1 = S

Progressive Education

Vol unme 1 Nunber 2 June, 2005

@ASED)

Infernaiional Organizaiion

An Interactive e-Journal Sponsored by INASED



International Journal of Progressive Education

Editor:
Chen Xinren Nanjing University, China

Managing Editor:

Mustafa Yunus Eryaman University of Illinois at Urbana-Champaign,USA

Assistant Managing Editors: University of Missouri-Columbia, USA

Er.yca Rochell.e Neville University of Illinois at Urbana-Champaign, USA

Nihat Kahveci . . . .
University of Illinois at Urbana-Champaign, USA

Alex Jean-Charles . . .
University of Illinois at Urbana-Champaign, USA

Mustafa Koc . . . .
University of Illinois at Urbana-Champaign, USA

Mustafa Ulusoy Nanjing University, China

He Ning Jing Ys

Editorial Board:

Bertram Chip Bruce University of Illinois at Urbana-Champaign, USA

Peggy Placier University of Missouri-Columbia, USA

Yang Changyong Southwest China Normal University China

Sharon Tettegah University of Illinois at Urbana-Champaign, USA

Fernando Galindo Universidad Mayor de San Simon, Bolivia

Susan Matoba Adler University of Illinois at Urbana-Champaign, USA

Carol Gilles University of Missouri-Columbia, USA

Julie Matthews University of the Sunshine Coast, Australia

Jite O. Eferakorho University of Missouri-Columbia, USA

Edward Godia University of Illinois at Urbana-Champaign, USA

Cushla Kapitzke University of Queensland, Australia

Catalina Ulrich Universitatea din Bucuresti, Romania

Juny Montoya Universidad de Los Andes, Bogota, Colombia

Kwok Keung HO Hong Kong Institute of Education, Hong Kong

Zeynel Amac Indiana University, Bloomington, USA

Sara Salloum
Rasim Basak
Serkan Toy
Catherine D Hunter
Ismail Sahin

University of Illinois at Urbana-Champaign, USA
Indiana University, Bloomington, USA

Iowa State University,USA

University of Illinois at Urbana-Champaign, USA
Iowa State University,USA

Dilek Gokturk University of Florida, USA
Cemalettin Ayas Ohio State University, USA
Mehmet Acikalin Ohio State University, USA

Funda Savasci
Yu-Ting Chen

Ohio State University, USA
University of Illinois at Urbana-Champaign, USA

Wanju Huang University of Illinois at Urbana-Champaign, USA
Abdulkadir Demir University of Missouri-Columbia, USA

Luisa Rosu University of Illinois at Urbana-Champaign, USA
Caglar Yildiz University of Illinois at Urbana-Champaign, USA

Nesrin Bakir
Sheila L. Macrine
Alexis Lopez

University of Illinois at Urbana-Champaign, USA
Saint Joseph’s University, USA
University of Illinois at Urbana-Champaign, USA



Zeynep Camlibel
Tuncay Saritas
Hakan Dedeoglu
Mustafa Cinoglu
Hye-Young Park
Ihsan Seyit Ertem
Anna Min

Esin Acar

Raul Alberto Mora Velez
Bulent Tarman
Van-Anthoney Hall
Pauline Sameshima

Adyvisory Board
Lu Youquan
Ma Hemin

Marmara University, Turkey

lowa State University,USA

University of Florida, USA

University of Illinois at Urbana-Champaign, USA
University of Illinois at Urbana-Champaign, USA
University of Florida, USA

University of Illinois at Urbana-Champaign, USA
University of Illinois at Urbana-Champaign, USA
University of Illinois at Urbana-Champaign, USA
Penn State University, USA

University of Illinois at Urbana-Champaign, USA
University of British Columbia, Canada

East China Normal University, China
East China Normal University, China

The views expressed in this publication are not necessarily those of the Editor or the Editorial Review
Board, nor the officers of the International Association of Educators (INASED). Copyright, 2005,
International Association of Educators (INASED). ISSN 1554-5210



TABLE OF CONTENTS
Vol ume 1, Nunber 2:
June 2005

From the Editor

5 Editorial Statenent (Chinese, Turkish, English)
Eryaman, Mistafa Y. & Koc, Mistafa

Articles

9 A Conparative Approach Directed to The Assessnment and Eval uati on
Studies in The Geography Course Books Taught at The Secondary
Education in Turkey (in Turkish)
Aut hor: Ckan, Yasar

31 | mprovi ng attendance and punctuality of FE Basic skill students
t hrough an innovative schenme (in English)
Aut hor: Ade-Qg o, CGordon O

49 Ret hi nki ng Progressivismand the Crisis of Liberal Humani sm
H storical and Contenporary Perspectives on Education for
Denocratic G tizenship (in English)
Aut hors: Hysl op- Margi son, Emery J. & Richardson, Theresa

Book Revi ews

59 McLaren, P. & Farahmandpur, R (2005). Teachi ng agai nst d oba

Capitalismand the New Inperialism A Critical Pedagogy. Lanham
Maryl and, Rowran & Littlefield Publishers. (in English)
Aut hors: Junrui Chang & Yang Changyong



Editorial Statement: Second and Special Issues

We are pleased to present the second issue of the International Journal of
Progressive Education (IJPE). Since the publication of the first issue in February 2005, an
extensive amount of gratitude and positive feedbacks as well as an increasing number of
paper submissions we have received from all parts of the academic world confirm that the
existence of such an international and multilingual journal can be very beneficial to provide a
platform for cross-cultural discussion and understanding of educational theory and practice.
In addition, the contributions to the journal and the requests for special issues from across the
globe such as from North America, Africa, Middle East, Europe and Eastern Asia convince us
that IJPE is making a significant progress toward one of its mission of providing a glocal
atmosphere and ongoing dialogue to globally represent multiple and local views on
educational issues. Doubtlessly, such evidences have been given us additional confidence,
power and strong belief to continue with what we are trying to accomplish. We would like to
thank you for your encouragements and constructive suggestions and request that please
continue to do so in order to make this journal successful and vibrant.

For the current issue, three articles and one book review are being published. In his
study, “A Comparative Approach Directed to The Assessment and Evaluation Studies in The
Geography Course Books Taught at The Secondary Education in Turkey”, Okan Yasar, from
Turkey, investigates the evaluation and assessment studies in the geography course books
taught in Turkish secondary education by classifying them in terms of their quantity-quality
and accordance to mental field phases. In “Improving Attendance and Punctuality of FE
Basic Skill Students through An Innovative Scheme”, Gordon O. Ade-Ojo, from England, is
interested in managing undesired behaviors among young learners by examining the possible
impacts of the telephone peer link scheme designed to improve attendance and punctuality
performances. In their critical argument, “Rethinking Progressivism and the Crisis of Liberal
Humanism: Historical and Contemporary Perspectives on Education for Democratic
Citizenship”, Emery J. Hyslop-Margison and Theresa Richardson, from North America,
provide us with a thoughtful discussion on the issue of political and educational preparation
of American students from historical and contemporary perspectives by advocating the
democratic objectives of progressive education within the Deweian ideas. In the book review
section, Runrui Chang and Yang Changyong, from China, repot a critical and extensive
review of “Teaching against Global Capitalism and the New Imperialism: A Critical
Pedagogy” written by Peter McLaren and Ramin Farahmandpur and published in 2005 by
Rowman & Littlefield Publishers.

We would like to announce that IJPE plan to initiate two special issues in the near
future to which we invite you to contribute. The first one will be published in February 2006
and concentrates on the trends and issues in family education in China and Chinese-speaking
countries. Luo Feng, from Guangzhou University in China, and Ho Kwok Keung, from Hong
Kong Institute of Education will serve as guest editors in this issue. The second special issue
will be published in June 2006 and focus on the impact of globalization and localization on
Turkish education system. Guest editors for this issue are Mustafa Cinoglu, from the
University of Illinois at Urbana-Champaign, and Funda Savasci, from Ohio State University.
Further information regarding preparation and submission of manuscripts can be found at
www.inased.org.

We hope you enjoy reading this issue and encourage you to submit your valuable
works to coming issues of IJPE.

Mustafa Yunus Eryaman Mustafa Koc
Managing Editor Assistant Managing Editor



Editorden: Ikinci ve Ozel sayilar iizerine

Uluslararas1 Yenilik¢i Egitim Dergisi’nin editorleri olarak Haziran 2005 tarihinde
ikinci sayimmizi yaymlamanin mutlulugunu yasamaktayiz. Subat 2005 tarihinde c¢ikarmis
oldugumuz ilk sayimiza diinyayinin dort bir yanindan gelen yogun destek ve olumlu elestriler
ve ayni zamanda biiylik oranda artig gosteren makale basvurulari, dergimizin uluslararasi
diizeyde egitim ve sosyal bilimlere teori ve de pratik alanlarinda saglayacagi katkilar
konusundaki inancimizi pekistirmis bulunmaktadir. Bunun yam sira, Kuzey Amerika’dan
Asya’ya, Ortadogu’dan Avrupa’ya kadar pekcok iilkeden gelen bu desteklerin ve olumlu
elestirilerin, dergimizin kiiresel ve yerel (Glocal) diizeyde egitim teorisi ve pratigi iizerine
yapilan diyaloglar1 gelistirme amacina dogru ilerlediginin gostergesidir. Bizler de dergimizin
hedeflerine ulagsmasi inancim pekistiren desteklerinden dolayi, okurlarimiza ve degerli
akademisyenlere tesekkiirii bir borg biliriz.

Dergimizin ikinci sayis1 3 makale ve bir kitap elestirisinden olusmaktadir.
Makalelerden ilki Tiirkiye’den Yardimci Dogent Dr. Yasar Okan tarafindan yapilmis olan
“Tiirkiye’de okutulan orta Ogretim cografya ders kitaplarinda Olgme ve degerlendirme
caligmalarina yonelik karsilastirmali bir yaklasim™ adli ¢aligmadir. Bu ¢aligmada aragtirmaci,
cografya ders kitaplarinda yer alan 6lgme ve degerlendirme ¢aligmalarini nicelik ve nitelik
acisindan ele aldiktan sonra, ders kitaplarinda yer almasi gereken 6lgme ve degerlendirme
yeterlilikleriyle ilgili dneriler sunmaktadr.. Ikinci makale, Ingiltere’den Gordon O. Ade-Ojo
tarafindan yiiriitiilmiis olan “Temel Beceriler Seviyesinde Ogrenim Géren Universite
Ogrencilerinin Devamsizlik ve Ge¢ Kalma Sorunlarimin Azaltilmas1” konusu iizerine yapilmis
nicel ve nitel arastirma yontemlerinin kullanildig1 pratik bir ¢aligmadir. Ugiincii makale ise
Amerika Birlesik Devletleri’'nden Dogent Dr. Theresa Richardson ve Yardimci Dogent Dr.
Emery J. Hyslop-Margison tarafindan yazilmig olan teorik bir ¢aligmadir. Bu ¢aligmada
yazarlar, “Yenilik¢i Egitimin” Amerika Birlesik Devletleri’'ndeki tarihsel gelisimini
Ozetledikten sonra, son zamanlarda yenilik¢i egitim teorilerine kars1 muhafzakar kesimlerden
gelen akademik elestirileri inceleyip, bu elestirilere karsi iinlii egitimci John Dewey’in
“demokratik-yenilik¢i egitim” modelini savunmaktadirlar. Kitap elestirisi boliimiinde ise, Cin
Halk Cumbhuriyeti’'nden Prof. Dr. Yang Changyong ve doktora aday1 Runrui Chang, Elestirel
Pedagoji’nin giiniimiizdeki en 6nemli teorisyenlerinden olan Prof. Dr. Peter McLaren ve Dr.
Farahmandpur tarafindan 2005 y1l1 igerisinde ortaklasa yazilmig olan “Kiiresel Kapitalizme ve
Yeni Emperyalizme Kars1 Egitim: Elestirel Pedagoji” adli eserin detayli bir elestirisini
yapmuslardir.

IJIPE editorleri olarak aym zamanda siz okurlarimizi, 2006 yili Subat ve Haziran
aylarinda ¢ikarmay: planladigimiz iki 6zel sayimiza katki yapmaya davet ediyoruz. Subat
2006 sayisi, “Cin ve Cince Konusulan Ulkelerde Aile Egitiminin Sorunlar1 ve Gelecegi”
konusu iizerine ¢ikacaktir. Bu sayida, Cin Halk Cumhuriyeti’nin Guangzhou Universitesinden
Prof. Dr. Luo Feng ve Hong Kong Egitim Enstitiisiinden Dr. Ho Kwok Keung misafir
editorler olarak gorev alacaklardir.Haziran 2006 tarihinde ¢ikacak olan ikinci 6zel sayi ise
“Kiiresellesme ve Yerellesme’nin Tirk Egitim Sistemine Etkileri” konusu iizerine
yogunlasacaktir. Bu saytyada, Amerika Birlesik Devletleri’nin Ohio State Universitesi’den
Funda Savasci ve Illinois Universitesi'nden Mustafa Cinoglu misafir editdrler olarak
calisacaklardir. Misafir editér olma teklifimizi kabul eden bu akademisyenlere tesekkiirii bir
bor¢ biliriz. Bu 6zel sayilarimiza makale gonderme kosullar1 ve yazim kurallar1 hakkinda
ayrintil bilgiye http://www.inased.org adresinden ulasilabilir.

Derginin editorleri olarak sizlerden ikinci sayimizdaki makaleler konusunda
goriislerinizi, gelecek ve 6zel sayilarimiza katkilarinizi beklemekteyiz.

Saygilarimizla,
Mustafa Yunus Eryaman Mustafa Koc
Y onetici Editor Yardimc1Y 6netici Editor
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TURKIYE’DE OKUTULAN ORTA OGRETIM COGRAFYA DERS KITAPLARINDA
OL CME VE DEGERLENDIRME CALISMALARINA YONELIK KARSILASTIRMALI
BIR YAKLASIM

Yard. Dog¢. Dr. Okan YASAR*

Ozet

Bu ¢calisma, Tiirkiye'de okutulan orta ogretim cografya ders kitaplarindaki ol¢gme ve
degerlendirme ¢alismalarumn karsilastirmali bir analizini yapmaktadir. Bu anlamda cografya
ders kitaplarinda yer alan 6l¢me ve degerlendirme ¢alismalart nicelik ve nitelik acisindan ele
alindiktan sonra sorular, zihinsel alan basamaklarina gore sumflandriimaktadir. Buna
ilaveten cografya dgretmenlerinin sinif iginde gerceklestirdigi yazili ve sozlii olgme ve
degerlendirme ¢alismalarinda goz oniinde bulundurmasi gereken hususlar belirtildikten
sonra, cografya ders kitaplarinda yer almasi gerekken — Olgme ve degerlendirme
yeterlilikleriyle ilgili oneriler siralanmaktadir.

Anahtar Kelimeler: Orta Ogretim, Cografya Dersi, Hedef Davranislar, Ol¢me ve
Degerlendirme

Abstract
A Comparative Approach Directed to The Assessment and Evaluation Studies in The
Geography Course Books Taught at The Secondary Education in Turkey

This study analyses the assessment and evaluation studies comparatively in the
geography course books of the secondary education taught in Turkey. In this sense, after the
assesment and evaluation studies which are taken place in the geography course books have
been dealt both in respect of quantity and quality, the questions are classified according to
the mental field phases. In addition to this, after the subject matters to be taken into
consideration in the written and verbal assessment and evaluation studies that the gegraphy
teachers have realized in the classroom have been stated, the suggestions concerning the
assessment and evaluation sufficiencies that should be included in the geography course
books have been put in order.

Key Words: Secondary Education, Geography Course, Target Behaviours,
Measurement and Evaluation.

1. GIRIS

Ogretimin gerceklesmesi icin &gretim araclarmna ihtiyag vardir. Ogretim araglar,
ogrenenlerin gerekli davramslar1 kazanmasinda en ug islevi yerine getirir. Ogrenmenin
zamaninda gerceklesmesi, kalici olmasi ve Ogrenme ortaminin saglikli bir sekilde
olusmasinda dgretim araglar1 kullanilmaktadir. Ogretim ortaminda en yaygin kullamilan arag
ise kitaplardir. Ders kitaplarmin diger araglara gore elde edilmesi ve kullanimi kolaydir. Diger
araclara gore de c¢ok farkli islevlere sahiptir. Bu nedenle, en ¢ok kullanilan arag
konumundadir. Kitaplar iginde, 6gretim ortaminda en ¢ok kullanilanlar1 da ders kitaplaridir.
Ciinkii bir kitabin ders kitab1 olarak nitelendirilmesi, ilgili dersin programiyla Ortiistiigii
anlamina gelmektedir. Dolayisiyla programin hedef ve davranislarmmin gerektirdigi strateji,
yontem ve teknikleri uygulamaya elverigli bir ara¢ demektir. Bu agidan bakildiginda ders
kitabs, bir ¢cok aracin islevini yerine getirme durumunda olan bir aractir. Iyi hazirlanms ders
kitaplari, konularin siralanisi, hazirlik-degerlendirme sorular1 ve hazir etkinliklerle amaca
uygun, diizenli ve hizli bir 6gretimin yapilmasina imkan verir (Kili¢ & Seven, 2002, 5.17-22).
Yapilan bir arastrmada; Amerika Birlesik Devletleri, Isveg, Yunanistan, Avustralya ve



Japonya’da, en fazla kullanilan Ogretim materyalinin ders kitabi oldugu anlagilmigtir
(Petterson ve Digerleri, 1991).

Ders kitaplari, 6grenci ve 0gretmene kendisini degerlendirme imkam vermektedir.
Ders kitaplarinda bulunan degerlendirme c¢aligmalari, Ogretimin basarili bir sekilde
yiirlitiilmesine yardimci olmaktadir. Bagka bir ifadeyle, belirlenen hedeflere 6grencilerin
ulagsma diizeylerini, ulagilamamigsa nedenlerini ve hangi noktada problemin oldugunu tespit
etmek degerlendirme ile miimkiin olmaktadir. Ders kitaplarinda bulunmasi gereken
degerlendirme caligmalar1 {i¢ boliimden olusmaktadir. Bunlar: /-Hazirlik Calismalari, 2-
Unite/konu ortasi degerlendirme ve 3-Unite/konu sonu degerlendirme seklinde siralanabilir.
Okulda verilen egitime bagli olarak bilginin olgiilmesinde so6zii edilen degerlendirme
caligmalarmin amaci; hedeflere bagli olarak bireyin bilissel, duyussal ve davramgsal
yeterliliklerini tespit etmektir.

Okulda verilen egitime bagh olarak bilginin 6l¢lilmesinde etkili olan faktérleri yedi

baslik altinda siralayabiliriz:

1. Ogrencinin derse hazir olus seviyesini belirlemek, 2. Degerlendirme ile égrencilerin
ne oranda dgrendiklerini ve dgretimin kuvvetli ve zayif taraflarimin belirlenmesini saglamak,
3.Degerlendirme, ogrencilerin, Ogretilen bilgi, beceri ve aligkanliklara ne derece ulasip
ulasamadiklarimi tespit etmek ve gerekli goriilen tedbirleri almak, 4. Her {initenin sonunda
Ogretilmesi planlanmig davramslardan hangisinin tam olarak &grenildigini, hangilerinin de
tam olarak Ogrenilmedigini tespit etmek, 5. Ogretmenin izledigi yolun, yaptigi gretim
calismalarmin verimini lgmek, 6. Ogrencilerin diizeylerini, amaclanan davramslara hangi
Olcide yaklastiklarim1 belirlemek, hedeflerle tutarli 6grenme diizeyini belirlemek, 7.
Ogrencilerin ¢alismalarim1 degerlendirmesi, bir ¢ok acidan kendini tanimasi ile miimkiin
olabilecektir.

Cogu ders kitaplarmda oldugu gibi Cografya ders kitaplarinda da 6grencinin derse
hazirlikl gelmesi ve {linite/konuya yonelik 6n hazirliklar saglamak amaci ile ders kitaplarinda
hazirlik sorularma yer verilmektedir. Unite/konular itibariyle kazandirilmasi hedeflenen bilgi,
tutum ve beceriler ise s6z konusu iinite/konu metnine dayali sorular yoluyla kazandirilmaya
caligilir. Ancak Tirkiye’de cografya 6gretmenlerinin 6nemli bir boliimii ders kitaplarinda yer
alan {inite sonu sorularina genellikle bagl kaldig1 goriilmektedir. Bu diislince; -yillardir-
gerek godzlemlerim ve gerekse “Okul Deneyimi” ve “Ogretmenlik Uygulamasi” dersleri
kapsaminda orta 6gretim kurumlarinda uygulama yapan 6gretmen aday1 6grencilerin kaleme
aldig1 gdzlem raporlarmin ortak bir sonucudur. Ogretmenlerin iinite sonu sorularma sik¢a
basvurmasi nedenleri arasinda; konulari ders siiresi digina tagmadan bitirme endigesi oldugu
kadar, derse hazirlanma siirecinde kolayciliga kacma diisiincesi de etkili olmaktadir. Oysa
Ogretmen, simif igerisindeki etkinligini sorular yoluyla belirleyen bir egitici olarak kabul
edilmektedir. Ancak 6gretmenin ders kitabinda yer alan sorulara genellikle bagimli kalmas1
kendisini pasif bir konuma itebilmektedir. Boylece 6gretmen iiretici degil tiiketici konuma
gecmektedir.

Bununla birlikte, kitaplara bagh 6lgme degerlendirme islemleri; Ogretme-6grenme
stirecinin en énemli pargalarindan biri olan 6grencilerin, kendi duygu ve diisiincelerini ifade
edebilecekleri, bazi bilgi, beceri ve izlenimlerini uygulamali olarak gosterebilecekleri
yeterliliklerden uzak kalmalarina sebebiyet vermektedir. Boylece 6grenci; sorulari metine
bagli olarak cevaplayabilen, kendi duygu ve diislincelerini rahatca ifade edemeyen pasif bir
konuma itilmektedir.

Ders kitaplarimin fiziksel, gorsel ve egitsel tasarimu ile dil ve anlatim agisindan tagimasi
gereken nitelikleri ile gesitli disiplinlerde yazilmis ders kitaplarinin séz edilen alanlardaki
degerlendirmelerini yapan bir ¢ok arastirma bulunmaktadir. Bunlardan bazilari; Katz (1984),
Kent ve Digerleri (1996), Kilig¢ & Seven (2002), Kiiglikahmet (2003), Grahm (1986), Milli
Egitim Bakanhig (1995), Price (1981), Sahin (1990), Sahin ve Digerleri (2001) ve Ozgen
(1987)’dir. Bununla birlikte ortadgretim cografya ders kitaplar1 ile bu kitaplardaki 6lgme ve
degerlendirme ¢aligmalarinin yeterlilikleri agisindan degerlendirilmesine iliskin ¢ok az sayida
calisma bulunmaktadir. Dolayisiyla bu makale; Tiirkiye’de ortadgretim cografya ders
kitaplarinda yer alan 6l¢gme ve degerlendirme ¢aligmalarimin karsilagtirmali analizini yaparak,
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mevcut durum ve sorunlar tespiti saglayarak gelecege doniik oneriler getirmektedir. Ayrica
bu alanda ¢alisacak aragtirmacilara fikir verebilir.

2. Cahismanmin Amaci ve Yontem

Bu calismanin amaci; ortadgretim cografya ders kitaplarinda yer alan olgme ve
degerlendirme c¢aligmalarinin karsilastirmali analizini yapmaktir. Arastirmaya konu teskil
eden kitaplar; ogrencilerin bilgi, kavram ve davramis basamagindaki yeterliliklerini tespit
etmeyi amaglayan 6lgme ve degerlendirme ¢aligmalarini ne olgiide sagladiklari karsilastirmali
bir yaklagimla ortaya konulmaktadir. Ancak c¢alisma, Bloom taksonomisi temel alinarak
siirdiiriilmiistiir(Bloom, 1956, s.141-225).

Incelenen ders kitaplarmi; gerek Milli Egitim Bakanlig: tarafindan bir komisyona
yazdirilmis cografya ders kitaplar1 ve gerekse Milli Egitim Bakanligi denetiminden gegerek,
0zel sektor tarafindan hazirlanmis ve okutulma siiresi dolmamis olan ders kitaplar: teskil
etmektedir. Ele alinan her kitap; hem kendi 6l¢ceginde ve hem de kendi tiirlinde diger kitapla
karsilastirilarak iinitelerin ve konularin hedef davraniglarmin 6lgiilmesinde ¢esitli ve yeterli
6lcme ve degerlendirme ¢aligmalarma yer verip vermedigi saptanmaya ¢alisilmaktadir. Hedef
davramglarin 6l¢giilmesinde, Olgme araglarinin nitelikleri bakimindan degerlendirilmesi
yapilmaktadir (Tablo 1-6).

Bununla birlikte 6gretmenlerin sinif icerinde gerceklestirdikleri yazili ve sozlii 6lgme
ve degerlendirme c¢aligmalarmin Ozellikleri ve s6z konusu sinavlarda goéz Oniinde
bulundurulacak hususlar ifade edildikten sonra, cografya ders kitaplarinda bulunmasi gereken
Olcme ve degerlendirme teknikleri ile Ogretmenin uygulamasi gereken Olgme ve
degerlendirme stratejileri lizerinde durulmakta ve oneriler de bulunulmaktadir.

3. Ortadgretim Cografya Ders Kitaplarinda Olgme ve Degerlendirme

Tim derslerde oldugu gibi Cografya dersinin de Ogretim programuna yonelik
gergeklestirmek istedigi genel ve 6zel hedefleri bulunmaktadir. Bununla birlikte Cografya
ders kitaplarinda yer alan hazirlik, tinite/konu ortasi ve {linite sonu sorulari; derse iliskin genel
ve Ozel hedeflerin amaca ulagip ulasmadigini degerlendirmek amaciyla kullanilan araglar
olarak kabul edilmektedir. S6z konusu sorularin diger bir amaci da; 6grencileri bilgi, beceri,
tutum ve davranis acisindan gelistirmek ve degerlendirmektir.

Tiirkiye’de ders kitaplarindaki 6lgme ve degerlendirme caligmalarma iligkin yapilan
aragtirmalarda hazirhik ve degerlendirme sorulartyla ilgili asagidaki problemler tespit
edilmistir: 1-Degerlendirme sorularinda kapsam gecerligi yeterince saglanamamaktadir,
2-Ogrencileri diisiinmeye, arastirmaya ve yaraticih@a sevk edecek sorulara fazlaca yer
verilmezken; genel olarak ezbere dayali biligsel alamin bilgi basamagindaki sorulara
cogunlukla yer verilmektedir, 3-Degerlendirme ve hazirlik sorulari boliimiinde
yeterli oranda kavrama ve uygulama basamaginda sorulara yer verilmemektedir, 4- Ders
kitaplarinda yeterli oranda elestirmeli, kisa cevapli ve c¢oktan se¢meli sorular
bulunmamaktadir ve 5- Degerlendirme sorularina biiyliikk Olglide cevap anahtarlar
verilmemektedir (Yigitarslan,1995; Seven, 2001).

Tiirkiye’de orta Ogretim ders kitaplarinda goriilen sorunlarin benzer bir sekilde
cografya ders kitaplarinda da yer aldigimi goriilmektedir. Cografya ders kitaplarinda yer alan
0lgme ve degerlendirme caligmalarinda karsilagilan sorunlara gegmeden Once, cografya ders
kitaplarindaki 6lgme ve degerlendirme sekillerini yakindan tamimamzda fayda
bulunmaktadir.

Cografya ders kitaplarinda yer alan 6lgme ve degerlendirme ¢aligmalari ii¢ boliimden
olusmaktadir: I-Unite baslarinda yer alan hazirlik ¢alismalar, 2-Unite/konu ici
degerlendirme ¢alismalari ve 3-Unite sonu degerlendirme ¢alismalari.

Hazirlik caligmalari, 6n bilgilerin gézden gegirilmesini sagladigi gibi yeni bilgilerin
ogrenilmesine de temel olusturur. Ogrencilerin bir iiniteye baslarken sahip olduklar1 biligsel
ve duyussal giris davranislari, 6grencilerin ilgili iiniteyi ne derece 6grendiklerini ve onlarm bu
tiniteyi belli bir diizeyde Ogrenebilmeleri i¢in hangi sartlarin gerekli olacagini gostermek

11



bakimindan énemlidir (Kili¢ & Seven, 2002, s.71). Bununla birlikte Milli Egitim Bakanlig
“Ders Kitaplar: Inceleme Yénetmeligi ne gore, hazirlik sorularinin sahip olmasi gereken
ozellikler sunlar olmalidir: 1-Ogrencide iinite veya konuyu 6grenmek igin ilgi ve istek
uyandirmahdir, 2- Ogrencilerin yakin ¢evresi, ihtiyaglar1 ve giinliik yasantis1 ile ilgili
olmalidir, 3-Ogrencileri seviyelerine uygun arastirma, inceleme, deney ve gdzlem yapmaya
tesvik etmelidir ve 4-Ogrencilerin bilgi ve beceri birikimlerine uygun olmalidir (Tiirkiye
Cumhuriyeti Milli Egitim Bakanligi, 1995).

Burada ifade edilmesi gereken noktalardan biri de; hazirlik sorular1 gézlemlenebilir ve
Ol¢tilebilir davraniglari igermelidir. Soru ve ¢aligma sayis1 6grencilerin ¢ok fazla zamanlarin
almayacak sekilde diizenlenmelidir. Somut, gerceklestirilebilir davramiglara yonelik olmalidir.
Ayrica hazirlik caligmalar 6grencilerin yakin ¢evresi, ihtiyaclar1 ve gilinliik yasantisi ile ilgili
olmalidir. Ogrencide elestirel diisiinmenin gelismesini saglayan calismalara yer verilmedir
(Kilig & Seven, 2002, s.72-73). Gelisiglizel hazirlanmis hazirlik sorular1 6grencileri
iinite/konulara hazirlayamamakta ve hatta motive etmekten uzak kalmaktadir.

Ders kitaplarinda konularin sunumu sirasinda ara degerlendirmelere de  yer
verilmektedir. Konularm islenisi sirasinda yapilan ara degerlendirme sorularmi uyarici
sorular, pekistirici sorular, gelistirici sorular ve aragtirma sorular1 teskil etmektedir. Uyarici
sorular, konu baslarmda Ogrencilerin konuya karst uyarilmalari saglayan sorulardir.
Ogrencilerin 6grendiklerinde kaliciligi saglamak ve konularmn tekrarlanmasini ve kontroliinii
saglamak amaciyla sorulan sorulara ise pekistirici sorular denir. Ogrenci, pekistirici sorular ile
konuyu 6grenememisse yeniden ¢alismasi gerektigi bilincine varacaktir.

Gelistirici sorular, islenen konuyla ilgili 6grencinin zihninde semalarn tam olarak
oturmasini saglar. Ogrenci bir konuyu 6grenebilir. Ancak onun iizerinde detayl bir sekilde
diisiiniip, sinirlarini iyice ¢izmez ise zamanla bu bilgileri baska bilgilerle karistirir. Ogrencinin
elde ettigi bilgiyi gelistirip, kendisine mal edecek sorularla karsilagsmasini saglamak gerekir.
Son olarak, konularin sunumu sirasinda bas vurulan sorulardan biri de aligtirma sorularidir.
Alistirma sorulari, islenen konuyla ilgili kazanilan bilgilere elestirel bir gozle bakilmasini ve
bilginin zenginlestirilmesini saglar. Ogrencilerin ilgilerini siirekli kilmak i¢in bu tip sorulara
ver verilebilir. Bu tip sorular, konuyla ¢ok daha yakindan ilgilenen ve genis bilgi edinmek
isteyen Ogrencilere de rehberlik eder(Kili¢ & Seven, 2002, s5.74).

Sonug olarak, konularin sunumu sirasinda ders kitaplarinda yer alan bu tiir sorular,
Ogrencilerin derse katilimini sagladigi gibi, 6grenmeye de 6nemli bir katki saglamaktadir.
Ogretmen gozlemlerine gore hangi tip sorularm hangi konularda sorulmasi gerektigini gok iyi
planlamali ve gerektiginde uygulamaya gegmelidir.

Olgme; belli bir 6zellige, bir bireyin sahip olma derecesini sayisal olarak betimlemeye
denir(Linn & Gronlund, 1995). Degerlendirme ise 6lgme sorularma belirli kurallar (6lgiitler)
cercevesinde yapilan yargilama, karar verme ve yorumlama isidir. Egitimde degerlendirme,
Ogretmenin 6grenciyi tim yonleriyle tanimasi, 6grencinin basar1 giiclinli tahmin etmesi ve
degerlendirme sonuglarini basarisini tayinde ise yarayan bir doniit sistemi ve araci olarak
kabullenmesi, 6grenci hakkinda her tiirlii bilgiyi toplayip bunlara dayal olarak 6grenciyi bir
iist diizeye ¢ikarma gabasidir (Korkmaz, 2001, s.117).

Ders kitaplarinda iinite sonlarinda yeni bir {initeye ge¢cmeden Once {initenin hedef
davraniglarma wulagilip ulagilmadigini  tespit etmek icin degerlendirme yapilmasi
gerekmektedir. S6z konusu yaklasim Ogretmene, O0gretme-O0grenme siirecinin niteligini
sorgulama ve eksikliklerini gérme ve diizeltme imkan1 saglar. Giiniimiizde ders kitaplarinda,
tinite sonlarinda sadece o tiniteyi kapsayan sorular yer almaktadir. Ancak bu sorular ¢cogu kez
Ogrencilerin kendilerini degerlendirmelerinde yeterli olmamaktadir. Ciinkii 6grenciye,
cevapladigi sorularmm ne kadarmi dogru cevapladiginda, basar1 diizeyinin ne olacagimin
bildirilmesi gerekmektedir. Dolayisiyla kitapta; alinan puaninin ne anlama geldigini belirten
boliimlerin yer almasi, kitabin kullamilighgim arttiracaktir. Bu baglamda Cografya ders
kitaplarinda tinite sonu sorularinda bulunmasi gereken nitelikleri su sekilde siralayabiliriz:
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1. Ol¢me isleminde kullamlan dl¢me aracimin hedef davranislara uygunlugu saglanmalidir

Unite sonlarinda kullanilan dlgme araglarinm hedef davranislara uygunlugu saglanmalidir.
Ders kitaplarinda yer alacak bilissel, duyussal ve devinigsel alandaki davraniglar1 6lgmeye
yonelik soru tipleri sunlardan olugmalidir: Biligsel alandaki davramiglarla ilgili hazirlanan
sorular uzun cevapli, kisa cevapli, coktan segmeli ya da bosluk doldurma seklinde olmalidir.
Degerlendirme boliimiinde duyussal alandaki davramiglarin 6lgiilmesine yonelik olarak tutum
Olgekleri ve gozlem formlar: yer almalidir. Bu arada beceriye yonelik derslerde devinigsel
alana ait davraniglarin 6lgiilmesi miimkiin olmaktadir. S6z konusu davraniglarin 6lgiilmesi
icin de gozlem formlarna ihtiya¢ bulunmaktadir.

Ayrica biligsel alandaki davranmislarm Olgiilmesinde yonelik hazirlanacak sorularda hedefin
basamak diizeyi gozden kagirilmamalidir. Tiirkiye’de orta 6gretim cografya ders kitaplarinda
biligsel davraniglarin olgiilmesiyle ilgili 6lgme araglari yer alirken, duyussal ve devinigsel
davraniglarin  Olglilmesiyle ilgili 6lgme araglarinin  yer almadigimi tespit ettik. Hedef
davramglarin diizeyi farkli 6lgme araglar1 ve soru tiplerinin belirlenmesinde etkili olurken,
ders kitaplarinda sadece biligsel alandaki sorularin yer almasi, 6gretmenlerin, 6grencilerde
duyussal ve devinissel yeterlilikleri eksik 6lgmelerine sebebiyet vermektedir.

2. Ol¢me aracinin giivenirlik, kapsam gegerliligi ve kullamshligimin saglanmasi gereklidir

Giivenirlik, herhangi bir 6lgme aracmin 6l¢tiigii 6zellikleri ne derece duyarlilikla dlgebildigi,
yani Olgme sonuglarinin hatadan ne derece arinmis oldugudur. Giivenirlik 6l¢ii aracinin
tutarhligidir. Giivenirlik bir aracin ayni1 gruba iki ya da ii¢ kez uygulandigimda gruptaki her
Ogrencinin tiim uygulamalarda ayni puani almasidir. Eger iki dl¢iim arasindaki fark yok ya da
az ise o testin giivenirligi yiiksek, bu fark ¢ok ise o testin giivenirligi diisiiktiir. Olgme
araclarmin tiimii i¢in bu 6zellik gecerlidir (Kiiciikahmet, 2004, s.195).

Bir dgretim program ya da tiniteyle ilgili degerlendirme yapmak igin, tiim davramnislarla ilgili
Olgme sonuglarinin elde edilmis olmasi kapsam gegerliligini saglar. Fakat biitlin davranislari
kapsayan sorular ¢cok fazla olabilir. Bunu hem hazirlamak, hem de uygulamak ¢ok zaman
alabilir. Bu durumda 6lgmeye konu olan evreni temsil yetkisine sahip davramsglara ait
sorularm hazirlanmas1 gerekir. Bu yolla da kapsam gegerliligi saglamis olur (Kili¢ & Seven,
2002, s.77). Bloom, Hasting ve Madaus (1971) davranislarin siniflandirilmasina yonelik
kapsamli caligmalarda bulunmuslardir. Kapsam gecerliliginin tespit edilmesinde; testi
olusturan davraniglarin evrenini temsil etme diizeyinin belirlenmesinde bir belirtke tablosunun
hazirlanmasini 6nermislerdir (Tan ve Digerleri, 2003, s. 236).

Unite sonu sorulartyla iiniteye iliskin kapsam gegerliligi saglanamams ise hem dgretmen ve
Ogrenci yanilir hem de basartyr olumsuz yonde etkileyerek bireyin yanls kanaatlere sahip
olmasina neden olur. Dolayisiyla iinite sonu sorularinda 6lgme araglarinda gegerliligi artirmak
istiyorsak, sorular o iinitedeki tim konular1 kapsamalidir. Kapsam gegerliligi diisiik olan
Ol¢me araglarinin glivenirligi de azdir.

Son olarak, bir 6lgme aracinin kullanilighigl; o araci kullanan ve degerlendiren kisi igin
kolayhgidir. Bir 6l¢me aracinin kullanihgh olabilmesi i¢in su 6zelliklere sahip olmasi gereklr
a-Olgme aracmin bir uygulama yonergesi olmalidir, b- Olgme arac1 6gretmen ve dgrenci igin
kullanigli  olmalidir, c-Olgme araci  ucuza mal edilmelidir ve tekrar
kullanilabilmelidir(Kiigiikahmet, 2004, s.199-200).

3- Sorularin puanlarmin ne anlama geldigi hakkinda 6grenciye bilgi verilmelidir.

Degerlendirmenin olabilmesi i¢in 6grenciye bildirilecek bir dlgiitiin ve 6lglim gergeklestikten
sonra da bagar1 hakkinda nasil karar verileceginin Ogrenciye bildirilmesi gerekir. Eger
sorularm amaci Ogrencilerin kendi kendine doniit almasimi saglanmaksa, 6grencilerin bu
konuda ne gibi bir yol izleyeceklerinin belirtilmesi saglikli bir doniit i¢in gerekli olacaktir.
Bununla birlikte ders kitaplarinda cevap anahtarlarma yer verilmelidir. Cevap anahtari,
ogrenciler tarafindan 6lgme ve degerlendirme siirecinde 6l¢iit olarak cevaplari karsilagtirmada
kullamilacagindan vazgecilmez bir ek olmalidir. Aksi taktirde, 6grencilerin konuya tekrar
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doniip teker teker yazilanlarla cevaplar karsilastirmalar1 gerekecektir. Bu sikici olacagr gibi,
¢ogu Ogrenci tarafindan tercih edilmeyen bir durumdur (Kili¢ & Seven, 2002, s.78).

4. Degerlendirme sorulart uygulamaya doniik olmalidir

Unite ve konu sonlarinda yapilan degerlendirmenin bir islevi de, dgrencilere; arastirma-
inceleme, muhakeme etme, deney ve gdzlem yapma yeterlilikleri kazandirmaktir. Ancak,
aragtirma- inceleme, deney ve gozlem konularmin Ogrencilerin farkh ilgi diizeyleri ve
cevrelerinin dikkate alinarak belirlenmesi gerekmektedir. Bu arada ilgili boliim veya tinite ile
ilgili sorular ayni zamanda Ogrencilere bilgi, tutum ve davranislar kazandirmaya yonelik
olmalidir. Sonug olarak degerlendirme sorulari; 6grencilerin konuyu pekistirmesine yonelik
uygulama calismalarina yer vermelidir. Ogrenci merkezli yaklasimlar getirmelidir.

5. Olgme sorulart hazirlanirken uyulmasi gereken diger hususlara dikkat edilmelidir

Olgme sorular1 hazirlanirken, bir 6lgme aracinda bulunmasi gereken nitelikler goz dniinde
bulundurulmadir. Bununla birlikte soru tiplerine gore 6zel hususlar ve dil ve anlatim
ilkelerine dikkat edilmelidir.

Orta 6gretim cografya ders kitaplarinda tinite sonu sorular1 6grencilerin;

1. Varliklari, varliklarm birbirleriyle ilgisini; insan-dogal ¢evre iliskilerini; bu
iliskilerden kaynaklanan olaylari, bu olaylarin dagilis, baglanti ve sebep-sonug iligkilerini, 2.
Tarifler, 6rneklemeler, karsilastirmalar yapmalarini ve sebep-sonug iligkisi kurabilmelerini, 3.
Olay, diisiince ve duygulari agiklamayip ¢oziimleyebilmelerini, 4. Coziimlemeyle elde edilen
ayrintilardan {nitenin biitiiniinii anlamaya yarayan birlestirme yapabilmelerini, 5. Dogal
cevre, beseri ¢evre ve dogal-beseri ¢evre iliskileriyle ilgili kavramlar1 tanimalarini, ana fikir
ve yardimc fikirleri saptaya bilmelerini, yazili ve sozlii ifade edebilmelerini saglayacak
becerileri 6lgmeye yonelik olmalidir.

Cografya ders kitaplarinda 6lgme ve degerlendirme ¢alismalart gézden gecirildiginde
iinite sonu sorularmin Oncelikli olarak biligsel alanin “bilgi” ve “kavrama” basamagi
yeterliliklerini Ol¢tiigli veya sozii edilen alanda sorular yonelttigi ancak “uygulama”
boyutunda sorularin ise az yer aldigi goriilmektedir. Duyussal (hiss?) ve psiko-motor (hareki)
davraniglarla ilgili becerilerin gelistirilmesini amaglayan sorularin hemen hemen yok denecek
kadar az oldugu goriiliir.

Simdi arastirmamiza konu teskil eden on orta 6gretim cografya ders kitabini, once
0lgme ve degerlendirme boyutunu niceliksel (Unutulmamalidir ki kitaplardaki soru sayist ve
bu bakimdan kitaplarin karsilagtirilmasi, kitabin kalitesini arttirdigi diisiincesi yanligtir.
Ciinkii amagsizca segilerek gogaltilmig sorularin da 6grenciyi ne oranda dlgecegini ve ne
kadar giivenilir bir degerlendirmeye yol acacagini tahmin etmemek giic olmamasi gerekir.) ve
niteliksel bakimindan ele aldiktan sonra, yukarida genel cergevesi ¢izilen diigiincelerin adeta
somutlastirilmasini saglayan ders kitaplarim bu anlamda yakindan taniyalim. Orta 6gretim
cografya ders kitaplarmi (Tablo 1) ders tiirleri dikkate alinarak kendi igerisinde Olgme ve
degerlendirme karakteristikleri bakimindan karsilastirildiginda su sonuglar ortaya
cikmaktadir:

a. Cesitli lise tiirlerinde okutulan ve “Genel Cografya ve Tiirkiye Bolgeler Cografyast”
konularim kapsayan “Lise Cografya” adli ders kitaplarmi karsilastirdigimizda ilgi ¢ekici
sonuglar ortaya gikmaktadir. Inkilap Kitapevi tarafindan yayimlanan “Lise Cografya” adli
ders kitabinda 12 iinite ve bu iinite baslarinda 41 “hazirltk sorusu” yer alirken, s6z konusu
iinite sonlarinda toplam 173 “degerlendirme sorusu” yer almaktadir. Uniteyi degerlendirme
sorularmdan 157’si yazili ya da sozli olarak cevaplandirilabilecek sorular iken, 16 adeti de
kisa cevapl testler 6zelligi gostermektedir. Buna karsilik Altin Kitaplar1 Yaymevi tarafindan
yayimlanan “Lise Cografya” adli cografya kitabinda yukarida adi gecen kitaptan daha fazla
sayida hazirlik sorusu yer almaktadir. Bagka bir ifadeyle adi1 gegen kitapta 58 hazirlik sorusu
yer almaktadir. Ancak bu kitapta yer alan degerlendirme sorusu sayis1 103’tlir ve birinci
kitaptan yetmis adet azdir. Uniteyi degerlendirme sorularindan 88’i yazili ya da sozlii olarak
cevaplandirilabilecek sorular iken, 15 adeti de kisa cevapl testler 6zelligi gostermektedir.
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b. Cesitli lise tiirlerinde segmeli olarak okutulan “Tiirkiye nin Beseri ve Ekonomik
Cografyas:” adli dersle ilgili olarak basilms iki ayr1 kitap inceleme kapsamina alinmustir.
Bunlardan Inkildp Kitapevi tarafindan yaymmlanan “Tiirkiye'nin Beseri ve Ekonomik
Cografyasi” adl kitapta 8 iinite yer almakta olup, kitapta yer alan hazirlik sorular1 toplami
38’dir. Bununla birlikte iinite sonu degerlendirme sorular1 toplami ise 119°dur. S6z konusu
iiniteyi degerlendirme sorularmin 119’u yazili veya sozlii olarak cevaplandirilacak sorular
iken, 10’u da kisa cevaph testler 6zelligi gostermektedir. Buna karsilik Dogan Yaymcilik
tarafindan yayimlanan “Tiirkiye nin Begseri ve  Ekonomik Cografyast”
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adl1 kitapta iinite baslarinda 61 hazirlik sorusu bulunurken, iinite sonlarinda ise toplam 141
soru yer almaktadir. S6z konusu sorularm 131’1 yazili ya da s6zlii cevaplandirilacak sorular
iken, geri kalan on adeti de kisa cevapl testler 6zelligindedir.

c. Cesitli lise tiirlerinde se¢meli bir ders olarak okutulan “Tiirkive Cografyasi” adli
dersin li¢ ayr kitab1 inceleme kapsamina alinmustir. Devlet kitaplar1 arasmda yer alan ve Milli
Egitim Bakanlig1 tarafindan hazirlanmis olan “Tiirkive Cografyasi” (Fiziki) adl kitapta 29
hazirlik sorusu ve 109 iinite sonu degerlendirme sorusu yer almaktadir. incelenen kitaplar
arasinda en az hazirlik sorusuna sahip kitaplardan biri olan bu kitap, degerlendirme
sorularmin gesitlilik gostermesi bakimindan da diger kitaplardan farklilagsan bir 6zelliktedir.
Kitapta yer alan 109 {initeyi degerlendirme sorusunun 42’si sozlii ya da yazihi
cevaplandirilacak sorular iken, 63’1 ¢oktan segmeli test sorusudur. Kisa cevapl testler sayisi
ise sadece dorttiir. Bununla birlikte Ders Kitaplar1 A.S. tarafindan yayimlanan “Tiirkiye
Cografyas:” (Fiziki) adlh kitapta 23 hazirlik sorusu yer almaktadir ve incelenen kitaplar
arasinda en az hazirlik sorusuna sahip olan bir kitaptir. Benzer bir sekilde {inite sonu
degerlendirme sorular1 bakimindan da en az sayida soruya sahip olan bir kitaptir. Kitapta 48
degerlendirme sorusu yer almakta olup, bunlardan 40’1 sézlii ya da yazili cevaplandirilacak
sorular iken, 8’1 kisa cevapl test sorusudur. Son olarak, “Tirkiye Cografyasi” (Fiziki) adl
ders kitaplar1 serisinden bir diger ders kitab1 ise Dogan Yayincilik tarafindan yayimlanmistir.
S6z konusu kitapta 30 hazirlik sorusu ve 216 degerlendirme sorusu yer almaktadir. Incelenen
kitaplar arasinda en fazla iinite sonu degerlendirme sorusuna sahip olan bir kitaptir. Kitapta 70
sozlii ya da yazili cevaplandirilacak soru yer alirken, 134 coktan segmeli test sorusu yer
almaktadir. Ayrica kitapta 12 adet kisa cevapl test sorusu yer almaktadir. Kitapta bulunan
134 adet coktan secmeli test sorusuyla incelenen kitaplar arasinda en fazla ¢oktan se¢meli
test sorusu bulunan bir kitaptir.

d. Cesitli lise tiirlerinde okutulan “Ulkeler Cografyast” adli dersin ii¢ ayr1 kitab
inceleme kapsamma alinmuistir. Dogan Yaymcilik tarafindan yayimlanan “Ulkeler
Cografyast” adli kitapta 39 hazirlik sorusu yer almaktadir. Kitapta 75 iinite sonu
degerlendirme sorusu yer almaktadir ve incelenen “Ulkeler Cografyasi” kitaplar1 iginde en
fazla hazirlik sorusu ve degerlendirme sorusuna sahip olan bir kitaptir. Kitapta yer alan
degerlendirme sorularmin 65’1 sozlii ya da yazili cevaplandirilacak sorular iken, 10’u kisa
cevaph test sorusudur. Devlet kitaplar1 arasinda yer alan ve Milli Egitim Bakanlig1 tarafindan
hazirlanmis olan “Ulkeler Cografyasi” adlh kitapta 34 hazirlik sorusu ve 69 {inite sonu
degerlendirme sorusu yer almaktadir. Kitapta yer alan degerlendirme sorularimin 51°1 sézli ya
da yazili cevaplandirilacak sorular iken, 18’i kisa cevapli test sorusudur. SEK Yayinlari
tarafindan yayimlanan “Ulkeler Cografyasi” adli kitapta 34 hazirlik sorusu yer almaktadir.
Kitapta 59 {initeyi degerlendirme sorusu yer almakta olup, bunlardan 51°i sozli ya da yazil
cevaplandirilacak sorular iken, 8’i kisa cevapli test sorusudur.

Orta 6gretimin incelenen on cografya ders kitabinda 387 hazirlik sorusu yer alirken,
kitap basma diisen ortalama hazirlik sorusu sayis1 38.7°dir. Incelenen kitaplar iginde soz
konusu ortalama degerin altinda olan kitap sayis1 bestir. Bagka bir ifadeyle incelenen
kitaplarmm % 50’si ortalamalarmn altinda hazirlik sorusuna sahiptir. Buna karsilik incelenen
kitaplarda tiniteyi degerlendirme sorular1 toplamu ise 1.122°dir. Buna gore kitap basna diisen
tinite sonu ortalama degerlendirme sorusu sayis1 112’dir. Bu ortalamanin altinda olan kitap
sayisi ise altidir. Bagka bir ifadeyle incelenen kitaplarin yaridan fazlasi ortalamalar altinda
degerlendirme sorusuna sahiptir. incelenen kitaplarda hazirlik sorusu sayist 23-61 soru
araliginda degisim gosterirken, degerlendirme sorular1 48-216 soru aralifinda dagilim
gostermektedir. Son olarak; incelenen kitaplarin higbirinde inite/konu ici (ortasiy) soruya
rastlanmamistir. Bu baglamda ders kitaplarinda uyarici, pekistivici ve gelistirici sorularin yer
almamas1 6lgme ve degerlendirme ¢aligmalar: agisindan ¢ok 6nemli bir eksikliktir.

Simdi de ele alinan kitaplarda yer alan metin sonu sorularini 6lgme ve degerlendirme
Olciitleri bakimindan gézden gecirelim. Sorularin nitelikleri bakimindan “Ai¢”, “az”, “orta”,
“iyi” ve “cok iyi” seklinde derecelenmesi ise su sekilde gerceklestirilmistir. incelenen ders
kitaplarma ait 6lgme ve degerlendirme Olgiitleri tablolarinda yer alan on bir soru hig¢ (1
puan), az (2 puan), orta (3 puan), iyi (4 puan) ve ¢ok iyi (5 puan) seklinde puanlandirilmis
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olup, on bir sorunun her birine verilen puanlar toplanarak soru sayisina bdéliinerek ilgili
kitabin ortalama degeri ve buna karsilik gelen derecelemesi bulunmustur.

Tablo 2 gozden gegirilirse, orta 6gretim cografya ders kitaplarindan bir sira no’lu
kitapta yer alan sorularin niteligi ¢ok iyi diizeydedir. Bununla birlikte sorularin &grencilerin
yagina ve seviyesine uygun oldugu, sorularin sayisi, ogrencilerin kendilerini gelistirmeye
uygun hazirlanmis olmasi yaninda gramer kurallarma uygunlugu bakimindan iyi hazirlanmis
oldugu goriilmektedir. Bununla birlikte incelenen ders kitabindaki sorularin 6grencileri
arastirmaya ve problem ¢ozmeye 6zendirmesi diizeyi orta diizeydedir ve olumlu sayilabilecek
ozellikler arasindadir. Ancak sorunlarin g¢esitlilik gostermemesi ve farkli 6lgme tiirlerine yer
vermemesi, ogrencileri degerlendirmek igin 6rnek gézlem formlar1 igermemesi, testler ya da
diger soru tiirleri icin nasil uygulanacaklarima yonelik aciklayici bilgiler sunmamasi ve
sorularin cevap anahtarinin bulunmamasi, bir ders kitabinda yer almasi gereken 6lgme ve
degerlendirme Ogelerine gore oOnemli bir eksikliktir. Sonu¢ olarak kitap, Olgme ve
degerlendirme olgiitlerine uygunluk bakimindan (2.82) ORTA diizeydedir.

Tablo 2: Orta Osretim “Lise Cografya” Adl Ders Kitaplarinin Ol¢me ve
Degerlendirme Olgiitleri Bakimindan Nitelikleri

1 SIRA NOLU KITAP |2 SIRA NOLU KITAP

.. .. 1 < <
OLCUTLER O N £ £
T < g g

ivi

w| COK
ivi
HiC
AZ
ivi

w| COK
ivi

-~
~
N
N

OLCME VE DEGERLENDIiRME 1 2 3 3

Sorularin &grencilerin yasma ve seviyesine X X
uygunlugu

Sorularin gesitlilik gostermesi X X

Sorularin sayist X X

Sorularin niteligi X X

Sorularin 6grencileri gelistirmeye yonelik X X
hazirlamasi

Sorularin gramer kurallarina uygunlugu X X

Sorularin 6grencileri arastirmaya, problem X X
¢ozmeye 6zendirme diizeyi

Ogrencileri degerlendirmek igin 6rnek gozlem X X
formlari

Testler ya da diger soru tiirleri i¢in nasil X X
uygulanacaklarina yonelik aciklayici bilgiler

Sorularin cevap anahtarmim olmasi X X

Farkli 6l¢me tiirlerine yer verilme diizeyi X X

ORTALAMA 2.82 (ORTA) 2.55 (ORTA)

Tablo 2’ye dikkat edilirse, inceleme kapsamindaki 2 sira no’lu kitapta yer alan
sorularm; niteligi, Ogrencilerin yasina ve seviyesine ve gramer kurallarma uygunlugu
bakimindan iyi olgiit tasidigr goriilmektedir. Bununla birlikte sorularm sayisi, 6grencileri
aragtirmaya ve problem c¢ozmeye Ozendirmesi ve ogrencilerin kendilerini gelistirmeye
uygunlugu ise orta diizeydedir. So6zii edilen nitelikler; 6lgme ve degerlendirme Olgiitleri
bakimindan olumlu sayilabilecek ozelliklerdir. Ancak sorular g¢esitlilik gostermemekle
birlikte, farkli 6lgme tiirlerine de yer vermemektedir. Ogrencileri degerlendirmek amaciyla
ornek gozlem formlarmin bulunmamasi, test ve diger sorularin nasil ¢oziilecegine dair
aciklayici bilgilerin olmamasi ve sorular1 cevap anahtarlarmin kitapta yer almamasi da bir
ders kitabinda bulunmasi gereken Olgme ve degerlendirme Ogelerine gore Onemli bir
eksikliktir. Sonu¢ olarak kitap 6lgme ve degerlendirme Olgiitlerine uygunluk bakimindan
(2.55) ORTA niteligi tagimaktadir.

Tablo 3’ii yakindan gozden gegirirsek; orta 6gretim cografya ders kitaplarindan {i¢ sira
no’lu kitapta yer alan sorularm; 6grencilerin yasina ve seviyesine uygunlugu, sorularm sayisi,
Ogrencilerin kendilerini gelistirmeye uygun hazirlanmis olmasi ile gramer kurallarma
uygunlugu bakimindan iyi hazirlanmig oldugu goériillmektedir. Bununla birlikte incelenen ders
kitabindaki sorularin niteligi ve 6grencileri arastirmaya ve problem ¢ézmeye 6zendirmesi
diizeyi orta diizeydedir. Ancak bu nitelikler olumlu sayilabilecek 6zellikler arasindadir. Buna
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karsilik sorunlarin g¢esitlilik gostermemesi ve farkli Glgme tiirlerine yer verilmemesi,
ogrencileri degerlendirmek icin 6rnek gézlem formlar icermemesi, testler ya da diger soru
tiirleri i¢in nasil uygulanacaklarma yonelik agiklayicr bilgilerin ve sorularin cevap anahtarmin
bulunmamasi, bir ders kitabinda yer almasi gereken 6lgme ve degerlendirme Ggelerine gore
onemli bir eksikliktir. Sonu¢ olarak kitap, dlgme ve degerlendirme oOlgiitlerine uygunluk
bakimindan (2.64) ORTA diizeydedir.

Tablo 3: Orta Ogretim “T lirkiye 'nin Beseri ve Ekonomik Cografyasi” Adli Ders
Kitaplarimin Olgme ve Degerlendirme Olgiitleri Balkimindan Nitelikleri

3 SIRA NOLU KITAP |4 SIRA NOLU KITAP
OLCUTLER 2 |3 |E |z |82|¥ |2 | |E |8:
OLCME VE DEGERLENDIRME 1 2 3 4 5 1 2 3 4 5
Sorularin &grencilerin yasma ve seviyesine X X
uygunlugu
Sorularin gesitlilik gostermesi X X
Sorularin sayist X X
Sorularin niteligi X X
Sorularin 6grencileri gelistirmeye yonelik X X
hazirlamasi
Sorularin gramer kurallarina uygunlugu X X
Sorularin 6grencileri arastirmaya, problem X X
¢ozmeye 6zendirme diizeyi
Ogrencileri degerlendirmek igin 6rnek gozlem X X
formlar1
Testler ya da diger soru tiirleri i¢in nasil X X
uygulanacaklarina yonelik aciklayict bilgiler
Sorularin cevap anahtarmim olmasi X X
Farkli 6l¢me tiirlerine yer verilme diizeyi X X
ORTALAMA 2.64 (ORTA4) 2.55 (ORTA)

Tablo 3’e dikkat edilirse; orta Ogretim cografya ders kitaplarindan dort sira no’lu
kitapta yer alan sorularin; 6grencilerin yasina ve seviyesine uygunlugu, sorularin sayisi ve
niteligi bakimindan iyi hazirlanmis oldugu goriilmektedir. Bununla birlikte incelenen ders
kitabindaki sorularin 6grencileri arastirmaya ve problem ¢ézmeye 6zendirmesi diizeyi, gramer
kurallarma uygunlugu ve sorularin 6grencilerin kendilerini gelistirmeye yonelik hazirlanmasi
ise orta diizeydedir. Ancak bu nitelikler olumlu sayilabilecek 6zellikler arasindadir. Buna
karsilik sorularin gesitlilik gostermemesi ve farkli OSlgme tiirlerine yer verilmemesi,
ogrencileri degerlendirmek icin 6rnek gézlem formlar icermemesi, testler ya da diger soru
tiirleri i¢in nasil uygulanacaklarma yonelik agiklayici bilgilerin ve cevap anahtarmin
bulunmamasi, bir ders kitabinda yer almasi gereken 6lgme ve degerlendirme Ggelerine gore
onemli bir eksikliktir. Sonu¢ olarak kitap, Slgcme ve degerlendirme oOlgiitlerine uygunluk
bakimindan (2.55) ORTA diizeydedir.
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Tablo 4: Orta Ogretim “Tiirkiye Cografyasi (Fiziki)” Adli Ders Kitaplarinin
Olg¢me ve Degerlendirme Ol¢iitleri Bakinindan Nitelikleri

Besinci Kitap Altina Kitap Yedinci Kitap
= = =
OLCUTLER S S S S S S
OLCME VE DEGERLENDIiRME 1 2 |3 4 5 1 2 |13 4 5 | 1 2 | 3 4 |5
Sorularin 6grencilerin yasina ve seviyesine X X X
uygunlugu
Sorularin gesitlilik gostermesi X X X
Sorularin sayist X X X
Sorularin niteligi X X X
Sorularin 6grencileri gelistirmeye yonelik X X X
hazirlamasi
Sorularin gramer kurallarina uygunlugu X X X
Sorularin 6grencileri arastirmaya, problem X X X
¢ozmeye 6zendirme diizeyi
Ogrencileri degerlendirmek igin 6rnek X X X
gozlem formlari
Testler ya da diger soru tiirleri i¢in nasil X X
uygulanacaklarina yonelik agiklayici X
bilgiler
Sorularin cevap anahtarmim olmasi X X | X
Farkli 6l¢me tiirlerine yer verilme diizeyi X X X
ORTALAMA 3.64 (IY]) 3.91 (IYD) 2.55 (ORTA)

Tablo 4’ii gézden gegirirsek; orta 6gretim cografya ders kitaplarindan bes sira no’lu
kitapta yer alan sorularin; ¢esitli soru tiirlerinden olusmasi, sorularin cevap anahtarlarmin
bulunmasi ve farkli 6lgme tiirlerine yer verilmesi ¢ok iyi bir dlgme ve degerlendirme
yaklagimidir. Buna ilaveten sorularin niteligi, 6grencilerin yasina ve seviyesine uygunlugu,
kendilerini gelistirmeye uygun hazirlanmis olmasi, gramer kurallarma uygunlugu ve
Ogrencileri arastirmaya ve problem ¢dzmeye 6zendirmesi bakimindan iyi hazirlanmis oldugu
goriilmektedir. Bununla birlikte incelenen ders kitabindaki sorularin sayisi orta diizeydedir.
Buna karsilik kitabin 6grencileri degerlendirmek icin drnek gozlem formlari igermemesi,
testler ya da diger soru tiirleri i¢in nasil uygulanacaklarma yonelik agiklayici bilgilerin
bulunmamasi bir ders kitabinda yer almasi gereken 6lgme ve degerlendirme Ogelerine gore
onemli eksiklikler arasindadir. Sonug olarak kitap, 6lgme ve degerlendirme Olgiitlerine
uygunluk bakimindan (3.64) IYI diizeydedir.

Tablo 4’1 gozden gegirmeye devam edersek; orta 6gretim cografya ders kitaplarindan
alt1 sira no’lu kitapta yer alan sorularin; sayisi, ¢esitlilik gdstermesi, dgrencileri aragtirmaya
ve problem ¢ézmeye Ozendirmesi, sorularin cevap anahtarmin bulunmasi ve farkli 6lgme
tiirlerine yer vermesi bakimindan ¢ok iyi tasarlanmistir. Buna ilaveten sorularin égrencilerin
yasina ve seviyesine uygunlugu, niteligi, kendilerini gelistirmeye yonelik hazirlanmig olmasi
ve gramer kurallarina uygunlugu bakimindan da iyi diisiiniilmiis oldugu goriilmektedir. Buna
karsilik kitabin 6grencileri degerlendirmek igin 6rnek gézlem formlari icermemesi, testler ya
da diger soru tiirleri i¢in nasil uygulanacaklarma yonelik aciklayici bilgilerin bulunmamasi bir
ders kitabinda yer almasi gereken 6lgme ve degerlendirme dgelerine gore eksiklikler tasidigi
anlagilmaktadir. Sonu¢ olarak kitap, oOlgme ve degerlendirme Olgiitlerine uygunluk
bakimindan (3.91) 1Y1 diizeydedir.

Tablo 4’e dikkat edilirse; orta 6gretim cografya ders kitaplarmdan yedi sira no’lu
kitapta yer alan sorularmn; 6grencilerin yasina ve seviyesine uygunluk bakimindan ¢ok iyi
tasarlanmigtir. Bununla birlikte sorularin gramer kurallarma uygunlugu ve ogrencileri
aragtirmaya ve problem ¢ozmeye Ozendirmesi diizeyi bakimindan iyi hazirlanmis oldugu
goriilmektedir. S6z konusu ders kitabindaki sorularm niteligi ve sorularm Ogrencilerin
kendilerini gelistirmeye yonelik hazirlanmasi bakimindan ise orta diizeydedir. Ancak bu

20




nitelikler olumlu sayilabilecek ozellikler arasinda sayilabilir. Buna karsilik sorunlarin
cesitlilik gostermemesi, sorularm sayis1 ve farkli 6lgme tiirlerine yer vermemesi, dgrencileri
degerlendirmek i¢in 6rnek gozlem formlar1 icermemesi, testler ya da diger soru tiirleri i¢in
nasil uygulanacaklarma yonelik agiklayici bilgilerin ve cevap anahtarinin bulunmamasi, ders
kitabinda yer almas1 gereken 6lgme ve degerlendirme dgelerine goére onemli bir eksikliktir.
Sonug olarak kitap, 6l¢gme ve degerlendirme 6lgiitlerine uygunluk bakimindan (2.55) ORTA
diizeydedir.

Tablo 5’1 yakindan gozden gecirirsek; orta 6gretim cografya ders kitaplarindan sekiz
sira no’lu kitapta yer alan sorularm; Ogrencilerin yasina, seviyesine ve gramer kurallarma
uygunlugu, kendilerini gelistirmeye yonelik hazirlanmis olmasi ve &grencileri arastirmaya ve
problem ¢ozmeye Ozendirmesi bakimindan iyi hazirlanmis oldugu goriilmektedir. Bununla
birlikte incelenen ders kitabindaki sorularin niteligi ve sayisi ise orta diizeydedir. Fakat bu
nitelikler olumlu sayilabilecek o©zellikler arasmdadir. Buna karsilik kitapta farkli 6lgme
tiirlerine yer verilmemesi, 6grencileri degerlendirmek igin drnek gézlem formlari igermemesi,
testler ya da diger soru tiirleri i¢in nasil uygulanacaklarina yonelik agiklayici bilgilerin ve
sorularin cevap anahtarinin bulunmamasi, bir ders kitabinda yer almasi gereken 6lgme ve
degerlendirme Ogelerine gore oOnemli bir eksikliktir. Sonu¢ olarak kitap, Olgme ve
degerlendirme olgiitlerine uygunluk bakimindan (2.64) ORTA diizeydedir.

Tablo 5’e dikkat edilirse; orta o6gretim cografya ders kitaplarindan dokuz sira no’lu
kitapta yer alan sorularin; 6grencilerin yasina ve seviyesine uygun oldugu, sorularin sayisi,
niteligi, kendilerini gelistirmeye uygun hazirlanmis olmasi, gramer kurallarma uygunlugu ve
aragtirmaya ve problem c¢Ozmeye Ozendirmesi bakimindan iyi hazirlanmis oldugu
gorlilmektedir. Buna karsilik sorunlarm ¢esitlilik gdstermemesi ve farkli 6lgme tiirlerine yer
verilmemesi, 0grencileri degerlendirmek i¢in 6rnek gozlem formlari igermemesi, testler ya da
diger soru tiirleri i¢in nasil uygulanacaklarina yonelik agiklayici bilgilerin ve sorularin cevap
anahtarimin bulunmamasi, bir ders kitabinda yer almasi gereken 6lgme ve degerlendirme
Ogelerine gore onemli bir eksikliktir. Sonug olarak kitap, 6lgme ve degerlendirme Slgiitlerine
uygunluk bakimindan (2.82) ORTA diizeydedir.

Tablo 5: Orta Ogretim “Ulkeler Cografyasi” Adl Ders Kitaplarinin Ol¢cme ve
Degerlendirme Olgiitleri Bakimindan Nitelikleri

Sekizinci Kitap Dokuzuncu Kitap Onuncu Kitap
= = =

OLCUTLER S S S S S S
OLCME VE DEGERLENDIiRME 1 2 |3 4 5 1 2 |13 4 5 | 1 2 | 3 4 |5
Sorularin 6grencilerin yasina ve seviyesine X X X
uygunlugu
Sorularin gesitlilik gostermesi X X X
Sorularin sayist X X X
Sorularin niteligi X X X
Sorularin 6grencileri gelistirmeye yonelik X X X
hazirlamasi
Sorularin gramer kurallarina uygunlugu X X X
Sorularin 6grencileri arastirmaya, problem X X X
¢ozmeye 6zendirme diizeyi
Ogrencileri degerlendirmek igin 6rnek X X X
gozlem formlari
Testler ya da diger soru tiirleri i¢in nasil X X X
uygulanacaklarina yonelik agiklayici
bilgiler
Sorularin cevap anahtarmim olmasi X X X
Farkli 6l¢me tiirlerine yer verilme diizeyi X X X

ORTALAMA 2.64 (ORTA4) 2.82 (ORTA4) 2.73 (ORTA)
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Tablo 5 gozden gegirilirse, orta Ogretim cografya ders kitaplarindan on sira no’lu
kitapta yer alan sorularm; 6grencilerin yasina ve seviyesine uygun oldugu, sorularin niteligi,
kendilerini gelisgtirmeye uygun hazirlanmis olmasi, gramer kurallarma uygunlugu ve
Ogrencileri arastirmaya ve problem ¢6zmeye 6zendirmesi diizeyi bakimindan iyi hazirlanmis
oldugu goriilmektedir. Bununla birlikte incelenen ders kitabindaki sorularin sayisi orta
diizeydedir ve olumlu sayilabilecek Ozellikler arasindadir. Ancak sorunlarin g¢esitlilik
gostermemesi, farkli dlgme tiirlerine yer verilmemesi, 6grencileri degerlendirmek i¢in 6rnek
gozlem formlar1 icermemesi, testler ya da diger soru tiirleri i¢in nasil uygulanacaklarina
yonelik agiklayic1 bilgilerin ve sorularin cevap anahtarinin bulunmamasi, bir ders kitabinda
yer almas1 gereken Olgme ve degerlendirme Ogelerine gore dnemli bir eksikliktir. Sonug
olarak kitap, Olgcme ve degerlendirme Odlgiitlerine uygunluk bakimindan (2.73) ORTA

diizeydedir.

‘Tablo 6: “Lise Cografya” adl: ders kitaplarinda Yer Alan “Yer Yuvarlagr”
Isimli UniteninHazirlik Sorular1 ve Unite Sonu Degerlendirme Sorularmin
Taksonomik Degerleri

HAZIRLIK SORULARI TAKSONOMIK HAZIRLIK SORULARI TAKSONOMIK
(1 Sira No’lu Kitap) DEGERLERI (2 Sira No’lu Kitap) DEGERLERI

1. Diinya’muizin yuvarlak oldugu uzaydan g¢ekilen

1. Diinya’nin Giines Sistemi’ndeki yeri Bilgi fotograflarla kesin kamtlanmadan o6nce, bilim Kavrama

hakkinda bilgi edininiz? adamlarmm  yeryliziinin  yuvarlak olduguna
iliskin ne gibi kanitlar 6ne siirdiigiinii arastiriniz?

2. Model kiire kutuplari, ekvator ile paralel ve 2. Bir atlasa bakarak yer yuvarlagimin kutuplar,

meridyenleri inceleyeniz; Tiirkiye’nin cografi [ Bilgi (kavrama) | ekvator, Giiney ve Kuzey Yarim Kiireler gibi Kavrama

konumu hakkinda bilgi edininiz? o6nemli bolimlerinin konumlarini inceleyiniz ve
ozelliklerini aragtiriniz.

3. Bir yil iginde gece ve giindiiz siirelerinin Kavrama 3. Bir y1l i¢inde geceyle giindiiziin siirelerinde ne Kavrama

neden farkli oldugunu aragtiriniz? gibi degisiklikler olmaktadir? Arastiriniz

4. Kentler arasinda iftar vaktinin farkl saatlerde Kavrama 4. Orug ve namaz saatlerinin her sehirde degisik Kavrama

olmasinin nedenini arastiriniz? olmasinin nedenini arastiriniz.

UNITE SONU DEGERLENDIRME SORULARI UNITE SONU DEGERLENDIRME SORULARI

1. Yer’in sekli hakkinda bilgi veriniz? Bilgi 1. Diinya’nin diger gezegenlerden farkli olan Bilgi
ozellikleri nelerdir?

2. Paralel ve meridyenler hakkinda bilgi veriniz? Bilgi 2. Diinya’nin sekli ve yoriingesi i¢in hangi Kavrama
terimleri kullaniyoruz? Agiklayimz.

3. Meridyen ile boylam, paralel ile enlem Kavrama 3. Diinya’nin yuvarlak olmasinin sonuglari Bilgi

arasindaki fark nedir? Acgiklayiniz? nelerdir?

4. Atlaslarimizdaki haritadan Igdir’mn enlem ve Uygulama 4. Cografi konum nedir? Agiklaymiz Bilgi

boylamini bulunuz?

5. Gece ve giindiiz siireleri mevsimlere gore Kavrama 5. Paralel dairelerle meridyenlerin islevleri ve Bilgi

neden degismektedir? Ag¢iklaymiz? ozellikleri nelerdir?

6. Mevsimler nasil meydana gelmektedir? Kavrama 6. Diinya’nin kag tiirlii hareketi vardir ve bunlarin Bilgi

Aciklayniz? sonuglari nelerdir?

7. Mevsimler arasinda giin doniimleri, hangi ay 7. Gece ve giindiiz siireleri neden esit degildir?

ve giinlerde olur? Bilgi Ekvatordan kutuplara dogru gidildik¢e nasil Bilgi
degisir?

8. Diinya genelinde gece ve giindiiz siireleri ne

zaman birbirlerine esit olur? Bilgi 8. Igdir (boylamu yaklasik 44°) ile Bilecik

9. Bir bolgenin dogusu ile batisi arasindaki (boylamu yaklasik 30°) arasindaki yerel saat farki Uygulama

namaz ve iftar vakitlerinin farkli saatlerde Bilgi ne kadardir?

olmasinin nedenini belirtiniz.

10. Diinya’miz nigin saat dilimlerine ayrilmistir? Kavrama

11. Tarih degistirme ¢izgisi hangi meridyenden Bilgi 9. Mevsimlerin meydana gelis nedenini Kavrama

gecmektedir? agiklayiniz?

12. Bulundugumuz yerin dogusunda nigin yerel Kavrama

saat ileridir? Ag¢iklaymiz.

13. Ekvatorda aralarinda 2 saat 16 dakikalik 10. Mevsimlerin olusumunda dort 6nemli doniim Bilgi

zaman farki olan iki nokta arasindan kag Uygulama noktast hangi tarihlerde olmaktadir?

meridyen geger?

14. 33° dogu meridyeninde bulunan Ankara’da

20 Subat Pazar giinii saat 12 iken 75° bati Uygulama 10. Mevsimlerin olusumunda doért 6nemli doniim Bilgi

meridyenindeki ABD’nin Washington kentinde
saat kagtir ve hangi giin yasanir?

noktasi hangi tarihlerde olmaktadir?
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Son olarak ortadgretim “Lise Cografya” adli cografya ders kitaplarinda yer alan “Yer
Yuvarlagi” adli initedeki hazirlik sorulari ile iinite sonu degerlendirme sorularmin
taksonomik degerlerini (Tablo 6) karsilastirdigimizda su sonuglar ortaya c¢ikmaktadir:
Incelenen on kitap arasindan rastlantisal 6rnekleme yontemiyle belirlenen “Lise Cografya”
adl1 ders kitaplarmda yer alan ve yine ayn yontemle secilen “Yer Yuvarlagir” adli linite, her
iki kitapta ana basliklar itibariyle aymi fakat konularin ele alinis sekilleri farklidir. Tablo 6’da
goriildiigl tizere, incelenen her iki kitapta da yazarlar gerek hazirlik sorularmda ve gerekse
iinite sonu degerlendirme sorularinda sadece biligsel alanin (zihni) bilgi ve kavrama
basamaginda ve ¢ok az olarak da uygulama basamaginda sorulara yer vermislerdir. Bagka bir
ifadeyle her iki kitapta adi gecen {inite de toplam sekiz adet hazirlik sorusu yer almakta olup,
bu sorularm % 75’1 biligsel alanin kavrama basamagi ve % 25’1 ise bilgi basamaginda yer alan
sorulardir. Bununla birlikte iinite sonu degerlendirme sorularmin (Toplam 24 sorudur.) %
54.2’si biligsel alanin bilgi basamagi, % 29.2’si kavrama basamagi ve % 16.6’s1 da uygulama
basamaginda yer alan sorulardir. Dolayisiyla kitaplarda hem hazirlik sorularinda ve hem de
iinite sonu degerlendirme sorularinda biligsel (zihni) alanin alt basamaklarindaki yeterlilikleri
Olgmeye yonelik sorularn yer aldigim gérmekteyiz. Biligsel alanin uygulama basamagindaki
sorularda bir yetersizligin oldugu acgik¢a goriilmektedir. Ayrica her iki kitapta sozii edilen
iinite de; tnite i¢i (ortasi) sorular yer almamaktadir. Baska bir ifadeyle konularin sunumu
sirasinda uyarici, pekistirici ve gelistirici sorulari bulunmamasi ara degerlendirme agisindan
onemli bir eksikliktir.

Bununla birlikte incelenen her iki kitaptaki itinitede duyussal (hissi) ve psiko-motor
(hareki) alanlarla ilgili sorulara yer verilmemistir. Sorular % 50’yi asan oranlarda bilissel
alamin bilgi basamaginda yer alan cevabi tek ya da birka¢ ciimleyle ifade edilebilen
ozelliktedir. Ogrencilerin yorum yapmasini gerektiren “nicin, nasil, neden” soru adillarmin
yer aldig1 sorular 1/3 diizeyindedir. Oysa bu tiir sorularin cografya ders kitaplarinda énemli
bir ¢ogunluk teskil etmesi gerekmektedir. Ciinkii cografi diisiincenin baslica ilkelerinden biri
de baglant ilkesi ile sebep-sonug ilkesidir.

4. Ortadgretim Cografya Ders Kitaplarinda Olgme ve Degerlendirme Sorunlar

Ogretim programimin son dgesi degerlendirmedir. Degerlendirmenin yapilmadigi ya da
eksik yapildigr durumlarda programin basartyla uygulandigi siiphelidir. Ciinkd, belirlenen
hedeflere ulagsmada diizeyleri, ulagilamamigsa gerekgeleri ve hangi 6gede problemin oldugunu
belirlemek degerlendirme ile miimkiindiir (Kili¢ & Seven, 2002, s5.70).

Incelenen on kitapta yer alan Slcme ve degerlendirme calismalarinda hazirlik ve
degerlendirme sorulariyla ilgili tespit ettigimiz problemler sunlardir: 1-Unite sonu
degerlendirme sorularinda kapsam gecerligi yeterince saglanamamaktadir, 2- Ders
kitaplarinda dogru-yanlis testleri, kisa cevapl testler ve ¢oktan secmeli testlerin oldukca
yetersiz oldugu goriilmektedir, 3-Degerlendirme sorularinda biligsel alanin kavrama,
uygulama, analiz ve sentez basamaginda sorulara yeterince yer verilmemektedir, 4-
Degerlendirme sorularinda duyussal ve psiko-motor yeterlilikleri 6l¢en sorulara ¢ok az
verilmistir, 5- Ogrencileri diisiinmeye, problem ¢dzmeye ve arastirmaya sevk edecek sorulara
cok az yer verilirken; agirlikli olarak ezbere dayali biligsel alanin bilgi basamagindaki
sorulara genis yer verilmektedir, 6- Incelenen on kitaptan sadece ikisinde ¢oktan secmeli
testlerin cevap anahtarlar ilgili kitaplarda yer almistir.

Simdi yukaridaki goriiglerimizi tamammyla destekleyen ve incelenen on kitaptaki 6lgme
ve degerlendirme ¢aligmalarimi istatistiksel olarak degerlendirelim.

Incelenen on orta dgretim cografya ders kitabinda 387 hazirlik sorusu yer alirken, her
kitapta iinite bagia diisen ortalama hazirlik sorusu sayis1 4.7’dir. 387 hazirlik sorusunun %
35.9’u biligsel alanin bilgi basamagmnda, % 48.8’1 kavrama basamagi ve % 14.51 ise
uygulama basamagi yeterliliklerini O6lgmektedir. Dogru bir yaklasim olarak hazirlik
sorularinda biligsel alanin analiz, sentez ve degerlendirme basamaginda sorulara yer
verilmemistir. Ancak incelenen on kitabin sadece ikisinde duyussal alanda toplam ii¢ soruya
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yer verilmistir. Dolayisiyla incelenen kitaplarda {inite basma diisen hazirlik sorusu sayisi
yetersiz olsa da hazirlik sorusu hazirlama ilkelerine biiyiik 6l¢iide uyuldugu goriilmektedir.

Buna karsilik incelenen kitaplarda {initeyi degerlendirme sorular1 toplamu ise 1.122dir.
Buna gore, kitap basma diisen ortalama degerlendirme sorusu sayis1 112°dir. Incelenen
kitaplarda {inite basina diisen degerlendirme sorusu sayisi 13.7°dir. 1.122 {inite sonu
degerlendirme sorusunun % 65.9’u biligsel alanin bilgi basamagi, % 30.8’i kavrama
basamagi, % 2’si uygulama basamagi, % 0.9’u analiz basamag1 ve % 0.3’u ise sentez
basamagindaki yeterlilikleri olgmektedir. Kitaplarda biligsel alanin degerlendirme
basamaginda sorulara rastlanmanustir. Incelenen on kitabin sadece birinde psiko-motor
alanda bir soruya yer verilmistir. Duyussal yeterlilikleri 6lgen sorulara rastlanmamistir.
Dolayisiyla degerlendirme sorularinda duyussal ve psiko-motor yeterlilikleri 6lgen sorulara
cok az sayida yer verilmistir. Ayrica 6grencileri diisiinmeye, problem ¢ézmeye ve arastirmaya
sevk edecek sorulara ¢ok az sayida yer verilirken; % 65.9 oranda ezbere dayali biligsel alanin
bilgi basamagindaki sorulara yer verilmesi saglikli bir 6lgme ve degerlendirme agisindan
onemli bir eksikliktir.

Incelenen on ders kitabindaki hazirlik ve iinite sonu sorularinin taksonomik hedefler
bakimindan daha ¢ok bilgiyi dlgmeye yonelik hazirlanmig oldugu gozden kagmamaktadir.
Ancak biligsel davraniglarin 6grenciye kazandirilmasi tek bagina yeterli degildir. Ciinkii;
biyo-psiko-sosyal yonden de istendik davraniglar sergileyen fertler yetistirilmek isteniyorsa;
duyussal davramglarin (tepkide bulunma, deger verme ve oOrgiitleme basamaklar1 gibi) ve
psiko-motor davraniglarin (koordine edilmis viicut hareketleri ve sozsiiz iletisim ve konugma)
Olclilmesine de agirlik verilmesi hayati 6nem tagimaktadir. Dolayisiyla cografya derslerinde
de Ogrencinin, yiiksekdgretime gecis silirecinde bilgi edinme yollarimi bilmesi, problemi
tamimas1 ve giinliik hayatta karsilagtig1 ¢esitli durumlara uyum saglamasim kolaylastiracak
0lgme ve degerlendirme caligmalarindan gegirilmesi gerekmektedir.

Tiirkiye’de Ogretim programlarindaki hedeflerin biiyiilk bir boliimii esas itibariyle
biligsel niteliktedir. Okul programlarindaki dersler ve bu derslerin {initeleri i¢in de durum
boyledir. Ogrenme-6gretme cabalarinin  bilyiik bir kismu, 6grencilerin  belli biligsel
yeterlilikleri kazanmalarina yoneltilmistir (Ozgelik, 1982, 5.72). O halde cografya ders
kitaplarindaki 6l¢me ve degerlendirme ¢aligmalar1 nasil planlanmalidir? Sorular sadece bilgiyi
Olcmeye dayali olmamali, 6grencinin zekasini diger alanlarla da egitmeyi ve gelistirmeyi
hedef almalidir. Gencin yaraticiligini tegvik etmeli ve son olarak da planlanan temel hedefleri
kazandirmaya yonelik olmahidir.

5. Ogretmenin Simf Icerisinde Yaptigi Yazl, Sozlii Olgme ve Degerlendirme
Cahismalari

Olgme; gozlenen niteliklerinin (degiskenlerin) gdzlem sonuglarimin sayir veya
sembollerle belirlenmesine denir. Tanimda belirtildigi gibi 6lgmenin en az ii¢ asamasi vardir:
1-Olgiilecek bir niteligin olmasi, 2-Niteligin gozlenebilmesi ve 3-Amaca uygun sayr ve
sembollerle gosterilmesidir (Kiiglikahmet, 2004, s.187). Degerlendirme ise 6lgme sorularma
belirli kurallar (6lgiitler) cercevesinde yapilan yargilama, karar verme ve yorumlama isidir
(Korkmaz, 2001, s.117-118). Degerlendirme bir bakima Ogrencilerin 6nceden belirlenmis
amaglara ne kadar yaklastiklarii ortaya ¢ikarmaktadir. Degerlendirme her tiirlii 6grenme ve
gelisme ile ilgilidir ve siirekli bir islemdir. Boylece egitim ve dgretim etkinlikleri; sonucu ne
oldugu bilinmeyen bir tekrarlama olmaktan ¢ikmakta, deneysel bir nitelik ve stirekli gelisme
dinamizmi kazanmaktadir. Bu etkinliklerin planlayicis1 ve yliriitliclisii olan 6gretmen bir
takim bilgileri aligilmis yollardan aktaran bir gorevli olmaktan ¢ikmakta, egitimi siirekli bir
problem ¢ézme ortami kabul eden bir arastirict niteligi kazanmaktadir (Kiigiikahmet, 2004,
$.192-193).

Olgme ve degerlendirme calismalariyla dgrencilere kazandirilmas: amaglanan hedef
davranmiglara Ogrencinin erisme diizeyi Olgiiliir; sonra Ogrencinin O0grenme diizeyi ile
hedeflenen Ogrenme diizeyi karsilastirilmaktadir. Bu arada o6gretmen, sinif igerisinde
ogrencilerin bulundugu seviyeyi belirlemek, gelisimini degerlendirmek ve eksikliklerini
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gidermek icin gereken planlamalar1 yapmak zorundadir. Bu sebeple Ogretmen ders
kitaplarindaki sorularin aynisini sormak ya da onlara baglh kalmak yerine kendisi de sorular
hazirlamali ve kendini yenileme egilimi tagimalidir.

Tiirkiye’de 6gretmenlerin siif igerisinde yaptig1 yazili, sozlii 6l¢me ve degerlendirme
caligmalar sirasinda en fazla bagvurduklar yazili yoklamalarin uygulamadaki gorliniimii ise
soyledir: Ogretmenler genellikle: a. 4-5 soru sormakta ve dgrenciye 45 dakika cevap siiresi
tamimaktadir, b. Smav kagidinin degerlendirilmesinde smav kagidinin kullanilisin1 ve yazinin
okunakligr da dikkate alinmaktadir, c. Smav kagidi yeniden degerlendirildiginde not bir
oncekine yakin olmaktadir, d. Kanaat notuna 6zel bir 6nem verilmekte ve buna oldukca
giivenilmektedir, e. Ogrencinin basarisinin ¢ok iyi bir sekilde dl¢iiliip degerlendirildigine
inanilmaktadir, f. Yazili yoklamalardan taviz vermemekle beraber sozli yoklamalara da
gerektikge bagvurmaktadir (Kiigiik, 2002). Yazili yoklamalara iligskin yukarida ortaya konulan
genel uygulamaya karsilik, sozii edilen sinav sorularmin hazirlanmasi siirecinde alinmasi
gereken teknik 6nlemler sunlar olmalidir:

1-Sorulardan 6grenciler farkli anlam ve yorumlar g¢ikarmamalidir, 2-Olgiilmesi
amaglanan davranig1 yeterince kazanmis Ogrenciler, soruyu dogru yamitlayabilmelidir, 3-
Ogrencinin kendisini degerlendirmesine firsat vermelidir, 4-Ogrencinin hem bilgi birikimine
uygun hem de onu gelistirici nitelikte olmalidir, 5-Gereksiz ipuglar1 ve ayrint1 bilgileri iginde
tagimamalidir (Kutlu, 1999, s. 20-21).

Yazili yoklamalarda 6gretmen, Ogrencilerin kagitlarinda su oOgeleri aramahdir: 1-
Duygu, diisiince ve tasarilari, 2-Olaylara bakis a¢is1 (konuyu, amaglarina gore, olay, diisiince,
sebep, sonug iliskileri, duygular vb. degisik agilardan ele almak), 3-Plan ve anlam biitiinliigii,
4-Dilde dogruluk, uygun kelimelerin secilmesi, yerinde kullanilmas1 ve ciimle kurulusunda
dogruluk, 5-Yazim ve noktalama isaretleri ile yazinin sayfaya iyi yerlestirilmesi gibi. Ayrica
Ogretmen zaman zaman yazili yoklamalar1 birkag 6rnek {izerinde ve Ogrencilerle birlikte
degerlendirebilir (Korkmaz, 2004, s.145).

Ogrencinin yaraticihigin gelistirmeye yonelik lgme ve degerlendirme calismalarinda
kullanilan 6devler ise hazirlanmasinin sikiciligi, ¢ok zaman alisi, yazili kaynaklara ulagsmanin
zorlugu gibi etkenlerle cogu zaman 6grencinin kendisi tarafindan degil de bagkalari tarafindan
yapilmasi seklinde gecistirilen ve savsaklanan ¢alismalar haline doniistiiriilmiistiir. Odevlerin
nesnel degil de Oznel degerlendirilmesi ise bir diger sorun olarak karsimza g¢ikmaktadir
(Poyrazoglu, 1993, s.243).

Sozlii  yoklamalar; Ogrencilerin  sozlii anlatim  becerilerini  dlgmek  igin
kullanilmaktadir. Daha ¢ok dinleme ve konusma agirliklidir. SozIii anlatim, 6grenciye
mantikli diistinme aligkanlifi vermesinin yan1 sira, duygu ve diisiincelerini dogru anlatma
aliskanlig1 da kazandirir (Demirel, 2002, s.120). Buna ilaveten 6grencilerin metinlerle ilgili
sorulara verdikleri cevaplarda sozlii yoklamalar kapsamindadir. Ogrenci metinde gegen
yargilara iliskin sebep sonug iliskileri kurabilmeli, ana ve yardimci fikirleri saptayabilmeli,
okuduktan sonra bir metni anlatabilmeli, karsitliklari, benzerlikleri tespit edebilmelidir.
Ogretmen de metin agiklamalarinda séz konusu yeterlilikleri aramalidir.

Ogretmenin simf icerisinde gerceklestirdigi ve dznel bir 6lgme metodu olan sdzlii
yoklama caligmalar1 s6z konusu smavin esaslarmma uygun yapilmamaktadir. SozIlii smavlar
tiniteyi kapsayacak sayida sorulardan olusmadigindan gecerlilik ve giivenirlik derecesi
diistiktiir. Bu nedenle sozlii yoklamalarm 6grencilerin “ifade becerilerini” olgecek nitelikte
olmadig1 agiktr.

Gerek Cografya ders kitaplarinda ve gerekse Ogretmenin hazirlamig oldugu testler
cogu kez gecerlik ve giivenirlikleri, kullanilisliklar1 ve objektiflikleri bir arastirmaya dayali
olarak tespit edilmis degildir. Diger yandan bu tlir sorularin hazirlanmasi uzmanlik
gerektirmektedir (Poyrazoglu, 1993, s5.243). Bu yilizden bilgiyi 6lgmekten ¢ok Ogrencinin
icinde bulundugu son diizeyi belirleme amaci gilitmektedir. Buna karsilik ilgili dersin her
tinitesinin 6grenci tarafindan tam olarak ne dlciide kavrandigini tespit etmeye yonelik “iinite
sonrasi ogrenme eksikleri” ile bu eksikliklere yol acan gii¢liikklerin belirlenmesi igin
kullanilabilecek test 6rnekleri {ilkemizde heniiz yoktur. Oysa bu testlerle 6grenciye 6grenme
eksiklikleri bildirilerek geri besleme teknigi ile eksikliklerini tamamlamasi saglanir ve “tam
ogrenme” gergeklestirilir (Kiiciik, 2002). Ulkemizde birkag {initeyi kapsayan ve dgrencilerin o
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iinitelerle ilgili basarilarini ortaya koyan testler kisa ara sinavlardir. Bu smavlarla 6grencilerin
o0grenme diizeyleri belirlenmekte ve smavdaki basarilari notla degerlendirilmektedir. Bu
nedenle okullarimizda daha ¢ok bu tip test smavlara yer verilmektedir (Demirel, 2002, s.123).

Egitim sistemimizde 6lgme c¢aligmalar1 kadar degerlendirme ¢aligmalar1 da geregince
yerine getirilememektedir. Soyle ki: Okullarimizdaki degerlendirme daha ¢ok bilgilerin ne
diizeyde &grenildigini lgmeye yoneliktir. Ogrenci bir {ist smifa gegecek durumda mudir?
Istenilen konular1 ne dlciide bellemistir. Bunu saptamay1 amaglamaktadir. Bir baska anlatimla
Olcme ve degerlendirme ogretimin verimliligini, etkinligini arttirmaya yarayan bir arag
sayilmaktadir; fakat uygulamada daha ¢ok yeterli goriilmeyen 6grencileri eleme araci olarak
kullanilmaktadir (Poyrazoglu, 1993, s.240). Buna karsilik orta ogretim Cografya dersleri
programlarma goére degerlendirmenin amaglar1 sunlardir: 1-Bireysel farkliliklar1 gozeterek
Ogrencileri yetenekleri ve egilimleri dogrultusunda gelistirmek, 2-Verilen bilgileri kavrayip
kavramadiklarini saptamak, 3-Ogrencilerin yeni bilgilere hazir olup olmadiklarini tespit
etmek, 4-Ogrencilerin grup calismalarina ve tartismalarina katilarak almus olduklar: gérev ve
sorumluluklar1 yerine getirip getirmediklerini saptamaktir. Ancak iilkemizde degerlendirme
smif gegme araci olarak kullanilmaktadir. Oysa degerlendirme 6grenciler i¢in eksikliklerini
gérme, Ogretmen icinse degerlendirme sonuglarma goére Ogretim yontemlerinin gozden
gegirilerek dgrencilerin glidiilenmesini saglamaktir.

Cografya 6gretiminde 6lgme ve degerlendirme ¢aligmalarinda 6gretmenler ¢ogunlukla
yazili yoklamalara agirlik vermekte testle dlgme ve degerlendirme ¢aligmalarma yeterince
basvurulmamaktadir. Diger taraftan hedef davramiglart Slgmeye yonelik soru tiirleri
hususunda ve testle dlgme ve degerlendirme caligmalarinda Olgiilecek hedef davramislari,
etkinlik alanin1 ve sorularin agirligini gosteren “belirtke tablosu” hazirlanmas1 géz ardi
edilmektedir. Sonugta yukarida da ifade ettigimiz gibi degerlendirme ¢alismalar1 6grenciyi
notla taktir etme seklinde algilanmaktadir.

Ote yandan basarisiz veya istenilen seviyede basarili olmayan ogrencilerin
basarisizliklarinin  ve yetersizliklerinin nedenini arastirilmamaktadir. Bununla birlikte
Ogrencilerin iinitedeki eksiklikleri c¢ogunlukla tamamlamalar1 igin gerekli tedbirler
alinmamakta ve sonugta bir {initedeki hedef davraniglar “tam 6grenilmedigi” i¢in 6grencinin
diger tnitelerde basarisiz olma olasilig1 artmaktadir. Ayrica 6gretmenlerin geri bildirimin
yonlendirici, giidiileyici ve pekistirici fonksiyonlarindan istifade etmeyerek sadece sinav
notunu sodylemekle sinirh kalmalari, Ogrencilerin neleri yeterince ve neleri de eksik
ogrendikleri konusunda yetersiz bilgilenmelerine yol agtig1 bilinmektedir.

SONUC ve ONERILER

Buraya kadar yapilan agiklamalardan hareketle, orta Ogretim cografya  ders
kitaplarinda yer alan 6l¢gme ve degerlendirme ¢alismalari hem nicelik acgisindan hem de
sorularmn nitelikleri agisindan yeterli 6zellikler tagimadigi goriilmektedir. Bununla birlikte
iinite sonu degerlendirme sorularmin taksonomik 6zellikleri bakimindan biligsel alanin bilgi
ve kavrama basamagindaki sorularn ¢ogunlugu teskil ettigi, buna karsilik uygulama
basamagindaki sorularm ¢ok az sayida yer aldig1 goriilmektedir. Duyussal (hissi) ve psiko-
motor (hareki) davramislarla ilgili becerilerin gelistirilmesini amaglayan sorularin hemen
hemen yok denecek kadar az oldugu goriiliir. Buna ilaveten iinite/konu ortast sorularin
incelenen tiim kitaplarda yer almadigi tespit edilmistir. Bu anlamda {inite/konu ortas1 sorulari
olan uyarici, gelistirici ve pekistirici sorularin kitaplarda yer almamasi &lgme ve
degerlendirme ¢aligmalart agisindan dikkati geken 6nemli bir eksikliktir. Arastirmamiza konu
teskil eden kitaplardaki tinite sonu degerlendirme sorularini 6lgme ve degerlendirme Slgiitleri
bakimindan degerlendirdigimizde ise genellikle orta diizeyde oldugu anlasilmaktadir.

Son olarak, gerek orta 6gretim cografya ders kitaplarinda ve gerekse cografya dersi
Ogretmenlerinin uygulayacagi Olgme ve degerlendirme c¢aligmalarinda g6z Oniinde
bulundurmasi gereken hususlar1 soyle siralayabiliriz.

1. Hem cografya ders kitaplar1 ve hem de cografya dersi 0gretmenlerinin 6lgme ve
degerlendirme ¢aligmalart “karma” bir yaklagimla hazirlanmis olmalidir. Diger bir ifadeyle
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tim yazili ve sozli anlatim yeterliliklerini Olgen soru sekilleriyle 0Ogrencilerin
degerlendirilmesi gerekmektedir.

2. Ders kitaplarinda yer alan iinite sonu degerlendirme sorularinda kapsam gegerliligi
saglanmalidir. Sorularin sadece biligsel alanin bilgi basamagindaki sorulardan ibaret
olmamasina dikkat edilmeli, s6z konusu alanin uygulama, analiz ve sentez basamagina da yer
verilmelidir. Duyussal alanla ilgili olarak da tutum 6lgekleri gelistirilmelidir.

3. Ders kitaplarinda testle dlgme ve degerlendirme ¢alismalarna biiyiik cogunlukla yer
verilmedigi goriilmektedir. Bu sebeple 6grencinin okuma-anlama giiclinii dlgmeye yonelik
olarak ¢oktan se¢gmeli sorulara daha fazla yer verilmelidir. Ayrica kitabin sonunda kesinlikle
cevap anahtar1 bulunmalidir.

4. Konularin sonumu sirasinda uyarici, pekistirici, gelistirici ve aragtirma sorularma yer
verilmelidir. Ayrica sorular 6grencilerin kendi kendilerini degerlendirmeye imkan tammalidir.

5. Ogrenciye sadece smav notunu bildirmek, nitelikli ve yeterli bir geri bildirim
degildir. Notun yani1 sira Ogrenciye eksikliklerinin neler oldugu ve bunlarin nasil
giderilebilecegine yonelik bildirimlerde bulunulmalidir. Geri bildirimin yo6nlendirici ve
pekistirici olmas1 gerekmektedir.

6. Unite baslarindaki hazirhk ¢alismalari dgrencilerin yakin gevresi, ihtiyaglari ve
giinliik yasantisi ile ilgili olmali ve dgrencileri liniteye motive etmelidir.

7. Ders kitaplarinin yazimi siirecinde sadece alan uzmanlar degil, program gelistirme
uzmanlari, egitim psikologu, gorsel ve fiziksel tasarimcilar ve dilbilimciler de yer almahdir.
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Improving attendance and punctuality of FE Basic skill students through an
innovative scheme.

Gordon O. Ade-Ojo*, Southwark College, London.

Abstract:

This paper reports the findings of a study set up to establish the impact of a particular scheme
on the attendance and punctuality performance of a group of Basic Skills learners against the
backdrop of various theoretical postulations on managing undesirable behavior.

Data collected on learners' performance was subjected to statistical analysis through the use of
the SPSS analytical toolkit in order to establish the T-value, probability value and
significance, as well as the confidence level of intervals. Findings from statistical analysis
were then subjected to a process of corroboration through a focus group discussion with
subjects in the study.

Based on the findings, the study concludes that the scheme has a significant impact on some
aspects of the learners' performance and advocates the introduction of novel ways, in the
context of mixed approaches towards eradicating undesirable behaviors among young
learners.

Introduction

The twin issues of attendance and punctuality have in recent times assumed a very
crucial role in the assessment of the quality of provision in the area of skills for life. Indeed,
inspectors’ reports inevitably include comments on the pattern of attendance and punctuality
of students. It is commonplace to find comments like the following in inspectors’ reports.
“Lateness is not positively challenged and attendance is still an issue” (Feedback from
OFSTED inspection of Basic Skills at Southwark College, 2003:2)

Comments such as the one above have often left tutors in the FE totally frustrated and
in many cases, disillusioned. Tutors, perhaps rightly so, argue that they can not be expected to
have control over what happens to students outside the college and more importantly, as they
perceive it, the wilful decision of students not to benefit from the opportunity to learn
provided by colleges.

Inspectorate regimes however do not share the sympathies of tutors. They, again
rightly so, would argue that the pastoral duties of teachers necessitate their taking
responsibility for their students’ performances in terms of attendance and punctuality, after
all, students can not be expected to achieve if they do not attend classes or indeed, if they
come in half way through lessons.

More importantly, from the viewpoint of students, it is incontrovertible that poor
attendance and punctuality will have adverse effects on their learning and achievement. This
is the one point that all parties involved are agreed on. Tutors, inspectors, governors, funders
and indeed students would not contest the significance of attendance and punctuality on the
overall learning process. What remains controversial is the strategy to deal with this problem.
Should tutors assume what essentially amounts to a dictatorial stance by challenging and
insisting that students have to be present and punctual at lessons, or should they assume a
stance that would ultimately nurture students’ desire to be present and punctually so, at their
lessons? If the latter is the case, how do they go about achieving this goal? This paper is a
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report of a small-scale experiment based on an attempt at nurturing rather than ordering
students. It presents the perceived impact of a scheme designed to enhance what Mcphillimy
(2001:177) calls the “self-concept” of the learner.

The central philosophy of this scheme revolves around the view that, rather than
continuously challenging students on their attendance and punctuality, a role could be created
for this category of students that actually devolves some responsibility on them in terms of
their and their colleagues’ attendance and punctuality. In this sense, the scheme borrows from
the fundamental principle of combining behavioural, reflective and relationship approaches in
tackling undesirable behaviour among students.

Approaches Towards Tackling Undesirable Behaviour

Practitioners and researchers have often proffered various solutions for undesirable
behaviours among learners. While some, like Rogers (2001) offer solutions recommending
more active control on the part of the teacher, with what he calls “language of discipline” with
emphasis on a “discipline plan” p.170. others recommend approaches that are more friendly
towards the student and tend to put the blame on factors outside the control of students. (See
e.g., Bradley 2001, Marsh 2001) Others still recommend what can be seen as
multidimensional approaches as typified by McPhillimy (2001)

In my opinion, all of these approaches are best captured in the structure presented by
Mcphillimy (2001:182-183) when he talks of a BBR approach towards dealing with
undesirable behaviour among learners. He identifies two central approaches namely the
behavioural and the cognitive. He then advocates a combination of the two as a third
approach. According to him, this approach combines the strength of the other two approaches
to achieve better results in managing undesirable behaviours among learners. For instance,
while teachers, in consonance with the dictates of behavioural approach, take responsibility
for ensuring good behaviour among learners, they must also strive to identify learners’
motives and must recognise the importance of learners’ academic and general self —concept. It
would seem that most approaches recommended in the literature could fit into one of the three
models identified by McPhillimy.

However, identifying approaches by their typology cannot be an end in itself. What is
more important is to be able to identify which of the approaches would be most suitable for
dealing with particular situations. In consonance with the arguments underlying the BBR
approach, it is my opinion that no one approach can work unilaterally. Indeed, the recipe for
success, | would argue, must include elements of both the behavioural and cognitive
approaches. The crucial issue is identifying the immediate stakeholders. Without a doubt, this
must include the teacher, the learner and other learners who share the same environment. We
can safely assume that the stakeholder that identifies the problem would normally be the
teacher. In simply earmarking a benchmark for behaviour, the teacher is already
implementing elements of the behavioural approach. It would seem therefore that every good
teacher must start the process of correcting undesirable behaviour by using elements of the
behavioural approach.

Beyond the above point however, the teacher would probably be open to a number of
choices in terms of how to deal with the identified behaviour. It is in this respect that we can
begin to debate the suitability of one approach when compared with others. By the same
token, once a student agrees to actively participate in the process of changing the identified
behaviour, we can argue that elements of the cognitive approach are being introduced.

In essence therefore, the perception underlying this work is that every good teacher
must necessarily combine these approaches and that a failure to do this might in some cases
amount to abdication of responsibility on the part of teachers. It is along the above line of
reasoning that the present scheme presented in this study is designed. The central theme is the
allocation of responsibility to all the stakeholders in the hope that they can all work towards
achieving the same end.
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Attendance and Punctuality

As is the case with the general perception of how to deal with disruptive behaviours,
suggested approaches for dealing with punctuality and attendance can also be grouped into
two. While one approach perceives this problem as behavioural and therefore correctable
through strict control by teachers and behavioural change by students, the other assumes a
multidimensional approach similar to BBR as proposed in McPhillimy (2001). With the
former, there is regular recourse to a combination of rebuke and reward, while with the latter;
the emphasis is on innovation in order to address the underlying cause of the problem. Some
strategies generating from the two approaches are examined below:

In a document on combating punctuality and attendance, Alexander (2003:2)
advocates a series of measures that insists on the learner taking responsibility for attendance
and punctuality, concluding with a dire warning that “if you want to retain your place
awarded in any school, you must attend that school regularly and punctually. Regular
attendance and punctuality are not optional.”

Similar sensibilities are portrayed in Miller (2004:1) who recommends what can be
classified as a rebuke and reward strategy for dealing with the problem of attendance and
punctuality. This view is encapsulated in the recommendation that we “praise and provide
incentives for good attendance and punctuality” and “require tardy students to go to the office
to get a pass to enter the class.”

Presenting strategies bordering on the reward and rebuke concept, the Kingston
college attendance and punctuality document (2003) place an emphasis on “monitoring
attendance through registers and observation data.” In a seemingly surreptitious attempt at
introducing reward, the document again links attendance to the requirement of students” EMA
stipend.

In its document, Effectively managing Attendance and Punctuality and Developing a
School Attendance Policy (2004), the London borough of Merton Education, Leisure and
Libraries propose strategies with similar resonance, ranging from support for teachers to
exploring external links in order to control guilty students and change their attendance and
punctuality patterns. In another document by a similar agency, Lewisham educational
Access, similar concepts are proposed. In their handbook for schools (2004:14-16) they
recommend a number of strategies that reflect the twin concepts of teacher control and
rebuke/reward. Some of the measures for teacher control include “phoning the home, writing
and home visits,” as well as “analysis of absence” using the Wanton Samuel system.

Taking a different approach, the Nottinghamshire Education Welfare service as
reported in Teacher-Net — Case Studies (2005:1-4) proposed a series of schemes, which
combine the behavioural and the multi-dimensional approaches. While on the one hand, they
propose teacher centred strategies like “late gates” truancy patrol and first day calling”, they
on the other hand advocate that these strategies be integrated with innovative schemes such
as; “Horse race derby, Tick Tock challenge, and mentoring.” In proposing the integration of
these approaches, it would seem that what this document aims to do is to cater for both the
behavioural and the cognitive causes of the problem.

Recommending a similar approach, The QCA (2005:3) recognise among other
factors, that the role of the learner linked to their self-perception can improve attendance and
punctuality. Focusing on the role of physical education and school sport in particular, they
recommend “targeting and selecting pupils for activities” in order to facilitate improvements
in their attendance and punctuality patterns. Central to this is the concept of role allocation
according to the behavioural patterns of learners. They conclude that taking such a stance
would promote the factors of feeling valued and wanted, thus enhancing an improved pattern
of attendance and punctuality.

OFSTED (2003:5) present us with injunctions emanating from a similar line of
reasoning. For instance, they recommend that in order to improve attendance and punctuality,
schools must facilitate the extent to which “pupils are enterprising and willing to take
responsibility.”
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The Illinois State Library Office document (2003:4) while focusing on the issue of
retention, recommend in conjunction with other teacher centred schemes, what they call
“special events” Central to this is providing “students with the opportunity to volunteer in
programmes and give back, ----- for which they earn recognition.”

What is obvious from the various contributions examined above is that suggestions on
how to deal with the problem of punctuality and attendance are as varied as the problem itself
is rampant. In the context of these multiple suggestions therefore, it is difficult to identify any
one or group of strategies as most suitable or adequate. What therefore appears to be logical is
to employ whatever strategies are suitable to the context of the problem within the multi-
dimensional framework illustrated in the BBR strategy for dealing with disruptive behaviour.
In so doing, we would be able to avoid the rigidity and ultimately fruitless adherence to a
straightjacket position of postulating a universal theory for dealing with the problem of
attendance and punctuality. It is in the context of such a position that the type of scheme
reported in this study can find a niche.

The Present Study: The Telephone Peer link Scheme

The scheme was designed to tackle a persistent pattern of absenteeism and lateness in
basic skills class after the traditional approaches of challenging concerned students and
having one-to-one discussion with them had failed.

The group of concerned students were invited to a meeting, and at the meeting, the following
steps were agreed toward finding a remedy to the situation.

(1) The students would vote for a leader every fortnight that will be responsible for

reminding other members of the group about their classes.

(2) The leader would carry out this task by telephoning every other members of the

group on a daily basis about their classes.

(3) The leader would also be responsible for recording the attendance of members of the

group and would present this to the tutor at the end of every lesson.

(4) The tutor would take responsibility for funding the cost of telephone by providing

telephone cards.

(5) At the end of the scheduled period, the group will meet again as a focus group to

discuss the outcome of this experiment.

(6) If the group agrees, it would be possible for a chosen leader to have more than one

term in office.

The performance of this group in terms of attendance and punctuality was closely
monitored and recorded by the tutor for a period of eight weeks. This forms the basis of the
data that is compared to their performance before the introduction of the scheme. It is
important to note that both the tutor and students agreed that there was a problem and that
there was a need to address it.

In order to be able to compare the impact of this scheme, another group of students with the
same problem pattern was set up as a control group. Their performance in terms of attendance
was monitored over the same period and forms the basis of data for comparing their
performance with the first group.

The performances of both groups over the eight-week period were then recorded and

analysed along the following lines.

(1) The performance of members of group 1 during the scheme was compared with their
performances prior to the scheme.

(2) The performances of members of the control group during the experimental period
were compared with the performance of the same group before the period of
experiment.

(3) Performance of group 1 during the eight-week experimentation was compared with
that of the control group over the same period.
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(4) A focus group with group 1 was then set up to discuss the pattern of performance in
order to establish factors that might be significant in the change of pattern if there
was any.

Focus group is used here in the tradition of Powell and Single (1996:499) to refer to

“a group of individuals selected and assembled by researchers to discuss and comment

on, from personal experience, the topic that is the subject of the research.”

In line with the arguments of (Morgan 1997 and Clarke and Dawson 1999) this method

of interviewing was used because the researcher is convinced about the following facts.

(1) This setting is likely to encourage participants to qualify their original responses
or indeed to shed light on performance pattern that was hitherto not understood
by a researcher.

2) Focus group can generate a lot of qualitative data in a short time and are
relatively inexpensive.
3) The key issue for this study however revolves around its methodological role. As

argued in Clarke and Dawson (1999:77) “ focus groups have methodological
advantage over questionnaires and structured interview schedules of allowing
participants the freedom to raise issues that are important to them, rather than
merely respond to a set of predetermined questions.”
It is for the above reasons that a focus group interview was preferred as a methodological
tool for teasing out information and seeking confirmation of already collated information.

SPSS Statistical Analysis of Data

Using the SPSS tool kit, the data collected as described above was then subjected to
various analyses. The findings are presented and discussed below. The raw score of the
performances of the two groups are presented in appendix 1.

First, the data is subjected to exploration for anomalies such as extreme values or
skewed distribution through the use of the SPSS descriptive statistics/explore function. The
result shows that there are neither extreme values, nor any form of skewed distribution.

Following this, the data is then subjected to an independent sample test to see if there
is a significant difference in the performance of the two groups. The test assumes the null
hypothesis that the telephone scheme has no impact on the performance of students during its
implementation.

Issues with Research method.
Selecting subject groups

The two groups selected for this study have a lot in common. In particular, they
display similar patterns of attendance and punctuality before the scheme. In addition to this,
the two groups have the same set of tutors. This is particularly significant because it
eliminates a potential dependent variable in the analysis of the performance of each group.

Another commonality between the two groups is manifested in their core
demographic statistics. Distribution patterns in terms of age, race and employment between
the two groups are similar. Students in both groups are aged between 17 and 18 and they are
all of Afro-Caribbean extraction.

More importantly, both group of subjects were chosen for this study because the
researcher, in his role as head of department, has access to both the classes and records of
performance for both groups. In effect, it is easier to keep an accurate record of performance
with these groups than it could have been with other groups that the researcher might not have
direct access to.

Finally, the choice of which group would function as the control as against the
experimental group was not informed by any logic. Considering the fact that both groups have
a lot in common, both in terms of their demographic statistics and in-school performance, the
decision was based on a random choice.
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Having two groups with such similarity, it is expected, would facilitate a much more
valid comparison and would enable the significance of the scheme to become obvious. In
particular, having a group on which the scheme is not administer allows the impact of the
scheme on the other group to become evident. The conclusions drawn from the studies would
also have a higher degree of validity as the impact of the scheme on the performance of the
experimental group can be compared with another group, which shares a lot of significant
features.

Confidentiality

It is an established norm that confidentiality and permission are given serious

consideration in any research that collects information that might be of private nature. (Bell
1993, Clarke and Dawson 1999)
In the case of the present study however, these two factors were relatively insignificant. This
is because the information used in the study were statutorily required to be made available in
order to monitor the attendance and punctuality performance of learners. Indeed, the
information is generally available in public domain. However, because the information was to
be used specifically to test a scheme in a particular research endeavour, the following steps
were taken.

(1) All the subjects were clearly told of the aims of collecting the data.

2) Express permission of all the subjects was secured before data about their

performance was used.

3) All the subjects willingly volunteered for the project.

4) Responses from focus group discussions were recorded under code names,

thereby ensuring anonymity.

By adhering to the principles above, it was not only ensured that information about
students was used with their consent, but also that no subject can be identified on the basis of
their responses or and performance.

Demographic — Sociological characteristics of subjects.

In studies such as the present one, it is important that the demographic characteristics
of subjects be identified before the experimentation stage. This is because some demographic
variables might be significant in terms of the findings of such a study. For instance, it is
possible that a particular deviance in behaviour is informed by deviance in demographic
circumstances. In order for any study to be able to give an objective interpretation of
behavioural pattern therefore, it is essential that the demographic features of the subjects of
the study be explored.

It is difficult to have a finite list of factors to be considered under the analysis of
demographic characteristics. Indeed, it would seem that each study would select relevant
demographic features to meet its scope.

As a result, different scholars have examined different factors under the overall
umbrella of demographic statistics. In spite of this however, there are enough commonalities
among the features generally chosen for various studies and these function as guideline in
terms of the determination of demographic features examined. In essence, the demographic
characteristics of subjects presented in this study are an aggregation of frequently examined
demographic features.

While taking a look at Demographic and clinical characteristics of emotionally
disturbed children, Ghuman et al (1999) examined the features of gender, ethnicity, age and
residential location as primary indices of demographic characteristics. However, Colom
(2003) takes this further in her report on the needs of the young Puerto Rican by adding other
variables such as residential zone and type, marital status, family composition and family size,
ethnic characteristics and cross-cultural experience, religious preferences, income and
employment status. Similarly, Diaz (2005: Internet access) employed some of these features
in his analyses of the public image of psychologists in Spain, although he left out factors like
religion, employment and income. This is perhaps a reflection of the focus of his study.
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In effect, there is evidence that the listed features are key indices of demographic
characterisation in research work. As dictated by the particularly study concerned, a
combination of the list given above should provide ample choice of features for demographic
description of any group of subjects.

Following from the above, the demographic characteristics of the subjects in this
study will be defined on the basis of all the features as identified in Colom (2003) and Diaz
(2005). This is because of the conviction that these features can play significant roles in the
analysis of the behaviour of subjects in this study. These features are presented in the table

below.
Variable | Group breakdown Overall group
description
Gender 8 females and 7 males Near equal
representation in
terms of gender
Age All subjects are between 17 and 18 years. All subjects belong to
the same age group
Residenti | All subjects reside within 1.5 miles of the college. All subjects share the
al zone This falls into an area that is officially designated as same residential
economically deprived. features in terms of
geographical
location.
Type of | 19 out 0of 21 (90.5%) leave in public housing. Subjects generally
residence | 2 (9.5%) leave in their houses purchased by their reside in public flats
parents on mortgage available in large
state — owned estates.
Marital All subjects are single and have no children All subjects have
Status neither parental
responsibilities nor
attachment to
spouses.
Parental | 20 out of 21 subjects (99%) leave in a 1-parent setting. | Subjects are
control 1 subject leaves with both parents. predominantly from
single parent families
Ethnicity | All subjects have parents who are of African/Caribbean There is evidence
and extraction and have leaved in or visited their parents’ of cross-cultural
Cross- countries at least once. experience among the
cultural subjects.
experienc
€.
Religious | 12 out of 21 subjects (57%) have parents who are Religion does not
preferenc | Christians while the remaining 9 subjects (45%) have appear to be held in
es parents who are Muslims. However, none of the subject | high esteem by all the
is particularly incline towards any kind of religious subjects.
activities.
Employm | All the subjects are full-time students and are not Subjects belong to
ent engaged in any form of paid employment. the group of full-time

However, 18 students (86%) indicate that they are
actively looking for part-time employment.

students and have no
work-related
responsibilities.
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Income All the subjects are dependent on their parents’ income | Subjects have no
for sustenance. It was impossible to get information income of their own.
about their parents’ income as it was considered
sensitive

The pattern of demographic characteristics reflected by the subjects as presented in
the table above shows that there is a constant for majority of the subjects. Based on this, it is
possible to eliminate these features as sources and causes of difference in behavioural patterns
both between individual subjects and between the experimental and control groups. This is
particularly relevant in analysing the difference in performance between the two groups
because the features reflected in the table are based on the demographic characteristics of both

groups.
Context of Research

This study is context-specific in the sense that it is located within a specific
environment and does not make any claims to an overall universal postulations. The specific
variables in the study include the subject of study of the learners, the location of study and the
nature of the college within which the study is located. It is therefore essential that a brief
description of these variables is provided here.

Basic skills

Basic skill is often used to refer to a “level of competency specifically in reading,
writing and mathematics, which is required for successful college work in all fields of study.
(BBC Educational Catalogue 2005:1) In essence therefore, the curriculum provided in basic
skills classes are designed to upgrade the language, literacy and number skills of learners, so
that they can become adequately skilled to comfortably progress to a mainstream vocational
or academic study.

FE College

The term FE college is used in the UK to refer to colleges of further and higher
education. While the predominant curriculum focus of these colleges are in vocational
courses, academically focussed courses are also available in many of these colleges. The
multiple focii of these colleges is reflected in the various qualifications awarded, ranging from
A levels through GNVQ and BTEC qualifications to HND in various technical and business
related subjects. Some of the more advanced FE colleges offer courses leading to degrees and
in very few cases, leading to post graduate awards.

In the context of this study, the college in which the study is located is one of the
largest FE colleges in England. It offers both academic and vocational courses leading to
various from advance level to post-graduate diplomas. Basic skill classes are therefore offered
to students whose levels of competence in language; literacy and numeracy are considered
inadequate for mainstream studies. In a sense therefore, basic skills classes are preparatory to
studies on mainstream vocational and academic programmes.
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Analysis of data
Means

The means for the two groups in table 1 (group statistics) is obviously different. While
the scheme group has a mean of 69.07, the control group has a recorded mean of 51.07. This in
itself is not necessarily significant. The extent to which it might be significant will be explored
when we look at the content of table two.

Levene’s statistic

The Levene’s test for equality of variance has a P value for F, which is greater than .05..
Because the value is greater than .05, we can assume that Levene’s test in this set of data is not
significant. As such, we can assume that the variances are homogenous and proceed to use the
equal variances line of values for the t-test. Based on this, we can use the following equation to
present the result of Levene’s test for equality of variance in this data.

If p > 0.05 then the homogeneity of variance assumption is tenable.
P =.904 so, the homogeneity of variance assumption is tenable.

T value, Probability value and Significance.

The t value (df = 19) is 8.998. The two tail p- value is .000 The p — value for a one tail test
would therefore be .000. based on this, we can calim that it is significant at the 5% level as
represented in the following equation. T (19) =8.998; p < 0.05

Confidence Interval of Difference.

The 95% confidence interval level is 13.16 to 21.86. As this does not include 0, the
result is significant on a two tailed-test.

Based on the result presented above, it is obvious that the null hypothesis that the
scheme has no effect on the performance of students in terms of attendance has been negated.

A similar test is carried out for the punctuality rate during scheme for the same subject

using the null hypothesis that the scheme has no effect on the punctuality rate of students during
its implementation. The result is presented below.
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Analysis of data
Means

The means for the two groups in table 1 (group statistics) is obviously different. While the
scheme group has a mean of 1.27, the control group has a recorded mean of 1.50. This in itself is not
necessarily significant. The extent to which it might be significant will be explored when we look at the
content of table two.
Levene’s statistic

The Levene’s test for equality of variance has a P value for F, which is greater than .05.. Because
the value is greater than .05, we can assume that Levene’s test in this set of data is not significant. As
such, we can assume that the variances are homogenous and proceed to use the equal variances line of
values for the t-test. Based on this, we can use the following equation to present the result of Levene’s
test for equality of variance in this data.
If p > 0.05 then the homogeneity of variance assumption is tenable.
P =.234 so, the homogeneity of variance assumption is tenable.
T value, Probability value and Significance.The t value (df = 19) is —1.000. The two tail p- value is
.330. The p — value for a one tail test would therefore be .150. Based on this, we can claim that it is not
significant at the 5% level as represented in the following equation. T (19) = -1.000; p > 0.05
Confidence Interval of Difference

The 95% confidence interval level is -76 to .26. As this includes 0, the result is not significant on
a two tailed-test.
Based on the result presented above, it is obvious that the null hypothesis that the scheme has no effect
on the punctuality of students has been confirmed.
Findings from the focus group

A simple focus group was convened to find out the subjects’ perception on why their
performances in terms of attendance changed so significantly during the administration of the scheme.
The group was made up of subjects in the experimental group and two questions were addressed.

(1) Why did members of the group improve their attendance so significantly during the scheme?
2) Why did their performance in terms of punctuality remain constant in spite of the scheme?
There were various responses to the first question posed to this group. The responses were as
varied as they were interesting and possibly enlightening. Some respondents spoke of the recognition of
the fact they felt some sense of responsibility to the group and as such, did not want to disappoint their
colleagues. For some members of the group, the responsibility was not simply to the group, but to the
various group leaders, as they felt responsible for electing them in the first place.

Another line of response provided by the group revolves around the element of pride in terms of
the responsibility they have been given. Some felt that it was a matter of pride to be given such a
responsibility and therefore would want to strive to carry out their responsibilities. In a sense, some
respondents felt that it was an acknowledgement that they were capable of doing “good things” as well as
their classmates not involved in the project.

Taking the same theme further, some members of the group spoke of the notion of trust and their
desire not to betray the trust reposed in them by their tutor. They felt that if they did not participate as
well as they could and should, it would amount to betraying their teacher’s trust in them.

Another line of response from the group suggests that some of the subjects felt they were coerced
into improving their performances. For example, some of the students felt that if they did not participate
as well as expected, they could be withdrawn form the college. Worse still, some felt that they might
forfeit their EMA allowances, which they have come to depend upon.

Finally, some respondents indicate that they simply did not want to be different from their
friends within the group, who have indicated that they intend to improve their performance. It is



particularly interesting to note that some students actually said that they were forced or pressurized by

their peers.

Classification of responses to question 1

Response | Concept behind | Issues
type reason for
performance
1 Responsibility (1) Felt responsible for group performance
(2) Felt responsibility / loyalty to group leaders.
(3) Ensure that group leaders do not fail.
2 Pride (1) Pride in responsibility
(2) Confirmation that they were also capable
3) Competition with classmates not involved in the
scheme.
3 Trust and betrayal (D) Not wanting to betray their teacher’s trust.
4 Peer (D) Desire to be with peers
(2) Compelled by peers
influence/pressure 3) Pressurized by peers.

Some quotations from their responses include the following.
“1 did not want to disappoint my group and the leader” (Scheme group student 6 —female)
“I wanted to show that we can also be good students.” (Scheme group subject 13—female)
“ I thought that if I did not attend well, I might be asked to leave the college.” (Scheme group student 9 —

male)

“I just tried to do as much as my mates in the group” (Scheme group student 3 —male)

In response to the question about their punctuality, the subjects surprisingly did not have any
explanations. On the average, the subjects simply claimed that it was difficult to get in on time for
various reasons including distance and domestic responsibilities. When questioned further about the
possibility of better time management to enable them cope with the issues of distance and domestic
responsibilities, most of them simply argued that the effort would constitute too much sacrifice of their

part.

Some of their responses include the following;
“ Waking up earlier, -- that would not be fair. (Scheme group student 1 —male)




“To get up earlier and help my mum means I wouldn’t get enough rest.” (Scheme group student 4 —
female)

Discussion and Preliminary Conclusions.

Based on the performance of the experimental group during the scheme, it is easy for us to jump
into conclusions about the efficacy of the scheme. This however would simply amount to undue
optimism. While it is true that there is some ground for optimism, it is also crystal clear that there are a
number of issues that must be reviewed and reflected upon. First, let us look at some of the positives.

It is important to note the following. First, the fact that some of the subjects felt the need to
demonstrate their ability to take on responsibilities is indicative of the fact that perhaps, we have not paid
enough attention to the viewpoint of the learner in addressing the problem of attendance.

McManus (2001:100) reminds us of the need to identify the pupil’s point of view advocating that
a way forward in managing undesirable behavior in students’ is “to try to step into the pupil’s shoes”
Pursuing the same theme, Hanko (1985:80) argues that “what others think of us is their problem: our
reaction to this is ours” In a sense, what the scheme has done over a short period of time is to encourage
these students to react positively to what others might think of them.

Secondly, the indication from the data that the scheme was significant for students’ attendance is
a course for optimism. The optimism does not necessarily derive from the particular scheme that was
administered. Rather it is simply an acknowledgement that constructive intervention in terms of students’
behavior might indeed yield positive results. While arguing for teachers to take the initiative in terms of
dealing with problems in their own classroom, McManus (2001:135) enjoins teachers to “—increase
their own expertise and therefore to give only what limited credence is due to members of other
professions when they pronounce upon school matters.”

In essence, what this scheme has provided evidence for is the argument that the traditional labels
given to students in the category might not in fact be as sacrosanct as some would want to argue. It is
therefore possible to deal with their behavior in ways different from the traditionally prescribed ones.

Furthermore, the information provided in the course of the focus group might form part of

“knowledge” which as Mc Manus (2001:138) argues, “permits a more dispassionate and analytical stance
and can be used to produce an agenda for staff discussion focused on pupils or groups whose behaviors is
causing problems”
Another positive derives from the some of the responses given during the focus group. In particular, it is
heartening to observe that the subjects revealed that they saw their performances as part of the group
rather than as individuals. Based on this, they gave what could be seen as genuine reasons for their poor
performances in terms of punctuality. In a sense, this reinforces the argument of people like Bradley
(2001) Explanations based solely on individuals can encourage teachers and schools to believe that they
have little or no part to play” By contrast, generating the type of group-based- information collected from
this scheme can lead to “modifications to institutional organization and teacher behavior and can produce
beneficial effects” p.147

However, there are aspects of the findings that remind us that we still have a lot of work to do.
For instance, the finding presented here is strictly of the subjects’ performance over a short period of
time and significantly during the lifetime of the scheme. Valid questions could be asked about what the
performance would be after the scheme. Would it remain the same? It is important that we reflect upon
this before jumping to conclusions about the scheme.

Another salient issue revolves around the fact that the data shows no significant improvement in
the performance of the students in terms of punctuality. This suggests, that no one scheme can be seen as
remedy for all sorts of behavioral problems. This in a sense can be seen positively as it challenges the
teacher and calls for creativity.

Other aspects of the scheme, which calls for reflection, are the short duration of its
administration and the cost of implementing it. While the time serves as another source of reminder that



we can make no conclusive claims on the basis of this experiment, the cost might deter its
implementation in a larger setting. These are aspects therefore that we must critically consider in terms of
making claims about the scheme.

Finally, and most importantly, the finding does not provide any explanation in terms of the
subjects’ attendance prior to the scheme. This in itself would have been the most useful part of the data,
as it would have provided a basis for postulating theories about this type of behavior.

In spite of its inconclusiveness, we can still make a number of assertions about the scheme. First,
it gives an indication that intervention along innovative lines as advocated in Mcphillimy (2001) and
Bradley (2001) might indeed work. Although we might not be able to make specific pronouncements
about what scheme to use in different instances of behavioral problems, we can have some form of
reassurance that something can be done and that this has worked on some aspects in some cases.
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Appendix 1: Codes used in the Data and variable Views:

(1) PDS: - Performance during scheme. This is calculated using the following formula.
Actual number of attendance during scheme — divided by Total number of possible attendance X 10
(2) PSAP: - Pre — Scheme average performance
Actual number of attendance before scheme — divided by total number of possible attendance X 100
3) PRBS: - Punctuality rate before scheme

Actual number of days punctual before scheme divided total number of lecture days X100

4) PRDS: - Punctuality rate during scheme

Actual number of days punctual during scheme divided total number of lecture days X100

Author's Details

Gordon is a programme manager for ESOL and Basic Skills and coordinator for the teacher-training
programme at Southwark College London.

Address:
Camberwell centre,
Southwark College,
London SE5 7EW

Email:
gordonA@southwark.ac.uk

Tel:

0207 8151696/1699 —Office



Rethinking Progressivism and the Crisis of Liberal Humanism:
Historical and Contemporary Perspectives on Education for Democratic Citizenship
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Abstract

In this paper, we examine the current siege on progressivism in light of these dual tendencies from both
an historical and contemporary perspective. We defend the democratic objectives of progressive
education from various contemporary attacks that view student-centered learning as academically
inefficacious. With the assistance of Dewey's arguments, we argue that public schools should produce
students prepared to assume their democratic citizenship responsibilities by pursuing the liberal
humanistic strand of progressive education. We believe that progressive education approaches that
emphasize student centered learning and conjoint decision-making afford an indispensable element to
achieve that critically important objective.

Introduction

The schooling reforms introduced in the United States between 1890-1914 reflected competing
paradigms of progressive education. Some supporters of progressivism such as David Snedden and
Charles Prosser promoted its social efficiency objectives, and sought to direct social change according to
scientific principles that promoted hierarchical authority and instrumental order. Consistent with
traditional conservative imperatives, the social efficiency strand of progressivism stressed bureaucratic
order, scientism, accountability, and standardized assessment within traditional teacher-centered
classrooms. Snedden, in particular, advocated an educational approach that responded directly to the
human capital requirements of industry. Social efficiency proponents argued that educators must accept
the industrial social system and its accompanying class structure as an inevitable fact of life, and channel
their energies toward ensuring its efficient operation. The social efficiency strand of progressivism
embraces the social Darwinian assumption that inherently disparate individual characteristics invariably
produce an economically stratified society (Hyslop-Margison, 2000). Another strand of early
progressivism was infused with a broad based /iberal humanism, a perspective reflected in the views of
John Dewey, where the ultimate goal was to improve the human condition. From this viewpoint,
schooling should be student-centered to advance the political voice of all children and prepare them for
active citizenship in a democratic society.

These two divergent strands of progressive education represent competing approaches in the
theory and practice of schooling, and remain pervasive throughout contemporary educational discourse.
The liberal humanist strand of progressive education has been the enduring subject of attack from a range
of conservative opponents, coming under sharp criticism in the late 1940s and 1950s after a period of
progressive experimentation during the 1930s. These attacks continued unabated during the last half of
the twentieth century and progressive classroom practices are currently under siege once again.
Contemporary challenges to progressivism emerge from a range of conservative scholars who condemn
child-centered learning for popularizing ineffective and self-indulgent instructional approaches.

The United States is currently witnessing a period of rapid social, demographic, economic, and
political change that parallels many of the challenges faced by educators during the early Progressive era.
The use of education as a humanitarian tool that promotes the democratic empowerment of all citizens is
a critical objective as the nation faces a diverse school population and declining voter participation in the
nation’s formal democratic processes. Statistics reveal that formal political participation is especially low



among younger citizens. For example, in the 2000 presidential election only 51% of eligible voters
actually cast a ballot and when limited to include citizens between the ages of 18 and 24 voter
participation drops to 46% (University of California, Santa Barbara, 2004). These troubling statistics
raise the specter of whether the current emphasis on standardization and accountability, indebted to the
social efficiency strand of progressivism, undermine the crucial role of schools in preparing students as
engaged democratic citizens. Contemporary schooling reforms that stress social efficiency above all
other considerations undermine democratic participation by portraying society in an ahistorical context
that reduces the role of students to mere structural adaptation.

In this paper, we examine the current siege on progressivism in light of its dual legacies from
both a historical and contemporary perspective. We defend the democratic and liberal humanitarian
objectives of progressive education from various contemporary attacks that challenge student-centered
learning as being academically inefficacious. With the assistance of Dewey's most compelling
arguments, we argue that schools and teachers should prepare students to assume their democratic
citizenship responsibilities by pursuing learning practices that foster their political voice. Finally, we
suggest that progressive education approaches emphasizing student-centered learning and conjoint
decision-making afford an indispensable mechanism to develop participatory democratic citizens.

Progressivism: History, Theory, and Practice

The later portion of the nineteenth century witnessed a critical shift in thinking about public
education in America. Rapid industrial development and burgeoning population growth led to the idea of
universal schooling, and these elements combined with the increased influence of evolutionary biology to
promote major educational reform (Egan, 2002). Famed educational historian Lawrence Cremin (1962)
describes the 1890s as a revolutionary decade for American public education. Progressivism in the
United States began as a political movement responding to the country’s transformation from a nation of
small, independent farmers and trades people to one of employees and consumers subject to greater
corporate influence. The rapid industrialization of the late nineteenth and early twentieth centuries
required immense amounts of capital and American investors enjoyed the opportunity to enhance their
individual wealth. The financial return experienced by these investors created tremendous concentrations
of personal wealth, but also exacerbated class stratification by leaving a growing segment of the
population without meaningful social status or political voice (Cremin, 1962; Hofstadter, 1963). With its
emphasis on social progress, progressive education developed in response to these conditions and, as
Cremin (1962) points out, “began as part of a vast humanitarian effort to apply the promise of American
life — the ideal of government by, of, and for the people — to the puzzling new urban civilization that
came into being during the latter half of the nineteenth-century” (p. viii).

The Progressive Education Association (PEA) was organized in the spring of 1919. Until the
year 1955, the PEA sought to advance progressive views of education as a means to advance democratic
learning objectives. The term "progressive" was chosen as an indication of the association's commitment
to pursue best practices and social progress through schools. Progressive educators tended to support
experimentation but the exact goals and practices they promoted were far from uniform or coherent: 1)
children should have the freedom to learn naturally; 2) teachers should not be task masters but
facilitators; 3) physical and mental development should be studied scientifically and taken into account in
the organization of schools; 4) a child’s learning and development is affected by the context; 5)
progressive schools and teachers should lead educational reform (Altenbaugh, 2003, p. 192; Cremin,
1963, pp. 243-245).

Calls for public schools to restructure were gaining momentum in thel920s as the multiple
changes after World War II transformed the American social landscape. Lois Meek (1930), child study
researcher at Teachers College Columbia University, noted in 1930 that: “The World War, automobiles,
airplanes, radios, prohibition, women suffrage, congested cities, subways, jazz, talkies, rouge and
lipstick, short skirts, women’s smoking are only a few of the things that have helped to change our lives
these last two decades™ (p. 457). These changes also altered student experiences and expectations, and



influenced what had to be learned if a person was to participate fully within a modernized social order
(Krug, 1972).

In 1930, the PEA began work on a study of college entrance requirements and their coherence
with high school curriculum. A survey was conducted in 1931 to identify American colleges willing to
participate in a larger study. In 1932 the project became officially known as the Commission on the
Relation between School and College. The Commission on the Relation between School and College and
two other PEA commissions, the Commission on Secondary School Curriculum and the Commission on
Human Relations, became an important part of the new general education program supported by the
philanthropies of John D. Rockefeller Sr. The General Education Board (GEB - established in 1903) and
the Rockefeller Foundation (established in 1913) supported these commissions with $1,622,000 in
grants, a huge sum especially during the depression. Rockefeller philanthropies were established during
the Progressive Era and operated in ways that highlight the theoretical contradictions of progressivism.
For example, the GEB established public systems of education and health care in the southern states in
collaboration with southern elites and other northern philanthropies. While access was provided for poor
white and black children, the curriculum and resources were designed on the basis of social class and
race.

The most recognized PEA project funded by Rockefeller philanthropy was the Eight-Year Study
that was conducted between 1933 and 1941. The Eight Year Study was a longitudinal national project to
investigate and change the institution of the high school from one with traditional academic curricula to
one with a more popular and socially oriented mission (Lipka, 1998; Raubinger, 1969). It originated as
the Committee on the Relation between School and College or the Committee on College Entrance and
Secondary Schools. Wilford M. Aiken, headmaster of the John Burrough School in St. Louis, opposed
the conventional admission policies for college entrance. Aiken brought his complaint to the PEA and on
April 19, 1930, Harold Rugg agreed to create a committee to study the problem. By 1933, 250 colleges
were identified as willing to admit students who did not meet traditional qualifications. Thirty city
systems of secondary education (this was eventually reduced to 29) also agreed to participate by
committing students with traditional credentials and some with unconventional qualifications to a
longitudinal study (Krug, 1972; Raubinger, 1969).

To varying degrees, these schools adopted a progressive curriculum and pedagogy, and were
optimistically identified as “unshackled”. In other words, they were unencumbered by traditional pre-
college pedagogy and courses that emphasized lecture, memorization and the classics in the liberal arts
tradition. An equal group of schools that were termed “shackled” formed a control group in that they
followed a more conventional college preparatory curriculum. The colleges participating in the survey
agreed to admit students from both shackled and unshackled schools so that their academic progress
could be monitored. The study found that students with progressive education experience in the
unshackled schools academically surpassed the traditionally trained students by the time both groups
reached the college level (Krug, 1972; Lipka, 1998).

With Rockefeller funding, the original 1930 project exceeded the original purpose of the study to
investigate high school curriculum and college entrance. It became a way to demonstrate change and to
actually transform the structure and purpose of high school education while tightening regulatory
functions. The results of the evaluation were that the unshackled schools produced students equivalent, or
superior, to shackled schools and that the more progressive the unshackled school in terms of innovation,
the more superior they were to traditional high schools. The results of the longitudinal aspect of the
Eight Year Study were published in five volumes between 1942 and 1951 (Chamberlin, 1942; Smith and
Thayer, 1942; Chamberlin, 1943; Aikens, 1942; Redefer, 1951). In spite of the poor timing of the first
publications during the first year of World War II the influences on secondary school curriculum were
felt for more than two decades and attracted public criticism in the process. It is surprising that
contemporary conservative critiques of progressivism conveniently overlook the Eight Year Study and its
favorable findings on "unshackled" student-centered schools.

The Eight Year Study was often overshadowed by discussions over the aims and purposes of a
high school and college education. In the fall of 1933, a Commission on Secondary School Curriculum



was established as a separate body by the executive board of the PEA with $350,000 from the GEB. V.
T. Thayer of the Ethical Culture School was named chair. Thayer was concerned with changes in
pedagogical styles, and the role of schooling in personality development. In 1928 she wrote, The Passing
of the Recitation, a positive commentary on the introduction of lectures and "active" learning in the
secondary school over the traditional recitation by students of memorized material. After the stock
market crash in 1929, Thayer (1930) became even more thoroughly convinced that the schools were key
to generating democratic social change:
School functions arise from changing conditions. As the community disintegrates and the home
becomes confused, the school serves more and more as the focusing point for influences bearing
upon the child. Upon it now rests the responsibility for developing the child’s personality and for
socializing the individual in the interests of the future. To meet this new responsibility the school
itself is undergoing transformation. (p. 457)
The PEA established commission initiated a major survey of secondary school curriculum and literature
as well as innovative approaches to pedagogy and curriculum to address changing schools in a changing
world (Thayer, Zackery and Kotinsky, 1939; Committee, 1940).

As a result of the survey, the idea of a core curriculum was introduced with a special basic or
stem course as part of a “general education” program. Guidance and curriculum were blended into this
course, which could be taught by a core teacher or teachers and could be either structured or
unstructured. Core courses followed guidelines that closely resembled a “personal-social needs”
framework so that students learned about themselves, how to live with others and about participating in a
democratic society (Vars, 1972). “Communication” was expressly noted as an important part of the core
curriculum and colleges were encouraged to experiment with interdisciplinary programs commonly
identified with “the general education movement” to provide “integrative, common learning experiences
that are significant to all students regardless of their fields of specialization" (Vars, 1972). These
programs adopted Dewey's (1916) view that schools provide the most appropriate vehicle to foster the
psychological dispositions required for democratic participation.

Other school districts were eventually targeted for experimental restructuring that pursued the
social efficiency strand of progressive education. For example, Oakland Public Schools in the San
Francisco Bay Area was reorganized and the curriculum restructured into tracks pursuant to the beliefs of
Stanford University professor Lewis Terman. An educational psychologist, Terman contributed to the
development of group intelligence tests during World War II and authored the Stanford Binet
Intelligence Scale for individual testing. Terman argued that if high schools were to become common and
universal institutions for all young people, especially considering the cost of education, students needed
to be identified by ability and sorted into appropriate college bound or vocational course sequences.
Students who failed to exhibit intellectual ability were to be offered a minimal academic curriculum with
character development education stressed instead. Although it was recognized that some students would
wish to continue beyond high school, they were considered incapable of contributing to research
universities. Instead, two years of education beyond high school prepared these students for practical jobs
that included technical components such as business training in typing and simple accounting (Terman,
1919; Terman, 1922; Chapman, 1988; Richardson and Johanningmeier, 1998).

From its earliest beginnings, then, progressive education did not represent a unified body of
thought, but operated under the general objective of “social progress” and developed disparate learning
principles and practices supposedly engineered to improve the lives of students. The liberal humanist
strand of progressivism emphasized social equality and democratic participation while the social
efficiency strand sought to prepare students for a predetermined social order. Cremin (1962) explains:

First, [progressivism] meant broadening the program and function of the school to include direct

concern for health, vocation, and the quality of family and community life. Second, it meant

applying in the classroom the pedagogical principles derived from the new scientific research in
psychology and the social sciences. Third, it meant tailoring instruction more and more to the
different kinds and classes of children who were being brought within the purview of the school.



Finally, progressivism implied that radical faith that culture could be democratized without being

vulgarized. (p. ix)

The principles of progressive education were obviously diverse enough to allow individuals with
different educational priorities and social agendas to claim membership in the movement. Social
efficiency proponent David Snedden, for example, adopted social Darwinian principles to argue that
most working class students would derive no benefit from an academically structured education and
should be therefore streamed into vocational training programs (Drost, 1967). Psychologists such as
Edward L. Thorndike (1949) pursued the pseudo-scientific elements of progressivism by advancing an
entirely behaviorist approach to learning.

In Democracy and Education, Dewey (1916) charted a decidedly different course in mapping the
direction of the progressive education movement. Although supporting certain aspects of the emerging
science and the scientific method as a problem-solving mechanism, he challenged the social efficiency
assumptions advanced by Snedden and others. Dewey (1916) argued that the goal of education within
democracies is not social reproduction but rather reconstruction, or “a constant reorganizing or
reconstructing of experience. It is that reconstruction or reorganization of experience which adds to the
meaning of experience, and which increases ability to direct the course of subsequent experience” (p.
89). Dewey (1916) believed that flexible and continuous adaptation is crucial to social and democratic
progress. He suggested that democratic education is not simply learning about democratic forms of
governance, and understood that the inculcation of personal habits such as cooperation and public
spiritedness are central goals in promoting democratic learning objectives. When functioning effectively,
then, democratic learning produces an organized community of individuals who address society’s
problems through experimental and inventive rather than dogmatic means. The development of these
democratic habits or dispositions, Dewey argued in School and Society (1900) and Democracy and
Education (1916), must begin during the earliest years of a child’s educational experience.

Contemporary Challenges to Progressivism

E. D. Hirsch (2001), disregarding the Eight Year Study and Dewey’s observations on the
importance of personal dispositions, claims that although progressive education practices have been
employed in schools for decades there is a paucity of empirical evidence suggesting their pedagogical
effectiveness. He cites the 1980s research of sociologist James Coleman who reported that Catholic
schools achieve more academic success than their public counterparts because the former “follow a rich
and demanding curriculum; provide a structured, orderly environment; offer lots of explicit instruction
including drill and practice” (p. 49). This type of structured pedagogy, according to Hirsch, stands in
sharp contrast “to the progressivist ideals of unstructured, implicit teaching now predominate in public
schools” (p. 51).

In “Romancing the Child,” Hirsch (2001) similarly condemns contemporary student-centered
learning practices as simply “rebottled versions of earlier progressivist schemes going back at least 100
years” (p. 34). Since they failed at the time of their initial introduction, he claims there is no reason to
believe they will prove academically effective now. Hirsch (2001) again cites a plethora of empirical data
indicating most academically successful schools pursue structured learning practices consistent with
imparting propositional knowledge to students:

Effective schools are characterized by explicit, agreed-upon goals for all children; a strong focus

on academics; order and discipline in the classroom; maximum time on learning tasks; and

frequent evaluations of student performance. In fact, the progressivist way of running a school is

essentially the opposite of what the effective schools research has taught us. (p. 36)

Hirsch attacks student-centered learning ideals as unrealistic because they allegedly reflect a hopelessly
“romantic” view of the child. He claims that the present “liberal” trend toward “test bashing” pursues the
same misguided idea espoused by Rousseau in Emile that children are best left to their own interests and
devices when it comes to learning.



Hirsch’s entire argument against contemporary progressive education relies on selected empirical
data suggesting students acquire more propositional knowledge within structured schooling formats that
eschew student-centered teaching practices. Although some empirical evidence does suggest this type of
learning is enhanced by structured classroom environments (Pratt, 1994), Hirsch provides no
accompanying analysis of what actually constitutes “academic success,” nor any evidence to support the
view that progressivist practices dominate contemporary schooling. Even if Hirsch is correct in his claim
regarding instructional efficiency, he consistently fails to address Dewey's central arguments on how
progressive student-centered learning practices contribute to the dispositional goals of education within a
democratic society.

In Left Back, Ravitch (2000) criticizes progressive education practices such as individual
assessments, collaborative learning exercises and group projects. She specifically challenges the
egalitarian mission of Dewey’s educational project, surprisingly blaming the liberal humanist strand of
progressivism for the longstanding class divisions and economic inequality within American society.
Since progressivism developed partially in response to increasing social stratification, her claim on this
point is, at best, historically misleading and, at worst, intellectually disingenuous. Ravitch advocates
what she describes as an “academic curriculum” to replace progressivism, the former pursuing the
“systematic study of language and literature, science and mathematics, history, the arts, and foreign
languages” because these subjects convey “important knowledge and skills, cultivate aesthetic
imagination, and teach students to think critically and reflectively about the world in which they live” (p.
15). With its emphasis on a traditional “back to the basics” style of learning, Left Back is reminiscent of
earlier conservative attacks on progressive education launched by Allan Bloom in The Closing of the
American Mind and E. D. Hirsch in Cultural Literacy: What Every American Needs to Know.

In Getting it Wrong From the Beginning, Our Progressivist Inheritance from Herbert Spencer,
John Dewey, and Jean Piaget, Egan (2002) suggests that contemporary schooling is awash with specious
progressivist practices that originate with the pseudo-scientific theories and fallacious presuppositions of
19" century British philosopher Herbert Spencer. Egan denounces the learning principles developed by
Spencer and condemns their impact on the progressivist learning theories subsequently developed by
Piaget and Dewey. Although re-coded in Vygotsky’s language of cultural and cognitive tools, Egan’s
vision of education remains a decidedly conservative one based on a view of schooling as social
reproduction. For example, the Vygotskyian version of constructivism adopted by Egan, and its
utilization of so-called cultural tools, considers cultural reproduction the principal aim of education:

The internationalization of cultural forms of behavior involves the reconstruction of

psychological activity on the basis of sign operations. Psychological processes as they appear in

animals actually cease to exist; they are incorporated into this system of behavior and culturally
reconstituted and developed to form a new psychological entity. The internalization of socially
rooted and historically developed activities is the distinguishing feature of human psychology.

(Vygotsky, 1978, p. 57)

Unlike the socially reproductive constructivism adopted by Egan, Dewey’s version of constructivism
celebrates the capacity of students to shape their social and cultural experience through personal
reflection and agency. Glassman (2001) explains this critically important distinction:

Dewey sees the child as a free agent who achieves goals through her own interest in the activity.

Dewey emphasizes human inquiry, and the role it plays in the creation of experience/cultural

and, eventually, social systems. One of the major purposes of education [on Dewey’s view] is to

instill the ability and desire for change in experience, and possible resultant changes in social

history through individual inquiry. (p. 3)

Similar to the attacks launched by Hirsch and Ravitch, Egan neglects perhaps progressivism’s most
valuable contribution to education, that is, the inevitable political connection between democratically
structured student-centered education, student agency, and participatory citizenship.

Although they generally neglect the role of education in promoting democratic ideals, there is still
much to learn from some critics of progressivism. Egan’s analysis, in particular, raises legitimate
concerns about Piagetian psychology precepts that potentially and needlessly lower academic



expectations for students. Progressivists often condemn rote learning as universally unacceptable, and
conveniently ignore the conceptual confusion surrounding terms such as natural and active learning,
reducing them to mere educational slogans. Further, and this point is consistently raised by critics of
progressivism, some student-centered progressivists downplay the decisive role content knowledge plays
in affording students a quality academic experience. Hirsch (1987) correctly observes, for example, that
subject knowledge and understanding should be fundamental academic objectives even among those
individuals seeking social change: “Cultural literacy constitutes the only sure avenue of opportunity for
disadvantaged children, the only reliable way of combating the social determinism that now condemns
them to remain in the same social and educational condition as their parents” (p. xii). Simply providing
students with boundless propositional and cultural knowledge, however, does not exhaust the objectives
of education within democratic societies.

Divergent Paths in Progressive Education

Progressive educators sought to provide access to secondary education and to transform
pedagogy and society in the process. They wanted to address the “whole” student and to individualize
instruction in ways that would adjust personality differences toward a proper relationship with American
culture and society. During the interwar years, progressive educators believed that it was possible to
create experts with a “scientific” understanding of how human beings and social organizations function.
Based on this knowledge they sought to create an education system that would ensure specific
advantages for individual students, for secondary schools as public places, and for society in general.

We believe progressives were overly optimistic about their ability to achieve a complete
understanding of human learning behavior that would facilitate the scientific management of education.
However, progressive efforts in the expansion of secondary education in the 1930s not only reflected
attempts to create socially efficient institutions, but humanistic, democratic and student centered
schooling environments as well. Contrary to the argument advanced by many contemporary conservative
scholars, it is the social efficiency strand that is progressivism's most pervasive and enduring legacy. We
reject, then, the contemporary attacks by educators such as Hirsch, Ravitch and Egan, and believe that
the liberal humanist orientation of progressive education can make a significant contribution to American
public schooling.

Progressivism as Democratic Learning

While most industrialized societies are deemed democratic, democracy in a robust sense of the
term requires more than the simple right to vote. Although individuals may enjoy the opportunity to vote
for a particular individual or political party, they may not possess the participatory dispositions and sense
of political empowerment to exercise that franchise in an engaged, critical and continuous fashion. These
character qualities must be fostered through an education that creates a sense of intellectual agency and
political voice among students:

Restrictions on the development of individual autonomy, which it has been claimed are the

inevitable accompaniment of the imposition of a curriculum whose content is imposed by the

dominant group within a society, can only be avoided by planning curricula in a form and

manner which will promote rather than obviate individual autonomy. (Kelly, 1995, p. 112)

Perhaps more than any other educator, Dewey (1916) understood that public education provides
the best available means to prepare learners to achieve their full democratic potential. He suggests this
aim can be achieved by simulating within the schooling environment the various elements of an
appropriately designed and fully functioning democratic society:

Upon the educational side, we note first that the realization of a form of social life in which

interests are mutually interpenetrating, and where progress, or readjustment, is an important

consideration, makes a democratic community more interested than other communities in
deliberate and systematic education. Since a democratic society repudiates the principle of



external authority, it must find a substitute in voluntary disposition and interest; these can be

created only by education. (p. 87)

Dewey’s basic point is that democratic citizens must be provided with the educational opportunity as
students to develop a sense of voice and empowerment within various social arrangements that mimic the
political relations of democratic society. If students are not so disposed through an education based on
participatory inquiry and collaborative decision-making, then it is unrealistic to believe they will accept
and fulfill their democratic citizenship responsibilities as adults.

Dewey (1916) rejected the notion that a child's education was merely coded preparation for
society during which various facts and ideas are conveyed by the teacher and memorized by the student
to utilize sometime in the future. Schools are extensions of democratic society and students should be
correspondingly encouraged to operate as members of a community who collaborate with others to
achieve social improvement. It is a process of self-directed learning, combined with the cultural
resources supplied by teachers, that Dewey believes prepares students for the demands of responsible
membership within democratic societies. Above all other considerations, then, Dewey (1916) believed
the role of education was to foster the psychological dispositions to create engaged, interested,
collaborative and politically active learners prepared to pursue democratic imperatives:

A society which makes provision for participation in its good of all its members on equal terms

and which secures flexible readjustment of its institutions through interaction of the different

forms of associated life is in so far democratic. Such a society must have a type of education
which gives individuals a personal interest in social relationships and control, and the habits of

mind which secure social changes without introducing disorder. (p. 115)

Dewey argues that for classrooms to function as laboratories of democracy, students must be provided
with opportunities for conjoint collaborative learning and pursue community problem-solving
experiences. If students are not disposed toward these basic democratic citizenship requirements through
schooling, they will be unable to meet the corresponding imperatives of democratic citizenship.

Conclusion

To allege that the present hail of bullets fired by conservative scholars such as Hirsch, Ravitch
and Egan at progressive education reflects a coordinated political agenda to protect class privilege in
American society constitutes an inferential stretch. Nevertheless, the combined effect of these attacks, if
successful, will be to undermine even further the political and educational preparation of American
students to assume their full democratic citizenship responsibilities. Whether the current conservative
call to arms is cloaked under the guise of cultural literacy, an academic curriculum, or cultural tools, its
ultimate impact denies learners the sense of political agency required for social reconstruction. The
objectives of a democratic education are multifarious and, even as conservative scholars suggest, ought
to include student exposure to the cultural ideas that inevitably influence social experience. It is equally
critical, however, that both teachers and students acquire the necessary character dispositions to reflect
on and potentially reconstruct that experience through meaningful political engagement. In the absence
of progressive education practices that foster these characteristics, we believe the hope of creating a
genuine democracy, as Dewey so wonderfully articulated, is seriously undermined.
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Understanding Critical Pedagogy at the Age of Global Capitalism and the New Imperialism

We have four reasons for agreeing to review this book. First, we have long been interested in Critical
Pedagogy, a field in which Peter Mclaren is among the outstanding authors. In 1999, one of the
reviewers, Changyong Yang, researched Critical Pedagogy in his dissertation On the Evolvement of the
New Sociology of Education. This work is now published in Chinese as The New Sociology of Education:
Its Continuous and Rupture History. (Yang, C., 2004) Secondly, as a visiting professor in the Center for
East Asia and Pacific Studies in the University of Illinois at Urbana-Champaign, Yang’s research project
is Sociology of Education: A Postmodern Practice and Its Theory in America. So Peter Mclaren and
Ramin Farahmandpur’s (2005) book Teaching against Global Capitalism and the New Imperialism falls
with our scope of research. Thirdly, Junrui Chang, a young scholar and a doctoral candidate, is now
trying to apply the theory and method of Critical Pedagogy to do her research on art curriculum in
Chinese rural society. Fourthly, as educational researchers in China, we are very much interested in Peter
McLaren and his coauthor Ramin Farahmandpur’s effort on a socialist pedagogy that follows Marxism.
We are glad to accept the new book for review.

Globalization in the past decades, as an unavoidable historical phenomenon, has increased the
interdependence and communication in the world, while causing serious conflicts between and in
different countries, areas and races at the same time. Peter McLaren and Ramin Farahmandpur made
significant contributions in their book not only to Critical Pedagogy that intends to raise learners’ critical
consciousness for the struggle to challenge and transform oppressive social conditions in order to create a
more egalitarian society, but also to a new globalization theory that intends to help the conscious people
who strive for the struggle to gain global justice and world peace. By connecting capitalism,
globalization and state-sponsored terrorism, they move from Marxist theory to critical revolutionary
pedagogy, making suggestions about what teachers as transformative intellectuals should do in public
schools and especially in colleges of education. By connecting globalization, imperialism, terrorism and
American foreign policy, they remind teachers and students how to keep their rights in educating and
learning. Furthermore, they remind the many conscious citizens how to apply democratic pressure to the



government. In general, by connecting of these elements in a proper way, they opened a new perspective
and initiated a new dimension for Critical Pedagogy.

Peter McLaren and Ramin Farahmandpur’s book is composed of nine chapters, with an
introduction, a “Foreword” by Professor Roberto Bahruth, and an “Afterword” by Professor Juha
Suoranta. By revisiting and revising their recently past published essays, they wrote this new book,
which systematically organizes their thinking and rethinking about global capitalism and the new
imperialism from the perspective of Critical Pedagogy. The following points are especially significant.

1. Exploring the central characteristics of U. S. imperialism

Pedagogy of the Oppressed and Critical Pedagogy are not merely theories and reforms of teaching
and teaching methods. They are philosophically, sociologically, and psychologically constructed theories
of education and society, intended for social reform in practice. In recent years, Critical Pedagogy has
developed an international perspective by exploring the central characteristics of U.S. imperialism and
attempts to develop a philosophy of praxis and some strategies of action.

Disagreeing with those who have such opinions: capitalism is the highest form of society and
humanity; along with the arrival of postimperialism, empire follows imperialism; the world has now
entered an era of “peaceful capitalist coexistence” in which the state power has become obsolete or its
role has significantly diminished, Peter McLaren and Ramin Farahmandpur agree with Lenin’s theory of
imperialism and Abu-Manneh’s analysis of the latest imperialism. Instead, they believe that “the state
continues to play a key role in advancing the U.S. imperial project of global dominance by means of two
interlocking processes: globalization and neoliberalism” (p. 3). Globalization is used in the book as a
euphemism for critique of imperialism. The authors point out the different performances of the U.S.
imperialism. They maintain global supremacy and dominance from the Cold War (Reagan
administration) to the Iraq War (Bush administration). The U.S. foreign policy of “unilateralism” caused
it to become the one and only uncontested imperial power in the world. It is dangerous for both the U.S.
and the other countries in the world. Generally speaking, the New Right holds a political and ideological
viewpoint of neoliberalism pursuing decentralization, privatization, marketization, and liberalization. The
result of neoliberalism is that those who control material production also control spirit production. They
induced the present condition which is politically democratic but socially fascistic. Yet, in international
competition, the political democracy withers under the tough and bloody military force, which often use
a “humanitarian” pretext but sometimes under the cover of evident lies. So the authors claim that

We would be remiss to dismiss the transformation of the United States that we are currently
witnessing under the Bush administration as merely a form of low-carb fascism, when there may,
in fact, be something considerably more potent brewing. (p.6)

2. Reflecting the research principles of “objectivity” and “neutrality”

The authors clearly state that they explore the central characteristics of U.S. imperialism and then
put them in a special problematic so that they can logically express their academic, political and
ideological opinions. The research principles of “objectivity” and “neutrality” are evident in their
research. “Objectivity” and “neutrality” as normally accepted research principles have their legislation
and rationality. Yet abiding by the research principles should not prevent the critical scientists to pursue
truth and social justness, and to take moral and ethical responsibility. In fact, social sciences and
researches, including educational theories and research, exist in social context that maintain purpose,
commitment, and political values.

According to the logic of neoliberalism, the market should be and is realistically the patron of
education and educational reform, and private interests should be attained in the market process. The
fact shows that the very few rich controlled the public and social life. In this condition, some educators
protect themselves by withdrawing back into the ivory towers of academia for fear of facing the political
and ideological contradictions. Yet, some Marxist educators are bravely facing the realistic condition.



But for a number of untenured Marxist educators, who have opened up a new front in university
classrooms by teaching against global capitalism and the new imperialism, it has become
increasingly dangerous to problematize let alone unmask the relationship between imperialism
and education (p. 7).
Peter McLaren and Ramin Farahmandpur also criticize that some educators divorced political and
ideological questions from pedagogical questions. Some teacher education programs failed to engage
students in dialogues about class exploitation and oppression. And many progressive teacher education
programs too often divorced the causes of culture, racial, and gender oppression from class oppression.
The authors passionately call on Critical Pedagogy to raise the political consciousness of students and
teachers and make a fruitful praxis.

3. Reconsidering Marxism in the new imperialist times

At the end of 1980s, a series of events such as the collapse of the Berlin Wall and the breakup of the
Soviet Union, changed the academic and political atmosphere all over the world. From then on, the
public paid little attention to Marxism. Some Marxist scholars changed their standpoint or withdrew
back to “objective” research. Marxism was fallen into the low tide of history. The world stepped in a new
era of capitalist globalization, and the U.S. entered a new imperialist phase—the times of “unilateralism”
hegemony. The problems of the new imperialism became more serious than ever before. Yet, some
scholars currently are striving to reintroduce Marxism into education. The work of Peter McLaren and
Ramin Farahmandpur are necessary, effective, and significant. As they say, “never before has a Marxian
analysis of capitalism been so desperately needed than at this particular juncture in history, especially
since the global push toward finance and speculative capital” (p. 15).

The authors note that a group of Marxist educational scholars, though very small in number, have
formed a challenge force not only to neoliberal free market imperatives, but to post-Marxist solutions
that most often take the form of social movements grounded in identity politics. These Marxist critical
scholars include Mike Cole, Dave Hill, Tony Green, Glenn Rikowski, Andy Green, Henry Giroux, and
Peter McLaren and so on.

The authors use Marxism as an analytical framework. Just as Marx exposed the characteristics of
early capitalism through the analysis of “bloody and dirty” capital, Peter McLaren and Ramin
Farahmandpur expose the characteristics of the global capitalism through the analysis of the present
“inhumanity” capital and the new form of capital—multinational corporations, considering that the late
capitalism has become more uncontrollable than ever before. They say that

We follow Marx (especially his value theory of labor) in asserting that the primary antagonism
in capitalist economies exists between labor and capital, between the owners of the means of
production and workers who are forced to sell their labor in exchange for wages. These
contradictions are further visible in the yawning disparities between the wealthy and the poor.
(p-45)
Just as Lenin analyzed the characteristics of imperialism as “moribund capitalism” through the
contradictions of capitalist social relations of production, the authors analyze the characteristics of the
new imperialism—global imperialism or “globalization” —through the new forms of the contradictions
of capitalist social relations of production. They consider that the new imperialism is “a combination of
old-style military and financial practices as well as recent attempts by developed nations to impose the
law of the market on the whole of humanity itself” (p.40). They say Lenin’s “writings constitute some of
the most important analyses of the state and the politics of imperialism ever produced” (p.62).

Peter McLaren and Ramin Farahmandpur remind us that Marxism is not dead, although it appears
to have lost its epochal footing and is marked by a depleted vitality in educational research and criticism.
Yet, it appears to be making a comeback and Marxist analysis will have a roborant effect on Critical
Pedagogy. Their attitude to Marxism and their application of Marxism can surely be useful for the people
both in and out of the capitalist countries.



4. Criticizing postmodern educational theories

It was in 1980s that postmodernism had an evident influence on education research. Some
educators —including the Left and the Right, Marxist educators, critical educators, radical educators and

progressive educators —accepted postmodern theory and method to analyze, understand, and criticize the
capital society. From then on, postmodernism has become fashion in educational circle. But, the
postmodern educational scholars differentiated into several directions and have their own perspectives
and standpoints (Hill, D., et a., 2002).

In general, as the authors note, postmodern theory has made significant contributions to the
education field in many ways. Even so, postmodern theory has its crucial shortcomings and has
hampered educators’ research and practice. Just as there are many Marxisms, there are many
postmodernisms. The authors’ criticism of postmodern theories is that they do not sufficiently challenge
capitalism.

Not only have postmodern theorists been woefully remiss in explaining how cultural
representations and formations are indentured to capitalism, they have often confused socialism
with, at worst, the history of Stalinism and, at best, the welfare state reformism often associated
with Scandinavian countries such as Denmark and Sweden. (p.18)
Postmodern educators have accepted a market economy and have failed to challenge the neoliberal
economic viewpoints and the capitalist relations of exploitation. In their bewildered eyes, social
development has wildered its direction and possibility. Their social strategies are full of insoluble
contradictions. They are in a position to slip into an individualistic educational consumerism that closely
resembles the New Right’s ideology of free market economics.

Many postmodernists have dismissed Marxism as an outdated dogmatism. They cannot understand
the capability of social analysis and explanation of Marxist historical materialism and dialectic. They
cannot understand what is desperately needed today is to develop Marxist concepts, theory and practice,
especially to carry out class struggle for social justice and global peace.

Postmodernists stress micropolitics overvalue discursive struggles in language, discourse and
culture. Instead, they refute social struggle in the view that no class or group can do any effective
collective action to transform the existing social relations of production in capitalism. Both Marxism and
postmodernism acknowledge the interconnection between class, race, and gender, but their political and
ideological inclinations are very different. In Marxism, history is the concrete activity in which people
pursue their goals in their social context. The goal of Marxist theory is not only to explain the world but
also to change the world.

The criticism of postmodern educational theory is important, because as early as the 1980s, the
evident characteristics of postmodernism such as decentering and deconstruction help educators
understand and criticize the existing society. As a result, postmodern educators have a critical and radical
appearance that resembles radical educators, critical educators, progressive educators, and Marxist
educators. Even so, postmodern educational theory is closely tied to neoliberalism and the New Right in
political and ideological inclination. The authors’ criticism separates Critical Pedagogy from postmodern
educational theories, and states the differences and specialties of some progressive educators who use
postmodern theory and method in their writings. These educators include Stanley Aronowitz, Henry
Giroux, William Doll, Joe Kincheloe, Robin Parker Usher, Richard Edwards, Andy Hargreaves, Richard
Smith, and Philip Wexler, and so on (pp.33-34). More importantly, their criticism shows the difference
between Critical Pedagogy and postmodern educational theories in political and ideological inclination.

5. Developing a Marxist multiculturalism
Despite the fact that multiculturalism has had a progressive meaning since it was coined, in the

globalization of capitalism era, the original intention of multiculturalism has been reversed. The cause of
this reversal is complicated. For Marxists, the culture is a signifying system that deeply embedded in its



material base. Along with the reproduction of the capitalist social relationship of production, the social
issues such as oppression and identity in class, race, and gender occurred. White supremacy and the
western-centered culture always tend to dominate of the world. The myths of “new order of the world”
and “equal opportunity”, which was advocated by neoliberalism and connived by the restored
neoconservatism, seems to be really a void commitment to most of human world but is just propitious to
the hegemonists.

McLaren and Farahmandpur used two chapters to discuss multiculturalism that emphasized the role
of multicultural pedagogy in the anticapitalist struggle. In chapter four —“Critical multiculturalism and
the globalization of capital: some implications for a politics of resistance”, they explain how capitalism
survives and forces a deepening moral and ethical decadence “through the barbaric overaccumulation of
wealth and the economic and cultural exploitation of working-class and minority groups in Third world
countries as well as in Western industrialized and postindustralized nations” (p.99). As a result, “We do
not believe that the free-market system enables the pursuit of democracy, nor do we hold that
globalization is innocent of political machinations” (p.101). Based on this critique of both
neoconservatism and neoliberalism, the authors construct a critical multiculturalism which functions as
the basic of a critical multicultural education.

We believe that in order to mount any effective social, political, and economic struggle against
capital, we must first locate, identify, interrogate, and transform the ideological sites of
oppression in the form of a unified multiracial/ethnic oppositional politics. This suggests making
ideology critique a fundamental component of multicultural education (p.109).
In chapter five, which is entitled “Globalization, class, and multiculturalism: fragments from a red
notebook”, McLaren and Farahmandpur provide a deeper and incisive critique of globalization of
capitalism in the whole sense which include global economy, politics, and culture so as to develop a
Marxist multiculturalism or revolutionary multiculturalism. It “opens up social and political spaces for
the oppressed to challenge on their own terms and in their own ways the various forms of class, race, and
gender oppression that are produced and reproduced by dominant social relations” (p.147). Only in this
way can people facilitate the establishment of social and economic equality.

6. Pursuing revolutionary pedagogic practice and educational practice

The subjects of pedagogic practice are educational scholars and scholarly educational workers.
Pedagogic practice mainly refers to the theoretical construction in education. We can briefly divide
pedagogic practice into such four categories: professional pedagogic practice, participatory pedagogic
practice, and persuasive pedagogic practice, and attentive pedagogic practice. The subjects of educational
practice are educational workers, especially teachers. They accept a pedagogic theory as their ideal, and
consciously apply it in their everyday professional educational jobs. As for Critical Pedagogy, the
subjects of pedagogic practice and educational practice are or should be transformative intellectuals.

Critical Pedagogy now has so many synonyms such as revolutionary pedagogy, revolutionary
critical pedagogy, critical revolutionary pedagogy, revolutionary working-class pedagogy, socialist
pedagogy, Marxist pedagogy, and “contraband pedagogy”. The synonyms show not only the
characteristics of Critical pedagogy, but also the dimensions of its theoretical construction and practical
intention and orientation. The authors say that

We believe that theory must serve practice, and vice versa, for questions raised in practice must
be answered by theory, which underscores the dialectical relationship between theory and
practice. However, the theoretical and the practical dimensions of pedagogy can never be
reduced to each another. This is because they exist in dialectical tension” (p.7-8).
The objective of Critical Pedagogy is the emancipation of both humanity and labor from the shackles of
capital. As for implementing the pedagogical practice, a very important step is that the critical
educationists reaffirm Marxism as the foundation of their educational theory and research. They must use
Marxism not merely to understand and criticize social oppression and the exploitation of society, but to



reflect on the starting point and objective of Critical Pedagogy, to breed and develop a social action in
the new times.

We believe that the human is not only a creature of environment and education, but also a creator of
environment and education. Education is determined and controlled by society, whereas education also
changes society. Education helps the human life be continuous, and at the same time endows human the
ability to change. Education praises and reinforces the instinct of the human to seek after good, while it
suppresses the evil impulses of the human. The core of pedagogic practice is the construction of a certain
kind of “rationality”. The competition among different “rationalities” in society is both social phenomena
and educational phenomena. The criticism and the vindication of a certain kind of “rationality” can be
considered a social practice or/and a pedagogic practice. The dialectical tension within the education, the
society and the human causes social progress, the social development, freedom, and the self-fulfillment.
Social change, whether to be a sudden mutation or a gradual revolution, moving forward or backward, is
determined by the concrete social historical condition, by the exertive degree of the human agency, and
by the degree it matches social historical regulation (Yang, C., 2004, p.239).

It is really a hard task for Critical Pedagogy to breed and develop an emancipative power in the new
imperialist times for the struggle against the new imperialism. For the strategies, some critical
educationists have articulated some important principles (Brandt, D., 1991), and some critical
educationists have had some precious practice (McLaren, P. 1998). Yet what is the new advance in this
book? You can yourself read it and find out.

Peter McLaren and Ramin Farahmandpur have written a book which is thoroughly sensitive to the
national and international situation. It is full of compassion for the poor, the deprived and the oppressed.
It’s really a book worthy of intensive reading by everyone, not only those involved and interested in
education. This book prompts readers to continue to think about the social problems and social
development in the new imperialist times.
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