbooks
have been used as a means of shaping the desired human model by imparting officially

sanctioned values, judgments, and images of others through a planned and structured
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approach (Kus et al., 2018). In the republican era, textbooks written have been under
the control of the MoNE, and the educational understanding of governments have been
reflected in textbooks (ince, 2012). During the single party period, one language, one
culture, one ideal emphasis was prevalent in civic education textbooks, and regardless
of religion and race, all people who founded the Turkish Republic were regarded as
Turkish citizens and equal citizens (Ahmad, 2006; ince, 2012). In textbooks, this
understanding of unity and solidarity based on Turkishness was emphasized (Cayir &
Gurkaynak, 2007). In 1927, Mustafa Necati, the education deputy of the period,
recorded that school principals and teachers should not forget that young people should
be prepared for Turkey and national society, and that they were obliged to emphasize
Turkey and Turkishness in their education and training activities (Akyuz, 2008). He
also took an active role in the process of determining the new Turkish alphabet and
putting it into practice (Kilig, 2021) as the school was seen as critical for transmitting
national values, particularly Turkish values, which were central to national identity
(Ustel, 2008). Likewise, at the government program of the first Bayar government
about education in 1937, it was emphasized that “the aim of compulsory primary
education is to teach citizens the rules of the language they talk [Turkish] and history
and regime of the nation that they belong [Turkish Nation]” (Ekinci, 1994, p. 7)
indicating the aim of Turkishness. The same emphasis on generating a national soul
was depicted at the first Saydam government’s program about education in 1939:
“...we will accelerate the speed of our history and language revolution which makes
the national soul emerge and strengthen” (EKinci, 1994, p. 8). Citizenship books did
not include a specific religion as one of the identities Turkish citizens should hold
(Bayri, 2008; Ince, 2012). Rather, secularism and tolerance to different faiths and
thoughts were emphasized (Ahmad, 2006; Ince, 2012; Ustel, 2008). Science emphasis
was clearly declared at national education aims of Republican People’s Party (RPP) at
their fourth Major Congress: “the fundamental stone of our education policy is to
eliminate sciencelessness” (Ekinci, 1994, p. 55). However, although science and
secularism were intensively introduced as the new and mainstream understanding of
citizenship, this did not mean a complete rejection of religion in education. They did
not introduce full secularism, the separation of religion from the state, but state-
controlled Islam (Ince, 2012; Ahmad, 2006): “...in the early years of the Republic,
religious education was not neglected, and religious lessons continued to be taught

within the framework and understanding of the school within the education system”
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(Simsek, 2013, p. 312). According to the understanding of the government at the time,
the main objective was to purify religious education from superstitions, false beliefs
and metaphysical phenomena that were contrary to scientific thought. This
understanding was included among the objectives of the education program of the
period as follows:
Whenever possible, in religion classes, superstitious ideas and false convictions
that are intended to be presented as religious will be refuted...Children will be made
to love the religion of Islam and Islamic greats, and the high value of good and
beautiful actions in Islam will be explained. However, the idea of bigotry will not
be given in any form. The wrong ideas and indoctrination that children receive

about religion outside of school will be corrected appropriately ... There will be no
mention of miracles and extraordinary stories. (Ozturk, 2012, p. 87)

In the following years, however, it is likely that the influence of positivist thought, the
impact of secularism on some elites, and fears that traditional religious understanding
could hinder nation-building leaded to a negative period for religious education in
Turkey, resulting in a shift towards the belief that religious education should be the
responsibility of families and the separation of religious education from the Turkish

education system (Simsek, 2013).

Beyond this, duties to the state were emphasized more than rights such as obeying
laws, paying taxes, doing military service, sacrificing self-interest for the common
good, and voting (ince, 2012; Kus et al., 2018; Oztiirk, 2012; Ustel, 2008). Classical
rights and freedoms of citizens were arranged but not guaranteed by the state. To
illustrate, the freedom right of citizens could be restricted under extraordinary
situations (martial law) (ince, 2012). Books emphasized the common good over
individual interests (civil republican approach in section 2.3). Turkish qualities were
exaggerated such as emphasizing that Turks are the most moral, hospital, and bravest
people who talk the world’s richest and most beautiful language (ince, 2012). To
illustrate, at the book named “Civilized Knowledge” used at the “Homeland
Knowledge” course in early years of the Republic of Turkey, it was written that
“..there is no nation that is bigger, older, and cleaner than it [Turkish nation]”
(Afetinan, 2010, p. 26). The aim was to raise secular and firm patriotic citizens (Cay1r
& Gilrkaynak, 2007; Ustel, 2008). The prominent words that can describe citizenship
education at that time are Turkic nationalist, firm patriot, non-conservative, scientific

and obedient.
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2.7.2. The Multi Parties’ Democracy (1946-1960)

The transition to multi-party democracy, which began with the establishment of the
National Development Party (NDP) in 1945, was a period marked by both the will for
democracy and antidemocratic practices (Ustel, 2008). With the multi-party period,
the RPP and the Democrat Party (DP) ruled the country at different times.

During this period, the first ruling party RPP allowed for out-of-school religious
education under its supervision in 1947, authorized elective religious courses in
schools in 1948, established Imam Hatip courses, passed a law establishing a Faculty
of Theology, and amended the Law on the Closure of Dervish Lodges and Zawiyahs
to allow some tombs to be open to visitors, indicating a shift away from militant
secularism (Ustel, 2008). This shift was because of some external forces such as the
competition brought about by multi-party democracy, increasing concerns about
communism, and the pressure of the need for religious education in society (Simsek,
2013). The DP continued the educational policy of RPP on citizenship education (ince,
2012). Curricula designed by RPP continued to be implemented at schools (Ustel,
2008). However, probably with the effect of the multiparty period, democracy and
citizenship rights were more prevalent in textbooks (Cayir & Giirkaynak, 2007; ince,
2012). During the DP period, emphasis on sole Turkishness in education started to
cease, and governmental additions and regulations related to religion in education
increased more. It might be because the new government targeted to create an amalgam
of Turkishness and Islamism at that time which eventually would create the
understanding of Turkish-Islamic synthesis in the political atmosphere and formal

educational programs in later years.

Despite some emphasis on rights sometimes, during the RPP and the DP periods,
course books still emphasized duties more than rights (Ustel, 2008). In line with that
understanding, at DP’s second Major Congress in 1949, it was stated that: “We
consider every individual who carries out lawful duties as a good citizen” (Ekinci,
1994, p. 65). Unlike the single party period, textbooks emphasized that citizenship
rights should be legally guaranteed and protected by the state. However, despite the
books, during the single party period and the DP period, citizenship rights were
declared but were not legally protected by the state (Ince, 2012). The prominent words
that can describe citizenship education at that time are firm patriot, conservative, and

obedient.
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2.7.3. Military Interventions (1960-1980)

After the 1960 military coup, constitutional changes affecting the nature of citizenship
and citizenship education have been enacted. During this period, the First and Second
Development Plans were prepared, the Seventh and Eighth National Education
Councils were convened, and important laws such as the Law on Primary Education
and Education (Law number: 222) and the Law on Private Education Institutions (Law
number: 625) were enacted to give direction to education (Birgul, 2017). Under the
influence of military, considering that the administrative power of the state governance
of the period was high, the new 1961 constitution "considered all possible situations
with the aim of limiting political power and securing fundamental rights and
freedoms™ (Dursunoglu et al., 2019, p. 145). The most democratic curricula of that
time were put into practice with the importance given to participatory democracy under
the influence of this constitution and the changed social dynamics (Ustel, 2008). With
the increasing conservative influence on politics before the military coup, secularism
emphasis on education was increased again. To illustrate, at the national education
reform section of the government program of the Erim’s first government, it was stated
that “the management of religious affairs will be kept above the political and personal
interests and will be handled according to the principles of the secular state” (Dagh
& Aktiirk, 1988, p. 203). There have also been periods of work that prioritized morality
in particular. For example, with the 1974 program of the Ecevit’s first government,
compulsory morality courses were introduced in schools while religion classes were
elective (Ekinci, 1994; M. Ocal, 1998).

By the 1970s, duties of citizens in school, family, and toward the state were still
emphasized more than their rights (Karamanli, 2013). Like previous periods, firm
patriotism was prevalent, and virtues of the Turkish nation were exaggerated (ince,
2012; Karamanli, 2013). For example, in the following excerpt taken from the program
of the Demirel’s fourth government, patriotism was prevalent, human rights are
expressed in general among the national education objectives of the period, but instead
of citizenship rights within the state, the duties expected by the state from the citizen
are mostly included:

Our aim in National Education is to educate all members of our nation to adopt,

protect and develop the national, moral, humanitarian, spiritual and cultural values
of the Turkish nation; to love their family, homeland and nation and always strive
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to glorify them; to be loyal to Atatiirk*s revolutions and Turkish Nationalism; who
are aware of their duties and responsibilities towards human rights and the
Republic of Turkey, which is a national, democratic, secular and social state of law;
who are proud of our great and glorious history, who look to the future of our nation
with confidence, who are free from all forms of imitation, who understand their
national personality, and who aim to set an example for humanity in the race of
science, technology and civilization (Ekinci, 1994, p. 30)

The prominent words that can describe citizenship education at that time are Turkic

nationalist, firm patriot, non-conservative, and obedient.
2.7.4. Turkish-Islamic Synthesis Period (1980-2010)

Towards the 1980s, the country experienced more internal conflicts and political
instability, fueled by militarist and liberal youth movements. These movements
eventually ended in military coups, which caused the separation of citizenship
education from politics and led to the cultivation of apolitical citizens (Ersoy, 2014).
To illustrate, as the 1980 coup d'état approached, Ecevit’s second government program
in 1977 contained plans for steps to be taken to prevent the politicization of national
education at a time of heightened political tension:
In education, our government will first and foremost ensure security of life and
freedom of learning... Discrimination among students on the basis of their political
opinions and the transformation of schools into places of political conflict beyond
the limits of civilized debate will be strictly prevented. No matter how different their
political and social opinions may be, an environment where friendship will be

established, and love will flourish among our youth and children will be created.
(Ekinci, 1994, p. 32)

At that time, the discourse about the greatness of the Turkish nation was still prevalent.
After the 1980 military coup, to legitimize the coup and indoctrinate the idea that the
army is the natural guardian of the state, books were reorganized. In addition, leftist
developments were tried to be repressed. To illustrate, in Ulusu government program,
it was stated that:
In national education and training, measures will be taken as soon as possible to
spread Atatiirk's Nationalism to the remotest corners of the country. The aim of
students in all educational institutions should be to acquire national elements,

knowledge and skills reinforced by Atatlirk's Nationalism and Principles. We will
not allow our children, who are the guarantee of tomorrow, to grow up with foreign

4 The founder and the first president of the Turkish Republic.
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ideologies instead of Atatirk's principles and eventually become anarchists.
(Ekinci, 1994, p. 40)

In the following years, Turkish-Islamic synthesis ideology, which has roots to the DP
period, was emphasized (Bayri, 2008; ince, 2012; Sen, 2020) in response to the leftist
movements. By trying to gather people around Turkishness and Islamism, building up
and continuing stability in the society was aimed (Ustel, 2008). To illustrate, one
political perspective at this period, the National Vision Movement, responded to the
cultural focus of the 1990s by defining the cultural moral parameters of Turkish
Muslims and attempting to protect them from the corrupting influence of the "West"
(Bayri, 2008). Both Turkish-Islamic synthesis and National Vision Movement stood
as right-wing political ideologies and have become closely associated with Sunni
religious conservatism (ince, 2012; Yagc1, 2022). The culture of people from different
sects such as Alevis did not exist in textbooks. More recently, the ruling Justice and
Development Party (JDP) which despite its conservative origins did not appear to be
a party that explicitly uses religious symbolism in terms of discourse and program
(Bayri, 2008) has increased the curriculum time of Islamic education courses, the
number of Islamic schools and the number of students in these schools to an all-time

high in line with the ideology of the Turkish-Islamic synthesis (Sen, 2020).

Human rights themes were included in citizenship education due to efforts to join the
European Union, but universal themes were seen to stand side by side with nationalist
and authoritarian citizenship education (Cayir & Giirkaynak, 2007; Ince, 2012). To
illustrate, Ince (2012) remarked that the 1982 Constitution (post-military coup
constitution) placed significant restrictions on most rights, leading to a more passive
and duty-based citizenry, a less participatory democracy, and a depoliticized system
in Turkey. Cayir and Giirkaynak (2007) added that there was still the National Security
course. This course has been a compulsory part of the high school curriculum since
1926. The course was taught by military officers (officers in uniform appeared in
civilian schools) and the textbook was written by military officers. The textbook
promoted xenophobic attitudes towards other countries under headings such as "secret
games on Turkey". This course was ended in 2012 due to criticisms in the European
Union negotiations and the belief that its objectives, including a sense of belonging,
national consciousness, historical awareness, love of homeland and nation, and an

understanding of the structure of the Turkish Armed Forces, would still be covered in
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courses such as Civics, Social Studies, History, Atatirk's Principles, and the History
of the Revolution (Haberturk, 2012).

Summarizing the general trends in the understanding of citizenship in the Republic of
Turkey, Arslan (2016) outlined that citizenship education has undergone changes in
its focus and content, starting with a secular and ultra-nationalist emphasis in the
1930s, then being dominated by Islamic elements from 1945-1950 and beyond, before
returning to a secular focus after 1960. In the post-coup periods of the 1960s and 1980s,
he added that it was observed that nationalist and Islamic values took precedence over
democratic values in the textbooks as a result of efforts to protect the nation-state. It
can be argued that citizenship, which in the Ottoman period was dominated by loyalty
to the sultan and duties towards the sultanate, progressed in the Republican period on
the axis of loyalty to the state and duties towards the state, along with the rights brought
by the Republic (Karamanli, 2013; Kaya, 2017). In the Republican period in particular,
it can be purported that at the beginning of the republic, obedient, firm patriot and non-
conservative citizens were aimed to be raised. Later, obedient, Turkic nationalist and
Sunni Islam religious citizens started to be targeted. The prominent words that can
describe citizenship education at that time are Turkic nationalist, firm patriot,

conservative, apolitical, and obedient.

In the following years, the European Union integration processes in particular and the
changes and transformations in the world in general, which were discussed below,
have led to the inclusion of some human rights, active democratic citizenship,
multiculturalism, and global education elements in Turkey’s citizenship education,

although their effectiveness is debated in scholarly circles.
2.7.5. An Analysis on Citizenship Education in Turkey

The section below describes the sociopolitical and sociocultural structure of Turkey,
outlines its current citizenship education policies, and analyzes the major studies

conducted in Turkey in the field of citizenship education.

2.7.5.1. Exploring Turkey's Culture and Politics. As of 2021, the Economist
Intelligence Unit's democracy index rates Turkey's democracy as a hybrid regime
(EIU, 2022). In the political culture of hybrid regimes, both democratic (e.g., regular
multiparty elections) and undemocratic values and practices (e.g., restrictions on press

and media freedom) coexist (Kurtoglu Eskisar & Durmuslar, 2021; Oney & Murat
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Ardag, 2021). In times of economic crisis or when facing consolidated opposition,
leaders of hybrid regimes may seek to concentrate power, manipulate elections, and
restrict freedom of the press, courts, and opposition parties to maintain control (Akyuz
& Hess, 2018).

In such a democracy, there has been a shift towards right-wing views in terms of value
judgments in Turkey, as demonstrated by the World Values Survey conducted between
1999 and 2018 (Yagc1, 2022). Esmer (2002) argues that the Turkish population tends
to hold left-leaning economic views, including support for state intervention in the
economy and policies promoting equality and social justice, but holds right-leaning
ideological beliefs due to their religiosity. Esmer (2002) came up with additional
findings about the Turkish population in his Europe and Turkey Values Research
report. The report indicated that a significant portion of Turkish respondents aged 18
or older identified themselves primarily as Turkish (28%) and primarily Muslim
(69%), and the majority identified as religious (80%). This is supported by more recent
data from 2012, which shows that two-thirds of Turkish respondents over 18 years old
prioritize their Muslim identity over their Turkish identity, and that the proportion of
people who self-identified as religious has increased by 10% over the past 22 years
(Esmer, 2012). The report also showed that respondents were less opposed to living
near people of different races and colors, Christians, immigrants, or foreign workers,
compared to those with characteristics such as drug use, homosexuality, or heavy
drinking. They also believed that human rights were not respected in Turkey. Despite
the recognition of the value of human rights, it seems that many Turkish citizens view
these rights through the lens of religion, and certain controversial topics, like sexual
orientation, may be given less importance. According to Yildirim (2016), the use of
names with religious emphasis, such as Burak, Berat, Kubra, and Hilal, increased
among children in Turkey in the post-1990 period, when conservative parties were
more influential. So, it was maintained in this study that there has been a tendency of
right-leaning culture towards Islam in Turkey reflected in the prioritization of Muslim
identity over Turkish identity, filtering of human rights principles through the filter of

religion, and the names that children have in the post-1990 period.

According to the Europe and Turkey Values Research (Esmer, 2002), a significant
number of respondents in Turkey indicated that they would not engage in more active

forms of democratic participation, such as boycotts, demonstrations, strikes, or
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occupying buildings or workplaces. Instead, they were more likely to use less
confrontational means of participation, such as signing petitions collectively. One of
the reasons for this might be the efforts to cultivate apolitical citizens since the 1980s.
The majority of respondents expressed support for democratic governance and a
preference for rulers who are religious, but also reported that they do not want clergy
or religious leaders to influence people's votes or government decisions, and that they
prefer a leader who does not waste time running parliamentary or electoral processes,
or who prioritizes the management of experts® over the government. These represent
a complex picture of citizens' attitudes towards democratic and secular governance.
However, it is clear that the respondents in the Europe and Turkey Values Research
do not fully embrace democracy. While they acknowledge the importance of justice
and recognize that poverty is caused by injustices in society, they tend to avoid direct
action for social transformation and prefer to wait for leaders or experts to bring about
change. Additionally, when considering the desired characteristics for cultivating
children, good manners, diligence, and responsibility ranked highly, while
independent behavior, creativity/imagination, and perseverance/determination ranked
low. This suggests a preference for good citizenship characteristics that emphasize
obedience rather than free thinking. As a result, it appears that the participants in the
study represent a type of citizen who is obedient, trusts the government
unconditionally, and is participatory, rather than a justice-oriented citizen who actively

works to hold the government accountable and promotes social change.

To conclude this section, Turkey has a hybrid democracy, meaning it has both
democratic and undemocratic practices. According to the World Values Survey, there
has been a shift towards right-wing views in Turkey in terms of value judgments, and
the country has a cultural tendency towards Islam. Many Turkish citizens prioritize
their Muslim identity over their Turkish identity and self-identify as religious. While
there is a recognition of the value of human rights, these rights are often viewed
through a religious lens and certain controversial topics, like sexual orientation, may
be given less importance. In terms of democratic participation, Turkish citizens are
more likely to use less confrontational methods like signing petitions, rather than

engaging in more active forms of participation like boycotts or strikes. They support

® They wanted a team of experts to run the country instead of the government.
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democratic governance, but also express a preference for religious rulers and may
make choices that do not align with democratic principles. In terms of cultivating
children, good manners, diligence, and responsibility are prioritized over independent
behavior, creativity/imagination, and perseverance/determination. Overall, the values
and attitudes of Turkish citizens show a complex mix of support for democratic and
secular governance, but a tendency towards obedience and trust in authority with
participatory democratic citizenship rather than justice-oriented citizenship.
Synthesizing the analyses in this and previous sections of this study, the prominent
words that can describe the understanding of citizenship in Turkey recently are: Turkic
nationalist, firm patriot, conservative, apolitical, and obedient.

2.7.5.2. Key Features of Turkey's Citizenship Education Policies. Citizenship
courses have undergone a number of changes in Turkey over the years, with different
names and subject areas being emphasized at different times. In the pre-Republican
period, it was included in primary school curricula under the names Musahabat-1
Ahlakiyye and Malumat-1 Medeniye (Gen¢ & Celik, 2018). After the proclamation of
the Republic, it was renamed Musahabat-1 Ahlakiyye and Malumat-1 Vataniyye (Geng
& Celik, 2018; Kurum, 2018), and later called Civics, Citizenship Knowledge,
Citizenship Education, Citizenship Information, Citizenship and Human Rights
Education, and Citizenship and Human Rights (Gen¢ & Celik, 2018; Gurel, 2016;
Kurum, 2018). In 2004, citizenship courses were removed from the curriculum, and
were introduced as part of an interdisciplinary area in 13 courses at the primary
education level (Celik, 2009; Kurum, 2018; Sen, 2019; Ulger, 2013). In 2010, a project
called Democratic Citizenship and Human Rights Education was launched to
reintroduce separate citizenship education (Akin et al., 2017; Ersoy, 2014), and it was
given again as a separate elective course in the 8" grade, under the name Citizenship
and Democracy Education, which later became compulsory (Girel, 2016; Kurum,
2018; Sen, 2019).

The Basic Law of National Education No. 1739 outlines the skills that students should
develop at the basic education level to be active, aware of their rights and
responsibilities, productive, creative, open to development, able to think freely and
universally, democratic, and respectful of human rights (Kaldirim, 2005; Ulger, 2013).
The main goal of basic education, including the social studies course and human rights

and citizenship education, is to help students achieve these goals (Ulger, 2013). Today,
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citizenship related KSAVs are taught through separate courses and integrated into
other courses. At the primary school level, citizenship education is taught through the
compulsory Life Sciences course for 1%, 2" and 3™ graders, the Human Rights,
Citizenship, and Democracy course for 4" graders, and the Social Studies course for
4 5t 6™ and 71 graders. At the high school level, there is an elective Democracy
and Human Rights course. The MoNE's curriculum policy is to provide general
education to all students until the end of secondary education (Turkish Basic Law of
National Education, 1973). This policy is intended to provide students with the
fundamental knowledge, skills, and values they need to be good citizens, according to
the Turkish Basic Law of National Education (1973).

According to the courses offered at primary, secondary, and Anatolian High Schools,
it appears that the MoNE seeks to cultivate citizens proficient in Turkish and foreign
languages (especially English), science, math, and technology, social science subjects
such as history and geography, art, and sport, and have knowledge about religion. This
is evident in the range of compulsory and elective courses available, including
language and expression courses, physical and mathematical sciences courses, social
sciences courses, art and sports courses, and religious courses, as well as courses on
traffic safety (Table Al in Appendix A). The curriculum is primarily knowledge
centered, as evident from such separately taught courses. According to Ellis (2013), a
knowledge-centered curriculum typically focuses on essential knowledge that all
students should learn until at least high school and is designed to prepare students for
university or general life after education. Such a curriculum often involves sorting and
tracking students based on their academic abilities, with teaching based on separate
subject matter and teachers serving as subject matter experts. Content is typically
presented in a progression from simple to more complex and may include lectures,
performances, inquiry, and discovery. Assessments typically take the form of grades
and notes based on specific success criteria, and students may have some choice, such

as in selecting a project topic, but must stay within the boundaries of the curriculum.

The education system in Turkey consists of four years of primary school, four years of
secondary school, and four years of high school, which is known as the 4+4+4 system
(Presidency, 2012). Compulsory education includes primary and secondary schools,
as well as Imam-Hatip secondary schools. There are also a range of compulsory high

schools, including Anatolian, Anatolian Imam-Hatip, Science, Social Sciences, Fine
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Arts, Sport, and Vocational High Schools. Students can complete their education
through either formal or non-formal education programs at these schools. There are
certain courses that all students are required to take, including math, Turkish, and
biology, as well as school-specific and elective courses (MoNE, 2020b, 2021c, 2021a).
The 4+4+4 system requires that until high school, students must attend the same type
of primary school and must choose between two secondary school tracks: standard
secondary schools or Imam-Hatip secondary schools. To attend Fine Arts or Sport
High schools, students must pass talent exams. Secondary school achievement scores
are also taken into consideration for enrollment in high school (MoNE, 2019). The
subjects are typically taught separately from each other with predetermined schedules
and goals (MoNE, 2020b, 2021c, 2021a). While multiple teaching methods are
encouraged, student progress is evaluated based on predetermined objectives and
grades are given. This aligns with the characteristics of a knowledge-centered
curriculum, which focuses on the transmission of essential information to prepare
students for further education or life outside of school (MoNE, 2016a, 2016b, 2018c).

Until 2005, values education in Turkey was taught implicitly as part of formal
education, but since 2005 it has been explicitly included in official curricula (Firat
Durdukoca, 2019). Accordingly, a set of predetermined values to be taught is placed
at the beginning of each course curriculum. To illustrate, at high school curricula, these
values are determined as justice (being just, behaving equally, sharing), friendship
(altruism, trust, loyalty, faithfulness, helping each other), honesty (being open and
understandable, truthfulness, being ethical, being trustworthy, keeping your word),
self-control (controlling your behavior, being able to take responsibility of your
behaviors, having self-confidence), patience (being determined, tolerating), respect
(being modest, behaving others in a way that you want to be behaved by others, valuing
other people’s personalities), love (caring about family unity, making sacrifice),
responsibility (being responsible to yourself, and your environment, country, family),
patriotism (being hardworking, solidarity, law-abidingness and following the rules,
being aware towards historical and natural heritage, caring about the society) and
helpfulness (being generous, being self-sacrificing, cooperating, being merciful, being
hospital, sharing) (MoNE, 2021b). Those values are distributed into objectives of each
course at primary, secondary and high school levels.
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In addition to the specific courses and values outlined in the curriculum, the MoNE
has also identified a set of broad competencies that it aims to develop in students.
These competencies, known as the Turkey Competencies Framework (2016), include
communication in the native language, communication in a foreign language,
mathematical skills, competency in science and technology, digital literacy, the ability
to learn independently, social, and citizenship-related competencies, initiative and
entrepreneurship, and cultural awareness and expression. The MoNE aims to cultivate
these skills in students at the primary, secondary, and high school levels. These
competencies are meant to help students become well-rounded and well-equipped to
navigate the world and participate actively in society (Table A2 in Appendix A).

In the case of global and multicultural citizenship education, there are some inclusive
changes considering earlier stages of the Turkish Republic. Kurtdas and Ulukaya
Oteles (2021) analyzed primary and secondary school social studies curricula and
textbooks and found that the number of items reflecting a national identity conception
was higher than the number of items reflecting a global identity conception, but not by
much. Arslan (2016) and Karakus and Kuyubasioglu (2017) found that the curricula
after 2005 include transition studies to multicultural education and although it is not
particularly based on multicultural education policies, it reflects some basic features
of multicultural education policies. However, Glinel and Pehlivan (2015) also revealed
that the 8" grade Citizenship and Democracy Education textbook superficially focuses
on discrimination and prejudice based primarily on race, gender, and disability among
the global education themes. The concepts of multiple perspectives, prejudice, world
peace, interdependence and interconnectedness are covered as skills and values in the
curriculum but only as knowledge in the textbook. Furthermore, the curriculum and
textbook fail to provide any activities for teaching the skill of developing multiple
skills and perspectives, which is a general objective of global education, and only
presents this objective through questions. Kus et al. (2013) found that 4" and 5™ grade
social studies textbooks included a limited number of topics on respect for differences

and respect for others, which was insufficient for democratic citizenship.

Democracy and Human Rights, and Human Rights, Citizenship and Democracy
courses are at the forefront of the current democratic citizenship education. Human
and citizenship rights and freedom, justice, equality, collaboration, critical thinking

based on correct and credible knowledge, law-abidingness, respect for diversity, and
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active citizenship are included in the current curriculum. In this context, curricula
include tenets of participatory citizenship, in which citizens engage in individual and
collective efforts for the betterment of society by utilizing already established social
systems such as joining non-governmental organizations, organizing campaigns,
writing to officials, and so on. However, there is no direct content, aims, or practices
stressing questioning and eliminating procedures of certain rules, laws, exercises, or
events that may exist in any culture and may sustain some structures of status quo. In
addition, placing courses about democracy in the curricula does not ensure full
engagement of students in learning about democracy. Some researchers have
documented the lack of democratic school atmosphere in schools in Turkey (Akin et
al., 2017; Ersoy, 2014; Gen¢ & Celik, 2018; Ulger, 2013), or that practical activities
such as school councils, student clubs and social activities are not functional enough
(Ersoy, 2012). One positive step in creating democratic school environments was the
MoNE’s 2004 regulation on Democracy Education and School Councils Project. The
purpose of the regulation was to determine the procedures and principles regarding the
establishment and functioning of school student councils in primary and secondary
education institutions affiliated to the MoNE (MoNE, 2004). The regulation mission
was as follows:
To strengthen our republic with democracy; to create an established democracy
culture in our students, to develop tolerance and pluralism awareness, to raise
generations who have assimilated their own culture, are loyal to national and
spiritual values, and adopt universal values; to give students the culture of
choosing, being elected and voting; to gain the skills of participating,

communicating, adopting democratic leadership, and forming public opinion. (p.
2)

Some studies have indicated that teachers, students, and administrators view the
project positively in the acquisition of democratic values (Akbaba & Bilge, 2014;
Bicer, 2019; Gliven, Cam, & Sever, 2013). The project, however, which was carried
out in collaboration with the Presidency of the Grand National Assembly of Turkey
(PGNAT), was abolished by the MoNE in 2019, citing PGNAT’s decision to stop
participating in the activities (MoNE, 2019d). Therefore, these two Democracy and
Human Rights, and Human Rights, Citizenship and Democracy courses remain at the

forefront of current policies in terms of democratic citizenship education.

In light of these, the current citizenship education policies in Turkey aim to provide

students with essential elements of liberal education in diverse subject areas such as
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math, science, English, etc. Although its effectiveness is debated, the policies also
include specific topics for democratic citizenship education. Alongside this, values
education is emphasized to develop students' affective domains. Additionally, the
Turkey Competencies Framework is used to focus on the development of skills in
students. VVocational, art, and sport students also receive this liberal education through
compulsory common courses. The overall goal is to produce participatory citizens

rather than those who are personally responsible or justice-oriented.

2.7.5.3. Citizenship Education Research in Turkey: An Overview. Previous
research conducted in Turkey indicated that in primary education, where the
foundation of citizenship is formed, duties towards the state come before rights among
the characteristics that constitute the essence of a good citizen (Akin et al., 2017;
Ersoy, 2014; Kizilay, 2015; Kus et al., 2013; Sen, 2020). Remarkably, the findings of
Sel (2021)’s meta-synthesis study on citizenship education in the social studies field
showed that participants' understanding of citizenship was focused on traditional and
national aspects, such as fulfilling duties and loving the homeland and nation, rather
than active and global citizenship. According to Kiling and Dere (2013)’s study, high
school students were found to be lacking in critical perspective, democratic
participation, and knowledge about global citizenship. They did not prioritize
questioning political practices and decisions that affect them and viewed citizenship
as primarily a national concept rather than being connected to understanding of global
societies. This conception of citizenship dates back to the Ottoman period and early
Turkey characterized by loyalty to the state, fulfillment of duties and nation-based
citizenship. Other prominent good citizenship characteristics stated by teachers and
students from different grades and subjects include patriotism, morality, respecting
social values, sensitivity (to society, cultural heritage, and environment), responsibility
(against their own obligations), love, science, helpfulness, honesty, fairness, courtesy,
effective communication, and solidarity (Gen¢ & Celik, 2018; Giirel, 2016; Kiling &
Dere, 2013; Kus et al., 2013).

Still, the 21st century has brought an increased focus on liberalism, globalization, and
cultural pluralism in the Turkish education system, as has been seen worldwide
(Arslan, 2016). The modern school system in Turkey has focused on developing
citizens with skills such as participation, cooperation, reflection, and critical thinking,

due to changes in the world and the social, economic, and political changes brought
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about by relations with the European Union (EU) (Akin et al., 2017; Ersoy, 2014).
Looking at the general transformation in terms of the content of citizenship courses, it
was observed that there is a transition from militarism, nationalism, and communalism
(Kus et al., 2018; Sen, 2019) to globalism (Sel, 2021; Sen, 2020), active citizenship
(Geng & Celik, 2018), and democracy and sensitivity to different cultures (Kurum,
2018; Kus et al., 2018; Sen, 2019). To illustrate, the literature shows that global
citizenship education has been extensively researched in the 2000s and students,
including those in Turkey, are being exposed to a greater variety of cultures through
their textbooks (Karaca & Akbaba, 2021; S. Lee, 2020). In her meta synthesis of the
research on Citizenship Education in Social Studies Lessons in Turkey, Sel (2021) also
realized that the concept of citizenship is constantly expanding, deepening, and
diversifying. Citizenship in Turkey is now more linked not only to the national state,
but also to regional arrangements (e.g., European citizenship) and even to the whole
world through the concept of global citizenship.

Ulger (2013) observed that human rights education in schools in Turkey began after
the United Nations designated 1995-2005 as The Decade of Human Rights Education.
Ersoy (2014) suggested that the social studies curriculum in Turkey has moved
towards promoting active and democratic citizenship, possibly due to the influence of
European Union integration, global transformations, and changes in the understanding
of education. Unlike its predecessors, she added that the new curriculum includes
topics and activities such as civil society organizations, global issues, school councils
and student clubs, and learning through experience in some extra-curricular activities.
However, past studies have shown that these new dimensions have not always been as

effective in practice as conventional national dimensions.

Despite the changes in the understanding of citizenship education in Turkey, issues
have been raised by students and teachers regarding the lack of concrete details in the
concepts of global citizenship, democracy, and individualism, as well as the
dominance of Sunni-Muslim themes in the limited cultural diversity of the curriculum
(e.g., Kus et al., 2018; Sen, 2019). Remarkably, 7" grade students in Kizilay (2015)’s
research indicated the need that the characteristics of a good citizen should include
respect, fairness, tolerance, environmentalism, and peacefulness among the
characteristics of a good citizen. Public high school students stated that the school did

not contribute to the formation of a multicultural viewpoint, and that their viewpoints
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on multiculturalism were formed through the natural school environment and personal
communication and interaction, in Karakus (2017)'s study. Kaldirim (2005) observed
that 8" grade students cannot make the connection between democracy and social
justice, polyphony, separation of religion and state affairs, and the ability to question
and hold governments accountable. Ersoy (2012a) inferred from interviews with
teachers that children's rights education is carried out theoretically in some primary
schools, and environments where children can exercise their rights such as school

councils, student clubs and social activities are not functional.

From primary education to high school, researchers have identified some other issues
raised generally by students and teachers about general citizenship education in Turkey
at all levels. They have reported that the subjects are superficial and abstract or
insufficient in scope (Ersoy, 2012; Firat Durdukoca, 2019; Geng & Celik, 2018; Giirel,
2016; Sel, 2021), extra-curricular activities and guidance are insufficient or
dysfunctional (Cicek & Topcu, 2015; Ersoy, 2012; Gen¢ & Celik, 2018; Giirel, 2016;
Sel, 2021; Ulger, 2013), there is pressure created by the exam-based structure (Sel
2021), educational materials are insufficient (Feyzioglu, 2014; Giirel, 2016; Karaman
& Karaman, 2016; Sel, 2021), there are general teaching processes that do not
adequately take into account context or student differences (Karakus & Kuyubasioglu,
2017; Sel, 2021; Ulger, 2013), and more in-service training is need (Ersoy, 2014;
Gurel, 2016). In particular, social studies teachers in Ulger (2013)’s study documented
those extracurricular activities are limited to schools (poetry competitions, painting
competitions, debates, etc.) and that out-of-school social activities related to human
rights and citizenship education (symposium, field trips, theater, cinema) etc.) was not
enough. Some middle and high school teachers in Geng and Celik (2018)’s research
stated that the lessons were superficial to provide the desired outcomes and that the

course hours were too few for citizenship education.

Scholars have identified an array of recommendations as well. Teachers and parents
should collaborate more effectively to cultivate key aspects of good citizenship in
students, such as sensitivity towards cultural diversity, values education, and
understanding of children's rights (Celikkaya & Filoglu, 2014; Demirezen et al., 2013;
Dere et al., 2017; Gen¢ & Celik, 2018; Kurum, 2018). Teachers in a study by First and
Durdukoca (2019) study indicated that they wanted democratic skills and values like

critical thinking, tolerance, and empathy to be included in the social sciences
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curriculum. Subject teachers teaching in middle and high schools recommended field
trips to official state institutions in Geng and Celik (2018)’s study. Lastly, teachers
should model good citizenship behaviors to influence their students (Celikkaya &
Filoglu, 2014; Dere et al., 2017; Karasu-Avci et al., 2020).

Previous research indicated that national elements and the fulfillment of duties towards
the state are prioritized in citizenship education in Turkey. In recent years, it has been
observed that issues related to human rights and democratic active citizenship have
started to be included. However, a number of problems have been reported in the
implementation of the citizenship curriculum in general and the teaching of active
citizenship in particular, and these problems have led to the failure of students to
achieve certain outcomes. Researchers emphasized the importance of in-school and

out-of-school hands-on activities, school-family cooperation, and in-service training.
2.8. Summary of the Literature Review

The concept of citizenship has evolved over time from a simple definition of
membership in a state based on ethnicity or gender to a legal contract between the state
and the citizen that includes rights and duties. It has also moved from an ethnic basis
to a national identity basis, and it is now possible to acquire citizenship in a country
by meeting certain conditions.

The concept of citizenship has evolved to include not only national identity and
citizenship, but also multiculturalism and active citizenship with global characteristics.
In democratic countries, citizenship includes legal rights and responsibilities towards
the state, political literacy, local, national, and global identity and understanding,
democratic participation knowledge, skills and values, and activities such as voting,

taxation, claiming rights, cooperation, campaigning, and volunteering.

There is no consensus on the specific characteristics that define a good citizen, but
there are generally accepted KSAVs that are considered important for good
citizenship. In democratic societies, for example, voting is often seen as a key
characteristic of a good citizen. However, other characteristics, such as critical
thinking, knowledge of one's rights, efforts to ensure social justice, and respect for
diversity, are also considered important for good citizenship in a democracy. In thin
democracies, citizens are content with only voting or individual efforts at the local

level, obeying laws unconditionally, and not participating in the decision-making and
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implementation processes of the government. In contrast, in thick democracies,
citizens are politically literate and engage in wider aid campaigns or awareness-raising,
know how the government works, participate in civil society organizations, follow the
political and national agenda, and form public opinion. They monitor and demand the
government, and may use tools such as voting, boycotts, strikes, public agenda-setting,
and protests to influence or change it.

According to research, three types of citizens have been identified in democracy:
personally responsible, participatory, and justice-oriented. Personally responsible
citizens, who tend to be characteristic of thin democracies, prioritize personal
responsibility, while justice-oriented citizens, who represent thick democracy,
prioritize social justice. Participatory citizens fall in between, engaging in political and
civic life through activities other than those that "directly influence" social
transformation, such as boycotts, strikes, and protests. It is not clear whether a society
composed entirely of participatory or justice-oriented citizens would be fully
democratic, but a balanced existence of these two types of citizens with peaceful and

nonviolent behavior is desired for a well-functioning democracy.

The concept of good citizenship and the education that supports it are closely related,
and perceptions and goals for good citizenship shape educational plans and programs.
Some countries, such as those in Europe, may prioritize education that focuses on
freedoms and rights, while others, particularly in Asia, may place greater emphasis on
education that promotes a sense of responsibility towards the state and community. In
countries that have strong economic or technological connections to the global
network, education models that focus on global citizenship, multiculturalism,
democracy, and human rights have started to be implemented, although the extent and
success of these changes varies. According to the democratic model of citizenship,
education to cultivate good citizens should include rights and responsibilities,
democratic processes, form of government and its functioning, law-making and rule
of law, critical thinking, problem-solving skills, cooperation, peaceful conflict
resolution, helping and monitoring government actions, voluntary assistance,
tolerance, fairness, honesty, and sensitivity to world problems. Past studies have
mainly focused on this model. To be successful, citizenship education programs in
schools should also consider the practices and desires of teachers and students, as well

as official state policies, and aim to create democratic environments where students

66



can experience democracy. Mismatches between official curricula and teacher and

student perceptions can lead to the failure of citizenship education.

The shift in the meaning of citizenship in Turkish history can be traced back to the late
Ottoman Empire, when western technologies and ideas were adopted in an attempt to
maintain the empire's power and a constitutional monarchy was implemented. This led
to a transformation in the way the Ottoman people were viewed, from tebaa to citizens.
The Republic of Turkey further solidified this transformation by securing citizenship
in its constitution. From the early years of the Republic to the present day, citizenship
education in Turkey has moved back and forth on the axis of nationalism/patriotism,
conservatism, non-conservatism, rights and duties to the state. In this axis,
conservatism vs. non-conservatism have been at opposite ends of the spectrum, while
nationalism/patriotism and the preservation of the importance of duties to the state
have been the two unchanging understandings. Today, Turkey's hybrid democracy
understands citizenship that prioritizes duties to the state, is firm patriotic, and is
influenced by Turkish Islamic synthesis based on Sunni Islam. It also includes global,
multicultural, and democratic elements, although these elements are still developing
(Figure 2.2).
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CHAPTER 3

METHODOLOGY

The purposes of this research were (1) to study perceptions of teachers and students
about knowledge, skills, attitudes and values (KSAVSs) that should be developed for
cultivating “good citizens”, (2) to examine teachers' and students' perceptions on how
Turkey Ministry of National Education (MoNE) educational policies for good
citizenship can be improved, (3) to identify differences between teachers’ and
students’ perceptions and formal citizenship education policies, and (4) to suggest
school practices that reflect the characteristics of good citizenship that teachers and
students agree on, address the challenges teachers and students face in implementing
citizenship education in Turkey, and incorporate current scholarly and practical
orientations in citizenship education. In that sense, the study investigated the following

research questions:

I.  What are the priorities of teachers and students on knowledge, skills, attitudes,

and values to be developed in cultivating “good” citizens in Turkish schools?

a. Do teachers’ perceptions significantly vary based on gender,

experience, and subject?

b. Do students’ perceptions significantly vary based on school type and

parents’ education level?

Il.  What are perceptions of teachers and students on MoNE's educational policies

in cultivating “good” citizens?

I[1l.  To what extent are formal citizenship curriculum policies consistent with
teachers’ and students’ perceptions of the characteristics of a “good” citizen

and an effective citizenship education?
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IV.  What are the school practices in citizenship education based on teachers' and
students' perceptions of the characteristics of a "good" citizen and an effective

citizenship education?

This chapter is about the overall design, context, participants, data sources, factor
analyses, data collection procedures, data analysis, trustworthiness, limitations, ethical
considerations, and assumptions of the study. The role of the researcher is also

presented.
3.1. Overall Design of The Study

The study followed a mixed methods approach. In a mixed methods approach,
quantitative and qualitative data are mixed or integrated (Creswell & Creswell, 2018)
to get a more complete understanding of research problems (Fraenkel, Wallen, &
Hyun, 2012). The study employed a multi-phase mixed methods design (Creswell &
Plano Clark, 2011), which is a type of mixed methods research design that involves
conducting multiple sequential or concurrent mixed methods studies within a larger
program of inquiry. This design aims to utilize the findings from one phase to inform
or extend the findings from another phase, addressing various interconnected aspects
of the research problem. The integration of different types of data takes place at
different stages, guided by the logic and sequence of each phase. This design is
particularly valuable when the researcher seeks to explore a complex or multifaceted

phenomenon over time or in different contexts.

This research employed a comprehensive methodology comprising an online scale that
incorporated both quantitative and qualitative data, supplemented by semi-structured
interviews to gather qualitative data. Additionally, document analysis was undertaken
as a qualitative data source. The purpose of the interviews extended beyond merely
expanding on the scale findings; they sought to delve into the perspectives of the
interview participants regarding the existing status of citizenship education policies in
the country, a topic unrelated to the scale questions. Subsequently, document analysis
was employed to assess the concurrence between the participants' viewpoints and the
policies. The data collected also facilitated the formulation of suggestions for policy
implementation, particularly in relation to school practices. Hence, the study employed

multiple variants of mixed methods, including a concurrent triangulation design, an
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explanatory sequential design, and an embedded design. Consequently, a multi-phase
mixed methods design consisting of three distinct phases was utilized in the study:

Phase 1 of the study employed a concurrent triangulation design, which involved the
simultaneous collection and analysis of both quantitative and qualitative data through
the online scale. These data sets were then compared and examined in relation to one
another in order to derive conclusions pertaining to the perceptions of participants
regarding the attributes that define a good citizen. Specifically, the responses to closed-
ended items (quantitative data) and the responses to an open-ended item (qualitative
data) were jointly analyzed to gain insights into how participants perceive the

characteristics associated with being a good citizen.

Phase 2 of the study employed an explanatory sequential design, which involved the
collection and analysis of qualitative data following the analysis of quantitative data.
The purpose of this phase was to provide explanations and further insights into specific
findings derived from the quantitative data. To achieve this, semi-structured interviews
were conducted to gather qualitative data. These interviews aimed to elaborate and
provide additional context regarding the results obtained from the scale, which
primarily consisted of quantitative data. The qualitative data from the interviews

served to enhance the understanding and interpretation of the quantitative findings.

Phase 3 of the study employed an embedded design, wherein qualitative data were
collected and analyzed as part of a larger qualitative study with a predominant
qualitative methodology. Semi-structured interviews were conducted to explore the
perspectives of the interview participants regarding the aspects of citizenship
education policies that are considered favorable and those that require improvement in
the country. Furthermore, document analysis (qualitative data) was utilized to support,
complement, or enrich the findings derived from the interviews (qualitative data) and
the scale results (quantitative data) within the same study. The document analysis
involved examining formal policy documents of the country to assess the extent to
which the perceptions of participants align with the existing policies. Finally,
suggestions for school practices were formulated drawing upon the qualitative and

quantitative data gathered throughout the study (Figure 3.1).
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In this study, first, a scale named characteristics of good citizens scale (CGCS) was
developed to understand perspectives of participants as to KSAVs that a good citizen
should have. An exploratory factor analysis (EFA) was conducted after the piloting
phase of the scale. After finalization of the scale based on EFA, it was administered to
teachers and students online. Based on data collected, two confirmatory factor analyses
(CFA) were conducted - one is on teachers’ data and the other one is on students’ data
- to confirm factor structure derived from EFA. Based on the results and research
questions, semi-structured interviews were conducted with teachers and students to dig
deeper into citizenship education in Turkey, and further elaborate on scale results. At
the final phase, document analyses were performed by utilizing formal MoNE
documents. They were analytically scrutinized based on literature, scale results, and
interview results. Thus, qualitative and quantitative data were evaluated together, and

the research questions were investigated in depth.
3.2. Context of the Study

In this section, information about the participants in the scale and interviews is
presented, some descriptive statistics are provided and the role of the researcher in the

study is discussed.
3.2.1. Sampling for CGCS

According to latest official statistics (MoNE, 2020c), the counts of public high schools

in Turkey in terms of school type are depicted at Table 3.1 below:

71



Table 3.1

Number of Public High Schools in Turkey by Type

School type Counts
Anatolian high schools 2434
Anatolian Imam Hatip high schools 1441
Science high schools 302
Social sciences high schools 93
Fine arts high schools 81
Sport high schools 68

The high school with the highest number of students is Anatolian High Schools. There
are 2846 Anatolian High Schools followed by 1635 Anatolian Imam Hatip High
Schools. Vocational high schools include many fragments of departments with
privatized curricula (MoNE, 2020c). Since the focus of this study is on mass general
education, participants were selected only from Anatolian High Schools and Anatolian
Imam Hatip High Schools. In this case, the participants came from certain school
types. Since school type was chosen as a criterion for identifying participants, the
sampling strategy used for the scale in this study was criterion sampling, which is one

of the sub-types of purposeful sampling (Given & Saumure, 2008).

To grasp an inclusive picture of teachers’ and students’ perceptions on good
citizenship, participants were selected from all 12 statistical regions called
“nomenclature of territorial units for statistics” (Resmi Gazete, 2002) determined by
Turkish Statistical Institute and Turkish State Planning Organization to group similar
cities in terms of population, geography, regional development plans, fundamental
statistical indicators, and socioeconomic development (Sengiil, Eslemian, & Eren,
2013). This classification is depicted in Table B1 in Appendix B.

Since Level 2 cities were constituted by grouping Level 3 cities in terms of their
economic, social, and geographic proximity (Turkish Statistical Institute, 2010), cities
for the current study were selected from each Level 2 group randomly. One city from
each Level 2 group was randomly selected and depicted Table 3.2 below. In total, data
was collected from teachers and students who were willing to fill out the CGCS from

Anatolian High Schools and Anatolian Imam Hatip High Schools from 12 cities.
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Table 3.2

Cities Included in CGCS Data

Level 1 classifications Cities
Istanbul Istanbul
West Marmara Balikesir
Aegean Izmir
East Marmara Eskisehir
West Anatolia Ankara
Mediterranean Osmaniye
Middle Anatolia Kirsehir
West Black Sea Kastamonu
East Black Sea Trabzon
Northeast Anatolia Agri
Middle East Anatolia Bingol
Southeast Anatolia Sanliurfa

Excluding ones who did not answer the question, initial response statistics were
presented at Table 3.3 below. 14 teachers and 30 students did not specify from which
city they participated in the CGCS.

Table 3.3

CGCS Results by City: Frequencies and Percentages

Teachers Students
City % n City % n
Sanliurfa 36.97 434 Istanbul 35.22 1078
Izmir 16.44 193 Sanliurfa 20.39 624
Agrn 16.01 188 [zmir 18.23 558
Istanbul 12.95 152 Ankara 8.95 274
Trabzon 5.28 62 Trabzon 7.64 234
Osmaniye 4.68 55 Agri 3.96 122
Ankara 4.09 48 Osmaniye 3.72 114
Eskisehir 1.36 16 Balikesir 1.01 31
Balikesir .85 10 Bingol 39 12
Bingdl .85 10 Eskisehir .29 9
Kirsehir 43 5 Kastamonu 16 5
Kastamonu .09 1 Kirsehir 0 0
Total 100 1174 Total 100 3061

As it is seen at the table above, response rates were higher in some cities whereas those
were lower in some other cities. According to the socioeconomic development index
(Turkish Ministry of Industry and Technology, 2017), istanbul, Ankara, Izmir, and
Eskisehir were in the “high” development group. Balikesir, Trabzon, Kirsehir,
Kastamonu, and Osmaniye were in the “moderate” development group. Bingol,

Sanlrfa, and Agr1 were in the “low” development group. When those cities were
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grouped under categories according to socioeconomic development after participants
who did not answer the question were excluded, numbers of participants for each

category were reflected at Table 3.4 below.

Table 3.4

Socioeconomic Development Levels of Cities

Level Cities Teachers Students
% n % n
Low Bingo6l, Sanliurfa, Agn 53.83 632 2476 758
High Istanbul, Ankara, Izmir, Eskisehir 3484 409 62.69 1919
Moderate  Balikesir, Trabzon, Kirsehir, Kastamonu, 11.33 133 1254 384
Osmaniye
Total 100 1174 100 3061

With 14 participants who did not select any city, 1174 teachers were included, and
with 30 participants who did not select any city, 3061 students were included in data
analysis. Excluding ones who did not answer the question (N = 1169), teachers from
Anatolian High School were higher in number (n = 736, % = 62.96) than Anatolian
Imam-Hatip High School (n = 433, % = 37.04). Excluding ones who did not answer
the question (N = 3057), students from Anatolian High School were higher in number
(n = 2212, % = 72.36) than Anatolian Imam-Hatip High School (n = 845, % = 27.64),

as well. 19 teachers and 34 students did not indicate their school (Table 3.5).

Table 3.5

School Type Distribution of Participants

School type Teachers Students

% n % n
Anatolian high school 62.96 736 72.36 2212
Anatolian Imam-Hatip high school 37.04 433 27.64 845
Total 100 1169 100 3057

Among teachers after those who did not answer the question were excluded (N =
1171), female participants were higher in number (n = 659, % = 56.28) than male
participants (n =512, % = 43.72). Among the students after those who did not answer
the question were excluded (N = 3072), female participants were higher in number (n
= 2126, % = 69.21) than male participants (n = 946, % = 30.79), as well. 17 teachers
and 19 students did not indicate gender (Table 3.6).
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Table 3.6

Gender Distribution of Participants

Gender Teachers Students

% n % n
Female 56.28 659 69.21 2126
Male 43.72 512 30.79 946
Total 100 1171 100 3072

The average age of teachers was found to be 36.03, and average teaching experience
was calculated as 10.19 years when scores of 21 participants who selected the “31 or

higher” option were taken as 31. The average age of students was found to be 15.51.

Among the teachers after those who did not answer the question were excluded (N =
1167), most selected subjects were Turkish Language and Literature (n = 176, % =
15.08), Math (n = 138, % = 11.83), and English (n = 118, % = 10.11). 21 participants
did not select any subject (Table B2 in Appendix B). 32 participants who selected more

than one relevant subject are marked in italics in Table B2.

Among the teachers after those who did not answer the question were excluded (N =
1176), most of them had undergraduate degree (n = 954, % = 81.12), followed by
master’s degree (n = 202, % = 17.18), license completion (n = 17, % = 1.45), and PhD
degree (n = 3, % =.26). 12 teachers did not indicate their graduation level (Table 3.7).

Table 3.7

Graduation Level Distribution of Teachers

Level % n
Undergraduate 81.12 954
Master 17.18 202
License completion 1.45 17
PhD .26 3
Total 100 1176

Among the students after those who did not answer the question were excluded (N =
3003), most of them were 9th grade (n = 912, % = 30.37) followed by 10th grade (n =
888, % = 29.57), 11th grade (n = 713, % = 23.74), 12th grade (n = 420, % = 13.99),
and preparation class (n = 70, % = 2.33), respectively. 88 students did not indicate
grade (Table 3.8).
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Table 3.8

Grade Level Distribution of Students

Grade % n

9" grade 30.37 912
10" grade 29.57 888
11" grade 23.74 713
12" grade 13.99 420
Prep class 2.33 70

Total 100 3003

Among the students’ mothers after those who did not answer the question were
excluded (N = 3038), most of them graduated from at most primary education (n =
1748, % = 57.54), followed by secondary or high school education (n = 1088, % =
35.81), and university education (n = 202, % = 6.65). 53 mothers did not indicate their
graduation level. Among the students’ fathers after those who did not answer the
question were excluded (N = 3026), most of them graduated from secondary or high
school education (n = 1453, % = 48.02), followed by at most primary education (n =
1162, % = 38.40), and university education (n = 411, % = 13.58). 65 fathers did not
indicate their graduation level (Table 3.9).

Table 3.9

Parent Education Distribution of Students

Education Mothers Education Fathers

% n % n
At most primary 57.54 1748  Secondary or high school 48.02 1453
Secondary or high school 35.81 1088 At most primary 38.40 1162
University 6.65 202 University 13.58 411
Total 100 3038  Total 100 3026

In summary, there were more Anatolian High School teachers and students in the
sample than Anatolian Imam-Hatip High School teachers and students. There were
more female teachers and students in the sample than male teachers and students.
Teachers were on average 36 years old, had an average of 10 years of experience, and
were mostly undergraduates. Students were 16 years old on average. The education
level of students’ fathers was generally higher than the education level of the mothers.
Fathers mostly graduated from secondary or high school. The highest education level
for most mothers was primary school. Only 13.58% of fathers and 6.65% of mothers

graduated from university.
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3.2.2. Sampling for Interviews

Interviews were conducted with teachers and students in Anatolian High Schools and
Anatolian Imam Hatip High Schools from districts such as Cankaya, Gélbasi, Mamak
and Pursaklar in Ankara for faster physical access to schools. In addition, Ankara is
the capital of Turkey, one of the cities in Turkey with the largest population and having
citizens from diverse education levels as seen in Table 3.10 below. To get a holistic
picture from interviews, the following criteria were followed: (1) percentage of
education among Ankara districts, (2) no exam schools, (3) the results of the 2019
mayoral elections, the last election held in Turkey while preparing this study, and (4)
time availability. Since schools that meet certain criteria were targeted while
determining the sample, the sampling strategy in interviews, as in the scale, was
criterion sampling, which is one of the subtypes of purposeful sampling. Those criteria
and the sampling process were depicted below.

First, students from different socio-economic environments were targeted as much as
possible. For this, the educational level of parents was used because previous research
points out that one of the indicators of socio-economic background is parents’
education (Aikens & Barbarin, 2008), and child’s notion of being a conscious citizen
can be influenced by the family's educational level (Erséz & Duruhan, 2015). Ye
(2018) found that parents with university or post-graduate degrees were most likely to
accompany their children with out-of-school citizenship activities such as museums,
youth activity centers, theaters, etc. They were also more likely to own private cars
which could make these activities easier to perpetuate. Ersoy (2012a) determined that
the children of families with a high socio-economic level can use children's rights (e.g.,
right to speak) more comfortably at home, and found that students from low
socioeconomic backgrounds exhibited more passive citizenship characteristics than
students from higher socioeconomic backgrounds in primary school (2014). Hoskins,
Huang and Arensmeier (2021) found that schools with a greater number of higher
social class students on average tend to provide more civic learning opportunities in
Nordic schools. Accordingly, Ankara districts were ranked according to the
percentages of undergraduate, graduate, and doctoral graduates in the population of
each district (Turkish Statistical Institute, 2020).

Second, to minimize student mobility from different socio-economic environments,
schools were selected from ones that admit students without a national high school
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entrance examination. In this way, attention was paid to the fact that most of the
students in the selected schools were residing in the immediate vicinity of the school.

Third, among the districts that host such schools, Cankaya with the highest percentage
in education, Golbas1 with a relatively middle percentage, Pursaklar and Mamak with
a lower percentage were selected. The political parties that received the most votes in
the last mayoral elections in these districts were then identified. In Cankaya, the party
with the most votes were RPP, in Golbasi they were Nationalist Movement Party
(NMP) and Good Party (GP) with the NMP in the lead, in Pursaklar and Mamak it was
JDP. Those parties hold 94.74% of all votes across Ankara. In this 94.74%, the NMP
had the lowest total vote percentage (7.55%). Still, the NMP’s vote percentage was
more than the total vote percentages of other parties outside of this 94.74% with only
5.26% in total (100%-94.74% = 5.26%). Therefore, aforementioned districts were
chosen to reflect the mainstream diversity in terms of political worldviews that can

make a difference in perceptions of what a good citizen should be.

Fourth and last, the neighborhoods that voted more for the same party as the district
they are in were determined. Among those neighborhoods, schools that could allocate
time for interviews were identified (rows in bold in Table 3.10). The reason for
choosing two districts with lower education percentage (Pursaklar and Mamak) is the
relatively low number of schools in these districts. One Anatolian high school and one
Anatolian Imam Hatip high school in Cankaya; one Anatolian High school in Golbas;
one Anatolian Imam Hatip high school in Pursaklar; and one Anatolian high school in

Mamak were included in the study. These statistics are depicted at Table 3.10 below.

Table 3.10

Districts Included for Interviews and Descriptive Statistics

Districts Education® Population %  AHS AIHHS District &
Neighborhood Vote

Cankaya 398103 925828 43.00 X X RPP

Etimesgut 173379 595305  29.12

Yenimahalle 199365 695395  28.67

Golbasi 36358 140649 2585 X NMP/ GP
Kegioren 162920 938568  17.36

Pursaklar 22274 157082  14.18 X JDP

Mamak 94469 669465 1411 X JDP

& Number of citizens with Bachelor, Master's, or PhD degree
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Altindag 54551 396165  13.77

Elmadag 6199 45122 13.74
Polatli 16557 126623 13.08
Beypazari 6356 48732 13.04
Kahramankazan 7388 56736 13.02
Kizilcahamam 3314 27507 12.05
Sincan 65190 549108  11.87
Ayas 1610 13686 11.76
Cubuk 9692 91142 10.63
Nallihan 2902 27434 10.58
Sereflikoghisar 3480 33310 10.45
Akyurt 3566 37456 9.52
Kalecik 1209 12941 9.34
Gudul 736 8438 8.72
Bala 2048 25780 7.94
Camlidere 669 8883 7.53
Evren 212 3045 6.96
Haymana 1659 28922 5.74

Note. AHS = Anatolian High School, AIHHS = Anatolian Imam Hatip High School

So, interviews were conducted at five schools (three Anatolian high schools and two
Anatolian Imam Hatip schools), which were determined according to the following
criteria: (1) percentage of education among Ankara districts, (2) no exam schools, (3)
the results of the 2019 mayoral elections in Turkey, and (4) time availability. In total,
14 teachers and 28 students attended the interviews. Teachers from Anatolian High
School were higher in number (n = 8, % = 57.14) than Anatolian Imam-Hatip High
School (n = 6, % = 42.86). Students from Anatolian High School were higher in
number (n = 16, % = 57.14) than Anatolian Imam-Hatip High School (n = 12, % =
42.86), as well (Table 3.11).

Table 3.11

School Type Distribution of Interview Participants

School type Teachers Students

% n % n
Anatolian high school 57.14 8 57.14 16
Anatolian Imam-Hatip high school 42.86 6 42.86 12
Total 100 14 100 28

Among teachers, female participants were higher in number (n = 8, % = 57.14) than
male participants (n = 6, % = 42.86). Among students, female participants were higher
in number (n = 15, % = 53.57) than male participants (n = 13, % = 46.43), as well
(Table 3.12).
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Table 3.12

Gender Distribution of Interview Participants

Gender Teachers Students

% n % n
Female 57.14 8 53.57 15
Male 42.86 6 46.43 13
Total 100 14 100 28

There was a balanced teacher group in terms of teaching subjects. Five teachers were
from religion-based courses (Culture of religion and knowledge of ethics” and “Imam-
Hatip high school vocational courses™), five from science-based courses (“Biology”,
“Chemistry” and “Math”), and four from social-based courses (“History”,

“Geography”, “Philosophy” and “Turkish language and literature”). Details are in
Table 3.13 below.

Table 3.13

Subject Distribution of Interview Teachers

Subject Category’ % n
Culture of religion and knowledge of ethics Religion-based 2143 3
Imam-Hatip high school vocational courses Religion-based 1429 2
Biology Science-based 1429 2
Chemistry Science-based 1429 2
History Social-based 7.14 1
Geography Social-based 7.14 1
Philosophy Social-based 7.14 1
Math Science-based 7.14 1
Turkish language and literature Social-based 7.14 1
Total - 100 14

Among students (N = 28), most of them were 11th grade (n = 19, % = 67.86) followed
by 10th grade (n =6, % = 21.43), and 9th grade (n = 3, % = 10.71), respectively (Table
3.14).

Table 3.14

Grade Level Distribution of Interview Students

Grade % n
11th grade 67.86 19
10th grade 21.43 6
Oth grade 10.71 3

" Table 4.7 provides details about this categorization.
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Total 100 28

Among students’ fathers (N = 27), most of them graduated from high school education
(n = 16, % = 59.26), followed by university education (n = 5, % = 18.52), primary
school education (n =4, % = 14.81), and secondary school education (n =2, % =7.41).

One student did not know his/her father’s education level.

Among students’ mothers (N = 28), most of them graduated from primary education
(n =11, % = 39.29), followed by high school education (n =9, % = 32.14), university
education (n =6, % = 21.43), and secondary school education (n =2, % = 7.14) (Table
3.15).

Table 3.15

Parent Education Distribution of Interview Students

Education Mothers Education Fathers

% n % n
Primary 39.29 11 High school 59.26 16
High school 32.14 9 University 18.52 5
University 21.43 6 Primary 14.81 4
Secondary 7.14 2 Secondary 741 2
Total 100 28 Total 100 27

Among students’ mothers (N = 27), most of them were housewives (n = 14, % =51.85),
followed by workers in either private or public sector (n = 10, % = 37.03). The rest
had an array of occupations with higher salaries (n = 3, % = 11.11). One student did
not mention his/her mother's occupation. Among students’ fathers (N = 26), most of
them were workers in either the private or public sector (n = 22, % = 84.62). The rest
had an array of occupations with higher salaries (n = 4, % = 15.38). One student did
not mention his/her father’s occupation, and one student’s father occupation could not

be understood from the interview’s voice recording (Table 3.16).

Table 3.16

Parent Occupation Distribution of Interview Students

Occupation Mothers Occupation Fathers
% n % n
Housewife 51.85 14 Worker® 84.62 22

8 Occupations labeled as “worker” include self-employment, security personnel, chef, carrier,
accountant, electrician, cleaner, market employee, dishwasher, IT worker of a charity, municipal
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Worker® 37.03 10 Higher salary job'° 1538 4
Higher salary job* 11.11 3
Total 100 27 Total 100 26

Excluding test books, most of the students (N = 26) have 100 and more books in their
home (n =8, % = 30.77), followed by more than 50 books (n =7, % = 26.92), 200 and
more books (n =6, % =23.08), and 50 and less books (n =5, % = 19.23). Two students
did not mention the book number in their home. Excluding test books, most of the
students (N = 25) own 50 and less of those books in their home (n = 12, % = 48),
followed by 100 and more books (n =4, % = 16), 200 and more books (n = 4, % = 16),
60 and less books (n = 3, % = 12), and more than 50 books (n = 2, % = 8). Three
students did not mention the book number that they owned.

Among types of those books (N = 44), most of them are novels (n = 17, % = 38.64),
followed by history books (n = 7, % = 15.91), religion books (n = 6, % = 13.64),
adventure books (n = 2, % = 4.55), science books (n = 2, % = 4.55), psychology books
(n =2, % = 4.55), encyclopedias (n = 1, % = 2.27), interviews (n = 1, % = 2.27), and
books with other topics such as horror (n = 1, % = 2.27), biography (n = 1, % = 2.27),
self-improvement (n = 1, % = 2.27), philosophy (n = 1, % = 2.27), mythology (n =
1, % = 2.27), and law (n = 1, % = 2.27) (Table 3.17). A collective display of

demographic information about the participants was given in Table 3.18 below.

Table 3.17

Distribution of Books at Homes of Interview Students

Books at home Books owned by student Type of books
Number % n Number % n Type % n
>=100 30.77 8 <=50 48 12 Novel 38.64 17
>50 2692 7 >=100 16 4 History 1591 7
>=200 2308 6 >=200 16 4  Religion 1364 6
<=50 19.23 5 <=60 12 3 Adventure 455 2

employee, bank worker, chauffeur, and construction worker.

® Occupations labeled as “worker” include insurer, school bus guide, secretary, auxiliary staff at a
special education center, accounting retiree, store employee, hospital staff, and cleaner.

10 Occupations labeled as “higher salary jobs” include imam, academician, police retiree, and state
officer.

11 Occupations labeled as “higher salary jobs” include teacher and executive.
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>50 8 2  Science 455 2
Psychology 455 2

Encyclopedia 227 1

Interview 2.27 1

Horror 2.27 1

Biography 2.27 1

Self-improvement 2.27 1

Philosophy 2.27 1

Mythology 2.27 1

Law 227 1

Total 100 26 Total 100 25 Total 100 44
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In summary, there were more Anatolian High School teachers and students in the
sample than Anatolian Imam-Hatip High School teachers and students. There were
more female teachers and students in the sample than male teachers and students.
Teachers were balanced in terms of their teaching subject (social, science or religion

based). Most students were in 11" grade.

Excluding test books, 53.85% of students had more than 100 books at home (parent's
books + student's books). Hence, homes with books more than 100 and less than 100
were roughly equal. Mostly there were novels at home, and there were some history
and religion related books. Excluding test books, 53.85% of students had more than
100 books at home, while only 32% of students owned more than 100 books. In
addition, while 19.23% of students had less than 50 books at home, 48% of students
owned less than 50 books. Most students had fewer books than their parents. Most
probably it was because students were mostly 11" graders and focused more on test

books because of upcoming national exams.

Fathers' education level was generally higher than that of mothers. Fathers were mostly
workers and graduated from high school. Mothers were mostly housewives and
graduated from primary or high school. Only 18.52% of fathers and 21.43% of mothers

graduated from university.
3.2.3. Role of the Researcher

I am a PhD student in the Curriculum and Instruction department at Middle East
Technical University (METU) in Ankara. | received my undergraduate degree from
the Computer Education and Instructional Technology department at the same
university. Currently, | work as an instructional designer and project implementer at
the online distance education platform of Turkey (EBA, www.eba.gov.tr), which has
been being developed and maintained by Directorate General of Innovation and
Education Technologies in Turkey within the scope of the FATIH Project initiated by
MoNE.

Since | have studied and worked in the field of education, | have tried to reflect my
knowledge and experience in the field when dealing with issues related to citizenship
education. As | have been working in a state institution affiliated to the MoNE for
many years, | had the opportunity to closely examine the curriculum structure of the

MoNE. | had the opportunity to know how formal work is done and policies are
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implemented in state institutions, and | have benefited from my knowledge and
experience in analyzing formal documents and coming up with structural improvement
suggestions in policies. Throughout the study, I took the observer role. Sometimes, |
asked clarifying questions where | felt that | did not completely understand what the

participants provided.
3.3. Data Sources and Factor Analyses

Data sources for understanding characteristics of good citizens were: (1) CGCS
developed in this study, (2) interview questions that help to elaborate on CGCS results,
and (3) document analysis to analytically scrutinize formal MoNE documents based
on the previous literature, CGCS results, and interview results. Data sources and

analysis strategies were presented below at Table 3.19.

Table 3.19

Data Sources and Corresponding Data Analysis

Data sources Data analysis
Three-way MANOVA, Repeated measures
CGCS answers ANOVA
Transcribed interview answers Transcript analysis
Official MONE documents Document analysis

3.3.1. The CGCS

CGCS items were determined from the literature and Turkish Ministry of National
Education curriculum. First, an EFA was conducted on pilot teachers’ data. Based on
results, the CGCS was finalized, and actual data was collected. CFA was conducted
on the actual teachers’ and students’ data to confirm EFA factor structure. The final

CGCS items with related factors were depicted at Table B3 in Appendix B.

The CGCS was a five-point agreement rating scale consisting of statements such as
“Strongly Disagree”, “Disagree”, “Neither Agree nor Disagree”, “Agree”, “Strongly
Agree”. The instrument consisted of items with positive sentences such as “(Good
citizens) comply with the law”. Thus, the reversing procedure was not applied.
Agreement statements of the scale were numbered by 1, 2, 3, 4, and 5 for statistical
analysis. Accordingly, “Strongly Disagree” was coded with 1; “Disagree” was coded

with 2, and so on.
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The CGCS also had an open-ended item at the end: “If you have anything to add about
the characteristics of a good citizen, please write it in the box below” to collect
additional characteristics that participants would like to mention in addition to the

close-ended items.

3.3.1.1. EFA of the CGCS. To determine the factor structure of the draft 50-item-
scale, EFA was conducted, and reliability was checked. The sample of the scale
consisted of 168 teachers from Anatolian and Anatolian Imam Hatip High Schools
from Adana and Corum. Since the selected sample was used for EFA statistics and the
aim was not to make any social inferences, Adana and Corum were selected as they
were easy to access for data collection. Nevertheless, citizens living in selected cities
voted for the top two parties that received the most votes in the 2019 mayoral elections
promising acceptable validity in responses: Adana voted for the RPP, while Corum
voted for the JDP.

Research on EFA has divergent advice for sample size for good EFA (Williams,
Onsman, & Brown, 2010). To illustrate, Hair et al. (2019) advised that sampling size
should be at least five times of item numbers. Velicer and Fava (1998) indicate that “N
be at least 10 times p” (p. 232), and so sample size should be at least 10 times of item
numbers. Fabrigar et al. (1999) have suggested that under optimal conditions
(communalities of .70 or greater and 3 to 5 measured variables loading on each factor),
a sample of 100 can be adequate. MacCallum et al. (1999) found that with
communalities in the range of .50, sample size of 100-200 will suffice. Since there is
no communality under .50 in the data set and the mean value of communalities is .81
(Table B4 in Appendix B), sample size of 168 was decided as sufficient. Hence, sample
size assumption was met, and EFA was conducted with the alpha level of .05. There
were no missing values (N = 168) in the data set nor extreme scores when highest (M
= 4.70) and the lowest (M = 3.56) mean scores were examined (Table B5 in Appendix
B).

Before conducting EFA, assumptions were first checked to see whether they were
violated. Kaiser’s measure of sampling adequacy (KMO), Bartlett’s Test of Sphericity,
and multivariate normality were examined. KMO index value for the data set for this
study was found to be .94 indicating that there is a relationship between items.
Tabachnik and Fidell (2019) advised .60 and higher KMO values for good factor
analysis as “value close to 1 indicates that patterns of correlations are relatively
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compact and so factor analysis should yield distinct and reliable factors” (Field, 2018,
p. 1014). Bartlett’s Test of Sphericity was found to be significant with y2 (df = 1225)
=9197.74, p < .05, indicating that “the correlation matrix has significant correlations
among at least some of the variables” (Hair Jr. et al., 2019, p. 136). Mardia’s test for
multivariate normality produced a p value of .00 (p < .05) and ensured that multivariate
normality was violated. According to Costello and Osborne (2005) and Fabrigar et al.
(1999), if multivariate normality is violated (p < .05), Principal Axis Factoring must
be used for extraction. Since multivariate normality was violated, Principal Axis

Factoring was used (Costello & Osborne, 2005).
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Figure 3.2. Scree Plot of Factors in EFA.

While interpreting the scree plot (Figure 3.2), researchers “look for the point where a
line drawn through the points changes slope” (Tabachnick & Fidell, 2019, p. 505). In
Figure 3.2, it is seen that a single straight line can fit the first six eigenvalues on the
above left. Another single straight line with different slopes can fit remaining points
(Tabachnick & Fidell, 2019). Field (2018) called the point between these two lines as
the inflexion point (in this case, it is point 7) indicating “cut-off for retaining factors”
(p. 1004), and Costello and Osborne (2005) states that the number of data points above
this point is the number of retained factors. Hence, there seems to be six factors in data
by considering six points on the above left of the inflexion point. In addition to scree

plot investigation, eigenvalues were also investigated.

Table 3.20 indicates that there are six factors with eigenvalues greater than 1 according
to “Kaiser’s criteria (eigenvalue > 1 rule)” (Williams et al., 2010, p. 6) with 72%
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cumulative percent of variation explained by retained factors. 72% total variance is
sufficient for EFA as “in the social sciences, where information is often less precise,
it is not uncommon to consider a solution that accounts for 60 percent of the total
variance as satisfactory, and in some instances even less.” (Hair Jr. et al., 2019, p.
142). When taken together, both scree plot and eigenvalue inspection pointed out a
six-factor model accounting for 72% of the variance.

Table 3.20

EFA Factors: Eigenvalues, % of Variance and Cumulative %

Factor Eigenvalue % of Variance Cumulative %
1 27.30 54.61 54.61
2 2.98 5.96 60.57
3 2.14 4.28 64.85
4 1.33 2.65 67.50
5 1.24 2.47 69.97
6 1.10 2.20 72.18

To clarify and simplify the factor loadings, rotation was implemented (Osborne, 2015).
Based on correlations among factors retained, a decision was made between oblique
and orthogonal rotation (Tabachnick & Fidell, 2019). Osborne (2015) suggests that
when factors are perfectly uncorrelated (r = 0), orthogonal and oblique rotation will
produce the same result. However, when correlations among factors diverge from r =
0, the oblique method will produce increasingly better results as r becomes closer to 1.
As factors in the current study are not perfectly uncorrelated but correlated, oblique
rotation was preferred (Table B6 in Appendix B).

Fabrigar et al. (1999) recommend including at least four variables for each factor.
Tabachnick and Fidell (2019) recommend loading of items on the factors with at
least .32 cut-off value. Pituch and Stevens (2016) recommend a cut-off value of .40.
Comrey and Lee (1992) interpret cut-offs as .32 (poor), .45 (fair), .55 (good), .63 (very
good) or .71 (excellent). To decrease cross-loadings of some items and considering
Comrey and Lee (1992)’s interpretation of .32 as poor, .32 was not selected as a cut-
off value. Pituch and Stevens (2016)'s advice of .40 cut-off value was selected for the

factor analysis results.

Items such as “act in a conciliatory manner in situations of conflict of opinion”,
“express their cultural heritage through mass media including music, performing arts,

literature, visual arts, traditional arts”, “fulfill responsibilities to their family”, “know
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that the welfare of a nation depends on the welfare of other nations”, “have critical and
independent thinking skills”, “can collaborate effectively with others”, “use Turkish
well”, and “evaluate the information obtained from different angles and different
sources of information and reach conscious conclusions” were dropped because of
their low factor loadings. “Cross-loaded items (marked as bold at Table B6 in
Appendix B) such as “protect nature”, “follow the traffic rules”, “follow current events
in their country”, “are respectful” and “are reliable” were eliminated from the factor
table as well. After the elimination process, remaining items such as “follow the rules
of courtesy” and “try to learn new things all their life” at factor 5 were eliminated as
well, as only two items remained at that factor. The item “know the functioning of
state institutions in their country” had close loadings on factor 2 and factor 3. That
item was placed at factor 3 to fit all items in terms of their logical and theoretical
association. After that analysis, factor loadings were finalized (Table B7 in Appendix
B). As seen in Table B7, loadings of variables of each factor were above .40 and at
least four variables were loaded into each factor, so the five-factor model was

interpreted as sufficiently representative of loadings of items into factors:

Factor 1 (individual positive attitudes): Items significantly loaded on factor 1 are

related with positive attitudes a good citizen should have.

Factor 2 (global knowledge and awareness): Among the items that loaded
significantly on Factor 2 were having cultural, linguistic and historical knowledge and
global awareness beyond the borders of the country in which one lives. Related to this

knowledge, the ability to use at least one foreign language is also loaded on this factor.

Factor 3 (knowledge and consciousness of the country structure): Items
significantly loaded on factor 3 concern knowledge about and internalization of one’s

own country in terms of citizenship, history, and culture.

Factor 4 (individual merits): Items significantly loaded on factor 4 include individual

merits that a good citizen should have.

Factor 5 (individual skills): Items significantly loaded on factor 4 include individual

skills for being competitive and effective in the 21st century.

Cronbach’s alpha was calculated as .93, .81, .94, .94, and .93 for factor 1, factor 2,
factor 3, factor 4, and factor 5, respectively. Nunnally and Bernstein (1994)
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recommends that instruments in basic research (e.g., comparing groups) should have
a Cronbach’s alpha of .80 or higher for good reliability. As such, each item set on
factor 1, factor 2, factor 3, factor 4, and factor 5 indicates good reliability. Table B8,
B9, B10, B11, and B12 in Appendix B indicate that there is no need to drop any item
from any factor to increase reliability as reliability does not increase if an item is
deleted.

The purpose of this factor analysis was to determine the factor structure of the 50-item
scale for characteristics of “good citizen”. To determine factors of the scale, an EFA
was conducted, and reliability of the scale was checked. Overall, the analysis was
significant because the items were clearly loaded on five factors. Eight items were
loaded on factor 1, four items were loaded on factor 2, 11 items were loaded on factor
3, seven items were loaded on factor 4, and five items were loaded on factor 5. Hence,
a 35-item scale was revealed after factor analysis. Following these findings, the
reliability of factors was checked, and sufficient Cronbach’s alpha values were found
such as .93, .81, .94, .94, and .93 for factor 1, factor 2, factor 3, factor 4, and factor 5,

respectively.

3.3.1.2. CFA of the CGCS on Teachers’ Data. To verify factors and related items
extracted from EFA, a CFA was conducted on actual students’ data collected with the
35-item-scale, and reliability was checked. The sample consisted of 1147 teachers
when missing data was omitted. Sample size requirement was checked for the scale.
Hair et al. (2019) advised that sampling size should be at least five times of item
numbers with more acceptable sample size would be a 10:1 ratio, and Velicer and Fava
(1998) also indicated that “N be at least 10 times p” (p. 232), and so sample size should
be at least 10 times of item numbers. The sample size of 1147 was regarded as
sufficient as sample size of 350 would be enough based on those criteria, with the
calculation of “item number x 107, that is “35 x 10 = 350”. There were no missing
values (N = 1147) in the data set nor extreme scores when highest (M = 4.60) and the
lowest (M = 3.42) mean scores were examined (Table B13 in Appendix B).

Before conducting the confirmatory factor analysis (CFA), firstly multivariate

normality of the data was checked to decide on the ML or MLM as the estimator. Since

ML assumes that data is multivariate normal, MLM (ML with robust standard errors)

would be used if multivariate normality assumption was not met (Brown, 2015; Byrne,

2016; Kline, 2016). To check multivariate normality in data, firstly Kolmogorov-
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Smirnov test, Shapiro-Wilk test, and univariate skewness and kurtosis values were

investigated.

Kolmogorov-Smirnov and Shapiro-Wilk Test results were significant (p <.05) (Table
B14 in Appendix B) indicating that normality was violated. Since those tests could be
affected from large sample sizes by indicating significance when skewness and
kurtosis values do not deviate too much from normality (Field, 2018), skewness and
kurtosis values were also investigated. Skewness values of items ranged from -2.38 to
-.27, and kurtosis values of items ranged from -.78 to 8.22 (Table B13). Pituch and
Stevens (2016) noted that skewness and kurtosis values larger than 2 targets deviation
from normality. Westfall and Henning (2013) recommended 2 for skewness and 3 for
kurtosis. Since 15 items had skewness values larger than 2, and 29 items had kurtosis
values larger than 2 or 3, data distribution of most items was regarded as not normally
distributed considering that ML is sensitive especially for excessive kurtosis (Brown,
2015). Although multivariate normality is not ensured if univariate normality does not
hold (Brown, 2015; Pituch & Stevens, 2016), Mardia’s test was also implemented for
assessing multivariate normality to cross-check the result. Mardia’s test for
multivariate normality produced a p value of .00 (p < .05) for multivariate skewness
and multivariate kurtosis ensuring that multivariate normality was also violated.
Hence, MLM was used as the estimator method. The model directly taken from the
EFA was depicted in Figure 3.3 below. Arrows between and among factors indicate
correlations among factors. Arrows between a question and a factor indicate that the

question is loaded on that factor.
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Figure 3.3. The Diagram of the CFA Model.?

CFA of the model produced fit indices such as CFI: .91, TLI: .90, RMSEA: .07,
SRMR: .05. There are multiple recommended cut off values to assess those values in
determining a model with good fit, on which there is no final consensus as those
indices can be affected from several factors such as the number of observed variables
or sample size (Brown, 2015; Fan & Sivo, 2007; Harrington, 2009; Kline, 2016).
Researchers suggested that “RMSEA values less than .08 suggest adequate model fit”

12 TPA stands for “individual positive attitudes”, GKA stands for “global knowledge and awareness”,
KCCS stands for “knowledge and consciousness of the country structure”, IM stands for “individual
merits”, and IS stands for “individual skills” as factor names. Q stands for “question” and the
numbers near this letter are the numbers of the questions. The full set of factors and related questions

are placed in Table B3 in Appendix B.
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(Brown, 2015, p. 74), or RMSEA values below .08 is better than mediocre fit
(MacCallum, Browne, & Sugawara, 1996), CFl and TLI between .90 and .95 can be
acceptable model fit (Bentler, 1990), and SRMR greater than .10 may indicate poor fit
(Hair Jr. et al., 2019; Kline, 2016). Hence, teachers’ data fit the model well and the
model revealed from EFA was confirmed by CFA. After CFA analysis, factor loadings
in Table B15 in Appendix B were revealed. As seen in Table B15, loadings of variables
of each factor are above .40 and at least four variables were loaded into each factor, so
the five-factor model was interpreted as sufficiently representative of loadings of items
into factors after CFA as well, considering also fit indices values found and guidelines

for interpretations of those indices.

Cronbach’s alpha was calculated as .90, .81, .97, .93, and .93 for factor 1, factor 2,
factor 3, factor 4, and factor 5, respectively, and .97 for the whole scale. Each item set
on factor 1, factor 2, factor 3, factor 4, factor 5, and all items for the whole scale
indicates good reliability as all were above .80 (Nunnally & Bernstein, 1994). Table
B16, B17, B18, B19, and B20 indicate that there is no need to drop any item from any

factor to increase reliability as reliability does not increase if an item is deleted.

The purpose of this CFA was to verify the factor structure of the 35-item scale for
characteristics of “good citizen” determined at the EFA phase by utilizing teachers’
data. Overall, the analysis was significant as eight items were loaded on factor 1, four
items were loaded on factor 2, 11 items were loaded on factor 3, seven items were
loaded on factor 4, and five items were loaded on factor 5. Following these findings,
to check the reliability of the correlation, Cronbach’s alpha values were all found to
be higher than .70.

3.3.1.3. CFA of the CGCS on Students’ Data. To verify factors and related items
extracted from EFA, a CFA was conducted on actual teachers’ data collected via the
35-item-scale, and reliability was checked. The same procedures at CFA of teachers’
data were followed. Hence, this section is shorter than the section of CFA of teachers’

data to avoid information duplication.

The sample consisted of 2937 students when missing data was omitted. The sample
size of 2937 was sufficient with the same calculations depicted at CFA of teachers’

data. There were no missing values (N = 2937) in the data set nor extreme scores when
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highest (M = 4.53) and the lowest (M = 3.19) mean scores were examined (Table B21
in Appendix B).

Before conducting CFA, firstly multivariate normality of the data was checked to
decide on the ML or MLM as the estimator. To check multivariate normality in data,
firstly Kolmogorov-Smirnov test, Shapiro-Wilk test, and univariate skewness and
kurtosis values were investigated. Kolmogorov-Smirnov and Shapiro-Wilk Test
results were significant (p <.05) (Table B22 in Appendix B) indicating that normality
was violated. Skewness values of items ranged from -2.24 to -.02, and kurtosis values
of items ranged from -.67 to 6.80 (Table B21). Since five items had skewness values
larger than 2, and 21 items had kurtosis values larger than 2 or 3, data distribution of
most items was regarded as not normally distributed considering that ML is sensitive
especially for excessive kurtosis (Brown, 2015). Although multivariate normality is
not ensured if univariate normality does not hold (Brown, 2015; Pituch & Stevens,
2016), Mardia’s test was also implemented for assessing multivariate normality to
cross-check the result. Mardia’s test for multivariate normality produced a p value
of .00 (p < .05) for multivariate skewness and multivariate kurtosis ensuring that
multivariate normality was also violated. Hence, MLM was used as the estimator

method.

The model directly taken from the EFA was depicted in Figure 3.3 above. CFA of the
model produced fit indices such as CFI: .90, TLI: .89, RMSEA: .06, SRMR: .05.
Overall fit indices results revealed that the model from EFA was confirmed by the
CFA on students’ data as well. After CFA analysis, factor loadings at Table B23 in
Appendix B were revealed. As seen in Table B23, loadings of variables of each factor
were above .40 and at least four variables were loaded into each factor, so the five-
factor model was interpreted as sufficiently representative of loadings of items into
factors after CFA as well, considering also fit indices values found and guidelines for

interpretations of those indices.

Cronbach’s alpha was calculated as .84, .74, .94, .90, and .84 for factor 1, factor 2,
factor 3, factor 4, and factor 5, respectively, and .96 for the whole scale. Each item set
on factor 1, factor 2, factor 3, factor 4, factor 5, and all items for the whole scale
indicates good reliability with values greater than .80 (Nunnally & Bernstein, 1994).
Table B24, B25, B26, B27, and B28 indicate that there is no need to drop any item
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from any factor to increase reliability as reliability does not increase if an item is
deleted.

The purpose of this CFA was to verify the factor structure of the 35-item scale for
characteristics of “good citizen” determined at the EFA phase by utilizing students’
data. Overall, the analysis was significant as eight items were loaded on factor 1, four
items were loaded on factor 2, 11 items were loaded on factor 3, seven items were
loaded on factor 4, and five items were loaded on factor 5. Following these findings,
to check the reliability of the correlation, Cronbach’s alpha values were all found to

be higher than .70.
3.3.2. Semi-Structured Interviews

Based on the CGCS results, an interview protocol was prepared to collect deeper data
for the research questions. Interview protocols for teachers and students included
descriptive questions such as “How many years have you been teaching for teachers”,
or “Which school did your mother last graduate from?” for students. Subsequent
questions were about citizenship courses, policies, content, and activities such as
“What do you do in your classes to help your students grow up as good citizens?” for
teachers, or “What do you think about the education you have received so far at school
about being a good citizen?” for students.

To elaborate on some findings derived from the CGCS, questions were also asked
related with CGCS results such as “While students expressed more opinion about that
a good citizen ‘should respect differences such as gender, opinion, race, and belief’,
teachers expressed more opinion about that a good citizen ‘should question, research,
and improve himself/herself’. What do you think could be the reasons for this
difference?”. The full set of questions were put in Table B29 and Table B30 in
Appendix B.

3.3.3. Formal MoNE Documents

The formal MoNE documents consisted of a set of official curricula and a report
depicting the rationale of the development of those curricula were included in the
analysis. Among all courses taught in Anatolian High Schools, Anatolian Imam Hatip
High Schools, Primary Schools, Secondary Schools, and Imam Hatip Secondary
Schools, there were elective courses which may or may not be selected by all schools,
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and there were compulsory courses having not many hours allocated. Hence, a filtering
process was implemented, and the curricula with the most impact on citizenship were
determined. The final list included curricula (1) deemed important in citizenship
education by the participants, (2) compulsory, (3) that allocated the most hours, and/or
(4) directly related to citizenship education as understood from their names, aims or
topics.

The curricula were reflective and inclusive of MoNE’s policies about citizenship
education. In the explanations of the curricula documents, it was stated that the
"General Objectives of Turkish National Education™ and the "Basic Principles of
Turkish National Education™ stated in Article 2 of the Turkish Basic Law of National
Education (MoNE, 2018i) were taken as reference, and The Constitution, relevant
legislation, development plans, government programs, council decisions (MoNE,
2018i), Turkey Competencies Framework and National Education Quality Framework

were used (MoNE, 2017b) in the curriculum development processes.

The courses most relevant to good citizenship were selected from each social-based,
science-based, and religion-based course groups. To identify them, teachers and
students were asked in interviews which courses contribute most to citizenship
education. The results at Table 3.21 revealed that the most related courses were
History, Turkish Language and Literature, Culture of Religion and Knowledge of
Ethics, and courses related with democracy, human rights and/or citizenship. Those
courses are marked as bold in Table 3.21 below. These four courses were included in
the analysis. Courses related to democracy/human rights/citizenship were selected as
the lowest boundary to be included in the analysis as they had a higher frequency, were
more related to citizenship, and could provide plentiful data to examine for the research

questions.
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Table 3.21

Distribution of Interview Responses on Courses Promoting Good Citizenship

Course Name Category % n
History Social-based 2466 18
Turkish language and literature Social-based 13.70 10
Culture of religion and knowledge of ethics Religion-based 9.59 7
Democracy/human rights/citizenship Social-based 9.59 7
Guidance Social-based 5.48 4
Geography Social-based 5.48 4
Philosophy Social-based 5.48 4
Social studies Social-based 411 3
Turkish Social-based 411 3
Life science Social-based 2.74 2
Principles of Atatlirk and history of revolution Social-based 2.74 2
Language courses Social-based 2.74 2
History courses Social-based 1.37 1
Oratory Social-based 1.37 1
Biology Science-based 1.37 1
Traffic culture Social-based 1.37 1
Health knowledge Social-based 1.37 1
Social activity Social-based 1.37 1
Math Science-based 1.37 1
Total - 100 73

Compulsory courses given through 1% to 12" grades and allocated most hours in
Anatolian High Schools and Anatolian Imam Hatip High schools were investigated as
well. According to official weekly timetable (MoNE, 2021c), Anatolian High School
courses (9" to 12" grades) and the hours allocated for these courses were shown in
Table 3.22, while those of Anatolian Imam Hatip High School (9" to 12" grades) were
shown in Table 3.23. Courses marked as bold and had already been included in the

analysis at Table 3.21 were denoted as “Yes” at the “Already included?” column.

When determining the courses with the highest number of hours, the course with the
highest number of hours was selected first. It was ensured that there was not much
difference between the hours of the course selected first and the other courses to be
selected. For this purpose, courses with hours at most one decimal value below the
hours of the course selected first were included in the analysis. For example, in the
extreme case, if the course with the highest number of hours is 20, a course with 10
hours was also included in the analysis, but a course with 9 hours was not included in
the analysis. During the selection process, the course hours of the selected courses

were piled towards each other, and no such extreme case occurred.
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A course might be included in the weekly schedule of both Anatolian High School and
Anatolian Imam Hatip High School. However, since the curricula of these courses are
the same, it was sufficient for a course to be selected from one weekly schedule to be
included in the analysis. The same applies to the Primary, Secondary and Imam Hatip
Secondary School schedules and the same procedure was applied for the courses in
these schedules.

The schedule for Anatolian High Schools was presented in Table 3.22. The course with
the most hours was Turkish Language and Literature. This course had already been
selected (Table 3.21). Its course hour was 20. Other courses with hours at most one
decimal value below 20 were included as well. They were the first foreign language
(English) and Math with hours of 16 and 12, respectively. Other courses marked as
"Yes" in the "Already included?" column such as Culture of Religion and Knowledge
of Ethics, History and Democracy and Human Rights had already been included (Table

3.21). All selected courses so far were marked as bold in Table 3.22.

Table 3.22

Anatolian High School Course Hours and Categories

Course name Category Hours Already
allocated Included?
Turkish language and literature Social-based 20 Yes
The first foreign language (English)  Social-based 16
Science-
Math based 12
Culture of religion and knowledge of Religion-
ethics based 8 Yes
The second foreign language Social-based 8
Physical education and sport Social-based 8
Visual arts/music Social-based 8
History Social-based 6 Yes
Geography Social-based 4
Science-
Physics based 4
Science-
Chemistry based 4
Science-
Biology based 4
Philosophy Social-based 4
Democracy and human rights
(elective) Social-based 4 Yes
Principles of Atatirk and history of
revolution Social-based 2
Health knowledge and traffic culture Social-based 1
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The schedule for Anatolian Imam Hatip High Schools was presented in Table 3.23.
Arabic’s hours were two decimal values below (7) than the hours of the Turkish
Language and Literature (20) which was the course with the most hours here as well,
were not included. Other courses with hours at most one decimal value below 20 were
included as well. They were Math and the First Foreign Language (English) with hours
of 12 and 11, respectively. However, they were already included in analysis (Table

3.22). All selected courses were marked as bold in Table 3.23.

Table 3.23

Anatolian Imam Hatip High School Course Hours and Categories

Course name Category Hoursal. Al inc.?
Turkish language and literature Social-based 20 Yes
Math Science-based 12 Yes
Foreign language (English) Social-based 11 Yes
Arabic Religion-based 7

History Social-based 6 Yes
Physical education and sport/visual arts/music  Social-based 5
Geography Social-based 4

Physics Science-based 4
Chemistry Science-based 4

Biology Science-based 4
Philosophy Social-based 4
Democracy and human rights (elective) Social-based 2 Yes
Principles of Atatlrk and history of revolution  Social-based 2

Health knowledge and traffic culture Social-based 1

Note: Al. inc.? = Already Included, Hours al. = Hours allocated

According to official weekly timetables (MoNE, 2020b, 2021a), Primary and
Secondary School courses (1% to 8" grades) and the hours allocated for these courses
are shown in Table 3.24, while those of Imam Hatip Secondary School (5" to 8"
grades) are shown in Table 3.25. The same selection mechanism utilized for high

school weekly schedules was valid for these weekly schedules as well.

The schedule for Primary and Secondary schools was presented in Table 3.24. Turkish
was selected first with the highest course hours of 58. Then Math was selected as it
had hours at most one decimal value below 50, namely 40. Other courses such as
Culture of Religion and Knowledge of Ethics, Human Rights, Citizenship and
Democracy, Life Science, and Social Studies were included as well because of the
results in Table 3.21. To illustrate, the Social Studies course is a citizenship-related

course as one of its objectives is to “raise them [students] as citizens of the Republic
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of Turkey who love their homeland and nation, know and exercise their rights, fulfill
their responsibilities, and have national consciousness” (MoNE, 2018f, p.7). All
selected courses were marked as bold in Table 3.24.

Table 3.24

Compulsory Primary & Secondary School Course Hours and Categories

Course name Category Hoursal. Al.inc.?
Turkish Social-based 58
Math Science-based 40
Science Science-based 22
Foreign language (English) Social-based 20
Physical education and games Social-based 17
Social studies Social-based 12
Life science Social-based 11
Culture of religion and knowledge of ethics  Social-based 10
Visual arts Social-based 8
Music Social-based 8
Physical education and sports Social-based 8
Technology and design Social-based 4
Information technologies and software Science-based 4
Principles of Atatlrk and history of revolution  Social-based 2
Human rights, citizenship and democracy Social-based 2
Traffic safety Social-based 1
Guidance and career planning Social-based 1

Note: Al. inc.? = Already Included, Hours al. = Hours allocated

The schedule for Imam Hatip Secondary Schools was presented in Table 3.25. The
course with the most hours were Turkish. This course had already been selected (Table
3.24). Its course hour was 22. Other courses with hours at most one decimal value
below 22 were included as well. They were Math, Science and Foreign Language
(English) with hours of 20, 16 and 14, respectively. The Math had already been
selected (Table 3.24). Culture of Religion and Knowledge of Ethics had already been
included as well (Table 3.24). All selected courses were marked as bold in Table 3.25.

Table 3.25

Compulsory Imam Hatip Secondary School Course Hours and Categories

Course name Category Hoursal. Al.inc.?
Turkish Social-based 22 Yes
Math Science-based 20 Yes
Science Science-based 16

Foreign language (English) Social-based 14

Social studies Social-based 9 Yes
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Culture of religion and knowledge of ethics  Social-based 8 Yes
Holy Quran Social-based 8
Arabic Social-based 8
The life of the prophet Social-based 8
Physical education and sports Social-based 5
Visual arts Social-based 4
Music Social-based 4
Technology and design Social-based 4
Information technologies and software Science-based 4
Principles of Atatlrk and history of revolution  Social-based 2
Basic religious knowledge Social-based 2
Guidance and career planning Social-based 1

Note: Al. inc.? = Already Included, Hours al. = Hours allocated

All courses included in the analysis were presented in Table 3.26 below. In total, 11
courses and 14 official curricula documents covering them were included in the
analysis.

Table 3.26

Courses Included in the Document Analysis

Course name Category Curricula included
History Social-based H
Turkish language and literature Social-based H
Turkish Social-based P, S
English Social-based P,S, H
Democracy and human rights Social-based H
Human rights, citizenship, and democracy Social-based P
Social studies Social-based P, S
Life science Social-based P
Math Science-based P,S,H
Science Science-based P, S
Culture of religion and knowledge of ethics Religion-based P, S, H

Note. P, S, and H refer to “primary school”, “secondary school”, and “high school”,
respectively. Not all courses are provided in all grades. To illustrate, the Human Rights,
Citizenship, and Democracy course is only given at 4th grade at primary schools.

Other documents included (1) the report disseminated by MOoNE about the
development process of the curricula (MoNE, 2017b), (2) The MoNE School-Family
Association Regulation (2012), (3) the General Competencies for Teaching Profession
(2017), (4) the Guidance and Psychological Counseling Services in Turkey document
(MoNE, 2020e), (5) Guidance and Psychological Counseling Services Regulation
(2020), (6) Ministry of National Education Regulation on Social Activities in
Educational Institutions (2017), and (7) the MoNE Regulation on Secondary
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Education Institutions (2020) to better investigate the understanding and aims of
MoNE. To sum up, the documents to be investigated consisted of 13 curriculum
documents and seven policy documents. The full list of formal MoNE documents used

in document analysis was put in Table B31 in Appendix B.
3.4. Data Collection Procedures

The CGCS was administered online, and its access link was sent to participants.
Interviews with teachers and focus groups with students were conducted face-to-face
at the participants' schools. Teachers were interviewed personally whereas focus group
interviews were conducted with students. Six students were interviewed in four of the
five focus groups. Since permission could not be obtained from the parents of two
students, four students participated in the remaining one focus group. In line with data
sources and collection procedures above, the study included three stages as shown in
Figure 3.4.

Stage 1

Administration of Characteristics of Good Citizens

Scale

Stage 2

—p» MANOVA and ANOVA Analyses

‘ Administration of Interviews ‘ —» Transcript Analysis

'

Stage 3

‘ Document Analysis ‘

Figure 3.4. Overall Design of the Study.
3.5. Data Analysis

Data collected in the study was collected both quantitatively and qualitatively. The
CGCS data derived from Likert scale items was analyzed quantitatively, and the open-
ended item: If you have anything to add about the characteristics of a good citizen,
please write it in the box below was analyzed qualitatively. Likert type answers were
analyzed by IBM SPSS Statistics 26 software. For teacher and student data sets, first,

answers of participants were entered into SPSS software. Second, mean scores of items
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under the same factor were calculated as the final score representing the factor. In total,
five scores were calculated for each participant as five factors were revealed after EFA
and CFAs. Those scores were used in subsequent analyses. Third, descriptive mean
and standard deviation scores were calculated. Last, repeated measures ANOVA, and

three-way MANOVA analyses were conducted and presented.

Interviews and the open-ended CGCS item were analyzed by MAXQDA 2022, a
qualitative analysis software. For interview data, audio-recorded answers of
participants were converted into written documents (transcripts). The answers to the
open-ended CGCS item were already in written form as the CGCS was implemented
online. Then, the same coding procedures described by Strauss and Corbin (2008) were
implemented to both interview and open-ended CGCS data set separately. For this,
first, data was skimmed through before the actual coding. Second, it was scrutinized
in a more detailed way to understand the meanings in words, phrases, sentences, etc.
Third, each meaning was conceptualized, that is, labeled by the researcher by an
expression which best represented that meaning (lower-level concepts). Fourth, those
concepts were grouped into themes (higher-level concepts, that is, group of lower-
level concepts) in terms of their shared or relevant characteristics (Figure 3.5).

Stage 1

Skimming Through Transcribed Texts

'

Stage 2

Scrutinizing Trans cribed Texts

'

Stage 3

Generating Concepts

'

Stage 4

Integrating Concepts into Themes

Figure 3.5 The Process of Qualitative Text Analysis
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Transcribed interview data and the open-ended CGCS item data were analyzed
inductively, as the aim was not to find evidence on existence or non-existence of a set
of perceptions derived from the literature. In an inductive approach, perceptions
collected from participants were led to the emergence of concepts (Yin, 2016). This
approach was also called as conventional content analysis by Hsieh and Shannon
(2005), in which the researcher does not use a pre-prepared codebook derived from the
related literature but allows “the categories and names for categories to flow from the
data” (p. 1279). After analyses, themes were revealed and presented in the Findings
section in Chapter 4. A codebook was prepared from the interview results for a detailed
view of concepts and themes. Since it was a 50-page-long codebook, it was not placed
in this dissertation. A full set of concepts which lead to final themes of answers to the
open-ended CGCS item was also put in Table B33 and Table B34 in Appendix B. In
addition, a checklist was prepared which combined the findings derived from the
answers to the close-ended and the open-ended CGCS items, and was put in Table B35

in Appendix B.

The formal MoNE documents were analyzed deductively to check to what extent
and/or in what ways results derived from literature review, CGCS and interview results
existed in the official MONE documents. In deductive approach:
...researchers start with some categorical scheme suggested by a theoretical
perspective. The framework is designed to explain cases, such as the one under
investigation, and may be used to generate specific hypotheses about the case. The

data itself, the documents, or other texts, provide a means for assessing the
hypothesis (Lune & Berg, 2017, p. 188).

The themes revealed from interview results and the checklist generated from the CGCS
results were utilized to check and review formal MoNE documents. For this,
objectives, activities, recommendations, or rationales depicted at documents were
checked against items in the checklist and interview results. Items were either analyzed
individually or as a group if some items were interrelated. The analysis process
consisted of three stages. First, all documents were reviewed freely without
comparison with the checklist and interview results. Second, for each interview
finding, checklist item or a group of them, some keywords were searched through
MoNE documents to identify the most related phrases. To illustrate, for the checklist

item “know the functioning of state institutions in their country”, keywords such as
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“institution”, “state”, and “govern” were used. Finally, the documents were reviewed

page by page for a final check.
3.6. Trustworthiness of the Qualitative Analysis

Guba and Lincoln (2002) identified four major criteria to determine trustworthiness of
a qualitative research: credibility, transferability, dependability, and confirmability.
The trustworthiness of the current research for the interview data was discussed in

terms of those criteria in subsequent paragraphs.

Credibility is the confidence level that looks at the extent of the findings’ reflecting
the truth existent in the context that the study is carried out (Guba, 1982). The
qualitative researchers take some precautions to ensure that any inferences they made
from the findings depict the truth. Those precautions are member checks, peer
debriefing, triangulation, collection of referential adequacy materials, and establishing

structural corroboration or coherence.

Prolonged engagement and persistent observation: The researchers spend enough
time at the research site to make the respondents accustomed to the presence of them,
test their own biases and perceptions, and those of respondents (Guba, 1982). Since
the data source of the current study was interviews but not observations because of the
nature of the research questions, prolonged engagement and persistent observation
were not used. Still, during data collection, enough time was allocated for each

respondent to fully grasp and record their perceptions.

Member checks: The researcher makes respondents check the accuracy of the data
collected from them and findings and interpretations made by the researcher (Guba,
1982; Merriam, 1995). After collecting data from each respondent via sound recording,
that recording was converted into a written document, and the data was analyzed.
However, due to the (a) initial reluctance of a school principal to allow the researcher
to record teachers' voices, (b) some teachers' hesitation to have their voices recorded,
and (c) some parents' not allowing their children to be interviewed, it was decided not
to share the data with the participants via email or phone call to maintain their
anonymity. Instead, each time the researcher asked an interview question and got an
answer, he explained what he understood from the respondent’s sentences and received

their approval or correction.
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Peer debriefing: Researcher asks a peer or colleague to review the study including
data collection procedures and findings to detect any possible inconsistency, fallacy,
etc. (Guba, 1982; Merriam, 1995; Miles, Huberman, & Saldana, 2014). The current
study was periodically checked by a thesis monitoring committee to review, suggest,
and give feedback about research questions, literature review, sampling, data sources,
data collection procedures, data analysis, and findings. In those meetings, every
finding was traced back to raw data from which the findings were extracted under the

supervision of the thesis committee.

Multiple methods of data collection and analysis: The researcher makes use of
multiple different sources such as interviews, observations, document analysis for
seeking convergence (Creswell & Creswell, 2018). In the current study, deep literature
reviews derived from international and national research were utilized to depict a
holistic perspective about history, current trends, and essential characteristics of
citizenship education. Findings were checked against that holistic perspective to reach
scientifically sound conclusions. Interviews were conducted to elaborate on CGCS
findings. Only one researcher collected, analyzed, and interpreted data. Formal MoNE
documents were investigated in line with literature reviews, CGCS, and interview

results.

Collection of referential adequacy materials: To let others review and test findings
and interpretations made by the researcher, the researcher stores any raw data collected
from the research site and provides them when demanded (Guba, 1982; Miles et al.,

2014). In the current research, all raw materials were backed up for later reviews.

Establishing structural corroboration or coherence: The researcher examines
every piece of data and interpretations to check whether they are consistent with each
other. Some data items might be in conflict as they might come from different sources
with different perspectives, but the researcher brings plausible explanations that tell
reasons for the difference (Guba, 1982). In this study, consistency was checked with
recursive reading of collected and analyzed documents as new data emerged in

different stages at Figure 3.4 above.

Dependability is the extent of the replicability of qualitative research in another time
and place. Although each qualitative research may result in deviations in findings as

no two contexts are the same (Merriam, 1995), still some similar findings might
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emerge. To increase dependability, the researcher provides detailed methodological
information to enable subsequent replications (Given & Saumure, 2008). The whole
research process in the current study including sampling strategy, selected data sources
and selection and development of data collection tools, research questions, and data

analysis process was described in detail for enabling others to replicate the study.

Confirmability refers to whether findings were reported objectively without any bias
(Guba & Lincoln, 2002). Guba (1982) describes some techniques to ensure
confirmability such as triangulation and practicing reflexivity. Practicing reflexivity is
“attempting to uncover one’s underlying epistemological assumptions, reasons for
formulating the study in a particular way, and heretofore implicit assumptions, biases
or prejudices about the context or problem” (Guba & Lincoln, 2002, p. 379). In the
current study, (a) background information about the researcher of the study was
provided at the “The role of the researcher” section to inform readers about the
competence and experience of the researcher, as well as his possible biases and
assumptions stemming from his background, and (b) the study’s details such as its
aims, research problems, research questions, research designs, etc. were depicted
thoroughly to show readers clearly how the study was formulated and enacted (Miles
et al., 2014). Furthermore, to eliminate any possible bias, precautions such as member

checks and peer debriefing were utilized.
3.7. Limitations and Ethical Considerations

In terms of sampling, data collection design and procedures, the current study has
several limitations that should be considered when interpreting the results. First, some
CGCS questions emphasizing justice-oriented citizenship were not approved by the
MoNE on the grounds that they were prohibited in public schools, presumably because
they were deemed too political to be asked in public schools. They were put on Table

B36 in Appendix B to help future studies.

Second, self-report measures such as scales and interviews utilized in this study can
be prone to social desirability phenomenon. In a broad sense, the term social
desirability refers to people's desire to gain acceptance by responding in a culturally
acceptable manner (Crowne & Marlowe, 1960). In view of this phenomenon, several
remedies were taken to ensure honest answers to the CGCS. Responses were collected

anonymously online, and participants were not asked for identifiable data. At the
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beginning of the CGCS, the purpose of the study was made clear. It was also explicitly
stated that the data to be collected is limited to the research itself.

The participants in the interviews knew that the researcher was working in a state
office. This could increase the social desirability in their answers and could reduce the
frequency with which they expressed their potentially open opinions. To handle this
limitation, the researcher showed them the official interview permission document that
he received from the MoNE, increased rapport by saying that he was also a teacher
which meant that he and teachers were colleagues. He also said that interviews did not
have questions causing teachers to be occupationally in trouble or harm students’
school grades, and that interviews were small chat sessions to help the Turkish
education programs function better. He continued to explain that (a) names and schools
were anonymous in the study, (b) he would call students with names such as
“Participant 17, “Participant 2”, etc. during focus group interviews, (c) they were free
not to answer a question or to quit interview anytime they wanted, and (4) they were

free not to allow audio recordings.

Third, the CGCS data was collected from multiple cities and schools. Not the
participants but cities were randomly selected after categorizing them according to
nomenclature of territorial units for statistics to get a holistic picture from cities with
different development levels. Research results should be interpreted according to these

conditions.

Fourth and last, interviews were held in Ankara. The findings should be interpreted in
conjunction with similar other research in different settings. Still, Ankara is the capital
of Turkey, one of the cities in Turkey with the largest population and having citizens

from diverse education levels.

This research followed the ethical procedures required by the Human Subjects Ethic
Committee at METU. The information collected from the participants remained
confidential. Participants’ names were not revealed in the study. Participants had the
right not to participate in the study or withdraw from the study anytime they wanted.
The aim and procedures of the study were clearly described to participants and any

questions were answered by the researcher to avoid misconceptions.
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3.8. Assumptions

The present study was conducted with the following assumptions: First, participants
completed the CGCS in similar settings where they felt comfortable. Their responses
were honest and fully reflected their opinions. Second, the ongoing distance education
in schools due to the Covid 19 pandemic did not affect their responses. Last, all
interviewees responded to the questions honestly and with a consistent grasp of the

questions.
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CHAPTER 4

FINDINGS

The research questions of the study were as follows:

I.  What are the priorities of teachers and students on knowledge, skills, attitudes,
and values to be developed in cultivating “good” citizens in Turkish schools?

a. Do teachers’ perceptions significantly vary based on gender,

experience, and subject?

b. Do students’ perceptions significantly vary based on school type and

parents’ education level?

Il.  What are perceptions of teachers and students on MoNE's educational policies

in cultivating “good” citizens?

1. To what extent are formal citizenship curriculum policies consistent with
teachers’ and students’ perceptions of the characteristics of a “good” citizen

and an effective citizenship education?

IV.  What are the school practices in citizenship education based on teachers' and
students' perceptions of the characteristics of a "good" citizen and an effective

citizenship education?

This chapter presents the results obtained within the scope of the research questions

examined in this study, followed by discussions, conclusions, and implications.
4.1. KSAVs for the Good Citizen: Perceptions of Teachers and Students

The first research question investigated the perceptions of participants about good
citizen characteristics that should be taught in Turkish schools. The results revealed
that both groups significantly scored lower on “global knowledge and awareness” than

other dimensions and were significantly less agree if those characteristics should be
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taught in Turkish schools. The total answers, mean and standard deviation scores were
depicted at Table 4.1 below. Means and standard deviations of teacher and student
responses for each survey item were presented in Table B32 in Appendix B.

Table 4.1

Mean and Standard Deviation of Dimensions Based on CGCS Results

Dimensions Teachers Students
M SD N M SD N

452 49 1179 437 .50 3058

Knowledge and consciousness of the country

structure

Individual merits 448 49 1179 431 .54 3053
Individual positive attitudes 448 47 1180 4.24 49 3074
Individual skills 423 59 1176 4.11 .57 3058
Global knowledge and awareness 3.83 .68 1179 3.62 .69 3061

Both teachers and students agreed that items under “knowledge and consciousness of
the country structure” should be taught in schools (M = 4.52, SD = .49 for teachers; M
= 4.37, SD = .50 for students). Likewise, both agreed that items under “individual
merits” (M = 4.48, SD = .49 for teachers; M = 4.31, SD = .54 for students), “individual
positive attitudes” (M = 4.48, SD = .47 for teachers; M = 4.24, SD = .49 for students),
and “individual skills” (M = 4.23, SD = .59 for teachers; M = 4.11, SD = .57 for
students) should be taught in schools. However, both seemed undecided if items under
“global knowledge and awareness” should exist in citizenship education (M = 3.83,
SD = .68 for teachers; M = 3.62, SD = .69 for students). To check if the differences of
mean scores of dimensions were significant, repeated measures ANOVA analyses
were conducted both for teachers’ and students’ data. The mean scores of dimensions
were used as the dependent variable whereas the dimension itself was used as the

independent variable.
4.1.1. Repeated Measures ANOVA: Teachers

Descriptive statistics of dimensions are in Table 4.1 above. Assumptions were checked
below to determine applicability of repeated measures of ANOVA to the data.

Before the analysis, assumptions were checked to determine the applicability of
repeated measures ANOVA. First, the independent variable, i.e., the dimension,
consists of at least two groups in which the participants are the same, namely
“knowledge and consciousness of the country structure”, “individual merits”,

“individual positive attitudes”, “individual skills”, and “global knowledge and
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awareness”. For all these five groups, the same participants’ mean scores were used.
Since answers of participants ranged from 1 to 5 because of the nature of Likert-type
scales, there were no outliers in the data set. Several answers smaller than 3 were not
regarded as outliers not to distort the nature and general picture of answers. To check
normality, skewness, kurtosis, Kolmogorov Smirnov and Shapiro-Wilk values, and
histograms were investigated (Table 4.2, Figure 4.1, Figure 4.2, Figure 4.3, Figure,
4.4, and Figure 4.5).

Table 4.2

Normality Statistics of Teachers’ Data

Kolmogorov_
Smirnov?
Skewness Kurtosis Statistic p Statistic p

Dimensions Shapiro-Wilk

Knowledge and consciousness

-1.31 4.43 17 .000 .84 .000
of the country structure
Individual merits -91 1.67 .16 .000 .87 .000
Individual positive attitudes -1.55 7.59 13 .000 .87 .000
Individual skills -.45 41 A7 .000 .90 .000
Global knowledge and -38 5 A1 000 97 000
awareness

L IJIIII
Answers

Figure 4.1. The Histogram of Knowledge and Consciousness of the Country

Structure.
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Figure 4.2. The Histogram of Individual Merits.
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Figure 4.3. The Histogram of Individual Positive Attitudes.
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Figure 4.4. The Histogram of Individual Skills.
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Figure 4.5. The Histogram of Global Knowledge and Awareness.

Kolmogorov-Smirnov and Shapiro-Wilk Test results were significant (p < .05)
indicating that normality was violated. Since those tests could be affected from large
sample sizes, skewness and kurtosis values were also investigated. Skewness and
kurtosis values did not exceed the value of two indicating small deviations from
normality except for “knowledge and consciousness of the country structure” and
“individual positive attitudes” with kurtosis values of 4.43 and 7.59, respectively.

Histograms revealed a negatively skewed distribution for all data sets. However, the
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sample size is large enough that the subsequent analysis is robust to the amount of
normality deviation in this study (Field, 2018; Gravetter & Wallnau, 2013).

Levene’s test was conducted to investigate homogeneity of variance between groups.
Levene’s test result was significant (p < .05) indicating that homogeneity of variance
assumption was violated. The significant results of Levene’s test means that variances
between the dimension groups are significantly different. However, since sample sizes
of the five-dimension groups are nearly equal (Table 4.1), and variance of one group
was not 4 times larger than the other group (gk"oWledge and consciousness of the country structure — 94
O_individual merits — .24; O_individual positive attitudes — 22’ O_individual skills — 35’ Oglobal knowledge and
awareness = A7), robustness of data to homogeneity of variance assumption was evident
(Aron, Coups, & Aron, 2019; Howell, David, 2017; Privitera, 2019).

Mauchly's Test of Sphericity indicated that the assumption of sphericity had been
violated, p = .000. Hence, Greenhouse-Geisser correction was used while interpreting
results as ¢ value was .71 less than .75 (Field, 2018). Hence, repeated measures
ANOVA was conducted.

A repeated measures ANOVA with a Greenhouse-Geisser correction determined that
means differed statistically significantly among dimensions time points (F (2.851,
3349.906) = 791.282, p < .0005). Post hoc analysis with a Bonferroni adjustment
revealed that the dimension of “knowledge and consciousness of the country” was
found to be more statistically significantly important in citizenship education than
“individual merits” (.04 (95% CI, .01 to .07), p =.001), “individual positive attitudes”
(.05 (95% Cl, .02 to .07), p <.0005), “individual skills” (.30 (95% CI, .26 to .34), p
<.0005), and “global knowledge and awareness” (.67 (95% Cl, .64 to .74), p < .0005).

The dimension of “individual merits” was found to be more statistically significantly
important in citizenship education than “individual skills” (.26 (95% CI, .22 to .29), p
<.0005), and “global knowledge and awareness” (.65 (95% ClI, .60 to .70), p < .0005),
but not than “individual positive attitudes” (.01 (95% CI, -.03 to .03), p > .05).

The dimension of “individual positive attitudes” was found to be more statistically
significantly important in citizenship education than “individual skills” (.25 (95%
Cl, .21 t0 .29), p < .0005), and “global knowledge and awareness” (.64 (95% CI, .59
t0.70), p <.0005), but not than “individual merits” (.01 (95% CI, -.03 to .03), p > .05).
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The dimension of “individual skills” was found to be more statistically significantly
important in citizenship education than “global knowledge and awareness” (.39 (95%
Cl, .35 t0 .44).

Hence, according to teachers’ data, the dimension of “knowledge and consciousness
of the country” was found to be more important in citizenship education than other
dimensions. The dimensions of “individual merits” and individual positive attitudes”
were found to be equally important but more important than “individual skills” and
“global knowledge and awareness”. Lastly, the “individual skills” was found to be

more important than “global knowledge and awareness”.

Hence, the order of the dimensions in terms of importance was as follows: knowledge
and consciousness of the country > individual merits = individual positive attitudes >
individual skills > global knowledge and awareness. The sign > means “more

important”, and = means “equally important”.
4.1.2. Repeated Measures ANOVA: Students

Descriptive statistics of dimensions are in Table 4.1 above. Assumptions were checked

below to determine applicability of repeated measures of ANOVA to the data.

Before the analysis, assumptions were checked to determine the applicability of
repeated measures ANOVA. First, the independent variable, i.e., the dimension,
consists of at least two groups in which the participants are the same, namely
“knowledge and consciousness of the country structure”, “individual merits”,
“individual positive attitudes”, “individual skills”, and “global knowledge and
awareness”. For all these five groups, the same participants’ mean scores were used.
Since answers of participants ranged from 1 to 5 because of the nature of Likert-type
scales, there were no outliers in the data set. Several answers smaller than 3 were not
regarded as outliers not to distort the nature and general picture of answers. To check
normality, skewness, kurtosis, Kolmogorov Smirnov and Shapiro-Wilk values, and
histograms were investigated (Table 4.3, Figure 4.6, Figure 4.7, Figure 4.8, Figure,
4.9, and Figure 4.10).
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Table 4.3

Normality Statistics of Students’ Data

. . Kolmogorov- . .
Dimensions Smirnov? Shapiro-Wilk
Skewness Kurtosis Statistic p  Statistic  p
Knowledge and consciousness -84 166 11 000 93 000
of the country structure
Individual merits -.66 .95 10 .000 .93 .000
Individual positive attitudes -51 .58 .06 .000 .97 .000
Individual skills -35 32 .09 .000 .96 .000
Global knowledge and -.06 -.09 08 000 .98  .000
awareness
500
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Figure 4.6. The Histogram of Knowledge and Consciousness of the Country

Structure.
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Figure 4.8. The Histogram of Individual Positive Attitudes.
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Figure 4.9. The Histogram of Individual Skills.
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Figure 4.10. The Histogram of Global Knowledge and Awareness.

Kolmogorov-Smirnov and Shapiro-Wilk Test results were significant (p < .05)
indicating that normality was violated. Since those tests could be affected from large
sample sizes, skewness and kurtosis values were also investigated. Skewness and
kurtosis values did not exceed the value of two indicating small deviations from
normality. Histograms revealed a negatively skewed distribution for all data sets.
However, the sample size is large enough that the subsequent analysis is robust to the
amount of normality deviation in this study (Field, 2018; Gravetter & Wallnau, 2013).
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Levene’s test was conducted to investigate homogeneity of variance between groups.
Levene’s test result was significant (p < .05) indicating that homogeneity of variance
assumption was violated. The significant results of Levene’s test means that variances
between the dimension groups are significantly different. However, since sample sizes
of the five-dimension groups are nearly equal (Table 4.1), and variance of one group
was not 4 times larger than the other group (gk"oWledge and consciousness of the country structure — 9.
gindividual merits — 9. individual positive attitudes — 9. gindividual skills —  33. global knowledge and
awareness = A7), robustness of data to homogeneity of variance assumption was evident
(Aron et al., 2019; Howell, David, 2017; Privitera, 2019).

Mauchly's Test of Sphericity indicated that the assumption of sphericity had been
violated, p = .000. Hence, Greenhouse-Geisser correction was used while interpreting
results as ¢ value was .74 which was less than .75 (Field, 2018) . Hence, repeated
measures ANOVA was conducted.

A repeated measures ANOVA with a Greenhouse-Geisser correction determined that
means differed statistically significantly among dimensions time points (F (2.944,
8959.584) = 1941.178, p < .0005). Post hoc analysis with a Bonferroni adjustment
revealed that the dimension of “knowledge and consciousness of the country” was
found to be more statistically significantly important in citizenship education than
“individual merits” (.06 (95% CI, .04 to .08), p = < 0005), “individual positive
attitudes” (.13 (95% Cl, .11 to .15), p <.0005), “individual skills” (.26 (95% Cl, .24
to .28), p <.0005), and “global knowledge and awareness” (.75 (95% Cl, .72 to .78),
p <.0005).

The dimension of “individual merits” was found to be more statistically significantly
important in citizenship education than “individual positive attitudes” (.07 (95%
Cl, .05 to .09), p > .05), “individual skills” (.20 (95% ClI, .18 to .22), p < .0005), and
“global knowledge and awareness” (.67 (95% ClI, .65 to .72), p < .0005)

The dimension of “individual positive attitudes” was found to be more statistically
significantly important in citizenship education than “individual skills” (.13 (95%
Cl, .11 to .16), p < .0005), and “global knowledge and awareness” (.62 (95% ClI, .59
to .65), p < .0005).
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The dimension of “individual skills” was found to be statistically significantly more
important in citizenship education than “global knowledge and awareness” (.49 (95%
Cl, .45t0 .52).

Hence, according to students’ data, the dimension of “knowledge and consciousness
of the country” was found to be more important in citizenship education than other
dimensions. The dimension of “individual merits” was found to be more important
than “individual positive attitudes”, “individual skills” and “global knowledge and
awareness”. The dimension of individual positive attitudes” were found to be more
important than “individual skills” and “global knowledge and awareness”. Lastly, the
“individual skills” was found to be more important than “global knowledge and

awareness”.

Hence, the order of the dimensions in terms of importance was as follows: knowledge
and consciousness of the country > individual merits > individual positive attitudes >
individual skills > global knowledge and awareness. The sign > means “more

important”.
4.1.3. Follow Up Questions in Interviews

Based on the results revealed from CGCS, the selected participants were asked about
the possible reasons why teachers and students who participated in the CGCS gave
more importance to the teaching of national subjects than to the teaching of outside
world subjects (other nations’ culture and history, or learning a foreign language well,
etc.) in the cultivating of good citizens. As possible reasons for the high importance
given to issues related to homeland, teachers mostly think that it was most probably
because topics about the country are not taught sufficiently in schools whereas students
mostly think that it is important to learn from the past to shape the future. In addition,
teachers and students described that such topics are necessary to function properly as
a citizen in the country, and such topics would increase attachment of citizens to the

homeland. Coding frequency of subdimensions are depicted at Figure 4.11 below:
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Sub dimensions (teachers) Sub dimensions (students)

Not sufficiently taught [ EREREGEGEGEGEEEEE : Learning from the past is important [ GGG £

Contributes to proper functioning as a

Contributes to proper functioning as a e
citizen

citizen

I
Contributes to homeland attachment |  IIIN 3 Not sufficiently taught [ N

Learning from the past is important [ Il 2 Contributes to homeland attachment [l 1

Sub dimensions (teachers and students)

Not sufficiently taught N RSN 10

Learning from the past is important [ A o©

Contributes to proper functioning as a
citizen

I s

Contributes to homeland attachment | N NEREEN 4

Figure 4.11. Distributions of Reasons for Prioritization of National Topics.

To illustrate, T9'® thought that the result of the CGCS was as above, since national

citizenship issues were not sufficiently covered in the curriculum:

Could it be because there are inadequacies
in education? | think it could be because
education is lacking in these things. In
other words, | think they emphasized the
deficiencies of education, for example,
because they were seen as the deficiencies
of education. (T9)

Egitimde yetersizlikler goriildiigii icin
olabilir mi? Egitimde bunlar eksik olarak
verildigi icin olabilir bence. Yani egitimin
eksikligini mesela, egitimin eksik yanlart
olarak ¢iktigi igin bence bunlari 6n plana
ctkarmiglardir diye diisiiniiyorum. (T9)

S9 argued that a country's citizens need to know country’s national past so that they
can build its national future, that is why survey participants emphasized national good

citizenship characteristics:

1379 is the pseudonym name of a teacher who participated in interviews. It means “Teacher 9. All
pseudonym names were presented at Table 3.18 above.

1439 is the pseudonym name of a student who participated in interviews. It means “Student 9”. All
pseudonym names were presented at Table 3.18 above.
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...| already said at the beginning that history  ...en basta demistim zaten tarih

is really important. | mean for every state, for ~ gergekten 6nemli. Yani her devlet icin,

every nation. There was also such a saying her millet icin boyle. Kendi ge¢misini

that one who does not know one’s own past  bilmeyen, gelecegini Bir sey bilemez

cannot know anything about one’s future.  yani Oyle bir s6z de vard. (S9)

(S9)
As possible reasons for the low importance given to issues related to outside world,
the interviewed teachers suggested that the CGCS respondents might prioritize issues
related to their own country, that they think that foreign language education impact on
good citizenship is low due to the ineffectiveness of its teaching in the country (in
relation to the item "uses at least one foreign language well"), and that they think it is
unnecessary to teach these issues at school as they can be learned through social media.
In addition, teachers and students think that participants may not have found the
information about the outside world useful. Coding frequency of subdimensions are

depicted at Figure 4.12 below:

Sub dimensions (teachers) Sub dimensions (students)

National prioritization [ N N S
Not useful N S
Insufficient foreign language e

education . o
National prioritization - 2

Already learnt from social media [l 1

Sub dimensions (teachers and students)

Not useful N 10

National prioritization [ N

Insufficient foreign language .
education 2

Already learnt from social media [l 1

Figure 4.12. Distributions of Reasons for Less Prioritization of Global Topics.

In the following quote, for example, T14 suggested that one should first learn one's
own language and culture, and that others can come later, and that this was the opinion
of the CGCS participants:
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We need to recognize our own culture and
language first; other languages and
cultures are second. S/he may not have
seen it as a priority. They thought that we
should first get to know our own culture,
the events in our own country, and then the
history and culture of other countries.

Once kendi kultiirimizi kendi dilimizi
tammamiz gerekiyor, baska dil, kiiltiirii
ikinci is. Oncelik olarak gérmemis
olabilir. Once kendi kultirimiz, kendi
tilkemizdeki olaylari, ondan sonra diger
tlkelerin tarihlerine Fkiiltiirlerine vakif
olalim diye diistinmiigler. (T14)

(T14)

T12 also thought that the CGCS participants might have given more importance to the
national culture as students were already familiar with other cultures through social

media;

Other cultures are already mastered by  Diger kiiltiirlere zaten  dgrenciler
students on Instagram (social media).  Instagram’dan (sosyal medya) hdkim.
Maybe that's why they may have found it  Belki o ylzden daha az O6nemli
less important. They may have said it is  bulmugslardir. Zaten biliniyor

already known. (T12) demiglerdir. (T12)

Overall, teachers think it's most probable because national topics and issues aren't
taught adequately in schools, whereas students think it's important to understand the
past in order to shape the present and the future. Furthermore, teachers and students
reported that such matters are required to operate well as a citizen in the nation, and
that such topics will improve citizens’ commitment to the motherland. The interviewed
teachers suggested that CGCS participants prioritize issues related to their own
country, that they believe the impact on good citizenship is low due to the inadequacy
of foreign language education in the country, and that they believe it is unnecessary to
teach these issues at school because they can be learned through social media.
Furthermore, teachers and students believe that participants may not have found the

information on the outside world relevant.
4.1.4. Results of the Open-Ended Item of the CGCS

The CGCS included an open-ended item at the end: If you have anything to add about
the characteristics of a good citizen, please write it in the box below to collect
additional characteristics that participants would like to mention in addition to the ones

placed as a close-ended CGCS item.

With the open-ended item at the end of the CGCS, participants’ perceptions, which
did not exist among CGCS items, were collected. The themes, their frequencies, and

percentages were depicted at Table 4.4 below:
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Table 4.4

Qualitative Coding Distribution of the Open-Ended Item in CGCS

Themes (teachers) n %  Themes (students) n %
Are against violence and are
respectful of nature and living
o W
guestion and improve 39 2281 . ’ g PEODIE 531 4239
in general with different
themselves
gender, races, languages,
views, religions, lifestyles,
other citizens, etc.)
Avre attached to their n_atlonal Are attached to their national
values (flag, state, nation, values (flag, state, nation
country, culture etc.), 34 19.88 9, ' ' 120 22.02
. country, culture etc.), protects
protects and flourish them X
and flourish them
Are against violence and are
respectful of nature and
living beings (animals,
plants, children, and people . .
) k. Are self-responsible, question
in general with different 32 18.71 and improve themselves 84 1541
gender, races, languages,
views, religions, lifestyles,
other citizens, etc.)
Acre just, defend justice and . A
rights 25 14.62 Are just, defend justice and 38 697
rights
Are honest 17 994 Are honest 23 422
Are moral 7 409 Are helpful 21 385
Live by lIslam 7 409 Aremoral 10 183
Live by their religion 7 409 Are _self-respectful and self- 8 147
confident
Are self-respectful and self- 54 757 | ve by their religion 7 128
confident
Live by Islam 3 .55
Total 171 100 Total 545 100

Those overarching themes consisted of smaller pieces of concepts depicted at Table

B33 and Table B34 at Appendix B. These themes also subsumed some CGCS items

(Table C1 in Appendix C) and were utilized in preparing a cumulative and inclusive

checklist for document analysis at subsequent steps.

The themes subsumed some CGCS items. However, these themes also included

additional and more detailed concepts that the CGCS items could not express, and
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teachers and students wrote voluntarily. For this reason, they gave clues about what
students and teachers see in the foreground in citizenship education. In this context,
teacher and student responses were also examined against each other and some

differences were revealed.

The theme “are helpful” was mentioned by students, but not by teachers. However,
this theme’s percentage was low (3.85% in total). For students, the most reported
theme was “are against violence and are respectful of nature and living beings
(animals, plants, children, women), and people in general with different gender, races,
languages, views, religions, lifestyles, other citizens, etc.)” with 42.39% of total
mentions. This theme remained at 18.71% in teachers’ mentions. There was a 23.68-
point-difference when 18.71 were subtracted from 42.39. The full set of the
calculations are depicted in Table 4.5 below. For teachers, the most mentioned theme
was “are self-responsible, question and improve themselves” with 22.81% of total
mentions. This theme was 15.41% in students’ mentions. There was a smaller 7.40-
point-difference. The rest were also not noteworthily different in percentages with
maximum 7.65 points difference on the theme: are just, defend justice and rights
(Table 4.5).

Table 4.5

Teachers vs. Students: Percentage Differences in Mentions by Theme

Themes Difference %
Are against violence and are respectful of nature and living beings (animals,

plants, children, women), and people in general with different gender, races, 23.68
languages, views, religions, lifestyles, other citizens, etc.)

Are just, defend justice and rights 7.65
Are self-responsible, question and improve themselves 7.40
Are honest 5.72
Live by Islam 3.54
Live by their religion 2.81
Are moral 2.26
Are attached to their national values (flag, state, nation, country, culture 214
etc.), protects and flourish them '
Are self-respectful and self-confident 0.28

Are helpful -

For the theme “are just, defend justice and rights”, the percentage difference was on
behalf of teachers meaning that teachers noted more about them than students. An
additional finding was that for the theme: “are against violence and are respectful of

nature and living beings (animals, plants, children, women), and people in general with
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different gender, races, languages, views, religions, lifestyles, other citizens, etc.)”, a
few girl and one boy student specifically mentioned about protecting women from
harm or being knowledgeable about women rights with sentences such as: is
knowledgeable about women's rights, does not tolerate violence against women, or
helps women who are subjected to violence on the street. However, teachers did not
specifically mention women rights. They only mentioned being nondestructive

towards nature, animals, plants, or “living beings” in general.

Based on open-ended answers, students seemed to be more interested in tolerance
toward differences, protection of nature and living beings, and gender equality.
Teachers were slightly more interested in individual development, justice, and rights.
Both groups favored patriotism. Some findings emerged from the CGCS were further
elaborated with interview respondents. Those findings were presented under the

section below.
4.1.5. Results of Interviews and Focus Group Discussions

The interviewees were asked why, in their answers to open-ended CGCS item, teachers
mostly answered that good citizens are self-responsible, question and improve
themselves and students mostly answered that good citizens are against violence and
are respectful of nature and living beings (animals, plants, children, women), and
people in general with different gender, races, languages, views, religions, lifestyles,
other citizens, etc.) (Table 4.4).

Teachers and students had an array of different opinions about this result. For example,
they thought that:

1. Students might have felt that they don’t have free choice in life, or they desire
a more equal, tolerant, and peaceful world. In return, teachers might have
thought that students do not have enough individual development, questioning,
and self-responsibility skills and/or attitudes. Both stated what is lacking in

society.

2. It was most probably because students encounter issues frequently such as
gender-based violence, violence against animals, freedom, social pressure,
respect to differences especially after recent refugee migration wave to Turkey,
and global peace in their immediate environment or through social media.
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3. Teachers naturally have more life experience and think differently than
students. That’s why their vision is wider, and they might have thought that

individual development leads to societal development.

4. The fact that teachers come from a generation of inward, individualistic, and
repressive questioning, or that teachers' families do not have a high socio-

economic status and therefore they are not given much say at home.

Coding frequency of sub dimensions are depicted at Figure 4.13 below:

Subdimensions (teachers)

Students’ physical/virtual
environments

I -
Seeing the lack NN S
Teachers’ experience [ NN

Teachers’ generation gap NN 3

Subdimensions (students)

Seeing the lack NG :

Teachers experience [ N NN >

Students’ physical/virtual
environments

I

Teachers’ generation gap |

Subdimensions (teachers and students)

Seeing the lack NN

Students’ physical/virtual
environments

I
Teachers’ experience [ N NN o

Teachers’ generation gap [ NI 4

Figure 4.13. Teacher Theme Prioritization: Coding Frequencies and Percentages

In the quote below, for example, T2 thought that today's youth are fed by different
sources such as social media and that they are better able to address problems because

they have more voice through these sources:

Children or this generation, which we
call Generation Z, are fed from
different sources. For example, social
media can address a problem that an
adult ignores. In other words, it goes
on it. They [youth] also get a say ...
What | never had an opinion on when |
was a child, now children can react ...
on Twitter In this way, the
perspective of children and the
perspective of adults are different...
(T2)

Yani Z kusag dedigimiz hani ¢ocuklar ya da
bu nesil farkli kaynaklardan besleniyor. Yani
sosyal medya mesela bir yetiskinin gormezden
geldigi bir problemin iizerine gidebiliyor.
Yani Uzerine gidiyor. Onlar [genclik] da s6z
hakkt alyyorlar ... Benim ¢ocuklugumda hig
goriis bildirmedigim olaylar: simdi ¢ocuklar
iste Twitter'dan iste suradan buradan tepki
gosterebiliyorlar ... Oyle olunca c¢ocuklarin
bakis acgisiyla yetiskinlerin bakis agisi farkl
oluyor... (T2)

130



S28, one of the students, argued that teachers emphasize the factors that are more
effective in the development of society due to their life experiences:

Because teachers have life experience,
they have expressed the things that are
more effective in the development of
society. (528)

Ciinkii  ogretmenler yasamis gormiisler
olduklary igin toplumda daha ¢ok toplumun
gelismesinde etkili olan seyleri
saymislardir. (528)

During interviews, several students mentioned women's rights and preventing violence
against women, while none of the teachers (even the female ones) did. When asked
about this, both teachers and students agreed that social media has made oppression
against women more visible. Since social media was frequently used by students, they
might have said about it, although they were not specifically asked about it. They might
have also encountered or might have been afraid of encountering such issues (because
of social media or TV news) in their physical environment such as family or school.
For example, in the following quote, T3 observed that her daughter took precautions

by following the news on this issue on Instagram:

For example, my own daughter has this
thing that she follows on Instagram,
especially when there are news sites
where such news is published, | mean
really. What do young people inevitably
do? They are afraid of themselves, maybe
they really feel a security problem in their
environment. | convey this as much as |
hear from them. For example, my
daughter now walks around with pepper
spray. It had such a reflection, but | never
thought of traveling with pepper spray in
my life, for example. | think they are
affected by the events they read about, so
I thought there was an extra sensitivity.
(T3)

Mesela kendi kizimin geyi var boyle
Instagram'da takip ettigi ozellikle boyle
haberlerin yaymlandigi haber siteleri falan
var yani gercekten. Gengler arasinda ister
istemez ne yapiorlar? Kendilerinden
korkuyorlar, belki ger¢ekten bulunduklar:
ortamda bir giivenlik sorunu hissediyorlar.
Onlardan duydugum kadariyla iletiyorum
bunu. Hani mesela kizim benim biber
gaziyla falan geziyor artik gercekten. Boyle
bir yansimast oldu ama hayatim boyunca
ben mesela biber gaziyla ge¢meyi, gezmeyi
hi¢  digiinmemistim  yani. Okuduklar
olaylardan bence etkileniyorlar. o ylzden
ekstra  bir hassasiyet olusmus diye
diigtindiim yani. (T3)

S25 also noted the impact of social media on this issue:

Because students usually hang out on
social media in their free time. And on
social media, hashtags such as "no
violence against women™ are often
shared and they are more visible for
students. This is for this reason. (S25)

Ciinkii 6grenciler genellikle sosyal medyada

takilirlar

bos zamanlarinda. Ve sosyal

medyada ¢ogunlukla iste "kadina siddete
hayir" hashtag’leri paylasilir ve ogrencilerin

da

ha ¢ok goz oniinde olur ogrenciler igin. Bu

nedenden dolayidir. (S25)
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Hence, concerning the possible reasons why the teachers who participated in the
CGCS said that good citizens are responsible, questioning, and self-developing, while
the students said that good citizens are against violence, respectful to nature and living
things, the interviewees believe that the teachers and students who participated in the
CGCS express what is missing in society, whereas the students mostly encounter such
incidents on social media and in school. Concerning the probable reasons why a few
students particularly addressed women's rights and the prevention of violence against
women, the teachers and students felt that social media has increased the visibility of

oppression against women.
4.1.6. Summary of Findings on KSAVs for Good Citizenship

The overall results revealed that according to teachers’ data, the order of the
dimensions in terms of their importance in citizenship education in Turkey was as

follows:

=

Knowledge and consciousness of the country

2. Individual merits and individual positive attitudes
3. Individual skills

4. Global knowledge and awareness

Teachers thought that individual merits and individual positive attitudes were equally
important good citizenship characteristics. The most important good citizenship
characteristic dimension was knowledge and consciousness of the country whereas the
least important one was global knowledge and awareness. The overall results revealed
that according to students’ data, the order of the dimensions in terms of their

importance in citizenship education in Turkey was as follows:
1. Knowledge and consciousness of the country

2. Individual merits

w

Individual positive attitudes

B

Individual skills

5. Global knowledge and awareness
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Differently from teachers’ data, the importance of individual merits and individual
positive attitudes were not the same but individual merits were more important than
individual positive attitudes in students’ data. However, like teachers’ data, the most
important good citizenship characteristic dimension was “knowledge and
consciousness of the country” whereas the least important one was “global knowledge
and awareness”. During the interviews, teachers and students were asked why the
CGCS participants considered characteristics in the dimension of knowledge and
consciousness of the country more important than ones in the dimension of global

knowledge and awareness.

Teachers and students in the interviews suggested that CGCS respondents prioritize
national issues (culture, language, functioning of government institutions, history,
etc.). Foreign knowledge is the second step after issues related to the country are

internalized as a good citizen.

According to the results of the open-ended CGCS item, students mostly noted that
good citizens are against violence and are respectful of nature and living beings
whereas teachers mostly pointed out that good citizens are self-responsible, question
and improve themselves. According to the interviews, the possible reason for the
difference was because teachers naturally have more experience and vision, and
therefore teachers think that individual inquiry and development will lead to peace,
tolerance, equality, and protection of the environment and living beings, just as
students desire. In addition, both groups might have noted what was lacking in society.
According to the results revealed from open-ended questions’, a few students
specifically mentioned that good citizens are peaceful toward women. According to
the interviews, the possible reason for the difference was because they believed that
the rise of social media increased awareness of gender-based injustice and violence
among the students as students commonly used social media more frequently in daily
life.

4.2. Teachers' Perceptions by Gender, Experience, and Subject

To understand if teachers’ perceptions as to good citizen characteristics differ based
on gender, subject category, and experience category, three-way multivariate analysis
of variance (three-way MANOVA) was implemented with three independent variables

and five dependent variables. Independent variables consisted of “gender”, “subject
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category”, and “experience category” whereas dependent variables consisted of five
dimensions derived from CFA. Independent variables with corresponding groups, and
dependent variables were depicted at Table 4.6 below.

Table 4.6

Variables in MANOVA for Teachers' Data

Variable type  Variable name Groups
Independent Gender Male
Female
Social-based
Independent Subject category Science-based
Religion-based
High
Independent Experience category Moderate
Low
Dependent Individual positive attitudes NA
Dependent Global knowledge and awareness NA
Dependent Knowledge and consciousness of the country NA
Dependent Individual merits NA
Dependent Individual skills NA

For the subject category, social-based courses were grouped into subjects such as
History, Philosophy, Turkish Language and Literature, etc. Science-based courses
were grouped into subjects such as Physical Sciences, Information Technologies,
Math, etc. Religion-Based courses were grouped into subjects such as Culture of
Religion and Knowledge of Ethics, Imam-Hatip High School Vocational Courses, The
Life of our Prophet, etc. The full set of categorizations and their descriptive statistics
were depicted at Table 4.7 below, and the total subject distribution of teachers was
placed at Table C2 at Appendix C.

Table 4.7

MANOVA Subject Categorizations for Teachers' Data

Subjects Categories % N
Accounting, Counseling, English, French, German, Geography,

Philosophy, Photograph, History, Music, Office management, Social-

Psychology, Physical education, Social studies, Turkish, based 53.11 631
Turkish language and literature, Visual arts, Technology and courses

design

Biology, Health science, Science, Chemistry, Math, Elementary Science-
i i i ; ; based 29.80 354
math, Information technologies, Physics, Physical sciences COUTSES
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Religion-
based 15.07 179
courses

Arabic, Culture of religion and knowledge of ethics, Imam-
Hatip high school vocational courses, The life of our prophet

For the experience category, teachers having 0-6 of teaching experience were put in
the low experience group, teachers having 7-12 of teaching experience at moderate
experience, and 13 and higher of teaching experience at high experience. Those
classifications were derived from “Promotion of Teaching Career Steps” document in

which teachers in Turkey were classified among “teacher”, “expert teacher”, and “head

teacher” based on teaching experience (Presidency of the Republic of Turkey, 2005).

Three-way MANOVA was conducted to assess if there were significant differences in
the linear combination of dependent variables between the levels of gender, subject
category, and experience category. Before the analysis, assumptions were checked to
determine the applicability of MANOVA. To assess the assumption of multivariate
normality, Mardia’s test was calculated. Mardia’s test for multivariate normality
produced a p value of .00 (p < .05) and ensured that multivariate normality was
violated. To examine the assumption of homogeneity of covariance matrices, Box's M
test was conducted. The assumption of homogeneity of covariance matrices was
violated, as assessed by Box's M test (p < .001), indicating that the covariance matrices
for each group of gender, subject category, and experience category were significantly
different from one another and that the assumption was not met. To identify influential
points in the model residuals, Mahalanobis distances were calculated and compared to
a yx2 distribution. An outlier was defined as any Mahalanobis distance that exceeds
20.52, as there were five dependent variables in the design. There were 28 observations
detected as outliers (L. Cohen, Lawrence, & Morrison, 2018; Hair Jr. et al., 2019;
Pituch & Stevens, 2016; Tabachnick & Fidell, 2019). Since MANOVA is highly
affected by outliers, those items were removed from the study considering that sample
size in this study would not adversely be affected by a small number of outliers. A
correlation matrix was calculated to examine multicollinearity between the dependent
variables. All variable combinations had correlations less than 0.80, indicating that
there was no multicollinearity (Tabachnick & Fidell, 2019). The correlation matrix is

presented in Table 4.8.

135



Table 4.8

Dependent Variable Correlations in Teachers' Data

Variable 1 2 3 4 5
Individual positive attitudes -

Global knowledge and awareness 048 -

Knowledge and consciousness of the country structure  0.73 053 -

Individual merits 0.72 046 0.76 -
Individual skills 059 058 062 070 -

Minimum sample size in each cell should be more than the number of dependent
variables for MANOVA (L. Cohen et al., 2018; Hair Jr. et al., 2019). The smallest
sample size in this study is eight which is more than the number of the dependent
variables, that is five. Although MANOVA is highly robust to violation of multivariate
normality (Hair Jr. et al., 2019; Pituch & Stevens, 2016; Tabachnick & Fidell, 2019),
violation of homogeneity of variance-covariance matrices tested by Box’s test required
follow up analysis, as sample sizes in each cell ranged from eight to 179. If sample
sizes were roughly equal, the significant result of the Box’s test would be negligible
(Tabachnick & Fidell, 2019). Since sample sizes were highly different, variance and
covariance values in each cell were examined. Variance and covariance values were
generally higher at cells with small sample sizes (Table C2 in Appendix C). When this
occurs, significance values of MANOVA would be liberal meaning that actual values
would be higher than printed results (Pituch & Stevens, 2016; Tabachnick & Fidell,
2019). To remedy the situation, Pillai’s criterion was used with alpha level of .03 while
interpreting multivariate significance of results (Tabachnick & Fidell, 2019). In
addition, Levene’s test results of dependent variables indicated violation of
homogeneity of variance assumption (p < .05) except for the dependent variable of
“Individual Skills”, p > .05 (Table 4.9).

Table 4.9

Levene's Test Results of Dependent Variables in Teachers' Data

Variable F p

Individual positive attitudes 2.782 .000
Global knowledge and awareness 1.910 .004
Knowledge and consciousness of the country structure 3.588 .000
Individual merits 1.867 .01
Individual skills 1.205 22
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Based on the Levene’s test results, significance level was set as .05 for the dependent
variable of “Individual Skills” and lowered to .03 for the remaining dependent
variables in addition to Bonferroni correction in post-hoc ANOVA analyses (Hair Jr.
et al., 2019; Tabachnick & Fidell, 2019).

4.2.1. The MANOVA Results: Teachers

The results indicated that the multivariate interaction effect between gender, subject
category, and experience category was significant, F (35, 5725) = 1.844, p = .002,
partial #2 = .011 suggesting the linear combination of individual positive attitudes,
global knowledge and awareness, knowledge and consciousness of the country
structure, individual merits, and individual skills was significantly different between
the factor level combinations of gender, subject category, and experience category. To
interpret effect sizes, effect size for F-ratios was calculated with formula: f = [/ (1-
n?)] Y. According to the formula, #2 of .011 corresponds to f value of .11, indicating
small effect size according to the rule of thumb in which f = .10 corresponds to small,
f =.25 corresponds to medium, and f = .40 corresponds to large effect size (J. Cohen,
1988).

The multivariate interaction effect between subject category and experience category
was significant, F (30, 5725) = 2.224, p =.000, partial #2=.012. »?0f .012 corresponds
to f value of .11, indicating small effect size. The multivariate interaction effect
between gender and experience category was significant, F (15, 3429) = 2.369, p
=.002, partial »?=.010. »? of .010 corresponds to f value of .10, indicating small effect
size. The multivariate interaction effect between gender and subject category was not
significant, F (25, 5725) = 1.333, p = .12, partial 2 =.006.

4.2.1.1. Univariate Interaction Effects for Subject*Experience Interaction. Since
the interaction effect between subject category and experience category on the
combined dependent variables were significant, univariate interaction effects on
separate dependent variables were investigated. Bonferroni correction was applied in
interpreting results. Based on Levene’s test results, .05/5 = .01 was used for “individual

skills”, and .03/5 = .006 was used for the other dependent variables.

There was a statistically significant interaction effect for the dependent variable of
“individual positive attitudes” score, F (6, 1145) = 6.436, p =.000, partial #2= .03 with

small effect size (f = .18), but not for “knowledge and consciousness of the country
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structure” score, F (6, 1145) = 2.966, p = .01, partial 2= .02, “global knowledge and
awareness” score, F (6, 1145) = .14, p = .99, partial #? = .001, “individual merits”
score, F (6, 1145) = 2.376, p = .03, partial #?>= .01, and “individual skills” score, F (6,
1145) = 1.575, p = .15, partial »? = .01. Those results were reflected at Table 4.10
below:

Table 4.10

Teachers' Data: Interaction Effect Results for Subject*Experience Categories

. , Selected p
Variable F p n level
Individual positive attitudes 6.436 .000 .03 .006
Knowledge and consciousness of the country 2966 0L 02 006
structure
Individual merits 2376 .03 .01 .006
Individual skills 1575 .15 .01 .01
Global knowledge and awareness 14 99 .001 .006

Based on the significant univariate interaction effect of the dependent variable of
“individual positive attitudes”, type of the interaction and simple main effects were
investigated. The type of interaction on the dependent variable of individual positive
attitudes was investigated before simple main effect analyses. The interaction plot
indicated a disordinal interaction (Figure 4.14).

5.00

Religion-Based

4.50

4.00

Means (Branch Category)

Science-Bas
3.50

Low Moderate High

Experience Category

Figure 4.14. Teachers' Data: The Plot of Subject*Experience Categories.

Disordinal interaction means that one group’s mean scores are not always greater than

another group’s mean scores. To illustrate, mean scores of teachers with religion-based
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subjects are not always greater than teachers with social-based subjects when their
teaching experience changes. Likewise, mean scores of teachers with science-based
subjects are not always greater than teachers with social-based subjects when their
teaching experience changes. Since disordinal interactions interfere with interpreting
main effects, main effects were not investigated (Hair Jr. et al., 2019). To determine
exactly which parts of the interaction are significant, simple main effects were

investigated.

4.2.1.1.1. Simple Main Effects of Experience on Individual Positive Attitudes.
While interpreting results, Bonferroni correction was applied, and the significance
level was divided by the number of the simple main effects implemented. With three
simple main effects calculations, the significance level of .03 was divided by three,

and .01 was used for interpretations.

There was a statistically significant difference among experience categories for
teachers with science-based subjects on individual positive attitudes score, F (2, 1145)
= 31.414, p =.000, partial »2= .05 with small effect size (f = .23), but not for teachers
with social-based subjects, F (3, 1145) = .26, p > .01, partial 2 = .001, and not for
teachers with religion-based subjects, F (2, 1145) = 1.129, p > .01, partial ? = .002
(Table 4.11).

Table 4.11

Teachers' Data: Simple Main Effects of Experience on Individual Positive Attitudes

Subject categories F p n? Selected p level
Science-based 31.414 .000 .05 .01
Religion-based 1.129 .32 .002 .01
Social-based .26 .85 .001 .01

Among teachers with science-based subjects, the marginal means for “individual
positive attitudes” scores were M = 4.39 (SE = .04) for high teaching experience, and
M = 3.20 (SE = .15) for moderate teaching experience, a statistically significant mean
difference of 1.19, p = .000. The marginal means for “individual positive attitudes”
scores were M = 4.59 (SE = .11) for low teaching experience, and M = 3.20 (SE = .15)
for moderate teaching experience, a statistically significant mean difference of 1.39, p
= .000. The marginal means for “individual positive attitudes score were M = 4.39
(SE = .04) for high teaching experience, and M = 4.59 (SE = .11) for low teaching

experience, not a statistically significant mean difference of .20, p > .01 (Table 4.12).
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Table 4.12

Teachers' Data: Estimated Marginal Means and Standard Errors of Experience of

Science-Based Category

Experience categories for the science-based category M SE
Low teaching experience 4.59 A1
Moderate teaching experience 3.20 15
High teaching experience 4.39 .04

4.2.1.1.2. Simple Main Effects of Subject on Individual Positive Attitudes. While
interpreting results, Bonferroni correction was applied, and the significance level was
divided by the number of the simple main effects implemented. With three simple
main effects calculations, the significance level of .03 was divided by three, and .01

was used for interpretations.

There was a statistically significant difference among subject categories for teachers
with moderate teaching experience on individual positive attitudes score, F (3, 1145)
=20.194, p = .000, partial »? = .05 with small effect size (f = .23), but not for teachers
with low teaching experience, F (3, 1145) = .97 p > .01, partial »2 =.003, and not for
teachers with high teaching experience, F (3, 1145) = .95, p >.01, partial #2 = .002
(Table 4.13).

Table 4.13

Teachers' Data: Simple Main Effects of Subject on Individual Positive Attitudes

Experience categories F p n? Selected p level
Moderate 20.194 .000 .05 .01
Low .97 41 .003 .01
High .95 42 .002 .01

Among teachers with moderate teaching experience, the marginal means for
“individual positive attitudes” scores were M = 4.45 (SE = .10) for religion-based
subjects, and M = 3.20 (SE = .15) for science-based subjects, a statistically significant
mean difference of 1.25, p = .000. The marginal means for “individual positive
attitudes” scores were M = 3.20 (SE = .15) for science-based subjects, and M = 4.53
(SE =.15) for social-based subjects, a statistically significant mean difference of 1.33,
p =.000. The marginal means for “individual positive attitudes” scores were M = 4.45
(SE = .10) for religion-based subjects, and M = 4.53 (SE = .15) for social-based
subjects, not a statistically significant mean difference of .09, p > .01 (Table 4.14).
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Table 4.14

Teachers' Data: Estimated Marginal Means and Standard Errors of Subjects for

Moderate Teaching Experience

Subject categories for the moderate teaching experience M SE
Science-based 3.20 .15
Religion-based 445 .10
Social-based 453 15

4.2.1.2. Univariate Interaction Effects for Gender*Experience Interaction. Since
the interaction effect between gender and experience category on the combined
dependent variables were significant, univariate interaction effects on separate
dependent variables were investigated. Bonferroni correction was applied in
interpreting results. Based on Levene’s test results, .05/5 =.01 was used for “individual
skills”, and .03/5 = .006 was used for the other dependent variables. There was a
statistically significant interaction effect for the dependent variable of “individual
positive attitudes” score, F (3, 1145) = 6.409, p = .000, partial »? = .02 with small
effect size (f=.14), and “individual merits” score, F (3, 1145) =5.238, p =.001, partial
n? = .01 with small effect size (f = .10), partial #? = .01, but not for “knowledge and
consciousness of the country structure” score, F (3, 1145) = 2.784, p > .006, partial 2
= .01, “global knowledge and awareness” score, F (3, 1145) = .73, p > .006, partial #?
=.002, and “individual skills” score, F (3, 1145) =2.772, p > .01 partial 2= .01. Those
results are shown in Table 4.15 below.

Table 4.15

Teachers' Data: Interaction Effect Results for Gender*Experience Category

. , Selected p

Dependent variables F p n level
Individual positive attitudes 6.409 .000 .02 .006
Individual merits 5238 .001 .01 .006
Knowledge and consciousness of the country 2784 04 01 006
structure

Individual skills 2772 .04 01 .01
Global knowledge and awareness 73 53 .002 .006

Based on the significant univariate interaction effect of the dependent variables of
“individual positive attitudes” and “individual merits”, type of the interaction and

simple main effects for those variables were investigated.
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The type of interaction on the dependent variables of individual positive attitudes and
individual merits were investigated before simple main effect analyses. The interaction

plot indicated a disordinal interaction for individual positive attitudes (Figure 4.15).
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Figure 4.15. Teachers' Data: The Plot of Gender*Experience Category Interaction on

Individual Positive Attitudes.

Disordinal interaction means that one group’s mean scores are not always greater than
another group’s mean scores. To illustrate, mean scores of teachers with low teaching
experience are not always greater than teachers with moderate teaching experience and
high teaching experience when the gender group changes. Since disordinal interactions
interfere with interpreting main effects, main effects were not investigated (Hair Jr. et
al., 2019). The interaction plot indicated a disordinal interaction on individual merits
(Figure 4.16).
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Figure 4.16. Teachers' Data: The Plot of Gender*Experience Category Interaction on

Individual Merits.

Disordinal interaction means that one group’s mean scores are not always greater than
another group’s mean scores. To illustrate, mean scores of teachers with low teaching
experience are not always greater than teachers with moderate teaching experience and
high teaching experience when the gender group changes. Since disordinal interactions
interfere with interpreting main effects, main effects were not investigated (Hair Jr. et
al., 2019). To determine exactly which parts of the interaction are significant, simple

main effects were investigated.

4.2.1.2.1. Simple Main Effects of Experience on Individual Positive Attitudes.
While interpreting results, Bonferroni correction was applied, and the significance
level was divided by the number of the simple main effects implemented. With two
simple main effects calculations, the significance level of .03 was divided by two,
and .015 was used for interpretations. There was not a statistically significant
difference among experience categories for male teachers on individual positive
attitudes score, F (3, 1145) = 1.856, p > .015, partial »?> = .01, and female teachers, F
(2, 1145) = .60, p > .015, partial 2=.001 (Table 4.16).
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Table 4.16

Teachers' Data: Simple Main Effects of Experience on Individual Positive Attitudes

Gender F p n’ Selected p level
Males 1.856 14 .01 .015
Females .60 .55 .001 .015

4.2.1.2.2. Simple Main Effects of Gender on Individual Positive Attitudes. While
interpreting results, Bonferroni correction was applied, and the significance level was
divided by the number of the simple main effects implemented. With three simple
main effects calculations, the significance level of .03 was divided by three, and .01

was used for interpretations.

There was a statistically significant difference between male teachers and female
teachers who have moderate teaching experience on individual positive attitudes score,
F (2, 1145) = 15.786, p = .000, partial 2 = .03 with small effect size (f = .18), but not
for high teaching experience, F (1, 1145) = 1.190, p > .01, partial 2 = .001, and not
for low teaching experience, F (2, 1145) = .03, p > .01, partial #?>=.000 (Table 4.17).

Table 4.17

Teachers' Data: Simple Main Effects of Gender on Individual Positive Attitudes

Experience categories F p n? Selected p level
Moderate 15.786 .000 .03 .01
High 1.190 .28 .001 .01
Low .03 97 .000 .01

Among teachers with moderate teaching experience, the marginal means for individual
positive attitudes score were M = 4.59 (SE = .09) for females, and M = 4.42 (SE = .08)
for males (Table 4.18).

Table 4.18

Teachers' Data: Estimated Marginal Means and Standard Errors of Gender for

Moderate Teaching Experience

Gender for the moderate teaching experience group M SE
Males 4.59 .09
Females 4.42 .08
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4.2.1.2.3. Simple Main Effects of Experience on Individual Merits. While
interpreting results, Bonferroni correction was applied, and the significance level was
divided by the number of the simple main effects implemented. With two simple main
effects calculations, the significance level of .03 was divided by two, and .015 was

used for interpretations.

There was not a statistically significant difference among experience categories for
male teachers on individual merits score, F (3, 1145) = 1.923, p > .015, partial #2=.01,
and female teachers, F (2, 1145) = .04, p > .015, partial 2= .000 (Table 4.19).

Table 4.19

Teachers' Data: Simple Main Effects of Experience on Individual Merits

Gender F p n’ Selected p level
Males 1.923 12 .01 015
Females .04 97 .000 .015

4.2.1.2.4. Simple Main Effects of Gender on Individual Merits. While interpreting
results, Bonferroni correction was applied, and the significance level was divided by
the number of the simple main effects implemented. With three simple main effects
calculations, the significance level of .03 was divided by three, and .01 was used for
interpretations. There was a statistically significant difference between male teachers
and female teachers who have moderate teaching experience on individual merits
score, F (2, 1145) = 15.196, p = .000, partial »? = .03 with small effect size (f = .18),
but not for high teaching experience, F (1, 1145) = 4.198, p > .01, partial > = .004,
and not for low teaching experience, F (2, 1145) = .48, p > .01, partial #2=.001 (Table
4.20).

Table 4.20

Teachers' Data: Simple Main Effects of Gender on Individual Merits

Experience categories F p n? Selected p level
Moderate 15.196 .000 .03 .01
High 4.198 .04 .004 .01
Low .03 .62 .001 .01

Among teachers with moderate teaching experience, the marginal means for individual
merits score were 4.62 (SE = .10) for females, and 4.35 (SE = .08) for males (Table
4.21).

145



Table 4.21

Teachers' Data: Estimated Marginal Means and Standard Errors of Gender for the

Moderate Teaching Experience

Gender for the moderate teaching experience group M SE
Males 4.62 .10
Females 4.35 .08

4.2.2. Summary of MANOVA Results: Teachers

Science-based teachers with moderate teaching experience were discovered to
significantly deem characteristics as to individual positive attitudes less important than
other teachers. Male teachers with moderate teaching experience significantly gave
more importance to individual positive attitudes than female teachers with moderate
teaching experience. In addition, male teachers with moderate teaching experience
significantly gave more importance to individual merits than female teachers with
moderate teaching experience. However, these findings have small effect sizes, which
may suggest that the significant differences are due to the large sample size and thus

they may not be present in the actual population.
4.3. Students' Perceptions by School Type and Parent Education

To understand if students’ opinions as to good citizen characteristics differ based on
school type, mother education, and father education, three-way multivariate analysis
of variance (three-way MANOVA) was implemented with three independent variables
and five dependent variables. Independent variables consisted of “school type”,
“mother education category”, and ‘“father education category” whereas dependent
variables consisted of five dimensions derived from CFA. Independent variables with

corresponding groups, and dependent variables were depicted at Table 4.22.

Table 4.22

Variables in MANOVA for Students’ Data

Variable Variable name Groups
type
Anatolian high school
Independent  School type Anatolian Imam-Hatip high
school
At most primary education
Independent Mother education category Secondary or high school
education
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University education
At most primary education

Independent  Father education category Secondary or high school

education
University education

Dependent  Individual positive attitudes NA

Dependent  Global knowledge and awareness NA

Dependent Knowledge and consciousness of the NA

country structure
Dependent  Individual merits NA
Dependent  Individual skills NA

For mother and father education category, participants who selected options of
“illiterate”, “literate but no graduation from a school”, and “5-year-primary school
graduation” were categorized under “At Most Primary Education”; “primary
education/secondary education graduation”, and “high school graduation” were under
“Secondary or High School Education”; “2-year-college/institute graduation”,
“undergraduate education”, “Master’s graduation”, and “PhD graduation” were under
“University Education”. Three-way MANOVA was conducted to assess if there were
significant differences in the linear combination of dependent variables between the
levels of school type, mother education category, and father education category.

Before the analysis, assumptions were checked to determine the applicability of
MANOVA. To assess the assumption of multivariate normality, Mardia’s test was
calculated. Mardia’s test for multivariate normality produced a p value of .00 (p < .05)
and ensured that multivariate normality was violated. To examine the assumption of
homogeneity of covariance matrices, Box's M test was conducted. The assumption of
homogeneity of covariance matrices was violated, as assessed by Box's M test (p
<.001), indicating that the covariance matrices for each group of school type, mother
education category, and father education category were significantly different from
one another and that the assumption was not met. To identify influential points in the
model residuals, Mahalanobis distances were calculated and compared to a y2
distribution. An outlier was defined as any Mahalanobis distance that exceeds 20.52,
as there were five dependent variables in the design. There were 111 observations
detected as outliers (L. Cohen et al., 2018; Hair Jr. et al., 2019; Pituch & Stevens, 2016;
Tabachnick & Fidell, 2019). Since MANOVA is highly affected by outliers, those
items were removed from the study considering that sample size in this study would
not adversely be affected by a small number of outliers. A correlation matrix was

calculated to examine multicollinearity between the dependent variables. All variable
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combinations had correlations less than 0.80, indicating that there was no
multicollinearity (Tabachnick & Fidell, 2019). The correlation matrix is presented in
Table 4.23.

Table 4.23

Dependent Variable Correlations in Students’ Data

Variable 1 2 3 4 5
Individual positive attitudes -

Global knowledge and awareness 0.41 -

Knowledge and consciousness of the country structure 0.67 0.49 -

Individual merits 0.63 0.40 0.65 -
Individual skills 058 051 0.64 0.76 -

Minimum sample size in each cell should be more than the number of dependent
variables for MANOVA (L. Cohen et al., 2018; Hair Jr. et al., 2019). The smallest
sample size in this study is 10 which is more than the number of dependent variables,
that is five. Although MANOVA is highly robust to violation of multivariate normality
(Hair Jr. et al., 2019; Pituch & Stevens, 2016; Tabachnick & Fidell, 2019), violation
of homogeneity of variance-covariance matrices tested by Box’s test required follow
up analysis, as sample sizes in each cell ranged from 10 to 650. If sample sizes were
roughly equal, the significant result of the Box’s test would be negligible (Tabachnick
& Fidell, 2019). Since sample sizes were highly different, variance and covariance
values in each cell were examined. Variance and covariance values were generally
higher at cells with small sample sizes (Table C3 in Appendix C). When this occurs,
significance values of MANOVA would be liberal meaning that actual values would
be higher than printed results (Pituch & Stevens, 2016; Tabachnick & Fidell, 2019).
To remedy the situation, Pillai’s criterion was used with alpha level of .03 while
interpreting multivariate significance of results (Tabachnick & Fidell, 2019). In
addition, Levene’s test results of dependent variables indicated violation of
homogeneity of variance assumption except for the dependent variables of “Global

Knowledge and Awareness”, and “Individual Skills”, p >.05. (Table 4.24).
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Table 4.24

Levene’s Test Results of Dependent Variables in Students’ Data

Items F p

Individual positive attitudes 1.813 .004
Global knowledge and awareness 1.289 13
Knowledge and consciousness of the country structure 2.534 .000
Individual merits 1.777 .005
Individual skills 1.376 .08

Based on the Levene’s test results, significance level was set as .05 for the dependent
variables of “Global Knowledge and Awareness” and “Individual Skills” and lowered
to .03 for the remaining dependent variables in addition to Bonferroni correction in
post-hoc ANOVA analyses (Hair Jr. et al., 2019; Tabachnick & Fidell, 2019).

4.3.1. The MANOVA Results: Students

The multivariate interaction effect between school type, mother education category,
and father education category was not significant, F (35, 15040) = 1.399, p = .06,
partial #2 = .003 suggesting the linear combination of individual positive attitudes,
global knowledge and awareness, knowledge and consciousness of the country
structure, individual merits, and individual skills was not significantly different
between the factor level combinations of school type, mother education category, and
father education category. To interpret effect sizes, effect size for F-ratios was
calculated with formula: f = [5? / (1- #?)] Y. According to the formula, #2 of .003
corresponds to f value of .05, indicating small effect size according to the rule of thumb
in which f = .10 corresponds to small, f = .25 corresponds to medium, and f = .40

corresponds to large effect size (J. Cohen, 1988).

The multivariate interaction effect between mother education and father education was
not significant, F (45, 15040) = 1.332, p = .07, partial #? = .004. The multivariate
interaction effect between school type and father education was not significant, F (30,
15040) = .93, p = .57, partial 2 = .002. The multivariate interaction effect between
school type and mother education was not significant, F (25, 15040) = 1.213, p = .21,
partial #? = .002. Since there were no significant multivariate interaction effects

between and among independent variables, main effects were investigated.

The results of main effects indicated that there was not a statistically significant school
type effect, F (10, 6010) = 1.948, p > .03, partial 2 =.003, mother education effect, F
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(15, 9018) = 1.948, p > .03, partial #?=.002, and father education effect, F (15, 9018)
=1.948, p > .03, partial #2=.002, on the combined dependent variables.

4.3.2. Summary of MANOVA Results: Students

The findings suggest that students’ perceptions about good citizen characteristics did
not significantly differ based on their school type, father education level, or mother

education level.
4.4. Turkish Education Policies: Teacher and Student Perspectives

The second research question investigated instructors' and students' perspectives on
how to enhance MoNE’s educational policies so that they are more effective in
producing good citizens. Three themes emerged: (1) school practices, (2) formal

curricular issues, and (3) educational activities.
4.4.1. School Practices

Teachers and students mostly pointed out that citizenship education can be improved
when school-family cooperation is increased, more positive teacher-student
interactions are ensured, and teachers pay more attention to acting as role models.
Teachers and students added that citizenship shaping (being a good person, basic moral
rules, etc.) starts from the family environment. Teachers reported that it is easier for
students who have a good citizenship education foundation from their families to
develop this foundation at school. In line with this, teachers specifically reported that
since family support is important in citizenship education, parent involvement into in-
school citizenship activities is necessary. This involvement can increase parents’
respect for teachers. In addition, students wanted the teacher to be loveable, fair, and
compassionate, which contributes to that respect. It also can increase teachers’ effect
as role models. Teachers also stated that they themselves should exhibit exemplary

behavior to be role models in schools.

Although lower in frequency, teachers demanded firmer discipline or performance
consequences in school as well as several mechanisms to make teaching profession
more prestigious in the society. In addition, students” addiction to virtual environments
should be lessened as such environments, according to teachers, are more effective
than teachers nowadays. Coding frequency of subdimensions are depicted in Figure
4.17 below.
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Sub dimensions (teachers) Sub dimensions (students)

School-family cooperation S ————————— G

Teacher-student interaction | -+

Teachers' being role models n— 6

Discipline/performance consequences i 4

school-family cooperation [ [ I s

Addiction to virtual environments mm— 4
Prestige of the teaching profession mmmm 3

Teachers' being role models - 2
Teacher-student interaction = 3

Sub dimensions (teachers and students)

School-family cooperation 21
Teacher-student interaction  EEEET—_—G——— 17
Teachers' being role models  n— 3

Discipline/performance consequences | 4
Addiction to virtual environments == 4

Prestige of the teaching profession mmm 3

Figure 4.17. Coding Distribution of Sub Dimensions Related to School Practices.

School-Family Cooperation: Teachers said that children of families who are sensitive
to and conscious of good citizenship issues also are sensitive to being a good citizen.
It is because those children take their family members as a first-stage role model. When
families give fundamental good citizenship characteristics, then school can flourish
them. T12 described this family effect in the following quote:

...but it's the same, nothing changes, I think
it starts in the family. Children also know
that garbage cannot be thrown on the
ground, but they do. Because the child, for
example, takes the example of the mother,
because the mother threw it away. The
child imitates what s/he sees, not what s/he

...ama ayni, bir sey degismiyor, ben
bunun ailede basladigin diistiniiyorum.
Cocuklar da  biliyor yere ¢Op
atilmayacagini ama atiyor. Ciinkii ¢cocuk
mesela anneyi drnegi aliyor, anne attig
icin. Cocuk duydugunu degil gordiigiinii
ornek alyor. (T12)

hears. (T12)

Students also observed that citizenship education starts from the family, as disliked
teachers can be ineffective on them later. S9 mentioned the effect of good family

education on being a good citizen below:

A good citizen is actually a citizen who grows  [yi bir vatandas ashnda temelden
up from the ground up... The person who gets  yetisen vatandastir...Ilk basta iyi bir
a good family education at first becomes a  aile egitimi alan kisi iyi bir vatandas
good citizen...(S9) olur...(S9)
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S20 pointed out the importance of the family in citizenship education by stating that

communication with family members may be more robust but communication with

teachers may be more fragile:

Before school, | think family is
influential. 1 don't think the school is
very effective. Because our perspective
towards our teachers can change us. For
example, | like this teacher very much, |
do not like this teacher very much,
maybe. Because of this, it may be
something like a cooling off from school.
But it is effective. But family is more
effective. (520)

Okuldan énce bence aile etkili. Okulun ¢ok
etkili oldugunu ben ¢ok diistinmiiyorum.
Clinkii ogretmenlerimize karst bakig acimiz,
bizi degistirebilir. Mesela ben bu 6gretmeni
¢ok  seviyorum, bu  Ogretmeni  ¢ok
sevmiyorum, olabilir. Bundan dolay
okuldan soguma gibi bir sey olabilir. Ama
etkilidir yani. Ama aile daha ¢ok etkilidir.
(S20)

Since family support is important in citizenship education, teachers mentioned the
necessity of parent involvement into school citizenship activities. In the following

quote, T9 argued that involving parents in school processes would increase school-

student-teacher-parent cooperation and help parents to value teachers more:

...l would like to involve the parents
more, | would like our parents to be a
little more sensitive about this issue, ...
to participate in education, for example
in these issues...I mean, if we can
involve parents in education a little
better, for example, if we can organize a
picnic with children and parents, if we
can do social activities, | think it would
be more effective outside the
curriculum. It could be an educational
activity, ...an activity, a school activity...
There would be school, student and
teacher-parent cohesion...The value of
the teacher in the eyes of the parents
would increase. (T9)

...daha ¢ok bir de velileri isin icine katmak
isterdim. Velilerimizin bu konuda biraz daha
duyarl olmasini, ... egitim i¢ine katilmasini
isterdim  mesela bu  konularda...Yani
velilerin  biraz daha iyi egitim igine
katabilirsek, mesela nedir iste cocuklarla
velilerle  birlikte  iste  bir  piknik
duzenleyebilmemiz, sosyal faaliyet
yapabilme bunlart yapabilsek miifredatin
disinda daha etkili olur diye diistintiyorum
mesela. Egitsel etkinlik, ...bir faaliyet
olabilir, okul faaliyeti olur. Okul, 6grenci ve
ogretmen veli kaynasmasi olur...Ogretmenin
veli goziindeki degeri de artar. (T9)

T1 also said that the communication between teacher, student and parents is useful in

identifying the student's interests and abilities and guiding the student:

It is always said that at the primary
school level, the student, and the parent.
Student...-teacher  in  cooperation,
according to the child's...potential,
ability. Does he/she have social
intelligence, numerical intelligence...or
manual dexterity? Discovering these and
directing the child. But unfortunately.

Hep soylenen iste ilkokul diizeyinde
dgrenciyi  veliyi. Ogrenci...-6gretmen  is
birligi  icinde, c¢ocugun...potansiyeline,
becerisine. Sosyal zekaya mi sahip, sayisal
zekaya mi? ..Ya da el becerisi mi var?
Bunlart  kesfedip, yani hangi, ¢ocugu
yonlendirme. Ama maalesef. Aile, veli,
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Family, parent, teacher, student...in

communication. (T1)

ogretmen, 6grenci...iletigim halinde. (T1)

For the teacher-student-parent collaboration part of the teacher-student-parent

collaboration outlined by T9 and T1, students especially referred to the quality of

communication between teachers and students. This was presented in the next section.

Teacher-Student Interaction: Among participants, mostly students commented on

this issue. Students said that teachers should be compassionate, non-threatening and

fair so that they can be loved by students and considered as effective role models. In

the following quote, S1 gave the example of some teachers and explained how they

were able to be seen by the students as more than teachers, as older brothers or sisters,

and thus as effective role models:

With some teachers, you can adopt
him/her like this, not just in the classroom.
You know, it's like that outside, you know,
like your elder. They become like your
brother, sister. You proceed accordingly.
You know, with teachers, not only in
classes, but also outside, that's how you
adopt him/her sometimes. You want to
take him/her as an example. | think it is
effective at those times. (S1)

Bazi hocalarla hani boyle benimsersiniz ya
derste degil sadece. Hani disarida da boyle
hani biiyiigiiniiz gibi olur. Abiniz, ablaniz
gibi olur. Ona gore yani yol alwrsiniz.
Sadece derslerde degil, disarida da hani
ogretmenlerle, bazen boyle benimsersiniz
yani. Onu o6rnek almak istersin. O
zamanlarda bence etkili oluyor diye
diisiiniiyorum. (S1)

S6 also stated that he listened more when teachers had a compassionate and

constructive attitude and that he liked it more when his parents explained the reason

for giving directions instead of using threatening language:

For example, if my teacher tells me
something softly, I will do it voluntarily.
| apply on my next days too. But if
someone tries to tell me this in anger or
another way, or says it the wrong way,
it's kind of like my inclination to do it. |
want to do it more...So, my family stands
on me more in this regard. Because they
are more meticulous, because they warn
more gently, in a gentle way. Because
s/he can explain what will happen if | do,
what will happen if | don't, because s/he
can dwell on it... | can empathize. But at
school, directly "don’t do". I think they
are only restricting people by shouting
"don't do that" and then saying, "I'll give
you low marks" or giving minus. (S6)

Ben mesela bir sey bana tatl dilli soylerse
hocam bunu kendi istegimle yaparim
hocam. Sonraki sey giinlerimde de
uygularim. Ama hocam biri bana bunu
kizarak veya baska bir tirlii sekilde
anlatmaya ¢alisirsa ya da yanlis bir sekilde
soylerse bu benim onu yapmaya meyilim
gibi bir sey olur hocam. Onu yapasim gelir
hocam daha c¢ok...Ailem daha cok tistiime
duruyor bu konuda yani. Daha titiz oldugu
icin, daha nazik, daha sey, kibar gekilde
uyardigt icin. Yaparsam neler olacagini,
yapmazsam neler olacagint anlatabildigi
icin tizerinde durabildigi icin...Empati
kurabiliyorum.  Ama  okulda  direkt
“vapma”. Hani “onu yapma” diyerek boyle
bagirarak, ondan sonra yok eksi atarak
sozliine diisiik veririm diyerek hocam
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sadece insant ksitlamis oluyorlar bana
kalirsa. (S6)

S27 wanted students to be treated equally and without prejudice in schools:

Esit  davramlabilir...Okullarda da yok
[esitlik]. Bir kisi kotii bir sey yapiyorsa o kisi
hep kétudir. Kendini ne kadar duzeltmek
istese de diizeltse de o kisiyi kotii goriirler.
Asla onun iyi olduguna inanmazlar. (S27)

Can be treated equally...There is no
[equality] in schools either. If a person
does something bad, that person is
always bad. No matter how much the
person wants to better themselves, they
see that person as bad. They never
believe that the person is good. (S27)

Some teachers also agreed that communication between teachers and students should
be constructive and positive. T5 talked about the positive contribution of treating

students as individuals and valuing them to student motivation:

The success of a teacher is to look into the
eyes of the student, into the eyes... After
that, to take the student into consideration,
to care about her/him, to call her/him by
her/his first name, for example. So, it's
extremely important to care about this as
an individual. Of course, the number of
students can affect this. This and that, there
are factors that affect it, but the teacher's
action style at this point is very important
for winning the student. (T5)

Bir Ggretmenin  basarisi, Ogrencinin
go6zline bakmakla, goézunin icine... Ondan
sonra ogrenciyi dikkate almak, onu
onemsemek, ona ne bileyim mesela,
ismiyle hitap etmek. Bunu bir birey olarak
Onemsemekle ilgili son derece 6nemli
yani.  Bunu  tabii  Ogrenci  sayisi
etkileyebilir. Su bu falan, bunu etkileyen
faktorler olur ama dgretmenin bu
noktadaki hareket tarzi bir defa, ogrenciyi
kazanmak igin cok 6nemli. (T5)

T1 thinks that the student's liking for a lesson depends on loving the teacher of that

lesson as well. It inherently applies to citizenship courses, too.

Of course, teachers are important in this
regard. In all of us, if we love our
teacher, we love that lesson... So
teaching is a different art. Important.
(T1)

Tabii ogretmenler onemli bu konuda.
Hepimizin seyde, 6gretmenimizi seversek
seviyorsak o dersi sevmisizdir... Ogretmenlik
ayrt bir sanat yani. Onemli. (T1)

In summary, the participants pointed out the importance of effective communication
and cooperation between the teacher, student, and family for a good citizenship
education. At this point, it is necessary for the family and the teacher to have similar
attitudes and understandings about the good citizenship characteristics that are aimed
to be gained by students. For this reason, it has emerged as a finding that families
should be made more aware of the school processes and support the decision-making

and implementation processes when necessary. Teachers' positive and constructive
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communication with students has emerged as an important source of motivation to
learn and cooperate as it can make students feel more at home and safe. Positive
communication between teachers and students and good school-parent cooperation can
make teachers more influential as role models. In the next section, this issue is

discussed.

Teachers’ Being Role Models: Mostly teachers and some students reported that
teachers should be role models with their behaviors, words, and attitudes, etc. In the
following quote, T2 observed that students are affected by the profile and classroom

environment that teachers create with their behaviors, words, and preferences.

...I mean, if s/lhe makes the best of his/her
profession, it's really effective. It is also
very effective in the negative sense. If, let's
say, the teacher enters the classroom with
a negative picture, that is, uses slang
words, humiliates the child, does not give
the child the right to speak, if s/he does
not provide a democratic environment in
the classroom, if s/he does not provide a
democratic environment in every sense,
the student will also be adversely affected.
(T2)

We need to show children what
citizenship is, and what characteristics
a good citizen has, both through our
own behavior and through our
narration. At this point, we need to lead
children with exemplary actions. (T4)

For example, if a teacher leaves the school
and throws garbage on the floor, all
students see it and do the same. But | think
not only the attitude at school but also the
attitude outside is very important for a
good citizenship. For example, if s/he goes
and feeds a stray dog or cat, students may
want to do it too. Or if s/he plants a tree or

Yani kendi mesleginin gercekten hakkini
veriyorsa gercekten cok etkili. Olumsuz
anlamda da cok etkili. Eger dgretmen
diyelim ki sumfa ... olumsuz bir tablo
gizerek giriyorsa, yani argo kelimeler
kullaniyorsa, asaguliyorsa c¢ocugu so6z
hakki vermiyorsa, ne bileyim sinifta
demokratik bir ortam saglamiyorsa her
anlamda demokratik yani bir ortam
saglamiyorsa égrenci bundan da olumsuz
etkilenecektir. (T2)

T4 emphasized the importance of teachers setting an example for students by

demonstrating the characteristics that a good citizen should have:

Vatandasligin ne oldugunu, iyi bir vatandagsin
hangi ozelliklere sahip oldugunu hem kendi
davramislarimizla hem de anlatimimizla
cocuklara érnek olarak vermemiz gerekiyor.
Bu noktada biz érnek hareketlerle cocuklara
oncii olmamiz lazim. (T4)

S7, one of the students, observed below that the actions and attitudes of the teacher

inside and outside the school are modeled by the students:

Mesela bir ogretmen okuldan c¢iktiginda
yere ¢oOp atsa tiim ogrenciler bunu goriip
aynisint yapar. Ama hani sadece okuldaki
tutum degil, disaridaki tutumu da ¢ok
Onemli bence, iyi bir vatandaslik igin.
Mesela gidip bir tane sokak képegi ya da
kedisi beslese dgrenciler de onu yapmak
isteyebilir. Ya da bir agag dikse ya da iste
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helps an old person. (S7) bir yash bir insana yardim etse gibi. (S7)

To summarize, the necessity of teachers to be role models to their students has been
one of the prominent findings in this study. If the attitudes, discourses, and behaviors
of the teachers, who are in close communication with the students, match with the
characteristics of a good citizen, it will prevent devaluation of what is planned for

citizenship education in students’ eyes.

Addiction to Virtual Environments: Teachers described those teachers are in the
background these days compared to virtual environments, and students do not focus
on school education because of such environments. For example, T7 suggested that

children today prioritize social media over school:

A good citizen, frankly, I don't think  Iyi bir vatandas, hi¢ ivi diiginmiiyorum
well. There are so many children  acikcasi. Etrafimda o kadar c¢ok artik
around me that they don't get it at  ¢ocukiar okulda almwyor ki seyi. Sosyal
school. They use social media. (T7) medyayt kullanyyor. (T7)

T9 also thinks that virtual environments have become more effective than teachers:

It is necessary to save children from the  Cocuklari internet ortamindan
internet environment, but unfortunately, our kurtarmak lazim ama maalesef su anda
children are completely enslaved to the  cocukiarimiz tamamen internet esiri.
internet now. In captivity of the virtual  Sanal  ortamuin  esiri  halinde.
environment. | think it is more effective than  Ogretmenden daha etkili su anda diye
the teacher right now. (T9) diistintiyorum. (T9)

According to the findings, although not expressed relatively often, several teachers

think that the uncontrolled or unbalanced use of internet environments by students

reduces the effectiveness of citizenship education given through school.

Discipline/Performance Consequences: Teachers purported that easy class passing,
and loose discipline mechanisms make teachers weaker in school and ignored by
students as a role model for good citizenship. For example, T2 pointed out that school
rules should not be seen as punishments but real-life reflection of institutional rules
that should be followed by all and are equal for all, which implicitly gives students the
message that there can be rules, rights and wrongs that should be the same for

everyone:
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I think as a system, for example, | don't  Bence sistem olarak yani mesela ben
expect students to be afraid of the  dgrencilerin  dgretmenden  korkmasini
teacher... But just as we teachers follow a  beklemiyorum...Ama biz nasil 6gretmenler
certain hierarchy, that is, when I'm going  belli bir hiyerarsiye uyuyorsak, yani ben
to do something here, | don't do anything  burada bir is yapacagim zaman miidiir
without telling the principal or getting  beye sdylemeden ya da  muidur
permission from the assistant principal,  yardimcisindan izin almadan, imzalr kdgit
without getting a signed paper. In other  almadan...bir is yapmiyorum. Yani madem
words, if this is an institution, | think that burasi  bir  kurumsa, kurumsalligin
institutionalism should be reflected in the  dgrencilere de yansitilmast gerektigini
students as well...It exists in institutions,  diistiniiyorum... Kurumlarda da vardir ya.
too. So, when you act according to your  Yani adamina gére hareket ettigin
man... nothing happens to you. But when  zaman...basina bir is gelmiyor. Ama
you take a real stance, the ability to say  gercek bir durus sergilediginde yanlisa
wrong to wrong is formed. We need to  yanlis deme seyi kabiliyeti olusuyor. Bu
develop the ability to say wrong to wrong  ¢ocuklarda bizim yanlisa yanhs deme
in these children. Right is right or wrong  kabiliyetini  olusturmamiz ~ gerekiyor.
is wrong, so it's the same thing in both. If ~ Dogruya dogru yanlisa yanlis, yani her
we want to raise good citizens, one of the  ikisinde de aymi sey iste. Iyi vatandas
duties and responsibilities of the school  yetistirmek istiyorsak hani okula diisen
must be in this direction. (T2) vazifelerden, gorevlerden birinin de bu
yonde olmasi gerekiyor. (T2)

Although there are many factors that can affect student motivation (type of assessment
and evaluation, boredom/intensity of content, lack of concretization or meaning
making, lack of prior knowledge readiness, family/psychological problems, etc.), T6
purported that because of the “ease of passing the class”, which can be an example of

an institutional rule, students cannot be motivated enough on the lessons because they

know that they will somehow pass the class:

The teacher is more helpless in front of  Ogretmen 6grencinin karsisinda daha aciz
the student. Because let's say | am  durumda. Ciinkii farz edelim ki bir sinav
preparing an exam. Given these three  hazirlyyorum ben. Bu ii¢ saatimi vererek
hours, | spend four hours preparing an  dort saatimi sifirdan bir yazili kdgidt
exam paper from scratch. | know thatthe  hazirlyyorum. O yazilida kopya ¢ektigi
student who was found to have cheated in  belirlenen ogrencinin kopya c¢ektigini ve
that writing cheated and his/her exam  sinavimin iste sifir almasi gerektigini ben
should be zero [failed]. But there is a  biliyorum. Ama bunu uygulamam igin
terrible hierarchy for me to implement.  korkung bir hiyerarsi var. (T6)

(T6)

In conclusion, these findings demonstrate that some teachers hold the view that there
are socially prescribed rules that should be observed by pupils, who should also be
made aware of the repercussions of breaking those laws. Students must develop this

awareness if they are to be good citizens.
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Prestige of Teaching Profession: Although this sub dimension was not reported very
often, some teachers believe that the image of teachers in society should be made more
positive. In this way, students take their teachers more as an example. For example,
T9 thinks that making teaching profession more prestigious will increase teachers'

influence on students in the following quote:

The value of teachers in society should be
increased a little more, and they should be
valued a little more, not materially, but
also by soul. In other words, teaching
should be made a prestigious profession.
To increase its impact on students, the
Ministry of National Education is very
important here. In other words, | think
teaching should be chosen as a
prestigious profession rather than being
seen as money-grubbing, or, you know,
salary, you know, materialistic. (T9)

Ogretmenlerin  biraz daha toplumdaki
degerinin arttirilmasi, biraz daha yani
maddi olarak degil yani manevi olarak da
deger verilmesi lazim. Yani ogretmenligin
prestijli bir meslek haline getirilmesi lazim.
Ogrenci tizerinde etkisinin arttirtlmasi icin,
burada Millt Egitim Bakanligina ¢ok énem
diigiiyor. Yani 6gretmenler paragéz ya da
iste maas, iste sey yani maddi olarak
gOzukmekten daha ziyade prestijli bir
meslek olarak segilmesi lazim  diye
diistintiyorum. (T9)

T5 also reported that careful selection of teachers and making the teaching profession
prestigious in the society would make it more likely for students to see them as role

models:

You know, the economic and social
situations of teachers are always talked
about... If we were a little more at the
forefront, as a career, | don't know, as
prestige, | think it is very important for
education that teachers are both very
well chosen and in a different position in
front of society. Because students,
children will take teachers as an
example. (T5)

Ogretmenlerin hani ekonomik ve sosyal
durumlart  her  zaman  konugsuluyor
zaten...Biraz daha 6n planda olsak kariyer
olarak, iste ne bileyim, sey olarak hani
prestij olarak, o6gretmenlerin hem ¢ok iyi
secilmis olmasi hem de toplum éniinde daha
farkli bir konumda olmast bence egitim igin
¢ok onemli. Ciinkii 6grenciler, ¢ocuklar,
ogretmenleri ornek alacaklar ya. (T5)

Hence, some teachers think that recruitment mechanisms for the teaching profession
should be more effective, and that the quality of the teaching profession should be
improved in terms of social, economic and prestige. In this way, they think that
teachers will be more valued by society and families, they will love their profession
more, and students will care more about what they teach. This means cultivating good

citizens.

To summarize the section about school practices, the most frequently reported
dimensions were school-family cooperation, teachers’ being role models, and positive

teacher-student interaction. Teachers mainly thought that family support and teachers’
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manners/words as good role models are important for good citizenship education.
Students mainly want teachers to be more compassionate, be non-threatening (through
poor performance grades or immediately notifying parents) and be fair which can make
teachers more effective role models to help students cultivate as good citizens.
Students also mentioned that citizenship education at family is important, which
emphasizes the importance of family support to in-school citizenship activities pointed
out by teachers. Family involvement can increase tracking/orientation mechanisms

which were discussed in the next section.
4.4.2. Formal Curricular Issues

Teachers and students mostly pointed out that citizenship education can be improved
when talent/interest tracking and orientation mechanisms are increased, emphasis on
knowledge-centered curriculum and related curricular load are decreased, more
courses on citizenship are ensured, and emphasis on guidance are increased. Coding

frequency of subdimensions are depicted in Figure 4.18 below.

Sub dimensions (teachers) Sub dimensions (students)
Tracking/orientation NN  © Curricular load NN
Curriculum delivery I Curriculum delivery I
Citizenship courses I 4 [elGELC
Curricular load NG 4 Citizenship courses NN S
Guidance NG 2 Tracking/orientation NN

Sub dimensions (teachers and students)

Tracking/orientation NN 13
Curriculum delivery I 12

Curricular load NG 10
Citizenship courses IIIIINIENENENNNNNNN—— °

Guidance NG

Figure 4.18. Coding Distribution of Sub Dimensions Related to Formal Curricular

Issues.

Tracking/orientation: Teachers and students mentioned that students have to attend
courses that they are not interested in and not talented to. They come to school not to
develop themselves fully but merely to enter university, by family force or by

compulsory high school education. Instead, they reported the need for programs or
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spaces where students can be guided to discover, develop, and highlight their
predispositions and interests. High school should not be compulsory and students who
are not capable or are not interested in university should be directed to vocational or
practical paths in the areas of sport, art, science, technology, etc. In the following

quote, T9 suggested that students should be in places where they can use and develop

their talents if they are to be raised as good citizens.

The student who will go to the vocation
[who will not pursue a university
education] will go to vocational school, the
student who wants to study will come to the
school...You say about being a good
citizen, you know, they should be in places
where they can evaluate their talents. (T9)

Meslege gidecek ogrenci meslege, okumak
isteyen ogrenci okula gelecek...lyi vatandas
olma konusunda da diyorsunuz hani
veteneklerini  degerlendirecek  yerlerde
olsunlar. (T9)

T11 also stated that instead of 12 years of uninterrupted education, students should

complete their high school careers in diversified branches starting from the 9" grade:

Some of our children need to go to a
regular high school or vocational high
school. But s/he comes here because of
family pressure or because of his/her
score  [derived from secondary
education high-stakes exams]. 12 years
of uninterrupted education should not
exist in my opinion. The child does not
want to study. S/he comes by force. We
also teach by force... | think that
starting from the O9th grade, the
departments should be divided into
branches: numerical, verbal, sub-
sections in vocational high schools.
There is a decrease in willingness and
correct behavior because children are
in the wrong school that is not suitable
for their abilities. (T11)

Bizim bazi ¢ocuklarin bir diiz liseye ya da
meslek lisesine gitmesi gerekiyor. Ama aile
baskisiyla ya da puam sebebiyle buraya
geliyor. Kesintisiz 12 yil egitim bence
olmamali. Cocuk okumak istemiyor. Zorla
geliyor. Biz de zorla ders anlatyyoruz...Bence
cocuklar 9. Swmftan baslayarak brangslara
ayrilan, boliimler ayrilmali: sayisal, sézel,
meslek lisesinde alt bolumler. Cocuklar
yanlis, istemedikleri, yeteneklerine uymayan
okulda oldugu icin istek ve dogru davranista
azalmavar. (T11)

S9 put forward similar ideas and thought that students should start focusing on their

field of interest and getting the foundations in that field in high school, not in

university:

If 1 wanted to change something, I
would remove the obligation in
education... 1 don't want to take
mathematics lessons... But this is forced
upon me... | would try to focus on my
own area of interest. For example, if it's
sports, it's sports. There are sports high

...Ben bir sey degistirmek istesem egitimde
zorunlulugu  kaldirirdim...Ben  matematik
dersi gérmek istemiyorum...Ama bu bana
zorla  veriliyor..Kendi  ilgi  alamima
odaklanmaya ¢alisirdim. Mesela sporsa spor.
Spor liseleri var... Ama o kadar genis ¢apl
seyler yok iilkemizde...Gorsel sanatlar
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schools... But there are no such large-
scale things in our country... Visual
arts, for example. Totally picture
[painting] oriented. Things related to
music.... Not various, | don't know, for
example, that there is a high school that
is all about music...s/he may not get that
score to get into that university. But if
you give it in high school, maybe it will
help in the future. After all, you're
getting it from the ground up. (S9)

mesela. Tamamen resim odakl. Miizikle
alakali  seyler...Cesitli degil, ben mesela
tamamen miizikle alakali lisenin oldugunu
bilmiyorum...o iiniversiteye yerlesmek icin o
puant alamayabilir. Ama sen bunu eger
lisede verirsen belki ileride faydast olur.
Sonucta temelden alryorsun. (S9)

S23 stated that school activities for students to get to know themselves are beneficial

for cultivating better citizens:

...a program should be prepared for
people to get to know themselves so that
they can raise better and positive
citizens. Because lately, people are
being trained just to solve tests in
Turkey. (523)

...insanlarin kendilerini tamimasi icin bir
program hazirlanmasi gerekiyor ki daha iyi
ve olumlu vatandas yetistirebilsin. Ciinkii ...
son zamanlarda sadece test ¢ozmek Uzerine
insanlar yetistiriliyor Tiirkiye 'de. (S23)

In summary, according to the findings in this section, to raise good citizens, school
environments where students can discover their talents and interests are required, and
students should receive education in the fields they are predisposed to from high school

onwards.

Curriculum Delivery: Participants reported that the school mainly focuses on testing
and rote, and includes little practice, daily life situations, and creativity. To illustrate,
T12 argued that the current curriculum was constructivist in theory but lacked a

practical connection to life:

There isn't much in terms of bringing it to
life...Constructivism is less.
Constructivist in theory, not in practice.
(T12)

Hayata aktarma anlaminda ¢ok fazla bir
sey yok...Yapilandirmacilik az. Teoride
yapilandirmaci, pratikte yok. (T12)

T7 also argued that the education system does not have particular focus on helping
students realize themselves as good citizens but led them to acquire generic knowledge

merely for succeeding the university exam.

Now schools are far from cultivating
good citizens, far from education.
Course-based only, academic
knowledge-based. What is s/he saying?

Artik  okullar  seyden uzaklagmis iyi
vatandas yetistirmekten, egitiminden uzak.
Sadece ders bazli, akademik bilgi bazli. Ne
diyor? “Dershaneye gidecegim” E
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“I will go to the training center”™... Let
him/her go to the university, it's over.
Being a good citizen is over... Therefore,
now in good citizenship, students tell us
that...: "Sir, we don't need such
nonsense. We need a course. We need an
exam." (T7)

When I look abroad, I come across movies,
TV series and documentaries. You know,
even a student who has nothing to do with
school can learn something in that
practice. But even the most hardworking of
us are surrounded by
papers...Considering a friend who has no
museum habits, s/he will only continue on
paper. (S18)

[Teachers] were not very directing
[guiding] us in this regard...Only lecture-
exam oriented. When we say exam-
oriented, they are not university exam-
oriented. Does s/he just pass the exams at
school or not? Everyone is already
pushing too hard. They do not lead us to
do something for humanity. There are no
seminars, nothing happens about
citizenship or something. (S12)

iiniversiteye gitsin, bitti. Iyi vatandas olmak
bitti...Onun igin simdi iyi vatandaslikta, bize
diyorlar ki...: "Hocam, bize... boyle safsata
bilgiler lazim degil. Biz, ders lazim bize.
Swnav lazim." (T7)

Among students, S18 said that hands-on activities teach better, and he saw that there

are better examples in schools abroad in the following quote:

Yurt disina baktigimda hani filmlerde,
dizilerde, belgesellerde illaki denk
geliyorum. Hani okulla alakast olmayan
ogrenci bile illaki o uygulamada bir seyler
ogrenebiliyor. Ama biz en c¢aliskanimiz
bile etrafi kagitlarla dolmus...Hi¢ miize
aliskanligt  olmayan  bir  arkadas
diistiniirsek sadece kdgit tistiinde devam
edecek. (S18)

S12 thinks that their teachers focus more on lessons and exams and do not provide

enough guidance to help them become good citizens.

[Ogretmenler] pek yéncii [yol gisterici]
olmadilar bize bu konuda yani... Sadece
ders-sinav odakl. Zaten sinav odakl
dedigimizde iiniversite sinavi  odakl
degiller. Sadece okuldaki sinaviar: gegiyor
mu, gegmiyor mu? TiUm herkes zaten ¢ok
zorluyor. Bir insanliga bir sey yapmamiza
yoncii  olmuyorlar. Ya bir seminerler
olmuyor, sey olmuyor vatandashkla ilgili
falan. (S12)

All in all, teachers and students thought that the education at school was not
sufficiently internalized by students, and that the general aim of the system is to
succeed in exams and get into university through superficial learning and
memorization. According to the findings, in such an environment, students do not have

enough time, motivation or support to grow up as good citizens. One of the reasons for

15 Private institutions that usually offer paid courses to prepare students for central exams.
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the focus on success in school or centralized exams is the curricular burden, which was

presented in the next section.

Curricular Load: Teachers and students stated that the current curricular load is too
much to allocate time for civic exercises in school. The high curricular load and hands-
on lacking curriculum delivery outlined above seem to be mutually exclusive, as
teachers noted that lessons are intense, and they have difficulties in delivering the
curriculum on time. For this reason, they said that there was not much time left for
civic activities. They said that with this course load, there is a "write-study-take the
exam" mechanism in school, and more concise and internalized education should be
given. In the following quote, T3 expressed that she could not have enough time to
cover extracurricular citizenship topics as she had to complete the intensive

curriculum.

So, as | said once, since we have a problem
with delivering the curriculum on time, I'm
talking on the one hand, I'm actually trying
to convey something, but on the other hand,
I'm in a hurry to deliver the curriculum on
time. | mean if the intensity of the lesson
could be a little less. So, I think maybe it
could be better [to cover extracurricular

Yani bir defa dedigim gibi miifredati
yetistirmek gibi bir stkintimiz oldugu icin
iste bir yandan ben konusuyorum, aslinda
bir yandan bir seyler aktarmaya
calistyorum ama bir yandan da miifredatt
yetistirme telasimin icerisindeyim. Yani
aslinda ders yogunlugu biraz daha
azalabilse. Belki daha iyi olabilir diye

citizenship-related topics]. (T3) diigtintiyorum  yani  [miifredat  disi

vatandashk ile ilgili konulari islemek
icin]. (T3)

T4 thinks that textbooks are bulky and dense in terms of content:

Our books are very bulky and there is an
excessive accumulation of information in our
books. The topics need to be prepared in a
more concise, shorter, and more visual way.
(T4)

Kitaplarimiz cok hantal ve

kitaplarimizda asir bilgi yigilmasi var.

Konularin daha o6z, daha kisa, daha

gorsel  bir  sekilde  hazirlanmasi

gerekiyor. (T4)

Students noted that the course hours and durations are many, as the purpose of the
school is generally to prepare them for the central exam. For this reason, they stated
that they could not spare time for themselves. To illustrate, in the following quote, S18
thinks that much of his day is spent attending classes and that if this time is reduced,
he can get more efficiency from activities that he can improve himself other than

preparing for the exam:
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Now | wake up at seven in the morning.
| must be at school from seven to eight
thirty. You know, | don't have a life of my
own during this time. My class starts at
half past eight. And this continues until
three and a half to four o'clock. It
happens when we have our [extra]
courses. Then we leave at six. | think that
if the course hours are reduced more, |
will get better efficiency in this regard.

Simdi  sabah yedide uyaniyorum ben.
Yediden sekiz bu¢uga kadar okulda olmam
gerekiyor benim. Hani kendi bir yagsantim da
olmuyor bu siire zarfi icerisinde. Sekiz
bugukta dersim baglyor. Ve saat iti¢ buguk
dorde kadar bu devam ediyor. Kurslarimizin
oldugu vakit de oluyor. O zaman altida
Ctkiyoruz. Ders saatleri ders siireleri daha
eksiltilirse daha iyi verim alacagimi
diistintiyorum bu konuda. (S18)

(S18)

S13 also said that his day is usually spent "from home to school and from school to the
training center'®". To summarize, the findings show that the process of cultivating
good citizens can be hampered by factors that negatively affect each other. Due to the
intensive curriculum planned to be delivered to students in preparation for the central
exams, the fact that this curriculum does not have enough practical activities, that it is
based on answering test questions correctly on paper, and that all these processes take
up most of the school time, there is not much time left for citizenship activities and
students cannot learn the curriculum subjects in depth. According to the participants,
these situations lead to a uniform profile of students who are trying to pass the exam,
and who have not internalized the curriculum topics sufficiently. They thought that
these problems should be eliminated for them to become good citizens who develop
themselves in a well-rounded way. Another factor, according to the participants, is the

current state of citizenship courses, which were presented below.

Citizenship Courses: Teachers and students wanted that (a) there should be more
lessons on good citizenship such as civic knowledge, universal values, national
security, non-violence, democracy, constitution knowledge, animal rights, nature, etc.,
and (b) some of those courses should be compulsory. The following quote from T12
suggests that elective citizenship courses should be included in compulsory courses in

case they are not sufficiently preferred by students or schools:

National security and citizenship courses
should be in high school. It should be
compulsory. There are many elective
courses. One of them is social activity,
drama, etc. There are elective courses

16 Private institutions that usually offer paid courses

Milli giivenlik ve vatandashik dersleri
lisede olmali. Zorunlu olmali. Se¢cmeli
cok ders var. Biri sosyal etkinlik, drama
vs... Vatandashkla alakali ders secmeli
vardir ama se¢meli oldugu igin

to prepare students for central exams.
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related to citizenship, but they do not choose
because they are elective. (T12)

secmezler. (T12)

T7 also suggested that citizenship courses covering rights and peacefulness should be

compulsory:

We used to have citizenship course. Now |
don't know if it exists in primary school,
secondary school... It should not be
elective...It should also be in secondary
school...in the sense that it will prevent
violence, comprehensive... human rights,
animal rights, nature rights...Such a course
should be included...It should be
compulsory... (T7)

Bizde once bir vatandashk dersi vardh.
Simdi su anda var wmi bilmiyorum

ilkokulda, ortaokulda... Secmeli
olmamali...Ortaokulda da
olmali...siddeti  onleyecek  anlamda,

genis kapsamli...insan haklari, hayvan
haklar1 doga haklari...Boyle bir ders
konulmali... Zorunlu olmalr... (T7)

As an example of the students, S8 and S26 also pointed to the lack of citizenship-
related courses or subjects in the current course inventory. The following quote was
from S8:

So, it's not enough. Certainly... They teach
this in nursery, kindergarten, primary school,
etc., in a sufficient way, but then, as I said, it
is not enough. We don't see it [citizenship
education] in courses anyway. | think it is not
enough. (S8)

So, first, | think the number of courses that
are important is too few. For example,
chemistry, mathematics are somewhat
sufficient, you know, 8 hours... Well, that's
what we're talking about, since democracy
courses, etc. don 'z exist at all in high school
today, so it [citizenship education] does not
exist. (S26)

Yani yeterli degil. Kesinlikle hani...
Kreste anaokulunda, ilkokulda vesaire
hani bunu Ogretiyorlar yeterli bir
sekilde, ama sonrasinda yani yeterli
degil dedigim gibi oyle. [Vatandashk
egitimi] derslerde gormiiyoruz zaten.
Ben yeterli olmadigin diistiniiyorum.

(S8)

S26 pointed out similar concerns in the quote below:

Yani oOncelikle 6nemli olan derslerin
sayilart falan fazla az bence. Mesela
hani kimyadwr, matematik bir nebze
yeterli gibi, hani 8 saat.. Zaten o
bahsettigimiz iste, demokrasi dersleri
falan giiniimiizde su an lisede olmadig
icin o [vatandaslik egitimi] hi¢ yok yani.
(S26)

To summarize, participants wanted to reduce the overall course load, while at the same
time increasing the number of citizenship-related courses and/or subjects. In other
words, the findings suggest that there should be more space in the curriculum and that

this space should be devoted to good citizenship.
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Guidance: Teachers requested a special guidance hour for each teacher to be held as
a classroom, where they could do mentorship, and where students could talk about the
problems they experience, daily problems or citizenship issues. In addition, since
sometimes students are reluctant to share some topics in the classroom environment,
some students asked for individual guidance. T7 also pointed out that there are students
who also need psychological/psychiatric therapy support. In the following quote, for
example, T3 stated that she needed a guidance hour of her own so that she could

establish closer relationships with students and mentor them:

...even though | am a classroom teacher, |
do not have a guidance course. That's why
I must do something about their
development, with their troubles, in the
chemistry curriculum, | must allocate
time. For example, if |1 had a course hour
of my own, | would be able to listen to them
completely, chat completely, mentor
completely, maybe when appropriate. It
could have been more useful. (T3)

..smif ogretmenligim olmasina ragmen
bir de rehberlik dersim yok. O yiuizden ben
kimya miifredatinin arasina yine onlarin
stkantilariyla  iste  gelisimleriyle ilgili
mutlaka bir seyler sey yapmak zorunda
kalyyorum, zaman ayirmak zorunda
kaliyorum. Kendime ait bir ders saati
olsaydi mesela, tamamen onlari
dinleyebilecegim, tamamen sohbet
edebilecegim tamamen mentorliik
yapabilecegim, belki yeri geldiginde.
Daha faydali olabilirdi. (T3)

Among the students, S15 asked for activities where they could talk and exchange ideas
about the problems they experience in life during their developmental process or
present-day problems:

We can talk about the problems we have in
life, for example, about the problems of
today...already, when we speak up to date
[about present-day], everyone's problems
will also arise. That's when everyone is
complaining, but we never found a time to
sit down and talk about such problems.
(S15)

Hayatta yasadigimiz problemler iizerinde
mesela gunimuzdeki problemler Uzerine
de konusabiliriz...zaten giincel
konustugumuz zaman herkesin sorunu da
ortaya ¢ikacaktir. Herkes yakiniyor zaten
oyle olunca ama higbir zaman dyle
sorunlarin iizerine oturup konugtugumuz

bir vakit bulamadik yani. (S15)

S11 thinks that students' personal problems should be solved in a way that suits them,
and he thinks that this is important in citizenship education due to the subject and

nature of the interview questions.
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...I think they can solve people's problems  ...Bence insanlarin sorunlarni tek bir
in a single individual. For example, a  bireyde halledebilirler. Yani mesela bir
person has an addiction. You handle that  insamin bagimliligi vardir. O sorunu onun
problem on him/her. If we solve that  (zerinde halledersiniz. Ya o0 sorunu kisiye
problem in a personal way, | think there  ait bir sekilde, kendine ait bir sekilde
will be a faster result. Because when we cozersek bence daha hizli bir sonug olur.
apply it collectively, some may not care  Ciinkii topluca wuyguladigimizda aradaki
about it. But if we talk to the individual  bazilart bunu umursamayabilir. Ya ama
mutually and in a sincere way, ittakesthe  karsilikls bireyle konusursak ve samimi bir
other person seriously. S/he can say,  sekilde olursa bu karsisindaki kisiyi ciddiye
"Yes, that's a bad thing,” and correct  alw. Evet bu kotii bir sey deyip kendini
himself/herself. (S11) duzeltebilir. (S11)

In conclusion, in addition to the need to monitor and evaluate students' interests and

predispositions documented in one of the findings above, this finding revealed that

there is a need for guidance mechanisms to support students in overcoming the

problems and complexities they face in school and their lives.

To summarize the section about formal curricular issues, the most frequently
mentioned dimensions was that teachers and students wanted enough space to handle
knowledge, attitudes and values of good citizenship and exercise good citizenship
practices. They think that the way to achieve this is to reduce the intensity of the
curriculum. When topics are less in number and concisely given, this will lead to more
space for active practices and constructivism instead of rote learning and drill and
practice. There will be more space for classroom or individual guidance, and
citizenship-specific courses. They believe that all these changes will lead to a more
effective education in cultivating good citizens. They also believe that it would be
better to observe and guide students from the first stages of their education until high
school and place them in appropriate high schools according to their talents and

interests.
4.4.3. Educational Activities

Teachers and students were asked what curricular and extracurricular activities for
good citizenship are currently implemented in schools and what activities they would
like to see implemented. Frequency distribution of current activities were depicted in
Figure 4.19 below.
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Figure 4.19. Coding Distribution of Current Citizenship Education Activities.

Lessons and words of advice are mostly implemented in schools for cultivating good
citizenship. When there is a connection in a curricular topic, teachers make
connections to good citizenship issues. They give daily-life examples. In addition,
teachers also talk about or have conversations with students about good citizenship
issues when they find time in the classroom, when a related event occurs in school or
in the country. In the following quote, T13 noted that in his lessons, he conveys
citizenship-related topics in the form of lectures and by making connections with daily
life:

In philosophy lessons, we talk about good
morals, and when appropriate, we make
connections to everyday life. (T13)

Felsefe derslerinde iyi ahlak nasi olur
anlatim. Yeri geldiginde konuyla giinliik
hayat baglantist yapiyoruz. (T13)

S11 also stated that their teachers told them in courses about being good citizens.

Our teachers are already talking. We also
have teachers who interrupt the class
occasionally to tell us about citizenship,
about what kind of person we should be. If
we take them as an example, | mean they
are doing something. (S11)
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Ogretmenlerimiz konusuyor zaten. Arada
bir dersi boliip vatandasitk hakkinda da
hani nasitl biri olmamiz gerektigini
soyleyen hocalarimiz da var. Ya onlar
ornek alirsak, yani yapryorlar bir seyler.
(S11)



Although not as frequent as lectures/advice, teachers also use some audio/visual
physical materials in their courses such as written materials, videos, visuals, slides,
etc. Sometimes they go beyond lectures/advice and initiate discussion and
brainstorming in the classroom to make students thoroughly think and discuss
citizenship issues. They behave in an exemplary way to show students how a good
citizen should be. Sometimes, different activities are held in schools such as science
fairs, alcohol addiction seminars, author meetings, or reading skills conferences. T4

said that he prepares some visual materials and uses them in his lectures in the quote

below:

Well, of course, for example, we usually
talk about Turkish culture. There are
very good examples of Turkish culture.
We explain these examples more and
more. We prepare various visuals about
education in Turks, morality in Turks,
military situation in Turks, customs, and
lives of Turks. We bring various
materials and show them. (T4)

E tabii ki mesela biz genelde Turk kalttrunt
anlatyyoruz. Tiirk kiiltiiriiniin  ¢ok  giizel
ornekleri  var. Bu  ornekleri  biz
fazlalastirarak anlatiyoruz. Iste Tiirklerde
egitim, Tiirklerde ahlak, Tiirkler de askeri
durum, Tiirklerin orf ve yasantilari
hakkinda ¢esitli  gorseller  hazirliyoruz.
Cesitli materyaller getirip gosteriyoruz.
(T4)

T7 also stated that she tried to set an example for students by exhibiting good citizen

characteristics at school:

As a good citizen, | always turn off all the
lights. And I turn them off in front of the
children. As a role model. Children,
please, they are turned on for nothing.
These are from the state, who is the state?
Us. So please turn off the lights. Let's not
damage the desks. Because these are the
property of the state, our property. (T7)

Iyi vatandas olarak her zaman biitiin
istklart ben sondiiriiriim. Ve cocuklarin
karsisinda sondiiriiriim. Rol model olsun
diye. Cocuklar aaa bunlar bosa yaniyor
litfen. Bunlar devletten devlet kim? Biz.
Onun icin liitfen siklart  sondiirelim.
Masalara zarar vermeyelim. Cilinki
bunlar devletin mali bizim malimiz. (T7)

In the next quote, S25 gave an example from one of her teachers and said that the

teacher had them do drama work and problem-solving activities:

Our social activity teacher gives us social
problems and asks us to make a drama
about them. And in this work, s/he wants
us to present the problem and add a
solution to it. So, we can learn how to solve
things. (S25)

Sosyal etkinlik hocamiz bize toplumsal
sorunlart verip onlar hakkinda bir drama
calismast  yapmamizi istiyor. Ve bu
calismada sorunu ortaya koyup tistiine bir
de ¢oziimu eklememizi istiyor. Boylece bir
seylerin  ¢oziimiiniin - nasitl  olacagin
ogrenebiliyoruz. (S25)
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S21 noted that conferences were organized in their school when they were in
secondary school, and cited the reading skills conference as an example:

They were having conferences; they were  Konferans yapiyorlardi, onlara
taking us to them. In middle school.  gétiiriiyorlard: bizi. Ortaokuldayken. Lyi
Reading skills in terms of good citizenship.  vatandashik anlaminda okuma becerisi
(S21) falan. (S21)

When the existing activities are analyzed, it was determined that in terms of citizenship
education, teachers mostly use the narration technique. This activity is followed by
physical materials and discussion/brainstorming activities, but to a much lesser extent.

Frequency distribution of desired curricular activities were depicted in Figure 4.20

below.

Activities (teachers) Activities (students)

Field trips NI S Reading hours

Physical materials I 3 . . . .
Discussion/brainstorming
Discussion/brainstorming I 2
Assignments/projects
School clubs EE— 1

Reading hours HEEEEE 1 Field trips

Activities (teachers and students)

i

Field trips
Discussion/brainstorming  —--———— 3
Physical materials - ———— 3
Reading hours E————— 2
Assignments/projects mm——m 1

School clubs e 1

Figure 4.20. Coding Distribution of Desired Curricular Citizenship Education
Activities.

Frequency distribution of desired extracurricular activities were depicted in Figure
4.21 below.
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Figure 4.21. Coding Distribution of Desired Extracurricular Citizenship Education

Activities.

In addition to current activities, Figure 4.20 indicated that more field trips were desired
especially by teachers for a more immersive experience of citizenship. To illustrate,
T4 argued that it is important to take the students to the place in person when
explaining a place that is the subject of the lesson, to turn the abstract information

about that place conveyed in the classroom into concrete:

For example, when | teach about the
parliament, about the establishment of the
parliament, they should take us to the
parliament. We need to take them there so
that it will be more vivid. Look, this is the
roof of the parliament, and the child should
get that thing from the parliament. Let
him/her take that spirit and let him/her take
it while telling the story. Let him/her see
those troubles, the troubles they suffer, for
example, their experiences. In this way, it
should give us something. It should give us
a chance, an opportunity. Like turning
abstract knowledge into concrete. (T4)

Mesela ben meclisi anlatirken meclisin
kuruldugunu  anlatirken  bizi  meclise
gotiirmesi  gerekiyor.  Eger  bizim
gotiirmemiz gerekiyor ki daha canli olsun.
Bakin bu meclis ¢atisi ve meclisin o geyini
alsin cocuk. O ruhu alsin, anlatirken de
alsin. O stkintilari, cektikleri sikintilart,
mesela yasantilarini birebir gérsiin. Bu
sekilde bize bir sey vermesi gerekiyor.
Imkan, firsat vermesi lazim. Soyut
bilgilerin somuta dénmesi gibi mesela.
(T4)

T9 thought that he would like to use field trips more in his class, but official procedures

and economic conditions prevented this:
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As | said, for example, trip, observation, a
museum, seeing natural beauties, for
example, I mean, if |1 cannot take my
children on a trip in geography class, let's
say to the nearest neighborhood, let's say
with this opportunity, because the
children, the children of this
neighborhood are certain. They have a
certain basis; their economic basis is low.
You can't take them, the children, on a
trip, for example. Even if you do, there are
many procedures. This also hinders us...
For example, | should be able to take my
child to Amitkabir'’. With a letter from a
school, or with permission from the
parents, or | should be able to take them
to Pamukkale®, for example. The
infrastructure for this needs to be created,

Dedigim gibi mesela gezi, gozlem, iste bir
miize, dogal giizellikleri gorme mesela,
yani ben cografya dersinde ¢cocuklarimi bir
geziye goturemedikten sonra, diyelim ki en
yakin ¢evreye, mesela diyelim ki hep bu

imkanla, c¢unkii ¢ocuklar, bizim bu
cevrenin  cocuklart  belli. Belli bir
altyaptlart  var, ekonomik altyapilar
diigiik.  Onlari, ¢ocuklart  bir geziye

gotiremiyorsun mesela. Gotirseniz de
bircok prosediir ¢ikiyor. Bu da bize engel
oluyor... Mesela ben ¢ocugu alip mesela
Anitkabir'e gotiirebilmem lazim. Rahatlikla
bir okuldan alacagim yaziyla birlikte. Ya
da veliden aldigim izinle. Ya da iste bir
Pamukkale've gotiirebilmem lazim. Iste
bunun altyapilarmmin olugturulmast lazim.

to create this patriotism. (T9) Bu vatanseverligin olusturulmast igin. (T9)

Less frequently requested activities were more physical materials and more
discussion/brainstorming. In terms of physical materials, the teachers who indicated
that they need more physical materials in the classroom are among the teachers who
indicated that they already use physical materials in their classrooms. This means that
some teachers already use such materials but would like to use them more. They stated
that they do not always can use visual programs in interactive environments, that the
Ministry of National Education could provide films/visuals or that films, slides, and
visual materials from different sources would be good. T8, for example, stated that
they did not always have the chance to use interactive visual materials:

Mesela, dersimdeki Unite ve konulara
bagl olarak interaktif ortamda gorsel
programlar her zaman izleme
firsatimiz olmuyor. (T8)

For example, we do not always have the
opportunity to watch visual programs in an
interactive environment depending on the
units and topics in my course. (T8)

T4 also thinks that some movies prepared by the Ministry of National Education would

be useful for his lesson:

17 The tomb of Mustafa Kemal Atatiirk, the founder of the Republic of Turkey. It is in Ankara, the
capital of Turkey.

18 A nature place in Denizli, one of Turkey's provinces.
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For example, the various films that National
Education will offer us. (T4)

Mesela Milli Egitim'in bize sunacagi
cesitli filmler. (T4)

In terms of discussions/brainstorming, the participants who asked for these activities
differed from those who said they used them as teachers or encountered them as
students. It means that several teachers and students favored this activity as a good
citizenship activity. To illustrate, in the following quote, T14 stated that she could have
used other techniques such as discussion if she did not spend much time on classroom

management due to the large class size:

If the class sizes were small, | would like
to use other techniques other than
lecturing, such as discussion, etc. The

Stnif mevcutlart az olsa, anlatimdan baska
tartisma vs. gibi bagka teknikler kullanmak
isterdim. Dur sus demekten ders gidiyor.

lesson is wasted on saying stop and hush.
(T14)

(T14)

Student S12 also suggested activities in which students would actively make
presentations and other students would participate in the presentation in the form of

discussion.

Ondan sonra suufta bir ortam olabilir.
Herkes istedigini séyleyebilir. Sunum
yapan arkadagimiz, boyle tartismalt bir
sekilde, yani sohbet havasinda bir
konusma gegebilir. (S12)

After that, there can be an atmosphere in
the classroom. Everyone can say what they
want. Our friend who makes the
presentation can have a conversation in
such a controversial way, that is, in a
conversational atmosphere. (S12)

Hence, according to the most prominent finding in this section, in addition to the

existing activities in schools which include mostly narrations, participants wanted field

trips to be more numerous, diverse, and easily accessible.
4.4.4. Summary of Findings on Policy Improvement

The results revealed that the parent involvement into in-school citizenship activities
was necessary. Teachers themselves should exhibit exemplary behavior to be role
models in schools, and they should establish positive interactions with students by
being lovable, fair, and compassionate. Schools mainly focus on testing and rote,
including little practice, daily life situations, and creativity. Teachers and students had
little time to devote to citizenship-specific activities due to the high number of class
hours and intensive content. Hence, they wanted that course intensity should be

lowered, more hands-on curriculum should be enacted, and there should be more
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compulsory lessons on citizenship. They noted that tracking/orientation mechanisms
are not very common in Turkish education systems. It would be better to follow
students from the first stages of their education until high school and place them in
appropriate high schools according to their talents and interests. Teachers asked for
guidance hours reserved for themselves so that they could talk about things different
from their subject, could know about their students better and could do mentorship
when necessary, and where students could talk about the problems they experience in
school and in their lives or daily problems and citizenship issues. Since sometimes
students are reluctant to share some topics in the classroom environment, some
students asked for individual guidance. A teacher also observed that there are students
who also need psychological/psychiatric therapy support. Lastly, it has been found that
teachers mostly use lectures/advice in their teaching, and they think that the number
of field trips where they can take students to real places related to some course content
should be increased. So far, interview results have led to the following Figure 4.22
depicting some improvements in school practices for good citizenship education in

public schools in Turkey.
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Figure 4.22. Needed Changes to the Curriculum According to Interview Results.
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4.5. KSAVs and Policy Improvements: Cumulative Findings

The cumulative data analysis revealed some key findings. First, teachers and students
thought that CGCS items describing good citizens under the dimensions of
“Knowledge and Consciousness of the Country Structure”, “Individual Merits”,
“Individual Positive Attitudes”, and “Individual Skills” should exist in curricula.
Second, teachers and students thought that the CGCS items under the dimension of
“Global Knowledge and Awareness” are not as important as items under other
dimensions. This did not mean that items under “Global Knowledge and Awareness”
were completely unnecessary as the mean value of this dimension was 3.83 at Table
4.1. Teachers and students also thought that a good citizen should be aware of world
problems. This is evident from the CGCS item with high mean values (4.50 for
students 4.17 for teachers) at Table B32 in Appendix B such as “are willing to take
part in the processes of preventing and finding solutions to problems (hunger, poverty,
earthquake, terrorist attacks, etc.) that concern the whole world”. In addition,
according to close-ended answers to CGCS, teachers and students thought that a good
citizen is aware of different ethnic/cultural groups, ideologies, celebrates diversity,
protects nature and living beings, and ensure gender equality. This is evident from
findings depicted at Table B35 at Appendix B such as ... respectful of nature, and
people in general with different ... gender, races, languages, views, religions,
lifestyles ..., etc.), respect different cultures, beliefs, and lifestyles, etc. Students
seemed to be more interested in these dimensions for good citizenship. Those items
and items under “Global Knowledge and Awareness” are related with global
citizenship and multicultural education (Banks & Banks, 2016; Blum, 2014; Nicotra
& Patel, 2016; Woolf, 2010).

It is evident that although items under “Global Knowledge and Awareness” were
perceived less important than items under other dimensions by participants, they
deemed important that a good citizen is engaged in solutions of world problems and
tolerant toward differences. Interview results revealed that it can be because the
participants prioritized national citizenship characteristics in a desired curricula first,
where national cohesion without discrimination and assimilation is fostered, and
equality towards differences is promoted. Hence, items under “Global Knowledge and
Awareness” were included in the analysis as well to check to what extent they exist in

curricula and their balance against national topics on good citizenship.
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Third, as detailed in section 2.3, a good citizen is participatory (Abowitz & Harnish,
2006; Anderson et al., 1997; Westheimer & Kahne, 2004). This is evident from
findings depicted at Table B35 at Appendix B such as have a voice in, have awareness
and become a member of non-governmental organizations, respect democracy and
know its principles, keep the good of society ahead of their own, think not only
themselves but their people, know citizenship rights, comply with the law, know the
basics and necessity of practice of law, are patriotic, know the functioning of state
institutions in their country, etc. There is no evidence of justice-oriented citizenship in
the answers to the open-ended question in the CGCS or in the interviews, which draws
particular attention to social injustice and equality, which controls laws or
administrative processes, which will ensure social transformation by solving the root
of the problems, and which refers to peaceful means of direct action such as public

opinion-making, boycotts, strikes and protests.

Fourth, a range of curricular and extracurricular activities are held in schools to raise
students as good citizens. Most of them are lectures/advice, utilizing physical
materials, discussion/brainstorming, teachers’ exhibiting exemplary behaviors, and
conferences, seminars, or fairs. In addition to them, the number and type of field trips
should be increased. Fifth, teachers should be seen as role models by students. School
family cooperation should be increased. More positive student-teacher interaction
should be ensured. Sixth, there should be more time for citizenship activities in school.
Curricular load should be decreased, and hands-on activities should be increased
instead of testing, rote learning, etc. There should be more citizenship-specific courses.
More guidance hours and opportunities to talk and listen to students are needed. Last,
tracking/orientation mechanisms should be enacted. Such mechanisms should include
talent/interest-based high schools. Students should be monitored for their abilities and
placed in appropriate high schools according to their abilities. Talent-based high
schools and talent tracking can make students more goal-oriented and self-disciplined.
In summary, combined with Figure 4.22 above, results revealed the following

overarching Figure 4.23.
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Figure 4.23. Good Citizen Characteristics and Curriculum Revisions: Results from
Interviews and CGCS.

According to Figure 4.23, a good citizen is (a) participatory and national to foster
consensus over shared national interests and work cooperatively for the common good,
security, and flourishment of the nation, and (b) is not blind to the world provided that
national matters are internalized. In addition, no matter what kind of citizen is desired
to be raised, more field trips should be enacted, elements such as teachers’ being role
models with positive teacher-student interaction, school-family cooperation,
tracking/orientation mechanisms for students’ talents/interests, more guidance, and
increased citizenship activities should be included in citizenship education (as
indicated by arrows toward the circles). Testing and rote, and curricular load should
be decreased (as indicated by the arrows opposite the circles). To check to what extent
such elements exist, the policies of the Ministry of National Education were
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investigated via the good citizenship checklist at Table B35 in Appendix B and the

interview results.
4.6. Comparing Formal Policies to Teacher and Student Perceptions

To understand to what extent the perceptions of teachers and students exist in official
citizenship policies, (a) the checklist at Table B35 in Appendix B developed with
answers to the first research question, and (b) interview results investigated for the

second research question were used.
4.6.1. Document Analysis Through Scale Participants’ Perceptions

The checklist generated from the CGCS results were used to check and review official
MoNE documents to understand the extent to which participants' perceptions of good
citizenship and citizenship education align with MoNE policies. For this, objectives,
activities, recommendations, or rationales'® which were depicted at formal documents
were checked against items in the checklist. Items were either analyzed individually

or as a group if some items were interrelated.

The analysis process consisted of three stages. First, all documents were reviewed
freely without comparison with the checklist and interview results. Second, for each
checklist item or a group of them, some keywords were searched through MoNE
documents to identify the most related phrases. Finally, the documents were reviewed
page by page for a final check. In order not to make this section lengthy, all relevant
phrases were not presented. However, at least one phrase from the courses with the
relevant item/s was included in the tables. The results were presented as subsections

below.

Know the Functioning of State Institutions in Their Country: The keywords such
as “institution”, “state”, and “govern” were used in detecting related phrases. Some
phrases were found related to the nature and functions of state institutions in a few

documents. All those phrases were presented in Table 4.25 below.

19 Hereinafter in this section, objectives, activities, recommendations, or rationales were referred to as
"phrases".
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Table 4.25

Phrases Related to the Know the Functioning of State Institutions in Their Country

Phrases Curriculum  Grade
-The ways to solve problems and the institutions and organizations HRCD P

to be consulted [school assemblies, provincial and district human

rights boards, Ombudsman's Office, etc.] are mentioned.

- Public institutions and non-governmental organizations and their

functions are mentioned.

-Associate individual and social needs with the institutions that serve SS P, S
to meet these needs.

-Explain the basic duties of the administrative units of the place

where they live.

-Explain the relationship between legislative, executive, and judicial

powers in the Republic of Turkey.

-Give examples of the work of institutions and non-governmental

organizations and their roles in social life.

Note. P = primary school, S = secondary school, and H = high school (Not all courses are
provided in all grades. To illustrate, the Human rights, Citizenship and Democracy course is
only given in 4" grade at primary schools.)

HRCD = Human rights, citizenship, and democracy, SS = Social Studies.

Know Citizenship Rights: This item and other related items such as are just, defend
justice and rights (protect rights, etc.), are aware of the citizenship rights of others, are
honest, and are aware of their own citizenship rights were analyzed together. The

9% Geg 9% Ceg 99 ¢

keywords such as “honesty”, “lie”, “justice”, “just” “right”, “democracy”, and “non-
governmental” were used in detecting related phrases. The phrases “justice” and
“honesty” were among “root values” that were aimed to be fostered in all curricula. In
addition, in the General Competencies in Teacher Education (MoNE, 2017a)
document, there were three competency domains that teachers should have, and that
pre-service teacher education and in-service training should target. These were
professional knowledge, professional skills, and attitudes and values. In this document,
there were competencies that teacher candidates and in-service teachers?® should have
such as “she/he [the teacher] accounts for his/her individual rights and responsibilities
as a citizen” (p. 20), “she/he respects child and human rights “respecting the rights of

children and human beings” (p. 23), etc.

20 Those competencies were also investigated and discussed in this, and subsequent sections as
prospective and ins-service teachers are/will be role models for students and are/will be effective at their
development as good citizens.
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Furthermore, specific phrases were detected in some curricula documents. Some of

those phrases were presented in Table 4.26 below.

Table 4.26

Phrases Related to Rights

Phrases Related Curriculum  Grade
Item/s
-Students will be able to recognize some key features KCR, JDJR,  English P,S
related to the concept of democracy. ACRO,
ATOCR
-My brother has to respect my rights. JDJR
-Expressing ideas on human rights (gender equality, KCR,JDJR, English H
children rights...) ACRO,
ATOCR
-Give examples of their rights as a child. JDJR, SS P, S
ATOCR
-1t is ensured that the activities of public institutions KCR, JDJR,
and organizations  and non-governmental ACRO,
organizations are investigated. ATOCR
-t is emphasized that human rights include JDJR HRCD P
everyone.
-Explain the feelings that may occur in people when
they are not treated fairly or equally.
-1t is emphasized that they should show the respect ACRO
they expect to be shown to their own rights and
freedoms to the rights and freedoms of others.
-Explain the basic principles of democracy. KCR,JDJR, DHR H
ACRO,
ATOCR
-Emphasis is placed on not violating the rights and ACRO
freedoms of others while exercising one's own rights
and freedoms.
-Encourage the individuals around it to use their
rights and freedoms.
-Give examples of Prophet Muhammad’s sensitivity JDJR CRKE P,S
in observing the right.
-Explain the principles of Islam related to social JDJR CRKE H
justice.
-Employee and employer rights in Islam are KCR, JDJR,
mentioned. ACRO,
ATOCR
-Within the scope of the learning outcome, the H

subjects of lying and slander, violation of privacy
(investigation), backbiting, envy, fraud, cheating,
and waste are mentioned.
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Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of
religion and knowledge of ethics, DHR = Democracy and human rights, HRCD = Human
rights, citizenship, and democracy, SS = Social Studies, KCR = Know citizenship rights,
JDJR = Are just defend justice and rights (protect rights, etc.), ACRO = Are aware of the
citizenship rights of others, H = Are honest, ATOCR = Are aware of their own citizenship
rights.

Are Patriotic: This item and other items such as are attached to their national values
(flag, state, nation, country, culture etc.), protects and flourish them), know the history
and culture of their country, know their cultural heritage, protect their cultural heritage,
comply with the law, pay taxes, know citizenship duties, and keep the good of society
ahead of their own were analyzed together. The keywords such as “national”,
“sovereign”, “flag”, “martyr”, “culture”, “history”, “custom”, tradition”, “rule”, “law”,
“society”, “responsibility”, and “sentiment” were used in detecting related phrases.
The phrase “patriotism” was among “root values” that were aimed to be fostered in all
curricula. In addition, in the General Competencies in Teacher Education document,
there were competencies such as “she/he takes into account the national and moral
values while planning the teaching process” (p. 21), “she/he creates learning
environments that helps students to internalize national and moral values” (p. 21), etc.
Furthermore, specific phrases were detected in most of the curricula documents, and

some of them were presented in Table 4.27 below.
Table 4.27

Phrases Related to Patriotism

Phrases Related Item/s Curriculum Grade
-Ensuring that they attach importance to national, AP, ATNV, Turkish P, S
spiritual, moral, historical, cultural, and social PTCH

values and strengthening their national feelings and

thoughts.
-National and moral values are emphasized while AP, ATNV, TLL H
processing Turkish epics. KHCTC,

KTCH, PTCH
-Evaluates the importance of blood donation for KGSATO LS P
society.

-Understands the importance of organ donation in

terms of social solidarity.

-The damage of illegal electricity use to the national KCD,
economy is emphasized. KGSATO, PT
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-Scientists from our culture and civilization who
contributed to the historical development process of
geometry and the works of scientists are introduced.
Mustafa Kemal Atatlrk's studies on geometry are
mentioned.

-Examples of shape patterns from our historical and
cultural artifacts (architectural structures, carpet
decorations, rugs, etc.) are given.

-Aziz Sancar is our national modern hero because. ..
-Students will be able to talk about a historical
legendary figure in Turkish history.

-Before the Independence War started, Turkish
people had had a hard life.

-Give examples of the roles they can assume for the
independence of their country as an individual.

-Understand the importance of the Independence
War based on the lives of the heroes of the
Independence War.

-Values our flag and the National Anthem as
symbols of national sovereignty and independence.
-Give examples by researching the elements
reflecting the national culture in their family and
environment.

-Defend the necessity and importance of taxation in
terms of citizenship responsibility and its
contribution to the country's economy.

-The main elements of Seljuk culture and
civilization (scientific and intellectual
development, activities in the fields of architecture,
art, and literature) are covered.

-Analyze the craft, art and cultural activities in
Ottoman geography and the changes in social life
due to these activities.

-The contribution of the Republic and its values to
the culture of living together is emphasized.

-1t is stated that it is a civic duty to obey and follow
the rules.

-The common values of our national culture such as
language, religion, history, patriotism, symbols of
independence, tolerance and hospitality are
emphasized.

-It is mentioned that taking an active role in non-
governmental  organizations and  voluntary
organizations that have a record of carrying out
activities in the fields of education, health and
environment in their statutes contributes to the
solution of problems.

AP, ATNV, Math
KHCTC,

KTCH, PTCH

KHCTC, Math

KTCH

AP, ATNV,
KHCTC,
KTCH, PTCH

English

AP, ATNV,  SS
PTCH, KCD,
KGSATO

AP, ATNV,

PTCH

KHCTC,
KTCH

KCD,
KGSATO, PT

KHCTC,
KTCH

History

AP, ATNV, HRCD
KHCTC

CWL, KCD

AP, ATNV, DHR

PTCH

KGSATO

P,S

P,S
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-Our duties and responsibilities towards our AP, ATNV, CRKE P,S
homeland, nation, flag, and national anthem are PTCH

included.

-Our debt of thankfulness and gratitude to our

martyrs and veterans is emphasized.

-Recognize the traditions related to Ramadan and KHCTC,

fasting in our culture. KTCH

-In our culture, the traditions of sending off funerals KHCTC, CRKE H
are introduced; In addition, the traditions of sending KTCH

off funerals such as "Goodbye to Hakk™ in Alevi-

Bektashism are also mentioned.

Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of
religion and knowledge of ethics, DHR = Democracy and human rights, HRCD = Human
rights, citizenship, and democracy, LS = Life science, SS = Social Studies, TLL = Turkish
language and literature, AP = Are patriotic, ATNV = Are attached to their national values
(flag, state, nation, country, culture etc.), protects and flourish them), KHCTC = Know the
history and culture of their country, KTCH = Know their cultural heritage, PTCH = Protect
their cultural heritage, CWL = Comply with the law, PT = Pay taxes, KCD = Know
citizenship duties, KGSATO = Keep the good of society ahead of their own.

Have Information About the State Administration System in Their Country: The

29 ¢¢ 2 (13 99 (13

keywords such as “democracy”, “democratic” “republic”, “minister”, “governance”
and “president” were used in detecting related phrases. In addition, in the General
Competencies in Teacher Education document, there was a competency stating that
“she/he organizes democratic learning environments where students communicate
effectively” (p. 21). Furthermore, several phrases were found in curricula documents,

and all of them were presented in Table 4.28 below.
Table 4.28

Phrases Related to State Administration

Phrases Curriculum  Grade
-Explain the relationship between legislative, executive, and judicial SS P,S
powers in the Republic of Turkey.

-With the principle of separation of powers, it is emphasized that each

of the legislative, executive, and judicial powers has their own

powers and responsibilities.

-Evaluate the functioning of the democratic system in Turkey in DHR H
terms of the characteristics of democracy by comparing different
forms of democracy.

Note. P = primary school, S = secondary school, H = high school, DHR= Democracy and
human rights, SS = Social Studies.

Respects Different Cultures, Beliefs, and Lifestyles: This item and the other items

are against violence and are respectful of nature and living beings (animals, plants,
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children, women, and people in general with different gender, races, languages, views,
religions, lifestyles, other citizens, etc.) (are tolerant to differences, are not harmful to
nature and living, beings, can empathize, etc.), and can put themselves in the others’
shoes were analyzed together. The keywords such as “violence”, “respect”,
“prejudice”, “tolerance”, “empathy”, “protect”, “nature”, “animal”, “gender”,
“difference”, “harm”, “reconciliation”, and “peace” were used in detecting related
phrases. The phrases “respect”, “love”, and “friendship” were among ‘root values’ that
were aimed to be fostered in all curricula. In addition, in the General Competencies in
Teacher Education document, there was a competency stating that “she/he respects
individual and cultural differences” (p. 23). Furthermore, specific phrases were
detected in most of the curricula documents, and some of them were presented in Table

4.29 below.
Table 4.29

Phrases Related to Empathy, Peace, and Nature

Phrases Relaly Curriculum  Grade
Item/s

-1t is emphasized that news containing violence AVRNLE TLL H

should not be used as a rating tool.

-Take an active role in cleaning the environment in

which they live.

-Give examples of plants and animals that are extinct

or in danger of extinction in our country and in the AVRNLB LS P

world.

-Discuss the damages of battery waste to the
environment and what to do about it.

-We must respect the elderly/people/each other.
-Students will be able to recognize appropriate
attitudes to save energy and to protect the
environment.

-Students will be able to analyze a reading passage
to find out solutions to environmental problems.

AVRNLB English P,S

AVRNLB English H

. . RDCBL,
-Question stereotypes about various cultures. AVRNLB
-Realize the \{alue_glven to women in social life AVRNLE sS P.S
based on Turkish history and current examples.
-Put themselves in the shoes of other individuals CPTOS

with different characteristics.
-Emphasize the importance of respect, open- RDCBL,
mindedness, patience, trust, empathy, cooperation, AVRNLB,
etc. in the process of reconciliation. CPTOS HRCD P
-Explain the feelings that may occur in people when
. CPTOS
they are not treated fairly or equally.

-Assume responsibilities appropriate to their

position to contribute to gender equality. AVRNLB DHR H
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-Oppose  prejudice, social  exclusion, and
discrimination for diversity to survive in peace.

RDCBL,

-Develop non-violent solutions to conflicts in the AVRNLB

school and their immediate environment.
-...violence-oriented, terrorist, illegal and marginal
groups such as DAESH, which harm many people
living in the world, especially Muslim people, are
mentioned.

-Religious interpretations are a richness that reveals
the ways of understanding religion according to ages
and environments; therefore, it is emphasized that
different opinions and interpretations should be
respected.

-The importance of approaching different

perspectives with understanding is emphasized. AVRNLB

RDCBL, CRKE

AVRNLB

RDCBL,

Turkish

H

P,S

Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of

religion and knowledge of ethics, DHR = Democracy and human rights, HRCD = Human
rights, citizenship, and democracy, LS = Life science, SS = Social Studies, TLL = Turkish

language and literature, RDCBL = Respects different cultures, beliefs, and lifestyles,

AVRNLB = Are against violence and are respectful of nature and living beings..., CPTOS =

Can put themselves in the others’ shoes.

Know Their Rights and Responsibilities as Consumers: This item and the item

named behave according to healthy life principles were analyzed together. The

9% <6 % ¢¢

keywords such as “customer”, “buy”, “consumer”,

conscious”, “right”, “health”, and

“saving” were used in detecting related phrases. Phrases were detected in some

documents, and some of the phrases were presented in Table 4.30 below.

Table 4.30

Phrases Related to Consumerism

Phrases

Related
Item/s

Curriculum Grade

-The relationship between savings awareness and
financial literacy by utilizing different representations
of the data is established.

-Subjects such as healthy eating and obesity are also
addressed, while remaining within the class number
limitations.

-Create individual, family, and institutional budget by
considering income and expenditures. Examples are
given to raise awareness about being frugal.

-Real-life situations such as adding KDV, OTV# and
profit on the purchase price of a good; making a
discount on a certain sales price

KTRRC
Math
BAHLP

KTRRC Math

P,S

2L KDV and OTV are some taxes in Turkey.
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-Recognize the importance of recycling and the

resources necessary for life.

-Discuss the importance of conscious and efficient use KTRRC
of electrical energy in terms of family and national

economy.

-Discuss the importance of freshness and naturalness of

foods for a healthy life based on research data.

-Relate a balanced diet with human health. BAHLP
-Recognize the negative effects of alcohol and cigarette

use on human health.

-You shouldn’t spend more than you earn.

-He is going to buy a high-mileage gas car to reduce KTRRC English H
carbon footprints.

-Demonstrate conscious consumer behavior as a
responsible individual.

-Use the resources around them without wasting them.
-Use their rights as a conscious consumer.

-Guide those around them to be a conscious consumer. KTRRC

-1t is emphasized that products that threaten human

health during production (stoned jeans, etc.) and that KTRRC, DHR H
contain substances harmful to health and nature should BAHLP

not be purchased.

LS P

KTRRC SS P,S

Note. P = primary school, S = secondary school, H = high school, DHR = Democracy and
human rights, LS = Life science, SS = Social studies, KTRRC = Know their rights and
responsibilities as consumers, BAHLP = Behave according to healthy life principles.

Have Problem Solving Skills: This item and other items such as are self-responsible,
question and improve themselves (have critical skills, are hardworking, etc.), are open
to questioning their own views, can deal with different and unpredictable situations,
are hardworking and are self-disciplined were analyzed together. The keywords such
as “hardworking (diligence)”, “responsible”, “critical”, “criticize”, ‘“criticism”,
“discipline”, “investigate”, “question”, “control”, “open mind”, ‘“sacrifice”,
“evaluate”, “will”, “goal”, “problem”, “solution”, “propose”, and “improve” were
used in detecting related phrases. The phrases “self-control” and “responsibility” were
among “root values” that were aimed to be fostered in all curricula, and the Turkish
Competencies Framework, which was used to develop the curriculum, includes
"learning to learn™ among the targeted skills. In addition, in the General Competencies
in Teacher Education document, there were competencies such as “she/he creates
learning environments that supports developing high-level cognitive skills of students”
(p. 21) and “she/he prepares activities that help developing analytical thinking skills
of students in her/his classes” (p. 21). Furthermore, specific phrases were identified in
most of the curricula documents according to the keywords used, some of which are

presented in Table 4.31 below.
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Table 4.31

Phrases Related to Self-Improvement

Phrases Eg:ﬁ;gd Curriculum  Grade
-Collect data related to research questions and show HPSS,
them in frequency tables and column graphs. CDWDUS  Math P,S
-Students are allowed to develop different strategies.
. . HPSS,
-Real life problems are included. CDWDUS Math H
-Research and propose solutions to protect the natural
environment. HPSS
-Question the causes of light pollution. LS )
T HPSS,
-Research about appropriate lighting. CDWDUS
. H, SD,
-S/he was a hardworking person. SROIT
-...Students are encouraged to be reflective in their Enali
. nglish P,S
own language learning and performance and self- SRQIT, SD
evaluate their progress with the help of self-evaluation ’
checklists.
-If | had been more hardworking during my high H SD
school years. ’
-Students will be able to write an argumentative essay English H
including solutions for disadvantaged people’s HPSS
problems.
-Question prejudices against differences to live in
harmony in society.
-Research the personality traits, skills and education SRQIT
process required by the professions they are interested
in.
-Question the concept of rule. SS P.S
-Analyze attitudes and behaviors that affect 0QTOV
communication and questions their own attitudes and SR ’
. QIT
behaviors.
-Develop ideas for solving global problems with their
. HPSS
friends.
-It is pointed out that scientific knowledge is
changeable, and that information about the past can be .
reconstructed through new sources reached or by SRQIT History H
reinterpreting existing sources by researchers.
-1t is ensured that they use methods and techniques
such as reading by browsing, summarizing, taking SR
. . s QIT
notes, discussing, and criticizing.
-Question the reliability of information sources.
-Success, skill, diligence, conflict management, H, SRQIT, Turkish P,S
empathy, entrepreneurship, decision making, self- SD
knowledge...
-Produce different solutions to the problems addressed HPSS

in the text.
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-1t is ensured to be open to criticism, and if necessary,

to respond to criticism within the framework of the O0QTOV
text.

-Research, accessing sources, using the Internet

correctly and effectively, note-taking, and SRQIT
summarizing techniques are emphasized.

-Question the common misconceptions about “kader”
and “kaza”? in society.

-Develop solutions to conflicts in the school and its
immediate surroundings in a way that does not contain HPSS DHR H
violence.

TLL H

SRQIT CRKE P,S

Note. P = primary school, S = secondary school, H = high school, DHR = Democracy and
human rights, LS = Life science, SS = Social studies, TLL = Turkish language and literature,
CRKE = Culture of religion and knowledge of ethics, HPSS = Have problem solving skills,
SRQIT = Are self-responsible, question and improve themselves (have critical skills, are
hardworking, etc.), OQTOV = Are open to questioning their own views, CDWDUS = Can
deal with different and unpredictable situations, H = Are hardworking, SD = Are self-
disciplined.

Are Patient: The keywords “patient” and “patience” were used in detecting related
phrases. The phrase “patience” was among “root values” that were aimed to be fostered
in all curricula. In addition, specific phrases were detected in some documents, and all

of them were presented in Table 4.32 below.
Table 4.32

Phrases Related to Patience

Phrases Curriculum  Grade
-Will be able to develop the characteristics of being systematic, Math P,S
careful, patient, and responsible.

-A good friend is generous, supportive, helpful, and patient. English H
-You should have been more patient in the traffic jam yesterday.

-Emphasize the importance of respect, open-mindedness, patience, HRCD P
trust, empathy, cooperation, etc. in the process of reconciliation.

-The necessity of listening to others, using appropriate addressing Turkish P,S

expressions, not interrupting others, waiting for the conversation to
end, participating in the conversation by taking the floor in the flow,
and listening to the other person with respect and patience are

reminded.
-In the learning outcome, the values of "justice”, "friendship”, CRKE P,S
"honesty", "self-control”, "patience”, "respect”, "love",

"responsibility”, "patriotism” and "helpfulness" are considered
together with the attitudes, and behaviors they are associated with.

22 According to Islam, while kader is "Allah's (c.c.) predestination of everything that has happened and
will happen in the universe with Allah’s infinite knowledge and power" (Nayir et al., 2022, p.12) ,
kaza means "the creation of what was known and predestined in eternity by Allah (c.c.) when the
time and place comes" (Nayir et al., 2022, p.12).
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Note. P = primary school, S = secondary school, H = high school, HRCD = Human rights,
citizenship, and democracy, CRKE = Culture of religion and knowledge of ethics.

Are Helpful: This item and the item “are sharers” were analyzed together. The
keywords “help”, “helpful”, and “share” were used in detecting related phrases. The
phrase “helpfulness” was among “root values” that were aimed to be fostered in all
curricula. In addition, specific phrases were detected in some documents, and some of

these phrases were presented in Table 4.33 below.
Table 4.33

Phrases Related to Helpfulness

Phrases Related Curriculum  Grade
Item/s
-Participate in activities that support social aid and H sS P.S

solidarity in the formation of social unity.

-While formulating research questions, issues such as
environmental awareness, frugality, mutual help, H Math P, S
avoiding waste, etc. are included.

-A good friend is generous, supportive, helpful, and

patient.

-My friends help the victims/casualties of natural H English H
disasters.

-1f I were a hero, | would help other people.

-1t is ensured that the examples given include respect,
taking responsibility, cooperation and sharing,

participating in decisions, obeying the rules, dialogue, S HRCD P
and communication.
-Evaluate the worship of sacrifice in terms of the
. ] o H, S
importance Islam gives to mutual help and solidarity.

. . CRKE P,S
-Interpret the importance Islam attaches to sharing and S

cooperation in the light of verses and hadiths.

Note. P = primary school, S = secondary school, H = high school, HRCD = Human rights,
citizenship, and democracy, CRKE = Culture of religion and knowledge of ethics, SS =
Social studies, H = Are helpful, S = Are sharers.

Are Open to Innovation and Change: This item and the item named produce goods
or services needed by the society by using new ideas and opportunities (are
entrepreneur) were analyzed together. The keywords “innovation”, “idea”,
“Initiative”, “unique”, and “risk” were used in detecting related phrases. The phrase
"Initiative and entrepreneurship”, which is one of the items of the Turkish Competence
Framework and includes skills such as creativity, innovation and risk taking, was
aimed in all curricula. In addition, specific phrases were detected in a few documents,

and some of them were presented in Table 4.34 below.
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Table 4.34

Phrases Related to Innovation and Change

Phrases Related Item/s  Curriculum Grade

-Develop ideas for designing unique products OIC, PGSNBS SS P,S
based on the needs of the environment.
-Example entrepreneurs and their success stories
are emphasized.

-Recognize the professions that develop
depending on the economic activities in and
around the place of residence.

-Students are encouraged to produce new ideas
by giving examples from the work of successful
entrepreneurs who have developed new ideas in
different fields.

-Changing social interests and needs are
researched and innovative ideas are developed to
meet them.

-Generate new ideas to increase or decrease
friction in daily life.

-Make designs for lighting tools that can be used OIC, PGSNBS LS P
in the future.
-Design a unique lighting tool.

-l imagine driverless cars will be common soon.  OIC English H

Note. P = primary school, S = secondary school, H = high school, LS = Life science, SS =
Social studies, OIC = Are open to innovation and change, PGSNBS = Produce goods or
services needed by the society by using new ideas and opportunities (are entrepreneur)”.

Are Moral: This item and the item named follow the moral code were analyzed
together. The term morality is inclusive and vague. For example, some other phrases
explored in the previous parts, such as honesty or peacefulness, also relate to morality.
In addition, it is not possible to fully understand what the participants were thinking
when they said that a good citizen should have good morals. Nevertheless, general
phrases in the documents, especially those that refer to universal moral characteristics
and include the term "moral", have been examined. The keywords “moral”, “human”,
and “universal” were used in detecting related phrases. In the General Competencies
in Teacher Education document, there was a competency stating that “she/he creates
learning environments that helps students to internalize national and moral values”
(p. 21). In addition, phrases were detected in some curricula documents, and some of

them were presented in Table 4.35 below.
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Table 4.35

Phrases Related to Morality

Phrases Egrlgzd Curriculum Grade

-Observing scientific ethics in accessing, using, M

and producing information based on scientific _ SS P,S
. FMC

thinking.

-To ensure the adoption of universal moral values, M

national and cultural values, and scientific ethical FMC LS P

principles.

-Explain good moral attitudes and behaviors with

examples. In the learning outcome, the values of

"justice”, "friendship”, "honesty", "self-control", M

"patience”, "respect”, "love", "responsibility", FMC CRKE P,S

"patriotism” and "helpfulness” are discussed

together with the attitudes and behaviors they are

associated with.

-Subjects such as liking information, reaching the

right information and useful information and M, CRKE H

information ethics, the use and preservation of FMC

information are also mentioned.

-Determine national, spiritual, and universal values M

and social, political, historical, and mythological FMC TLL H

elements in poetry.

-Good company supports both good morals and M, i

humanity. FMC English H

-Values that make people human are focused. E/IM c HRCD P

Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of
religion and knowledge of ethics, HRCD = Human rights, citizenship, and democracy, LS =
Life science, SS = Social studies, TLL = Turkish language and literature, M = Are moral,
FMC = Follow the moral code.

Are Willing to Take Part in the Processes of Preventing and Finding Solutions to
Problems That Concern the Whole World: The keywords “global”, “world”,

29 ¢¢ 29 ¢¢

“peace”, “hunger”, “terror”,

99 €

earthquake”, “poverty”, “disadvantaged”, “problem” and
“universal” were used in detecting related phrases. Phrases were detected in some

documents, and some of phrases were presented in Table 4.36 below.
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Table 4.36

Phrases Related to Global Concern

Phrases Curriculum  Grade
-Develop ideas for solving global problems with their friends. SS P,S
-Offer solutions by specifying the problems that may be encountered LS P

in the future.

-In the context of global climate change, it is questioned how
environmental problems can affect the future of the world and human
life.

-The measures taken by the countries of the world to prevent global
climate change (e.g., Kyoto Protocol) are mentioned.

-What should we do to save our world? English P,S
-We should save energy.

-We can use less water and electricity.

-We should recycle the batteries.

-We should not harm animals.

-Turn off the lights.

-Don’t waste water.

-Unplug the TV.

-Students will be able to write an email/a letter of complaint English H
to a local authority about an environmental problem to suggest
solutions.

-Students will be able to write an argumentative essay

including solutions for disadvantaged people’s problems.

-Students will be able to note down the solutions to the

problems of excessive energy consumption around the world in a

recorded text.

-Generate ideas on how our country can contribute to world peaceto DHR H
establish and maintain international peace.

Note. P = primary school, S = secondary school, H = high school, DHR = Democracy and
human rights, LS = Life science, SS = Social studies.

Have Effective Communication Skills: The keywords “communicate”, “tell”,
“listen”, and “speak” were used in detecting related phrases. The Turkish
Competencies Framework, which was used to develop the curriculum, includes
"communication in mother tongue" and “communication in foreign language” among
the targeted skills. In addition, in the General Competencies in Teacher Education
document, there were competencies such as “she/he pays attention using effective
communication methods and techniques” (p. 23), “she/he uses the Turkish language
effectively without grammatical errors” (p. 23), etc. Furthermore, phrases were
detected in some curricula documents, and some of phrases were presented in Table
4.37 below.
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Table 4.37

Phrases Related to Communication

Phrases Curriculum  Grade
-Point to be considered in communication with peers and adults are  Turkish P,S
indicated.

-ldentify expression disorders.

-During conversations, it is reminded that the rules of courtesy (using

appropriate expressions of address, not interrupting others,

participating in the conversation by taking the floor, listening to the

other person with respect) should be followed.

-Use words according to their meanings.

-1t is reminded that a good expression should have features such as TLL H
clarity, fluency, lucidity, and simplicity.

-Avoid using unnecessary sounds and words while speaking.

-Use body language correctly and effectively in their speeches.

-Analyze the attitudes and behaviors that affect communication and SS P, S
guestions their own attitudes and behaviors.

-1t is mentioned that some of the causes of conflicts may be related HRCD P,S
to communication.

-Act in accordance with the communication and speech manners. CRKE P, S

Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of

religion and knowledge of ethics, HRCD = Human rights, citizenship, and democracy, LS =
Life science, SS = Social studies, TLL = Turkish language and literature.

29 <6

Use Knowledge Functionally in Daily Life: The keywords “daily” “life”, “produce”,

“generate”, “do”, “develop”, and “use” were used in detecting related phrases. In most

of the documents, special emphasis is placed on the need to link course content with

everyday life situations (e.g., primary school “Turkish”, “Human rights, citizenship,

and democracy”; primary/secondary school “Math”, “Turkish; high school “Math”,

“Democracy and human rights”, etc.). In addition, phrases were detected in some

documents, and some of phrases were presented in Table 4.38 below.

Table 4.38

Phrases Related to Daily Life Experiences

Phrases

Curriculum Grade

-They make impromptu conversations.

-Students are encouraged to use newly learned vocabulary and give
examples from daily life.

-Develops alternative thermal insulation materials.

-Demonstrate conscious consumer behavior as a responsible
individual.

-Use the resources around them without wasting them.

-Use their rights as a conscious consumer.

-Make necessary preparations for natural disasters.

Turkish

LS

SS

P,S

P

P,S
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-Give examples of the reflections of the culture of living together in

o HRCD P,S
daily life.
-Act in accordance with the communication and speech manners. CRKE P, S
-Activities are carried out for the use of expressions indicating place
and direction (under-above, around-left ...) in daily life situations. Math P S
-Activities for daily life situations with the meaning of addition are :
included.
-Create individual, family, and institutional budget by considering Math H

income and expenditures.

Note. P = primary school, S = secondary school, H = high school, CRKE = Culture of
religion and knowledge of ethics, HRCD = Human rights, citizenship, and democracy, LS =
Life science, SS = Social studies.

Are Aware of Countries Around the World: This item and items named know the
history of countries in the world, follow current events in the world, and know at least
one foreign language well were analyzed together. The keywords “history”, “Europe”,
“Asia”, “Africa”, “world”, “current”, “other”, “different”, “countries”, and “culture”
were used in detecting related phrases. The Turkish Competencies Framework, which
was used to develop the curriculum, includes “communication in foreign language”
among the targeted skills. This corresponds to the “know at least one foreign language
well” item. In addition, in the General Competencies in Teacher Education document,
there were competencies such as “she/he helps students to grow as individuals that
respectful of national and moral values and open to universal values” (p. 23), and
“she/he follows national and global agenda” (p. 23). Furthermore, phrases were
detected in a few documents related to other items, and some of them were presented

in Table 4.39 below.
Table 4.39

Phrases Related to World Cultures

Phrases Related Curriculum Grade
Item/s

-Students will be able to write a short paragraph of

comparing traditions around the world.

-Students will be able to make comments about moral

values

and norms in different cultures. ACAW  English H

-Students will be able to discuss manners in different

cultures.

-Students will be able to evaluate a text to classify

various cuisines around the world.

-Introduce various countries in the world.

-Compare the cultural elements of different countries ACAW  SS P,S
with the cultural elements of our country.
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-Give examples of common heritage elements found in

various countries.

-Respect different cultures and values with the awareness

that cultural differences at local, national, and universal ACAW

level are natural. DHR H
-Follows current events related to human rights and ECEW

freedoms.

-Recognize the political and social structures established

in various regions of the world in the Middle Ages.

-Analyze the changes in European thought and their

effects.

-Understand the transformation in state-society relations

with the French Revolution and the Industrial Revolution

in Europe. KHCW  History H
-The change in the texture of modern cities will be

analyzed through the major metropolises of Europe and

Ottoman cities such as Istanbul, Izmir, and Thessaloniki.

-Analyze the impact of the developments in Europe

between the XV-XX. centuries on the formation of

today's scientific knowledge.

Note. P = primary school, S = secondary school, H = high school, DHR = Democracy and
human rights, SS = Social studies, ACAW = Are aware of countries around the world,
KHCW = Know the history of countries in the world, FCEW = Follow current events in the
world.

4.6.2. Document Analysis Through Interview Participants’ Perceptions

The interview findings which were presented in section 4.4. were used to check and
review official MoONE documents to understand the extent to which participants'
perceptions of good citizenship and citizenship education align with MoNE policies.
For this, objectives, activities, recommendations, or rationales depicted in documents
were checked against interview findings. When necessary, the codebook derived from

the coding process of interview data was also utilized when some details were needed.

The analysis process consisted of three stages. First, all documents were reviewed
freely without comparison with the checklist and interview results. Second, for each
interview finding, some keywords were searched through MoNE documents to
identify the most related phrases. Finally, the documents were reviewed page by page
for a final check. In order not to make this section lengthy, all relevant phrases were
not presented. However, at least one phrase from the courses with the relevant item/s

was included in the tables. The results were presented as subsections below.

School Practices: In section 4.4.1., it was found that citizenship education started from

family, and parent involvement into in-school citizenship activities was necessary.
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There is MoNE School-Family Association Regulation (2012) in Turkey, and this
document was investigated to check if it was sufficient to increase this involvement.
There is an array of aims of this regulation directly related with school-family
cooperation in cultivating good citizens such as:
1- To cooperate with school administration, teachers, custodians, and families to
raise students in line with the general and special objectives and basic principles
of Turkish national education and national and spiritual values.
2- To contribute to the organization of courses, exams, seminars, music, theater,
sports, arts, trips, kermises, and similar educational activities planned by the school
administration to increase the success of students.
3- Accepting and keeping records of in-kind and cash donations made to the school,

organizing social, cultural activities and campaigns, using conditional donations
in accordance with their purpose. (p. 2)

Among the natural members unions, there are school administrators, teachers, and
parents. It is concluded that the existence of such unions indicates the existence of a
formal mechanism to bridge the gap between parents and schools for citizenship
education. They are for initiating, sustaining and supervising students' citizenship
education processes hand in hand with parents. Thus, official policy documents and
participants' perceptions were found to be at odds with each other. In section 4.4.1., it
had been found that (a) teachers themselves should exhibit exemplary behavior to be
role models in schools, and (b) they should establish positive interactions with students
by being lovable, fair, and compassionate. To investigate those findings, the General
Competencies for Teaching Profession (2017) document was analyzed.

In this document, some competence indicators were found that directly or indirectly
aim at teachers being role models for students such as “she/he accounts for his/her
individual rights and responsibilities as a citizen” (p. 20), “she/he builds relations with
others through empathy and tolerance” (p. 23), “she/he serves as a role model for
students with his/her attitudes and behavior” (p. 23), etc. Therefore, it has been
concluded that role modeling of teachers for their students is aimed as an education
policy for prospective and in-service teachers in Turkey. In addition, some competence
indicators were found that directly or indirectly aim at teachers being fair and
compassionate towards students such as “she/he copes with misbehavior and
undesired situations in the classroom effectively and constructively” (p. 21), “she/he
values every student as a human being and individual” (p. 23), “she/he carries out an

objective and fair assessment and evaluation” (p. 23), etc. Therefore, it was concluded
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that teachers' being fair and compassionate towards their students is aimed as an

education policy for prospective and in-service teachers in Turkey.

Formal Curricular Issues: In section 4.4.2., it was found that schools mainly focus
on testing and rote, including little practice, daily life situations, and creativity. As
discussed in section 2.7.5.2., Turkish education system is mainly knowledge-centered,
just as participants stated. Participants also said that it focuses on testing and rote,
includes little practice, daily life situations, and creativity. When curricula are
examined in terms of pedagogical approaches, it was found that there are differences
between perceptions of participants and aims of curriculum developers. The curricula
recommend taking student differences into account and devalues merely conveying
information. To illustrate, in the curricula, it was noted that “the curricula that will
serve to raise individuals have been prepared in a simple and understandable structure
that takes into account individual differences, aims to gain values and skills, rather
than a structure that only conveys information” (MoNE, 2018d, p. 3). The curricula
also recommend out-of-school practices and in a structure that leads to

implementation. It was expressed that:

Out-of-school practices such as verbal history, local history, museum visits, nature
education, getting to know public and private institutions and organizations should
be given importance in the related learning outcomes, and student-centered
activities planned in advance should be carried out in this direction. (MoNE,
2018d, p. 9)

MoNE also stated that the current curricula include “objectives and/or objective
descriptions that lead to practice as much as possible in order for learning to be
permanent” (MoNE, 2017, p. 11).

In addition, daily life connections to curricula content are supported. It was written
that “for example, both in daily life and in the Life Sciences and Social Studies courses
such as bread waste, recycling, healthy and planned life, tax awareness, social security
rights and obligations issues should be emphasized and examples should be given”
(MoNE, 2018f, p. 15).

Creativity, innovation, and risk taking are also fostered. To illustrate, in one of the
competencies named “taking initiative and entrepreneurship” within the scope of

Turkey Competencies Framework, “/this competency] includes creativity, innovation
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and risk-taking, as well as the ability to plan and project manage to achieve goals”
(MoNE, 2018i, p. 6). Therefore, what the curriculum developers planned, and the

participants' perceptions were found to be different.

Participants observed that tracking/orientation mechanisms are not very common in
Turkish education systems. They noted that it would be better to follow students from
the first stages of their education until high school and place them in appropriate high
schools according to their talents and interests. In Turkey, student achievement in K12
education is based on grades. These grades are used to calculate student achievement
scores. Students are placed in high schools based on these achievement scores and
entrance or talent exams (MoNE, 2020d). Some Anatolian, Anatolian Imam-Hatip,
and Vocational High Schools do not require entrance exams and accept students based
on residence, achievement score, school attendance rate, and school quota (MoNE,
2020f). In fine arts or sports high schools, which admit students through talent exams,
the students’ achievement scores are also considered in elections (MoNE, 2019b). In
this context, in talent/interest-based high schools, it is also important to achieve

success in common compulsory and elective courses at previous levels.

There is no specific talent and interest tracking mechanism yet. There have been some
portfolio projects and plans, but they are not fully integrated to nation-wide decision-
making processes such as e-school databases or regulations, yet (MoNE, 2019c, 2022).
Students’ admission to a school can depend on their own ability, achievement and, to
a certain extent, the recommendations and/or observations of their parents or teachers.
In the lack of a specific, effective, and persuasive tracking mechanism, parents can be
very influential in students’ decisions and plans (Turan & Kayike1, 2019), and may
want to send their children where they want to go, not where the children want to go
(Cosar, 2016). Moreover, regardless of the type of high school students attend, they
must take and be graded in some common and compulsory courses in addition to
school-specific courses (MoNE, 2021c). In this context, the participants' perceptions

match with the current system.

Participants stated that they had little time to devote to citizenship-specific activities
due to the high number of class hours and intensive content. In high school, total
weekly course hours are 30 in primary school, 35 in secondary school, and 40 in high
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school. It is 36 in Imam-Hatip secondary school. According to OECD (2022)’s®
indicators, Turkey’s average teaching hours determined by their formal policy are
below OECD average in all levels such as primary, secondary, and high school
education in 2020, which was their latest data available. Therefore, in terms of course
hours, it was found that participants’ perceptions and current curricular plans were not

the same in this respect.

Participants wanted that (a) there should be more lessons on good citizenship such as
civic knowledge, universal values, national security, non-violence, democracy,
constitution knowledge, animal rights, nature, etc., and (b) some of those courses
should be compulsory. Although it was found that elements exist across curricula
documents covering perceptions of participants as to a good citizen, in terms of
citizenship-specific courses, there is a compulsory "Human Rights, Citizenship and
Democracy" course. However, only 4th grade students in primary school take this
course. The allocated class time is only two hours a week. There is also an elective
Democracy and Human Rights course for grades from 9 to 12 in high school. The
allocated class time for this course is only one hour per week. In addition, the
characteristics discussed at 4.6.1. are related to some elective courses. To illustrate,
the Environment Education and Climate Change course for 61, 7" and 8™ graders can
cover the good citizenship characteristics of environmental sensitivity. The Folk
Culture for 5" 6" 7™ and 8" graders can cover knowledge and loyalty to the
homeland. The Our City course can contribute to “are patriotic and respect different
cultures, beliefs, and lifestyles”. The Thinking Education course can be for problem
solving skills and critical thinking. However, since they are electives, not all students

can access them. Hence, the participants' perceptions match with the current policies.

Teachers requested a dedicated guidance hour for themselves so they could discuss
topics unique to their subject, get to know their students better, provide mentoring
when required, and provide a room for students to discuss concerns related to their
everyday lives, citizenship, and issues at school. When the weekly schedules were
investigated in the perspectives that participants brought, it was seen that there is a

compulsory “Guidance and Career Planning” course for only 8th graders in secondary

23 OECD is the abbreviation of “Organisation for Economic Co-operation and Development”.
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school. The allocated class time is only one hour a week. In addition to guidance
teachers/psychological counselors, classroom teachers in primary schools, section
guidance teachers in secondary schools and classroom guidance teachers in secondary
education institutions are assigned to carry out guidance processes (MoNE, 2020a).
However, this means that teachers can usually guide one class and there are no specific
guiding hours allocated to each teacher so that they can guide all classes that they
teach. Therefore, when combined with the fact that the Guidance and Career Planning
course is not offered in all grades and has limited class hours, it was seen that the
participants' perceptions match with the situations in the current system. In addition,
since sometimes students are reluctant to share some topics in the classroom
environment, some students asked for individual guidance. In such situations, students
can arrange meetings with the guidance teacher/psychological counselor in the school.
But some schools do not have them (MoNE, 2020e). Therefore, participants'
perceptions match the current picture of the system. A teacher also stated that there are
students who also need psychological/psychiatric therapy support. Within the MoNE,
"Guidance and Research Centers" are also active. In addition to acting as a coordinator
in studies relating to the effective and efficient execution of the guidance and
psychological counseling services in the region, they are responsible for, these centers
seek to support the guidance teachers/psychological counselors and schools in the area
(MoNE, 2020e). Such centers can be used when a student needs clinical
psychological/psychiatric support (MoNE, 2020e). Therefore, contrary to participants'

perceptions, some mechanisms are in place in the current system in this respect.

Educational Activities: In section 4.4.3., it has been found that teachers mostly use
lectures/advice in their teaching, and they think that the number of field trips where
they can take students to real places related to some course content should be increased.
This will make such content more immersive and tangible for students. In addition to
increasing the number of field trips, they said that there is a need for financial support
and simplification of procedures. According to the MoNE Regulation on Social
Activities in Educational Institutions (2017), domestic and international trips are
allowed if permissions are officially granted from parents. In addition, it is also
necessary to comply with the provisions of the Framework Agreement on School
Trips, such as accident insurance for students and the selection of vehicles for the trip.

As for travel costs, the regulation does not specify how these costs are to be covered.
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However, it was written that “expenses of students with insufficient means may be
covered by the School-Family Union Regulations” (p. 3). It means that not all students’
expenses were covered by the MoNE. Thus, it is concluded that (a) trips are among
the recommended activities or at least are allowed in policies, (b) there are
documentation procedures, and (c) financial mechanisms are not sufficiently
supportive. All in all, participants’ perceptions match the current policies of the

education system.
4.6.3. Cultivating Democratic Citizen: Review of Formal Documents

To better understand if the MoNE aims to raise personally responsible, participatory,
or justice-oriented citizens, the general and specific aims of course curricula named
Human Rights, Citizenship and Democracy (MoNE, 2018f) and Democracy and
Human Rights (MoNE, 2013) curricula were examined first. The democratic principles
and values at those curricula were human and citizenship rights and freedom, justice,
equality, collaboration, critical thinking based on correct and credible knowledge, law-
abidingness, respect to diversities, and active citizenship. The curricula include tenets
of participatory citizenship, in which citizens participate in individual and collective
efforts for betterment of society by using already established social systems such as
joining non-governmental organizations, organizing campaigns to help the

government, writing to officials, etc.

Other curricular evidence also targeted participatory citizenship. To illustrate,
knowing the functioning of state institutions in their country, are patriotic, knowing
citizenship rights, having information about the state administration system in their
country and respecting different cultures, beliefs, and lifestyles which is necessary to
foster cooperative work for betterment of the society, are what participatory citizens
will know and do. There was not much evidence to think that justice-oriented
citizenship is fostered in policies. Democratic values and rights, and critical thinking
are fostered. They mainly focus on acting consciously and actively as democratic
citizens. However, there is no direct content, objectives or activities emphasizing
questioning and eliminating strategies of some regulations, laws, exercises, or events

which might perpetuate some structures of status quo, which might exist in any society.

As it had been found in section 4.6.1., there are lots of “national citizen” references in

General Competencies in Teacher education document, root values and phrases across
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curricula. It meant that the very first aim of the Turkish Education System was to raise
national citizens loyal to their homeland. Although not as much as nationalism, “global
citizenship” elements were also found. Therefore, when looking at the weighting of
content, aims and objectives in terms of nationality and globality, it was observed that
the weighting of the national ones was higher than the global ones and that what the
participants wanted and what the policies offered are matched.

All in all, examination of documents disseminated by the MoNE indicates that the
MoNE aims to raise participatory citizens who does not content to vote only but work
for betterment of society by attending to or organizing activities such as organizing
campaigns, writing to officials, joining to non-governmental organizations, etc., but
not justice-oriented citizens who would go beyond helping people in need and look
for, think about and eliminate root causes of problems in the society. Even if citizens
think, peaceful direct action such as public opinion-making, boycotts, strikes, and
protests is discouraged. Policies show that for a good citizen it is more preferable to
inform and work with the authorities and wait for change. This behavior is a

participatory citizen behavior.
4.6.4. Summary of Findings on Comparisons

All the characteristics of good citizenship agreed by the participants in the CGCS such
as knowing the functioning of state institutions in their country, knowing citizenship

rights, etc. were found to be present in the policy documents.

Participants think that a good citizen is participatory, and firstly national and then
global. It was found that the weighting of the national elements was higher than the
global elements in policies. Furthermore, there were lots of elements to raise
participatory citizens but there was not much evidence to think that justice-oriented
citizenship is fostered in policies. Hence, what the participants wanted and what the

policies offered are matched.

Interview results revealed that some perceptions of participants were matched with the
current policies, and some were not. A general picture of perception-policy alignments

was depicted at Table 4.40 below.
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Table 4.40

Perceptions and Policies: Consistency Analysis

Perceptions

Policies

Consistent?

Tracking/orientation ~mechanisms
should become available

More lessons for good citizenship
are needed

Teachers need guidance hours for
each of their classes

Students need one-to-one private
guidance

The number of field trips and
financial support for them should be
increased. Document procedures
for them should be decreased.

School-family
needed

cooperation s

Teachers should be role models

Teachers should build positive
interactions with students

Curricula is based on testing and
rote without practice, daily life
connections, and creativity

Curricular load/class hours should
be decreased

Some students can need
mechanisms for clinical
psychological/psychiatric support

There is no mechanism as desired by
the participants

The number and course hours of such
Courses are scarce

There is no mechanism as desired by
the participants

There are guidance
teachers/psychological counselors in
some schools. However, not every
school has them

According to the Regulation on Social
Activities in Educational Institutions,
trips are not a must activity. There is
too much bureaucracy. Financial

mechanisms are not supportive
enough.
There is  the  School-Family

Union Regulation

There is the General Competencies for
Teaching Profession Regulation

There is the General Competencies for
Teaching Profession Regulation

The curriculum documents emphasize
practice, links with everyday life and
creativity. They also discourage a dull
transmission of knowledge

Turkey’s average teaching hours is
below OECD average

There are Guidance and Research
Centers

Yes

Yes

Yes

Yes

Yes

No

No

No

No

No

No

Table 4.40 indicated that participants’ perceptions and current situations in policies

matched in five out of 11 findings. Among participants’ perceptions, sound

tracking/orientation mechanisms, numerous citizenship related courses, individual

guidance hours for each teacher, one-to-one private guidance for students, and

numerous/easily accessible field trips were not found in policy documents. However,

on the contrary to participants’ perceptions, there are regulations for school-family

cooperation, teachers’ being role models and building positive interactions with

students, practices/daily life connections/creativity in curriculum, non-intensive class

hours, and support for clinical psychological/psychiatric support.
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In summary, combined with Figure 2.2 and Figure 4.23 above, results revealed the
following overarching Figure 4.24. lItalicized elements are those requested by

participants and already exist in existing policies.
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4.7. Exploring a Curriculum for Good Citizenship

The current policies are based on Turkish Islamic synthesis, which is Sunni Islam-
based, and prioritize citizenship over patriotic obligations to the state. However, recent
literature on education for democratic citizenship has shown that this type of education
should involve less rote learning and more active learning, critical thinking, political
literacy, and conflict-resolution skills, as well as more active participation in civic
practices such as voting or volunteering on school or local issues, and a greater
emphasis on tolerance, global involvement, and respect for democracy and human
rights. While Turkish policies have started to incorporate global, multicultural, and
democratic elements, they are still a work in progress. These ideas were taken into

account when suggesting school practices.

The school practices, based on the findings from participants, include the following

features in addition to or as an alternative to some aspects of the current curriculum:
1. Tracking and orientation mechanisms are ensured.
2. The number of compulsory citizenship-related courses is increased.
3. Teachers are designated time for group guidance for each of their classes.
4. Students have opportunities for one-on-one private guidance.
5. Students have access to clinical psychological/psychiatric support as needed.
6. Field trips are easily accessible and financially supported by the MoNE.
7. There is strong cooperation between schools and families.

8. Teachers are supported to be role models of good citizenship and to build

positive relationships with students.

9. The curriculum is considerably based on practical, real-life situations and

creativity.

Some of these nine features are already present in existing policies, as shown in Table
4.40. However, it was also found that despite their presence, participants perceived
them as absent or not present enough. A closer look should be taken at their current
effectiveness on the field. In addition, it was found in section 4.6.1. that good

citizenship characteristics agreed by participants also exist in the current policies. In
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addition, some of them already contribute to education for democratic citizenship.
They were combined in related sections. With all findings and analyzes so far, the final
suggested school practices presented in two sections: revisions to the current

curriculum and incorporating progressive elements.

This research aims to offer a perspective on school practices that could be more
effective in cultivating good citizens. The suggested school practices presented in the
following sections were derived from teachers' and students' perceptions of good
citizenship/citizenship education, existing movements and directions in academic
fields derived from the literature, and the researcher's own perspectives, which
emerged from his previous academic studies and work experiences in an education-
related public institution. The suggestions made in this study may not necessarily
provide all of the answers. In some cases, additional field research was suggested to
address areas outside the scope of the research questions, and the possible results were

incorporated into the suggestions.
4.7.1. Revisions to the Current Curriculum

Existing courses continue to be taught. However, although teaching hours in Turkey
are below the OECD average, respondents complain that the school curriculum is too
busy to focus on citizenship development. To remember, T3 had said that “...because
we have the problem of catching up with the curriculum, ... so actually, if the intensity
of the lessons could be reduced a little more.... I might be able to have a little more ...
free time, maybe, to cover extracurricular citizenship issues.... T12 had pointed out
that “...write-study-take the exam. There is not much in terms of transferring it to
life. ...Constructivist in theory, not in practice. It is not possible because it is not
possible with this course load.”. The discrepancy between OECD statistics and
perceptions of participants might be because (a) course content is intensive for the
course hours allocated (one teacher particularly mentioned about that) which make
teachers unable to focus on citizenship development, and (b) because of national
exams, students received extra courses out of school which make them have little time

for citizenship development.

As a suggested school practice, all existing courses are reexamined and the most core
content are retained with informed decisions by curriculum experts, and with the help

of current trends and the relevant literature. In addition, large-scale research is
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conducted to find detailed answers to why teachers and students find the current
curriculum too busy for citizenship education, and the necessary additional
improvements are included. Once the curricula have been simplified in terms of
content and scope, good citizenship education is supported by cross-curricular
connections by making links to good citizenship in appropriate places in each subject
(e.g., in mathematics or chemistry). This method helps to experience the knowledge
learned in citizenship-specific lessons in different contexts. There is an increase in the
quantity and diversity of extracurricular activities promoting good citizenship. These
activities included tasks similar to citizenship education activities in Japan like
cleaning and lunch service, active participation in club activities, and the organization

of special events within the school (Mccullough, 2008).

The content of other elective courses related to the citizenship characteristics described
in section 4.6.1 are revisited firstly for succinctness and secondly to ensure that they
cover those characteristics. Some examples of these courses are Museum Education or
Environmental Education and Climate Change. If a student requests not only these but
also other elective courses, the course is offered. If there are at least 10 students who
request the class, it is taught face to face. If there are less than 10 students, the class is
taught online through a distance live classroom or through individual learning with an
online system. Figure 4.24 reveals that the values included in the existing curriculum
capture participants’ perceptions of the values that a good citizen should possess.
Therefore, these values continue to be targeted. The figure also reveals that the
competencies included in the existing curriculum capture participants’ perceptions of
the competencies that a good citizen should possess. Therefore, these competencies

continue to be targeted as well.

In the interviews, participants were asked which activities they were doing and which
activities they would like to do for citizenship education. All those activities continue
to be implemented. However, as a suggested school practice, there are a greater
number and variety of field trips which have fluent documentation processes. Financial
support is also provided to make it easy for all schools to implement these field trips.
Field trips are carefully monitored, and financial and procedural support is provided
to schools as needed, particularly in socio-economically disadvantaged schools where

implementation may be more challenging.
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Another suggested school practice is tracking and orientation. To remember again, T5
had said that “...where a child is useful has a big impact on which child becomes a
good citizen. Because happy people, right? When they can realize themselves in that
country, maybe they will be a better citizen.”. T11 had added that “...I think children
should be divided into departments starting from the 9" grade, numerical, verbal,
vocational high school sub-sections. There is a decrease in desire and correct behavior
because children are in the wrong/unwanted/incompatible school.”. S28 had said that
“...it would be better if they moved the section selection thing (numerical - verbal)
back a bit [earlier]...”. Specifically, students continue to take required and common
courses until the end of secondary school. They also can take elective courses. These
periods are seen as opportunities for students to expand their general knowledge and
identify their interests and talents. Although grades are shown to students as "Pass-
Fail," the numerical equivalents are recorded in a central portfolio system and students'
performance is monitored. This information is combined with teacher feedback and
categorized (e.g., science, social, art, sports, etc.) to create a predisposition map for
each student. Based on the predisposition map and communication with families and
students, students are placed in the high schools that are deemed most appropriate for
them. The placement process involves either a non-exam or a customized exam,
depending on the quota and the type of school. Additionally, the secondary school
achievement score (which is currently based on grades from grades 5 through 8) is not
taken into consideration or only the scores of courses related to the planned school are
considered. The number of required and common courses in high school is reduced,
and specialized courses related to the type of school are emphasized. Required and
common courses, and elective courses are evaluated as "Pass-Fail" and do not have
numerical equivalents. Another suggested school practice is to increase the number
and diversity of specialized high schools. In the current system, there are Anatolian
High Schools, Science High Schools, Social Sciences High Schools, Fine Arts High
Schools, and Sports High Schools. The suggested system directs students to these
schools and to other types of high schools identified and established through a
nationwide interest/ability analysis based on the central portfolio system and world
trend analyses, resulting in more motivated and suitable students being placed in these
schools. According to the findings from participants, this leads to the cultivation of

more effective and better citizens.
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In the other suggested school practice, depending on the number of different teachers
teaching a class, one or two hours of guidance lessons is provided per week. On a
rotating basis, one teacher can take turns each week to conduct their group guidance
activities as, for example, S1 in the interview had outlined about the importance of
decreasing formal gap between teachers and students: “with some teachers, you know,
you adopt them like this, not in class. ... They become like your brother, your
sister...Not only in classes, but also outside, you know, with teachers, sometimes you
adopt them like that. You want to take them as an example”. To make the guidance
effective, it is ensured that there is close communication with guidance teachers in the
school and in-service training for them to avoid unintentional uncollaborative attitudes
during guidance hours. The focus on conciseness in the curriculum, as discussed in
section 4.7.1, helps this arrangement to be feasible. For individual guidance, each
school has a guidance teacher or psychological counselor who can address individual
student needs. When necessary, the guidance teacher or psychological counselor can
seek help from the Guidance and Research Centers for clinical
psychological/psychiatric support. While existing policies already include some
individual guidance or clinical psychological/psychiatric support mechanisms, this
study suggests additional regulations based on field research on how to increase the
effectiveness of these mechanisms on the field. While current policies already include
some individual guidance or clinical psychological/psychiatric support mechanisms,
this research includes additional adjustments based on field research on how to
increase the effectiveness of these mechanisms in the field. This field research aims to
improve coordination among subject teachers' individual guidance processes, guidance
teachers/psychological counselors in the schools, the Guidance and Research Centers,

and families.

The current policies have aims and regulations for (a) school-family cooperation, (b)
teacher competencies of being role models to their students and having positive
interactions toward their students, and (c) hands-on curriculum with daily life
examples and creativity. Their availability was already presented in section 4.6.2.
However, despite their availability in the current policies, participants noted that they
need them in education processes for good citizenship. This mismatch was already
depicted in Table 4.40. For example, for the need of school-family cooperation, T9 in

the interviews had said that “if we can involve parents in education a little bit better...
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An educational event can be an activity, it can be a school activity. The school,
students, teachers, and parents get together. ... The value of the teacher in the eyes of
the parents also increases”. T1 also said that “...at the primary school level, the student,
the parent, the teacher...in cooperation, the child’s...potential, the child’s skills...does
the child have social intelligence, numerical intelligence, or manual dexterity?
Discovering these, ..., guiding the child. But unfortunately. Family, parent, teacher,
student...in communication”. This outcome indicates that there might be a gap between

intended and actual implementation of targeted strategies and plans.

The suggested school practices include improving cooperation between schools and
parents. To do this, there is a comprehensive review of the current effectiveness of
school-parent cooperation, including field research to identify common barriers that
prevent parents from engaging with the school. These barriers may include lack of
time or interest on the part of parents. They also include in-service training for teachers
on healthy communication with parents, anger management, and school-family
cooperation methods and activities. They include information and orientation for
teachers about the sociocultural and family structures of the regions where they work.
It is also important for teachers to be role models of good citizenship and to establish
positive, fair, and constructive communication with their students. To address any
issues in these areas, it includes field research to identify potential problems and
incorporates solutions based on this research. In addition, they include hands-on in-
service training on social constructivism and humanistic education and teaching
methods to help teachers effectively implement these approaches. The current
curriculum in Turkey is designed based on constructivist principles and has been
implemented starting from the 2005-2006 academic year (MoNE, 2011). The focus on
conciseness and the reduction of course loads allow for more room for hands-on
activities. Teachers are provided with support, in-service training, and materials such
as laboratories to effectively implement constructivist/hands-on activities in the

classroom. Field trips, as discussed in section 4.6.2, also support this process.
4.7.2. Incorporating Progressive Elements

Cultivating participatory and justice-oriented citizens is among the suggested school
practices. Therefore, school environments are made suitable for cultivating such
citizens. The suggestions provided were twofold: democratic environments, and
religion and morality.
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4.7.2.1. Democratic Environments. The Human Rights, Citizenship and Democracy
course, which is currently only required in the 4" grade of primary school, is now
required from the 4" to the 8" grade. The Democracy and Human Rights course, which
is an elective at all levels of high school, is now a compulsory course. The curriculum
includes more academically rigorous content related to students obtaining information
about state authorities, making suggestions, demanding better services, monitoring the
work of authorities, and participating in management and decision-making processes
(SADC, 2009). The curriculum also includes content and activities on non-
governmental organizations, voting, civil rights, laws, and judicial systems. Particular
emphasis is placed on civil rights as well as duties. In addition, the content covered in
these courses is updated and made more relevant, and class activities are designed to
be more hands-on and promote a democratic classroom atmosphere. Finally, the
number of class hours for these courses are adjusted to reflect these updates. Another
suggested school practice includes reactivating the project Democracy Education and
School Councils, which was previously implemented by the MoNE from 2004 until
2019 but was discontinued when the PGNAT stopped participating. It aims to make
the school councils project more sustainable by collaborating with universities and
organizing field trips to the Grand National Assembly of Turkey (GNAT) for students
to have hands-on learning experience. The curriculum also develops democratic skills
such as reasoned argumentation and conciliatory conflict resolution, as well as
attitudes and values such as nonviolence, tolerance, and courtesy through activities
such as classroom debates, school councils, field trips, and volunteering. The
curriculum educates both participatory and justice-oriented minded citizens on how to
act and what to know, while placing a strong emphasis on nonviolence as a means of
ensuring that all forms of political participation are productive and aimed at benefiting
the common good. Consequently, the suggested democratic environment in the
curriculum essentially includes KSAVs and activities presented in Table 4.41.

Table 4.41

Elements of Democratic Environment in the Suggested Curriculum

Knowledge Skills Attitudes/Values Activities

Human, political, Effective Tolerance and Individual and group

economic, and social negotiation respect to diversities classroom debates

rights Reasoned Empathy Collaborative
argumentation Courtesy inquiries
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Citizenship rights and Conciliatory Considering Involving in

responsibilities conflict common good determining school
Democratic  principles resolution Nonviolence and classroom rules
and processes Collaboration School councils

The constitution and Problem solving Volunteering
law-making procedures  Critical thinking activities in  the
Government and community
institutions  of  the Field trips

country Real life role playing

Democratic ways to
communicate with and
monitor authorities
World problems and
environmental
sustainability

Different cultures in the
country and the world
Social inequalities

Teachers and school administrators receive in-service training to support the
implementation of activities listed in Table 4.41, help students acquire necessary
KSAVs, and effectively assess and evaluate student progress. These trainings are
supported by new school management policies that provide details and guidelines for
implementing democratic school processes consistently across all schools.

4.7.2.2. Religion and Morality. Table 4.4 shows that teachers and students do not see
a strong connection between being a good citizen and Islam or religion in general.
However, being religious is still considered important in Turkey, as reported in 2.7.5.1.
The religion courses taught in the current curriculum, however, may not promote a

democratic and multicultural citizenship because they focus mainly on Sunni Islam.

This study suggests that religion classes are elective and available for different faiths.
If one student at a school requests a religion course, the course is offered. If there are
at least 10 students who request the class, it is taught face to face. If there are less than
10 students, the class is taught online through a distance live classroom or through
individual learning with an online system. The assessment for these classes follows
the mechanism described in section 4.7.1. In addition, a compulsory course named
Universal Ethics and Moral Awareness is suggested. This course introduces students
to different beliefs in general, without interpretation, and provides them with KSAVs
on universal morality. Notably, T10 had stated that:

Being a good citizen...should not be reduced to a religious belief system...There

should not be a question of whether it is a sin to cross a red light. Can you go
through a red light? It should be a question of right or wrong. It is wrong...Yes,
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maybe as a Muslim | can think that what is wrong is also a sin. This is a normal
thing...But there should be a common language when explaining, understanding,
and talking. Because that path is common...If it is common, we should have common
concepts...Then | think something will happen (T10).

The main goal of this course is not to teach a specific religion, but to encourage a broad
understanding of different faiths, tolerance, dialogue, and universal moral principles
such as non-violence and honesty. In this way, this course strengthens the elective

religion courses.
4.7.3. Summary of Findings on the Suggested Curriculum

The current school curriculum in Turkey has been noted as being busy and not
providing enough focus on citizenship development. To remedy this, this study
suggested a review of existing courses with the retention of core content and the
incorporation of informed decisions made by curriculum experts and relevant
literature. The content of elective courses related to citizenship characteristics that
emerged from the CGCS results was also revisited for succinctness and to ensure full

coverage of those characteristics.

A greater number and variety of field trips were also suggested, as well as mechanisms
for tracking and orientation to help students identify their interests and talents. Teacher
training and support were emphasized as key to the successful implementation of
citizenship education. Effective school-family cooperation was suggested. The
importance of teacher competencies, including being role models for students and
having positive interactions with them were also emphasized. The curriculum was
designed to be hands-on, using daily life examples, and encouraging creativity. It
targeted the values and competencies that participants believe are important for good

citizenship and aimed to put course content in order.

A greater emphasis on human rights and democracy education was suggested. The
Human Rights, Citizenship and Democracy course, previously only required in 4%
grade primary school, was made compulsory from 4" to 81 grade. The Democracy and
Human Rights course, previously an elective in high school, was made a compulsory
course now. The curriculum included more academically rigorous content on topics
such as state authorities, non-governmental organizations, voting, civil rights, laws,
and judicial systems, with a focus on both rights and duties. Class activities were

designed to be more hands-on and promoted a democratic classroom atmosphere. The
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curriculum included the reintroduction of the Democracy Education and School
Councils project, which aims to provide students with hands-on learning experiences
through field trips to the GNAT and collaboration with universities. The curriculum
also focused on developing democratic skills and attitudes through activities such as
debates and volunteering. Teachers and school administrators received in-service
training to support the implementation of these activities and to effectively assess and
evaluate student progress. New school management policies provided guidelines for

consistently implementing democratic processes in all schools.

Elective religion courses available for different faiths were suggested. If a student at a
school expresses interest in a religion course, it is provided. If there are enough
students interested in the class, it is taught in a traditional, in-person setting.
Alternatively, if there are fewer than 10 students interested, the class is offered through
distance learning methods such as live online classroom or an individualized, online
system. Additionally, the curriculum included a compulsory course named Universal
Ethics and Moral Awareness, which aims to provide students with universal moral
principles such as non-violence and honesty. This course was designed to encourage
tolerance, dialogue, and a broad understanding of different faith traditions, rather than
to teach a particular religion. It was intended to support and enhance elective religion

courses while fostering a democratic and multicultural citizenship.

In summary, the suggested school practices aim to address concerns about the current
curriculum's focus on citizenship development through a review of existing lessons,
the inclusion of informed decisions and relevant literature, and the inclusion of
experiential learning opportunities. Teacher training and support as well as monitoring
and guidance mechanisms were also emphasized. A greater emphasis on human rights,
citizenship, and democracy education, as well as elective religion courses and a
compulsory course on Universal Ethics and Moral Awareness were suggested. The
overall aim was to target the values and competencies believed to be important for

good citizenship and to promote a democratic and multicultural citizenship.
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CHAPTER 5

DISCUSSIONS, CONCLUSIONS, AND IMPLICATIONS

The purposes of this research are (1) to study perceptions of teachers and students
about knowledge, skills, attitudes and values (KSAVSs) that should be developed for
cultivating “good citizens”, (2) to examine teachers' and students' perceptions on how
Turkey Ministry of National Education (MoNE) educational policies for good
citizenship can be improved, (3) to identify differences between teachers’ and
students’ perceptions and formal citizenship education policies, and (4) to suggest
school practices that reflect the characteristics of good citizenship that teachers and
students agree on, address the challenges teachers and students face in implementing
citizenship education in Turkey, and incorporate current scholarly and practical
orientations in citizenship education. The data was collected through (a) the CGCS
with 1174 teachers and 3061 students, (b) the interviews with 14 teachers and 28
students, and (c) 14 curriculum documents and seven policy documents. In this section,
the main findings of this study were discussed with previous literature conducted with
teachers, students, curriculum makers or parents involved in compulsory primary

education (grades 1 to 12) in Turkey.
5.1. Balance of National and Intranational Citizenship Education

Citizenship education, which used to focus predominantly on national citizenship, is
increasingly including more global/multicultural content both in Turkey and around
the world. In Turkey, there is still an emphasis on national citizenship characteristics
and an understanding that it is not important for students who have not internalized
them to have global citizenship characteristics. These findings are discussed below
with reference to the relevant literature.

According to the results in section 4.1.6., it was found that teachers and students
regarded global knowledge and awareness not as important as national knowledge.

CGCS items related to this finding were "are aware of the cultures of countries around
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the world, know the history of countries in the world, follow current events in the
world, and know at least one foreign language well. The fact that the participants
prioritize national knowledge does not mean that they ignore world issues in
citizenship education. According to the interview results, this result may be because
teachers and students prioritize national issues (culture, language, functioning of state
institutions, history, etc.) and knowledge about the outside world is the second step
after internalization of national issues as a good citizen. Another evidence of the
understanding of national first, then global citizenship is that they are in favor of
tolerance and empathy towards differences and are willing to take part in preventing
and finding solutions to problems that concern the whole world (hunger, poverty,
earthquakes, terrorist attacks, etc.). Students were more supportive than teachers of a
citizen being aware of different ethnic/cultural groups/ideologies, celebrating diversity
and ensuring gender equality. The characteristics of tolerance and empathy are not
only necessary for a good national citizenship but also for a good global multicultural
citizenship (Blum, 2014; Nicotra & Patel, 2016; Woolf, 2010).

The participants' prioritization of national emphasis in citizenship education by
integrating it with global/multicultural citizenship elements is in line with previous
research in which a mixture of national and global/multicultural elements was
identified by emphasizing national issues in citizenship education in the eyes of
teachers, students and curriculum makers in Turkey. The literature indicates that
despite the topic of global citizenship education is being researched more intensively
in the literature towards the 2000s, and textbooks (including Turkey) are exposing
students to more and more different cultures (Karaca & Akbaba, 2021; S. Lee, 2020)
[possibly because Turkey's educational policies were influenced by the
Europeanization process of the early 2000s (Carlson & Kanci, 2017)], the citizenship
education in Turkey has predominantly nationalist elements with less
global/multicultural elements (Carlson & Kanci, 2017; Giinel & Pehlivan, 2015;
Karakus & Kuyubasioglu, 2017; Kurtdas & Ulukaya Oteles, 2021). Still, some
students felt that the inclusion of concepts related to global citizenship in their lessons
would help them to understand other cultures and be aware of global issues (Aydin et
al., 2019), and some teachers supported global citizenship education in social studies
classes provided that national values are preserved (Akhan & Kaymak, 2021). Keating

(2016) also observed that while contemporary policies may no longer focus on
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cultivating a sense of national identity among children and young people in the same
way they used to, promoting national identity is still seen as an important part of
citizenship education. For her, patriotism and national identity have been re-evaluated
and redefined in a global context, and these concepts are now often seen as more
inclusive than they were in the past. She also argued that the skills being promoted are
valuable in the current global economy and that fostering them can also help boost the
national economy. Arslan (2016) and Karakus and Kuyubasioglu (2017) also reported
that the curricula after 2005 include transition to multicultural education and although
it is not based particularly on multicultural education policies, it reflects some basic
features of multicultural education. However, Gunel and Pehlivan (2015) also revealed
that the 8th grade Citizenship and Democracy Education textbook superficially focuses
on discrimination and prejudice based primarily on race, gender, and disability among

the global education themes.

That mixture of national and global/multicultural elements with more emphasis on
nationalism found both in this research and in the literature are coherent with the
historical development of citizenship education in Turkey depicted in section 2.7. With
the foundation of the Republic of Turkey, the nationalist and centralist notions were
put into practice firmly. It continued with the Turkish-Islamic synthesis movements
after 1970. With the 21st century, the concepts of liberalism, globalization and cultural
pluralism have started to take more place in the Turkish education system, as they have
all over the world (Arslan, 2016). The impact of this pathway seems to be still present
in the work of policy makers and in the perceptions of teachers and students in Turkey:
(@) there are some elements of global citizenship and multiculturalism in the
curriculum; and (b) Turkish teachers and students do not reject the inclusion of global
citizenship and multicultural education but want to prioritize national citizenship

characteristics.
5.2. Education for Democratic Citizenship

According to the results, teachers and students think that a good citizen is participatory.

It was found that current Turkish policies also aim to raise mainly participatory

citizens. Mere participation is not enough for democratic citizenship as Hingels et al.

(2009) argued that examples such as Nazi Germany or Communist Europe

demonstrate that mass participation does not necessarily lead to democratic or positive

outcomes, and that participation should be paired with democratic values, mutual
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respect, and human rights to be beneficial. They continued that participatory
citizenship involves a range of activities including political action, democracy, and

involvement in civil society and community support.

The relevant research indicated some issues in Turkish schools about cultivating
democratic citizens such as focusing on roles and responsibilities more than rights,
equality, and freedom (Akin et al., 2017), and lack in democratic school atmospheres
in schools (Akin et al., 2017; Ersoy, 2014; Gen¢ & Celik, 2018; Ulger, 2013).
Remarkably, Ulger (2013) found that social studies teachers need for in-service
training on citizenship education, and that the school environment should be assessed
with respect to human rights, democracy, and democratic citizenship, and that the
Democracy Education and School Councils Project, which is not currently in action in
Turkey, has made a significant contribution to democratic citizenship education. Ersoy
(2014) reported that most of the primary school classroom and social studies teachers
in her study did not have a perception of active citizenship, that the Social Studies
course tended to focus more on theory and exams and lacked practical applications,
and that primary school students' perceptions of task-based and passive citizenship did
not show any change at the beginning and end of the course. In her other work, Ersoy
(2012) observed the dysfunctionality of environments in which students can exercise
children’s rights such as school councils, student clubs and social activities. Social
sciences teachers in First and Durdukoca (2019)’s study also wanted democratic skills
and values such as critical thinking, tolerance, and empathy to be included in the
curriculum. For this purpose, as discussed in 4.7.2., in addition to making democracy-
related courses compulsory, it would be useful to examine these courses in terms of
their suitability for active participatory citizenship and to update them where
necessary. In addition, it would be useful to organize the school environment and make

it function in a way that allows students to practice democracy.
5.3. Perceived Good Citizen Differences by Gender, Experience, etc.

According to the results in section 4.2.2., it was found that teachers’ perceptions as to
characteristics of a good citizen is not dependent on gender, experience, or subject.
Research in this dimension and at the high school level is scant, yet. In her study with
secondary school social sciences teachers in Turkey, Firat Durdukoca (2019) also
discovered that gender had no significant influence on their attitudes of values

education. However, Leenders et al. (2008) found that there was a significant
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relationship between the subject a secondary school teacher in Netherlands taught and
their emphasis on certain citizenship characteristics, with economics teachers
prioritizing obedience and self-discipline, Dutch language and literature and art
teachers prioritizing social commitment and respect for others, and civics teachers
valuing critical thinking and autonomy. Yet, research is still insufficient to draw

saturated conclusions.

It was found that high school students’ perceptions as to characteristics of a good
citizen is not dependent on school type, and parent education level. Research in this
dimension and at the high school level is also scant. However, in studies with 8th
graders, Durualp and Dogan (2018) found that students whose mothers and fathers had
higher levels of education had higher perceptions of democratic citizenship than
students whose mothers and fathers had lower levels of education. Kaldirim (2005)
revealed that students understand the concept of democracy better as the education
level of their parents increases. In the case of primary school students, Ocal (2011)
found that as the educational level of parents increased, there was a positive increase
in primary school students' attitudes towards finding citizenship rights important for
themselves. As a result, unlike the high school students in this study, it was found that
there was a positive relationship between the parent education level and the attitudes
and competencies of the primary and secondary school students, especially regarding
democratic citizenship. It might be since the education that high school students
continue to receive, their circle of friends and their use of the internet have led to a

consensus on good citizenship characteristics over time.
5.4. Cooperation, Role Modelling, and Positive Interactions

Among the key elements that this study presents to raise good citizens, “school-family
cooperation”, “teachers being role models for their students” and “positive
communication with them” were discussed below with reference to the relevant

literature.

According to formal MoNE documents in section 3.3.3., it was found that there is an
official school-family cooperation mechanism in Turkey. Likewise, Ugurlu (2011)
compared citizenship education practices in European Union countries and Turkey at
the school, family, and student levels in his study, arguing that Turkey is on par with

European countries in terms of legal regulations, including school-family cooperation.
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However, despite the fact that there are some mechanisms, participants still pointed
out the need for parent-school cooperation. There are similar findings in the literature.
The research done with parents, school administrators, teachers, and students in
Turkey indicates that teachers and parents must work together more effectively to
develop some elements of good citizenship in students such as the sensitivity towards
cultural diversity, values education, children rights, etc. (Celikkaya & Filoglu, 2014;
Demirezen, Altikula, & Akhan, 2013; Dere, Kizilay, & Alkaya, 2017; Geng & Celik,
2018; Kurum, 2018). In a way that demonstrates the importance of school-family
cooperation, social studies teachers in Firat and Durdukoca's (2019) study stated that
the least adopted value in all grades was responsibility, which is not generally
emphasized in some families and therefore not understood by children at school.
Ersoy's research (2012) revealed that most parents in lower and middle socioeconomic
levels were unable to facilitate the exercise of their children's rights at home. On the
other hand, the study found that classroom teachers who teach Life Science and Social
Studies courses and Social Studies subject teachers were knowledgeable about
children's rights. When there is strong cooperation between teachers and parents in a
school, they work together and have a shared understanding and approach towards
these rights.

“Schools, like parents, teach as much by what they do as by what they say” (Schimmel,
2003, p. 17). In that sense, an informal curriculum is as important as a formal
curriculum for good citizenship. This dissertation’s two main findings named teachers’
being role models and positive teacher-student interactions are two constructive
informal curriculum elements that can positively shape students in cultivating as good
citizens. The result that teachers themselves need to exhibit exemplary behavior to
influence students to be good citizens is consistent with previous research (Celikkaya
& Filoglu, 2014; Dere et al., 2017; Karasu-Aveci et al., 2020; Keating, 2016), and some
teachers already behave as role models (Celikkaya & Filoglu, 2014; Firat Durdukoca,
2019; Memisoglu, 2014; Sezer, 2021). Behaving as role models is an important
informal curriculum element add-on to formal curriculum. Geng and Celik (2018) also
pointed out that it is more essential for permanent learning that teachers, who have a
higher status than students, are role models who do not throw garbage on the ground
instead of telling students “Don't litter!”. Likewise, the finding that teachers should

establish positive interactions with students by being lovable, fair, and compassionate
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is coherent with previous research. Research suggested that although some teachers
already adopt the methods of valuing students, respecting their personalities, treating
them equally, impartially, and empathetically while providing values education (Sezer,
2021), the most serious problem is teachers’ not treating students equally and yells at
them (Kalayci, 2005), teachers should be sincere and hearty instead of being strict
(Osmanoglu & Yasa, 2018), and they are responsible to be fair towards students (Dere
et al., 2017). Thornberg (2009) also found that showing students the wrongness of
something through top-down rules, such as rewards, punishments, sanctions, threats,
etc., helps to raise docile citizens obliged to obey the rules decided by others and whose
democratic  skills have not developed. They become ‘“nonquestioning,
nonparticipating, cynical citizens in their classrooms, schools, and community”

(Schimmel, 2003, p.17).

The elements of school-family cooperation, teachers being role models for their
students and having positive communication with them are interrelated, and for good
citizenship education all three need to be present in the learning environment and in
harmony with each other. For example, teachers who do not communicate well with
their students will not be taken as role models by their students, or poor school-family
communication can make teachers devalued in the eyes of parents or may lead to
incompatibility in the discourse and attitudes of parents and teachers as role models.
Examples can be multiplied much more. The fact that most of these studies discussed
in this part are relatively recent suggests that the actual impact on the field of existing
school-family cooperation mechanisms and teacher competencies planned through
policies in Turkey needs to be examined more closely, and barriers should be

eliminated for their effective implementation.
5.5. Curricular Content and Activities

In Turkey, the curriculum may be considered too intense due to the amount of material
that needs to be covered in a limited amount of lesson time. This, along with high-
stakes exams, may result in a lack of time for practical activities and citizenship-related
activities. The findings related to the intensity, hands-on curriculum and citizenship

lessons are discussed below.

According to the results in section 4.4.2., participants wanted to reduce the intensity

of lessons to allow more time and opportunity for citizenship activities. The research
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done with school administrators, teachers, and students about curriculum in Turkey
yielded similar results indicating that some students are bored with the intense tempo
(Ozeng, Ozcan, Gucli, & Keser Gliney, 2016), teachers had difficulties in delivering
curriculum effectively due to their intensity (Aslamaci, 2017; Celikkaya &
Kiirtimliioglu, 2018; Giil & Mavis Sevim, 2021), some texts in the textbooks are too
long and the exercises are too demanding (Erdem & Topbas, 2017), and curricula
should be simplified (Ep¢agan, 2014; Osmanoglu & Yasa, 2018; Se¢kin Kapucu,
2016). Ulger (2013) collected data from primary school social studies teachers in
Turkey and found that teachers felt that there was not enough time to teach the
intermediate disciplinary objectives in human rights and citizenship education. Sel
(2021)’s meta synthesis also revealed that insufficient duration of classes, and the
pressure created by the examination system were among the inadequacies in
citizenship education in Turkey. In addition, Piedade et al. (2020)’s study with high
school students and teachers also revealed that the breadth and time constraints of the
History and EFL curricula in Portugal leave no room for educational practices that
encourage in-depth discussion and debate in the classroom, which are necessary for
democratic citizenship education. Some teachers avoid in-class discussions out of
concern that they will not have enough time to cover the required curriculum if they
allow discussion, and because of the pressure to prepare students for final exams due
to rigid assessment systems based on memorization and reproduction of curriculum

content.

Participants pointed to a more experiential curriculum with hands-on activities, field
trips, connections to everyday life, and creativity for cultivating good citizens. That
result is coherent with previous studies. To illustrate, one teacher in Geng and Celik
(2018)’s study expressed that “... by involving students in the work and having them
actively involved, they can be provided with more useful education in this process.
Because if you tell them, they may learn, but if you make them practice, they will never
forget (p. 134)”. In classrooms where teacher-centered instructional strategies were
used, students were treated as passive receivers of information and had limited
opportunities to develop active citizenship (Akin et al., 2017). Although some teachers

are in favor of constructivist?* change in curricula in Turkey after 2005 (Akengin,

24 The teaching and learning process, according to constructivism, should be linked to the practical real
world, such that the classroom is constructed and formed in such a manner that teachers and students
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2008; Karaman & Karaman, 2016), previous studies suggest that there are also some
problems in reflecting activities appropriate to the constructivist approach in the
classroom environment such as lack of practical activities such as field trips,
symposiums, theaters, etc. (Aslan Efe, Efe, & Ycel, 2012; Bayburtlu, 2020; Benek &
Dogan, 2016; Berkant & Arslan, 2015; Gegit, 2009; Seckin Kapucu, 2016; Ulger,
2013) or projects (Berkant & Arslan, 2015; Gegit, 2009; Ulger, 2013), high-stakes
exams and unfamiliarity of teachers and students to constructivist teaching/learning
which may result in some teachers’ sticking to the traditional/behavioral approaches
and teacher-centered instruction (Akengin, 2008; Erdem & Topbas, 2017; Ersoy,
2014; icen, Tuncel, & Ozay, 2018). This may be due to the lack of in-service training
that enables teachers to revisit the basic principles of constructivism and the lack of
expert support they can receive when they encounter problems on the field (Feyzioglu,
2014). Other reasons include the lack of materials and laboratories in some schools,
crowded classrooms, and intensive curricula (Feyzioglu, 2014; Karaman & Karaman,
2016; Sel, 2021), and financial and/or official permission issues of field trips (Benek
& Dogan, 2016; Metin Goksu, 2021).

Especially when it comes to field trips, they are one of the activities that deepen
students' citizenship experiences, develop their cultural capacities, provide them with
different perspectives, and contribute to their democratic citizenship understanding. In
Ulger (2008)’s study, social studies teachers think that schools should be encouraged
to participate in out-of-school social activities such as symposiums, excursions,
theater, cinema, etc. and legal procedures should be facilitated. It should be noted that
efforts should be made to implement field trips in all schools, as they may be more
difficult to implement in some socio-economically disadvantaged schools. In B.
Hoskins et al. (2021)'s study, it was found that schools with a higher proportion of
socio-economically advantaged 8th or 9th grade students in Sweden, Denmark,
Finland, and Norway tended to provide more civic learning opportunities and an open
classroom climate. For a similar case in Turkey, Durualp and Dogan (2018)
determined that eighth-grade students in schools with financially lower socioeconomic
levels were lower in terms of their capabilities (in terms of financial, rights and

opportunities) related to democratic citizenship.

may actively exchange their knowledge and experiences (Suhendi & Purwarno, 2018).
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It was also found that more compulsory lessons on citizenship are needed for
cultivating good citizens. That result is consistent with previous research. Research
shows that despite constructivist regulations in Turkey, practices that have not yet been
able to fully overcome the focus on high-stakes exams cause active citizenship
education to remain theoretical (Ersoy, 2014), and the class hours for citizenship
education were inadequate (Gen¢ & Celik, 2018; Girel, 2016).

The results of this research and the related literature show that some issues affect each
other in a chain. Teachers, who want to prepare their students for centralized exams
and an intensive curriculum prepared according to these exams, may continue to use
traditional methods such as lectures/advice and teacher-centered instruction in which
they feel more secure. This intensity, the lack of laboratories or materials in some
schools, the financial and permission issues for field trips, the lack of in-service
trainings and expert support that may be necessary for constructivist education, all
hinder a more hands-on curriculum and perhaps lead to fewer citizenship-related

lessons and/or activities.
5.6. Tracking, Orientation, and Guidance

Among the key elements that this study presents to raise good citizens,
“tracking/orientation mechanisms” and “guidance” were discussed below with

reference to the relevant literature.

It was found that participants pointed out the necessity of observing and guiding
students from the first stages of their education until high school and placing them in
appropriate high schools according to their talents and interests. The result is in line
with previous research showing that the main problems of the Turkish education
system are the insufficient practices and activities (e.g., a guidance system) aimed at
getting to know students’ interests and talents for personal and social growth (Ding,
Uzun, & Coban, 2014; Durmusgelebi & Bilgili, 2014; Kara, 2020; Odabasi, 2014;
Sahin & Aydin Demirel, 2019), the 12-year compulsory education itself, and the
excessive focus on academic achievement (Kara, 2020). In addition, Ding et al.
(2014)’s study showed that the least appropriate period for vocational guidance is the
high school. This means that it would be better for students to have already discovered
and decided on their interests and talents within the Turkish education system by the

time they reach the high school placement stage.
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The results revealed that teachers asked for guidance hours reserved for themselves
for each of their classes, some students asked for individual guidance, and a teacher
also reported that there are students who also need psychological/psychiatric therapy
support. The related previous research also pointed out some concerns about guidance
processes such as counseling or vocational orientation activities or hours are not
insufficient (Can & Nikolayidis, 2021; Cicek & Topgu, 2015; Hatunoglu & Hatunoglu,
2006; Turan & Kayike1, 2019), are sometimes perfunctory (Hatunoglu & Hatunoglu,
2006; Kurnaz & Bozkurt, 2022), there is lack of counselors or there are insufficient
number of counselors in some schools (Erdemir & Kis, 2017; Karatag & Sahin Baltaci,
2013), and school psychological counselors need consultation about some school
processes such as special education (Giineslice & Yildirim, 2019). Remarkably, for
example, Ersoy (2012) found that some primary school teachers from diverse subjects
did not know how to act within a legal framework, especially in cases where the family
violated rights, and for example, a teacher faced the ethical problem of interfering in
domestic relations while teaching a child who witnessed violence in family that
violence is not right in any environment. Such cases demonstrate the importance of a
chain of support in schools, starting with teachers, extending to administrators,

guidance centers, and then to other relevant government agencies.

Good citizenship skills such as critical thinking, problem solving, and creativity, which
are subsumed by constructivist teaching methods, will enable citizens to succeed in
their occupational careers in the future, as any society would want. Kingston (2016)
also believes that citizenship education and career education share common goals and
can strengthen each other, and he considers these skills necessary for achieving these
goals. One of the benefits of creating a system that takes care of students' interests and
abilities can also be a positive contribution to students' occupational careers. The need
for a system that enables students to discover their interests and talents starting from
the first years of school, and that monitors the trajectory of these interests and talents
over the years so that students can be placed in high schools where they can realize
themselves in the best way is outlined in this study. This is a desirable system
according to past research and according to the findings of this study, it is important

for students to grow up as good citizens.

The participation of students in individual and group counseling processes and the

opportunity to find support for clinical cases will help students' personal or other
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current problems to be heard and pedagogical solutions to be found by teachers and/or
experts. Students with fewer of these problems can participate more effectively in
school processes and this can contribute to their development as good citizens. A more
effective guidance process can also help teachers to monitor students' progress more
closely, thus facilitating the identification of their interests and abilities and
contributing to the plan of their placement in the appropriate high schools.

5.7. Implications of the Study

The starting point of this study was to suggest school practices that more reflect
teachers' and students' expectations of a good citizen, so that it would be more
embraced by them and implemented in a more motivated manner. The curriculum also
had to include current movements and directions in the world in citizenship education
and provided some solutions to the problems that teachers and students face in the
field. In this context, a comparative analysis of the policies in place in Turkey to
cultivate good citizens and teachers' and students' perceptions of the characteristics of
a good citizen was conducted. In addition, participants were also asked about the
aspects of current practices that need to be improved. As a result of all the data and
comparative analyses, school practices (a) more responsive to the expectations of
teachers who are in the kitchen and students who are expected to be raised as good
citizens (b) providing with solutions to their first-degree problems in citizenship
education, and (c) embracing active democracy education elements has been put

forward in Figure 5.1 below.
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According to the findings of this dissertation, one of the suggested school practices is
the strong school-family cooperation and guidance. School-family cooperation can
help to better understand and track the child’s past citizenship experiences, possible
problems that might hinder achievement, needs, potential talents, and interests. Close
communication can also support teachers to be seen as role models in the eyes of
students and parents, and it can increase mutual trust between parents and teachers and
help to establish a common educational stance to be shown to students. Involvement
from parents in school activities and closer supervision of students can reduce the time
it takes for teachers to get to know their students, particularly in crowded classrooms.
This can also help teachers communicate more positively with students and encourage

them to take more responsibility for their own communication.

Guidance is the other important component. With strong guidance mechanisms in
place, teachers have more time to get to know their students, even in the rush to deliver
the curriculum. In this way, teachers can be more compassionate towards their students
and elicit positive responses from them. Compassion and knowing students better can
help teachers to be more effective role models because it may be easier for students to
accept their teachers. That’s why in Figure 5.1, there is an arrow from school-family
cooperation and guidance towards tracking/orientation, teachers-role models, and
teachers-positive interactions. There is also an arrow between teachers-role models
and teachers-positive interactions, since such interactions can contribute to teachers
being seen as role models by students, and vice versa. There is an arrow from teachers-
role models and teachers-positive interactions to guidance, because these two elements
can help guidance processes to be effective on students. When teachers are not seen as
role models and do not communicate positively with students, students probably will

not take them seriously or express themselves openly.

Tracking and orientation are supported by specialized high schools more diverse in the
suggested curricular system. These high schools can admit students based on
predisposition maps determined, for example, by their families, teachers, and
achievement and activity reports recorded in their portfolios. Hence, an arrow from
talent tracking/orientation to specialized high schools was placed. This can lead to

more effective and better citizens who can benefit from these schools.

As a suggested school practice, all existing courses are reexamined and the most core

content are retained with informed decisions by curriculum experts, and with the help
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of current trends and the relevant literature. Courses related to democracy and
universal morality are compulsory. For all other elective courses (they include
citizenship-related courses such as Museum Education), if a student requests an
elective course, the course is offered. If there are at least 10 students who request the
class, it is taught face to face. If there are less than 10 students, the class is taught
online through a distance live classroom or through individual learning with an online
system. Reducing the course load can help free up time for citizenship lessons, hands-
on activities, field trips, family contact and guidance activities. Therefore, there are
two arrows from the reduced course load box towards the guidance/school family
cooperation box and the hands-on activities/citizenship courses/field trips box. In
addition to ongoing activities in schools, field trips are given much importance by
reduced documentation processes and increased financial support. Values and

competencies in the current curriculum are also included.

With the help of the wider amount and types of hands-on activities (debates,
collaboration, field trips, volunteering in community work, school councils, etc.), and
citizenship courses related to democracy, school environments are more democratic in
which students not only learn about democracy but also exercise it. In addition, school
administrators and teachers attend in-service training, and new school management
policies align with democratic practices are prepared. Course content includes
information and activities about attending, auditing, and helping state administration
work for the country, non-governmental organizations, civil rights, laws, and judicial
systems. In such an environment, active democratic citizens can be cultivated. The

democratic school environment box represents these components.

With all the boxes and their interrelationships, the suggested school practices were
revealed from teachers' and students' perceptions of good citizenship/citizenship
education and current movements and directions in scholarly spheres. Figure 5.1
provides insight into the key elements that can bring together policy makers, teachers,
students, and parents to benefit from good citizenship education. The study also offers
clues for designing higher education, as pre-service teachers' high levels of readiness
for hands-on teaching approaches, democratic classroom environments and guidance
may contribute to their greater effectiveness on the field with less need for in-service

training or support.
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It was suggested that existing curricula should include all the characteristics of a good
citizen as perceived by teachers and students. The content load of the existing curricula
was suggested to be reduced and more compulsory citizenship-related courses and
hands-on activities to be added. Policy makers are advised to draw on the literature,
field research and stakeholder workshops to make informed decisions about the
balance between curricular load, citizenship lessons covering all the characteristics
reported in this study, and hands-on activities. In addition, school practices suggested
in section 4.7.1. included supporting citizenship education with cross-curricular links
by making links to good citizenship in appropriate parts of each subject (e.g., in
mathematics or chemistry) and increasing the number and range of extra-curricular
activities that promote good citizenship, such as in Japan. Policy makers can build on
these examples and make them more detailed and widespread to promote a cross-

curricular approach to citizenship education.

Field trips, as one of the hands-on activities, emerged as an important way to create
lasting learning experiences on good citizenship. It was found that funding and
paperwork procedures can be an obstacle to making field trips easier. These procedures
should be revisited, and field trips should be easily accessible, as this would be an

extrinsic stimulation for teachers to use them more widely.

12 years of uninterrupted education, students taking some common courses even up to
a certain part of high school, centralized exams in the transition to high schools were
perceived by participants to negatively affect citizenship education. Those also might
be among the factors that cause the effect of elective courses recently added to the
curriculum and the constructivist approach to be less than expected in practice. This
study points to activities that policymakers can focus on in the future to address the
need for a different structure that enables students to discover their interests and
talents, direct them to appropriate high schools, have specialized placement
mechanisms based on high school type rather than centralized exams, and have high

schools with more customized curricula in an effort to cultivate good citizens.

Building and disseminating democratic school environments across schools were also
suggested. If a few announcements or regulations are issued, and changes are expected,
practitioners who do not have basic knowledge or a concrete road map might continue
with traditional approaches they are used to. In this context, it is recommended that

policy makers make democracy-related courses compulsory for students. Teachers and
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administrators should be provided with in-service training on the basic principles of
democracy and pedagogical ways of implementing them in schools. The motivation
should be instilled in schools to move away from traditional understandings through

regulations and guidance documents.

The importance of school-family cooperation, guidance, and clinical
psychologist/psychiatric support mechanisms to raise good citizens was documented
in this study. Policy makers might attempt to identify the aspects of the current
operations in the field that need to be improved and device solutions. Some solutions
for guidance can be providing psychological counselors and/or guidance teachers in
each school and building strong collaborations among the subject teachers, counselors-
guidance teachers, guidance and research centers, and the families. A strong school-
family cooperation can contribute positively to family involvement. Assigning
guidance hours for each teacher can be another way of achieving it. Non-governmental
organizations and relevant ministries might work together to organize campaigns,
incentives, and training to make families more visible in the process of cultivating

children as good citizens.

This study can benefit policy makers, practitioners, researchers, and other interest
groups by providing data-based recommendations to current citizenship education
policies for a system more in line with teachers' and students' expectations of a good
citizen and good citizenship education.

5.8. Suggestions for Future Studies

The Figure 5.1 depicts key elements and the possible relationships among them to raise
good citizens in Turkey. These are derived from findings from literature, CGCS,
interviews, and document analyses. The informed interpretations of the researcher of
this study, based on these findings, naturally contributed to some parts of the figure.
Therefore, possible research in different settings can help to improve, modify, and

update the elements included in the figure and the relationships between them.

According to the open-ended results, students mostly described that good citizens are
against violence and are respectful of nature and living beings whereas teachers mostly
pointed out that good citizens are self-responsible, question and improve themselves.
This "individual development" versus "societal development” may indicate a maturity

gap between teachers and students. However, it can also be argued that the new
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generations' understanding of citizenship is changing and they are beginning to have a
new understanding of citizenship that is more collective, open, and globally aware.
The emergence of social media may be among the effects of such a shift. This could
be an area for future research. In addition, according to the open-ended results, a few
students specifically mentioned that good citizens are peaceful toward women.
According to the interviews, the possible reason for the difference was because they
believed that the rise of social media increased awareness of gender-based injustice
and violence. The possible contribution of instruments such as social media or the
Istanbul Convention on violence against women and domestic violence to achieving

gender equality could be areas for future research.

The study indicated that teachers and students wanted effective school-family
cooperation despite the fact that some policies are already in use in the field. Among
the findings, it was also found that teachers should be role models, compassionate and
fair to students. Those are among the aimed competencies for good teaching in policy
documents. Again, among the findings, despite existing policies, the importance of
guidance was specifically reported by participants. Future research can seek the
completeness of those policies to respond to needs in this manner and possible barriers
hindering their effectiveness. In addition, it seems that these three elements are
mutually conclusive. To illustrate, when guidance and parent-school cooperation are
effective, the students and teachers may become less distant, which can contribute to
positive interactions between them. The interplay among these three elements can be

the topic of future research as well.

The findings suggest that curricular load should be reduced. With the help of a
comparative analysis of the content and load of the curricula in OECD countries, as
well as the curricula of countries based on constructivism, one of the areas of research
could be to provide suggestions and options for simplifying the curricula being
implemented in Turkey based on scientific grounds. Despite being below the OECD
averages, some participants outlined the excessive number of class hours. The reason
for this perception may be the high number of learning outcomes or the dense content
of the textbooks. The reason for this perception can also be investigated in future

studies.
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APPENDICES

A. DETAILED DOCUMENTS FOR CHAPTER 2

Table Al

Courses Given at Public Schools in Turkey

Lesson Name Category  Type School level
Foreign  language + Language
foreign languages and Compulsory/elective  Primary/secondary/high
literature expression
. . Language
Turkish ___+ . Turkish and Compulsory Primary/secondary/high
language and literature -
expression
Language
Ottoman Turkish and Elective High
expression
. i Language
ﬁ(lﬁlhs orship Sl and Elective Primary/secondary
expression
. Language
Id_iI;llllenC%S jeptiages gy and Elective Primary/secondary
expression
Communication and Language
presentation  skills + and Elective Primary/secondary/high
diction and oratory expression
Language
Reading skills and Elective Primary/secondary
expression
History +  Turkish
culture and civilization Social
history + contemporary . Compulsory/elective  High
. sciences
Turkish  and  world
history
Social . .
Geography sciences Compulsory/elective  High
Life science So_mal Compulsory Primary/secondary
sciences
Folk culture Squal Elective Primary/secondary
sciences
City culture So_mal Elective Primary/secondary
sciences
Human rights,
citizenship, and Social . . .
democracy + democracy  sciences Compulsory/elective  Primary/secondary/high
and human rights
Media literacy So_mal Elective Primary/secondary
sciences
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Law and justice

Thinking education

Principles of Atatlirk
and History of
Revolution

Philosophy
Psychology

Sociology

Logic

Business

Economy
Administrative science
International relations
Entrepreneurship

Epistemology

Mathematics + basic
math + math history and
practices

Physical sciences +
physics + chemistry +
biology + physical
sciences history and
practices

Astronomy and space
sciences

Science practices

Math practices

Information
technologies and coding

Computer science

Technology and design

Social
sciences
Social
sciences

Social
sciences

Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Social
sciences
Physical
sciences and
mathematic

Physical
sciences and
mathematic

Physical
sciences and
mathematic
Physical
sciences and
mathematic
Physical
sciences and
mathematic
Physical
sciences and
mathematic
Physical
sciences and
mathematic
Physical
sciences and
mathematic

Elective

Elective

Compulsory

Compulsory

Elective

Elective
Elective
Elective
Elective
Elective
Elective
Elective

Elective

Compulsory/elective

Compulsory/elective

Elective

Elective

Elective

Compulsory/elective

Elective

Elective

Primary/secondary

Primary/secondary

Primary/secondary/high

High

High

High
High
High
High
High
High
High

High

Primary/secondary/high

Primary/secondary/high

High

Primary/secondary

Primary/secondary

Primary/secondary

High

Primary/secondary
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Physical

Environment education  sciencesand  Elective Primary/secondary
mathematic

Culture of religion and - . .

knowledge of ethics Religion Compulsory Primary/secondary/high

Koran Religion Elective Primary/secondary/high

Life of our prophet Religion Elective Primary/secondary/high

Basic religious - ) . .

knowledge Religion Elective Primary/secondary/high

'5.'?”.1 cu_lture and Religion Elective High

civilization

Islam science history Religion Elective High

Visual arts + music +
visual arts and music
Physical training and

Art and sport  Compulsory/elective Primary/secondary/high

Artand sport  Compulsory/elective Primary/secondary/high

sports
Game and physical .
activities Art and sport  Compulsory Primary/secondary
Intelligent games Art and sport  Elective Primary/secondary
Aurt history Art and sport  Elective High
Social activity Art and sport  Elective High
Drama Art and sport  Elective High
Project preparation Others Elective High
Traffic safety + health
knowledge and traffic Others Compulsory Primary/secondary/high
culture
Gmda}nce diicareer Others Compulsory Primary/secondary
planning

Table A2

Turkey Competencies Framework

Competencies

Knowledge

Communication
official language

in

Communicating effectively by using written, verbal, and nonverbal
communication tools.

Communicating in line with necessities of context.

Persuasively expressing feelings, thoughts, and opinions verbally and
written.

Using language skills in a positive and socially responsible/prudent
way.

Communication
foreign language

in

Learning informal (colloquial) language as part of lifelong learning.
Understanding verbal and written messages.

Reading texts in need, understanding what is read, and producing
texts.

Realizing and appreciating societal customs, cultural elements,
language varieties.

Respecting cultural variety.

Being interested in and curious about learning language and
international communication.

Competency
math

at

Knowing mathematical theories, measurements, basic operations,
formulas, representations.
Understanding mathematical concepts and terms.
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Using mathematical concepts and terms.

Applying mathematical ways of thinking (logical and spatial thinking)
and representation (formulas, models, structures, graphics, tables) in
solving problems encountered in daily life.

Applying fundamental mathematics principles and operations at daily
situations (at home and/or at work).

Developing positive attitude towards mathematics.

Competency at
science and
technology

Grasping changes that result from human actions.

Grasping responsibilities to natural life as an individual.

Knowing operations, technological products, technologies, methods,
basic scientific concepts, and basic principles as to natural life.
Grasping the effect of science and technology on natural life.
Grasping characteristics of scientific questioning.

Knowing about topics as to ethics and security.

Asking questions to understand natural life and inferring based on
proof.

Setting up a cause-effect relationship.

Digital
competence

Grasping structure of information technologies opportunities and roles
at daily life situations (at individual, social and work life).

Grasping basic computer applications (word processor, databases,
storing and managing information, etc.).

Grasping opportunities and potential risks of internet and electronic
media (email, etc.) for work, spare time, information sharing, learning
and research.

Searching, accumulating, processing, and critically and systematically
using information.

Using necessary tools to produce, present and understand information.
Grasping and responsibly using legal and ethical principles that should
be cared about while using interactive media.

Questioning trustworthiness of available knowledge and knowledge
sources.

Questioning trustworthiness of information presented.

Accessing, searching, and using internet-based services.

Using information era technologies for cultural, social and/or
professional purposes.

Learning to learn

Knowing the necessary knowledge, skills and qualifications for work
or career aims.

Knowing your own learning strategies, weaknesses, and strengths.
Acquiring and improving skills of using information technologies,
mathematical skill, and literacy for subsequent learnings.

Managing learning and career.

Acquiring skills of self-discipline and independent study.
Collaborative studying, benefitting from heterogeneous groups as part
of learning process.

Evaluating own learning and study.

Developing the skill of problem solving.

Benefitting from past learnings and experiences.

Applying what is learned in various life situations.

Searching for and evaluating learning opportunities.

Dealing with obstacles and changes.

Searching for opportunities of education, in-service training, and
guidance.

Receiving information and advice in need.

Trusting in and motivating herself/himself.

Dealing with obstacles and changes.
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Social and
citizenship-related
competency

Knowing rules of conduct accepted at different communities and
contexts (e.g., work).

Respecting other people’s private lives.

Knowing fundamental concepts about society and culture.

Being aware of and respecting cultural variety.

Grasping how our own national cultural identity is in interaction with
other cultures.

Having knowledge about democracy, justice, equality, citizenship,
human rights, local, national, and international institutions.

Having knowledge about the history of your own country and the
world.

Showing tolerance, developing empathy, acting with solidarity,
collaborating.

Avoiding from stress and conflict.

Following current affairs.

Ensuring constructive participation at societal and neighborhood
relationships.

Being interested in socioeconomic developments and intercultural
communication.

Respecting different points of view, overcoming prejudices, and
showing a compromiser attitude.

Being interested in solutions of societal problems.

Respecting and embracing shared values to ensure societal harmony.

Taking initiative
and
entrepreneurship

Realizing opportunities at individual, professional and/or work life.
Embracing ethical values.

Conducting effective presentation.

Being a compromiser.

Studying individually and collectively.

Recognizing and questioning/evaluating own strong and weak
aspects.

Taking risks when necessary.

Conducting situation assessment.

Taking initiative and thinking innovatively at individual, social and
work life.

Being determined in reaching aims and personal purposes.

Cultural
consciousness and
expression

Being aware of local, national, and international cultural heritage.
Having knowledge about important cultural work and popular culture.
Being aware of cultural and language-related varieties.

Grasping the importance of aesthetic factors in life.

Appreciating and valuing work of arts.

Attending cultural life.
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B. DETAILED DOCUMENTS FOR CHAPTER 3

Table B1

Classification of Cities in Terms of Nomenclature of Territorial Units for Statistics

Level 1 Level 2 Level 3
Istanbul Istanbul Istanbul
Tekirdag, Edirne, Kirklareli Tekirdag
West Marmara Balikesir, Canakkale Balikesir
[zmir [zmir
Aegean Aydin, Denizli, Mugla Aydm
Manisa, Afyon, Kiitahya, Usak Manisa
East Marmara Bursa, Eskisehir, Bilecik Bursa _
Kocaeli, Sakarya, Diizce, Bolu, Yalova Kocaeli
West Anatolia Ankara Aokara
Konya, Karaman Konya
Antalya, Isparta, Burdur Antalya
Mediterranean Adana, Mersin Adana
Hatay, Kahramanmaras, Osmaniye Hatay
Middle Anatolia Klrlkkgle, Aksaray, Nigde, Nevsehir, Kirsehir Klrlkka_le
Kayseri, Sivas, Yozgat Kayseri
Zonguldak, Karabiik, Bartin Zonguldak
West Black Sea Kastamonu, Cankir1, Sinop Kastamonu
Samsun, Tokat, Corum, Amasya Samsun
East Black Sea Trabzon, Ordu, Giresun, Rize, Artvin, Giimiishane  Trabzon
Northeast Anatolia Erzurum, Erzincan, Bayburt Erzurum
Agr1, Kars, 1gdir, Ardahan Agrt
. . Malatya, Elaz1g, Bing6l, Tunceli Malatya
Middle East Anatolia ;. "\ < “Bitlis, Hakkari Van
Gaziantep, Adiyaman, Kilis Gaziantep
Southeast Anatolia Sanlurfa, Diyarbakir Sanliurfa
Mardin, Batman, Sirnak, Siirt Mardin
Table B2
Descriptive Statistics Based on Teachers’ Subject
Subject n
Turkish Language and Literature 15.08 176
Math 11.83 138
English 10.11 118
Imam-Hatip High School Vocational Courses 7.63 89
History 6.26 73
Culture of Religion and Knowledge of Ethics 5.74 67
Geography 5.14 60
Biology 5.06 59
Chemistry 4.63 54
Physics 3.94 46
Philosophy 3.60 42
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Information Technologies 2.74 32
Physical Education 2.74 32
Counseling 2.57 30
German 2.23 26
Visual Arts 1.89 22
Music 1.54 18
Arabic 1.29 15
Biology, Health Science .69 8
Turkish .60 7
Arabic, Imam-Hatip High School Vocational Courses 51 6
Elementary Math 51 6
Physical Sciences 51 6
Accounting .34 4
Philosophy, Psychology 34 4
Social Studies 34 4
Turkish, Turkish Language and Literature 34 4
French .26 3
Graphic-Photograph .26 3
Technology and Design .26 3
Elementary Math, Math A7 2
German, English A7 2
Arabic, Culture of Religion and Knowledge of Ethics .09 1
Biology, Science .09 1
Geography, Philosophy .09 1
Information Technologies, Physics .09 1
Office Management .09 1
Physics, Chemistry .09 1
The Life of our Prophet .09 1
Visual Arts, Technology and Design .09 1
Total 100 1167
Table B3

Factors and Related Questions Derived from EFA and CFA

Question

Factor name Question
number
1 Are open to innovation and change
2 Comply with the law
Are willing to take part in the processes of
3 preventing and finding solutions to problems
. .. (hunger, poverty, earthquake, terrorist attacks,
Individual positive
attitudes etc.) that concern the _Whole world _
4 Keep the good of society ahead of their own
5 Are open to questioning their own views
6 Can put themselves in the others’ shoes
7 Follow the moral code
8 Behave according to healthy life principles
9 Are aware of the cultures of countries around the
world
Global knowledge and 10 Know the history of countries in the world
awareness 11 Follow current events in the world
12 Know at least one foreign language well
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Know the functioning of state institutions in their

13
country
14 Know citizenship duties
15 Know citizenship rights
16 Know the history and culture of their country
17 Know their cultural heritage

Knowledge and
consciousness of the 18

country structure system in their country

Have information about the state administration

19 Protect their cultural heritage

20 Are aware of the citizenship rights of others

21 Are aware of their own citizenship rights

22 Respect different cultures, beliefs, and lifestyles

23 Know their rights and responsibilities as
consumers

24 Avre self-disciplined

25 Are patient

26 Are hardworking

Individual merits 27 Are sharers

28 Avre patriotic

29 Are honest

30 Pay taxes
Produce goods or services needed by the society

31 by using new ideas and opportunities (are
entrepreneurs)

32 Have effective communication skills

Individual skills 33 Can deal with different and unpredictable

situations

34 Have problem solving skills

35 Use knowledge functionally in daily life

Table B4

Communalities of Items in EFA

Items

Communalities

Are aware of the citizenship rights of others

Are respectful

Are aware of their own citizenship rights

Avre self-disciplined

Follow the moral code

Are reliable

Know citizenship duties

Protect their cultural heritage

Know citizenship rights

Know their rights and responsibilities as consumers
Produce goods or services needed by the society by using new ideas
and opportunities (are entrepreneurs)

Protect nature

Avre patriotic

Use knowledge functionally in daily life

Are open to questioning their own views

Can put themselves in the others’ shoes

Are hardworking

.92
.92
91
91
.90
.90
.89
.89
.88
.88

.88

.88
.88
.87
.87
87
87
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Are honest

Comply with the law

Fulfill their responsibilities to their family

Are patient

Have problem solving skills

Act in a conciliatory manner in situations of conflict of opinion

Have critical and independent thinking skills

Can collaborate effectively with others

Follow the traffic rules

Follow current events in their country

Know the history and culture of their country

Have information about the state administration system in their
country

Follow the rules of courtesy

Evaluate the information obtained from different angles and different
sources of information and reach conscious conclusions

Are open to innovation and change

Respect different cultures, beliefs, and lifestyles

Try to learn new things all their life

Know the functioning of state institutions in their country

Have effective communication skills

Can deal with different and unpredictable situations

Are willing to take part in the processes of preventing and finding
solutions to problems (hunger, poverty, earthquake, terrorist attacks,
etc.) that concern the whole world

Avre sharers

Follow current events in the world

Express their cultural heritage through mass media including music,
performing arts, literature, visual arts, traditional arts

Keep the good of society ahead of their own

Pay taxes

Are aware of the cultures of countries around the world

Use Turkish well

Know the history of countries in the world

Behave according to healthy life principles

Know at least one foreign language well

Know that the welfare of a nation depends on the welfare of other
nations

Know their cultural heritage

.87
.86
.86
.86
.84
.84
.83
.83
.83
.82
81

81
81
81

81
.80
.79
.78
.78
.78

.78

.78
.76

.76

.76
73
71
.70
.67
.67
.55

52
.50

Table B5

Each Item’s Mean, Standard Deviation and Total Number of Answers in EFA

Items M SD N

Are honest 4.70 51 168
Are patriotic 4.69 59 168
Know the history and culture of their country 4.68 .56 168
Follow the rules of courtesy 4.68 52 168
Follow the traffic rules 4.67 .60 168
Avre respectful 4.67 54 168
Protect nature 4.66 .66 168
Know citizenship duties 4.65 .58 168
Fulfill their responsibilities to their family 4.65 55 168
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Are reliable

Know citizenship rights

Protect their cultural heritage

Know their cultural heritage

Follow the moral code

Comply with the law

Avre self-disciplined

Respect different cultures, beliefs, and lifestyles

Use Turkish well

Know their rights and responsibilities as consumers

Are hardworking

Pay taxes

Are aware of their own citizenship rights

Are aware of the citizenship rights of others

Avre sharers

Follow current events in their country

Are patient

Are open to innovation and change

Can put themselves in the others’ shoes

Have critical and independent thinking skills

Are open to questioning their own views

Can collaborate effectively with others

Try to learn new things all their life

Act in a conciliatory manner in situations of conflict of opinion

Are willing to take part in the processes of preventing and finding
solutions to problems (hunger, poverty, earthquake, terrorist attacks,
etc.) that concern the whole world

Have information about the state administration system in their
country

Evaluate the information obtained from different angles and different
sources of information and reach conscious conclusions

Behave according to healthy life principles

Have problem solving skills

Use knowledge functionally in daily life

Know the functioning of state institutions in their country

Have effective communication skills

Keep the good of society ahead of their own

Follow current events in the world

Express their cultural heritage through mass media including music,
performing arts, literature, visual arts, traditional arts

Produce goods or services needed by the society by using new ideas
and opportunities (are entrepreneurs)

Can deal with different and unpredictable situations

Are aware of the cultures of countries around the world

Know that the welfare of a nation depends on the welfare of other
nations

Know the history of countries in the world

Know at least one foreign language well

4.65
4.64
4.63
4.61
4.61
4.61
4.61
4.59
4.55
4.55
4.55
4.53
4.52
451
451
4.49
4.48
4.45
4.45
4.44
4.44
4.42
4.42
4.40
4.40

4.39

4.39

4.38
4.36
4.36
4.35
4.33
4.32
4.24
4.24

4.23
4.20
4.13
3.96

3.66
3.56

.58 168
59 168
57 168
.74 168
59 168
59 168
59 168
.60 168
65 168
62 168
69 168
.66 168
59 168
61 168
.71 168
59 168
.73 168
.65 168
.73 168
.67 168
.73 168
.67 168
.70 168
77 168
.64 168
69 168
.71 168
.73 168
.69 168
.67 168
.67 168
.69 168
.78 168
.70 168
.78 168
77 168
.78 168
.74 168
99 168
97 168
1.13 168
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Table B6

Initial Summary of Items and Factor Loadings for Oblimin Rotation in EFA

Items

Factor loadings

1

2

3

4

5

Are open to innovation and change

Protect nature

Comply with the law

Are willing to take part in the processes of preventing and
finding solutions to problems (hunger, poverty,
earthquake, terrorist attacks, etc.) that concern the whole
world

Keep the good of society ahead of their own

Are open to questioning their own views

Follow the traffic rules

Can put themselves in the others’ shoes

Follow the moral code

Behave according to healthy life principles

Are aware of the cultures of countries around the world
Know the history of countries in the world

Follow current events in the world

Know at least one foreign language well

Follow current events in their country

Know the functioning of state institutions in their country
Know citizenship duties

Know citizenship rights

Know the history and culture of their country

Know their cultural heritage

Have information about the state administration system in
their country

Protect their cultural heritage

Are aware of the citizenship rights of others

Are aware of their own citizenship rights

Respect different cultures, beliefs, and lifestyles

Know their rights and responsibilities as consumers

Avre self-disciplined

Are patient

Are hardworking

Avre sharers

Are patriotic

Are honest

Pay taxes

Are respectful

Are reliable

Follow the rules of courtesy

Try to learn new things all their life

Produce goods or services needed by the society by using
new ideas and opportunities (are entrepreneurs)

Have effective communication skills

Can deal with different and unpredictable situations
Have problem solving skills

Use knowledge functionally in daily life

.62
.58
.55
.53

48
44
43
43
43
41

.80
.76
.58
.53
43
40

44
.36
87
.82
79
.66
47

44
44
43
42
42

.68
.67
.59
.53
48
47
41
49
44

43

47

.53
.58
48
41

.90

.68
.66
57
55

Factor correlations
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Factors 1 2 4

1 1.00

2 .45 1.00

3 .50 43 1.00

4 A48 .30 . 1.00

5 -.49 -.61 -.44 -.38 1.00
Table B7

Final Summary of Items and Factor Loadings for Oblimin Rotation in EFA

Items

Factor loadings

1

2

3

4

5

Are open to innovation and change

Comply with the law

Are willing to take part in the processes of preventing and
finding solutions to problems (hunger, poverty, earthquake,
terrorist attacks, etc.) that concern the whole world

Keep the good of society ahead of their own

Are open to questioning their own views

Can put themselves in the others’ shoes

Follow the moral code

Behave according to healthy life principles

Are aware of the cultures of countries around the world

Know the history of countries in the world

Follow current events in the world

Know at least one foreign language well

Know the functioning of state institutions in their country
Know citizenship duties

Know citizenship rights

Know the history and culture of their country

Know their cultural heritage

Have information about the state administration system in their
country

Protect their cultural heritage

Are aware of the citizenship rights of others

Are aware of their own citizenship rights

Respect different cultures, beliefs, and lifestyles

Know their rights and responsibilities as consumers

Are self-disciplined

Are patient

Are hardworking

Avre sharers

Are patriotic

Are honest

Pay taxes

Produce goods or services needed by the society by using new
ideas and opportunities (are entrepreneurs)

Have effective communication skills

Can deal with different and unpredictable situations

Have problem solving skills

Use knowledge functionally in daily life

.62
.55
.53

48
44
43
43
41

.80
.76
.58
.53

.36
.86
81
.79
.66
47

44
44
43
42
42

.68
.67
.59
.53
48
47
41

.90

.68
.66
57
.55
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Note. Factor 1, Factor 2, Factor 3, Factor 4 and Factor 5 refer to “individual positive
attitudes”, “global knowledge and awareness”, “knowledge and consciousness of the country

99 Cey

structure”, “individual merits”, and “individual skills”, respectively.

Table B8

Cronbach’s Alpha Values of Factor 1 Items When an Item is Deleted in EFA

Corrected

Item M  Variance item-total Cronbach's
correlation

Are open to innovation and change 3132 1521 .65 .93

Comply with the law 31.26  14.53 .79 .92

Are willing to take part in the processes of

preventing and finding solutions to

problems (hunger, poverty, earthquake, 31.39  14.66 .67 .93

terrorist attacks, etc.) that concern the

whole world

oKv?/?wp the good of society ahead of their 3111 15.40 79 92

Are open to questioning their own views  31.31  15.17 17 .92

Can put themselves in the others’ shoes 31.26  14.89 81 91

Follow the moral code 31.25 14.35 .83 91

Behave according to healthy life principles 31.11  15.42 .78 .92
Table B9

Cronbach’s Alpha Values of Factor 2 Items When an Item is Deleted in EFA

Item M  Variance Corrected item-total Cronbach's
correlation o

Are aware of the cultures of 11.54 5.43 .66 .76

countries around the world

Know the history of countries in 12.00 4.39 73 71

the world

Follow current events in the world 12.09 4,22 .58 .81

Know at least one foreign 11.43 5.68 .64 a7

language well

Table B10

Cronbach’s Alpha Values of Factor 3 Items When an Item is Deleted in EFA

Item M  Variance Corrected item-  Cronbach's
total correlation a
Know the functioning of state 4556  25.00 .55 .95
institutions in their country
Know citizenship duties 4553 24.52 81 .94
Know citizenship rights 4553  24.40 .84 94
Know the history and culture of their 4550  24.86 .79 .94
country
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Know their cultural heritage 45.82
Have information about the state 45.79

administration system in their country

Protect their cultural heritage 45.63
Are aware of the citizenship rights of 45.58

others

Are aware of their own citizenship 45.65

rights

Respect different cultures, beliefs, 45.68

and lifestyles

Know their rights and responsibilities 45.55

as consumers

24.57
23.89

24.52
24.70

24.43

24.15

24.72

.68
74

7
.76

.82

.83

.79

94
94

94
94

94

94

94

Table B11

Cronbach’s Alpha Values of Factor 4 Items When an Item is Deleted in EFA

Item M  Variance Corrected item-total correlation  Cronbach's a

Are self-disciplined  32.23  14.00 .67 94

Avre patient 3221 13.02 .86 .93

Are hardworking 32.07 13.85 .81 .93

Are sharers 32.07 14.24 .84 .93

Avre patriotic 32.27  13.06 .79 94

Are honest 32.10 14.16 .80 .93

Pay taxes 32.24  13.34 .76 94

Table B12
Cronbach’s Alpha Values of Factor 5 Items When an Item is Deleted in EFA

Item M  Variance Corrected Cronbach's
item-total a
correlation

Produce goods or services needed by the 17.22 6.50 .76 .92

society by wusing new ideas and

opportunities (are entrepreneurs)

Have effective communication skills 17.34 5.94 .85 .90

Can deal with different and 17.20 6.44 .82 91

unpredictable situations

Have problem solving skills 17.24 6.34 .83 .90

Use knowledge functionally in daily life  17.35 6.11 .78 .92

Table B13

Each Item’s Mean, Standard Deviation, Skewness, Kurtosis, and Total Number of

Answers in CFA of Teachers’ Data

Items M SD Skewness Kurtosis N

Are patriotic 460 .67 -2.38 8.22 1147
Are honest 457 .69 -2.29 7.73 1147
Protect their cultural heritage 456 .72 -2.45 8.46 1147
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Follow the moral code

Respect different cultures, beliefs, and
lifestyles

Are aware of their own citizenship rights
Comply with the law

Know the history and culture of their country
Are aware of the citizenship rights of others
Are willing to take part in the processes of
preventing and finding solutions to problems
(hunger, poverty, earthquake, terrorist attacks,
etc.) that concern the whole world

Know their rights and responsibilities as
consumers

Can put themselves in the others’ shoes

Know citizenship duties

Know their cultural heritage

Pay taxes

Know citizenship rights

Are open to innovation and change

Have information about the  state
administration system in their country

Avre sharers

Avre self-disciplined

Are hardworking

Behave according to healthy life principles
Are open to questioning their own views

Keep the good of society ahead of their own
Use knowledge functionally in daily life

Are patient

Produce goods or services needed by the
society by using new ideas and opportunities
(are entrepreneurs)

Have problem solving skills

Have effective communication skills

Know the functioning of state institutions in
their country

Follow current events in the world

Are aware of the cultures of countries around
the world

Can deal with different and unpredictable
situations

Know the history of countries in the world
Know at least one foreign language well

456 .72
455 .71
454 .65
453 .73
451 .73
450 .70
450 .70
449 .68
449 .70
449 .68
449 .73
448 .72
448 .72
444 78
440 .72
439 .70
439 .72
437 .74
436 .76
433 .74
424 .86
424 74
422 .79
420 .77
416 .75
415 81
415 .75
414 76
410 .82
408 .78
3.50 .94
342 1.10

-2.35
-2.35

-2.21
-2.10
-2.18
-2.19

-2.09

-2.01

-1.95
-2.04
-2.06
-1.88
-2.01
-2.04

-1.79

-1.46
-1.68
-1.47
-1.51
-1.51
-1.47
-1.25
-1.22

-1.18
-0.94
-1.02
-1.21
-1.19
-1.07

-91

-.29
-27

7.69
8.10

8.84
6.12
6.88
7.62

7.11

7.04

6.10
7.25
6.25
5.40
6.32
5.82

5.58

3.85
4.78
3.43
3.55
3.83
2.74
3.03
231

2.48
1.59
1.44
2.94
2.80
1.66

1.42

-.33
-.78

1147
1147

1147
1147
1147
1147

1147

1147

1147
1147
1147
1147
1147
1147

1147

1147
1147
1147
1147
1147
1147
1147
1147

1147
1147
1147
1147
1147
1147

1147

1147
1147

Table B14

Kolmogorov-Smirnov and Shapiro-Wilk Test Results of /tems in CFA of Teachers’

Data
Items Kolmogorov-
Smirnov? Shapiro-Wilk
Statistic p  Statistic p
Avre patriotic .39 .00 .60 .00
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Are honest

Follow the moral code

Protect their cultural heritage

Comply with the law

Respect different cultures, beliefs, and lifestyles

Know the history and culture of their country

Are aware of their own citizenship rights

Are willing to take part in the processes of preventing and
finding solutions to problems (hunger, poverty,
earthquake, terrorist attacks, etc.) that concern the whole
world

Pay taxes

Are aware of the citizenship rights of others

Know their cultural heritage

Can put themselves in the others’ shoes

Know their rights and responsibilities as consumers
Know citizenship duties

Know citizenship rights

Are open to innovation and change

Know the functioning of state institutions in their country
Follow current events in the world

Are aware of the cultures of countries around the world
Are hardworking

Can deal with different and unpredictable situations

Avre sharers

Behave according to healthy life principles

Have information about the state administration system in
their country

Avre self-disciplined

Have problem solving skills

Use knowledge functionally in daily life

Have effective communication skills

Produce goods or services needed by the society by using
new ideas and opportunities (are entrepreneurs)

Are patient

Keep the good of society ahead of their own

Are open to questioning their own views

Know the history of countries in the world

Know at least one foreign language well

37
37
37
37
.36
.35
.35

34
34
34
34
33
.33
.33
33
32
31
31
.29
.29
.29
.29
.29

29
.28
.28
28
27

27
27
.26
.26
23
22

.00
.00
.00
.00
.00
.00
.00

.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00

.00
.00
.00
.00
.00

.00
.00
.00
.00
.00
.00

.61
.61
.60
.64
.61
.64
.62

.64
.67
.63
.65
.66
.65
.64
.65
.66
.76
.76
.80
73
81
12
73

.68
.69
.79
75
.80

7
7
75
72
.89
.90

.00
.00
.00
.00
.00
.00
.00

.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00
.00

.00
.00
.00
.00
.00

.00
.00
.00
.00
.00
.00

Table B15

Final Summary of Items and Factor Loadings of Teachers’ Data after CFA Analysis

of Teachers’ Data

Question Item Factor loadings
number

1 2 3 4 5
1 Are open to innovation and change .62
2 Comply with the law .69

276



3 Are willing to take part in the processes of .76
preventing and finding solutions to problems
(hunger, poverty, earthquake, terrorist attacks,
etc.) that concern the whole world

4 Keep the good of society ahead of their own .62

5 Are open to questioning their own views 75

6 Can put themselves in the others’ shoes .85

7 Follow the moral code 81

8 Behave according to healthy life principles g7

9 Are aware of the cultures of countries around .79
the world

10 Know the history of countries in the world 73

11 Follow current events in the world .80

12 Know at least one foreign language well .61

13 Know the functioning of state institutions in .68
their country

14 Know citizenship duties .85

15 Know citizenship rights .85

16 Know the history and culture of their country .88

17 Know their cultural heritage .88

18 Have information about the state administration .83
system in their country

19 Protect their cultural heritage .87

20 Are aware of the citizenship rights of others .89

21 Are aware of their own citizenship rights 91

22 Respect different cultures, beliefs, and lifestyles .82

23 Know their rights and responsibilities as .87
consumers

24 Avre self-disciplined .83

25 Are patient .76

26 Are hardworking .87

27 Are sharers .87

28 Avre patriotic .80

29 Are honest .87

30 Pay taxes 75

31 Produce goods or services needed by the society .76
by using new ideas and opportunities (are
entrepreneurs)

32 Have effective communication skills .86

33 Can deal with different and unpredictable .90
situations

34 Have problem solving skills .90

35 Use knowledge functionally in daily life .84

Factor correlations

Factor 1 2 3 4 5

1 1

2 65 1

3 .86 .68 1

4 .88 .61 .87 1

5 71 .69 .69 .76 1

Note. Factor 1, Factor 2, Factor 3, Factor 4, and Factor 5 refer to “individual positive
attitudes”, “global knowledge and awareness”, “knowledge and consciousness of the country

LR34

structure”, “individual merits”, and “individual skills”, respectively.
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Table B16

Cronbach’s Alpha Values of Factor 1 Items When an Item is Deleted in CFA of

Teachers’ Data

Cronbach's
Item u
Are open to innovation and change .89
Comply with the law .89
Are willing to take part in the processes of preventing and finding solutions to
problems (hunger, poverty, earthquake, terrorist attacks, etc.) that concern the .88
whole world
Keep the good of society ahead of their own .90
Are open to questioning their own views .88
Can put themselves in the others’ shoes .88
Follow the moral code .88
Behave according to healthy life principles .88

Table B17

Cronbach’s Alpha Values of Factor 2 Items When an Item is Deleted in CFA of

Teachers’ Data

Item

Cronbach's a

Are aware of the cultures of countries around the world
Know the history of countries in the world

Follow current events in the world

Know at least one foreign language well

15
73
75
81

Table B18

Cronbach’s Alpha Values of Factor 3 Items When an Item is Deleted in CFA of

Teachers’ Data

Item

Cronbach's a

Know the functioning of state institutions in their country
Know citizenship duties

Know citizenship rights

Know the history and culture of their country

Know their cultural heritage

Have information about the state administration system in their country
Protect their cultural heritage

Are aware of the citizenship rights of others

Are aware of their own citizenship rights

Respect different cultures, beliefs, and lifestyles

Know their rights and responsibilities as consumers

97
.96
.96
.96
.96
.96
.96
.96
.96
.96
.96
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Table B19

Cronbach’s Alpha Values of Factor 4 Items When an Item is Deleted in CFA of

Teachers’ Data

Item Cronbach's a
Are self-disciplined .92
Avre patient 93
Are hardworking 92
Are sharers .92
Acre patriotic .92
Are honest .92
Pay taxes .93
Table B20

Cronbach’s Alpha Values of Factor 5 Items When an Item is Deleted in CFA of

Teachers’ Data

Cronbach's

Item o
Produce goods or services needed by the society by using new ideas and 93
opportunities (are entrepreneurs) '

Have effective communication skills 91
Can deal with different and unpredictable situations .90
Have problem solving skills .90
Use knowledge functionally in daily life .92

Table B21

Each Item’s Mean, Standard Deviation, Skewness, Kurtosis, and Total Number of

Answers in CFA of Students’ Data

Items M SD Skewness Kurtosis N
Are honest 453 .75 -2.24 6.75 2937
Avre patriotic 449 76 -2.18 6.60 2937
Know citizenship duties 447 76 -2.19 6.80 2937
Are aware of their own citizenship rights 447 73 -1.96 5.82 2937
Follow the moral code 447 .80 -2.10 5.60 2937
Know citizenship rights 446 .77 -2.09 6.12 2937
R_espect different cultures, beliefs, and 444 81 1,97 500 2937
lifestyles

Know their rights and responsibilities as 443 74 -1.89 560 2937
consumers

Can put themselves in the others’ shoes 440 .83 -1.94 4.87 2937
Pay taxes 438 .81 -1.71 3.82 2937
Comply with the law 437 .85 -1.82 410 2937
Protect their cultural heritage 436 .80 -1.68 3.97 2937
Are aware of the citizenship rights of others 434 .80 -1.64 3.77 2937
Know the history and culture of their country  4.34 .81 -1.63 3.66 2937
Know their cultural heritage 4.27 .83 -1.43 2.78 2937
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Are open to innovation and change 426 .84 -1.56 348 2937
Are self-disciplined 422 .82 -1.42 3.05 2937
Are sharers 421 .85 -1.43 290 2937
Behave according to healthy life principles 420 .86 -1.25 204 2937
Are willing to take part in the processes of
preventing and finding solutions to problems
(hunger, poverty, earthquake, terrorist attacks,
etc.) that concern the whole world

Produce goods or services needed by the
society by using new ideas and opportunities 4.16 .93 -1.33 2.03 2937
(are entrepreneurs)

Have information about the  state
administration system in their country

417 .89 -1.15 1.42 2937

412 .87 -1.14 1.64 2937

Are open to questioning their own views 406 .91 -1.13 1.48 2937
Are hardworking 4.03 .91 -.99 1.09 2937
Use knowledge functionally in daily life 4.02 .85 -.99 1.47 2937
Can deal with different and unpredictable , ,,  g¢ - 94 123 2037
situations

Have effective communication skills 3.98 .88 -.83 .87 2937
Are patient 3.96 .96 -.92 12 2937
Are aware of the cultures of countries around 54, o -8 64 2937
the world

Follow current events in the world 3.85 .90 -75 61 2937
Have problem solving skills 3.84 .90 -.63 33 2937
Know the functioning of state institutions in 5 g5 o, -80 62 2937
their country

Keep the good of society ahead of their own 3.64 1.13 -.69 =21 2937
Know at least one foreign language well 341 112 -.27 -.67 2937
Know the history of countries in the world 3.19 .97 -.02 -.20 2937

Table B22

Kolmogorov-Smirnov and Shapiro-Wilk Test Results of Items in CFA of Students’
Data

Items Kolmogorov-Smirnov?  Shapiro-Wilk
Statistic p  Statistic p
Are honest 37 .00 .63 .00
Follow the moral code 34 .00 .65 .00
Avre patriotic 34 .00 .64 .00
Respect different cultures, beliefs, and
lifestyles 33 .00 .67 .00
Know citizenship duties 33 .00 .64 .00
Are aware of their own citizenship rights 33 .00 .66 .00
Know citizenship rights 33 .00 .66 .00
Can put themselves in the others’ shoes 31 .00 .68 .00
Know their rights and responsibilities as
consumers 31 .00 .68 .00
Pay taxes 31 .00 71 .00
Comply with the law .30 .00 .70 .00
Protect their cultural heritage .29 .00 12 .00
Use knowledge functionally in daily life .29 .00 .82 .00
Are aware of the citizenship rights of others .28 .00 12 .00
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Can deal with different and unpredictable

situations .28 .00 .82 .00
Know the history and culture of their country .28 .00 12 .00
Are open to questioning their own views .28 .00 81 .00
Follow current events in the world 27 .00 .85 .00
Know the functioning of state institutions in

their country 27 .00 .85 .00
Are aware of the cultures of countries around

the world 27 .00 .85 .00
Are self-disciplined 27 .00 .76 .00
Have information about the state

administration system in their country .26 .00 .80 .00
Are sharers .26 .00 .76 .00
Are open to innovation and change .26 .00 74 .00
Have effective communication skills .26 .00 .84 .00
Know their cultural heritage .26 .00 .76 .00
Are hardworking .26 .00 .82 .00
Avre patient .26 .00 .84 .00
Have problem solving skills .25 .00 .86 .00
Produce goods or services needed by the

society by using new ideas and opportunities

(are entrepreneurs) .25 .00 .78 .00
Keep the good of society ahead of their own .25 .00 .87 .00
Are willing to take part in the processes of

preventing and finding solutions to problems

(hunger, poverty, earthquake, terrorist attacks,

etc.) that concern the whole world .24 .00 .80 .00
Behave according to healthy life principles 24 .00 .78 .00
Know the history of countries in the world 23 .00 .90 .00
Know at least one foreign language well 19 .00 91 .00

Table B23

Final Summary of Items and Factor Loadings of Students’ Data after CFA Analysis
of Students’ Data

Question  Item Factor loadings
Number 1 2 5
1 Are open to innovation and change .60
2 Comply with the law .69
3 Are willing to take part in the processes of .62
preventing and finding solutions to problems
(hunger, poverty, earthquake, terrorist attacks, etc.)
that concern the whole world
4 Keep the good of society ahead of their own 41
5 Are open to questioning their own views .56
6 Can put themselves in the others’ shoes .75
7 Follow the moral code g7
8 Behave according to healthy life principles .67
9 Are aware of the cultures of countries around the .67
world
10 Know the history of countries in the world .63
11 Follow current events in the world 12
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12 Know at least one foreign language well 54

13 Know the functioning of state institutions in their 57
country
14 Know citizenship duties .82
15 Know citizenship rights .84
16 Know the history and culture of their country .78
17 Know their cultural heritage 7
18 Have information about the state administration .68
system in their country
19 Protect their cultural heritage .80
20 Are aware of the citizenship rights of others .80
21 Are aware of their own citizenship rights .85
22 Respect different cultures, beliefs, and lifestyles 74
23 Know their rights and responsibilities as consumers .83
24 Are self-disciplined 73
25 Are patient .66
26 Are hardworking 12
27 Are sharers .78
28 Avre patriotic .83
29 Are honest .76
30 Pay taxes .82
31 Produce goods or services needed by the society by 57
using new ideas and opportunities (are
entrepreneurs)
32 Have effective communication skills 71
33 Can deal with different and unpredictable situations .79
34 Have problem solving skills 17
35 Use knowledge functionally in daily life .79
Factor correlations
Factors 1 2 3 4 5
1 1
2 .63 1
3 .86 .67 1
4 .83 .60 .84 1
5 .69 73 73 81 1

Note. Factor 1, Factor 2, Factor 3, Factor 4, and Factor 5 refer to “individual positive
attitudes”, “global knowledge and awareness”, “knowledge and consciousness of the country

EE 134

structure”, “individual merits”, and “individual skills”, respectively.

Table B24

Cronbach’s Alpha Values of Factor 1 Items When an Item is Deleted in CFA of

Students’ Data

Cronbach's
Item u
Are open to innovation and change .82
Comply with the law 81
Are willing to take part in the processes of preventing and finding solutions to
problems (hunger, poverty, earthquake, terrorist attacks, etc.) that concern the .82
whole world
Keep the good of society ahead of their own .85
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Are open to questioning their own views
Can put themselves in the others’ shoes
Follow the moral code

Behave according to healthy life principles

.82
81
81
.82

Table B25

Cronbach’s Alpha Values of Factor 2 Items When an Item is Deleted in CFA of

Students’ Data

Item

Cronbach's a

Are aware of the cultures of countries around the world
Know the history of countries in the world

Follow current events in the world

Know at least one foreign language well

.68
.64
.67
72

Table B26

Cronbach’s Alpha Values of Factor 3 Items When an Item is Deleted in CFA of

Students’ Data

Item

Cronbach's a

Know the functioning of state institutions in their country
Know citizenship duties

Know citizenship rights

Know the history and culture of their country

Know their cultural heritage

Have information about the state administration system in their country
Protect their cultural heritage

Are aware of the citizenship rights of others

Are aware of their own citizenship rights

Respect different cultures, beliefs, and lifestyles

Know their rights and responsibilities as consumers

94
.93
93
93
93
94
93
93
93
93
93

Table B27

Cronbach’s Alpha Values of Factor 4 Items When an Item is Deleted in CFA of

Students’ Data

Item Cronbach's a
Are self-disciplined .89
Are patient .89
Are hardworking .89
Are sharers .88
Are patriotic .88
Are honest .89
Pay taxes .88
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Table B28

Cronbach’

s Alpha Values of Factor 5 Items When an Item is Deleted in CFA of

Students’ Data

Cronbach's

Item u
Produce goods or services needed by the society by using new ideas and 85
opportunities (are entrepreneurs) '

Have effective communication skills 81
Can deal with different and unpredictable situations .79
Have problem solving skills .79
Use knowledge functionally in daily life .79

Table B29

Interview Questions for Teachers

Number

Questions

apbrwWwPN PR

5b

8a
8b

10a

10b

10c

How many years have you been teaching?

What is your subject and which courses do you teach?

What is your most recent educational degree?

How do you define a good citizen? What do you think a good citizen looks like?
To what extent do you think schools are effective in cultivating good citizens?
Which course or courses do you think contribute the most to students'
development as good citizens? How?

What kind of activities are carried out in the lessons to raise a good citizen? Can
you give examples?

What do you think about the current education policies in Turkey in terms of
cultivating good citizens?

What can the Ministry of National Education do to improve existing education
policies to make cultivating good citizens more effective?

What do you think is the role of teachers in cultivating good citizens?

What do you do in your classes to help your students grow up as good citizens?
Can you give some examples?

What else would you like to do?

What do you think are the most important objectives that should be in education
programs to raise good citizens?

According to the results of the scale | conducted, teachers and students seem to
think that teaching subjects related to our country such as "being aware of
citizenship rights", "knowing the functioning of state institutions”, "knowing the
history and culture of the country"” are important in cultivating good citizens.
What do you think could be the reasons for this? What do you think?

Again, according to the results of the scale, topics related to the countries of the
world such as "having knowledge about the history and culture of other
countries”, "following current events in the world", and "knowing at least one
foreign language" were found to be less important by teachers and students. What
do you think could be the reasons for this? What do you think about this issue?
According to the results of the scale, while students expressed more opinion
about that a good citizen "should respect differences such as gender, opinion,
race, and belief", teachers expressed more opinion about that a good citizen
"should question, research, and improve himself/herself". What do you think
could be the reasons for this difference?
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Regarding the open-ended answer "Are against violence and are respectful of

nature and living beings" in the scale, some students specifically mentioned the

protection of women and women's rights, while no teacher mentioned this. What

do you think could be the reasons for this?

Apart from the topics we have discussed, do you have anything to say about

11 citizenship education in Turkey and the characteristics of a good citizen? If yes,
what are they?

10d

Table B30

Interview Questions for Students

Number Questions

1 What grade are you in?

2 Which school did your mother last graduate from? What does she do for a living?
3 Which school did your father last graduate from? What does he do for a living?
4 On average, how many books other than textbooks do you have at home?

4a How many of them are yours?

4b What genres or subjects those books have?

5 What do you think a good citizen is like?

6 What do you do to be a good citizen?

7 To what extent do you think schools are effective in cultivating good citizens?

Do you take or did you take or participate in any school activities related to being

8 A
a good citizen at school?

8a If you have taken or are taking courses, what are these courses?

8b Which topics are emphasized? Can you give examples?

8c How are the lessons taught? Can you give an example?

8d If you participated in an activity, what was done at this activity?

9 What do you think about the current education you have received so far in school
in terms of being a good citizen?

9a Was the education you received effective in helping you acquire the
characteristics of good citizenship? What were these qualities?

9b Which course or courses do you think contributed the most to your acquisition of
these characteristics?

10 How can the education that you have received at school for being a good citizen

can be improved?
11 What do you think is the role of teachers in cultivating good citizens?
11a What do your teachers do in class to help you grow up as good citizens? Can you
give an example?
11b What else would you like them to do?
12 In your opinion, which subjects should be focused on most in the lessons to raise
good citizens?
According to the results of the scale | conducted, teachers and students seem to
think that teaching subjects related to our country such as "being aware of
13a citizenship rights", "knowing the functioning of state institutions", "knowing the
history and culture of the country" are important in cultivating good citizens.
What do you think could be the reasons for this? What do you think?
Again, according to the results of the scale, topics related to the countries of the
world such as "having knowledge about the history and culture of other
13b countries”, "following current events in the world", and "knowing at least one
foreign language" were found to be less important by teachers and students. What

do you think could be the reasons for this? What do you think about this issue?
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13c

13d

14

According to the results of the scale, while students expressed more opinion
about that a good citizen "should respect differences such as gender, opinion,
race, and belief", teachers expressed more opinion about that a good citizen
"should question, research, and improve himself/herself". What do you think
could be the reasons for this difference?

Regarding the open-ended answer "Are against violence and are respectful of
nature and living beings" in the scale, some students specifically mentioned the
protection of women and women's rights, while no teacher mentioned this. What
do you think could be the reasons for this?

Apart from these, do you have anything else you would like to mention? If yes,
what are they?

Table B31

Formal MoNE Documents Used in Document Analysis

Number

Type

Grade
level

Source

Reference

1

10

11

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

Curricula

P,S,H

P,S

P,S

P,S

P,S

P,S

English course curriculum (primary
and secondary school grades 2, 3, 4,
5,6,7,8)

Turkish course curriculum (primary
and secondary school grades 1, 2, 3,
4,5,6,7,8)

Social studies course curriculum
(primary and secondary school
grades 4,5, 6, 7)

Culture of religion and knowledge
of ethics course curriculum (primary
school 4 and secondary school 5, 6,
7 and 8) grades)

Culture of religion and knowledge
of ethics course curriculum
(secondary school 9, 10, 11 and 12th
grades)

Science course curriculum (primary
and secondary school grades 3, 4, 5,
6, 7 and 8)

Math course curriculum (primary
and secondary school grades 3, 4, 5,
6, 7 and 8)

Secondary education math course
curriculum (9, 10, 11 and 12th
grades)

Human rights, citizenship, and
democracy  course  curriculum
(primary school 4th grade)
Secondary education democracy
and human rights course curriculum
Secondary education English course
curriculum (9, 10, 11 and 12th
grades)

(MONE, 2018¢)

(MoNE, 2019a)

(MoNE, 2018I)

(MoNE, 2018a)

(MoNE, 2018b)

(MoNE, 2018c)

(MoNE, 2018g)

(MoNE, 2018i)

(MoNE, 2018f)

(MoNE, 2013)

(MoNE, 2018h)
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12 Curricula
13 Curricula
14 Report

15 Report

16 Regulation
17 Regulation
18 Regulation
19 Regulation
20 Regulation

H

H

Secondary  education  Turkish
language and literature curriculum
(9, 10, 11 and 12th grades)
Secondary  education  history
curriculum (9, 10 vellth grades)
On our renewal and change in the
curriculum ...

The guidance and psychological
counseling services in Turkey

The MoNE school-family
association regulation

General competencies for teaching
profession

Guidance  and psychological
counseling services regulation
Regulation on social activities in
educational institutions

Regulation on secondary education
institutions

(MOoNE, 2018K)

(MoNE, 2018j)

(MoNE, 2017b)

(MoNE, 2020e)

(Presidency of the
Republic
Turkey, 2012)

(MoNE, 2017a)

of

(MoNE, 2020a)

(MoNE, 2017c)

(MoNE, 2020d)

Note. P, S, and H refer to “primary school”, “secondary school”, and “high school”,
respectively. Not all courses are provided in all grades. To illustrate, the Human Rights,

Citizenship, and Democracy course is only given at 4th grade at primary schools.

Table B32

Mean and Standard Deviation of Teacher and Student Answers for Each CGCS Item

Teachers Students
Items M SD N  ltems M SD N
Avre patriotic 4,60 .67 1147 Are honest 453 .75 2937
Are honest 457 .69 1147 Are patriotic 449 76 2937
Protect their cultural 456 72 1147 Know citizenship 447 76 2937
heritage duties
Follow the moral code 4.56 .72 1147 Ar_eawar_e ofthelrown 447 73 2937
citizenship rights
Respect different
cultures, beliefs, and 455 .71 1147 Followthe moral code 4.47 .80 2937
lifestyles
Are aware of theirown oy g5 1947 Know citizenship oo 27 5937
citizenship rights rights
Respect different
Comply with the law 453 .73 1147 cultures, beliefs, and 4.44 .81 2937
lifestyles
. Know their rights and
Know the history and o 73 1147 responsibilities ~ as 443 .74 2937
culture of their country
consumers
Are aware of the Can put themselves in
citizenship rights of 4.50 .70 1147 P , 440 .83 2937
others the others’ shoes
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Are willing to take part
in the processes of
preventing and finding
solutions to problems

(hunger, poverty,
earthquake, terrorist
attacks, etc.) that
concern the whole
world

Know their rights and
responsibilities as
consumers

Can put themselves in
the others’ shoes

Know citizenship
duties

Know their cultural
heritage

Pay taxes

Know citizenship
rights

Are open to innovation
and change

Have information
about the state

administration system
in their country

Are sharers

Avre self-disciplined

Are hardworking

Behave according to
healthy life principles

Are open to
questioning their own
views

Keep the good of
society ahead of their
own

4.50

4.49

4.49

4.49

4.49

4.48

4.48

4.44

4.40

4.39

4.39

4.37

4.36

4.33

4.24

.70

.68

.70

.68

73

72

12

.78

72

.70

12

74

.76

74

.86

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

Pay taxes

Comply with the law

Protect their cultural

heritage
Are aware of the
citizenship rights of
others

Know the history and
culture of their country
Know their cultural
heritage

Are open to innovation
and change

Avre self-disciplined

Are sharers

Behave according to
healthy life principles

Are willing to take part
in the processes of
preventing and finding
solutions to problems

(hunger, poverty,
earthquake, terrorist
attacks, etc.) that
concern the whole
world

Produce goods or

services needed by the
society by using new
ideas and opportunities
(are entrepreneurs)
Have information
about the state
administration system
in their country

Are open to
questioning their own
views

Are hardworking

4.38

4.37

4.36

4.34

4.34

4.27

4.26

4.22

421

4.20

417

4.16

412

4.06

4.038

81

.85

.80

.80

81

.83

.84

.82

.85

.86

.89

93

.87

91

91

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937
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Use knowledge
functionally in daily
life

Avre patient

Produce goods or
services needed by the
society by using new
ideas and opportunities
(are entrepreneurs)
Have problem solving
skills

Have effective
communication skills

Know the functioning
of state institutions in
their country

Follow current events
in the world

Are aware of the
cultures of countries
around the world

Can deal with different
and unpredictable
situations

Know the history of
countries in the world

Know at least one
foreign language well

424 74
422 .79
420 .77
416 .75
415 81
415 .75
414 .76
410 .82
4.08 .78
350 .94
342 1.10

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

1147

Use knowledge
functionally in daily
life

Can deal with different

and unpredictable
situations
Have effective

communication skills

Are patient

Are aware of the
cultures of countries
around the world

Follow current events
in the world

Have problem solving
skills

Know the functioning
of state institutions in
their country

Keep the good of
society ahead of their
own

Know at least one
foreign language well
Know the history of
countries in the world

4.02

4.01

3.98

3.96

3.91

3.85

3.84

3.83

3.64

3.41

3.19

.85

.86

.88

.96

91

.90

.90

94

1.13

1.12

97

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

2937

289



143

WY} YSUNo[j pue 309)01d ¢(*039 2In)nd ‘Anunod

‘vonjeu ‘oje)s “Sey}) son[ea [BUON)EU JIBY) 0} PAYOENE ATy

gst €1
-INO[J pue[oWwOY

112y o

<

pue[owIoy 191}

0} payoe)e oIy 81

0 <+ <t — —

6¢

SoA[aswaY) oroxdwr pue uorisonb ‘ojqisuodsal-Jjas ary

PO 9

Sur

-JI0MmpIey o?w a

<t <t o e = <t e—

<

SIS

[eonLIo oABH (44

01

owoty Surpuodsario)

S91103980

Surpuodsaio) “

SOAJOSWIAY) 910J9q AJAI00S JO UMY,

swqoxd

s .Anunoo 0} suonnjos apraoid pue ‘Anunoo
o} JO SJUSAD ) MO[[O] AJ[BONILID ‘SonssI [e1o
-0s pue o1rwouod? ‘[eontjod uo uorurdo ssaxdxyg
aayny ayy 105 ojdoad poo3

osre1 pue suoneioudd axmny o3 ojdurexs ue 309
AIOISIY PUE $)00I JI9Y) 0} J[1IS0Y J0U oIy
I0)ORIBYD [RUOIRU MOYS

0Je)S 10 PUB[OWOY 9y} Pneljop 1o Aenaq jou o
onowped ary

*0J0 “9Je)s ‘uoneu ‘A1unod ‘gefy

‘puejowioy J1ay} 309301d pue 0} 103dsar ‘0a0]

uonedsnpa 03 ddoueoduwr [oeNy

1IB 0] QAT)ISUDS oIy

Kjren3ar sy00q peay

[e03 & oARH

Joonpoid ary

Aiqisuodsar Jo asuds & 9ABH

SUuIol1I0BS-J]9S ATV

(qof uo 39) 1s9q J1ay} Op 03 A1,

Supplompley oIy

BID

o £q pasnbai sanijiqe 03 SUIPIOJII. SOA[ISWAY)
oroxdwr 03 a8pojmouy daey pue JulIm Ay
[ONUO09-J[3S ABH

wa

1091100 0) AI) pue ‘SoyeISIU pue SIIOUSIIIJOp
J1oy3 ‘Gurop axe Aoy} Jeym ‘9ABY A3 JBUM MOUY]
JZIONIID

‘a1e3nsoaur ‘Suruonisanb jo ojqedes ‘snoumno ary

sydaouo)

SU2YOVI ] AOf WD) 2AIDUUONSIN) papus]-uad() JO sauiay ] puv s3doouoy)

eed dIqelL

290



L Wwie[S] AQ 9AI] wie[S] AQ 9AI]
L [e1oW oIy [e1ow o1y
BYI0

LT 1S9UOY oIy
SNooYSLI oIy
1SoU0Y oIy
PYO
SIYS11 309)01d

ST sy pue donsnl pusjop “snf ary
snfary
Jziypedwd ue)
(919 “SUQZIIIO IO ‘SA[AIS o NMNMMS% P
-9J1 ‘suoI3I[aI ‘smalA ‘soFenue] ‘sooel ‘19pud3 JUSIOHIP } UBRI0} o1V

€ s Terouad ur odoad pue ‘uaipiyo ‘syuerd ‘syewrue) sgur
-0q SUIAI] pue AINjeu JO [NJ309dsal pue 90u[OIA JSuIeSe oIy s3uroq Suiar]
pue 2Injeu o}
[NJuLrey 10U oIy
/Y10

I

6l

<t <N N AN —~ — WA —\O— o

— " O —

o
= YA — >~

— — o —

we[s] AQ 9AI]

SNy, ur Jnpnjsnwey,, <9°71) jdniiodun ary
[eIowW o1y

S[qeI[aI 21y

2190UIS ATV

JOUQIOSUOD IABH

Ing 9y} 03 SISAIUI I} J19Ja1d Jou oq

Fuons a1e oym 9soy) Jo

PeoISUI pue 1SOUOY-1YSLI 918 oYM IS0} AqQ PUB)S
Y31 01 Y3, Suoim 01  Suoim,, AeS

1SoU0Y ATy

Me] Jo 90noe1d Jo AJISSa0aU pue SIISeq U} MOUY
SUOIIBZIUE3IO [BIUSUILLIIAOS-UOU JO JOQUUIST

B OWO009q PUE SSOUSIEME OABY ‘UI 9JT0A B 9ABH]
SIYS 11 Iy} WIR[O PUB MOUY]

SIoY30 Jo sy oy 100dsay

(ysopmy, ur pjey

[n,,) onp Mpysu spoid pue e[OIA J0U 0J
Suons are oym 9soy) Jo

peoIsul pue 3souoy-1ySLI 918 oym dso) Aq PUL)S
donsnfur 03 3089y

snf a1y

ziypedwd ue)

JURID[0} AT

(s9143s931] ‘sy3noyy

‘SQImNd ‘SJAI[aq) SIOUISYIP 0} [J1oadsar ary
UIP[IYD SPIeMO]} QJBUONIJLJR Iy

[nJ1oJow 1y

UBJ[O JUSWUOIIAUS Y3 dooy]

WAL} WLIBY J0U Op Pue (UAIP[IYO ‘S[eWIUE) SSUIdq
SuIAl] pue a1mjeu 9y 309101d pue ‘9A0] J0adsoy

SO[NLI [E100S pUE SME[ 03 [NJ309dsar oIy

sonjeA [eImnod [eUONEU dOBIqUIT

[[oM 9)B)S pUR UOIIRU JIY} MOUY]

SUOTIRZI[IAID Areiodwojuod

JO 1oA9] 2y} 03 A1unod 119y} astel 03 1ed J19y) oq

291



JUOPIJUOD-J[OS PUE [NJ0odsaI-J[os oIy

juspy
-U0O-J[9S pue [Ny
-10adsar-J[os a1y

UOISI[AI IO} £q OAI]

uor3i|
-01 119} AQ QAT

_—ee — O O] e — (]

—

Sunoadsai-Jjog
Q0UIPIJUOD-J[3S YSIY 2ABH

SonNp SNOISI[aI1 1Y) [[Y]n]

UOISI[AI JIAY) JnOqe AJTuue] JIdY) [oBd],
Uiej saeH

UOI31]21 113y} 0) PAYdeIIe oIy

A11adoad uean() ay) oAI]

[eaoxdde sye[[y Yim 9ouepIodde Ul 10V

Ue[[V JO 189} oAeH

JJI[Io)Je

oy} JO pue[ Y} JO UZNIO POOT € 9q 0} IZNLIOLIJ

292



way}) 03 Auop
jueM J0U OP A9U) JB} S[O QUOIWIOS 0} FUIYIOWOS Op J0u 0]
L USI[S JoU oIy
11 aziypedwo ue)
€ (souo oy 1oy ‘ojdoad spiemo) ©°3-9) 9A0] 9ABH
9 [NJI0I9W oIy
A[reo13ojoyoAsd
pue A[reorsAyd woy wuey jou op pue ojdoad 109dsay
Q0UQOIA Jsurede
aJe pue JAISSaI3Se Jou a1k ‘Suny[el Aq suonnjos donpoid ue)
6 WoY) ULIRY JOU O PUB PAULIEY 9q 0} USWIOM MO[e 10U O(]
3u104021 03 9INQLIUOD PUE ‘UL
(019 LY uswuoIAug 1oy dooy (039 ‘sreuwnue ‘syueld) JUSWUOIIAUD
‘SuUaZNIO JOYJO ‘Sa1AISIYI] ‘SUOITI[DI ‘SMITA [eInjeu oy} WIRY JOU OP ‘QANISUIS A[[BIUSWUOIIAUD ATV
‘soSen3ue] ‘ool ‘IOpPUSST JUAIQIIP YIIM I way) Y aziyredwd pue sjurISIUIWI 0) [[oM ARG
[e1oua3 ur ojdoad pue ‘uswom ‘ULIP[IYD 1 WY} WOl JUdIPIp a1e oym ddoad apn[oxa jou oq
‘syuerd ‘syewirue) s3uroq SUIAl] pue dInjeu I AJrenba ouoK10A9 jea1],
JO [NJ309dsa1 pue 90US[OIA JSUIRSE ATy 1 Kyjenba 91800ApY

8

6

szipedwo ue)y [z

s3uraq
Sulai pue aameu g/, 6
0} [NJuiIey J0U oIy

[£%4

(sooua1opyIp snoI31jar Jo ““3'9) JurId[0} oIy

wsIoel Jsurede oIe pue ISIoRI JoU oIy

01 (s1o1p0 03 <8-9) poorpnfaid jou ary

SQOUQIQYJIP (3som-)sea A13Uunod ‘ooel ‘uoIgdral ‘ofengue|
0} JUBIO[O} AT al ‘19puad ‘vouereadde ‘Furyio[o uo “3-9) SyRUILLIOSIP JOU O
(s1oneW

[[® JUSWUOIIAUS ‘0.l ‘@Fen3ue] pue ‘maIA jo jurod s, ojdoad

.SUOTJRU [[€ PUE ‘SIYSLI ‘SUOISIOIP ‘SIAI[ ‘SMIIA [eonrjod

69 ‘seapl ‘suorurdo ‘s3ur[aa) ‘sao1oyo ‘saouarsjard ‘sjoreq

‘S9IMNO ‘S9OUIAJIP SIAYIO PUB ‘SIOPUAT [[B ‘SUIZIIID IO

‘10130 Yoed ‘ordoad o0 ‘yueugoId ‘pajqesIp ‘SIOp[o ‘SpudLy

pue ‘AJrue} I19y) 03 “3'0) SOOUIQYJIP 03 [NJ1oadsal a1y

N owoay} Surpuodsario)) mcﬁc%mmwmww@o u sydaouo)

SjuapniS L0f wajf 2.1vunuonsan() papug-uado) Jo saway ] pup sidaouo))
ved alqe L



78

soAjesway} aroxdur

pue uonsanb ‘g[qisuodsai-Jjos a1y SIPIS [PORHO 9APH - 6¢

suorurdo umo Iy} dAeH

suorjeaouur 03 uado pue papurwt uddo ary

(ezrono “9)ednsoAul

‘uruonsanb jo o[qedes ‘snormo a1e) S[[IS [BONLID 9ABH
SOATOSWAY) dAoxdwur

pue ‘wsionLo 0} uado a1e ‘S[eos ‘son[ea ‘saIn[rej oy} MO

0CI

PYo  I¢

(SLINO[J pue[owoy

oy} e e

way) YsLINo[} pue s3o301d
‘(030 2INO ‘ANUNOD ‘UOTJBU 9JBIS
‘3e[y) sonjeA JeuOlIBU JIOY) 0} PAYOLNE oIy

pue[owOoy I191[}

0} payoene ary 9

ol

14!

— = —

sonyea [e100s 3dopy

SUONIPEJ) PUB ‘SWOISND ‘SAN[BA Y} PUIW UI JBI(q PUB AIISAI]
AI103ISIY pue sanjea [euonjeu 309dsal pue Mous|

Surpiqe me[ a1e pue s9[nI £oqO

soxe) Aed

surioya1 pue sojdrourid s anyeyry purw ur reag

orqnd o1

saAasway) Jo 0991d & 9A13 pue ‘9jdoad 110y 10q SOATOSWOY
Jo ATuo j0u uIy) ‘A)9100S 03 [BIOIJOUSQ PUB JAISUIS AIY
s1oFeuew AUnod Jo y1om poo3 ay) uoddns pue ‘swojqord
A13unod pue 21e)s Y3 JO S eISIW Y} 0} J0edl A[Ire] pue A[oo1)
‘901A19S 1) JO pooS U} arenyead jnq diysuesnaed op Jou og
Anunood oy} 10§

S1om pue ‘ssa13o1d 03 9ALIS ‘AI9100S dU} JO dIBJ[OM O} JUBA
NINJery 9A0]

S103$9JUR 113} 0] 9AO[ pue 109dsaI MOYS SABM]Y

uoneu ‘puefowoy 1Ay} Ae1)2q J0u oq

yoddns Aoy sanaed [eonjod

Jo juapuadopur s1oug1010§ JsureSe Aunoos Joy} pudjo
Kya100s o ur Aypinbuen

pue doead J0J AJLIBPI[OS PUB AJIUN SIYOBI) PUB ‘UTRI] ‘MOU]
onotned ary

"019 ‘91e)S ‘uorneU

‘Anunod ‘Feyj ‘puejowoy 1oy} 303301d pue ‘03 30adsar QA0

PPO - 01

QAT}ISUDS ATV

Sy dInjeu ‘SIYILI USWOM ‘SIYTLI

uewny ‘syysL [ewue s)oadsar pue jnoqe 9[qeadpajmouy] Ay
(ouore

aIe A9} USYM) WY} ATUO dIB QIOY) IOYM JUSWIUOIIAUD

ue ul uosiad oY) urem A9y ‘OxeISIW [BAI B SI 10y} JT

294



we[S] AQ AT

wie[S] AqQ 9AT]

Amsn woyy Aeme Aeig
uoISI[al pue ‘ueze ‘Ye[[y 03 paydene oIy

uo131[o1 oY) Aq AT

uoIgIaI
Iy} Aq 9ATT

Ajren3ar diysio g

e} a1y
S[[9} UOISI[21 JIoY} Jey} SUIUBSW JY) MOUY| Pue 2JeTJ1)SIAU]

JUOPLJUOD-J[3S pue [NJ}oadsal-J[as a1y

JUOPIJUOD-J[3S pue
[n700dsoI-J]9s oIy

QJUIPIJUOI-J[3S Y3IY dABH
S9A[swAY) 193dsay

[elow oIy

[eIow a1y

()1

[eIowr a1y

I

ydioy ary

mydioy ary

1T

punore 93s Aty axeIsI & noqe d[doad 19730 210N
POOJ J13Y} 2IBYS 0} MOU]

SIoJRyS ATy

[nydjoy ary

€C

jssuoy a1y

190

1SoU0Y AIY

4!

1T

9100UIs A1y
SNONURIOSUOD dIY
Slqera1ary

a11 J0U O

1S9UOY] oIy

8¢

sjy3L1 pue aonsn( puoyap 9snf ory

EELTO)
SIYS11 309)01d

jsnf o1y

L1

61

—2 —o gt~ =2~ —=|cn e =~

—

Koe1d0wdp 109dsay

REYNEREN

9q 0] MO[[E JOU Op PUB JJOA 113} JO dourpodwr oY) MOU
(sxop0

pue saAJesway} 10§ Y1oq) SIS 30adsar pue 309301d ‘pudoq
way) puryaq puess ‘passarddo aq 03 yeam oy 191 30U 0
oonsnfur ym puejs jouue))

snf a1y

Lo

Sunpiompirey a1y

91

€¢

OoOwnmnn—OnonAa— —

v
—

SOIAOW 1O SILIBJUSWINIOP YIJBA\
JIOWNSUO0D © JOu ‘[enprAlpul dAnonpold e owodsg
uoneonpa o3 doueprodwr yoepRy

110ds pue ‘pe ‘Aydoso[yd ‘9oudtos ur pojsaIdiul oIy
91qea3pajmouy a1y

A[ren3ar syjooq peay

PIo1y J1oY) U 153q A} 9q 03 A1,

SurolyLIoes-J[os a1y

Fupjrompiey o1y

sweaIp pue s[eod oy} aseyd ‘sjeod 1oy) dn 013 Jou oq
own ur isnf pue Aem )soq oy} Ul $)[se) 110y} og
J1qIsuodsai-J[os a1y

295



"M0[3q uonoas SOITV.LI NI SHNAHL 40 SINFWALV.LS-NS Y} U UMOYS I8 SIWAY) 53y} JO SJUaWaIe)s-qng “(XIpuaddy o
U 714 9[qeL PUe [ [ 9qe] dIe S[IeRd(T) Wt dxreutonsanb papud-uado a0} sasu0dsar woiy souaL) SUIYOILIOAO d18 9SIY) et} 9JeIIPUI SII[el Ul SONSLIORIRY) |
"o AIBUUONSAND POPUS-PISO[D B YIIM PIJBIOOSSE JOU 0IoM PUE W)L d1reuuonsanb papus-usdo ayj 0} SIomsue o) Wolj A[Uo dwed
pue Kouonbayy ur MOJ d1om AJY) SE PAJRUILIID dI0M , JUPLUOI-J[AS PUE [Nf102dS0I-J[aS dIe,, PuE °,UOISI[o J1dY Aq A, *,WE[S] Aq DAL, SE YINS SONSLINOBIEYD)

SI19Y0Ba)
pue syuspms

MITAIUI JO/PUE
a1reuuonsang)

SIoIeys Iy
[nydjoy ary
Sunjiompirey oIy
waned ary SILIOW [ENPIAIPU]
paur[diosip-Jjos a1y
(030 “SunjIompirey ST ‘S[[IS [BONLIO sey) (*930 ‘SunjpiompIey
ATe “S[[IS [BONLID 9ARY) SAA[OSWAY) da01dwr pue uonsanb qrsuodsar-J1os ary

el p 2]
J10/pue sjuapni§

MITAIUI JO/PUR
axreuuonsanQ)

SIOWNSUOJ SB SANI[IqISu0dsal pue SHYSLI I} MOUY

SO[AISOJI] pUR ‘SJAI[oq ‘SAINNO JUIIIP 103dsay

(-030 ‘oziyjedwo ueo ‘s3uroq SuIAl] pue dInjeu 0} [NJULIEY JOu

QJE ‘SOOURIQJIP O} JURID[O] AIB) (*019 ‘SUIZNID JAYI0 ‘SIA[AISI] ‘SUOITI[AT ‘SMITA
‘so3engue[ ‘soorl ‘IOPUIS JUSIILIP PIM [eIdua3 ur o[doad pue ‘UdWOM UIP[IYO
‘syued ‘spewrtue) s3uroq SUIAI] pue 2Injeu Jo [NJ303dsoI pue dOUI[OIA ISurede ary
sy dIYsuaZnIo umo J19y) JO OJeME ATy

s19130 Jo s)y3u diysuoznio ay) Jo oreme Iy

93e)1Ioy [RINND I 193101

A1unood 119y} Ul WISAS UOIIBNSIUIWPE 9JBIS JY) JNOQE UOLIBULIOJUI QABH
03e)LI0Y [eI[NO JISY} MOUY]

A1unods 13y Jo i nd pue AI0ISIY Y} MOU]

sy3u diysuaznio mouy|

sannp dIysuazio mouy]

way) YSLNOo[J pue s30301d

‘(030 2IMI[NO ‘ANUNOD ‘UOTIBU ‘9)e)S “SB[J) SON[EA [BUOIIRU JIdY} O} PAYORNE AIY
4z (7010 ‘s1ys1r 300301d) sySur pue sonsnl puogop 9snf ary

A1uUnod I19Y) Ur SUOIIMIISUI d3e)s Jo Suruonouny ) Mouy|

2IMONIS AIUNOD
JO Ssausnorosuoo
pue a3papmousy

syuedionieq

90In0g

o1sLIRORIRY) J10joe} Surpuodsaiio)

1811322y diysuaziji) poon ay|
¢z €4 Q1qel

296



oY} 1noqe A3pI[MOoU,, Jopun swe)y ‘syuedronred Aq S10)08] I9YI0 IOPUN ST UL} JULMOdWI SSO] POAISOIdd dToM  PIIOA 9} INOQE 9FPI[MOU,, JOPUN SW]

SI1970)
pue sjuopms

d1reuuonsang)

PHIOM U} UT SALNUNOD JO AI0ISTY A} MOUY]
PIOM 9} PUNOIE SILHUNOD JO SAINI[ND A} JO IBME ATy

PHoM
oy Jnoqe a3pajmous|

SI9YOBI)
pue sjuapnyg

MIIAIUI JO/PUR
d1reuuonsang)

9J1] ATrep ur A[[euonduny 93pI[MOY dS()

S[IIs Surajos wo[qoxd dABH

suonenyIs 9[qeidIpaIdun pue JUSISMIIP UM [BIP UB)

S[[13S UONEBOIUNUILIOD A0S dABH

(sanouaxdonuo a1e) sonunjroddo

pue seapt mou Juisn £q £19190s Y} AQ POPISU SIIIAIIS 10 SPO03 9onpoId

(-030 ‘SunjIompIey SI ‘S[[IS [BONLIO SBY) (039 ‘Sunjiompiey

QIR ‘S[[IS [EONILIO dABY) SOA[SwAY) dAoxduwr pue uonsanb ‘ojqrsuodsar-Jos ary

S[IS [enpIATpUf

SI1970E)
JIo/pue SJuUSPMIS

MIIAIIUI JO/pUB
arreuuonsan()

sardrourid aj1] Ayi[eay 01 SuIpIodde dARYdYg

9po9 [eJOW Y} MO[[0]

[elow 1y

S90US SIAYIO0 3y} Ul SIA[AS J1ay) nd ue)

(-39 “azrypedwd ued ‘s3uraq SuIAl] pue dInjeu O} [NJULIBY JOU

QJE ‘SOOUQIQJIP 0} JUBID[O0] dIe) (030 ‘SUZIID JOYJO ‘SI[AISOJI] “SUOITI[I ‘SMIIA
‘sogen3ue] ‘sooel ‘19pud3 JUSIHIP Yim [erouad ul 9jdoad pue ‘uswiom ‘ULIP[IYD
‘syuepd ‘syewrue) s3uroq SUTAI] pue aInjeu Jo [NJ10adsal pue 90UI[OIA Jsurede Iy
SMOIA UMO I19Y) Suruonsonb 0y uado ary

uMmo 119y} JO peaye £19100s Jo pood ay) doay]

way) YSLINo[J pue s309j01d

¢(*030 21N ‘ANUNOJ ‘UoNRU 93]S ‘SR[J) SONJBA [BUOIRU IIA[} 0} PAYIRNR oIy
Pliom a[oym

A} uI22U09 Jerp (1939 ‘SyoBIE ISLIOLIR) ‘axenbipres ‘A11a0d ‘ro3uny) swojqord
03 suonnjos 3urpury pue Sunuaraid Jo sassaooid oy ur 1red oxey 03 FurIm ATy
me] a3 yim Ajdwo)

93ueyd pue uoneaouur 03 uado ary

(-030 “SupppoMPpIRY SI ‘S[[IS [BONLIO SeY) (039 ‘SunjIompiey

Q1e ‘S[[IS [eONLIO 9ARY) SOAJeswAY) daoidwi pue uonsanb ‘9[qisuodsai-yos ary

sepmme
aAnisod [enprarpuy

saxe) Aed

1SoUOY 1Y

onowed a1y

way) YSLINO[J pue s3o9j01d

(030 2IMNO “A1IUNOD ‘UOTIBU “9)B)S ‘Te[}) SONJeA [RUOIIBU JIdY) 0} PAyoeNE oIy

297



“drysuezno pooS uo sordoy [euoneu jsureSe aoue[eq ISy} PUB B[NOLLIND UT JSIXO ASY) JUSIXA JeyM 0} 02D 0)

[1oM Se SISATeue o) Ul papN[oUl 1M  P[IOA ) INOqe 95PI[MOU,, JOpUN SWAY QOUdH “ISI sonsLeldereyd diysuoznio reuoneu paznuoud syuedonied oy asnescoq
9q UED 1 B} PI[BIALI SINSAT MITAINU] "UONEINPS [eInnonnw pue diysudznio [eqo[3 YIIm PaJe[al OS[e AI. YOIYM ‘SOOUIQIIP PIemo] JueId]o) pue swajqoid

Pl1om Jo suonn[os ul pagedus s1 udazn1od poo3 e jey juertodwr pawadp syuedonied oy ‘[[IS "uoneonps rexnonnw pue drysusziio [eqo[s Yim poje[dl die  plIoA

A1unod oy} 10J I0M pue ‘ssa1301d 01 9ALIS ‘AIS100S AU} JO dIBJ[OM ) JUBM ‘SUONBZIJIAIY A1e10dWoIu0d

JO [oA9] 93 03 Anunod 119y} astel 03 1red oy op o1qnd o3 saAjesway) Jo 0031d  9AIS pue ‘ojdoad 119y} Inq SOAJOSWAY) JO A[UO JOU JUIY) ‘A)S100S

0} [BIO1JOUSQ PUB JATISUDS IR {SOA[OSWAY) 910JOq AJ9100S Jnoqe ury) drning oy Joy djdoad pooT asrel pue suoneIouds ariny 0y ojdwexa ue 30§ -
SINI [BID0S PUB SME] 0} [NJ3dsar are ‘sanfeA [e100s 1dope Furpiqe me[ oIe pue sa[n £3qo soxe) Aed -

uoneu ‘puB[oIOy JIY) AB130q JOU Op $0)e)S JO pue[oWwOoy oy} pneljop 1o Aendq jou o -

SI10JS90UR 1Y) 0} 9A0] pue 109dsar moys sAeme ‘suiojal pue sojdiourid s yInjely purl ur 1eaq SInery 9A0 -

SUONIPEI} PUE ‘SWIOISNO ‘SonjeA o) Pulll Ul Jeaq pue dA1esaId

¢K10JS1y puE Sonjea [euoneu 30adsor pue Mouy San[eA [BIN[NO [BUONEU dJBIQUID {[[OM 9))S PUEB UOTJBU JIQY) MOUY {19J0BIBYD [BUOIIRU MOYS -
pue[RWOY 1) JO AFe)LIAY [BINY[ND Y} MOU] -

Kya100s oy ur Ayijpinbuen pue ooead 10} ALreprjos pue Ajun yoes) pue

‘ureq[ ‘mouy| ‘A10JSI1y pue s3001 J1Y) 03 [1ISOY JOU Ik 039 9Je)S ‘uorjeu ‘A1unod ‘e ‘puejowoy J1ay) 309301d pue ‘03 303dsa1 ‘0A0] ‘onorned a1y -

SMOJ[OJ SE aIe WAy} YSLINO[J pue s309301d ‘(*030 2Im[Nd ‘A1IUN0d ‘UOTJEU ‘03e)s ‘Se[f) Son[eA [eUOIIeU JIOY) O} PAYOE)E e, JO SJUSWIE)S qng

sordiourd sy smouy] pue orjqndor oy syoadsoy -

sordiourid s31 mouy| pue Koeroowap 30adsay -

POAIOIP 9q 0} MO[[E JOU Op PUE 3J0A JI9Y} JO doueprodwl oY) MOUS] -

me Jo 0onoeld Jo A)1SSo00U pue SIISBq Y} MOUY] -

SUONEBZIUESIO [BJUSWUIIA0S-UOU JO JOQUIAUI B OW093q PUB SSOUAIEME JARY ‘Ul JI0A B 9ABH -

SJYSLI IOy} WIR[O Pue MOUuY (SISO PUB SIA[ISWAY) J0J Y30q) SIYSLI J0adsar pue 109301d ‘puajap (SI0YI0 JO SIYSLI o) Joodsay -
(ysppng, ur  oppey [ny,,) anp [n3ysu 3o9301d pue 91e[01A J0U O -

way) puryaq pues ‘passaiddo 9q 03 yeam 2y 391 10U Op Fuoxns dIe oYM SO} JO PEIISUI PUE JSAUOY-IYSLI A6 OYM IS0} Aq puBlS -
snf ore foonsnlur yjm pue)s Jouued $onsnlur 0} 1089y -

1SMO[[0] Sk d1e (039 ‘s)ySu1 309301d) s)ySu pue oonsnl puojop ‘snf are,, Jo sjudwILlS qng

SOI'TVLI NI SHWHH.L 4O SINHNHALVLS-dNS

[19Mm 93en3ue] u31210J SUO ISEI] JB MOUY]
PIIOM U} UI SJUSAD JUSLIND MO[[0]

298



(yspn g, ur anpnpsnuwreu,, “3°1) jdnirodun dIe JeIow Iy

SMO[[O] S& oIe  [eJOW A1V, JO S)UdWAIe)s qns

SOIAOW IO SALIBJUSWINIOP
yojem ‘A1ren3oar syjooq pear 91ods pue e ‘Aydosoqiyd 9ouaros ur paisariul aIe (9[qeaspaymous| oIe fuoneonps 0} dduerodwl yoepy -

Jownsuod © J0uU ‘fenplarpul aAnonpoid e awodsq (1eonpoid ary -

SweaIp pue s[eoJ 1oy} aseyd ‘sjeod 119y} dn 9A13 jou op {[eoT © dABH -

Aiqisuodsar Jo osuds e oARY ‘own

ur jsnl pue Aem 1soq 94} UI )[Se} JIY) O ‘PO JIdY} UI 159q Y} 9q 03 A1 {(qol uo 3-9) 159q 113y} Op 0} A1) ‘SUIDIJLIOLS-J[OS AIe ‘FUDIoMpIRy ATy -
suonreaouur 03 uado pue popurwr uado a1e eId oY) Aq pasnbar sanIIqe 0) SUIPI0IOE SIA[ISWAY) dA01dw 0 9Fpojmouy dAeY pue Sul[[Im oIy -
soAjeswaY) dao1dwr pue ‘wsonuo o3 uado ore ‘sjeod

‘Son[BA ‘SOIN| 1B JIAY} MOUY WAY) JOILI00 0} A1) PUE ‘SAyeISIW PUL SAIOUAIOFIP I1d} ‘FuIop oI A3} Jeym QAR AdY) Jeym MOUY {[0NU0I-}[3S ABH -
uorurdo umo I19y) ARy {(SOZIoNLID ‘sjednsoaul ‘Suruonsonb Jo ojqedes ‘snormod d1e) S[[IYS [BOIILID 9ABH -

SMO[[O] Se oI
(-010 ‘Bunyromprey SI ‘S[[IS [BoNLIO Sey) (*919 ‘SursIompIey oI ‘S[[IS [BONLIO dABY) SIA[ISWAY) dao1dwr pue uonsanb ‘9[qrsuodsai-J[as o1e,, JO sjuowdIL)S qng

(cuore are Ao} uaym) WAy} ATUO oI6 QI QIYM JUSWUOIIAUD

ue ur uostod oy urem Aoy} ‘9eISIW [BAI B AIB 919} JI ‘90UD[OIA Jsurede a1e pue 9A1ssaI33e jou are ‘Juryjel £q suonnjos oonpoid ueo {AjesrdojoyoAsd
pue AreorsAyd way) wey jou op pue djdoad joadsar <Fur[oLoar 0} 9InqIIUOD PUB UBI[O JUSWUOLAUD J1o1) dooy ‘(*039 ‘sTewurue ‘sjue[d) JUSUUOIIAUD
[eInJBU 91} WLIBY JOU OP “QATISUS A[[BIJUSWUOIIAUD JJB WY} ULIRY JOU Op pue (UIP[IYo ‘S[ewlue) s3uroq SurAl] pue aInjeu ay) 109101d pue ‘2a0] Joadsar
WOy} WLIey JOU Op pue pouLIey 9q 0) USWOM MO][E Jou Op {(Sduo o] 119y} ‘9jdoad spremo) ©°3'9) 9A0] 9ARY SUIP[IYD SPIEMO) JJRUOIIOJJE oIy -
QATJISUDS dJB {YSIIIS J0U AT

WO} 0} JUOP JUBM JOU Op AU} Ty} AS[9 JUOAWOS 0} SUIYISWOS Op JouU Op ozIyjedwd ued {(SOUIIIPIP SNOISI[21 JO ““F'9) JUBIS0} dIB {[NJIDIOUW oIy -
way) Yy aziyiedwd pue sjueIIUUWI 0) [[oM dABYDQ SWAY) WOIJ JudIdJIp a1e oym djdoad opnjoxa jou

op ‘wsIoel jsureSe oIe pue ISIOLI J0u Ik {(3Som-)sed Anunod ‘@oer ‘uoIifar ‘efendue] ‘Jopuol ‘vouereadde ‘Suryio[o uo “3-9) eUTWLIOSIP JoU Op {(sIdpew
[T€ “JUdWUOIIAUD ‘oI ‘a8engdue] pue ‘MaIA Jo jurod s, ojdoad suoneu [[e pue ‘s)ySLI ‘SUOISIOIP SI[AISIJI] ‘SIAT] ‘SMIIA Teonrod ‘syydnoy) ‘seopr ‘suorurdo
‘s3U1[09] “S010YD ‘s00ua1dJaId ‘SJAI[0q ‘SOIMNO ‘SIOUIIIJIP SIAYI0 PUB ‘SIOPUAS [[B ‘SUaznId I9YJ0 “Ioyo yoes 9idoad 1oyyo queulaid ‘pajqesip ‘siopo
‘SPUSLIJ PUB ‘A[IWUR] IO} 01 °5°9) SOOUAIIIIP 03 [NJ1oadsar a1e {(s1oylo 0} 3 9) pasrpnfaid jou are (A[enba ouoA10A9 Jean (Arrenbs 9)eo0APY -
SIYS11 2Injeu ‘s)ySLI UoWoM ‘S)YSL uewny ‘s)ySLI [ewrue 30odsar pue Jnoqe 2[qeoIpajmous| oIy -

:SMO[[oJ se are (‘030
‘oziyredwo ueod ‘s3urdq SUIAI] pue dINJeU 03 [NJULIRY JOU OIB ‘SOOUIOIP 0) JUBIS[0} dIe) (*039 ‘SUSZNID JAYJ0 ‘SA[A)SJI] ‘SUOISI[I ‘SMIIA ‘SsogenTue] ‘saoel ‘1opuold
JUAIHIP Yy [erouas ur 9jdoad pue ‘uowom ‘udIp(iyo ‘syued ‘sjewnrue) s3uroq SulAl] pue aInjeu Jo [nJ309dsar pue 9oud[OIA Jsurede dle,, Jo SJUdWIE)S qng

swojqoid s A1unos o) suonnjos apraoid pue ‘A13Unod oy} JO SJUSA ) MO[[0F A[[EOTILID ‘SONSSI [BID0S PUE OTLIOUOID
‘Teontjod uo uorurdo ssaxdxa ‘s1odeuewr Aunod Jo y10m poos 2y} oddns pue ‘swojqord AIjunod pue 9jeis ) JO SIS A} 03 JoBAI A[I1e] pue A[oo1)
“901A13S 9} JO poo3 ) 9jen[ead nq drysuesnied op jou op 1oddns Koy sonaed reonrjod jo juspuodopur s1ouS1010 Jsurede Aunod 1Y) pudjod -

299



Table B36

The Excluded Items Which Could Not Grant Permission from the MoNE

Item number

The item

1
2
3
4
5
6
7
8
9

Defend the rule of law

Defend freedom of thought

Join a political party

Participate in political discussions

Follow political events

Boycott unfair practices

Petition the state regarding unfair practices

Draw public attention to unfair practices in the mass media
Participate in non-violent legal protests about unfair practices
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C. DETAILED DOCUMENTS FOR CHAPTER 4

Table C1

Related Open-Ended and CGCS Items

Corresponding Corresponding CGCS
Items .

factor item/s
Are against violence and are respectful Knowledge and
of nature and living beings (animals, consciousness of Respect different cultures,
plants, children, women, and people in  the country beliefs, and lifestyles
general with different gender, races, structure

languages, views, religions, lifestyles,

other citizens, etc.)

Individual positive
attitudes

Can put themselves in the
others’ shoes

Are self-responsible,

improve themselves

guestion and

Individual positive
attitudes

Individual skills

Individual merits

Are open to innovation and
change

Are open to questioning
their own views

Can deal with different and
unpredictable situations
Have problem solving
skills

Produce goods or services
needed by the society by

using new ideas and
opportunities (are
entrepreneurs)

Avre self-disciplined
Are hardworking

Are helpful

Individual merits

Are sharers

Are honest

Individual merits

Are honest

Avre just, defend justice and rights

Knowledge and
consciousness  of
the country
structure

Know citizenship rights
Are  aware of the
citizenship rights of others
Are aware of their own
citizenship rights

Know their rights and
responsibilities as
consumers

Are moral

Individual positive
attitudes

Follow the moral code

Are attached to their national values

(flag, state, nation, country, culture
etc.), protects and flourish them

Individual merits
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Individual positive
attitudes

Knowledge and
consciousness  of
the country
structure

Comply with the law
Keep the good of society
ahead of their own

Know their rights and
responsibilities as
consumers

Know citizenship duties
Know the history and
culture of their country

Table C2

Variances, Covariances, and Sample Size of Each Cell in Teachers’ Data for

MANOVA

Cell name

Variances Covariances Sample size

Female/social-based/low
Male/social-based/high
Female/social-based/high
Male/social-based/low
Female/science-based/low
Female/religion-based/low
Male/science-based/high
Female/science-based/high
Female/social-based/moderate
Male/religion-based/low
Male/social-based/moderate
Female/science-based/moderate
Male/science-based/low
Male/science-based/moderate
Male/religion-based/high
Male/religion-based/moderate
Female/religion-based /moderate
Female/religion-based /high

22
.26
.29
.36
.25
24
.29
24
.29
.28
.35
23
.28
71
79
42
23
.23

A1 179
.16 111
19 107
18 106
14 91
13 78
18 70
13 67
.16 63
19 54
24 53
.10 49
A7 43
.55 31
40 14
.28 13
.10 9

.09 8

Table C3

Variances, Covariances, and Sample Size of Each Cell in Students’ Data for

MANOVA
Cell name** Variances Covariances Sample size
AHS***/at most primary /at most primary .28 15 650
AHS/secondary-high /secondary high 31 A7 563
AHS/at most primary /secondary-high .29 .16 466
AIHHS****/at most primary /at most primary 31 A7 300
AIHHS/at most primary /secondary-high .30 A7 192
AHS/secondary-high /university .25 A1 135
AIHHS/secondary-high /secondary high .36 21 129
AHS/secondary-high /at most primary .35 19 127
AHS/university/university .30 15 84
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AHS/at most primary /university 33 19 56

AIHHS/secondary-high /university .59 44 55
AHS/university/secondary-high .29 18 45
AIHHS/secondary-high /at most primary 31 18 42
AIHHS/university/university .33 18 40
AIHHS/at most primary /university .28 12 35
AIHHS/university/secondary-high 40 .30 16
AHS/university/at most primary 45 .28 10

* The group of AIHSS/University/At Most Primary Education does not exist as this group
had no sample size.

** The ordering of groups are school type, mother education, and father education.

*** AHS stands for Anatolian High School.

****AIHHS stands for Anatolian Imam Hatip High School.
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D. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE

N\ ORTA DOGU TEKNIK UNIVERSITESI
EZ
APPLIED ETHICS RESEARCH CENTER. ) MIDDLE EAST TECHNICAL UNIVERSITY

DUMLUPINAR BULVARI (

SV 28620816 /L35,
03 OCAK 2019

Konu: Degerlendirme Sonucu

Génderen: ODTU insan Arastirmalari Etik Kurulu (IAEK)
ilgi: insan Arastirmalari Etik Kurulu Basvurusu

Sayin Prof.Dr. Cennet Engin DEMIR

Danismanligini yaptiginiz Erdem UYGUN’un “ ‘iyi’ Vatandas Kimdir ve Onlari Nasil Yetistirebiliriz?:
Tiirkiye’deki Paydaslarin Algilarr “baglikli arastirmasi insan Aragtirmalari Etik Kurulu tarafindan uygun
gorilerek gerekli onay 2018-EGT-218 protokol numarasi ile arastirma yapmasi onaylanmistir,

Saygilarimla bilgilerinize sunarim.

Baskan
Uye Uye
Uye’ Uye
Uye Uye
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UYGULAMALI ETIK ARASTIRMA MERKEZI ‘ ORTA DOGU TEKNIK UNIVERSITESI
AFFLEER ETHIE RENEARSH BT / MIDDLE EAST TECHNICAL UNIVERSITY

Say1: 28620816 /
27 EKIM 2021
Konu : Degerlendirme Sonucu

Gonderen: ODTU Insan Arastirmalari Etik Kurulu (AEK)

ilgi : Insan Arastirmalar1 Etik Kurulu Bagvurusu

Sayn Prof. Dr. Cennet Engin DEMIR
Danismanligini yiiriittiigiiniiz Erdem UYGUN’un “Iyi Vatandas Kimdir Ve Onlar1 Nasil
Yetistirebiliriz? Tiirkiye’deki Paydaslarin Algilar1” baslikli aragtirmasi Insan Arastirmalar:
Etik Kurulu tarafindan uygun goriilmiis ve 417-ODTU-2021 protokol numarasi ile

onaylanmigtir.

Saygilarimizla bilgilerinize sunariz.

IAEK Bagkam
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E. APPROVAL OF THE MINISTRY OF NATIONAL EDUCATION

T.C.
MILL{ EGiTiM BAKANLIGI
Yenilik ve Egitim Teknolojileri Genel Miidiirliigi

Say1 :81576613-605.01-E.25850034 26.12.2019
Konu : Aragtirma Uygulama izin Talebi

DAGITIM YERLERINE

flgi: a) Erdem Uygun'un 24/12/2019 tarihli dilekgesi
b) Yenilik ve Egitim Teknolojileri Genel Miidiirliigiiniin 11/10/2019 tarihli ve
81576613-60501-E.19782954 sayili yazist

¢) Milli Egitim Bakanliginin 22/08/2017 tarihli ve 35558626-10.06.01-E.12607291
(2017/25) sayili genelgesi

Ilgi (a) dilekge ile Orta Dogu Teknik Universitesi, Egitim Programlari ve Ogretim
Doktora Programi &grencisi Erdem UYGUN'wn "lyi Vatandas Kimdir ve Onlari Nasil
Yetistirebiliz?: Tiirkiye'deki Paydagslarin Algilan" konulu tezi kapsaminda hazirlamig oldugu
veri toplama araglarinin pilot ¢aligmasmin ilgi (b) yazi ile alinan onay dogrultusunda
gergeklestirildigi belirtilerek lgi (b) yazi ekinde bulunan anket sorularindan segilen veri
toplama araglarinin Agri, Ankara, Balikesir, Bingol, Eskisehir, Istanbul, izmir, Kastamonu,
Kirgehir, Osmaniye, Sanlurfa ve Trabzon illerinde bulunan Anadolu Liseleri ve Anadolu
imam Hatip Liselerinde gorev gorev yapmakta olan 6gretmenlere ve bu okullarda dgretim
goren dgrencilere gevrim igi olarak uygulanmasina iliskin izin talebi Genel Miidiirliigimiizce
incelenmistir.

Denetimi il/ilge milli egitim miidiirliikleri ve okul/kurum idaresinde olmak iizere,
kurum faaliyetlerini aksatmadan, goniilliilik esasina gore; onayh bir 6rnegi Bakanhgimizda
muhafaza edilen ve uygulama sirasinda da mihiirlii ve imzali 6rnekten elektronik ortama
aktarilmis veri toplama araglarmn ilgi (b) yazi ve ilgi (c) Genelge dogrultusunda
Sgretmenlere "https:/forms.gle/JgbdK9yFdXafjFibA"  linki  tizerinden, ~ 6grencilere
"https:/forms.gle/Ug9emR WphZDQjmPK7" linki {izerinden uygulanmasina izin verilmistir.

Geregni bilgilerinize rica ederim.

Genel Miidiir
Ek: Veri Toplama Araglari (22 Sayfa)
Emniyet Mahallesi Milas SokakNu:8 06560 Yenimahalle-ANKARA Bilgi iin: )
Telefon No: (0 312)296 94 00 Fax: (0 312) 21361 36 Ogretmen o Kooramaw
E-Posta: yegitek@meb.gov.tr Internet Adresi: http://yegitek.meb.gov.tr Telefon No:

ile teyit edilebilir.
Bu evrak gavenli elektronik imza ile imzalanmugtir. https://evraksorgu.meb.gov.tr adresinden 2(:1¢;.1e24-3075‘b685‘5“33 Kodu e teyit odilebli-
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T.C.
ANKARA VALILIGI
Milli Egitim Miidiirliigii

: E-14588481-605.99-38781142
Konu : Arastirma izni

Say1 10.12.2021

ORTA DOGU TEKNIK UNiVERSITESi REKTORLUGUNE

Ilgi: a) 01.12.2021 tarihli ve 254 sayili yaziniz.
b) MEB Yenilik ve Egitim Teknolojileri Genel Miidiirliigiiniin 2020/2 nolu Genelgesi.

Universiteniz Sosyal Bilimler Enstitiisii Doktora Ogrencisi Erdem UYGUN’un "iyi Vatandas
Kimdir ve Onlar:1 Nasil Yetistirebiliriz? Tiirkiye'deki Paydaslarin Algilar1" konulu tezi kapsaminda
merkez ilgelere bagl liselerde uygulanacak olan veri toplama araglari ilgi (b) Genelge ¢ergevesinde
incelenmistir.

Yapilan inceleme sonucunda, s6z konusu arastirmanin Midiirligiimiizde muhafaza edilen 6lgme
araglarinin; Tiirkiye Cumhuriyeti Anayasasi, Milli Egitim Temel Kanunu ile Tiirk Milli Egitiminin genel
amaglarma uygun olarak, ilgili yasal diizenlemelerde belirtilen ilke, esas ve amaglara aykirilik teskil
etmeyecek, egitim-Ogretim faaliyetlerini aksatmayacak sekilde okul ve kurum yoneticilerinin
sorumlulugunda goniilliiliik esasina gore uygulanmasi Miidiirliigiimiizce uygun gorilmiistiir.

Bilgilerinizi ve geregini rica ederim.

Milli Egitim Miidiirii

Ek:

Uygulama araglar (4 sayfa)
Dagitim:

Geregi:

ODTU

Bilgi:

9 Merkez flce MEM

Bu belge giivenli

Adres : Emniyet Mah. Alparslan Tiirkes Cad. 4/A Yenimahalle

Telefon No : 0 (312) 306 89 30
E-Posta: istatistikO6@meb.gov.tr
Kep Adresi : meb@hs01.kep.tr

elektronik imza ile imzalanmistir.
Belge Dogrulama Adresi : https://www.turkiye.gov.tr/meb-ebys
Bilgi i¢in:
Unvan : Sef

Internet Adresi: ankara.meb.gov.tr Faks:

Bu evrak giivenli elektronik imza ile

https:

meb.gov.tr adresind

c519-c5ba-33f1-8854-2819 kodu ile teyit edilebilir.
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F. INTERVIEW PROTOCOLS

bgrenci Odak Grup Goriisme Sorulan

Sevgili dgrenci,

Bu galismann amact, Tirkiye’deki devlet okullarmda uygulanmakta olan vatandaghk egitimi
uygulamalarmm iyilestirilmesi adma dikkate alinmasi gereken boyutlarm 6grenci ve d&retmen
bakis agisindan belirlenmesidir. Bu amagla, bu doktora tezi ¢alismast, Prof. Dr. Cennet ENGIN-
DEMIR (ODTU EBB Béliimii) damsmanhgmda doktora 6grencisi Erdem UYGUN (ODTU EBB
Boliimii) tarafindan yiiriitilmektedir. Bu ¢ahismanimn sonuglaruun Tiirkiye nin kiiltiirel ve egitsel
yapisina uygun bir vatandaslik egitiminin ortaya ¢ikarilmasina katki sunmast hedeflenmektedir.
Bu kapsamda:

e Yapacagumz goriisme yaklasik 40-60 dakika siirecektir.

e Dogru ya da vanhs, istenen ya da istenmeyen vamt bulunmamaktadir.

e Verdiginiz yamtlar gizli tutulacak olup, sadece arastirma amagh kullamlacaktur.

e Goriismede vereceginiz bilgileri kagirmamak ve bu bilgilerin tez igerisinde detaylt
bir bigimde yer almasuu saglamak amaciyla izninizle goriigme sesi
kavdedilecektir.

e Dilediginiz noktada ses kaydi durdurulabilir ya da isteginiz dahilinde silinebilir.

Sormak istediginiz sorular olursa Erdem UYGUN ( (@metu.edu.tr, 05 )
ile iletisime gegebilirsiniz. Zamanumz ve katkiarimz igin tesekkiir ederim.

(U TSI

e

@ N o

Kagmer smuftasuz?
Anneniz en son hangi okuldan mezun oldu? Ne is vapiyor?
Babaniz en son hangi okuldan mezun oldu? Ne is yapiyor?

Evinizde ders kitaplar dismda ortalama kag kitap bulunuyor?

@ Bunlardan kagi size ait?

@ Hangi tiirde va da konularda kitaplar var? (Roman, 6ykii, ansiklopedi vb.)
Sizce iyi bir vatandas nasil biridir?
Siz iyi bir vatandas olmak i¢in neler yapiyorsunuz?
Sizee iyi bir vatandas vetistirmede okullar ne derecede etkilidir?
Okulda ivi bir vatandas olmakla ilgili olan herhangi bir ders aliyor musunuz, aldmiz m1
veya okulda herhangi bir etkinlige katildiniz m?

@ Ders aldrysaniz ya da aliyorsaniz bu dersler hangileridir?
@ Hangi konular iizerinde duruluyor? Ornek verebilir misiniz?

@ Dersler nasil isleniyor? Omek verebilir misiniz?
@ Bir etkinlige katildiysaniz, bu etkinlikte neler yapildi?
Tyi vatandas olmak konusunda okulda su ana kadar almis oldugunuz meveut egitim

hakkmda ne diisiiniiyorsunuz?
@ Almis oldugunuz egitim iyi vatandaglik ozelliklerini kazanmamzda etkili oldu

mu? Bu ozellikler nelerdi?
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@® Bu ozellikleri edinmenizde en ¢ok hangi ders va da derslerin katkisi oldugunu
ditstiniiyorsunuz?

10. Ivi vatandag olmak konusunda okulda almig oldugunuz egitim nasil iyilestirilebilir?
Sizce iyi bir vatandas yetistirmede dgretmenlerin rolit nedir?

@ Ogretmenleriniz iyi birer vatandas olarak yetismeniz icin derslerde neler yapiyor?
Ornek verebilir misiniz?

@ Baska neler yapmalarin isterdiniz?

2. Sizee iyi vatandas vetigtirmek i¢in derslerde en ¢ok hangi konular izerinde durulmali?
11. Yapmus oldugum anket sonuglaria gore:

a. Ogretmenler ve dgrenciler “vatandaslik haklarmm bilincinde olmak”, “devlet
kurumlarnun isleyisini bilmek™, “tilkesinin tarihini ve kiiltiirtini bilmek” gibi
iilkemizle ilgili konularm okullarimizda 6gretilmesini iyi vatandas yetistirmede
onemli bulmus. Sizce bunun nedenleri neler olabilir? Siz bu konuda ne
distiniiyorsunuz?

b. Yine anket sonuglarma gore “diger iilkelerin tarih ve kiiltiirleri hakkinda bilgi
sahibi olmak™, “diinyadaki giincel olaylar: takip etmek™. ve “en az bir yabanc dil
bilmek™ gibi diinya iilkeleriyle ilgili konulari ise dgretmen ve dgrenciler daha az
onemli bulmus. Sizee bunun nedenleri neler olabilir?

¢. Ogrenciler iyi bir vatandasin “cinsiyet, gorii, uk. inang gibi farkliliklara saygt
duymast gerektigi” konusunda daha ¢ok goriis belirtirken, dgretmenler iyi bir
vatandagn “sorgulamasimnin, aragtwmasinin ve kendini gelistirmesinin gerektigi”
konusunda daha ¢ok gériis belirtmistir. Sizce bu farklihgm nedenleri neler
olabilir?

d. Anketteki “siddete karsidir, dogay1 ve canlilari korur™ maddesine iliskin olarak
bazi 6grenciler dzellikle kadin ve kadin haklaruun korunmasmdan bahsederken,
higbir 6&retmen bundan bahsetmenmistir. Sizce bunun nedenleri neler olabilir?

12. Bunlarm disinda belirtmek istedikleriniz var nmm? Varsa nelerdir?

Tesekkiir ederiz.
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Ogretmen Goriisme Sorulart

Saym dgretmenim.

Bu ¢alismanm amacs, Tiirkiye’deki devlet okullarinda uygulanmakta olan vatandaghk egitimi
politikalarmin ve etkinliklerinin iyilestirilmesi admna dikkate alnmasi gereken boyutlarin
dgretmen ve dgrenci bakis agisindan belirlenmesidir. Bu amagla, bu doktora tezi caligmasi, Prof.
Dr. Cennet ENGIN-DEMIR (ODTU EBB Béliimii) damsmanhginda doktora 6grencisi Exdem
UYGUN (ODTU EBB Boliimii) tarafindan yiiriitiilmektedir. Caligma kapsaminda anket,
goriisme sorulari ve resmi dokiiman incelemeleri yoluyla veri toplanmasi hedeflenmektedir.
Calismanin bulgularmn Tiirkiye nin sosyokiiltiirel ve egitsel yapisina uygun bir vatandaslik
miifredatinin ortaya ¢ikarilmasma katki sunmasi hedeflenmelktedir. Bu kapsamda:

Yapacaguiz goriisme yaklasik 40-60 dakika siirecektir.

Dogru ya da yanls, istenen ya da istenmeyen yanit bulunmamaktadir.

Verdiginiz yanitlar gizli tutulacak olup, sadece aragtma amagh kullanilacaktur.
Goriismede vereceginiz bilgileri kagumamak ve bu bilgilerin tez igerisinde detayli
bir bigimde yer almasin saglamak amaciyla izninizle gériigme sesi
kaydedilecektir.

e Dilediginiz noktada ses kaydi durdurulabilir ya da isteginiz dahilinde silinebilir.

e 0o o o

Sormak istediginiz sorular olursa Erdem UYGUN ( @metu.edu.tr, 05 D]
ile iletisime gegebilirsiniz. Zamanmiz ve katkilarimz igin tesekkiir ederim.

10

9.

Kag yildir 6gretmenlik yapryorsunuz?
Bransmiz nedir ve hangi derslere giriyorsunuz?
En son mezun oldugunuz egitim derecesi nedir?
Iyi bir vatandas1 nasil tamumlarsmiz? Sizce iyi bir vatandag nastl biridir?
Sizce iyi bir vatandag vetistirmede okullar ne derecede etkilidir?
@ Sizce en gok hangi ders veya dersler dgrencilerin iyi bir vatandag olarak yetismelerine
katkida bulunuyor? Nasil?
@ Derslerde iyi bir vatandas yetistirme konusunda ne tiir etkinlikler yapiliyor? Ornek
verebilir misiniz?
Tyi vatandas yetistirme konusunda Tiirkiye’deki meveut egitim politikalari hakkinda ne
ditstiniiyorsunuz?
Milli Egitim Bakanlig, iyi vatandas yetistirmeyi daha etkili hale getirmek i¢in meveut
egitim politikalarmi iyilestirmek icin neler yapabilir?
Sizee iyi bir vatandag yetistirmede dgretmenlerin rolii nedir?
@ Ogrencilerinizin iyi birer vatandas olarak yetismesi igin derslerinizde siz neler
yapiyorsunuz? Ornek verebilir misiniz?
@ Baska neler vapmak isterdiniz?
Sizee iyi vatandas yetistirmek igin egitim programlarmda olmasi gereken en Snemli
kazanunlar nelerdir?
@ Yapmus oldugum anket sonuclarmna gore:
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o Ogretmenler ve dgrenciler “vatandaglik haklarmmn bilincinde olmak™,
“devlet kurumlarmn isleyisini bilmek”, “{ilkesinin tarihini ve kiiltiirtinii
bilmek™ gibi iilkemizle ilgili konularn okullarunizda 6gretilmesini iyi
vatandas yetistirmede dnemli bulmus goriiniiyorlar. Sizce bunun nedenleri
neler olabilir? Siz ne diigtiniiyorsunuz?
Yine anket sonuglarma gére “diger iilkelerin tarih ve kiiltiirleri hakkinda
bilgi sahibi olmak™, “diinyadaki giincel olaylar takip etmek”, ve “en az bir
yabanci dil bilmek” gibi diinya tilkeleriyle ilgili konular 3retmen ve
dgrenciler tarafindan daha az énemli bulunmus. Sizce bunun nedenleri
neler olabilir? Bu konuda siz ne diistiniiyorsunuz?
o Ogrenciler iyi bir vatandasin “cinsiyet, goriig. uk, inang gibi farklihklara
saygi duymasi gerektigi” konusunda daha ¢ok goriis belirtirken,
dgretmenler iyi bir vatandasm “sorgulamasmimn. aragtirmasmn ve kendini
gelistirmesinin gerektigi” konusunda daha gok gortis belirtmistir. Sizce bu
farklihgm nedenleri neler olabilir?

o Anketteki “siddete karsidir, dogay1 ve canlilart korur” maddesine iliskin
olarak baz1 6grenciler dzellikle kadm ve kadm haklarinm korunmasmdan
bahsederken, hi¢bir 6gretmen bundan bahsetmemistir. Sizce bunun
nedenleri neler olabilir?

10. Konustugumuz konular disinda Tiirkiye’de vatandashk egitimi ve iyi bir vatandasm
ozellikleri konularinda belirtmek istedikleriniz var nu? Varsa nelerdir?

o

Tesekkiir ederiz.
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H. TURKISH SUMMARY / TURKCE OZET

Giris

Vatandashk, farkli kiiltiirlerin ve toplumlarin iyi bir vatandas olmanin ne anlama
geldigine dair kendi gelenekleri ve beklentileri ile zaman i¢inde gelisen bir kavramdir
(Powell vd., 2015; Schoeman, 2006; Szekely, 2020). Oziinde vatandaslik, "yasal statii,
haklar ve aidiyet duygusu saglayan siyasi ve cografi bir topluluga iiyelik" anlamina
gelmektedir (Buckner & Russell, 2013, s. 739). Gegmiste, vatandaslik genellikle etnik
kokene bagliydi ve yalnizca belirli insan gruplar1 vatandasliga hak kazanabiliyordu
(Woods, 2014). Ancak teknolojinin ilerlemesi ve uluslararasi seyahat ve gogiin
artmastyla birlikte vatandaglik kavrami daha genis bir yelpazedeki insanlari
kapsayacak sekilde genislemistir (Buckner & Russell, 2013; Keating, 2016).
Gilinlimiizde vatandaslik dogum yoluyla, ebeveynlerin vatandashiginin miras
alinmasiyla (jus sanguinis) veya belirli bir devlet veya bolgede dogmakla (jus soli)
kazanilabilmektedir (Heater, 1999). Ayrica, halihazirda bir iilkenin vatandast olmayan

bir kisinin vatandasliga kabul (naturalization) slreci yoluyla da kazanilabilmektedir.

Tirkiye'de anayasal vatandashiga gegisin kokleri Osmanli'ya dayanmaktadir. Osmanl
Imparatorlugu 1299'dan 1918'e kadar Asya, Avrupa ve Afrika'da hiikiim siirmiis bir
Turk-Islam devletidir (Seyhanlioglu, 2014). Tanzimat reformlar1 dénemi, 1839'dan
1876'ya kadar, tebaa [devlete itaat eden ve vergi ddeyen insanlar (Palabiyik, 2001, s.
158)] kavramindan vatandaslik kavramina gegisin baslangici oldu ve imparatorlugu
egitim ve diger politikalar yoluyla modernlestirmistir (Gen¢ & Celik, 2018; Ustel,
2008). Tiirkiye Cumhuriyeti'nin kurulmasiyla birlikte, halkin devlet yonetimindeki
otoritesi eskiden oldugu gibi yalnizca padisahlarin elinde olmak yerine anayasal

yasalarla giivence altina alinarak pekistirilmistir (Cetin, 2014).

Iyi bir vatandas1 olusturan ¢ok cesitli dzellikler vardir ve bunlar bir kiiltiirden digerine
degisebilir. Kapsamli bir literatiir arastirmasi, iyi bir vatandasi temsil eden ¢ok c¢esitli

bilgi, beceri ve tutumlarin/ degerlerin (BBTD)? oldugunu ortaya koymustur. Ornegin,

% Bilgi, 6grenme ve deneyim yoluyla elde edilen enformasyon ve i¢ gortidir; beceri ise 6zellikle
ogretildigi ve uygulandig icin bir seyi ¢ok iyi yapabilme yetenegidir (Longman, 2008). Degerler
"neyin dogru neyin yanls olduguna ya da hayatta neyin énemli olduguna dair inanclar" (s. 1114)
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iyi bir vatandas kendi iilkesinin yasalari, siyasi sistemi ile hak ve yiikiimliiliikleri
hakkinda temel bilgilere sahip olmalidir. Hem yerel hem de kiiresel diizeyde giincel
olaylar ve dnemli konular hakkinda bilgi sahibi olmali ve kendi toplumunun tarih ve
kiiltliriiniin farkinda olmalidir (Davies, Gregory & Riley, 1999; Kennedy, Hahn & Lee,
2008; Kingston, 2016; Martin, 2008; Print & Coleman, 2010). Ulkesinin yasalar1 ve
yonetim bi¢imine ek olarak giincel olaylar ve 6nemli konular hakkinda iyi bir anlayisa
sahip olmanin yani sira, iyi bir vatandas, sorun ¢6zme ve yaratici ve baris¢il ¢ozlimler
bulma becerisi de dahil olmak {izere bir dizi temel beceriye sahip olmalidir (Hyman
ve Levine, 2008). Iyi bir vatandas, akillica kararlar vermek igin elestirel diisiinebilmeli,
verileri analiz edebilmeli ve bagkalariyla etkili bir bigcimde c¢alisabilmelidir (Leenders,
Veugelers & De Kat, 2008; Nicotra & Patel, 2016). lyi bir vatandas, diiriistliige
baglilik ve baskalarinin haklarina saygi gibi bir dizi tutum ve degere sahip olmali
(Crick, 2007; Martin, 2008) ve vatandaslik gorevi duygusu ve yasadigi ¢cevreye katkida
bulunma arzusu hissetmelidir (Buk-Berge, 2006; Tse, 2011). lyi bir vatandas ayn
zamanda bagkalartyla empati kurabilmeli, farkli inanglara sahip ya da farkh
gecmislerden gelen kisilere karsi hosgoriilii olmali ve yasam boyu O0grenme ve

gelisime agik olmalidir (Biesta, 2011; Held, 2010; Schoeman, 2006).

Mevcut arastirmalara gore farkli vatandashk modelleri vardir. Ornegin, aktif
vatandaslik Avrupa cevrelerinde olduk¢a kabul gdérmektedir ve karsilikli saygi,
siddetsizlik, insan haklar1 ve demokrasiye baglilik ile karakterize edilen sivil toplum,
topluluk ve/veya siyasi hayata katilimi icermektedir. Westheimer ve Kahne (2004)
demokratik vatandaglar ti¢ kategoriye ayirir: kisisel sorumluluk sahibi, katilimci ve
adalet odakli vatandaslar. Kisisel sorumluluk sahibi vatandaslar kendi davranislarina
ve sorumluluklarina odaklanirken, katilimci vatandaglar toplum hedefli olmaya ve
topluma katilm saglamaya, adalet odakli vatandaslar ise daha adil bir toplum
yaratmaya odaklanmaktadir. Demokratik gelenekler arasinda, pasif haklardan aktif
katilima kadar uzanabilen ve yogunluk ve baglam agisindan farklilik gosterebilen
vatandaslik kavrami konusunda bir uzlasi eksikligi vardir. Bazilar1 vatandasligi sadece
bir demokraside var olmak olarak goriirken, digerleri baskalarina karsi sosyal

sorumlulukla hareket etmek veya toplumu etkileyen karar alma sireclerine dahil

iken, tutum "bir kisi ya da bir sey hakkinda genellikle sahip oldugunuz goriis ve hislerdir" (S. 59).
Bu tanimlara gére, degerler ve tutumlarin birbiriyle iliskili oldugu ve degerlerin tutumlarimizi
etkiledigi soylenebilir. Bu amacla ¢alismada degerler ve tutumlar birlikte ele alinmistir.
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olmak olarak gérmektedir. Etkili bir demokrasiye ulasmak i¢in, sadece kisisel olarak
sorumlu olmaktan ziyade katilimci veya adalet odakli vatandashig igsellestirmek ve

uygulamak gerekir.

21. yiizyilda vatandaslik egitiminin, 6grencilerin daha fazla kiiresellesen ve etnik
koken, kiiltiir, ik ve din agisindan ¢esitlilik gosteren bir diinyay1 anlamalarina ve bu
diinyaya uyum saglamalarina yardimci olmas1 6nemlidir. Bu degisimlere yanit olarak
vatandaslik egitiminde farkli yaklasimlar ortaya ¢ikmistir: vatandashigi kiiresel bir
baglama yerlestirmeye odaklanan kiiresel vatandaglik egitimi; hosgorii ve ayrimcilik
yapmamay1 tesvik eden ¢ok kiiltiirlii vatandaglik egitimi; elestirel diisiinme, is birligi
ve cesitliligi vurgulayan demokratik vatandaslik egitimi ve sosyal degisim ve

aktivizme odaklanan elestirel vatandaslik egitimi.

Tiirkiye'de  vatandashk egitimi  milliyetcilik/vatanseverlik, —muhafazakarlik,
muhafazakar olmama, haklar ve devlete karsi gorevler arasinda gidip gelmistir.
Gilinlimiizde Tiirkiye demokrasi, insan haklari, kiiresellesme ve c¢ok kiiltiirliiliik
konularinda diinyada yasanan doniisiimlerden etkilenmis ve bunu vatandaglik egitimi
politikalarina yansitmaya baslamistir. Ancak bu heniiz tamamlanmis degildir. Bu
nedenle, mevcut politikalarin bu agilardan incelenmesine ve bu doniisiimlere daha iyi
yanit veren program uygulamalariin 6nerilmesine ihtiyag vardir. Ayrica, vatandaslik
egitiminin her diizeyde uygulanmasinda yiizeysel ve soyut konular, dar kapsam, eksik
veya islevsel olmayan ders dis1 etkinlikler ve rehberlik, sinava dayali yapinin baskisi,
yetersiz egitim materyalleri, baglami veya 6grenci farkliliklarini yeterince dikkate
almayan Ogretim stirecleri gibi sorunlar raporlanmistir (Cigcek & Topgu, 2015; Giirel,
2016; Karakus & Kuyubasioglu, 2017; Karaman & Karaman, 2016; Sel, 2021).
Dolayisiyla vatandaslik egitiminin uygulanmasinda 6gretmen ve 6grencilerin yasadigi

sorunlari tespit edecek ve bunlar1 giderecek onerilere de ihtiyag vardir.

Bununla birlikte, vatandashigin etkili bir sekilde kazanilmasi i¢in olumlu bir okul
iklimi yaratmak adina, iy1 vatandasligin ne anlama geldigine dair karsilikli kabul géren
bir anlayis 6nemlidir (Homana & Barber, 2007; Stuteville & Johnson, 2016). Bunu
basarmak i¢in 6gretim programi gelistiricileri, 6gretmenlerin vatandaslik egitiminde
onemli gordiikleri unsurlari dikkate almalidir (Davies vd., 1999). Ogrencilerin kendi
Iyi vatandaslik tanimlarinin da 6gretim programina dahil edilmesine ihtiyag¢ vardir,
clinkii 6grencilerin vatandaglik hayatini nasil tanimladiklart ve anladiklari hakkinda
cok az sey bilinmektedir (Rubin, 2007). Bu nedenle, Tiirkiye'deki 6gretmenler ve
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ogrenciler i¢in daha anlamli ve onlart motive edici program uygulamalart 6nermek ve
ogrencilerin iyi vatandaslik algilarini dislamadan 6gretim programlarina dahil etmek
onemlidir. Bu calisma, Tiirkiye’deki O0gretmen ve Ogrencilerin iyi vatandaglik
tanimlar1 ve idealleri hakkindaki goriislerini dikkate alan, vatandashk egitimindeki
giincel yonelim ve degisiklikleri iceren ve Tiirkiye’de uygulamadaki aksakliklar

gideren program uygulamalar1 6nermeyi amaglamaktadir.
Yontem

Bu caligmanin amaglar1 (1) 6gretmen ve 6grencilerin "iyi vatandas" yetistirmek icin
gelistirilmesi gereken bilgi, beceri, tutum ve degerlere iliskin algilarini incelemek, (2)
Tiirkiye’de Milli Egitim Bakanligimin (MEB) iyi vatandashga yonelik egitim
politikalarinin nasil gelistirilebilecegine iliskin 6gretmen ve Ogrencilerin algilarini
arastirmak, (3) O6gretmen ve Ogrencilerin algilar1 ile resmi vatandashik egitimi
politikalar1 arasindaki farkliliklar1 tespit etmek ve (4) Ogretmen ve Ogrencilerin
Uzerinde hemfikir oldugu iyi vatandaslik oOzelliklerini yansitan, Tiirkiye’deki
vatandaslik egitiminin uygulanmasinda 6gretmen ve oOgrencilerin karsilastiklar:
zorluklar1 gideren ve giincel akademik ve uygulamadaki yonelimleri kapsayan

program uygulamalari 6nermektir. Bu calismanin aragtirma sorulart agagidaki gibidir:

I.  Tirkiye’deki okullarda “iyi” vatandas yetistirmede gelistirilecek bilgi, becert,
tutum ve degerler konusunda dgretmen ve dgrencilerin 6ncelikleri nelerdir?

a. Ogretmenlerin algilar1 cinsiyet, deneyim ve bransa gore anlaml

farklilik gostermekte midir?

b. Ogrencilerin algilar1 okul tiiriine ve ebeveynlerin egitim diizeyine gore

anlamli farklilik géstermekte midir?

II.  Ogretmen ve dgrencilerin MEB'in "iyi" vatandas yetistirmeye yonelik egitim

politikalarma iligkin algilar1 nelerdir?

I1l.  Resmi vatandashk egitimi politikalari, 6gretmen ve Ogrencilerin “iyi” bir
vatandasin 6zelliklerine ve etkili bir vatandaglik egitimine iliskin algilariyla ne

Olgtide tutarhidir?

ni N

IV. Ogretmen ve ogrencilerin "iyi" bir vatandasin ozellikleri ve etkili bir
vatandaglik egitimine iligskin algilarina dayali bir vatandaslik egitimindeki

program uygulamalar1 nasildir?
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Calismada karma yontem yaklasimi izlemistir. ilk olarak, katilmcilarin iyi bir
vatandasin sahip olmast gereken BBTD’lere dair algilarim1 anlamak i¢in “iyi
vatandasin Ozellikleri 6lgegi” (IVOO) gelistirilmistir. Sonuglara ve arastirma
sorularina dayali olarak, Tiirkiye'deki vatandaslik egitimini daha derinlemesine
incelemek ve oOlgek sonuglarimi daha da detaylandirmak igin Ogretmenler ve
ogrencilerle yar1 yapilandirilmis goriismeler yapilmistir. Son asamada ise resmi MEB

dokiimanlarindan yararlanilarak dokiiman analizleri yapilmistir.
Arastirmanin Katihmcilar:

IVOO kapsaminda, dgretmenlerin ve dgrencilerin iyi vatandashga iliskin algilarmin
biitiinciil olarak ortaya konmasi amaciyla, Tiirkiye Istatistik Kurumu ve Devlet
Planlama Teskilat1 tarafindan niifus, cografya, bolgesel kalkinma planlari, temel
istatistiki gostergeler ve sosyoekonomik gelismislik agisindan benzer illeri
gruplandirmak amaciyla belirlenen ve "istatistiki bolge birimleri siniflandirmasi”
(Resmi Gazete, 2002) olarak adlandirilan 12 istatistiki bolgenin tamamindan olmak
iizere Anadolu Liselerinden ve Anadolu Imam Hatip Liselerinden amagh olarak
secilmigtir (Sengiil, Eslemian , & Eren, 2013). Toplamda, Tirkiyenin 12 ilinde
(Istanbul, Balikesir, izmir, Eskisehir, Ankara, Osmaniye, Kirsehir, Kastamonu,
Trabzon, Agri, Bingdl, Sanlurfa) bulunan Anadolu Lisesi ve Anadolu Imam Hatip
Liselerinden 1174 dgretmen ve 3061 dgrenci tarafindan IVOO cevrimici ortamda
yanitlanmistir. Orneklemde Anadolu Lisesi 6gretmenlerinin sayis1 (n = 736, % =
62.96) Anadolu Imam-Hatip Lisesi 6gretmenlerinden (n = 433, % = 37.04) daha fazla
ve Anadolu Lisesi 6grencilerinin sayis1 (n = 2212, % = 72.36) Anadolu Imam-Hatip
Lisesi ogrencilerinden (n = 845, % = 27.64) daha fazladir. Orneklemdeki kadin
Ogretmen sayisi (N = 659, % = 56.28) erkek d6gretmen sayisindan (n =512, % = 43.72)
ve kiz dgrenci sayisi1 (n = 2126, % = 69.21) erkek 6grenci sayisindan (n = 946, % =
30.79) daha fazladir. Ogretmenlerin yas ortalamasi 36, ortalama 6gretmenlik deneyimi
10 yil ve ortalama mezuniyet seviyesi lisanstir. Ogrencilerin yas ortalamasi1 16°dir.
Ogrencilerin babalarinin egitim diizeyi genellikle annelerinin egitim diizeyinden daha
yiiksektir. Babalar cogunlukla ortaokul veya lise mezunudur. Annelerin ¢ogu i¢in en
yiiksek egitim seviyesi ilkokuldur. Babalarin sadece %213,58'i, annelerin ise

sadece %6,65'i Universite mezunudur.

Goriismeler, okullara daha hizli fiziksel erisim i¢in Ankara'nmin Cankaya, Gdlbas,

Mamak ve Pursaklar ilgelerinde yer alan Anadolu Liseleri ve Anadolu Imam Hatip
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Liselerindeki Ogretmen ve Ogrencilerle gerceklestirilmistir. Ankara, Tirkiye'nin
baskentidir, Tiirkiye'nin en biiyiik niifusuna sahip sehirlerinden biridir ve farkli egitim
seviyelerinden vatandaslarin sehridir. Goriismelerden biitlinciil bir resim elde etmek
icin asagidaki kriterler takip edilmistir: (1) Ankara ilgeleri arasindaki yiiksek egitim?®
ylizdesi, (2) segilecek okulun smavsiz Ogrenci kabul etmesi, (3) bu calisma
hazirlanirken Tiirkiye'de yapilan son se¢im olan 2019 belediye baskanligi segimlerinin
sonuglart ve (4) okullarin veri toplamak i¢in takvimlerinin uygunlugu. Bunun
sonucunda Ankaramin dort ilgesinden 14 Ogretmen ve 28 ogrenciyle yiiz yiize
goriisiilmiistir. Orneklemde Anadolu Lisesi 6gretmenlerinin sayis1 (n = 8, % = 57.14)
Anadolu Imam-Hatip Lisesi dgretmenlerinden (n = 6, % = 42.86) daha fazladir.
Anadolu Lisesi 6grencilerinin sayis1 (n = 16, % = 57.14) Anadolu Imam-Hatip Lisesi
ogrencilerinden (n = 12, % = 42.86) daha fazladir. Ogretmenler arasinda kadin
katilimcilar (n = 8, % = 57.14) erkek katilimcilardan (n = 6, % = 42.86) daha fazladir.
Ogrenciler arasinda kiz 6grencilerin sayis1 (n = 15, % = 53.57) erkek 6grencilerin (n =
13, % = 46.43) sayisindan daha fazladir. Bes 6gretmenin bransi din temelli derslerden
("Din Kiiltiirii ve Ahlak Bilgisi" ve "Imam-Hatip Lisesi Meslek Dersleri"), bes
ogretmen fen temelli derslerden ("Biyoloji", "Kimya" ve "Matematik"), dort
Ogretmenin brangi ise sosyal temelli derslerden ("Tarih", "Cografya", "Felsefe" ve
"Tiirk Dili ve Edebiyat1") gelmektedir. Ogrencilerin babalar1 g¢ogunlukla lise
mezunudur. Ogrencilerin anneleri ¢ogunlukla ilkdgretim mezunudur. Ogrencilerin
anneleri ¢ogunlukla ev hanimi, babalari ise ¢ogunlukla 6zel ya da kamu sektérinde

calismaktadir.

Veri Toplama Siireci ve Veri Toplama Araclari

Iyi bir vatandasm ozelliklerini ortaya ¢ikarmak icin bu calismada kullanilan veri
kaynaklar1 sunlardir: (1) bu ¢alisma icin gelistirilen IVOO, (2) IVOO sonuglarini
detaylandirmak igin goriisme sorular1 ve (3) onceki literatiir, IVOO sonuglar1 ve
goriisme sonuclaria dayali olarak resmi MEB belgelerini analitik olarak incelemek
amactyla yapilan dokiiman analizi. iIVOO maddeleri literatiirden ve MoNE 6gretim
programlarindan faydalanilarak olusturulmustur. IVOO, "Kesinlikle Katilmiyorum",

"Katilmiyorum", "Ne Katiliyorum Ne Katilmiyorum", "Katiliyorum", "Kesinlikle

% Lisans, yiiksek lisans veya doktora derecesine sahip vatandas sayisi
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Katiliyorum" ifadelerinden olusan bes segenekli bir likert dlgegidir. Anket, "(Iyi
vatandaglar) yasalara uyar" gibi olumlu cimleler iceren maddelerden olusmaktadir.
Ankette “Iyi bir vatandasin 6zellikleri hakkinda eklemek istediginiz bir sey varsa,
lutfen asagidaki kutucuga yaziniz" seklinde agik ug¢lu bir madde ile katilimcilarin
kapali uclu 6lgek maddesi olarak yer alan 0zelliklere ek olarak belirtmek istedikleri
bagka ozellikler de toplanmistir. Faktor yapisini belirlemek igin 6lgek maddelerine
acimlayici faktor analizi (EFA) ve dogrulayici faktor analizi (CFA) uygulanmis ve

Olcek givenilirligi kontrol edilmistir.

IVOO sonuglarina dayanarak, arastirma sorular1 i¢in daha derin veri toplamak
amactyla bir goriisme protokolii hazirlanmistir. Ogretmen ve grencilere yonelik
goriisme protokolleri, 6gretmenler i¢in "Kag yildir 6gretmenlik yapiyorsunuz?" veya
ogrenciler i¢cin "Anneniz en son hangi okuldan mezun oldu?" gibi tanimlayici sorular
icermektedir. Diger sorular ise dgretmenler icin "Ogrencilerinizin iyi birer vatandas
olarak yetismelerine yardimeci olmak icin derslerinizde neler yapiyorsunuz?",
ogrenciler icinse "lyi bir vatandas olmak konusunda okulda bugiine kadar aldiginiz
egitim hakkinda ne diisiiniiyorsunuz?" gibi vatandaglik dersleri, politikalari, igerigi ve
etkililigi ile ilgilidir. IVOO’den elde edilen bazi1 bulgulari detaylandirmak igin IVOO
sonuglariyla ilgili sorular da sorulmustur, drnegin: “6grenciler iyi bir vatandasin
‘cinsiyet, goriis, ik ve inang gibi farkliliklara saygi duymasi gerektigi’ konusunda
daha fazla goriis bildirirken, 6gretmenler iyi bir vatandasin ‘sorgulamasi, arastirmasi
ve kendini gelistirmesi gerektigi’ konusunda daha fazla goriis bildirmistir. Sizce bu

farkliligin nedenleri neler olabilir?”.

Dokiiman analizi surecinde, bir dizi resmi dgretim programi ve dgretim programinin
gelistirilme gerekcelerini gosteren bir rapordan olusan resmi MEB belgeleri analize
dahil edilmistir. Diger belgeler arasinda (1) 6gretim programlarinin gelistirilme
stirecine iliskin MEB tarafindan yayimlanan rapor (MEB, 2017b), (2) MEB Okul-Aile
Birligi Yonetmeligi (2012), (3) Ogretmenlik Meslegi Genel Yeterlikleri (2017), (4)
Tirkiye'de Rehberlik ve Psikolojik Danigma Hizmetleri belgesi (MEB, 2020e), (5)
MEB Rehberlik ve Psikolojik Danigma Hizmetleri Yonetmeligi (2020), (6) MEB
Egitim Kurumlar1 Sosyal Etkinlikler Yonetmeligi (2017) ve (7) MEB Ortadgretim
Kurumlar1 Yoénetmeligi (2020) MEB'in anlayisim1 ve amaglarini daha iyi arastirmak
i¢in incelenmistir. Ozetle, incelenmis belgeler 13 gretim program belgesi ve yedi

politika belgesinden olusmustur.
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IVOO cevrimigi olarak uygulanmis ve erisim linki katilimcilara gonderilmistir.
Ogretmenlerle yapilan goriismeler ve dgrencilerle yapilan odak grup goriismeleri
katilmcilarm  okullarinda yiiz yiize gerceklestirilmistir. Ogretmenlerle kisisel

goriismeler yapilirken, 6grencilerle odak grup goriismeleri gergeklestirilmistir.

Verilerin Analizi

Calisma icin hem nicel hem nitel veri toplanmistir. IVOO kapali uglu sorularin
yanitlar1 nicel olarak, 6lgekte yer alan uglu madde: “lyi bir vatandasin &zellikleri
hakkinda eklemek istediginiz bir sey varsa liitfen asagidaki kutucuga yaziniz”” maddesi
ise nitel olarak analiz edilmistir. Kapali u¢lu sorularin yanitlarindan elde edilen veriler

IBM SPSS Statistics 26 yazilimi ile analiz edilmigtir.

Gériismeler ve acik uglu IVOO maddesi nitel analiz yazilimi olan MAXQDA 2022 ile
analiz edilmistir. Goriisme verileri i¢in katilimcilardan alinan ses kayitlari yazili
dokiimanlara (transkript) doniistiiriilmiistiir. A¢ik uclu IVOO maddesine verilen
cevaplar ise, IVOO gevrimici olarak uygulandig1 igin halihazirda yazili formda elde
edilmistir. Ardindan, Strauss ve Corbin (2008) tarafindan tanimlanan kodlama
suregleri hem goriisme hem de agik uglu IVOO verisine ayr1 ayr1 uygulanmistir. Bunun
icin ilk olarak veriler genel hatlariyla gézden gegirilmistir. Ikinci olarak, kelimelerin,
ifadelerin ve ciimlelerin detayli anlamlarini ortaya ¢ikarmak igin veri seti daha detayli
bir sekilde incelenmistir. Ugiincii olarak, her bir ortak anlam kavramsallastiriims, yani
arastirmaci tarafindan o anlami en 1yi temsil eden bir ifadeyle etiketlenmistir (alt diizey
kavramlar). Dordlncu olarak, bu kavramlar ortak veya iliskili 6zellikleri bakimindan
temalar (Ust dizey kavramlar, yani alt dizey kavramlar grubu) halinde

gruplandirilmstir.
Guvenirlilik ve Gegerlik

Guba ve Lincoln (2002) nitel bir arastirmanin giivenilirligini belirlemek i¢in dort ana
kriter belirlemistir: inanilirhik, aktarilabilirlik, giivenilirlik ve onaylanabilirlik.
Inamilirh@ saglamak igin nitel arastirmacilar, bulgulardan yaptiklari c¢ikarmmlarin
gercegi yansittigindan emin olmak amaciyla bazi 6nlemler alirlar. Bu ¢alismada da ilk
olarak, veri toplama sirasinda her bir katilimcinin algilarinin arastirmaci tarafindan
tam olarak kavranmas: ve kaydedilebilmesi igin yeterli zaman ayrilmustir. ikinci

olarak, aragtirmact her gorligme sorusu sorup yanit aldiginda, katilimcinin
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ciimlelerinden ne anladigini agiklamis ve katilimcinim onayini almustir. Uglincl olarak,
mevcut caligsma, arastirma sorulari, literatiir taramasi, drneklem, veri kaynaklari, veri
toplama prosediirleri, veri analizi ve bulgular hakkinda gézden gecirmek, 6neri ve geri
bildirimde bulunmak {izere bir tez izleme komitesi tarafindan periyodik olarak kontrol
edilmistir. Bu toplantilarda her bulgu, tez komitesinin gozetiminde bulgularin
c¢ikarildigi ham verilere kadar incelenmis ve izlenmistir. Dordiincii olarak, vatandaslik
egitiminin tarihi ve temel Ozellikleri ile bu alandaki gincel egilimler hakkinda
biitiinciil bir bakis agis1 ortaya koymak amaciyla ulusal ve uluslararasi arastirmalardan
elde edilen kapsamli literatiir taramalarindan yararlanilmistir. Bulgular, bilimsel
olarak saglam sonuglara ulasmak i¢in bu biitiinsel bakis acgistyla kontrol edilmistir.
Besinci olarak, ham veriler daha sonra baskalar1 tarafindan incelenebilmek Uzere
yedeklenmistir. Altinct ve son olarak, ¢alismanin farkli agamalarinda yeni veriler
ortaya ¢iktikca toplanan ve analiz edilen belgelerin tekrar tekrar incelenerek tutarlilik
kontrol edilmistir.

Giivenilirligi artirmak i¢in, 6rneklem stratejisi, secilen veri kaynaklari ve veri toplama
araglarinin se¢imi ve bu araglarin gelistirilmesi, arastirma sorular1 ve veri analiz siireci
dahil olmak tizere mevcut ¢alismadaki tiim arastirma sureci, baska arastirmacilarin
calismay1 tekrarlamasina olanak saglamak ic¢in ayrintili olarak agiklanmustir.
Onaylanabilirligi artirmak i¢in (a) arastirmacinin yetkinligi ve deneyiminin yan1 sira
0zgeg¢misinden kaynaklanan olas1 onyargilar1 ve varsayimlart hakkinda okuyuculari
bilgilendirmek i¢in "Arastirmacinin roli" boliimiinde c¢alismanin arastirmacisi
hakkinda o6zgecmis bilgileri verilmis ve (b) okuyuculara ¢alismanin nasil
tasarlandigini ve uygulandigini agikga gostermek icin ¢alismanin amaglari, arastirma
problemleri, arastirma sorulari, arastirma tasarimlar1 vb. hakkinda ayrintili agiklamalar

saglanmigtir (Miles vd., 2014).
Smirhliklar

Orneklem, arastirma tasarimi ve stirecleri agisindan mevcut ¢alismanin, sonuglari
yorumlarken g6z oniinde bulundurulmasi gereken ¢esitli sinirliliklar1 bulunmaktadir.
[k olarak, adalet odakli vatandashga vurgu yapan bazi IVOO sorulari devlet
okullarinda bu sorularin sorulmasinin uygun olmadig1 gerekcesiyle MEB tarafindan

onaylanmamustir.
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Ikinci olarak, bu ¢alismada kullanilan 6lcek ve goriisme gibi 6z beyana dayali araglar
sosyal kabul edilebilirlik olgusundan etkilenebilir. Bu olgu g6z 0Oniinde
bulundurularak, veriler c¢evrimi¢i olarak anonim bir sekilde toplanmis ve
katilimcilardan onlarin kimliklerini belli edecek veriler istenmemistir. IVOO niin
basinda calismanin amaci1 agik¢a belirtilmistir. Ayrica toplanacak verilerin
arastirmanin kendisiyle sinirli oldugu da acgikg¢a belirtilmistir. Ayrica, goriismelere
katilanlar, arastirmacinin bir devlet dairesinde calistigini bilmekteydi. Bu durum
cevaplarindaki sosyal kabul edilebilirlik seviyesini artirabilir ve potansiyel olarak agik
goriiglerini ifade etme sikliklarini azaltabilir. Bu sinirhilikla basa ¢ikmak igin
arastirmact, MEB'den aldig1 resmi goriisme izin belgesini gostermis, kendisinin de bir
ogretmen oldugunu ve 6gretmenlerle meslektas olduklarini sdyleyerek katilimcilarla
yakinligimi artirmistir. Ayrica goriismelerde ogretmenleri mesleki agidan sikintiya
sokacak ya da 6grencilerin okul notlarina zarar verecek sorular sorulmayacagini ve

isimlerinin gizli tutulacagini belirtmistir.

Uclincii olarak, iVOO verileri birden fazla sehir ve okuldan toplanmustir. Sehirler
(fakat katilimcilar degil), farkli gelismislik diizeylerine sahip sehirlerden biitiinciil bir
resim elde etmek amaciyla istatistiki bolge birimleri siniflandirmasina gore kategorize
edildikten sonra rastgele secilmistir. Arastirma sonuglart bu kosullara gore

yorumlanmalidir.

Dorduncu ve son olarak mulakatlar Ankara'da gergeklestirilmistir. Bulgular, farkli
baglamlarda yapilan benzer arastirmalarla birlikte yorumlanmalidir. Yine de Ankara
Tiirkiye'nin baskenti, Tiirkiye'nin en biiyiik niifusuna sahip sehirlerinden biridir ve

farkli egitim seviyelerinden vatandaslarin sehridir.

Bulgular

[k arastirma sorusu, katilimcilarn Tiirkiye’deki okullarda dgretilmesi gereken iyi
vatandas 6zelliklerine iliskin algilarini ortaya koymay1 amaglamistir. IVOO sonuglari,
her iki grubun da (6gretmen ve Ogrenci) “kiiresel bilgi ve farkindalik” boyutu
konusunda diger boyutlara kiyasla anlamli 6l¢iide daha diisiik aritmetik ortalama
degeri aldigin1 ve bu ozelliklerin Tiirkiye’deki okullarda o6gretilmesi gerektigine
anlamli 6l¢lide daha az katildiklarint ortaya koymustur. Goriigme katilimeilarina

bunun nedeni soruldugunda, 6lgcek katilimcilarmin ulusal konulara (kultdr, dil, tarih,
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devlet kurumlarmin isleyisi vb.) oncelik verdiklerini 6ne siirmiislerdir. Diinya ile ilgili
bilgileri 6grenmenin (ikinci bir dil bilmek, diger iilkelerin kiiltir-tarihini bilmek gibi)
iyi bir vatandas olarak ulusal konularin igsellestirilmesinden sonraki ikinci adim

oldugunu diisiinmektedirler.

IVOO sonuglarina gore, 6gretmenlerin iyi vatandas ozelliklerine iliskin algilarmin
bazi degiskenlere?’ gore anlamli sekilde farklilastigi, ancak bu farkliliklarin etki
bliytikliiklerinin kii¢iik oldugu bulunmustur (6rnegin, orta diizeyde Ogretmenlik
deneyimine sahip fen kategorisindeki branslarda gbrev yapan ogretmenler, iyi
tutumlarla ilgili vatandaslik 6zelliklerini diger 6gretmenlere gore daha az onemli
olarak algilamislardir, ancak bu sonucun etki biiyiikliigii kiiciiktiir). Ogrencilerin

verilerinde hicbir degiskende anlamli bir farklilik bulunmamustir.

Acik uclu IVOO maddesinin sonuglarina gore, dgrenciler cogunlukla iyi vatandaslarin
siddete kars1, dogaya ve canlilara saygili oldugunu belirtirken, 6gretmenler cogunlukla
iyl vatandaslarin 6z-sorumluluk sahibi, sorgulayan ve kendini gelistiren kisiler
oldugunu belirtmistir. Gorismelerdeki katilimcilara gore bu farkliligin olast nedeni,
ogretmenlerin dogal olarak daha fazla deneyim ve vizyona sahip olmalar1 ve bu
nedenle Ogretmenlerin bireysel sorgulama ve gelisimin 6grencilerin istedigi baris,
hosgort, esitlik, cevre ve canlilarin korunmasina katki saglayacagini diisiinmeleridir.
Buna ek olarak, goriisme katilimcilarina gore 0lgek katilimceilar: toplumda neyin eksik

oldugunu diisiiniiyorlarsa onu belirtmis olabilirler.

Anket ve goriisme bulgulari hem 6gretmenlerin hem de 0grencilerin iyi bir vatandasin
katilimec1 bir vatandas oldugunu diisiindiiklerini gdstermistir. Ogretmenler ve
ogrenciler, toplumdaki esitsizligin temel nedenlerini degistirmek i¢in dogrudan
bariscil  eylemleri kullanacak adalet odakli vatandaghigin = 6zelliklerinden
bahsetmemistir. Ayrica, nasil bir vatandas yetistirilmek istenirse istensin, vatandaglik
egitiminin daha fazla okul gezisi, olumlu dgretmen-6grenci etkilesiminin saglanmasi
ile 6gretmenlerin rol model olmasi, uygulamada okul-aile is birliginin gii¢lendirilmesi,
ogrencilerin yeteneklerine/ilgilerine yonelik takip/yonlendirme mekanizmalarinin

hayata geg¢irilmesi, daha fazla uygulamali etkinlige yer verilmesi, rehberlik ve

27 Bu degiskenler 6gretmenler icin "cinsiyet", "6gretmenlik deneyimi" ve "konu alan1", 6grenciler igin

snon

ise "okul tiirii", "anne egitimi" ve "baba egitimi" dir.
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vatandaglik etkinliklerinin artirilmasi ve vatandaslikla ilgili derslerin artirilmasi gibi
unsurlari icermesi gerektigini diisiinmektedirler. Ote yandan, sinav odakliligin, ezberci

egitimin ve 6gretim programi ylikiiniin azaltilmasi gerektigini de diisiinmektedirler.

Ogretmen ve dgrencilerin iyi vatandasin 6zelliklerine dair algilarinin resmi vatandaslik
politikalarinda ne 6l¢ide yer aldigini anlamak igin, ¢ok sayida ders saatinin ayrildigi
zorunlu derslerin ve dogrudan vatandaslikla alakali olan derslerin 6gretim programlari
analiz edilmistir. Analizi desteklemek igin ek resmi belgeler de (6rnegin okul-aile
birligi yonetmeligi) incelenmistir. Sonuglar, IVOO’de katilimeilar tarafindan oncelik
verilen "lilkesindeki devlet kurumlarinin isleyisini bilmek" ve "vatandaslik haklarini
bilmek™ gibi iyi vatandaslik 6zelliklerinin tamaminin resmi politika belgelerinde zaten
mevcut oldugunu ortaya koymustur. Sonuglar, katilimcilarin iyi bir vatandasi dis
diinya kaygilarindan ziyade ulusal kaygilara oncelik veren katilimer bir kisi olarak
gorduklerini ortaya koymustur. Bulgular dogrultusunda, resmi belgelerin adalet odakli
vatandaslar yetistirmeyi amacladigina dair siirli kanit bulunmaktadir. Ayrica
gbriisme sonuclari, katilimeilarin bazi algilarinin mevcut politikalarla Grtilistiiglinii,
bazilarinin ise ortiismedigini ortaya koymustur. Katilimeilarin 6ncelikleri arasinda yer
alan, saglam izleme/yonlendirme mekanizmalari, vatandaslikla ilgili daha fazla sayida
ders, her 6gretmen i¢in bireysel rehberlik saati, 6grenciler i¢in bire bir 6zel rehberlik
ve ¢ok sayida/kolay erisilebilir okul gezileri politika belgelerinde tespit edilmemistir.
Ancak katilimcilarin okul ortaminda ihtiya¢ bulundugunu ya da eksik oldugunu
diistindiikleri okul-aile is birligine, 6gretmenlerin rol model olmasina ve 6grencilerle
olumlu etkilesim kurmasina, ogretim programinda uygulamaya/ginluk hayatla
baglantilara/yaraticiliga,  yogun  olmayan  ders  saatlerine ve  klinik
psikolojik/psikiyatrik destege yoOnelik diizenlemeler halihazirda bulunmaktadir.
Katilimcilarin halihazirda yiiriirliikte olan bu diizenlemeler i¢in "yapilmali, boyle bir
seye ihtiyacimiz var" diisiincesinde olmalari, bu politikalarin uygulamada yeterince
etkili olmadigini diisiindiirmektedir. Bu nedenle program uygulamalari Onerilirken bu

durumlar dikkate alinmistir.

Sonug olarak, tim bulgulardan hareketle program uygulamalari énerilmistir. Onerilen
uygulamalar arasinda, mevcut tim derslerin yeniden incelenmesi ve konu
uzmanlarinin incelemesi ve karari, diinyadaki giincel egilimler ve ilgili literatiir
yardimiyla en gerekli icerigin dahil edilmesi saglanarak derslerdeki igerik fazlaliginin

ve yiikiiniin azaltilmas1 bulunmaktadir. Onerilen uygulamalardan biri de Miize Egitimi
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ya da Cevre Egitimi ve Iklim Degisikligi gibi derslerin igeriklerinin analiz edilerek
sadelestirilmesi ve katilimcilarin 6lgekte mutabik kaldigi iyi vatandaslik 6zelliklerini
kapsayacak sekilde diizenlenmesidir. Onerilen uygulamalar arasinda daha fazla sayida
ve ¢esitte okul gezisi bulunmaktadir. Bu geziler izlenmekte ve gerektiginde okullara,
Ozellikle de uygulamanin daha zor olabilecegi sosyo-eckonomik agidan dezavantajli

okullara mali ve suire¢sel destek saglanmaktadir.

Izleme ve rehberlik icin ek mekanizmalar onerilmistir. EK olarak, merkezi bir
portfolyo sistemi Ogrencilerin performanslarini ve potansiyellerini izlemektedir.
Kontenjan ve okul tiiriine bagl olarak yerlestirme siireci ya sinavsiz ya da 6zel bir
smavla yapilmaktadir. Ozel liselerin sayis1 ve gesitliligi artirilmistir. Merkezi portfolyo
sistemi araciligiyla iilke ¢apinda yapilan ilgi/yetenck analizleri ve dlnyadaki
egilimlerin analizleri aracihigiyla yeni ozel liseler olusturulmustur. Ogretmenlerin
ogrencilerini daha iyi tanimalar1 igin bireysel rehberlik saatleri saglanmistir. Ayrica
brang  Ogretmenlerinin  bireysel rehberlik  siiregleri, okullardaki  rehber
ogretmenlerin/psikolojik  danmigsmanlarin  ¢aligmalari, Rehberlik ve Arastirma
Merkezleri ve aileler arasinda daha giiclii bir koordinasyon saglanmigtir. Bu

koordinasyonun énundeki engeller tespit edilmis ve ¢oziimler uygulanmistir.

Ebeveynlerin okulla yakin etkilesim kurmasinin Oniine gecen yaygin engelleri
belirlemek icin saha aragtirmasi da dahil olmak iizere okul-aile i birliginin mevcut
durumuna iliskin kapsamli bir inceleme yapilmaktadir. Buna ek olarak, 6gretmenlere
velilerle saglikli iletisim, 6fke kontroll ve okul-aile is birligi yontemleri ve etkinlikleri
konularinda hizmet i¢i egitim verilmektedir. Egitimler, 6gretmenlerin ¢alistiklart
bolgelerin  sosyokiiltiirel ve aile yapilar1 hakkinda bilgilendirilmelerini  ve
yonlendirilmelerini de icermektedir. Ders yiikiiniin azaltilmast ve uygulamali
etkinliklere daha fazla zaman ayrilmasimin yani sira, Ogretmenlere sinifta
yapilandirmaci/uygulamali etkinlikleri etkin bir sekilde uygulayabilmeleri i¢in uzman
destegi, hizmet i¢i egitim ve laboratuvar/laboratuvar malzemeleri gibi materyaller

saglanmaktadir.

Onerilen program uygulamalar1 arasinda, halihazirda sadece ilkokul 4. sinifta zorunlu
olan Insan Haklar1, Yurttashk ve Demokrasi dersi 4. smiftan 8. siifa kadar zorunlu
hale getirilmesi vardir. Lisenin tim kademelerinde segmeli olan Demokrasi ve Insan
Haklar1 dersi de zorunlu hale getirilmektedir. Bu derslerdeki sinif igi etkinlikler, daha

pratik ve demokratik bir sinif atmosferini tegvik etmek tizere yeniden tasarlanmstir.
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Ayrica, 2004-2019 yillar1 arasinda MEB tarafindan uygulanan ancak Tiirkiye Biiylik
Millet Meclisi'nin (TBMM) is birligini sonlandirmasiyla sona erdirilen Demokrasi
Egitimi ve Okul Meclisleri projesini yeniden hayata gecirilmektedir. Bu kez, TBMM
yerine Universitelerle is birligi yaparak ve oOgrencilerin uygulamali 6grenme
deneyimleri yasamalar1 i¢in TBMM'ye okul gezileri diizenlenerek okul meclisleri
projesinin daha strdurulebilir hale getirilmesi amaclanmistir. Bu ders ve etkinliklerin
Ozelliklerinden biri hem katilimc1 hem de adalet odakli vatandaslar yetistirirken, her
tdrld siyasal katilimin iiretken ve kamu yararina olmasini saglamanin bir yolu olarak

siddetsizlige/barig¢iliga giiglii bir vurgu yapmasidir.

Onerilen uygulamalardan bir digeri farkli inanclara yonelik segmeli derslerdir. Eger
bir okulda inang ile ilgili dersler de dahil olmak (izere herhangi bir segmeli derse ilgi
duyan ve bu dersleri talep eden 10'dan az 6grenci varsa, bu ders ¢evrimici olarak
sunulmaktadir. 10 ve daha fazla 6grenci varsa bu ders yiiz yiize verilmektedir. Segmeli
derslere ek olarak Evrensel Etik ve Ahlaki Farkindalik adinda zorunlu bir ders
bulunmaktadir. Bu dersin temel amaci belirli bir dini 6gretmek degil, farkli inan¢larin
oldugunun gosterilmesi ve hosgorii, diyalog, siddetsizlik ve diiriistliik gibi evrensel
ahlaki ilkeler hakkinda genis ve evrensel bir anlayis1 tesvik etmektir. Bu sekilde, bu

ders se¢meli inang derslerini pekistirmeye hizmet edecektir.

Tartisma ve Sonug¢

Katilimcilarin vatandaslik egitiminde ulusal vurguyu kiiresel/¢ok kiiltiirlii vatandaslik
unsurlariyla biitiinlestirerek Onceliklendirmesi Onceki arastirmalarin sonugclariyla
tutarlidir. Literatiir, kiiresel vatandaslik egitimi konusunun 2000'li yillara dogru
literatlirde daha yogun bir sekilde arastirilmasina ve ders kitaplarinin (Tiirkiye dahil)
ogrencileri giderek daha fazla farkl kiiltiirlere maruz birakmasina ragmen (Karaca &
Akbaba, 2021; S. Lee, 2020) [muhtemelen Tiirkiye'nin egitim politikalar1 2000'l
yillarin basindaki Avrupalilagsma siirecinden etkilendigi i¢in (Carlson & Kanci, 2017)],
Tiirkiye'deki vatandaslik egitimi agirlikli olarak milliyet¢i unsurlara sahip olup daha
az kiresel/cok kiltarli unsurlara sahiptir (Carlson & Kanci, 2017; Glinel & Pehlivan,
2015; Karakus & Kuyubasioglu, 2017; Kurtdas & Ulukaya Oteles, 2021). Yine de baz
ogrenciler, kiiresel vatandaslikla ilgili kavramlarin derslerine dahil edilmesinin diger
kiiltiirleri anlamalaria ve kiiresel sorunlarin farkinda olmalarina yardimei olacagini

diisiiniirken (Aydin vd., 2019), bazi 6gretmenler de ulusal degerlerin korunmasi
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sartiyla sosyal bilgiler derslerinde kiiresel vatandaslik egitimini desteklemektedir

(Akhan & Kaymak, 2021).

Sonuglara gore, 0gretmenler ve 6grenciler 1yi bir vatandasin katilimci oldugunu
diistinmektedir. Tirkiye'deki mevcut politikalarin da agirlikli olarak katilimei
vatandaslar yetistirmeyi hedefledigi ortaya ¢cikmistir. Ilgili arastirmalar, Tiirkiye’ deki
okullarda demokratik vatandas yetistirme konusunda hak, esitlik ve ozglrliikten
ziyade gorev ve sorumluluklara odaklanma (Akin vd., 2017) ve demokratik okul
ortaminin eksikligi gibi bazi sorunlara isaret etmektedir (Akin vd., 2017; Ersoy, 2014;
Geng & Celik, 2018; Ulger, 2013).

Bazi mekanizmalar olmasina ragmen, katilimcilar yine de veli-okul is birligine
duyulan ihtiyaca dikkat cekmistir. Onceki ¢alismalarda da benzer bulgular mevcuttur
(Celikkaya & Filoglu, 2014; Demirezen, Altikula & Akhan, 2013; Dere, Kizilay &
Alkaya, 2017; Geng & Celik, 2018; Kurum, 2018). Ogretmenlerin dgrencileri iyi birer
vatandas olmalar1 yoniinde etkilemek icin kendilerinin de ornek davranislar
sergilemeleri gerektigine iliskin bir diger sonu¢ da dnceki arastirmalarla (Celikkaya &
Filoglu, 2014; Dere vd., 2017; Karasu-Avci vd., 2020; Keating, 2016) tutarlidir ve bazi
ogretmenler halihazirda rol model olarak davranmaktadir (Celikkaya & Filoglu, 2014;
Firat Durdukoca, 2019; Memisoglu, 2014; Sezer, 2021).

Sonuglar, katilimeilarin vatandaslik faaliyetlerine daha fazla zaman ve firsat tanimak
i¢in derslerin yogunlugunun azaltilmasini istediklerini ortaya koymustur. Tiirkiye'de
ogretim programiyla ilgili okul yoneticileri, 6gretmenler ve ogrencilerle yapilan
arastirmalarda da benzer sonuclar elde edilmis; baz1 6grencilerin yogun tempodan
sikildign (Ozeng, Ozcan, Giiglii & Keser Giiney, 2016), dgretmenlerin yogunluk
nedeniyle programi etkili bir sekilde uygulamakta zorlandigi (Aslamaci, 2017,
Celikkaya & Kiirtimliioglu, 2018; Giil & Mavis Sevim, 2021), ders kitaplarindaki bazi
metinlerin ¢ok uzun ve alistirmalarin ¢ok zorlayict oldugu (Erdem ve Topbas, 2017)
ve ogretim programlarinin sadelestirilmesi gerektigi (Epcacan, 2014; Osmanoglu ve

Yasa, 2018; Seckin Kapucu, 2016) raporlanmustir.

Katilimcilar, 1yi vatandas yetistirmek i¢in uygulamali etkinlikler, saha gezileri, giinliik
yasamla baglantilar ve yaratict diisunmeyi iceren daha uygulamali bir 6gretim
programina isaret etmistir. Onceki arastirmalar da bu ihtiyaci ortaya koymus ve

o0gretmenlerin 6gretimlerinde yapilandirmaci unsurlar1 uygularken karsilastiklar: bazi
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sorunlar1 rapor etmistir (Geng¢ & Celik, 2018; Aslan Efe, Efe & Ydcel, 2012;
Bayburtlu, 2020; Benek & Dogan, 2016; Berkant & Arslan, 2015; Gegit, 2009; Seckin
Kapucu, 2016; Ulger, 2013).

Katilimeilarin,  6grencilerin  egitimlerinin  ilk asamalarindan liseye kadar
gozlemlenmesi, yoOnlendirilmesi ve yetenek/ilgilerine gore uygun liselere
yerlestirilmesi gerekliligine isaret ettikleri goriilmiistiir. Bu sonug, Tiirk egitim
sisteminin temel sorunlarmin 6grencilerin kisisel ve sosyal gelisimleri i¢in ilgi ve
yeteneklerini tanimaya yonelik uygulama ve faaliyetlerin (6rnegin rehberlik sistemi)
yetersizligi (Ding, Uzun & Coban, 2014; Durmusgelebi & Bilgili, 2014; Kara, 2020;
Odabasi, 2014; Sahin & Aydin Demirel, 2019), 12 yillik zorunlu egitim ve akademik
basariya asiri odaklanma (Kara, 2020) oldugunu gosteren onceki arastirmalarla

uyumludur.

Sonuglar, 6gretmenlerin her sinif icin kendilerine ayrilmis bir rehberlik saati talep
ettiklerini, baz1 6grencilerin bireysel rehberlik istediklerini ve bir ¢gretmenin de
psikolojik/psikiyatrik terapi destegine ihtiya¢ duyan 6grenciler oldugunu bildirdigini
ortaya koymustur. ilgili 6nceki arastirmalar da rehberlik siireglerine iliskin bazi
sorunlara isaret etmistir: rehberlik veya mesleki yonlendirme etkinliklerinin veya
saatlerinin yetersiz oldugu (Can ve Nikolayidis, 2021; Cicek & Topgu, 2015;
Hatunoglu & Hatunoglu, 2006; Turan & Kayike1, 2019), bu siireclerin bazen ustiinkorii
sekilde gecistirildigi (Hatunoglu & Hatunoglu, 2006; Kurnaz & Bozkurt, 2022), bazi
okullarda psikolojik danisman eksikligi ya da yetersiz sayida psikolojik danisman
bulunmasi (Erdemir & Kis, 2017; Karatas & Sahin Baltaci, 2013) ve okul psikolojik
danigsmanlarinin 6zel egitim gibi baz1 okul siiregleri hakkinda konsiiltasyona ihtiyag

duymasi (Giineslice & Yildirim, 2019).

Oneriler

Bu ¢aligsmanin ¢ikis noktasi, 6gretmen ve 6grencilerin iyi bir vatandastan beklentilerini
daha fazla yansitan, bdylece Ogretmen ve Ogrenciler tarafindan daha fazla
benimsenecek ve onlar tarafindan daha motive bir sekilde uygulanacak bir 6gretim
programi Onermektir. Bu program ayni zamanda vatandaslik egitiminde diinyadaki
guncel egilimleri igermeli ve Ogretmen ve Ogrencilerin bu alanda karsilastiklari

sorunlara bazi ¢oziimler sunmalidir. Bu baglamda, Tiirkiye'de 1yi vatandas yetistirmek
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icin uygulanan politikalar ile 6gretmen ve Ogrencilerin iyi vatandasin 6zelliklerine
iligskin algilarinin karsilastirmali bir analizi yapilmistir. Ayrica katilimcilara mevcut
uygulamalarin gelistirilmesi gereken yonleri de sorulmustur. Tiim veriler ve
karsilagtirmali analizler sonucunda (a) isin mutfaginda olan Ogretmenlerin ve iyi
vatandas olarak yetismesi beklenen ogrencilerin beklentilerine daha duyarli (b)
vatandaslik egitiminde karsilagtiklari birinci derece sorunlara ¢6ziim sunan ve (c) aktif

demokrasi egitimi unsurlarini benimseyen program uygulamalari énerilmistir.

Acik uglu 0lcek maddesinin sonuglarina gore, d6grenciler gogunlukla iyi vatandasin
siddete kars1, dogaya ve canlilara saygili oldugunu belirtirken, 6gretmenler cogunlukla
iyl vatandasin sorumluluk sahibi oldugunu, sorguladigini ve kendini gelistirdigini
belirtmistir. "Bireysel gelisim" ile "toplumsal gelisim" arasindaki bu fark, 6gretmenler
ve 6grenciler arasindaki olgunluk farkina isaret ediyor olabilir. Bununla birlikte, yeni
neslin vatandaslik anlayisinin degismekte oldugu ve is birligine daha agik ve kiiresel
farkindaliga sahip yeni bir vatandashik anlayisina sahip olmaya bagsladigi da
sOylenebilir. Sosyal medyanin ortaya ¢ikis1 boyle bir degisimin sebepleri arasinda
olabilir. Bu konular, gelecekteki arastirmalar i¢cin uygun bir alan olabilir. Buna ek
olarak, agik uglu 6lgek maddesinin sonuglarina gore, birkag 6grenci 6zellikle iyi
vatandaslarin kadinlara siddet gostermedigini ve onlara karsit bariggil oldugunu
belirtmistir. Goriismelere gore bu farkliligin olas1 nedeni, sosyal medyanin yaygin hale
gelmesinin toplumsal cinsiyete dayali adaletsizlik ve siddet konusunda farkindalig
arttirmaktir. Sosyal medya kadina yonelik siddet ve aile ici siddete iliskin Istanbul
Sozlesmesi gibi araglarin toplumsal cinsiyet esitliginin saglanmasina olas1 katkilar

gelecekteki aragtirmalar igin bir alan olabilir.

Calisma, bazi politikalarin sahada halihazirda yer almasina ragmen, 6gretmen ve
ogrencilerin etkili okul-aile is birligi istediklerini gdstermistir. Bulgular arasinda,
ogretmenlerin 6grencilerine rol model, sefkatli ve adil olmalar1 gerektigi de yer
almaktadir. Bunlar halihazirda politika belgelerinde 1yi 6gretmenlik i¢in hedeflenen
yeterlilikler arasindadir. Yine bulgular arasinda, mevcut politikalarda yer almasina
ragmen, rehberligin 6nemi katilimcilar tarafindan 6zellikle belirtilmistir. Gelecekteki
arastirmalar, bu politikalarin ihtiyaglara cevap verme konusundaki etkinliklerini
azaltan olas1 engelleri arastirabilir. Ayrica, bu {i¢ unsurun (okul-aile is birligi,
ogretmenlerin rol model olmas1 ve 6grencileriyle olumlu iletisim kurmasi ve rehberlik)

birbirini tamamlayici nitelikte oldugu goriilmektedir. Ornegin, rehberlik ve okul-aile
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is birligi etkili oldugunda, 6grenciler ve dgretmenler arasindaki mesafe azalabilir ve
bu da aralarindaki olumlu etkilesime katkida bulunabilir. Bu {i¢ unsur arasindaki

etkilesim de gelecekteki arastirmalarin konusu olabilir.

Calismanin  bulgulari, &gretim  programi  yiikiiniin  azaltilmas:  gerektigini
gostermektedir. OECD (lkelerindeki &gretim programlarinin igerik kapsam ve
yukinin yami sira yapilandirmacilign  temel alan {ilkelerin  programlarinin
karsilagtirmali analizi yardimiyla, Tiirkiye'de uygulanmakta olan programlarin
bilimsel temellere dayali olarak sadelestirilmesi igin Oneriler ve segenekler sunmak
aragtirma alanlarindan biri olabilir. Tiirkiye’deki ders saatleri OECD ortalamasinin
altinda olmasina ragmen bazi katilimcilar ders saatlerinin fazlaligina dikkat ¢ekmistir.
Bu alginin sebebi kazanim sayisinin fazlaligi veya ders kitaplarinin yogun igerigi

olabilir. Bu alginin nedeni de gelecek ¢alismalarin konusu olabilir.
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