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Editérden

Degerli bilgi Uretici ve tliketicileri,

Yeni bir yilda Pegem Egitim ve Ogretim Dergisi'nin (PEGEGOG) yeni bir sayisiyla daha herkese
merhaba. Degerli yazarlarimizin titizlikle yaptiklari c¢alismalari sizlerle paylasmaktan son derece
mutluyuz. Degerli yazar, hakem ve okuyuculara dergimize katkilarindan dolayi tesekkirlerimi sunuyor
ve desteklerinin gelecekte de devamini diliyorum. Bu arada dergimizin Ulakbim Sosyal ve Begeri Bilimler
Veri Tabaninda (SBVT) 2012 yilindan itibaren taranmaya baslandiginin miijdesini vermek istiyorum. Artik
daha c¢ok uluslararasi indekslerde taranma zamani diyerek, Index Copernicus International’a da
basvurumuzu yaptik. Kisa stirede bu index tarafindan da taranmayi Gmit ediyoruz. Sizlerden aldigimiz
glc ve destekle yakin gelecekte Eric gibi indekslere de basvurmayi diisiiniyoruz. Bu konudaki 6zverili
calisma ve desteklerinden dolayi dergimizin editér yardimcisi sevgili Serkan DINCER’e tiim ilgili paydaslar
adina tesekkirlerimi sunmak istiyorum.

Dergimizin her gegen giin daha iyi bir noktaya gelmesi hem biz editoryal ekibe hem de degerli yazar
ve hakemlerimize sorumluluklar yiklemektedir. Bu baglamda dergimize goénderilen calismalarin
niteliginin artirlmasi amaciyla daha 6nceki sayilarimizda paylastigim gibi bazi noktalara deginmek
istiyorum. Sosyal bilimlerde arastirma konusu olan oOzelliklerin (degiskenlerin) ¢ogunun dogrudan
oOlglilmesi mimkiin olmadig icin dolayh yollarla 6l¢lilmesi gerekmektedir. Bu da 6lgme isine hatanin
girmesine neden olmaktadir. Olgme hatasi ise verilerin giivenirligini etkilemektedir. Bu nedenle
arastirmada kullanilan verilerin givenir ve gegerli oldugunun kanitlarinin sunulmasi son derece
onemlidir. Nicel arastirmalarda bunu istatistiksel yontemlerle belirlemek olasi iken nitel arastirmalarda
daha farkli 6nlemler almak gerekmektedir. Bazi arastirmalarda, daha 6nce gecerligi ve glvenirligi
saglanmis bir olcek kullanildiginda, tekrar gecerlik ve glivenirlik calismasi yapilmadigi gorilmektedir.
Olcek gelistirildigi 6rnekleme benzer bir 6rneklemde kullanilacaksa tekrar faktér analizi gibi bir analize
gerek olmamakla birlikte, 6lcimin glivenirliginin mutlaka belirlenmesinde yarar vardir. Zira givenirlik
olgme aracinin bir 6zelligi olmaktan ¢ok olgimiin bir 6zelligidir. Bu nedenle bilimsel bir ¢alisma igin
kullanilacak her 6lgimin givenilirliginin kanitini sunmak gerekir. Burada dikkat edilmesi gereken bir
nokta, olgiimiin glvenirliginin sadece istatistiksel olarak hesaplanmasi yaninda, Ol¢egin uygulanmasi
sirasinda da gtivenirlik igin dnlemlerin alinmasinin gerekliligidir. Nitel ¢alismalarda ise glivenirlik énlemi
olarak arastirmacinin kendi konumunu acik hale getirmesi, veri kaynagi olan kisileri acik bir bicimde
tanimlamasi, arastirmanin verilerinin toplandigi sosyal ortam ve sireci aciklikla tanimlamasi, verilerin
analizinde kullanilan kavramsal c¢erceveyi iyi tanimlamasi ve veri toplama yontemiyle ilgili ayrintili
actklamalar yapmasi 6nemlidir.

Bu sayida, hakem degerlendirme siireci tamamlanan ve daha 6nce DOl numarasi verdigimiz alti
¢alismayi yayimliyoruz. Egitim bilimlerinin gesitli alanlarinda yapilan bu galismalarin siz degerli bilgi
liretici ve tiiketicilerine yararli olmasini diliyor, gelecek sayida bulusmak dilegiyle saygilarimi sunuyorum.

Dog. Dr. Ahmet DOGANAY
Pegegog Dergisi Editori
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The Consistency among Curriculum, Textbooks and Placement Tests in
Terms of Elementary Biology Education in Turkey

. *
Siileyman AKCAY °
®Siileyman Demirel University, Faculty of Education, Isparta/Turkey @CIOSSM“](

Article Info Abstract

DOI: 10.14527/pegegog.2014.007 The educati.onal rfsform.movements in Turkey have be(?n accelerating since the 1990s.
In connection with this, 5-year compulsory education was changed to 8 years.

Article history: Following this, primary education curriculum was renewed in 2000 and 2004. The

Received 19 August 2013 important components of formal education are the curriculum, textbooks and the

Revised 29 December 2013 examinations for entering the next stage of education (such as Secondary Education

Accepted 30 January 2014 Placement Examinations (SEPE) and Higher Education Placement Examinations (HEPE)

exams). This study investigates the content congruity between primary education

second stage (the 6th-8 grade) curriculum for the science and technology course and
the SEPE exams and the textbooks from the perspective of biology. The research
found, in consequence, no incongruity between the three elements in general. In SEPE
exams (2008-2010), there were no questions on some issues in the textbooks and
curriculum which, therefore, can be regarded as inconsistency among curriculum,
textbooks and SEPE exams. In the last part of our study, several recommendations
towards the innovations of the curriculum have been made for the future.

Keywords:

Curriculum,

Biology education,

Reform in Turkish education,
Science education.

Introduction

Broadly speaking, educational system is composed of students, the teacher and the curriculum. The
innovations in the system of education, however, emerge through updates in the curriculum. The first
curriculum in Turkey was designed in 1924 following the foundation of the Republic in 1923 (Gozitok,
2003). Afterwards, modifications were made to the curriculum when needs arose. Until 1997, the
compulsory education was 5 years; but it was raised to 8 years with law number 4306 carrying the date
18.08.1997 (Ministry of National Education (MONE, 2011:12). Hence, the first 5 year-part was called the
first stage, and the remaining 3-year part was called the second stage. Following this change,
modifications were planned to the primary education curriculum in 2000 and in 2004. In the latest
planned curriculum, the name of science course was changed into “science and technology” course.

The reforms conducted in Turkey in recent years have been the subject matter of various research
studies (Akinoglu, 2008; Géziitok, 2003; Unal, Costu & Karatas, 2004). According to Aksit, suggesting that
educational reforms should be structural, curriculum is just a part of this structure. The researcher
stresses that the fact that Turkish students display achievement below standards in international
examinations stands as a basic reason for the revision of the curriculum (Aksit, 2007).

Kog, Isiksal & Bulut (2007) analyzed the fundamentals of the 2004 primary education curriculum and
compared it with the previous one. Although they look quite similar in terms of content, they are
extremely different on instructional tools and epistemology.

Dindar and Taneri (2011) made a comparison of the primary education science curricula which had
been developed since 1968 in terms of goals, concepts and activities. Although all the curricula up to

Corresponding author: suleymanakcay@gmail.com
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2004 have been considered as similar in terms of content, goals and activities, 2004 curriculum is quite
different in terms of basic teaching philosophy and instructional tools. Babadogan and Olkun (2006), on
the other hand, analyzed the new primary education curriculum from the perspective of mathematics
course. They also stated that 2004 curriculum is adopted more constructivist pedagogies.

Grossman et al. (2007) examined the curricula that were developed in the last 30 years from the
perspective of educational policies in Turkey and teacher training. Teacher candidates should be given
more qualification and comprehensive education on the curriculum applications. In some other
researches, teachers’ views as well as the latest primary education curriculum for science and
technology course were evaluated. As a result, the new curriculum has been comprehended teachers
and teacher candidates are not (Demirbas, 2008; Ozden, 2007). Bulut (2005), analyzed the latest
primary education mathematics course curriculum via students’ views. Determined that some
difficulties appear during the implementation due to lack of physical conditions.

In his study, Ozturk (2011) has discussed the new secondary education curriculum in terms of history
education. He states that although the new curriculum seems student-centered, the lack of teachers’
autonomy has negative influences on the structure. Nakiboglu (2009) examined secondary school
teachers’ textbook usage in teaching. According to the research, she stated that teachers in the
instructional process do not use the textbooks commonly. The reason for teachers not using textbooks
commonly is the incompatibility of HEPE exams and textbooks. In a similar study of us on geometry,
incikabi (2011) states that the compatibility of curriculum, textbooks and SEPE exams is so significant.
Today biology is a field with increasing importance in the educational curriculum. Many international
examinations such as TIMSS contain a considerable number of biology questions. The percentage of
biology questions in science questions is approximately 30% (Beaton et al. 1996; Martin et al. 2000;
Martin et al. 2004; Martin et al 2008). SEPE and HEPE exams also contain a considerable number of
science questions. The proportion of biology in the science questions in those tests is about 30% (SEPE
2010; HEPE 2010).

Uzun, Bitlner & Yigit (2000) demonstrated in their research that Turkish students had difficulty in
the field of science in TIMSS 1999 and TIMSS 2007 examinations. In TIMSS 1999, Turkey ranked in the
33rd order among 38 countries in science achievement whereas it ranked the 31st among the 49
countries in TIMSS 2007 (Ulusal Rapor, 2011).

Several research studies have analyzed textbooks in terms of content (Abd-El-Khalick, Wters & Le,
2008; Chiappetta & Fillman, 2007; de Posada, 1999; Delil, 2006; irez, 2009; Knain, 2001; Leite, 1999;
Lemoni, Stamou & Stamou, 2011; Niaz, 1998; Rillero, 2010; Roseman, Stern & Koppal, 2010; Tracana,
Carvalho & Ferreira, 2008; vanEijicg & Roth, 2008; Wilkinson, 1999; Yang, 2011). Some studies analyzed
the way students and teachers used textbook and their views of the books (Glines, Celikler & Gdkalp,
2008; Lubben, Campbell, Kasanda, Kapenda, Gaoseb & Kandjeo-Marenga, 2003; Mulayim & Soran,
2002). Today, when books are put into electronic media, Kim and Jung (2010), and Sun, Flores &
Tanguma (2012) wrote essays questioning the contributions of e-books to teaching. In this context,
textbooks are an indispensable part of formal education in Turkey, as in the entire in world.

National examinations are administered throughout the world as in Turkey in entering a higher level
of educational institution or at the end of an educational stage so as to determine the degree of
achievement. Bishop (1998) researched the effects of curriculum-based final exams in the United States
on students’ achievement in mathematics and science. SEPE and HEPE are of the most important of such
exams in Turkey. In terms of primary education, SEPE is the subject matter of this study.

icbay (2005) performed the SWOT (strengths, weaknesses, opportunities, and threats) analysis of the
HEPE in Turkey. In consequence, the researcher found many strengths, weaknesses, opportunities and
threats. 7 opportunities were described as” the most important opportunities to be taken into
consideration”, and 7 threats were classified as “the most emphasized and ignorable”. The study makes
recommendations for a new type of university entrance exam to be applied in Turkey.
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The studies mentioned above show that the exams for the next educational stage and textbooks are
important elements in applying the curriculum. In this respect, this study examines biology education in
Turkish primary schools in terms of the consistency in the curriculum, textbooks and SEPE exams. The
focus of our research questions are as follows;

Biology in terms of primary education in Turkey;

1. What is the distribution of the questions in SEPE exams between 2008-20107?

2. Isthere a consistency between the examples in textbooks and time allocated in curriculum?

3. Isthere a consistency between the examples in textbooks and the questions in SEPE exams?

4. s there a consistency between times allocated in curriculum and the questions in SEPE exams?

Twenty years compulsory education in Turkey has started as 4+4+4 in 2012 (Ministry of National
Education [MONE], 2012). In this context, curriculums, textbooks and the SEPE exams have been revised
since 2012. Our research findings, obtained during this revision are expected to be useful for the next
curriculum update period.

Method

This is a qualitative research in document analysis form (Yildirnm & Simsek, 2011). This research
examines the coherence holding between primary education second stage science and technology
course curriculum, textbooks and the multiple choice science questions in the SEPE test. The 98% of the
institutions conducting compulsory primary education are the state schools in Turkey according to the
data obtained at the end of the 2010-2011 academic years (MONE, 2011: 59). With the project started
by the Ministry of National Education in 2003, textbooks approved by the ministry are distributed to
state schools for free. This study employs the most commonly used science textbooks in the 6th, 7th
and 8th grades in state schools with the approval of the Ministry of National Education (see Appendix E
for the list of the textbooks used in the study). The 6th grade science textbook received approval for use
for 5 years beginning with the 2007-2008 academic year. The textbooks of 7th and 8th grades, however,
were published in 2007-2008 and used until 2010. All of them were the books which were published
after the configuration of the new 2004 primary education curriculum. The Ministry of Education
promulgated the planned new curriculum in 2005. The curriculum was implemented in the 6th grades in
the 2005-2006 academic years, in the 7th grades in the 2006-2007 academic years, and in the 8th grades
in the 2007-2008 academic year.

Three types of comparisons are made in this study, which uses binary comparisons: Firstly, the
biology exercises in the 6th — 8th grade science and technology textbooks were compared with the
proportion of time recommended to be allocated to the biology topics in the primary education Science
and Technology Course Curriculum (STCC). Secondly, the biology exercises in the 6th — 8th grade science
and technology textbooks were compared with the percentage of biology questions in the SEPE
examinations. Apart from that, whether or not questions concerning the topics recently included in the
curriculum were asked in the SEPE was also checked. The 2004 STCC and the textbooks in Turkey

The mission of the primary education STCC (grades 6-8) is to raise all the students, regardless of their
individual differences, as individuals with science and technology literacy. Seven dimensions were
determined in the curriculum for science and technology literacy: 1. The nature of science and
technology, 2. Key science concepts, 3. Scientific process skills, 4. Science-technology-society-
environment relations, 5. Scientific and technical psychomotor skills, 6. Values forming the essence of
science, and 7. Attitudes towards and values concerning science (MONE, 2006: 5).

Seven learning fields were described so as to be able to attain the mission of making all the students’
science and technology literate. 4 of the learning fields are: “Living Things and Life”, “Matter and
change”, “Physical Events”, and “Earth and the Universe”. The learning fields contain the basic science
concepts and principles to be facilitated to students. The remaining three learning fields considered
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necessary in the new curriculum are: “science-technology-society-environment relations”, “scientific
process skills”, and “attitudes and values”.

Science and technology course is based upon the first four learning fields in terms of content.
However, the gains in the following three learning fields were spread into the first four fields in a
manner so as to contain skills, attitudes and values (MONE, 2006: 59).

“Living Things and Life”, one of the learning fields in the new STCC, was considered as “biology” in
this research. The content of the learning fields are detailed as units and headings in the curriculum. The
related outcomes that students are required to have, sample activities and the necessary explanations
are provided in the curriculum. The outcomes in biology according to the new STCC on the grade basis
are presented in Appendix A.

The curriculum is heavily based on constructivist learning approach, and the aim is to make the
student uncover the knowledge needed, just like a scientist; rather than passively learning the
knowledge. Activities are recommended in the curriculum for this purpose and making the student to
make efforts to actively produce and acquire the knowledge (MONE, 2006: 12-17). For these purposes
activities are emphasized in the curriculum, and a sample concepts map related with concepts to be
acquired is included at the beginning of each topic to set an example for the teacher.

Beginning with the 2007-2008 academic years, MONE changed the structure of the secondary
education placement examination, and instead of one examination given at the end of the 8th grade, it
was spread into three years. The aim was to reduce the burden that one single examination imposed on
students and to spread it into three pieces. With the new practice, those examinations which are
administered at the end of the 6th, 7th, and 8th grades are called SBS (SEPE).

The main reason of involving SEPE exams in between 2008-2010 is that the exam was applied to all
6th, 7th and 8th grades between these years. With a decision made in 2003, the Ministry of National
Education put the “Free Book Distribution Project in Primary Education” into practice aiming to give
students textbooks for free. The project caused changes in the work flow system of the national board
of education in terms of the approval of the textbooks. According to the project, a publications board to
be established within the body of the national board of education was to examine the textbook drafts
and to choose between them and to buy the copyright of the selected books. Those books were then to
be published by tender, and the books published were to be sent to schools according to the number of
students registered. It was also decided with this project that the books distributed free of charge were
to be in use for at least 5 years (Bayrakgi, 2005).

Results

Table 1 shows the distribution of biology questions in the SEPE examinations in the 2008-2010
periods. The topics are the biology topics included in the new STCC. According to the distribution shown
on the grade basis, “circulation system” is the most heavily asked biology topic (8.3%) in the 6th grade.
This is followed by “Animal Reproduction, Growth and Development”, and “Flowering plant
reproduction, growth and development”. In the 7th grade, on the other hand, “sense organs” by 7.4%,
“energy flow in food chain” in the 8th grade by 12.3% are the most frequently asked questions. The
above mentioned books are in the form of triple sets. Namely, students’ book, workbook, and teacher’s
book. For our research purposes we have only used the students’ books.

The new books were prepared according to the constructivist teaching method. For this reason,
activities are emphasized in the books as in the curriculum. The activity headings are in the form of
questions for rousing interest and for leading to questioning. At the beginning the 6th grade book, the
concepts expected to be learnt are presented as a chart. In the 7th and 8th grade books, however, the
key concepts are given at the beginning of each topic. The basic questions related to the topics are
asked under the title “let’s research...”. Summaries are given at the end of the units and evaluation

4
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questions are included. The textbook exercises that we use in this research are those mentioned
evaluation questions.

Table 1.
Distribution of Biology Topics in The SEPE Examinations (2008-2010).
6th Grade 7th Grade 8th Grade
. . Proportion _. . Proportion . . Proportion Total
Biology topics to all (%) Biology topics to all (%) Biology topics to all (%) (%)
Cell 2.1 Digestive system 5.6 Mitosis 3.1 143
In humans,
Reproduction, Growth 4.2 Urinary System 5.6 Heredity 6.2 16
and Development
Animal Reproduction, Supervisory and
Growth and 6.3 Regulatory 3.7 Meiosis - 10
Development Systems
Flowering plant .
reproduction, growth 6.3 Sense Organs 7.4 DNA and the Genetic 1.5 15.2
Code
and development
supportand 42 Ecosystems 5.6 Adaptation and 46 144
Movement System Evolution
. Biodiversity in Food Chain Energy
Respiratory System - Turkey - Flow 12.3 12.3
Environmental
. Problems and*
The Circulatory 8.3 Effects of our 5.6 Matter Cycles 1.5 15.4
System
country and the
world
Recycling 1.5 1.5
Renewable and
Nonrenewable 1.5 1.5
Energy Sources
Total (%): 34.9 335 30.7

Based on http://oges.meb.gov.tr/sbs/

Curricula versus Textbooks

Table 2 shows a comparison of the proportion of time allocated to the four main learning fields
recommended in the new STCC with the percentage of textbook exercises. Accordingly, it is clear that
considerable amount of time is allocated to biology in the curriculum. The time allocated is 6.6% more
than the book exercises for the 6th grade; yet it is 2.4% and 1.6% less for the 7th and 8th grades.

Appendix B shows the time allocation recommended in the curriculum for the biology topics as well
as the percentages of exercises in the science and technology books (the 6th, 7th, and 8th grades). In
the overall proportions the recommended time is 7.1% more than the book exercises for the 6th grade
while it is 2.5% and 1.6% less for the 7th and 8th grades, respectively. There are no big differences in
terms of topics. Yet, in the topic of “environmental problems and effect of our country and world”, a
considerable difference by 5.6% is remarkable against the recommended time allocation in the
curriculum.
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Table 2.
Percentage Coverage of Each Learning Area in The Science and Technology Curriculum and Science and
Technology Textbooks by Grade Level During 2008 and 2010 (Academic Years).

6th grade 7th grade 8th grade

. Time Textbook Time Textbook Time Textbook
Learning area . . .

allocation examples allocation examples allocation examples

Living Things and Life* 304 23.8 32 344 27.8 29.4

Matter and Change 30.5 23.8 25 14 34.7 23.5

Physical Events 29.4 34 333 38.4 29.2 34

Earth and the Universe 9.7 18.4 9.7 13.2 8.3 13.1

* This topic is considered "Biology"

Textbooks versus Examinations

Table 3 presents a comparison of the proportion of exercises in the textbooks for the four main
learning fields and the proportion of questions asked in the SEPE. According to the table, a considerable
number of biology (Living Things and Life) questions are asked in the SEPE. A remarkable difference is
available by 7.4% for the 6th grade in favour of the exam questions. Similar percentages are available for
the 7th and 8th grades.

Table 3.
Percentage Coverage of Learning Areas in Science and Technology Textbooks and of the Science Sections
of the SEPE Examinations by Grade Level During 2008 and 2010 (Academic Years).

6th grade 7th grade 8th grade

Textbook Examination Textbook Examination Textbook Examination

Learning area . . .
J examples Questions examples Questions examples Questions

Living Things and Life* 23.8 31.2 34.4 333 29.4 33.8
Matter and Change 23.8 31.2 14 27.8 23.5 27.7
Physical Events 34 31.3 38.4 333 34 35.4
Earth and the Universe 18.4 6.3 13.2 5.6 13.1 3.1

* This topic is considered "Biology"

Appendix C shows the proportion of textbook exercises for biology topics and the proportion of
questions asked in the SEPE according to grade levels. In general, there are no significant differences
between the two. For the 6th grade, 6.8% difference is in favour of SEPE questions. For the 7th grade,
1.1% difference is in favour of the textbook exercises. For the 8th grade, 4.4% difference is in favour of
SEPE questions. In 11 topics the percentage of textbook exercises is higher, and in 11 topics the
percentage of SEPE questions is higher. In a topic, however, (heredity) we see equivalence. Moreover,
no questions were asked about 3 topics. They are “respiratory system” for the 6th grade, “biodiversity in
Turkey” for the 7th grade, and “meiosis” for the 8th grade. Especially the fact that no questions are
asked in the SEPE about the “respiratory system” for the 6th grade, which contains a serious amount of
exercises (43.3%) can be considered as incongruity.

Curricula versus Examinations

Table 4 compares the percentage of the questions asked in the SEPE about the four main fields of
learning stated in the curriculum with the percentage of recommended time allocation. It is clear that
the rate of SEPE questions is slightly more than the rate of recommended time.
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Table 4.
Percentage Coverage of Each Learning Area in The Science and Technology Curriculum and Questions
SEPE Examinations (During 2008 — 2010 Academic Years).

6th grade 7th grade 8th grade
Learning area Ti_me Examina.tion Ti_me Examina.tion Ti.me Examina.tion
allocation Questions allocation Questions allocation Questions
Living Things and Life* 30.4 31.2 32 33.3 27.9 33.8
Matter and Change 30.5 31.2 25 27.8 34.7 27.7
Physical Events 29.4 31.3 33.3 333 29.1 354
Earth and the Universe 9.7 6.3 9.7 5.6 8.3 3.1

* This topic is considered "Biology"

Appendix D gives the proportion of time allocation recommended in the curriculum and the
proportion of questions asked in the SEPE in details in terms of biology topics. In the tables provided
according to grade levels, the proportion of SEPE questions is found to be higher by 0.7%, 1.4% and 6%
for the 6th, 7th, and 8th grades, respectively. The reverse is also true for some topics. In the topic of
“cell” for the 6th grade 2.1% difference in favour of the recommended time is available whereas 0.4%
difference is available in the topic of “support and movement system”. For the 8th grade, in the topic of
DNA and genetic code”, 0.2% difference and in the topic of “renewable and unrenewable sources of
energy” 1.3% difference is available.

Table 5.
Incompatible Biology Content.

Coverage (%)

Grade Topics

Textbook Curriculum Test
6th Respiratory system 34 4.6 0
7th Biodiversity in Turkey 2.6 3.7 0
8th Meiosis 2 3.5 0

Various differences are available between the three dimensions (the recommended time allocation
in the curriculum, the SEPE questions, and textbook exercises) that are included in our research. In SEPE
exams, no questions have been included in three topics: Respiratory system, Biodiversity in Turkey and
Meiosis. Despite the fact that these three topics are available in considerable amounts in the new
curriculum and in the textbooks, no questions are asked in the SEPE, which can be considered as an
incongruity.

Questions are asked at a high proportion (12.3%) in the SEPE about “energy flow in food chain”,
where photosynthesis is described. Table 2 demonstrates that the time allocation recommended in the
curriculum for biology and the percentage of textbook exercises occupy a significant place in the total.
The percentages of recommended time allocation and of textbook exercises do not differ significantly
on grade basis. According to Table 3, the proportion of textbook exercises in biology field and of the
questions in the SEPE is almost the same for the 7th and 8th grades. However, for the 6th grade, a
difference of 7.4% is available. Table 4, on the other hand, compares the time recommended in the
curriculum and the SEPE questions, and shows that there are no serious differences in distribution in all
the grade levels.
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Discussion, Conclusion & Implementation

This research examined the coherence holding between primary education curriculum, textbooks
and placement tests from the perspective of biology. The basic sources used were the primary
education second stage (6th, 7th, 8th grades) curriculum for science and technology course. Textbooks
of science and technology, and secondary education entrance examinations.

This research is restricted to the national curriculum, national textbooks and the secondary
education entrance examination documents. The differing uses of those documents were excluded from
analyses. For instance, the activities included in the curriculum for the primary education second stage
science and technology course might not have been used by science teachers in the application or might
have been used in different ways. The latest change of curriculum in Turkey also made changes in
teacher training necessary. Yet, research demonstrates that teachers are not sufficiently knowledgeable
about the new curriculum (Ozden, 2007; Tekbiyik & Akdeniz, 2008), or they do not employ it in
application (Karaer, 2006). They also encounter problems related with infrastructure and time (Aydin,
2007; Bulut, 2005). In consequence, problems encountered in implementing the curriculum and the lack
of teacher education is the elements reducing the efficiency of the curriculum reform.

Several research studies have been performed in recent years on photosynthesis (Brown & Schwartz,
2009; Cafial, 1999; Griffard & Wandersee, 2001; Kapyld, Heikkinen & Asunta, 2009; Kral, Lott & Wymer,
2009; Lin & Hu, 2003; Marmaroti & Galanopoulou, 2006; Piper & Shaw, 2010; Yenilmez & Tekkaya,
2006). This may be considered as the indicator of importance attached to the teaching of this topic all
over the world. The fact that considerable quantity of questions are asked in the SEPE (12.3%) about
photosynthesis also shows the importance attached to the issue in Turkey. The subject of meiosis in the
8th grades is crucial in order to promote basis for the subjects of heredity in the curriculum of secondary
education. For this reason, it can be accepted as a deficiency of having no question about meiosis during
2008-2010 SEPE exams.

This research analyzed biology education in Turkey following the latest reform to primary education
curriculum in terms of curriculum, textbooks and national examinations. Mostly, these three elements
are compatible. However, Turkish students display low level of science achievement in national and
international examinations (such as TIMSS and PISA) (Ulusal Rapor, 2011). Therefore, it seems that it is
necessary to research the targeted outcomes and the inadequacies of educational activities in
application or the causes for outcomes failing to be reflected into achievement. Furthermore, it would
be beneficial to examine the teachers’ books and students’ workbooks by researchers, which we did not
include in our research.
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Appendices

Appendix A

The latest version of the learning outcomes defined for the biology is as in the following: At the 6th
grade level, students are expected to (MONE, 2006):

observe an animal or a plant cell through a microscope and to draw it,

show the basic parts of a cell on a plate or a model, and to describe its tasks,

list the similarities and differences between animal and plant cells following the observations,
emphasize that cells display life properties that an organism has,

give examples for different types of cells,

explain that tissues are formed with the gathering of cells with similar structures and properties
to perform the same function,

explain the cell-tissue-organ-system-organism relation,

recognize that sperms and eggs facilitating reproduction are the cells which acquire different
structures according to their tasks,

show the structures and organs enabling reproduction in humans on a plate, model or diagram,
state that reproduction organs form the germ cells necessary for the continuation of generations,
comment on the relationship between sperms/eggs/oosperm/embryo,

research and present what a prospective mother should be careful about so that an embryo can
develop in a healthy way,

interpret the changing age-size-mass relation due to growing up,

Label the developmental periods of humans in consequence of observations and to list the
remarkable characteristics,

List the physical and psychological changes arising in transition from childhood into adolescence,
Share his/her physical and psychological changes with parents/peers/personal development
experts,

Recognize that adolescence period is a natural part of human life,

Recognize the things to be done in order to pass through adolescence in a healthy way,
Recognize the importance of social organizations where growing up, development and
adolescence are researched, discussed and shared, and be eager to participate in those
organizations,

Explain through examples that animals have a life cycle,

Recognize that animals have different forms of reproduction,

Explain the causes for differences in baby caring between animal groups,

Give examples for animals experiencing mutation in developmental periods,

Show and draw the parts of a flower,

Show the parts of a flower on a model, plate, or diagram, and describe their tasks,

State the factors facilitating pollination in flowery plants,

Explain the insemination in flowery plants,

Explain where the seed and the fruit is formed on a model of plant,

Discuss the reasons why plants form a great number of seeds,

Give examples for the ways seeds spread,

Present with examples that many fruits and seeds are a source of food for animals and humans,
Recognize that products obtained from plants vary in parallel to technological development,
Show through examples that plants have a life cycle,

Record and interpret the data obtained through observations with controlled experiments on
factors influencing germination,

Observe what factors are necessary for growing by doing experiments,

Explain organic agriculture,

Recognize the importance of organic agriculture for humanity,
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Describe the parts and tasks of the parts of the bone,

Describe the importance of cartilage in the skeleton,

Classify the joints as abarthrosis, amphiarthrosis and synarthrosis and give examples,

Classify the muscles as smooth, skeletal, and cardic muscles, and give examples,

Describe the importance of muscles working adversely in movement,

Question the positive and negative behaviors influential in the health of support and movement
system,

Exemplify the contributions of technological advances to the support and movement system,
show the structures and organs constituting the circulatory system on a model, plate and
diagram,

explain the structure and function of heart,

explain the types and tasks of blood vessels,

explain the structure and tasks of blood,

show and explain systemic circulation and pulmonary circulation on a diagram,

explain that humans have different blood groups,

recognize the importance of blood donation for human body and for society, and urge the people
in the vicinity for this,

explain that lymph is the element of circulatory system and describe its importance,

give recommendations as to protect the cardiovascular health, and be careful about this,

give examples for the use of technological developments in the treatment of diseases concerning
the circulatory system,

recognize that the body has natural hurdles against harmful microorganisms (microbes),

explain that immunity protects the body against harmful microorganisms,

explain the general characteristics of viruses and bacteria, and give examples from daily life for
diseases caused by them,

explain the importance of vaccination, serum and medicine, and relate them to technological
development,

recognize the effects of unconscious use of medicine and display positive attitudes in terms of
correct use of medicine,

show the structures, and organs constituting the respiratory system on a model, plate and
diagram, and explain their tasks,

explain the structure of lungs and show the gas exchange between alveol and capillary vessels,
design a model demonstrating the inhaling exhaling mechanism,

discuss the positive-negative effects of technological developments on the respiratory system,
give practical recommendations on protecting the health of respiratory system.

At the 7th grade level, students are expected to:

show the structures and organs constituting the digestive system on a model, plate and diagram,
guess that food should undergo a change in order to be useful for the body,

explain that food should be physically and chemically digested so as to enter the blood, explain
the function of enzymes in chemical digestion,

explain the tasks of lungs and pancreas in digestion,

explain the transition of digested food into blood through intestines,

summaries the factors with negative influences in the health of digestive system,

show the structures and organs constituting the excretory system on a model, plate and/or
diagram,

explain the duty and importance of the kidneys in the excretory system,

recognize the precautions to be taken to protect the health of the excretory system,

give examples for technological developments used in the treatment of some kidney diseases,

10
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explain that the supervisory and regulatory system enable the systems in the body to operate
regularly and in coordination,

show the parts of nervous system on a model, plate and diagram,

explain the tasks of the parts of nervous system,

design experiments to observe reflexes,

show the endocrine glands on a model, plate and/or diagram and explain their tasks,

recognize the roles of the sense organs in perceiving the stimuli in the environment,

explain the structure of sense organs on figures and/or models,

explain the types of stimuli that sense organs perceive and how they respond to the stimuli,
show the relations between smelling and tasting through experiments,

give examples for malfunctions of sense organs and for the use of technology in fixing the
malfunctions,

give examples for precautions to be taken for protecting the health of sense organs from daily
life,

put oneself in the place of someone with seeing or hearing defects and try to understand them,
give examples for the working of all the systems in the body altogether and in coordination,
research the effects of substances causing addiction on the systems and present them,
emphasize the importance of organ donation,

appreciate the people continuing their work in the society despite their health problems and
show them understanding,

explain the concepts of species, habitat and population with examples,

explain the mutual relations of living organisms in an ecosystem as well as their relations with
non-living factors,

make guesses about living things that may be available in differing ecosystems,

compare the ecosystems in terms of variation of living things and climate properties,

recognize the biological variation in ecosystems and emphasize its importance,

give examples for species in danger of extinction in our country and in the world,

make recommendations on how to protect the plants and animals under the risk of extinction in
our country and in the world,

show affection to the plants and animals in the environment,

gather information on one of the environmental problems available in the world and in our
country, and discuss the consequences,

make inferences about how a global environmental problem can influence our country,
recommend coordination-based solutions for the environmental problems in our country and in
the world, and participate in social events for this,

give examples for Ataturk’s practices related with environmental love,

At the 8th grade level, students are expected to:

explain that growing and reproduction occur in living things through cell division,

describe mitosis as a number of phases beginning with nuclear fission and coming after another;
recognize the importance of chromosomes in mitosis and point out that the number of
chromosomes may differ in different species,

explain the importance of mitosis in living things and relate it to growing and reproduction,
compare the similarities and differences between him/her and his/her parents by observation,
infer that babies are similar to their parents, but that they are not the same,

analyses the importance of Mendel’s work in heredity,

gather information on the concept of genes, and recognize dominant and recessive genes,
comprehend the relation between phenotype and genotype,

solve problems about the heredity of one single character,

give examples for some genetic diseases common in humans,

11
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research the negative consequences of kin marriages and discuss them,

give examples for the effects of scientific and technological advances on the treatment of genetic
diseases,

make the inference that reproductive cells are formed through meiosis,

recognize the importance of meiosis for living things,

list the properties distinguishing meiosis from mitosis,

recognize that hereditary knowledge is carried by genes,

show the structure of DNA on a diagram and produce a simple model of DNA,

show how DNA synchronize itself by doing a simple model,

make associations between the concepts of nucleotide, gene, and DNA,

describe mutation and modification and explain the difference through examples,

give brief information on the present day applications of genetic engineering and discuss them,
guess the implications of developments in genetic engineering for humanity,

appreciate the positive consequences of developments in genetic engineering,

gather information on the importance of biotechnological work in our life and give relevant
examples for working fields,

explain the adaptation of living things into the habitat with examples,

explain why different organisms in the same habitat develop similar adaptations,

give examples for the fact that the adaptation of living things can contribute to biological
variation and to evolution,

give examples for different views of evolution,

make the inference that producers are at the beginning of the food chain,

explain that producers photosynthesize and thus produce simple sugar and oxygen,

give a list of things necessary for photosynthesis,

observe the necessity of light in photosynthesis by doing experiments,

describe photosynthesis with an equation,

discuss the importance of photosynthesis for living things,

explain that producers transform photosynthesis and the solar energy into usable energy,

state that living things need energy to live,

explain that consumers in the food chain meet their energy needs through producers,

discuss the importance of respiration for living things,

show the products formed in consequence of respiration with oxygen through experiments,
guess the equation for respiration with oxygen through observations,

explain that some living organisms provide the energy necessary for living without using oxygen,
give examples for anaerobic respiration from daily life,

compare the equation of respiration with oxygen with the equation of photosynthesis and
explain the relations between the two,

explain the relations between the producers and the consumers in terms of nutrition and energy
flow,

explain the matter cycles in parallel to the energy flow in the food chain,

give examples for renewable and unrenewable sources of energy,

research the use of renewable and unrenewable sources of energy and present the findings,
emphasize the importance of using renewable sources of energy,

make a design which may serve as an example for the use of renewable sources of energy,
explain what recycling is, and its necessity with examples,

put recycling applications into effect in the environment of living.

12
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Appendix B

Percentage coverage of biology learning area in science and technology curriculum and science and

technology textbooks by grade level during the post-reform period

Table 6.

6th Grade Biology Coverage in Curriculum and Textbooks (%).

Topics TA TE
Cell 4.2 2.88
In humans. Reproduction. Growth and Development 4.2 4.33
Animal Reproduction. Growth and Development 4.2 2.88
Flowering plant reproduction. growth and development 4.2 4.33
Support and Movement System 4.6 2.40
Respiratory System 4.6 4.33
The Circulatory System 4.6 3.37
Total 30.6 24.5
Table 7.

7th Grade Biology Coverage in Curriculum and Textbooks (%).

Topics TA TE
Digestive system 5.2 4.0
Urinary System 5.2 2.6
Supervisory and Regulatory Systems 5.2 6.0
Sense Organs 5.2 2.6
Ecosystems 3.7 7.3
Biodiversity in Turkey 3.7 2.6
Environmental Problems and Effects of our country and the world 3.7 9.3
Total 319 34.4
Table 8.

8th Grade Biology Coverage in Curriculum and Textbooks (%).

Topics TA TE
Mitosis 3.3 13
Heredity 3.3 4.6
Meiosis 33 2.0
DNA and the Genetic Code 3.3 3.9
Adaptation and Evolution 3.3 3.9
Food Chain Energy Flow 2.8 6.5
Matter Cycles 2.8 33
Recycling 2.8 1.3
Renewable and Nonrenewable Energy Sources 2.8 2.6
Total 27.8 29.4

TA: Time allocation. TE: Textbook examples
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Appendix C

Percent coverage of biology learning area in science and technology textbooks and the SEPE

examinations by grade level during the post-reform period.

Table 9.

6th Grade Biology Coverage in Textbooks and SEPE Examinations (%).

Topics TE EQ
Cell 2.88 2.1
In humans. Reproduction. Growth and Development 4.33 4.2
Animal Reproduction. Growth and Development 2.88 6.3
Flowering plant reproduction. growth and development 4.33 6.3
Support and Movement System 2.40 4.2
Respiratory System 4.33 0.0
The Circulatory System 3.37 8.3
Total 24.5 31.3
Table 10.

7th Grade Biology Coverage in Textbooks and SEPE Examinations (%).

Topics TE EQ
Digestive system 4.0 5.6
Urinary System 2.6 5.6
Supervisory and Regulatory Systems 6.0 5.6
Sense Organs 2.6 5.6
Ecosystems 7.3 5.6
Biodiversity in Turkey 2.6 0.0
Environmental Problems and Effects of our country and the world 9.3 5.6
Total 34.4 33.3
Table 11.

8th Grade Biology Coverage in Textbooks and SEPE Examinations (%).

Topics TE EQ
Mitosis 13 4.6
Heredity 4.6 4.6
Meiosis 2.0 0.0
DNA and the Genetic Code 3.9 3.1
Adaptation and Evolution 3.9 6.2
Food Chain Energy Flow 6.5 4.6
Matter Cycles 33 6.2
Recycling 1.3 3.1
Renewable and Nonrenewable Energy Sources 2.6 1.5
Total 29.4 33.8

TE: Textbook examples. EQ: Examination questions
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Appendix D

Percentage coverage of biology learning area in science and technology curriculum and the SEPE
examinations by grade level during the post-reform period.

Table 12.

6th Grade Biology Coverage in Curriculum and SEPE Examinations (%).

Topics TA EQ
Cell 4.2 2.1
In humans. Reproduction. Growth and Development 4.2 4.2
Animal Reproduction. Growth and Development 4.2 6.3
Flowering plant reproduction. growth and development 4.2 6.3
Support and Movement System 4.6 4.2
Respiratory System 4.6 0.0
The Circulatory System 4.6 8.3
Total 30.6 31.3
Table 13.

7th Grade Biology Coverage in Curriculum and SEPE Examinations (%).

Topics TA EQ
Digestive system 5.2 5.6
Urinary System 5.2 5.6
Supervisory and Regulatory Systems 5.2 5.6
Sense Organs 5.2 5.6
Ecosystems 3.7 5.6
Biodiversity in Turkey 3.7 0.0
Environmental Problems and Effects of our country and the world 3.7 5.6
Total 319 33.3
Table 14.

8th Grade Biology Coverage In Curriculum and SEPE Examinations (%).

Topics TA EQ
Mitosis 33 4.6
Heredity 33 4.6
Meiosis 33 0.0
DNA and the Genetic Code 33 3.1
Adaptation and Evolution 33 6.2
Food Chain Energy Flow 2.8 4.6
Matter Cycles 2.8 6.2
Recycling 2.8 3.1
Renewable and Nonrenewable Energy Sources 2.8 1.5
Total 27.8 33.8

TA: Time allocation. EQ: Examination questions

Appendix E

List of textbooks used in this study:

Korkmaz, H., Tatar, N., Kiray, S.A. & Kibar, G. (2010). ilkégretim fen ve teknoloji 6 ders kitabi (Science 6).
Ankara: Tuna Matbaacilik.

Tung, T., Bagcl, N., Yoriik, N., Kéroglu, N.G., Altinoglu, U.C., Basdag, G., Keles, O., ipek, I. & Bakar, E.
(2010). iikégretim fen ve teknoloji 7 ders kitabi (Science 7). istanbul: Bediralp Matbaacilik.

Tung, T., Bakar, E., Basdag, G., ipek, I., Bagci, N., Kéroglu, N.G., Yoriik, N. & Keles, O. (2010). ilkégretim
fen ve teknoloji 8 ders kitabi (Science 8). istanbul: Bediralp Matbaacilik.
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Makale Bilgisi 0z

Turkiye'de egitimde reform hareketi 1990lardan sonra hiz kazanmistir. Bu

DOI: 10.14527/pegegog.2014.007 dogrultuda zorunlu egitim 5 yildan 8 yila gikartiimistir. Bu degisimlerin sonucu

olarak, ilkogretim programinda 2000 ve 2004 vyillarinda yenilemeler yapilmistir.

Makale gegmisi:

Gelis 19 Agustos 2013 Resmi egitimde program, ders kitaplari ve bir st 6grenim kademesine gegis

Diizeltme 29 Aralik 2013 sinavlari 6nemli bilesenlerdir. Arastirmamizda, ilkégretim biyoloji egitimi (6, 7 ve 8.

Kabul 30 Ocak 2014 siniflar) agisindan program, ders kitaplari ve Seviye Belirleme Sinavlar (SBS)

arasindaki icerik uyumu incelenmistir. Sonug¢ olarak bu li¢ 6ge arasinda genel

- manada bir uyum oldugu soylenebilir. Ancak, 2008-2010 yillari arasinda bazi

Anahtar kelimeler: biyoloji konularinda hi¢ soru ¢ikmamasi bir uyumsuzluk olusturmaktadir.

P.rografn,w o Calismamizin son kisminda ise, gelecekte yapilabilecek program degisiklikleri veya

Biyoloji egitimi, giincellemelerine yonelik bazi 6neriler sunulmustur.

Tirk egitim sisteminde reform,

Fen egitimi.

Giris

Egitim sistemi genel anlamda 6grenci, 6gretmen ve programdan (mifredat) olusur. Egitim
sistemindeki yenilikler ise programdaki giincellemeler ile meydana gelir. Tirkiye’de 1923 yilinda
cumhuriyetin kurulmasindan sonra ilk program 1924 yilinda ilkogretim programi olarak hazirlanmistir
(Goziitok, 2008). Daha sonralari ihtiyaclar baglaminda ¢esitli zamanlarda program yenilemeleri
yapilmistir. Turkiye’de 1997 yilina kadar zorunlu egitim 5 yil iken; 18.08.1997 tarih 4306 sayili yasa ile 8
yillik zorunlu egitime gecilmistir (MEB, 2011: 12) Bu baglamda ilk 5 yila ilkdgretim birinci kademe,
devamindaki 3 vyila ilkdgretim ikinci kademe denilmistir. Bu degisikligin devaminda ilkdgretim
programina 2000 ve 2004 yillarinda degisiklikler planlanmistir. Son planlanan ilkégretim programinda ise
fen bilgisi olan fen dersinin adi “fen ve teknoloji” olarak degistirilmistir.

Tarkiye’de son vyillarda yapilan egitim reformlari gesitli arastirmalarin konusu olmustur (Akinoglu,
2008; Goziitok, 2003; Unal, Costu ve Karatas, 2004) Egitim reformlarinin yapisal olmasi gerektigini
soyleyen Aksit, 6gretim programinin bu yapinin sadece bir pargasi oldugunu belirtmistir. Tirk
ogrencilerin uluslararasi sinavlarda ortalamanin altinda basari sergilemelerinin yeni program revizyonlari
icin temel bir gerekge oldugunu vurgulamistir (Aksit, 2007).

Kog vd. (2007), 2004 ilk6gretim programinin temellerini incelemis ve bir 6nceki ile karsilastirmistir.
Sonucunda ise, igerik agisindan 2004 programinin bir Onceki program ile c¢ok buyik benzerlik
gostermesine ragmen, epistemolojik agidan ve 6gretim yontemleri agisindan oldukga farkli oldugunu
belirtmektedir. Dindar ve Taneri (2011), 1968 yilindan bu yana gelistirilen ilkogretim fen programlarini
amag, kavram ve etkinlikler yoniinden kiyaslamistir. 2004 programina kadar ki tim programlarin icerik,
amaglar ve aktiviteler agisindan olduk¢a benzer olmasina ragmen 2004 programinin temel 6gretim
felsefesi ve 6gretim yontemleri agisindan farkliligina vurgu yapmislardir. Babadogan ve Olkun (2006),

*
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yeni ilkégretim programini matematik dersi agisindan incelemis ve sonucunda; 2004 programinin
yapisalci 6gretim tekniklerini benimsedigini belirtmislerdir.

Grosman (2007), Tirkiye'de egitim politikalari ve 6gretmen egitimi agisindan son 30 yil igerisinde
gelistirilen programlari incelemistir. Calismasinin sonu¢ kisminda, 6gretmen adaylarinin program
uygulamalari ve 6gretimde kullanimi agisindan niteligin artirilmasi gerektigini ifade etmektedir. Bazi
arastirmalarda ise 6gretmen gorisleri ile son ilkogretim fen ve teknoloji programi degerlendirilmistir
(Ozden, 2007; Demirbas, 2008). Bulut (2005) ise, 6grenci goriisleri yoluyla son gelistirilen ilkdgretim
matematik programini degerlendirmis ve programin uygulamasinda fiziksel kosullarin yetersizliginden
kaynaklanan bazi sorunlara dikkati cekmistir.

Bircok arastirmada okul kitaplari igerikleri agisindan incelenmistir (Abd-El-Khalick, Wters ve Le, 2008;
Chiappetta ve Fillman, 2007; de Posada, 1999; Delil, 2006; irez, 2009; Knain, 2001; Leite, 1999; Lemoni,
Stamou ve Stamou, 2011; Niaz, 1998; Rillero, 2010; Roseman, Stern ve Koppal, 2010; Tracana, Carvalho
ve Ferreira, 2008; van Eijicg ve Roth, 2008; Wilkinson, 1999; Yang, 2011). Bazi makalelerde ise 6grenci ve
ogretmenlerin okul kitaplarini nasil kullandiklari ve bunlar hakkindaki gérusleri incelenmistir (Gines,
Celikler ve Gokalp, 2008; Lubben, Campbell, Kasanda, Kapenda, Gaoseb ve Kandjeo-Marenga, 2003;
Mulayim ve Soran, 2002). Kitaplarin elektronik ortama aktarildigi giiniimlzde ise Kim ve Jung (2010) ve
Sun, Flores ve Tanguma (2012) e-kitaplarin 6gretime katkilarini sorgulayan makaleler yazmiglardir. Bu
baglamda Tirkiye’de de diinyada oldugu gibi okul kitaplari resmi egitimde vazgecilmez bir unsurdur.

Nakiboglu (2009) orta 6gretim 6gretmenlerinin 6gretimde ders kitabi kullanimlarini arastirmistir.
Arastirmasinda, 6gretimin tim asamalarinda 6gretmenlerin ders kitabi kullaniminin dasiik seviyede
oldugu belirtmektedir. Bunun sebebinin, LYS (HEPE) sinavlari ile ders kitaplari arasindaki uyumsuzluk
oldugunu ifade etmektedir. incikabi (2011) arastirmamiza benzer bir ¢alismayi ilkdgretim geometri alani
acisindan yapmis ve program, ders kitaplari ve SBS sinavlari arasindaki uyumun 6nemine dikkati
¢ekmistir.

Arastirmamiz dokiiman analizi bigciminde bir nitel arastirmadir. Bu ¢ercevede 2008-2010 arasi SBS
sinavlari (6, 7 ve 8. siniflar icin), ders kitaplari ve 2004 fen ve teknoloji dersi programi icerik agisindan
incelenmistir. Arastirmamizin odak sorulari soyledir:

Tirkiye'de ilkogretim biyoloji egitimi agisindan;

1. 2008-2010 SBS sinavlarinda ¢ikan sorularin daghmi nasildir?

2. Konu bazinda ders kitaplarinda gegen alistirmalar ile programda ayrilan zaman arasinda bir uyum
var midir?

3. Konu bazinda ders kitaplarinda gegen alistirmalar ile SBS sinavlarinda ¢ikan sorular arasinda bir
uyum var midir?

4. Konu bazinda programda ayrilan zaman ile SBS sinavlarinda c¢ikan sorular arasinda bir uyum var
midir?

Tirkiye’de 2012 yih itibari ile 4+4+4 seklinde 12 yillik zorunlu egitime gecilmistir (MEB, 2012). Bu
baglamda, program, ders kitaplari ve orta 6gretime gegis sinavlari glincellenmektedir. Arastirmamizda
elde edilen bulgularin gelecekteki bu glincelleme galismalarina faydali olacagi inancindayiz.

Yontem

Arastirmamiz dokiiman analizi formunda nitel bir arastirmadir (Yildinm ve Simsek, 2011). Bu
arastirmada, bahsi gecen dokiimanlar iki karsilastirmalar seklinde karsilastiriimistir. ilk olarak, ders
kitaplarinda biyoloji tnitelilerinde gecen alistirmalarin yiizdelik orani, ilgili Gnitenin programda ayrilan
zamaninin yiizdelik orani ile kiyaslanmistir. ikinci olarak, ders kitaplarinda biyoloji (initelilerinde gegen
alistirmalarin yiizdelik orani, ilgili Gnitenin SBS sivalarinda ¢ikan sorularinin yiizdelik orani ile
kiyaslanmistir. Son olarak, biyoloji linitelerin programda ayrilan zamaninin yiizdelik orani, ilgili Gnitenin
SBS sivalarinda ¢ikan sorularinin yiizdelik orani ile karsilastirilmistir.
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Bulgular
Tablo 1.
2008-2010 SBS Sinavlarinda Gikan Sorularin Biyoloji Konulari Agisindan Dagilimi.
6. Sinif 7. Sinif 8. Sinif
Bivoloii konulart Yiizdelik Biyoloji Yiizdelik Biyoloji Yiizdelik Toplam
yoloj orani (%) konulan orani (%) konulan orani (%) (%)
Hicre 2.1 Sindirim sistemi 5.6 Mitoz 3.1 14.3
Insanlarda ~ Oreme g iimsistemi 5.6 Kaltim 6.2 16
blylime ve gelisme
Hayvanlarda dreme Denetleyici  ve
..y.. . 6.3 dizenleyici 3.7 Mayoz - 10
blylme ve gelisme .
sistemler
Cicekli bitkilerde .
dreme biyame ve 63 WU 74  DNA ve genetik 15 152
. organlarimiz kod
gelisme
Destek ve hareket 4.2 Ekosistemler 5.6 Adaptasyon  ve 4.6 14.4
sistemi evrim
Solunum Sistemi - Turkiye'de - Besin zinciri ve ;4 12.3
biyogesitlilik enerji akisi
Dolagim Sistemi 8.3 Cevre‘ sF)runIarl 5.6 Madde dongdleri 15 15.4
ve etkileri
Geri donisim 1.5 1.5
Yenilenebilir  ve
Yenilenemez 15 1.5
enerji kaynaklarn
Toplam (%): 349 33.5 30.7

http://oges.meb.gov.tr/sbs/ adresinden edinilmistir.

Tablo 1, bize 2008-2010 vyillari arasinda SBS sinavlarinda ¢ikan sorularin biyoloji Unitelerine gore
dagihmini vermektedir. Arastirmamiza 2008-2010 yillari arasindaki SBS sinavlarinin dahil edilmesinin ana
sebebi bu yilar arasinda 6, 7 ve 8. siniflarin tamamina uygulanmig olmasidir. SBS sinavlarinda en fazla
soru ¢ikan konulara baktigimizda; 6. sinifta “dolagim sistemi”, 7. sinifta “duyu organlarimiz”, 8. sinifta

“besin zinciri ve enerji akisi” oldugunu gérmekteyiz. ikili kiyaslamalar asagida verilmistir.

Program-Ders Kitabi Karsilagtirmasi

Tablo 2.

2008-2010 Ogretim Yillarinda Fen ve Teknoloji Ders Kitaplarindaki Biyoloji Konularinda Kullanilan

Alistirmalar ile Programda Onerilen Zamanlarin Yiizdelik Oranlari.

6. Sinif 7. Sinif 8. Sinif
Ogrenme alani Ayrilan Zaman Alistirma Ayrilan Zaman Alistirma Ayrilan Zaman Alistirma
Canlilar ve hayat* 30.4 23.8 32 34.4 27.8 29.4
Madde ve degisim 30.5 23.8 25 14 34.7 23.5
Fiziksel olaylar 294 34 333 38.4 29.2 34
Dlnya ve evren 9.7 18.4 9.7 13.2 8.3 13.1

* Bu 6grenme alani "Biyoloji" olarak degerlendirilmistir.

Tablo 2 de, 2006 fen ve teknoloji programinda biyoloji ile ilgili 6grenme alanini kapsayan konularda
onerilen slreler ile ders kitaplarindaki ilgili konularda yer alan alistirmalarin yizdelik oranlari
kiyaslanmustir. 7. sinif “madde ve degisim” ve 6. sinif “diinya ve evren” 6grenme alani agisindan program
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ve ders kitaplari arasinda 6nemli bir fark goziikmektedir. Diger 6grenme alanlarinda ise program ve ders
kitaplari arasinda bir uyum oldugu sdéylenebilir.

Ders Kitabi-Sinavlar Karsilagtirmasi

Tablo 3.
2008-2010 Ogretim Yillarinda Fen ve Teknoloji Ders Kitaplarindaki Biyoloji Konularinda Kullanilan
Alistirmalar ile Sinavlarda Cikan Sorularin Yiizdelik Oranlari.

6. Sinif 7. Sinif 8. Sinif
Ogrenme alani Alistirma Sof:l‘:x Alstirma SO?:IT::: Alistirma Sof:;:x
Canlilar ve hayat* 23.8 31.2 34.4 333 29.4 33.8
Madde ve degisim 23.8 31.2 14 27.8 23.5 27.7
Fiziksel olaylar 34 31.3 38.4 333 34 35.4
Dlinya ve evren 18.4 6.3 13.2 5.6 13.1 3.1

* Bu 6grenme alani "Biyoloji" olarak degerlendirilmistir.

Tablo 3 de, biyoloji ile ilgili 6grenme alanini kapsayan konularda ders kitaplarinda yer alan
alistirmalarin yizdelik oranlarini ile 2008-2010 yillari arasinda SBS sinavlarinda ¢ikan sorularin yiizdelik
oranlari kiyaslanmigtir. “dlinya ve evren” 6grenme alani agisindan ders kitabi ve SBS sinavlarinda ¢ikan
sorular arasinda kayda deger bir fark goziikmektedir. Ders kitaplarinda 6nemli oranda alistirma yer
almasina ragmen SBS sinavlarinda ayni oranda “diinya ve evren” 6grenme alanindan soru ¢gikmamistir.
Bu, bir uyumsuzluk olarak gézikmektedir.

Program-Sinavlar Karsilagtirmasi

Tablo 4.
Programdaki Biyoloji Konularina Ayrilan Zaman ile 2008-2010 Yillarinda Sinaviarda Cikan Sorularin
Yiizdelik Oranlari.

6. Sinif 7. Sinif 8. Sinif
Ogrenme alani Ayrilan Sinav  Ayrilan Sinav Ayrilan Sinav
Zaman Sorulari Zaman Sorulari Zaman Sorulari
Canlilar ve hayat* 30.4 31.2 32 333 27.9 33.8
Madde ve degisim 30.5 31.2 25 27.8 34.7 27.7
Fiziksel olaylar 29.4 31.3 33.3 33.3 29.1 35.4
Dlnya ve evren 9.7 6.3 9.7 5.6 8.3 3.1

* Bu 6grenme alani "Biyoloji" olarak degerlendirilmistir.

Tablo 4 de, biyoloji ile ilgili 6grenme alanini kapsayan konularda programda 6nerilen siireler ile 2008-
2010 SBS sinavlarinda ¢ikan sorularin yizdelik oranlar kiyaslanmistir. “diinya ve evren” 6grenme
alaninda 8. sinifta programda 6nemli oranda zaman ayrilmis iken SBS sinavlarinda ayni oranda soru
¢ikmadigini gdrmekteyiz. Bu, program ve SBS sinavlari arasinda bir uyumsuzluk olarak diistinilebilir.

Tablo 5 de, 2008-2010 vyilari arasinda SBS sinavlarinda hi¢ soru c¢ikmayan biyoloji konulari
gosterilmistir. Ders kitaplari ve programda dnemli oranda yer alan bu konularda SBS sinavlarinda hig
soru ¢tkmamis olmasi makalemizin ele aldigi G¢ unsur (program-ders kitaplari-SBS sinavlari) arasinda bir
uyumsuzluk olarak goriilmektedir.
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Tablo 5.
2008-2010 SBS Sinavlarinda Hi¢ Soru Cikmayan Biyoloji Konulari.

Yiizdelik oran (%)

Sinif Konular
Ders kitabi Program Test
Solunum sistemi 3.4 4.6 0
7 Turkiye’de biyogesitlilik 2.6 3.7 0
Mayoz 2 3.5 0

Sonug, Tartisma ve Oneriler

ikili karsilastirmalarda, makalemizde karsilastirilan ¢ degisken arasinda (program, yerlestirme
sinavlari ve ders kitaplari) genel anlamda bir uyumun oldugu séylenebilir. 2008-2010 yillari arasinda SBS
sinavlarinda yaklasik Ugte bir oraninda biyoloji sorularinin ¢iktigini gérmekteyiz. Arastirmamiz resmi
program, resmi ders kitaplari ve orta 6gretime gecis sinavi evraklari ile sinirhdir. Bu dokiimanlarin
uygulamadaki farkh kullanimlari degerlendirme digi birakilmistir. Ornegin resmi ilkdgretim ikinci kademe
fen ve teknoloji dersi 6gretim programi icerisinde yer alan etkinlikler fen 6gretmenleri tarafindan
uygulamada kullanilmamis veya farkli bicimlerde kullaniimis olabilir.

Tirkiye’deki en son 6gretim programi degisikligi 6gretmen egitiminde de degisiklige gidilmesini
gerekli kilmistir. Ancak, arastirmalar gostermektedir ki 6gretmenler yeni program hakkinda yeterli bilgiye
sahip degillerdir (Ozden, 2007; Tekbiyik ve Akdeniz, 2008) veya uygulamada c¢ok fazla
kullanmamaktadirlar (Karaer, 2006). Ayni zamanda programin uygulama sirecinde alt yapi ve zaman
sorunlari yasamaktadirlar (Aydin, 2007; Bulut, 2005). Sonug olarak programin uygulamasinda karsilasilan
sorunlar ve 6gretmen egitimi eksikligi yeni program reformunun verimliligini azaltan unsurlardir.

Ders kitaplarinda ve programda yer almasina ragmen (¢ konuda (Solunum sistemi, Tlrkiye'de
biyocesitlilik ve Mayoz) 2008-2010 yillari arasinda SBS de hig soru ¢cikmamis olmasi bir uyumsuzluk olarak
gorilebilir. Son yillarda fotosentez konusu lizerine birgok arastirma yapilmistir (Brown ve Schwartz,
2009; Caial, 1999; Griffard ve Wandersee, 2001; Kapyld, Heikkinen ve Asunta, 2009; Kral, Lott ve
Wymer, 2009; Lin ve Hu, 2003; Marmaroti ve Galanopoulou, 2006; Piper ve Shaw, 2010; Yenilmez ve
Tekkaya, 2006). Bu, tim diinyada bu konunun 6gretimine verilen 6nemin bir gostergesi sayilabilir.
Fotosentez ile ilgili ciddi oranda SBS de soru gikmasi (12,3%), Turkiye’de de bu konuya verilen 6nemi
gostermektedir. Ancak, 8. sinif mayoz konusu, orta 6gretim programda yer alan kalitim konularinin alt
yapisini olusturmasi agisindan énem arz etmektedir. Bu konuda, 2008-2010 yillari arasinda SBS de hig
soru ¢ikmamis olmasi bu agidan 6nemli bir eksiklik olarak distinilebilir.

Ulusal ve uluslararasi sinavlarda (TIMSS, PISA) Tiurk ogrenciler fen alaninda diisik basar
sergilemektedirler (Ulusal Rapor, 2011). Bu sebeple, gelecekteki arastirmalarda hedeflenen kazanimlar
ve Ogretim etkinliklerinin uygulamadaki eksikliklerinin veya basariya yansimama nedenlerinin
arastirilmasi bir ihtiyag¢ olarak gorilmektedir. Ayrica, arastirmamiza dahil etmedigimiz 6gretmen kilavuz
kitaplari ve 6grenci ¢alisma kitaplarinin da yeni arastirmalarca incelenmesi faydali olacaktir.
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Introduction

In Turkey for many years education supervision had been performed with a perspective of checking
and inspecting the teachers for their misbehaviors. In many applied researches the encountered
problems in education supervision have been emphasized. Most of these researches featured
problematical of model in education supervision, structure and organization. Besides being attached to
the national education directors in provinces, doing a control-oriented formal audit instead of
counseling, comforting and development-based audit, to be given to supervisors widely divergent and
conflicting roles such as guidance and investigation, the prejudiced approach of teachers to supervision,
the lack of an explicit and constructive communication between teachers and supervisors, the
insufficient number of the supervisors, having to much work load, not having educate time for the
supervision and counseling can be sort as certain problems come up from the researches (Arabaci, 1995;
Arslantas, 2007; Atay, 1995; Aydin, 1993; Balaban, 2005; Balci, Aydin, Yilmaz, Memduhoglu & Apaydin,
2007; Burgaz 1995; Biyikisik, 1989; Can, 2004; Ciger, 2006; Dagli, 2004; Doganay, 2006; Dongel, 2006;
Diindar, 2005; Ecevit 1996; Eyi, 2007; Giilcan, 2003; Giindiiz, 2008; ilgan, 2006; Kapusuzoglu, 1988;
Karakis, 2007; Kartal 1997; Kavas, 2005; Korkmaz, 2007; Korug, 2005; Memduhoglu, Aydin, Yilmaz,
Giungor & Oguz, 2007; Memduhoglu & Zengin, 2010; Memduhoglu & Zengin, 2012; Memisoglu, 2001;
Olgun, 2005; Pinardag, 2005; Sabanci & Glinbayi, 2004; Sari, 1987; Sahin, 2005; Tasar, 2000; Taymaz,
2002, Tok, 2004; Uyanik, 2007; Uygur, 2006; Unal, 1999; Yavuz, 1995; Yildirim, 2007).

Nowadays in the contemporary education perception, education supervisors are charged with the
leading role to increase the quality of education at school and teachers and students learning
(Sergiovanni & Starratt, 2002; Kowalski & Brunner, 2005; Nelson & Sassi, 2000; Swaffield & MacBeath,
2005; Weiss & Weiss, 2001; Zepeda, 2001, 2002). In Turkey the existing supervision model considered as
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a troubled field that cannot meet the need, it is emphasized in this field radical and totalitarian
reorganization is required and it should be reconstructed. In this point it is seen a large study oriented of
reconstruction of the structure and process dimensions of education supervision is necessary. Moving
from this necessity troubles from supervision system, considering the circumstances and contemporary
education perception of Turkey, a new education supervision model focused on developing counseling
and education process has been improved

As seen in organization schema in Figurel, the new education supervision model providing
supervision system integration is coordinated by Counseling and Supervision Presidency whose
counseling and supervision activities are directly attached to the ministry. Within the Counseling and
Supervision Presidency, central education supervisors department exists in the ministry central
organization and local education supervisors department exists in the country organization. There are
counseling and supervision groups and investigation and inquiry groups within local education
supervisors department. This model suggests single supervision system that can be coordinated by one
unit instead of dual supervision system. In country organization provides supervision to be done in local
level and allows supervision groups based on proficiency/branch.

The aim of this study is to develop a model for the sub-system of education supervision in Turkey
and to put forth how the developed model is adopted and applicable by the education supervisors. In
the study to reach this general aim the answers for the questions below are sought.

1. What level the education supervisors adopt and find applicable the new developed education
supervision model?

2. Does the adaptation and finding applicable level of the new education supervision model that put
forward for the education supervisors show changes according to their degree, total working
period and the region they are working?

Method
Research Design

The study is in the descriptive scanning model aimed to determine education supervisors ideas about
developed education supervision sub system model. In the study mixed method that consists of
guantitative and qualitative methods is used.

Participants

3083 education supervisors over Turkey create the universe of the study (MEB 2009f). The sample of
the present study is composed of 555 education supervisors selected in two provinces of each
geographic region. The sample is stated with the luminal sampling technique. According to this State
Planning Organization (DPT), basing on the socio-economic development index of the provinces (Dinger
& Ozaslan, 2004), a developed and ever-developing province determined randomly in each region. 85%
of supervisors included in the sampling have an over 20 years length of service.

Instrument

Semi-structured interview form is used as the data collection instrument. Interview questions are the
data of the study is gathered by the “Education Supervision Model Scale [Egitim Denetimi Modeli Olcegi
(EDMO)] reflecting the basics education supervision model that has been developed by the surveyors
and individual interviews. The validation and reliability analysis of the scale, whose primary practice is
done on the 117 education supervisors from Van, Kahramanmaras and Malatya provinces, is done. The
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scale is 46 items and five rating participation scale, and structured open ended question form is used in
the interviews.

Data Analysis

The gathered original data during the study are analyzed with the descriptive (frequency, percentage
and arithmetic average) and parametric tests. Also the opinions in the asked structured open ended
questions are analyzed with the content analysis.

Results

According to research results, some themes including activity, time, student, preparation for other
The education supervisors those participate the study had “wholly” adopted the structural dimension
that reflects the organization structure and the process dimension that reflects the operation and had
found out that both the structure and operation dimensions can “wholly” be executable in Turkish
Education System.

Discussion, Conclusion & Implementation

The wholly adapting of the structure dimension of the model by the supervisors and finding it
executable in Turkish Education System, shows that the model is suitable for the circumstances of
Turkey, realistic and offers a structure oriented to the necessity. The model suggesting a mono
supervision structure that coordinated by one unit instead of a dual supervision structure and the
ministry providing local level structuring and allowing supervision groups based on proficiency/branch,
have the effect on the adoption and applicable level to be so high can be said.

According to the other symptoms came up education supervisors think that the model developed for
the supervisor assistants can be more applicable in Turkish Education System. As educations supervisors
vocational seniority rise the education supervisors’ opinions concerning the reformed model can be
applicable in Turkish Education System grow positively. The education supervisors working in Central
Anatolia Region have adopted the suggested model less than the supervisors working in other regions.
The supervisors working in Southeast Anatolia and East Anatolia Regions have found it less applicable as
well.

As a result the problems in the supervision system, considering the circumstances of Turkey and
contemporary education conception the new reformed education supervision model focused on
developing counseling and education process has the potential to provide significant contributions to
Turkish Education System. It is thought to be a model that the decision makers can benefit from while
doing regulations and performers can benefit from in their practice. The education supervisors in Turkey
fully adopting the new model and finding it applicable in Turkey can be accepted as an indicator. On this
point doing surveys about the education supervision sub system structural problems and concerned
with the process, getting the opinions of the participants such as ministry supervisors who refused to
participate this study at first, teachers, education supervisors, the administrators in ministry and
principals, using quantitative and qualitative methods together will be useful.
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Makale Bilgisi Oz

Bu arastirmanin amaci, Turkiye’de egitim denetimi alt sistemi icin bir model

DO 10.14527/pegegog.2014.008 gelistirmek ve gelistirilen modelin egitim denetmenleri tarafindan ne dizeyde

benimsendigini ve uygulanabilir bulundugunu ortaya koymaktir. Nitel ve nicel

Makale gegmisi:
Gelis 18 Eylil 2013 yontemlerin birlikte kullanildigi arastirmanin evrenini Tirkiye genelinde gorev
Diizeltme 02 Ocak 2014 yapan egitim denetmenleri olusturmaktadir. Aragtirmanin 6rneklemi, her cografi
Kabul 03 Subat 2014 bolgeden segilen ikiser ilde gorev yapan 555 egitim denetmeninden olugmaktadir.
Arastirma kapsaminda Turkiye’de egitim denetimi alt sistemi icin bir model
- gelistirilmis ve bu model egitim denetmenlerinin gorusine sunulmustur.
gnah?rkehmeler: Arastirmada egitim denetmenlerinin 6nerilen modeli Tirk egitim sistemi igin

enetim,

N “tamamen” benimsedikleri ve uygulanabilir bulduklari sonucuna ulasiimistir.
Egitim denetimi,
Denetim modeli.

Giris

Tirkiye’de ¢ok tartisilan, stirekli elestirilen bazi konular vardir. Egitim bunlarin basinda gelmektedir.
Egitim konusundaki elestirel tartismalar egitim ile ilgili herhangi bir platformda, bir toplantida, bilimsel
bir kongrede yapildig gibi, evde, okulda, iste, kahvede, sokakta da vatandaslar arasinda egitim hep
elestirel tartismalarla giindeme gelir. Egitim denetimi de, tipki egitim gibi her glindeme geldiginde daha
cok olumsuz yonleriyle konusulur. Denetmenlerin tutumu, 6gretmenlerin denetime soguk bakisi,
denetimin bir-iki ders saatinde gegcistirilerek yapildigi, daha ¢ok evrak ve dosyalara gére degerlendirme
yapildigi, denetimde verilen puanlardaki haksizliklar, denetimin 6gretmenleri gelistirmedigi gibi bircok
sikayetten dem vurulur. Ancak denetimle ilgili bu tartismalar, egitimden farkl olarak halk arasinda degil,
daha ¢ok 6gretmenler, yoneticiler, denetmenler gibi egitimin paydaslari arasinda yapilmaktadir.

Egitim denetiminin ¢gogunlukla olumsuz yanlariyla glindeme gelmesi, denetim sisteminde bir seylerin
yanlis gittigi, sistemde bazi aksakliklar oldugu disiincesini glindeme getirir. O halde gelismis Ulkelerin
uyguladigl cagdas denetim anlayisini yansitan dizenlemelere ihtiya¢ oldugu séylenebilir. Tiirkiye’'de
toplumsal yasami egitim yoluyla diizenleme ve denetleme arzusunun sonucu olarak egitim denetimi,
uzun yillar boyunca kontrol, hata arama, 6gretmenlerin hatali davranmamalari igin onlar “teftis” etme
ve degerlendirme anlayisiyla uygulanmistir. Glinimizde ise 6gretim-6grenme siirecini gelistirme ve
rehberligi esas alan anlayisa dayal dinyadaki uygulamalara paralel olarak bu hizmetin yiritilmesi
gerektigi teorik olarak kabul gormektedir. Bu ¢agdas denetim anlayisinda egitim denetmenlerine; okulda
egitimin ve 6gretimin kalitesini artiran, 6gretmeni ve Ogrencilerin 6grenmesini gelistiren liderlik rolu
ylklenmistir (Kowalski ve Brunner, 2005; Nelson ve Sassi, 2000; Sergiovanni ve Starratt, 2002; Swaffield
ve MacBeath, 2005; Weiss ve Weiss, 2001; Zepeda, 2001, 2002).
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Egitimde slreci gelistirme amagli denetimin gerekliligi konusunda goriis birligi olmakla birlikte
(Kimbrough ve Burkett, 1990; akt. Aydin, 2005; Balci, Aydin, Yilmaz, Memduhoglu ve Apaydin, 2007;
Basar; 2000; Memduhoglu ve Zengin, 2010; Taymaz, 2005), Tirkiye’de egitim denetimi, sorunlu bir alan
olarak degerlendirilmekte, bu alanda kokli ve bitincil dizenlemelere gereksinim oldugu
belirtiimektedir. Bundan dolayi sistemin sadece belli yanlarini dikkate alan sinirl, gegici, palyatif
¢6zimler yerine daha butlncil ve kalici yeni modellerin ortaya konmasi gerekmektedir. Bu ihtiyagtan
hareketle denetim sisteminde yasanan sorunlar, Turkiye’nin kosullari ve c¢agdas egitim anlayisi goz
onlnde bulundurularak, rehberlik ve egitim sirecini gelistirme odakh yeni bir egitim denetimi modeli
gelistirilmistir.

Tiirkiye’de Egitim Denetiminde Yeni Model ihtiyaci

Tirkiye’de egitim denetimi ile ilgili yapilan arastirmalarin biyik cogunlugu, sistemde 6nemli
sorunlarin yasandigl, denetim sirecinin amaca uygun islemedigi, denetimin Ogretim silrecini ve
ogretmenlerin mesleki becerilerini gelistirmekten uzak oldugu ve denetgilerin kendilerinden beklenen
gorevleri yeterince yerine getiremedikleri sonuglarini ortaya koymaktadir. Literatiirde yar alan ¢ok
sayidaki bu arastirmalarda ulasilan bulgulara dayali olarak 6n plana ¢ikan temel sorunlar; egitim
denetiminin yapilanmasi ve modeli, egitim denetimine ylklenen anlam ve denetimden beklentilerin
¢agcll olmamasi, denetmenlerin rehberlik ve sorusturma gibi ¢elisen gorev ve rolleri, denetmenlerin
sayica yetersiz ama isylklerinin fazla olmasi, denetimlerin kontrol odakli ve sinirli zamanda yapilmasi gibi
konulara odaklanmaktadir.

Bu arastirmalarin ¢ogu, egitim denetiminde model, yap!i ve Orgitlenme sorunsalini 6n plana
cikarmaktadir. Ozellikle bakanhk miifettisleri ve egitim denetmenleri seklindeki ikili yapinin olumsuz
sonuglarina vurgu yapan ¢ok sayida arastirma mevcuttur (Arabaci, 1995; Arslantas, 2007; Balaban, 2005;
Ciger, 2006; Doganay, 2006; Déngel, 2006; Diindar, 2005; Giilcan, 2003; ilgan, 2006; Kapusuzoglu, 2008;
Karakig, 2007; Kavas, 2005; Korkmaz, 2007; Korug, 2005; Memduhoglu, Aydin, Yilmaz, Glingér ve Oguz,
2007; Memisoglu, 2001; Olgun, 2005; Sahin, 2005; Tasar, 2000; Uyanik, 2007; Uygur, 2006; Unal, 1999;
Yavuz, 1995; Yildirm, 2007). iki denetim birimi arasinda organik bir bitinlik ve isbirligi
bulunmamasinin, 6gretmenlere mesleki yardimi ve 6gretimi gelistirmeyi esas alan denetim anlayisini
olumsuz etkiledigi (Memduhoglu vd., 2007), bakanhk mifettislerinin genellikle isletme anlayisina dayali
kurum denetimi yapmaya yogunlasmalarinin, 6gretim siirecini gelistirmeye yonelik rehberlige ve mesleki
gelisime oncelik veren denetim anlayisiyla 6rtiismedigi (Balci vd. 2007; Eyi, 2007), ayrica slrekli sahada
(sinif, okul) bulunmasi gereken bakanhk mufettislerinin merkezde bulunmalarinin, sirekli rehberlik ve
denetimi olumsuz etkiledigi vurgulanmaktadir. Nitekim bakanlik denetmenlerinin gérev alanina giren
ortadgretim kurumlarinda ders denetiminde sirekliligin saglanamadigi, uzun yillar ders denetimi
gormeyen ve rehberlik almayan 6gretmenlerin ¢ogunlukta oldugu belirtilmektedir (Taymaz, 2002). Bu
ikili yapinin, egitim denetimini yuriten birimler arasinda esglidimi zorlastirdigl, gérev catismasi ve
sorumluluk binismesine (Balci vd., 2007) ve egitim denetmenleri arasinda huzursuzluga neden oldugu
vurgulanmaktadir (Tok, 2004, Pinardag, 2005). Basaran (2004), denetim sisteminin artik eskisi gibi
olamayacagini, mutlaka yeniden yapilandirilmasi gerektigini belirtmektedir.

Arastirmalara egitim denetmenlerinin illerde milli egitim midurlerine bagli olarak gérev yapmalarinin
dnemli sorunlar yarattigini ortaya koymustur (Balci vd. 2007; Dagli, 2004; Giindiiz, 2008). il milli egitim
midirl, egitim denetmenlerinin disiplin ve idari amiridir. Odllendirilmeleri, cezalandiriimalari ve
mesleki kariyerleri 6nemli 6l¢tide milli egitim mudirlerine bagh olan egitim denetmenlerinin, milli egitim
madiriandn yetki ve sorumlu alanina giren okul ve kurumlardaki yanhs uygulamalari nesnel bicimde
raporlamalari milli egitim mudiri ve dolayisiyla kendileri agisindan bazi riskler tasir. Bu nedenle milli
egitim midurlerine bagh olarak gérev yapmak, egitim denetmenlerinin islerini gliglestirmekte, bagimsiz
ve objektif hareket etmelerini olumsuz etkilemektedir (Balci vd., 2007). iller bazinda &rgiitlenmeden
kaynaklanan birden fazla amire bagh olmanin, yonetim birligi ilkesine aykiri olarak denetimin etkililik ve
verimliligini azalttigi belirtilmektedir (Taymaz, 2002). Ayrica egitim denetmenlerinin bir il diizeyinde
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gorev yapmalari, 6zellikle kiiglk illerde bazi sorunlar yaratir. Denetmen ne kadar uzaktan olursa ve
degerlendirme ne kadar uzaktan yapilirsa, kisisel yagamin ve duygularin degerlendirmeye etkisi o derece
azalabilmektedir (Aydin, 1993). Dagli’'nin (2004) yaptig arastirmada, egitim denetmenlerinin kendilerini
en cok zorlayan sorunlarin sirasiyla il Milli Egitim mudirliiklerine bagl olmalari, kendilerine verilen
sorusturma gorevi ve yogun is yiki oldugu ortaya cikmistir. Glindiz’in (2008) arastirmasinda da,
denetcilerin denetim sisteminin merkezi ve bélgesel diizeyde 6rgilitlenmesi gértsini tasidiklari ve bu
konuda yenilenme ihtiyaci bulundugu sonucuna ulasiimistir.

Arastirmalarla ortaya konan diger bir sorun, rehberlik, yardim ve gelistirme esasli denetim yerine
kontrol odakl bigcimsel denetimin yapilmasidir (Can, 2004; Memduhoglu ve Zengin, 2012; Sabanci ve
Glinbayi, 2004). Bu sorun, esasinda egitim denetimine yiklenen anlam ve egitim denetiminden
beklentilerin ¢aga uygun olmamasindan kaynaklanir. Esasinda Turkiye’de toplumu dénlstirme, yeni bir
toplum yaratma projesi olan Cumhuriyetin ilanindan itibaren toplumsal dontsimiin basat aygiti olarak
gorilen egitime 6zel anlamlar yiiklenmis, bu déniisim hedefinin sonucu olarak lzerinde 6zenle durulan
egitimin denetimi de uzun yillar egitim uygulamalarini kontrol altinda tutma anlayisiyla ylratialmustar.
Tiirkiye’de gorece uzun bir gecmisi olan egitim denetimine iliskin zengin literatiirde de bu sirecin
¢ogunlukla kontrol, hata arama ve degerlendirme anlayisiyla yuratildigiine iliskin elestirilerin fazlaligi
dikkat cekmektedir. Memduhoglu’'nun (2009) yaptig arastirmada 6gretmen ve yoneticilerin, denetimde
daha c¢ok evrak denetiminin yapildigl, 6gretmenlerin sinif igi Ogretim eksikliklerinin belirlenip
giderilmesine ve mesleki gelisimlerine pek odaklanilmadigi, ancak bu anlayisin son dénemlerde kismen
degistigi goriisinde olduklar ortaya konmustur. Burgaz (1995), denetmenin degerlendirme ve rehberlik
rollerinde oldugu gibi Ogreticilik roline iliskin olarak birtakim yetersizliklerinin de oldugunu
belirtmektedir. Balci ve digerlerine (2007) gore, kontrol odakli denetim, denetleneni savunmaya, eksik
ve yanlislarini gizlemeye yoneltir. Sistemdeki en yetkin kisi olmasi gereken denetmenin, sistemdeki eksik
ve yanliglari raporlayip birakmasi, bunlarin dizeltilip gelistiriimesine yonelmemesi, ¢agdas denetimin
gelistirici islevine aykin diismektedir.

Yapilan arastirmalar rehberlik ve sorusturma gibi birbirinden ¢ok farkli ve celiskili rollerin
denetmenlere verilmesinin, onlardan beklenen rehberlik ve yardim roliini geregi gibi yerine
getirmelerini zorlastirdigini ortaya ¢ikarmistir (Atay, 1995; Can, 2004; Dagli, 2004; Kapusuzoglu, 2008;
Memduhoglu vd., 2007; Memduhoglu ve Zengin, 2010). Rehberligin ve yardimin 6ziinde gondllilak
yatar. Hem yardim edenin hem de yardim alanin buna hazir olmasi ve birbirine gliven duymasi gerekir.
Kurala aykiri bir davranis sergilemesi durumunda denetmen tarafindan sorusturmaya tabi tutulacagini
bilen bir 6gretmenin, ayni denetmenden rehberlik ve yardim almaya istekli ve hazir olmasini ve bunu
alirken rahat davranmasini beklemek gercekci olmaz. Bu durum denetmenlerin rehberlik ve mesleki
yardim gorevlerini yerine getirmelerini zorlastirmaktadir (Daglh, 2004; Gindiz, 2008). Ayrica
denetmenler ile 6gretmenler arasinda agik ve saglikli bir iletisimin olmadigi, bunun nedenleri arasinda
denetime iliskin olumsuz alginin, denetmenlerin yaklasimlarinin ve denetmenlerin Ustlendikleri
sorusturma gorevinin etkili oldugu belirtilmektedir (Blytikisik 1989; Ecevit 1996; Kartal 1997; Sari, 1987;
Memisoglu, 2001; Unal, 1999).

Egitim denetmenleri hem sinif hem de brans 6gretmenlerini denetlemektedir. Ancak her ilde her
branstan yeterli sayida denetmen bulunmamasi, denetmenlerin bazen uzmani olmadigi bir alanda brang
o6gretmenlerini denetlemesini gerektirmektedir. Bu durumda denetmenin 6gretmene yeterli rehberlik ve
danismanlik yapmasi zorlagsmaktadir.

Pek cok arastirmada denetmenlerin sayilarinin yetersiz, isytklerinin agir oldugu sonucuna ulasiimistir
(Arabaci, 1995; Can, 2004; Dagli, 2004; Kapusuzoglu, 2008; Memisoglu, 2001; Unal, 1999). Bundan dolay!
rehberlige yeterince zaman ayrilmamakta, denetimler ¢cogu zaman bir-iki ders saatlik sinirli bir zaman
diliminde gegistirilmektedir (Sabanci ve Glinbayi, 2004).

Cesitli tarihlerde yapilan milli egitim suralarinda da egitim denetiminin sorunlarina yer verilmis ve bu
sorunlarin ¢éziimiine yonelik tavsiye kararlari alinmistir. On birinci milli egitim surasinda bakanhk ve
ilkogretim mufettisligi ayirimi yerine “egitim mifettisi” kavrami ilk kez kullanilmis, egitim mifettisligi
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uzmanlk alani olarak benimsenmistir (MEB, 2008a). On ikinci milli egitim surasinda denetmenlerin
yetistirilmesine 6zel vurgu yapilmistir (MEB, 2008b). On dordiinci ve on besinci milli egitim suralarinda
denetmenlerin lisansistu diizeyde yetistirilmeleri, denetimde rehberligin 6n plana gikarilmasi, denetim
sisteminin yeniden ele alinarak bakanhk ve ilkégretim miufettisliginin bir cati altinda birlestiriimesi
gerektigi belirtilmistir (MEB, 2008c,d). On yedinci milli egitim surasinda; ilkogretim mifettisliginin,
“egitim mifettisligi” adi altinda bakanlk merkez 6rgitiine baglanarak yeniden yapilandiriimasi, denetim
yapilanmasinda bodlge sistemine gecilmesi ve egitim mifettislerinin yeni olusturulacak c¢alisma
merkezlerinde/bdlgelerinde goreviendirilmesi, egitim mdufettislerinin kendi icerisinde rehberlik ve
denetim, sorusturma, okul o©ncesi ve Ozel egitim gibi alanlarda uzmanlasmalari, tim egitim
kademelerinde niteligin belli standartlara gore denetlenmesini saglamak amaciyla niteligi degerlendirme
(akreditasyon) ¢alismalarinin yapilmasi, merkez teskilatinin siire¢ odakli olarak yeniden yapilandiriimasi
tavsiye edilmistir.

Yukarida acgiklandigi gibi milli egitim suralarinda mevcut denetim alt sisteminin yeniden
yapilandiriimasi gerektigine kuvvetli bir vurgu yapilmakta, 6zellikle On yedinci milli egitim surasinda
denetim sistemine iliskin koklu degisiklikler o6nerilmektedir (MEB, 2008e). Suralarda yeniden
yapilandirma igin onerilen modelde, bakanlik merkez ve tasra teskilatinin yapi boyutunun degismesi
gerektigi, denetimdeki iki bash yapiya son verilerek “egitim mufettisligi” adi altinda tek bir yapinin
kurulmasi, mifettislerin lisansisti egitimden gegirilmeleri, mufettislerin goérev tanimlarinin yeniden
yapilarak denetimin daha etkili bir yapiya kavusturulmasi gerektigi ortaya konmustur.

Gerek Tirk egitim sistemi denetim alt sistemi ile ilgili yapilan arastirmalarda ve gerekse milli egitim
suralarinda alinan kararlarda mevcut denetim modelinin ihtiyaca cevap veremedigi ve yeniden
yapilanmasi gerektigi vurgulanmaktadir. Ancak, konu ile ilgili literatiir incelendiginde, denetim sistemi ile
ilgili getirilen onerilerin biitlnlestirilerek bir model olarak ortaya kondugu bir ¢alismaya rastlanmamustir.
Bu konuda egitim denetimi alt sisteminin yapi ve siire¢ boyutlarinin yeniden yapilandiriimasina yonelik
kapsaml bir calismaya ihtiya¢ duyuldugu gorilmektedir. Bu ihtiyactan hareketle, bu ¢alismada, konu ile
ilgili mevcut literatlr, yapilan arastirmalarin sonuclari ve milli egitim suralarinda alinan kararlar,
sistematik bir sekilde ve bir butiin olarak ele alinarak modellestirilmis ve bdylece Tiirk egitim sistemi icin
yeni bir denetim alt sistemi modeli ortaya konmustur. Asagida gelistirilen bu model hakkinda ayrintih
bilgiye yer verilmistir. ikinci asamada egitim denetimi alt sisteminin en énemli paydaslari konumunda
olan denetmenlerin gelistirilen bu yeni denetim modelini ne o6lgiide benimsedikleri ve modeli hangi
diizeyde uygulanabilir bulduklari belirlenmeye galisilmistir.

Tiirk Egitim Sitemi Denetim Alt Sistemi i¢in Onerilen Yeni Model

Tirkiye’de egitim denetimi alt sisteminin amag, yapi, sire¢ ve isleyis boyutlarinin yeniden
yapilandiriimasina yoénelik, mevcut literatir, yapilan arastirmalar ve milli egitim suralarinda alinan
kararlar sistematik ve butlincll bir sekilde degerlendirilerek gelistirilen 6neriler ve alinan kararlar
dogrultusunda yeni bir denetim alt sistemi modeli ortaya konmustur. Ayrica on bes ilkégretim miifettisi
ile gorismeler yapilmis ve modelin gelistirilmesinde bu goérislerden de yararlaniimistir. Tark egitim
sitemi icin gelistirilen ve 6nerilen yeni denetim modelinin 6rgut yapisi sekil 1'de gosterilmistir.

Sekil 1’deki orglt semasinda goruldiigi gibi, denetim sistemini bltunlestirmeyi 6ngéren yeni egitim
denetimi modelinde, rehberlik ve denetim faaliyetleri dogrudan bakanlhga bagl olan Rehberlik ve
Denetim Baskanligi tarafindan koordine edilmektedir. Rehberlik ve Denetim Baskanligi biinyesinde
bakanlik merkez 6rgitiinde merkez egitim miufettisleri, tasra teskilatinda ise bélge egitim miufettisleri
baskanliklari bulunmaktadir. Bolge egitim mifettisleri baskanhgl bilnyesinde rehberlik ve denetim
gruplari ile inceleme ve sorusturma gruplari yer almaktadir. Asagida yeni denetim modelinin yapisi ve
isleyisi ayrintili olarak agiklanmistir.
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Rehberlik ve denetim baskanligi

Milli Egitim Bakanliginin bitln rehberlik, denetim ve sorusturma faaliyetleri Rehberlik ve Denetim
Bagkanhginin koordinasyonunda yirutllecektir. Boylelikle, denetim alt sisteminin butunlestirilmesi
saglanmaktadir. Rehberlik ve Denetim Baskanhgi; baskan, baskan yardimcilari, merkez egitim
denetmenleri, egitim denetmenleri, Arastirma Gelistirme (AR-GE) Komisyonu ve biiro personelinden
olusmaktadir.

Rehberlik ve Denetim Baskanligi’'na, bakanlk merkez egitim basdenetmenleri arasindan en az on iki
yil denetmenligi bulunanlardan, baskan yardimciligina merkez egitim basdenetmenleri arasindan en az
bes yil denetmenligi bulunanlardan mesleki yetenek, basari ve kidem durumlari birlikte degerlendirilmek
suretiyle atama yapilir. Bagkan; gorevlerini bakan adina yuritlr. Baskan, yillik rehberlik ve denetim
programini hazirlayip bakanin onayindan sonra uygulanmasini saglar. Denetmenlerin hizmet igi
egitimleri ve denetmen yardimcilarinin yetismelerine yénelik dnlemler alir.

Merkez egitim denetmenleri

Onerilen modele gore halen gérev yapan bakanlik miifettisleri, merkez egitim denetmeni olarak
Rehberlik ve Denetim Baskanligi biinyesinde gorev yapacaktir. Egitim denetmen yardimcilig, egitim
denetmenligi ve egitim basdenetmenligi unvan sistemi bulunmaktadir. Buna gore, lg yil merkez egitim
denetmen yardimciligl siiresi sonunda yapilan yazil yeterlilik sinavi ve miilakat sonucunda basarili olan
denetmen yardimcilari, merkez egitim denetmenligi kadrolarina atanirlar. Bes yillik merkez egitim
denetmenligi gérevini tamamlayan denetmenler, merkez egitim basdenetmenligi kadrolarina atanirlar.
Merkez egitim denetmenleri, il/ilge milli egitim mudurlukleri ile bakanlik merkez 6rglitinde denetim
yaparlar. Ayrica Bakanligi ilgilendiren konularda yurt icinde ve disinda inceleme ve arastirmalar yapar,
gorevlendirildikleri komisyon, seminer, toplanti ve benzeri mesleki ¢alismalara katilirlar. Merkez egitim
denetmenligine, on yillik denetmenlik kidemi olan bdlge egitim denetmenleri arasindan atama yapilr.

Egitim denetimi arastirma gelistirme (Ar-Ge) komisyonu

Rehberlik ve Denetim Baskanhgi biinyesindeki bu komisyonda, her branstan yeterli sayida egitim
denetmeni gorev yapar. Komisyon Uyeleri, en az bes yil deneyimi olan egitim denetmenleri arasindan
Baskanin onerisi ve bakanin onayi ile bir yiligina gorevlendirilirler. Komisyon her yil rehberlik, denetim
ve sorusturma rehberlerini hazirlar, rehberlik ve denetimde kullanilacak formlari hazirlar ve glinceller.

Bélge egitim denetmenleri baskanlgi

Onerilen yeni modele gére egitim denetiminde bélge yapilanmasina gidilmektedir. Milli Egitim
Bakanlig’'nin tasra teskilatinda bulunan egitim kurumlarinin her tirli faaliyet ve islemleriyle ilgili olarak
rehberlik, denetim, inceleme ve sorusturma isleri bélge egitim denetmenleri baskanliklari tarafindan
ylratulecektir. Turkiye genelinde, 15 bolgede egitim denetmenleri baskanhgi kurulur. Her egitim
denetimi bolgesi cografi olarak yakin 5-6 ilden olusur. Bolge egitim denetmenleri baskanliklari, ulasim ve
sosyo-ekonomik 6zellikler bakimdan bolgede merkez konumunda bulunan illerde kurulur.

Bolge egitim denetmenleri bagkanhg icin, en az on yil denetmenlik deneyimine sahip adaylar
arasinda bolge egitim denetmenlerinin oy kullandigi se¢cim yapilir, se¢imde en ¢ok oy alan iki adaydan
biri rehberlik ve denetim baskaninin teklifi ve milli egitim bakaninin onayi ile baskan olarak atanir.
Baskanin gorev siiresi t¢ yildir ve ayni kisi en fazla iki donem baskanlik yapabilir. Her bolgede, bagh il
sayisi kadar bolge egitim denetmenleri baskan yardimcisi gorevlendirilir. Biyilk sehirlerde her 50
denetmen icin bir baskan yardimcisi gérevlendirilir. Baskan yardimcilari, en az bes yil denetmenlik kidemi
olanlar arasindan, bolge egitim denetmenleri baskaninin teklifi, rehberlik ve denetim baskaninin onayi
ile Gg yilligina atanir.
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MILLi EGiTiM BAKANI

MUSTESAR REHBERLIK VE DENETIM BASKANLIGI
| I
I I I 0 0
iC DENETIM BOLGE EGITIM MERKEZ EGITIM DENETIMI
BIRIMI DENETMENLERI BASKANLIGI|  |DENETMENLERi|  [CELISTIRME (ARY
AFKANLIG (GE) KOMISYONU

REHBERLIK VE DENETIM GRUPLARI

idari Rehberlik ve Denetim

Grubu

Sinif Ogretmenligi
Rehberlik ve Denetim Grubu

Brans Ogretmenligi
Rehberlik ve Denetim Grubu

Okul Oncesi Rehberlik ve
Denetim Grubu

Ozel Egitim Rehberlik ve Denetiml

Grubu

iINCELEME VE SORUSTURMA GRUPLARI

Sekil 1. Tiirk EGitim Sitemi icin Gelistirilen Denetim Modeli.

Bolge baskanliklari blinyesinde rehberlik ve denetim gruplari ile inceleme ve sorusturma gruplari

olusturulur. Boylelikle rehberlik ve sorusturma gorevleri

birbirinden ayrilarak farkli gruplarca

ylratilmesi saglanmis olacaktir. Rehberlik ve denetim gruplar, uzmanlik alanlarina gore soéyle

olusturulur:

e idari rehberlik ve denetim grubu,

o Sinif 6gretmenligi rehberlik ve denetim grubu,
e Brans 6gretmenligi rehberlik ve denetim grubu,
e Okul 6ncesi rehberlik ve denetim grubu,

e Ozel egitim rehberlik ve denetim grubu.
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Rehberlik ve denetim gruplarinin sorumlu bulundugu iller/kurumlar her yil degistirilerek egitim
denetmenlerinin bolgeye bagh farkl illerde galismasi saglanir. Egitim denetmenleri, bolge baskanhginin
bulundugu ilde ikamet ederler. Uzmanlik alanlarina gére olusturulan gruplar turne usulii ile illere giderek
calisirlar. inceleme ve sorusturma gruplari, bélgeye bagh illerdeki egitim kurumlarinda her tirlii
inceleme ve sorusturma islerini yurttirler. Bu gruplardaki denetmenler, egitim denetmenleri arasindan
gonillik esasina gére en az bes yilligina atanir.

Egitim denetmenlerinin segilme ve atanma usulleri ve ¢alisma esaslari

Bolge egitim denetmen yardimciligina sinavla atama yapilir. Sinava basvurabilmek icin su sartlar
aranir:
e Egitim ybnetimi ve denetimi alaninda veya atanacagl bransi ile ilgili alanda lisansistli egitim
yapmis olmak,
e Bakanlga bagl okullarda; bransinda en az sekiz yil 6gretmenlik veya bransinda dort yil
ogretmenlik yaptiktan sonra bakanlik teskilatinda veya okullarda en az Gg yil yoneticilik gorevi
yapmis olmak.

Sinav yazili ve milakattan olusur. Egitim denetmen yardimciligi siresi ¢ yildir. Bu siire sonunda
yapilan yazili yeterlilik sinavi ve miilakat sonucunda basarili olanlar, egitim denetmenligi kadrolarina
atanirlar. Bes yillik egitim denetmenligi gorevini tamamlayanlar, bolge rehberlik ve denetim baskaninin
teklifi, rehberlik ve denetim baskaninin 6nerisi ve bakanin onayi ile egitim basdenetmenligine atanirlar.
Mevcut egitim denetmenlerinin lisansistl egitimlerini tamamlayabilmeleri i¢in Milli Egitim Bakanligi ve
Universiteler isbirligi yaparlar. Egitim denetmenleri genel idare hizmetleri sinifinda yer alir.

Egitim denetmenlerinin ¢alisma usul ve esaslari asagidaki ilkelere dayanir:

e Resmi ve 0Ozel okuloncesi, ilkdgretim ve ortadgretim okullari ile tim egitim kurum ve
kuruluslarinda denetim, rehberlik, inceleme ve sorusturma gorevleri egitim denetmenlerince
yaratalar.

e Egitim kurumlarinda, egitim-6gretim yili birinci yariyiinda rehberlik ve seviye tespiti, ikinci
yariyilda ise basari tespiti ve degerlendirme yapilir.

e Denetim faaliyetleri, Ar-Ge Komisyonu tarafindan gelistirilen formlardaki kriterlere gore yapilir.
Kriterler esnek-cerceve o6zelligi tasir. Egitim denetmeni, rehberlik ve denetim faaliyetlerinde
bireysel farkhlklari ve ¢evresel kosullari dikkate alarak formlardaki kriterler disindaki hususlari
degerlendirmede gdz 6niinde bulundurabilir.

e Her egitim denetmeni kendi bransinda rehberlik ve denetim yapar. Rehberlige daha ¢ok ihtiyag
duyan kurumlar belirlenerek bunlara éncelik verilir.

e Bolge egitim denetmenleri baskanliklarinin birer web sitesi bulunur. Egitim denetmenleri, Ar-Ge
Komisyonu tarafindan gelistirilen e-rehberlik hizmeti sunarlar.

e Rehberlik ve denetim gruplari, rehberlik ve mesleki yardima oncelik verirler. Egitim denetmenleri,
rehberlik ve denetim siirecinde kurumdaki dogru uygulamalari yerlestirme ve yayma, sorunlari
belirleyerek 6gretmen ve yoneticilerle birlikte diizeltici ¢oziimler gelistirme, mesleki yardim ve is
basinda yetistirme ilklerini esas alirlar. Egitim denetmenleri, rehberlik ve denetimini yaptigi kisi ile
birlikte sorunlari paylasir, ¢oziim Onerileri gelistirir ve gerekirse bir gelisim plani hazirlayarak
uygulamasini izlerler.

e Denetmenler, calismalarinda glidilemeyi ve morali artirmayi, is doyumu saglamayi, tretim ve
verimliligi en Ust dlizeye ¢ikarmayl ve 6gretme-6grenme siirecini gelistirmeyi, rehberlik ve
denetim faaliyetlerini demokratik bir siirecte yapmaya, yetkiden ¢ok etkiyi, 6zendirmeyi, 6dild,
isbirligini ve katilmayi esas alirlar.

e Egitim denetmenlerine e-okul uygulamalari, iletisim ve insan iliskileri, cagdas denetim
yaklasimlari gibi konularda periyodik hizmet i¢i egitim verilir. Ayrica denetmenlerin, yurt icinde ve
yurt disinda mesleki inceleme ve arastirmalar yapmalari saglanir.
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Amag

Bu arastirmanin genel amaci; Tiirkiye’de egitim denetimi igin yeni bir model gelistirmek ve gelistirilen
yeni modelin egitim denetmenleri tarafindan ne dizeyde benimsendigini ve uygulanabilir bulundugunu
belirlemektir. Arastirmada bu genel amaca ulasmak icin asagidaki sorulara cevap aranmistir.

1. Gelistirilen egitim denetimi modelini, egitim denetmenleri hangi diizeyde benimsemekte ve
uygulanabilir bulmaktadirlar?

2. Egitim denetmenlerinin 6nerilen egitim denetimi modelini benimseme ve uygulanabilir bulma
diizeyleri; unvana, toplam hizmet siiresine ve gorev yaptiklari bélgeye gore farklihk gostermekte
midir?

Yontem
Arastirmanin Modeli, Evren ve Orneklemi

Arastirma, gelistirilen egitim denetimi alt sistemi modeline iliskin egitim denetmenlerinin gorislerini
belirlemeye yoénelik betimsel tarama modelindedir. Tarama arastirmalari mevcut durumu ortaya
koymayr amaglar. Arastirmada nitel ve nicel yontemlerden olusan karma yoéntem kullaniimistir.
Arastirmanin evrenini Turkiye c¢apinda gorev yapan 3083 egitim denetmeni olusturmaktadir (MEB,
2009f). Arastirmanin orneklemi ise Turkiye’nin yedi cografi bolgesindeki on dért ilde gorevli 555 egitim
denetiminde olusmaktadir. Orneklem tabakal érnekleme teknigi ile belirlenmistir. Buna gére érnekleme
alinan egitim denetmenlerinin gorev yaptiklari iller cografi bolge esasina gore yedi tabakaya ayrilmistir.
Devlet Planlama Teskilatinin (DPT), illerin sosyo-ekonomik gelismislik endeksi esas alinarak (Dinger ve
Ozaslan, 2004), her bélgeden bir gelismis bir de gelismekte olan il seckisiz olarak belirlenmistir.
Ornekleme alinan illerde gérev yapan biitiin egitim denetmenleri drnekleme dahil edilmistir. Buna gére
orneklemi olusturan 555 egitim denetmenine gonderilen 6lgme aracindan 385’i geri donmis ve
degerlendirmeye alinmigtir. Arastirmaya katilan denetmenlerinin bazi kisisel Ozellikleri Tablo 1‘de
verilmistir.

Tablo 1'de goruldugi gibi arastirmaya katilan ve anketleri eksiksiz dolduran toplam 385 denetmenin
sadece 10'u kadin, 375’i erkektir. Kadinlarin egitim denetmeni ol(a)mamasi, toplumun sosyo-kiiltirel
yapisi ve meslegin kosullari ile agiklanabilir. % 10’u egitim denetmeni yardimcisi olan katimcilardan
lisanststl egitim mezunu olanlarin orani % 8’in altindadir. Denetmenlerin % 85’inin mesleki kidemi 20
yilin Gzerindedir. Yariya yakini da 30 yilin Gzerinde mesleki deneyime sahiptirler. Bu durum egitim
denetmenliginde mesleki deneyimin énemli oldugunu ortaya koymaktadir.

Verilerin Toplanmasi

Arastirma verileri, 6lcek uygulamasi ve bireysel goriismelerle toplanmistir. Bunun icin “Egitim
Denetimi Modeli Olgedi (EDMO)” ve yapilandirilmis acik uglu soru formu kullanilmistir. Arastirmada
kullanilan 6lcek ile ilgili asagida ayrintili bilgi verilmistir.

Veri toplama aracinin gelistirilmesi

Veri toplamada kullanilan 6lgme aracini gelistirmek igin, Tirkiye’de egitim denetimine ydnelik
mevcut literatlir, arastirma sonuglari ve milli egitim suralari kararlari dogrultusunda gelistirilen denetim
modelinin temel &zellikleri ifadelestirilerek modeli yansitan bir taslak form olusturulmustur. ikinci
asamada, anket taslagindaki maddelerden benzerlik tasiyanlar elenmis ve sekiz alan uzmaninin gérisiine
sunulmus, uzmanlarin énerileri dogrultusunda 57 maddelik taslak 6n uygulamaya hazir hale getirilerek
“Egitim Denetimi Modeli Olgegi (EDMO)” olarak adlandiriimistir. Olgekte, katiimcilarin dnerilen modeli
benimseme duzeyleri ile Tirk egitim sisteminde ne O&lglide uygulanabilir bulduklarinin saptanmasi
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amaglanmistir. Likert tipi besli derecelendirme seklinde olusturulan 6lgek, “hig, az, orta, blyik dl¢lide ve
tamamen” katihm segeneklerinden olugmustur.

Van, Kahramanmarag ve Malatya illerinde gorevli 117 egitim denetmeni lizerinde 6n uygulamasi
yapilan olcegin gecerlik ve givenirlik analizleri yapilmistir. Yapi gecerliligi icin faktor analizi teknigi olan
Temel Bilesenler Analizi kullanilmistir. Glvenirlik c¢alismasi icin de Cronbach Alpha katsayisi
hesaplanmistir. Ayrica her bir maddenin ayirt ediciligi icin madde toplam korelasyonlarina bakilmistir.

Tablo 1.

Arastirmaya Katilan E§itim Denetmenlerine fliskin Bazi Demografik Ozellikler.

Degisken Diizey N %

Gorev Egitim denetmeni 346 89.9
Egitim den. yrd. 39 10.1

Gorev Yeri (il) Antalya 40 10.4
Osmaniye 14 3.6
Erzurum 36 9.4
Mus 12 3.1
Denizli 24 6.2
Mugla 22 5.7
Gaziantep 36 9.4
Siirt 8 2.1
Kayseri 46 11.9
Aksaray 15 3.9
Samsun 53 13.8
Bayburt 4 1.0
Bursa 62 16.1
Kirklareli 13 3.4

Cinsiyet Kadin 10 2.6
Erkek 375 97.4

Ogrenim Diizeyi Lisans 355 92.2
Lisansustu 30 7.8

Kidem 1-20 yil 57 14.8
21-30yil 151 39.2
31 yil ve Usti 177 46.0

Toplam 385 100.0

Verilerin analize uygunlugunu belirlemek icin bakilan KMO degeri 0.817 bulunmustur. Bu deger
verilerin analizler icin uygun oldugunu gostermektedir. KMO degerinin uygun oldugunun gorilmesinin
ardindan veriler temel bilesenler analizine tabi tutulmus ve yapilan analizler sonucunda, olgegin iki
faktorla ciktigl, bunun, olgegin hazirlanmasinda 6ngoriilen temel yapilari (yapi ve siireg) yansittigi
belirlenmistir. Yapilan ¢alismada her hangi bir maddenin 6lcekte yer almasina karar verilirken faktor yiik
degerinin .45 ya da daha yuksek olmasinin secim igin iyi bir 6lctt olacagi belirtilmistir. Ancak uygulamada
az sayida madde icin bu sinir degerinin .30’a kadar indirilebilecegi ileri sirilmistiir. Ote yandan bir
maddenin ylksek iki yik degeri arasindaki farkin en az .10 olmasina dikkat edilerek, ¢ok faktorli bir
yapida birden ¢ok faktorde yiksek yik degeri veren madde, binisik bir madde olarak tanimlanmakta ve
dlcekten ¢ikarilmasi gerektigi aciklanmaktadir (Blyiikdztiirk, 2002). ilk analizler sonucunda analize alinan
maddelerden on biri yukarida belirtilen olgitleri karsilamadigindan 6lgekten g¢ikartiimistir. Buna gore
kalan 46 maddenin faktor yik degerlerinin .39 ve yukarisinda oldugu ve ayri faktorlerde yer aldig
gorilmustir. Yapilan dondiirme sonucunda oOlgekte yer alan maddelerin birbirinden bagimsiz 2 faktorde
toplandigl; maddelerin faktorlerindeki yik degerlerinin .387 ile .841 arasinda degistigi gorilmaustar.
Faktorlerde yer alan maddelerin madde toplam korelasyonlari birinci faktorde .372 ile . 671, ikinci
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faktorde .313 ile .633 arasinda degismektedir. Her faktorin agikladiklari varyans orani sirasiyla, birinci
faktorde %20.988 ve ikinci faktorde %22.866’dir. Her iki faktorin agikladigi toplam varyansin ise %
43.854'tlr. Glvenirlik icin hesaplanan Cronbah Alfa katsayisi birinci faktor icin .924, ikinci faktor igin .939
ve toplamda .946’ olarak bulunmustur. Diger yandan 06lgegin iki faktorla kullaniminin yani sira, tek
faktorli kullanilabilirligini degerlendirmek igin dlgekte yer alan maddelerin agikladigi varyans degerlerine
bakilmistir. Olgegin tek faktorli olarak aciklanan varyans degeri % 32,391 olarak tespit edilmistir. Elde
edilen bu deger dlcegin tek faktérli olarak kullaniimasini da olanakli kilmaktadir. Olcegin birinci
boyutunda (yapi) 25 ve ikinci boyutunda (stire¢) 21 madde yer almistir.

Verilerin Coziimlenmesi

Arastirmada uygulanan 6lgek ile toplanan veriler, betimsel (frekans, yilizde, aritmetik ortalama) ve
parametrik testlerle analiz edilmistir. Ayrica sorulan uglu soruda belirtilen gorisler, kategorilendirilerek
icerik analizi ile ¢6zimlenmistir.

Bulgular

Arastirma bulgularn sirasiyla; “denetim modelinin benimsenme ve uygulanabilme diizeyine iliskin
bulgular”, “kisisel degiskenlere iliskin bulgular” ve “agik uglu soruya iliskin bulgular” basliklari altinda
sunulmustur.

Egitim Denetimi Modelinin Benimsenme ve Uygulanabilme Diizeyine iliskin Bulgular

Olgegin boyutlarina gére arastirmaya katilan egitim denetmenlerin gelistirilen egitim denetimi
modelini benimseme ve uygulanabilme diizeyine iliskin gorlslerinin aritmetik ortalama ve standart
sapma degerleri Tablo 2’'de verilmistir.

Tablo 2.
Olcedin Boyutlarina Gére Egitim Denetmenlerinin Gelistirilen Modeli Benimseme ve Uygulanabilme
Diizeyine lliskin Bulgular.

Boyutlar X ss

Yapi Benimseme Dizeyi 4.53 0.86
Uygulanabilme Diizeyi 4.29 1.02

Sureg (isleyis) Benimseme Dizeyi 4.70 1.04
Uygulanabilme Diizeyi 4.34 0.91

Tablo 2' de goriildiigi gibi arastirmaya katilan egitim denetmenleri gelistirilen modelin yapi (X=4.53)
ve siireg (X=4.70), boyutunu “tamamen” benimsemis ve Tiirk egitim sisteminde hem yapi (X=4.29) hem
de siireg (X=4.34) boyutunu “tamamen” uygulanabilir bulmuslardir.

Kisisel Degiskenlere iliskin Bulgular

Egitim denetmenlerinin kisisel degiskenlerine gore gelistirilen modele iliskin gorislerini belirlemek
icin, verilerin normal dagilim géstermemesi nedeniyle parametrik olmayan testler yapilmistir. Buna gére
egitim denetmenlerinin gorislerinin unvan degiskenine gore degisip degismedigini belirlemek igin
yapilan Mann Whitney U-testi sonuclari Tablo 3’te verilmistir.
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Tablo 3.
Egitim Denetmenlerin Onerilen Modele iliskin Gériislerinin Unvan Dediskenine Gére Mann Whitney U-
Testi Sonuglari.

Unvan N SiraOrtalamasi  Sira Toplami V) P
Benimseme Egitim Denetmeni 346 194.50 67298.0
227. 42
Egitim Den. Yrd 39 179.67 7007.0 6227.0 429
Uygulanabilir Eg!t!m Denetmeni 346 199.39 68989.0 4536.0 001
Bulma Egitim Den. Yrd 39 136.31 5316.0

Tablo 3’te goruldigu gibi katihmcilarin gelistirilen modeli benimseme diizeyleri unvanlarina gore
farklilik géstermezken [Ugsy= 6227.0, p>.05], Tirk egitim sisteminde uygulanabilir bulma duzeyleri
farklilasmaktadir [Ugsy= 4536.0, p<.05]. Buna gore egitim denetmenleri, egitim denetmen
yardimcilarina gore gelistirilen modelin Tirk egitim sisteminde daha ¢ok uygulanabilir oldugu
goruslindedirler.

Egitim denetmenlerinin goruglerinin kidem ve gorev yaptiklari bolge degiskenlerine gore degisip
degismedigini belirlemek icin yapilan Kruskal-Wallis analizi sonuglari Tablo 4’te verilmistir.

Tablo 4.
Egitim Denetmenlerin Onerilen Modele iliskin Gériislerinin Kidem ve Gérev Yaptiklari Bélge
Degiskenlerine Gére Kruskal-Wallis Testi Sonuglari.

Degisken Boyut Kategori N X xz Sd P Fark
Benimseme 1-20 yil arasi 57 192.27 0.416 2 .812
21-30 yil arasi 151 188.86
£ 31 yil ve Gzeri 177 196.77
S Uygulanabilir ~ 1-20 yil arasi 57 155.75 11.530 2 .003 1-2
Bulma 21-30yil arasi 151 186.14 1-3
31 yil ve Gzeri 177 210.85 2-3
Benimseme Akdeniz 54 21454 17.081 6 .009 5-1
Ege 46 243.84 5-2
Dogu Anadolu 48 193.27 5-3
Gineydogu An. 44 173.39 5-4
v ic Anadolu 61 167.20 ;j
3 Karadeniz 57 182.46
"2 Marmara 75 186.64
E Uygulanabilir ~ Akdeniz 54 227.41 25.766 6 .000 3ve4d
3 Bulma Ege 46 193.41 diger tim
g Dogu Anadolu 48 142.22 bolgelerle
Glineydogu An. 44 163.40
ic Anadolu 61 173.89
Karadeniz 57 213.43
Marmara 75 217.86

Tablo 4’te goruldigu gibi katihmcilarin gelistirilen modeli benimseme diizeyleri mesleki kidemlerine
gore degismezken [x2(2)=0.416, p>.05], Tiurk egitim sisteminde uygulanabilir bulma duzeyleri
farklilagmaktadir [x2(2)= 11.530, p<.05]. Buna gore egitim denetmenlerinin mesleki kidemleri arttik¢a
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gelistirilen modelin Tirk egitim sisteminde uygulanabilecegine iliskin gorusleri de olumlu yonde
artmaktadir.

Yine Tablo 4’te goriildugu gibi egitim denetmenlerinin gelistirilen modeli benimseme [)(2(6):17.081,
p<.05] ve uygulanabilir bulma [)(2(6):25.766, p<.05] duzeyleri gorev yaptiklari bolgelere gore anlamli
olarak farklilik géstermektedir Buna gére i¢c Anadolu Bélgesindeki illerde gérev yapan denetmenler, diger
bolgelerde gorev yapan denetmenlere gére modeli daha disiik diizeyde benimsemislerdir. Glineydogu
Anadolu ve Dogu Anadolu Bdlgelerinde gorev yapan denetmenler de diger bolgelerde gorev yapan
denetmenlere gore onerilen modeli daha distik diizeyde uygulanabilir bulmuslardir.

Acik Uglu Soruya iliskin Bulgular

Egitim denetmenlerine, gelistirilen ve 6nerilen egitim denetimi modeline iliskin goriis ve 6nerilerin
istendigi acik uglu soruda goriis bildiren denetmenlerin tamami, daha ¢ok 6nerilen modelin ideal bir
model oldugu ve Tirk egitim sisteminde uygulanmaya gecilmesinin yasanan sorunlari azaltacagi
yoniinde goris bildirmistir. Modelde olmayan farkh bir 6neri belirtilmemistir. Yazilan bitin gorisler
onerilen model ile 6rtiismektedir.

Sonug, Tartisma ve Oneriler

Tirkiye’de egitim denetimi igin yeni bir model gelistirmeyi ve gelistirilen yeni modelin egitim
denetmenleri tarafindan ne dilizeyde benimsendigini ve uygulanabilir bulundugunu belirlemeyi
amagclayan bu ¢alisma kapsaminda, mevcut yerli ve yabanci literatir, yapilan arastirma sonuglari ve milli
egitim suralarinda alinan tavsiye kararlari géz oninde bulundurularak bir egitim denetimi modeli
gelistirilmistir. Model, egitim denetiminin yapi ve sireg (isleyis) boyutlarina iliskin diizenlemeleri
icermektedir. Daha sonra egitim denetmenlerinin gérisine sunulan model, egitim denetmenlerince
olumlu karsilanmistir.

Arastirmaya katilan egitim denetmenleri gelistirilen modelin, 6rgutsel yapilanmasini yansitan yapi
boyutunu tamamen benimsemis ve Tirk egitim sisteminde uygulanabilir bulmuslardir. Modelin yapi
boyutunun denetmenlerce tamamen benimsenmesi ve Tirk egitim sisteminde uygulanabilir gérilmesi,
modelin Tirkiye kosullarina uygun, gercekci ve ihtiyaca yonelik bir yapi sundugunu géstermektedir.
Benimseme ve uygulanabilir bulma diizeyinin bu kadar yiksek olmasinda, modelin ikili denetim yapisi
yerine bir birim tarafindan koordine edilen tekli denetim yapisi 6nermesinin ve bakanligin tasra
teskilatinda denetimin bolgesel diizeyde yapilanmayi 6ngérmesinin ve uzmanhga/bransa dayali denetim
gruplarina yer vermesinin etkisi oldugu séylenebilir. Nitekim sorulan agik uglu soruya verilen tim
cevaplarda bu yonde gorusler belirtilmis, bu denetim modeline biran 6nce gecilmesi yoniinde gorisler
agirhk kazanmistir.

Calismanin baslarinda agiklandigi gibi yapilan arastirmalarda da egitim denetmenligi ve bakanlk
mifettisligi ayirnmina son verilmesi, denetimin tek ad ve tek cati altinda birlestirilmesi, egitim
denetmenlerinin il milli egitim mudurliklerine bagh olarak calismalarina son verilmesi, rehberlik ve
sorusturmanin ayni kisilerde toplanmasinin 6gretmen- mifettis iliskilerini olumsuz etkiledigi sonuglarina
ulasilmistir (Can, 2004; Dagli, 2004; Tok, 2004; Yildirim, 2007). Ayrica milli egitim suralarinda ikili yapiya
son verilerek denetimin tekli yapida 6rgiitlenmesi, (MEB, 2008a), denetimde bolge sistemine gegilmesi
yoninde tavsiye kararlari alinmistir (MEB, 2008e). Biitiin bu verilerden hareket edilerek, gelistirilen
denetim modelinin Tirk egitim sisteminde uygulanmaya baslanmasi ile denetim sisteminde yasanan
sorunlarin 6nemli oranda azalacagi séylenebilir.

Arastirmaya katilan egitim denetmenleri gelistirilen modelin isleyisini, calisma usul ve ilkelerini
yansitan siire¢ boyutunu da tamamen benimsemis ve Tirk egitim sisteminde uygulanabilir bulmuslardir.
Bu bulgu, modelin ¢agin gereklerine uygun denetim ilkelerini ve ¢alisma usul ve esaslarini igerdiginin
gostergesi olarak degerlendirilebilir. Denetmenler, 6nerilen denetim modelinin siire¢ boyutu ile ilgili
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ifadeleri, yapi boyutundaki ifadelerden goérece daha yiksek diizeyde benimsemis ve uygulanabilir
bulmuslardir. Bunda, denetimin isleyisinde ve galisma esaslarinda yasanan sorunlarin etkisi oldugu
soylenebilir.

Denetime yiklenen anlam ve denetimden beklentiler konusunda, hem 06gretmenler hem de
denetmenlerce denetimin rehberlik ve yardim sireci olarak goriilmemesi, dolayisiyla rehberlik yerine
kontrol odakli denetim uygulamalarinin agir basmasi, denetim siirecinde 6gretmenler ve denetmenler
arasinda acik bir diyalogun ve yeterli isbirliginin kurulamamasi, denetim uygulamalarindan yeterince
verim alinmamasi ve denetimin 6gretim sirecini gelistirmekten uzak kalmasi, 6gretmenlerin denetime
soguk bakmasi gibi hususlardan 6gretmenler kadar denetmenlerin de rahatsizlik duymasi dogaldir.
Dolayisiyla 6nerilen yeni modele iliskin bu denli ylksek diizeyde olumlu goérislerin temelinde bunlarin
etkisinin oldugu dusunulebilir. Yukarida belirtildigi gibi birgok arastirmada da mevcut denetim sisteminin
isleyisi ile ilgili 6nemli sorunlarin varligina deginilmektedir. Bu arastirma sonugclari géz o6niinde
bulunduruldugunda, denetmenlerin gérev bicimi ve calisma esaslarinin, denetime yiklenen c¢agdas
anlami yansitan denetim ilkeleri dogrultusunda yeniden dizenlenmesi gerektigi aciktir. Dolayisiyla
onerilen modelin, ihtiya¢ duyulan bu dizenlemeleri igerdigi séylenebilir.

Arastirmada ulasilan bulguya gore egitim denetmenleri, egitim denetmen yardimcilarina gore
gelistirilen modelin Turk egitim sisteminde daha ¢ok uygulanabilir oldugu goriisindedirler. Egitim
denetmenlerinin, siteme yeni dahil olan denetmen yardimcilarina gére modeli daha yiiksek diizeyde
uygulanabilir bulmalari, alani daha iyi tanimalari ile agiklanabilir. Ayrica denetmen yardimcilarinin daha
cok Dogu ve Glineydogu Anadolu bdlgelerinde yer alan illerde c¢alisiyor olmasi, bulunduklari bu illerde
denetmen sayisinin az olmasi nedeniyle is ylklerinin daha ¢ok olmasi, 6zlik haklari ve yer degistirme ile
ilgili yasadiklari problemlerin de, sitemin yeniden yapilandiriimasi ile ilgili gorislerinin, egitim
denetmenlerinin géruslerine gore gérece daha olumsuz olmasinda etkili oldugu séylenebilir.

Arastirmada, egitim denetmenlerinin mesleki kidemleri arttikga gelistirilen modelin Tirk egitim
sisteminde uygulanabilecegine iliskin gorislerinin de olumlu yénde arttigi bulgusuna ulagiimistir. Egitim
denetmenlerinin, denetmen yardimcilarina gére daha kidemli olduklari dustndlirse, bu bulgu unvan
degiskeni ile ilgili bulguyla 6rtismektedir. Kidemli olanlarin modeli daha yiksek diizeyde uygulanabilir
bulmalari, alani daha iyi tanimalari ile agiklanabilir. Ayrica kidemli denetmenlerin sitem icinde sorunlara
daha uzun stire maruz kalmalari nedeniyle, yeni bir yapilanmaya duyulan ihtiyag algilarinin daha oldugu
sdylenebilir. Onerilen modelin yasanan sorunlardan hareketle yapilandirilmis olmasinin, denetmenlerin
modeli tamamen benimsemesinde etkili oldugu diisiinilmektedir.

Arastirmada ulasilan baska bir bulguya gére i¢ Anadolu Bolgesindeki illerde gérev yapan
denetmenler, diger bolgelerde gorev yapan denetmenlere gbére modeli daha dusik dizeyde
benimsemislerdir. i¢ Anadolu Bolgesinde gérev yapan denetmenlerin dnerilen modeli benimseme
dizeylerinin diger bolgelere gore gorece daha olumsuz cikmasi, 6zellikle Kayseri ilinde gorev yapan
denetenlerin goruslerinden kaynaklanmaktadir. Kayseri ilinde denetmenler derneginin kurulmus olmasi
ve kurulan dernegin 6zellikle mifettislerin 6zliik haklari, sistemin yeniden yapilandiriimasi gibi konularda
yapmis oldugu calismalarin istenilen sonuglari ¢abuk vermemis olmasi gibi faktérlerin, sistemde kokla
degisikliklere olan inanci zayiflatmis olma ihtimalinin bu arastirma ile ilgili sonuglara da yansidig
soylenebilir.

Arastirmada Gilneydogu Anadolu ve Dogu Anadolu Bolgelerinde gérev yapan denetmenlerin diger
bolgelerde gorev yapan denetmenlere gore Onerilen modeli daha disik dizeyde uygulanabilir
bulduklari bulgusuna ulasiimistir. Giineydogu ve Dogu Anadolu Boélgeleri disindaki bolgelerden elde
edilen sonuglar genel olarak birbirine yakindir. Glineydogu ve Dogu Anadolu Bolgelerinde denetmen
yardimcilarinin sayisinin ¢ok olmasi, bu bolgelerde is yikinln fazla olmasi, diger bolgelerde denetmen
kadrolarinin dolu olmasindan dolayi istedikleri illere atamalarinin yapilamamasi gibi nedenlerle,
Turkiye’de denetim alt sisteminin yeniden yapilandiriimasi ile ilgili diizenlemelerin yapilabilecegine olan
inanglarinin gérece daha olumsuz oldugu séylenebilir.
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Sonug olarak denetim sisteminde yasanan sorunlar, Tlrkiye'nin kosullari ve ¢agdas egitim anlayisi goz
onlinde bulundurularak gelistirilen, rehberlik ve egitim slrecini gelistirme odakli yeni egitim denetimi
modelinin, Turk egitim sistemine énemli katkilar sunma potansiyelini tasidigi; karar alicilarin yapacagi
diizenlemelerde ve uygulayicilarin pratiklerinde yararlanabilecekleri bir model oldugu dislinilmektedir.
Tirkiye’deki egitim denetmenlerinin bunu tamamen benimsemeleri ve Tirkiye’de uygulanabilir
bulmalari da bunun bir gostergesi olarak kabul edilebilir. Bu konuda egitim denetimi alt sisteminin
yapisal sorunlari ve isleyisi ile ilgili, basta bu arastirmada yer almaktan kaginan bakanlik mufettisleri
olmak (izere, Ogretmenler, egitim denetmenleri, bakanhktaki yoneticiler ve okul midirleri gibi
paydaslarin gorislerinin alindigi, nicel ve nitel yontemlerin birlikte kullanildigi arastirmalarin yapilmasi
yararl olacaktir.
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et al. (2011) “Emotional Intelligence Questionnaire” was used to determine the pre-

Emotional intelligence,
service teachers’ emotional intelligence levels. Additionally, the questionnaire which

Creativity,
Learning was adapted to Turkish language by Aksoy (2004) “How Creative Are You?” was used
Thinking to determine the pre-service teachers’ creativity levels. And “Personal Data Form” was

used to collect personal data of the pre-service teachers. For the collection of
qualitative data, semi-structured interview form prepared by the researchers, and
“Personal Data Form” were used to. In order to analyze the quantitative data, “t test”
and one-way anova were used. Both critical and interpretive analysis techniques were
applied together in the analysis of the qualitative data. According to results of the
study, it was determined that emotional intelligence levels of pre-service teachers vary
significantly based on gender; yet, no significant difference based on grade level and
department was observed. Additionally, it was determined that creativity levels of pre-
service teachers vary significantly depending on department, but no significant
difference is observed based on gender and grade level. And finally, it was determined
that there was positive and significant relationship at a low level between emotional
intelligence levels and creativity levels of pre-service teachers.

Teacher education.

Introduction

The age we live is described as a time period which has undergone a lot of innovations in many areas
and in which the traditional approaches have given their places to the new ones. Those developments
effecting social, political and economical areas also have brought innovations to the paradigms of
education. This fast change in our age, have also highly changed the expectations of the society from
education and educated individuals. The aim of the education is to train people who can interrogate,
investigate, know how to access information, how to use it properly and have higher order thinking skills
rather than to train individuals having all the contextual knowledge.

Thoughts and emotions are concepts that need to be considered together. While Ozcan (2000) states
that emotions form a basis for thoughts, Goleman (2005) remarks that emotions and thoughts are
indispensable for each other. In this regard, while improving the creative thinking skill, which is one of
the higher order thinking skills and takes place among the aims of education to train qualified
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individuals, considering the emotional intelligence competences of the individuals is an important
factor.

Creativity

In order to talk about creativity, one of the subjects being discussed by the researchers nowadays,
one should maintain this concept closely. There are a lot of definitions of creativity in literature. By
defining creativity as “a process of generating ideas for hypothesis, testing hypothesis, and correlating
the results”, Torrance (1995) emphasized the need for defining creativity as a process rather than
defining it as an outcome about personality, product or environment (p.21). Rawlinson (1995) indicated
that creativity was a process of generating new ideas, which requires imagination and leads an
individual to many plausible answers, solutions and thoughts (p.16). Saaty (2006) also defined creativity
as an ability to demonstrate originality and imagination as well as ordinary skills in problem solving.

Although there are a lot of definitions related to creativity, it can be observed that they are
fundamentally similar to each other. Especially, in those definitions, it can be maintained that creativity
is taken as the forefront of the skills for generating different solutions for problems (Senemoglu, 2005),
making new connections between events, presenting new solutions (Ozdzer, 2008) and for creating new
products (Yenilmez & Yolcu, 2007). When those definitions about creativity are evaluated, it can be said
that creativity is a thinking skill which allows looking at phenomena in different ways, developing
original and solution centered ideas for problematic situations, playing with the limits of mind rather
than playing within the limits.

In order to understand the importance of creativity for individuals, one should look at the
characteristics of people who are evaluated as creative individuals. Creative persons are the ones who
put forward ideas and opinions boldly, are inquisitive, are independent in thought and provisions, give
themselves fully in the work that they deal with, are regularly busy with the work they deal with, have
strong intuition, are persistent, are unwilling to immediately accept everything as the authority says so,
take risks (courageous), refuse to accept the provisions of authorities (Arik, 1987, p.11). When those
characteristics are taken into account, the importance of creative people can be understood more
clearly.

In terms of educational sciences, what comes to mind is questions like “how high order thinking skills
such as creativity can be improved for individuals?”, “with which factors is it related? “and “ how can it
be applied in education?” and “ In what ways can it be located in curriculum?”. It is indicated that
creativity is a power which can be learnt and developed (Cellek, 2005). In this respect, Orhon (2011)
emphasized that the main role of education is to provide learners with environments for improving their
creative thinking skills in every field, and to encourage learners to enhance their abilities (p.22). Training
creative individuals and arranging teaching-learning environments for improving their skills are among
the tasks of educators. In this context, in order to train creative learners, it is necessary that teachers
should be trained as individuals who are always open to trying new experiences and ideas and analyze
events from different views (Oztiirk & Darica, 2003). On this point, Maloney (1992) investigated the
effect of teachers’ creativity training on their own creativity and their approaches for teaching.
According to that study, both the teachers, who took the creativity course and their students try new
methods, take risks, give importance to emotions and apply cooperative learning (Cited in Cetingdz,
2002). Therefore, according to results of this study, it can be an important step to determine the
creativity levels of the pre-service teachers who will be teachers in the future, and to provide
appropriate teaching-learning conditions for improving this ability.
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Emotional Intelligence

The term emotional intelligence is a concept referring to recognition of both the others and ones’
own feelings, self-motivation, and the ability to manage emotions for ourselves and in our relationships
(Goleman, 2000). According to Salovey and Mayer (1990), who defined emotional intelligence in their
“Emotional Intelligence” works, emotional intelligence can be defined as a type of social intelligence
including skills such as monitoring the others and one’s own feelings, recognizing the difference
between them and applying this information to direct their ideas and actions. In another study, Mayer
and Salovey (1993) defined the scope of emotional intelligence by indicating that it includes the verbal
and non-verbal evaluation, the expression of feelings, the regulation of others' and their own feeling,
the application of emotional content in problem-solving. Cooper and Sawaf (2000), who indicated the
effects of emotional intelligence on one’s life, mentioned that emotional intelligence not only ensures
learning to recognize and evaluate others and our own feelings but also it enables us to react properly
by reflecting the information about feelings and the energy of emotions in our daily life and work
(p.253). In terms of those definitions, emotional intelligence can be expressed as the one’s awareness of
his/her feelings as well as others and the ability to recognize and manage emotions and the
consciousness of knowing when, where, how to use those emotions.

Dutoglu and Tuncel (2008), who underlined the necessity of the improvement of emotional
intelligence for creating a high quality of life, remarked that individuals who have high emotional
intelligence can enhance the belief that “one can do anything” and meanwhile they can reduce the
effects of negative feelings like anxiety, worry by using their ability to control their emotions. If the fact
that emotional intelligence can be learned (Goleman, 1998) and be improved by education (Kocayorik,
2004) is taken into account, incorporating emotional intelligence into education may help individuals to
have characteristics needed for a high quality of life. In order to enhance such a competence for
students, teachers should take a major responsibility for it. Teachers should improve the students’
abilities such as evaluating different views, making empathy with others, being sensitive to the ideas and
feelings of their friends, giving possible solutions to the problems they may face, communicating
effectively and working cooperatively with others. If teachers express to students that they understand
the students’ emotions or make them feel this, students may learn those behaviors implicitly or
explicitly and exhibit those behaviors to their friends and teachers (Dutoglu & Tuncel, 2008). Coetzee
and Jansen (2007) indicate that emotional intelligence enhances the knowledge and skills needed by
teachers for creating a classroom environment where students are peaceful. Coetzee and Janson (2007)
who indicated that student are motivated in such cases when teachers approach students with respect,
sincerity and empathy, emphasize that teachers are models for teaching the management of social and
emotional skills through displaying emotional and intelligent behavior. In this direction, it is necessary
that the emotional intelligence of teachers and pre-service teachers and the improvement of their
emotional intelligence should be determined.

The Relationship between Creativity and Emotional Intelligence

Thoughts and emotions are interconnected concepts. Emotions take an active role for thinking
processes. Emotions often rank first in brain function and helps cognitive learning. If we love the things
we learn, we may focus more and move our thoughts into the high order level of thinking processes.
When we hate learning, mostly we spend less time for it and we remain in the lowest level of processes
(Duman, 2007, p.402). Related with this subject, San (2002), emotions incorporates rationality inside
emotions and also emotions and sensitivity contribute to rationality and she defends the idea of this
connection between emotions and rationality.

When the relationship between thoughts and emotions is taken into account, gaining the
competencies for creativity and emotional intelligence together has a great effect on achieving success.
In this direction, there are studies investigating the relationship between emotional intelligence and
creativity. Zhou-George (2003) investigated the situation of the leaders’ emotional intelligence in the
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creativity processes; Cengiz, Acuner and Baki (2006), investigated the relationship between creativity
process and the whole components of emotional intelligence; Akkan (2010), investigated the emotional
intelligence of gifted students and its relation with the creativity; Tekin Bender (2006), investigated the
level of emotional intelligence of students in Art Education and their level of creativity; also Dadvar,
Mohamadrezaii and Fathabadi (2012) analyzed the emotional intelligence of high school students and its
relation with creativity. In those studies, it was found that emotional intelligence affects the creative
process and it was indicated that they are interconnected with each other.

Consequently, it is observed that all of these studies are conducted with students and leaders except
one study conducted with pre-service teachers and the main focus of those researches was to
investigate the relationship between emotional intelligence and creativity. Hence, the problem situation
of this study is to determine to what extent pre-service teachers have those abilities. It is considered
that this study fills the gap in the literature and makes contribution for the future researches.

Method
Research Design

In this research, the mixed type of research model, in which both of the qualitative and quantitative
data are used, is applied. The reason why the qualitative data are used as well as quantitative data is to
investigate the data more deeply and to understand the research subject more broadly (Yildinm &
Simsek, 2005). As for the qualitative data, the relational screening model is used. According to Karasar
(2005, p.77), the relational screening model is a research approach, which aims to depict a situation
existing in past or present in its available form. As for the qualitative data, semi-structured interview is
used.

Participants

The population of study consisted of pre-service teachers who are studying in Faculty of Education in
Mugla University in the academic year of 2011-2012. The sample of the study consists of 172 female and
106 male students studying within the grades of 1 and 4 and who are in the departments of Elementary
School Teacher Training Education, Preschool Teacher Training Education, Teacher of Social Studies
Training Education, Science Teacher Training Education, Turkish and English Language Training Teacher
Education in the 2011-2012 academic years.

Table 1.
Distribution of Pre-Service Teachers Participating in Research in terms of Gender, Department and Grade
Variables.

Variables Categories N %
Gender 1. Female 172 61.4
2. Male 106 37.9
Department 1. Science Teacher Training Education 42 15.0
2. Elementary School Teacher Training Education 47 16.8
3. Preschool Teacher Training Education 47 16.8
4. Teacher of Social Studies Training Education 60 214
5. Turkish Language Training Teacher Education 48 17.1
6. English Language Training Teacher Education 34 12.1
Grade 1. First Grade 152 54.3
2. Fourth Grade 126 45.0
TOTAL 278 100.0
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Instrument
Emotional intelligence scale

Schutte Emotional Intelligence Scale which was developed by Schutte et.al. (1998) to determine the
level of emotional intelligence of pre-service teachers and adapted form of Turkish by Tatar, Tok and
Saltukoglu (2011) is used. The scale, which is a Likert-type scale consisting of 41 items scored on from 1
to 5 was used in this study. Individuals are asked to what extent they agree or disagree with each item.
There are five options determining the degree of participation in each item, which are "Strongly Agree",
"Agree", "No idea", "Disagree" and "Strongly Disagree". The results of KMO sampling adequacy statistic
which is applied in factor analysis, have demonstrated the suitability of correlations between items for
factor analysis (KMO = 0.92). In addition, according to Bartlett Sphericity Test results, there are sufficient
relationship among the items for factor analysis ()(2(320) = 16,705.78, p <0.001). For the whole scale
Cronbach's alpha internal consistency coefficient was 0.82 (Tatar, Tok, & Saltukoglu, 2011). For this
study, Cronbach's alpha internal consistency coefficient was found to be 0.90.

Creative thinking skills scale

“How creative are you?” Scale which was developed by Whetton and Cameron (2002) to determine
the level of creativity of pre-service teachers and adapted to Turkish by Aksoy (2004) was used in this
study. The scale consisting of 39 items is a 3 point likert type scale. Individuals are asked to what extent
they agree and disagree with each item. There are three options determining the degree of participation
in each item which are "Agree", "Undecided", "Disagree". Aksoy (2004) found that the Cronbach's alpha
reliability coefficient of the scale was 0.94. In this study, the reliability coefficient was calculated as 0.90.

Semi-structured interview form

“Semi-structured interview form” was prepared by the researchers for qualitative data collection. To
ensure the validity of the form, expert opinion was taken and some questions were rearranged and
some of them were removed according to the recommendations made by the experts. The some part of
questions were updated and corrected through pilot applications and they were given the final shape. 4
male and 4 female, totally 8 volunteer teachers were interviewed with the semi-structured interview
form consisting of five questions. The information about departments, grades and gender of teachers
has been elicited with Personal Information Form.

Data Collection

The scales used in the study were applied to the participants in groups by the researches. Moreover,
by having semi-structured interviews with the participants in 30 minutes time, qualitative data were
attained.

Data Analysis

Data was analyzed with SPSS 17.0 package software. To determine whether pre-service teachers’
emotional intelligence and creativity levels according to several variables changed or not, "t test" for the
pairwise comparisons, one-way analysis of variance technique for the multivariate comparisons were
used. The relationship between emotional intelligence and creativity levels of pre-service teacher was
examined by Pearson's Product Moment correlation coefficient. All statistical level of significance was
taken as 0.05 in the accounts.
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For the analysis of the qualitative data obtained from semi-structured interviews, critical and
interpretive analysis (Creswell, 1998; Hatch, 2002; Merriam, 1998) techniques which are based on
critical theory and in which researchers interpret their thoughts and comments on the study are used
together. According to Merriam (1998), qualitative data, breaking down the data and analyzing it
facilitate the interpretation and data analysis.

Results

The research findings related to the sub-problems are given in this section of the study.

The Findings for the First Sub-Problem

In order to answer the first sub-problem which is " Are there any significant differences among levels
of the emotional intelligence of pre-service teachers, their departments and their class levels?”, the pre-
service teachers total emotional intelligence scores were calculated. To examine whether pre-service
teachers’ emotional intelligence scores showed a significant difference in terms of gender or not, t-test
was applied, related analysis are given in Table 2.

Table 2.

The t-test Results of Emotional Intelligence Scores in terms of Gender Variable.
Gender N X S Sd t p
Female 172 145.30 23.49 276 2.265 .024
Male 106 138.96 20.65

In Table 2, in terms of gender variable, it can be observed that there is a significant difference for the
teachers' emotional intelligence scores (t = 2.265 p <.05). The mean scores (X= 145.30) that female pre-
service teachers got from “emotional intelligence scale” are higher than the male ones (X=138.96).

In terms of grade variable, to examine whether there is a significant difference for the pre-service
teachers’ emotional intelligence scores t-test was applied, the results of analysis are given in Table 3.

Table 3.

The t-test Results of Emotional Intelligence Scores in terms of Grade Variable.
Class Level N X S Sd t p
First Grade 152 141.81 21.74 276 .859 391
Fourth Grade 126 144.18 24.16

As seen in Table 3, there is no significant difference between the scores of first grade pre-service
teachers for emotional intelligence scale and the scores of fourth grade pre-service teachers for
emotional intelligence scale, in terms of grade level variable (t = .859, p>.05).

To examine whether there is a significant difference for prospective teachers’ emotional intelligence
scores in terms of departments one-way analysis of variance was conducted and related analysis results
are given in Table 4.
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Table 4.
The One-Way Variance Analysis Result of Emotional Intelligence Scores in terms of Department Variable.
Department Sum of Sd Mean Square F 4]
Squares
Between groups 5505.015 5 1101.003 2.150 .060
Within-Group 139280.528 272 512.061
Total 144785.543 277

As seen by Table 4, there is no significant difference among the emotional intelligence scores of pre-
service teachers who are in the departments of Science Education, Elementary School Education,
Turkish and English Education in terms of department variable (F=2.150, p>.05).

The Findings for the Second Sub-Problem

In order to answer the second sub-problem, which is "do the results show a significant difference in
terms of four variables: the creativity levels of pre-service teachers, their genders, their departments,
and their class levels?” the total creativity scores are calculated. So as to examine whether pre-service
teachers’ creativity scores show a significant difference in terms of gender or not, t-test was applied,
and the related analysis are given in Table 5.

Table 5.

The t-test Results of the Creativity Scores in terms of Gender Variable.
Gender N X S Sd t p
Female 172 47.05 16.88 276 .933 .352
Male 106 45.14 16.22

As seen by Table 5, it can be observed that there is no significant difference for the teachers'
creativity scores in terms of gender variable (t =.933, p>.05). With regard to grade variable, to examine
whether there is a significant difference for the pre-service teachers’ creativity scores or not, t-test was
applied, and the results of analysis are given in Table 6.

Table 6.

The t-test Results of the Creativity Scores in terms of Grade Variable.
Class Level N X S Sd t P
First Grade 152 46.44 16.85 276 132 .895
Fourth Grade 126 46.18 16.41

As seen by Table 6, it can be remarked that there is no significant difference for the teachers'
creativity scores in terms of grade variable (t = .132, p>.05). In order to examine whether there is a
significant difference for prospective teachers’ creativity scores in terms of their departments or not,
one-way analysis of variance was performed and the related analysis results are given in Table 7 and
Table 8.

As seen by Table 7, it can be indicated that the highest scores for creativity belong to the pre-service
teachers in Pre-school Teacher Training Department.
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Table 7.
The Mean Values of Creativity Scores in terms of Department Variable.
Department N X Ss
Science Education 42 44.1667 14.45754
Elementary School Teacher Training Education 47 41.7872 14.55714
Pre-school Teacher Training Education 47 51.4468 17.73453
Social Sciences Teacher Training Education 60 49.3667 16.82710
Turkish Teacher Training Education 48 45.4167 18.33823
English Teacher Training Education 34 44.1176 15.73409
Total 278 46.3273 16.63184
Table 8.
The One-Way Variance Analysis Result of Creativity Scores in terms of Department Variable.
Intergroups Sum of Sd Mean F p Significant
Squares Square Difference
Within-Group 3156.760 5 631.532  2.337 .042 1,3
Between groups  73466.452 272 270.097 2,34
Total 76623.212 277 3,1-2-6
4,2
6,3

1: Science Education Pre-service Teachers, 2: Elementary School Pre-service Teachers, 3: Pre-School Pre-service Teacher 4: Social
Sciences Pre-service Teachers, 5: Turkish Pre-service Teacher, 6: English Pre-service Teachers

As seen in table 8, there is a significant difference in the scores of creativity in terms of department
variable (F=2.337, p<.05). In other words, the level of creativity of pre-service teachers shows a
significant difference in accordance with their departments. According to the LST test results which is
applied in order to identify the differences between each department for the groups, there is a
significant difference between the departments; between Science Education and Pre-School Education,
between Elementary School Education and Social Science Teacher Education, between Pre-School
Teacher Education and Science Education; between Elementary School Education and English Teacher
Education, between Social Science Teacher Education and Elementary School Teacher Education; and
between English Teacher Education and Pre-School Teacher Education.

The Findings for the Third Sub-Problem

So as to answer the third sub-problem which is “Is there any significant relationship between
emotional intelligence levels of pre-service teachers and their creativity levels?”, the relationship
between emotional intelligence and creativity scores of pre-service teachers is examined by Pearson's
Product Moment correlation coefficient.

As can be seen in Table 9, the scores of teachers’ emotional intelligence and creativity are correlated
at very low levels, but it can be considered that there is a positive and significant relationship between
those scores (r=.119, p<.05).
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Table 9.
The Correlation Analysis Results between the Emotional Intelligence and Creativity.

Creativity Emotional Intelligence
Creativity Pearson Correlation (r) 1 .119%*
Significance (p) .047
N 278 278
Emotional Pearson Correlation (r) .119* 1
Intelligence
Significance (p) .047
N 278 278

* Correlation is significant at the 0.05 level.

The Findings for the Fourth Sub-Problem

The data obtained from the interviews with pre-service teachers were examined; the findings related
to the pre-service teachers' responses to questions are given below.

Table 10.
The Answers Pre-service Teachers Gave to the First Question.

Question 1: “Did you find conditions in which you can reflect your emotions on your learning or
you can use your emotional intelligence?”

First Not too much but in the courses Fourth | have never encountered the
Grade of some teachers | can find Grade teachers who give importance to
Female Female emotions and emotional intelligence.
Maybe in the other universities there
are such teachers.
First No. Because teachers mostly Fourth The important things for the courses
Grade prefer presenting their subjects, Grade- are knowledge and exams. It is not
Female they ignore the emotions. Female important what you feel, | think.
First | still have not understood Fourth In our country the preparation for
Grade whether teacher cared the Grade exams and exams are the most
Male emotions of other or not. In their Male important things. We enter a lot of
speaking | can sense that they exams and it will also continue after
care but in practice | didn’t see graduations. If our education system
any concrete response. cares our emotions, we are not
competing with each other like this.
First | think there are no conditions Fourth We don’t have any course where our
Grade like this only the subjects which Grade feelings matter. Only in a course |
Male should be brought on time. Male feel myself valuable and it is because

our teacher is someone who gives
value to each one of students.

When the answers given by first and fourth grade pre-service teachers are examined, it can be
observed that they give the similar answers to the questions, but they express that they couldn’t find
the conditions in which they can use their emotional intelligence. In the light of the answers given by
pre-service teachers, the courses that they took in the university aim for cognitive domains whereas the
classroom conditions are not prepared appropriately for affective domain and the teaching strategies
are not used efficiently to achieve this.
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Question 2: “In the courses you take, are the democratic conditions created?”

First
Grade
Female
First
Grade
Female
First
Grade
Male

First
Grade
Male

For some courses, yes, for some
courses, no.

Generally they don’t provide
them.

| don’t see such a opportunity in
the courses | am taking right now.
Maybe in the future | can see this
in the courses of different
teachers.

| didn’t see this in the courses |
took in this year

Fourth
Grade
Female
Fourth
Grade
Female
Fourth
Grade
Male

Fourth
Grade
Male

No. They have not been provided so
far.

No they are not provided.

No democratic conditions are not
created. Teachers mostly prefer to
teach and work with the successful
students.

Just in the courses of one teacher
everybody are seen equal but in the
other courses | can’t say there is
some kind of equality.

In the light of the answers given by pre-service teachers, first grade pre-service teachers generally
expressed that the democracy and democratic conditions didn’t take place in classroom but they
remarked that they had expectations and hope for this. Nevertheless, fourth grade pre-service teachers
said that the democratic conditions were not provided in the courses. When these data are analyzed, it
can be concluded that the general and specific aims of education related to creating democratic
conditions in the courses in which students can express their ideas and emotions freely have not been
achieved at the desirable levels and the gains of students have not been actualized enough.

Table 12.
The Answers Pre-service Teachers Gave to the Third Question.

Question 3: “Can you make empathy with your friends or teaching stuff?”

First
Grade
Female

First
Grade
Female

First
Grade
Male
First
Grade
Male

Making empathy with academic
stuff seems to be unlikely but |
can make empathy with my
friends
| can make empathy with my
friends.

I can only make empathy with
some of my friends.

| can’t make empathy with
others.

Fourth
Grade
Female

Fourth
Grade
Female

Fourth
Grade
Male
Fourth
Grade
Male

| can do it but | don’t think that my
teachers make empathy with us.

| can make empathy with my friends.
Especially because | am in the last
grade level | think everybody has the
same worries..

Even though | can’t make empathy
with my teachers can make empathy
with my friends.

| think that | can make empathy with
my teachers. | don’t think that they
can make empathy with me but
sometimes | can make empathy with
my friends.

If the answers of the pre-service teachers are examined, most of the pre-service teachers in first
grade expressed that they couldn’t make empathy with teaching stuff, some of them mentioned they
could make only empathy with their friends and some of them said they couldn’t make empathy with

54



Bilal DUMAN, Giiler GOCEN & Ali YAKAR — Pegem Journal of Education & Instruction, 4(2), 2014, 45-74

others. It seems that the pre-service teachers in the fourth grade have different ideas about empathy
from not only their friends at the same level but also from the pre-service teachers at first grade. It can
be concluded that the pre-service teachers in the fourth grade can easily make empathy with their
friends as well as their teachers; some of them even are examining the concept of empathy by
questioning why their teachers don’t make empathy with them.

Table 13.
The Answers Pre-service Teachers Gave to the Fourth Question.

Question 4: “Did you find conditions in which you can improve your creative thinking skills?”

First At the moment | have not Fourth No. | could not find throughout 4-
Grade encountered such a course. But | Grade years in the university.
Female believe that there will be courses Female

developing my creative thinking
skills until graduation.

First | could not find in the courses | Fourth | cannot find. Each course is identical

Grade took this year. Grade to each other. The courses with full of

Female Female presentations does not give you the
opportunity to think creatively

First For the moment we do not take Fourth No. Because rather than thinking,

Grade courses that will develop creative Grade knowing is much more important.

Male thinking. Maybe we can get in a Male

subsequent period

First Such a condition has not been Fourth We don’t have courses aiming at

Grade formed yet. Grade enabling us to think creatively.

Male Male

When the answers of the pre-service teachers are examined, some of the pre-service teachers in first
grade remarked that they had expectations for the improvement of their creativity skills but there was
no effort made to develop those skills. The pre-service teachers in fourth grade also expressed that they
couldn’t find learning environment to developing their creativity skills in their educational process.
When the answers of the pre-service teachers in first grade are evaluated; it can be stated that they
have expectations for the development of their creativity skills because of their first term but so far they
haven’t seen any effort for improving their creativity. With regard to these data, it can be concluded
that the pre-service teachers’ education is not enough to satisfy their expectations and needs.

When the answers of the pre-service teachers are examined, it can be observed that the views of the
first and fourth grade pre-service teachers are different. Whereas the first grade pre-service teachers
believed that they could reach proficiency for their profession in the subsequent courses, the fourth
grade pre-service teachers expressed that they couldn’t reach proficiency for their profession in terms
of creativity activities. In the light of these answers, it can be considered that the pre-service teachers
cannot reach the qualifications for using creativity skills and high ordered thinking skills and their
education for four years doesn’t contribute to those skills in this sense.
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Table 14.
The Answers Pre-service Teachers Gave to the Fifth Question.

Question 5: “In the beginning of your career, do you believe that the creativity activities in your
education are sufficient?”

First Grade We are in the beginning of our Fourth Creativity activities are not enough.
Female education. But I'm hopeful about Grade Because of my education was not in
it. University at the end of my life Female this direction. Every time we take
I think 1 will gain enough skills information based courses.
which are necessary for my
profession.
First The education we take will show Fourth No. Because they mostly teach us
Grade- us Grade mundane things.
Female Female
First Right now | don’t think that we Fourth Absolutely No. | don’t think that the
Grade- take education for creative Grade university education | take is enough
Male activities. | hope this situation will Male for my professional life.
change in subsequent courses.
First Grade |don’t feel. Fourth | don’t feel. | need to improve myself
Male Grade when | begin to my Professional life.
Male

Discussion, Conclusion & Implementation

In this study, in which the relationship between creativity and emotional intelligence level of the pre-
service teachers are examined in the process of teaching and learning, firstly the emotional intelligence
and creativity scores are examined in terms of gender, class level and department.

The data collected reveal that the emotional intelligence level of the pre-service teachers has a
significant difference in terms of gender and it is in the favor of female pre-service teachers. In other
words the emotional intelligence level of female pre-service teacher is higher than the male pre-service
teacher. The studies of Bircan (2004), Erdogdu (2008) and Gocet (2006) indicate a significant difference
for the relationship between emotional intelligence and gender in the favor of female subjects.
Therefore, the results of our study are relevant with their data. It can be remarked that it is not a
surprising result if we take into account the fact that the emotional intelligence of students are shaped
in the early childhood and the social role of the Turkish women, because the roles taken by the women
require them to have more responsibility. In this sense, it can be considered that the factors such as the
facts that women are more aware of their feelings than men, they are making more empathy with
others, they have more responsibility than men; provide them with higher emotional intelligence than
male ones.

With regard to these analyses, the emotional intelligence level of pre-service teachers shows no
significant difference in terms of grade. The results of the study done by Tekin Bender (2006) are in the
same direction with our results as the emotional intelligence of pre-service teachers shows no
significant difference in every aspect of emotional intelligence. It can be considered that the results
showing no significant difference for the emotional intelligence level of pre-service teachers who are in
first and fourth grades reveals that the education they take doesn’t promote improving their emotional
intelligence. The results of the interviews also support the idea that the pre-service teachers’ education
lacks creating teaching-learning conditions in which they gain some competence and develop these
qualifications.

The results obtained from the data analysis, which seeks whether the emotional intelligence level of
pre-service teachers changes according to their departments or not, show that there is no significant
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difference for their emotional intelligence and their departments. In a similar study of Onen (2008)
there is found no significant difference in terms of the departments of pre-service teachers. What is
more even though the emotional intelligence of pre-service teachers in science education has higher
average, there is no significant difference in terms of departments in his research.

The results of the data analysis, which investigates whether the creativity level of pre-service
teachers has a significant difference in terms of gender or not, reveals that the gender variable doesn’t
affect their creativity level. The results which are parallel to this study conducted by Yenilmez and Yolcu
(2007) show no significant difference for male and female elementary school teachers in terms of
gender.

According to the results of analysis, the creativity level of the pre-service teachers doesn’t
significantly change with respect to grade variable, and there is no significant difference for the
elementary school pre-service teachers. Yildiz, Zirhlioglu, Yalginkaya and Gliven (2011) indicated that the
scores of creativity don’t show significant difference in terms of grade. The result of this study also
supports this finding. The findings, in which creativity level of pre-service teachers don’t change
according to class level, present that the training program, in which they are educated, is not
appropriate for improving their creativity skills. According to the qualitative data, it can be concluded
that first grade pre-service teachers have the expectation of improving their creativity skills through the
education they are going to have, whereas the pre-service teachers in fourth grade graduate with the
idea that they don’t improve their creativity skills and begin their professional life. These situations
reveal that pre-service teachers don’t meet their expectations about the teaching-learning conditions
which should be supportive to improve their creativity skills.

According to the results of the analysis, the creativity level of the pre-service teachers changes
significantly with respect to department variable and also there is a significant difference between the
departments; between Science Education and Pre-School Education, between Elementary School
Education and Social Science Teacher Education, between Pre-School Teacher Education and Science
Education; between Elementary School Education and English Teacher Education, between Social
Science Teacher Education and Elementary School Teacher Education; and between English Teacher
Education and Pre-School Teacher Education. In the study of Temizkalp (2010), which supports this
finding, it is remarked that the creativity level of pre-service teachers in terms of department variable.

According to the results about the relationship between the pre-service teachers’ emotional
intelligence and creativity levels, it can be concluded that there is a positive and significant relationship
between them. Cengiz, Acuner and Baki (2006) also remarked that creativity was a process and in this
process emotional intelligence made contribution to the development of creativity and so facilitated this
process in their study. In a similar study, Dadvar, Mohamadrezaii and Fathabadi (2012) expressed that
there was a positive and significant relationship between emotional intelligence and creativity which
affects the creativity of students and enables us to predict the level of their creativity. Those results are
in the same direction with our findings and support our prediction that there is a relationship between
emotional intelligence and creativity. Therefore, in the case of improving high order thinking skills such
as creativity, the emotional intelligence of students also should be taken into consideration.

The views of the first and fourth grade pre-service teachers about the opportunities for developing
their emotional intelligence and creativity are examined. It can be remarked that they have expectations
for the development of their creativity skills but so far they haven’t seen any effort and activity for
improving their creativity. In comparison to those results, it is determined that the disappointment of
the fourth grade pre-service teachers about learning and teaching emotional intelligence and creativity
is at the forefront. Whereas first grade pre-service teachers believe that it is possible to develop the
skills for creativity and emotional intelligence, fourth grade pre-service teachers express that there is no
condition for this. With regard to the results from qualitative interviews, the courses which the pre-
service teachers take are arranged for the cognitive domain but the conditions for the teaching and
learning process of affective domain are not arranged; they can’t find any democratic conditions; they
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can’t develop their abilities for showing empathy but the students who have individual awareness can
make empathy with others not because of the teaching and learning conditions and processes in the
courses but because of their abilities; there are not enough efforts to develop creativity skills in the
context of both courses and the activities in the courses; the pre-service teachers cannot arrive at the
competency level for creative thinking skill, which is one of the high order thinking skills.

In the light of the data obtained from the research, these recommendations can be given in order to
improve the level of the emotional intelligence and creativity of pre-service teachers:

1.

2.

The results of this study are restricted with the sample in which the data is collected. Hence it is
not supposed to make generalization for all the pre-service teachers. So as to increase the
likelihood of generalizability for those results, a more comprehensive sample which includes the
pre-service teachers from different universities can be applied for similar studies.
By increasing the studies in which the relationship between the emotional intelligence and
creativity is examined, the gap in the literature should be filled. With regard to the principle that
emotions foster thoughts and thoughts foster emotions, the activities based on the both
emotions and thoughts should be applied.
In the light of our study, the emotional intelligence and creativity of pre-service teachers don’t
show significant change through their education life. In this respect, the gain, the content, the
learning and teaching process and measurement and evaluation dimensions of curriculums in the
institutions for training teachers should be constructed in relation with creativity and emotional
intelligence, with the sensitivity of the teaching stuff as the operators of curriculum for
developing those abilities, the level of emotional intelligence and creativity of pre-service
teachers can be increased.
As a solution for the physical conditions of the schools where the pre-service teachers can
enhance their creativity and emotional intelligence, required actions should be performed.
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Makale Bilgisi 0Oz

Bu galismanin amaci, Turkiye’de egitim sisteminin yeniden yapilandiriimasi

DOI: 10.14527/pegegog.2014.009 stirecinde 6gretmenadaylarinin duygusal zeka ve yaraticilik diizeyleri arasindaki

iliskininincelenmesidir. Calismada nicel ve nitel verilerin birikte kullanildigi karma

Makale gegmisi: i .
Gelis 20 Mayis 2013 arastirma deseni kullanilmistir. Calisma 2011-2012 egitim—6gretim yilinda
Diizeltme 11 Aralik 2013 gergeklestirilmistir. Calisma grubunu Mugla Universitesi Egitim Fakiiltesi Fen Bilgisi
Kabul 02 Mart 2014 Ogretmenligi, Sinif Ogretmenligi, Okul Oncesi Ogretmenligi, Sosyal Bilgiler
Ogretmenligi, Tirkge Ogretmenligi Ve ingilizce Ogretmenligi Anabilim Dallarinda
- dgrenim gdéren 278 dgretmen adayi olusturmaktadir. Ogretmen adaylarinin
Anahtar kelimeler: A g L A
. duygusal zeka diizeylerinibeliremek amaciyla Duygusal Zeka Olgegi’nin Tatar ve
Duygusalwlkzeka, digerleri(2011) tarafindan Turkge’ ye uyarlanmis formu, yaraticilik diizeylerini
Yavratm 1 belirlemek amaciyla “How creative are you?” adli 6lgegin Aksoy (2004) tarafindan
O%“?_"me' Tiirkce’ ye “Yaratici Diisiinme Becerisi Ol¢egi” adiyla uyarlanan hali kullaniimistir.
Dusliinme,

Nitel verilerin toplanmasi igin de arastirmacilar tarafindan hazirlanan yari
yaptlandiriimis gérisme formu ve 6grencilerin kisisel bilgilerine ulasmakigin
“Kisisel Bilgi Formu” kullaniimistir. Nicel verilerin analizinde ikili karsilastirmalarda
t testi, ikiden ¢ok degiskenli karsilastirmalarda tek yonli varyans analizi
kullanilmigtir. Nitel verilerin analizinde elestirel ve yorumlayici analizteknikleri
birlikte kullanilmistir. Arastirma sonucunda 6gretmen adaylarinin duygusal zeka
diizeylerinin cinsiyet degiskenine gore degistigi, ancak sinif seviyesi ve bolim
degiskenlerine gore degismedigi; yaraticikduzeylerinin cinsiyet ve sinif seviyesi
degiskenlerine gore degismedigi, bolim degiskenine gore degistigi; duygusal zeka
ve yaraticilik dizeyleriarasinda dustik dizeyde, pozitif ve anlamli bir iliski oldugu
gorulmustir.

Ogretmen yetistirme.

Giris

icinde bulundugumuz ¢ag bircok alanda yeniliklerin yasandig), geleneksel yaklasimlarin yerini yeni
yaklagsimlara biraktigi bir zaman dilimi olarak tasvir edilmektedir. Toplumsal, siyasal ve ekonomik
alanlarda etkisini gosteren bu gelismeler, egitim paradigmalarinda da yenilikleri gindeme getirmistir.
Cagimizdaki bu hizli degisim, toplumun egitimden ve egitimli insandan beklentilerini blyiik 6l¢lude
degistirmistir. Egitimin amaci bitlin bilgilere sahip bireyler yetistirmekten ziyade sorgulayan, arastiran,
bilgiyeulasmaninyollannibilen, bilgiyi gerektigi yerde gerektigi sekilde kullanabilen, tist diizey diisinme
becerilerine sahip bireyler yetistirmek olmustur.

Duygu ve diisiince birliktediisiiniilmesi gereken kavramlardir. Ozcan (2000) duygularin diisiincelerin
zeminini olusturdugunu ifade ederken, Goleman (2005) duygular ve dislincelerin birbiri igin vazgegilmez
oldugunu belirtmistir. Her anlamda donanimli bireyler yetistirmek adina, bireydeki duygu ve diisiinceler
birlikte distiniildiglinde; bireylerediisiinme becerilerini kazandirma hususunda, onlarnn duygu yapisinin
da g6z ardi edilmemesi gerekmektedir. Bu baglamda egitim yoluyla nitelikli bireyler yetistirmek icin
belirlenen hedefler arasinda yer alan ve st diizey diisiinme becerilerden biri olan yaratici diisinme
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becerisini gelistirirken, bireylerin duygusal zeka yetkinliklerini de g6z 6nliinde bulundurmak énemli bir
etmen olarak karsimiza ¢ikmaktadir.

Yaraticihk

Glinimizde tartisilan 6nemli konulardan biri olan yaraticilik hakkinda konusmak i¢in bu kavrama
daha yakindan bakmak gerekmektedir. Bu kavramla ilgili literatiirde birgok tanima rastlanmaktadir.
Torrance (1995) yaraticiligin “hipotezler igin fikirler olusturma, hipotezleri test etme ve sonuglari
iliskilendirme siireci” oldugunu belirterek, yaraticilig kisilik, Griin ya da ¢evre bakimindan tanimlamak
yerine sireg olarak tanimlamayi segtigini vurgulamistir (s.21). Rawlinson (1995), yaratici distincenin
hayal giict gerektiren ve insani pek ok muhtemel yanita, ¢6ziime ve diistinceye gotiiren bir fikir Gretme
stireci oldugunu belirtmistir (s.16).Saaty (2006) iseyaraticilig problem ¢ézmede alisilagelmis becerilerin
yani sira orijinallik ve hayal glicli sergileme becerisi olarak tanimlamistir.

Yaraticilikla ilgili ¢esitli tanimlar yapilmis olsa da bu tanimlarin temelde birbirine benzedigi
gorilmektedir. Ozelliklebutanimlarda, yaraticiligin problemlere farkli ¢éziimler {iretme yetenegi oldugu
(Senemoglu, 2005), olaylar arasinda yeni baglantilar kurma, yeni ¢éziimler ortaya koyma (Ozdzer, 2008)
ve yeni UrUnler ortaya c¢ikarma (Yenilmez ve Yolcu, 2007) gibi becerilerin 6n planda tutuldugu
gorilmustir. Yaraticilik ile ilgili yapilan bu tanimlar degerlendirildiginde, yaraticiligin olaylara farkli
acidan bakma, problematik durumlar karsisinda orijinal ve ¢6ziim odakli fikirler gelistirme ve zihnin
sinirlar arasinda degil sinirlarla oynamasina imkan saglayan bir diisinme becerisi oldugu soylenebilir.

Yaraticidlisinme becerisinin bireyler agisindan 6nemini anlamakicin, yaratici olarak degerlendirilen
insanlarin ozelliklerine bakmak gerekmektedir. Yaratici bireyler, fikir ve kanaatlerini cesaretle ortaya
atan, mitecessis, distince ve hiikimlerinde bagimsiz, ugrastig ise tam manasiyla kendini veren, eline
aldigiisledevamli bir sekilde mesgul olan, sezgileri kuvvetli,israrli, otoriteler éyle sdyllyor diye her seyi
hemen kabul etmek istemeyen, tehlikeleri gbze alan (clretkar), otoritelerin hikimlerini kabul etmek
istemeyen” bireylerdir (Arik, 1987, s.11). Bu 6zellikler dikkatealindiginda yaraticihgin bireyler ve toplum
acisindan 6nemi daha da iyi anlasiilmaktadir. Yaratici bireyler, merakli, agik fikirli ve yaptiklariiste kararh
olma gibi o6zellikleri sayesinde bireysel agidan basariyl yakalarken, toplumsal agidan yeniliklere ve
ilerlemelere katki saglayabilirler.

Egitim bilimleri acgisindan ise, bireylerde yaraticilik gibi Ust diizey disinme becerilerinin nasil
gelistirilebilecegi, hangi etmenlerle baglantili oldugu, egitim-6gretimde uygulanabilirligi ve 6gretim
programlarinda ne sekilde yer alacagi gibi konular akla gelmektedir. Yaraticiligin 6grenilebilen ve
gelistirilebilen bir gi¢ oldugu belirtilmektedir (Cellek, 2005). Bu hususta Orhon (2011), egitimin ana
roliniin insan zekdsinin her alanindaki yaratici disiinme yetenegini gelistirecek ortamlar Gretmek,
yeteneklerin ise yarar hale donistiridlmesini cesaretlendirmek olmasi gerektigini belirtmistir (s.22).
Yaratici bireyler yetistirmek ve onlarin bu becerilerini gelistirecek 6grenme-6gretme ortamlarini
diizenlemek egitimcilerin gorevleri arasinda bulunmaktadir. Bu baglamda yaratici bireyler yetistirmek
icin 6gretmenlerin de her zaman igin yeni fikirlere ve yenilikleri denemeye acik, farkli bakis agilarindan
olaylariinceleyebilen bireyler olarak yetistirilmeleri gerekmektedir (Oztiirk ve Darica, 2003). Bu konuda
Maloney (1992) yaptigi calismada 6gretmenlerin yaraticilik egitimi almalarinin kendi yaraticiliklari ve
ogretim ileilgili yaklasimlari Gizerindeki etkisini arastirmistir. Arastirmada yaraticilik egitimi kursu almis
olan oOgretmenlerin kendilerinin ve Ogrencilerinin yaraticiliklarini gelistirmek i¢in yeni yéntemler
denedikleri, risk aldiklari, hislere 6nem verdikleri ve isbirlikli 6grenmeyi uyguladiklari gorilmistir (Akt.
Ceting6z, 2002). Bu nedenle gelecegin 6gretmenleri olan 6gretmen adaylarinin yaraticilik diizeylerinin
belirlenmesi, elde edilen sonuglar dogrultusunda bu becerinin gelistirilmesini saglayacak egitim-6gretim
ortamlarinin diizenlenmesi yaratici bireyler yetistirmek adina atilmasi gereken 6nemli bir adim olarak
karsimiza ¢ikmaktadir.
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Duygusal Zeka

Duygusal zeka kendimizin ve baskalarinin hislerini tanima, kendimizi motive etme, igimizdeki ve
iliskilerimizdeki duygulari iyi yonetme yetisine gonderme yapan bir kavramdir (Goleman, 2000).
Duygusal zeka kavramini “Emotional Intelligence” ¢calismalarinda tanimlayan Salovey ve Mayer (1990)
duygusal zekayi, kisinin kendisinin ve baskalarinin duygularini izleme, aralarindaki farki gérme ve bu
bilgiyi diisincelerindeve hareketlerinde yonlendiriciolarak kullanma yetenegini kapsayan sosyal zekanin
bir tirli olarak ifade etmislerdir. Bir baska ¢alismalarinda Mayer ve Salovey (1993) duygusal zekanin
s6zll-sozsliz degerlendirme, duygularin ifade edilmesi, kendinin ve baskalarinin duygularini diizenleme
ve problem g¢6zmede duygusal igerigin kullanimini igerdigini belirterek duygusal zekanin kapsamini
aciklamiglardir. Duygusal zekanin bireyin yasantisina olan etkisine vurgu yapan Cooper ve Sawaf (2000),
duygusal zekanin kendimizin ve baskalarinin duygularinitanimayi ve degerlendirmeyi 6§renmemizin yani
sira duygulara iliskin bilgileri ve duygularin enerjisini giinlik yasamimiza ve isimize etkin bir bigimde
yansitarak onlara uygun tepkiler vermemizi sagladigini belirtmislerdir (s.253). Yapilan bu tanimlar
dogrultusunda duygusal zeka; kendi duygularinin ve baskalarinin duygularinin farkinda olma, duygulari
tanima ve yonetme becerisine sahip olma, duygulari ne zaman, nerede, nasil kullanacaginin bilincinde
olma seklinde ifade edilebilir.

Bireylerde yiiksek kalitede bir yasam olusturmak adina duygusal zekanin gelistirilmesi gerektigine
vurgu yapan Dutoglu ve Tuncel (2008), duygusal zekasi gelismis bir kisinin “bir seyi yapabilme inanci”
gelistirebildigini ve ayni zamanda da duygularini kontrol etme yetisini kullanarak kaygi, endise gibi
olumsuz duygularini en aza indirgedigini belirtmislerdir. Duygusal zekdnin 6grenilebil ecegi (Goleman,
2000) ve egitimle gelistirilebilecegi (Kocayoriik, 2004) dikkate alindiginda, egitimde duygusal zekaya yer
verilmesinin bireylerin daha kaliteli biryasam olusturmaya yardimciolan bu 6zelliklere sahip olabilecegi
distintlebilir. Ogrencilerde bu yetiyi gelistirmek adina dgretmenlere biiyiik gérevler diismektedir.
Ogretmen, ogrencilerde farkli bakis acilarini degerlendirme, arkadas iliskilerinde empati kurma,
arkadaslarinin disiincelerine ve duygularina duyarli olma, karsilastigi problemlere ¢6ziim oOnerileri
olusturma, etkili iletisim ve isbirligi igcinde calisma gibi yetileri gelistirmelidir. Ogretmen 6grencilerin
duygularini anladigini agik¢a dile getirir ya da bunu onlara hissettirirse, 6grenciler de bu davranislari
ortult veya acik bir sekilde 6grenip, arkadaslarina veya 6gretmenine karsi sergileyebilir (Dutoglu ve
Tuncel, 2008). Coetzee ve Jansen (2007), duygusal zekdanin 6grencilerin huzurlu oldugu bir sinif ortami
olusturmak adina o6gretmenlerin ihtiya¢ duydugu bilgi ve becerileri gelistirdigini belirtmislerdir.
Ogretmenlerin saygi, ictenlik ve empati ile dgrencilere yaklasmasi durumunda 6grencilerin motive
oldugunu belirten Coetzee ve Janson (2007), 6gretmenlerin duygusal akilli davranis gostererek,
ogrencileresosyal ve duygusal becerilerin yonetimini 6gretmek icin model olduklarini vurgulamislardir.
Bu dogrultuda 6gretmenlerin ve 6gretmen adaylarinin duygusal zeka seviyelerinin belirlenmesi ve bu
seviyenin yiikseltilmesi gerekliligi ortaya ¢tkmaktadir.

Yaraticilik ve Duygusal Zeka Arasindaki iliski

Duygu ve disiince birbirinden ayri disinilmemesi gereken kavramlardir. Duygular dislinme
surecinde 6nemli rol oynar. Duygular beyin islevinde ¢ogunlukla 6n sirayi alir ve bilissel 6grenmeye
yardimci olur. Eger 68rendigimiz seyi seversek, daha ¢ok odaklanabilir ve yliksek seviyede diisinmeye
dogru hareket edebiliriz. Ogrenmeden nefret ettigimiz zaman ¢ogunlukla 8grenmek icin ¢ok az zaman
harcariz ve en dislik stireg seviyesinde kaliriz (Duman, 2007, s.402). Bu konuyla ilgili olarak San (2002),
akil ylrttmelerle duygunun icinde ussalligin, ussallikta da duygularin ve duygululugun payinin
bulundugunu belirtmektedir.

Duygu ve dislince arasindakibu iliski g6z 6niine alindiginda kisinin basariya ulagsmasinda yaraticilik
ve duygusal zeka yetkinliklerinibirlikte kazanmasi 6nemli etkiye sahiptir. Bu dogrultuda duygusal zeka ve
yaraticilik arasindakiiliskiyiinceleyen ¢alismalar bulunmaktadir. Zhou-George (2003), liderlerin duygusal
zekalarinin yaraticilik strecindeki durumunu; Cengiz, Acuner ve Baki (2006), duygusal zekanin tim
bilesenlerininyaraticilik streciile iliskisini; Akkan (2010), Ustiin yetenekli 6grencilerin duygusal zeka ve
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yaraticilik iliskisini; Tekin Bender (2006), resim-is egitimi 6grencilerinin duygusal zekd ve yaraticilik
diizeylerini; Dadvar, Mohamadrezaii ve Fathabadi (2012) ise lise 6grencilerinde duygusal zekd ve
yaraticilik iliskisini incelemislerdir. Bu ¢alismalarda, duygusal zekdanin yaraticilik stirecini etkiledigi ve
birebir iliski halinde oldugu vurgulanmistir.

Sonug olarak duygusal zeka ve yaraticilik arasindaki iliskinin incelendigi bu ¢alismalarin liderler ve
ogrenciler ile yapildigl, sadece bir ¢alismada 6gretmen adaylariyla arastirma yapildigi goriilmustir. Bu
nedenle 6gretmen adaylarinin bu becerilere ne derece sahip oldugunu belirlemek arastirmanin problem
durumunu olusturmaktadir. Bu calismaninilgilialandaki boslugu giderecegi ve gelecek ¢calismalara katki
saglayacag dusunilmektedir. Arastirma problemi gercevesinde galismanin amaci, 6grenme-6gretme
slire¢ ve ortamlarinda 6gretmen adaylarinin duygusal zeka ve yaraticilik diizeyleri arasindaki iliskinin
incelenmesidir. Bu amagla asagidaki sorulara cevap aranmigstir:

1. Ogretmen adaylarinin duygusal zeka dizeyleri, cinsiyet, sinif seviyesi ve bélim degiskenlerine
gore anlamli bir farkhlik gostermekte midir?

2. Ogretmen adaylarinin yaraticilik diizeyleri, cinsiyet, sinif seviyesi ve bdliim degiskenlerine gére
anlamli bir farklilik géstermekte midir?

3. Ogretmen adaylarinin duygusal zeka diizeyleri ileyaraticilik diizeyleri arasindaanlamli bir iliski var
midir?

4. Ogretmen adaylarinin 6gretim siireci icinde duygusal zeka ve yaraticilik diizeylerini gelistirmeye
yonelik firsatlar bulunmasina iliskin gérisleri nelerdir?

Yontem
Arastirma Modeli

Bu arastirmada, nitel ve nicel verilerin birlikte elde edildigi karma arastirma modeli kullanilmistir.
Nicel yontemlerin yani sira nitel yontemlerin tercih edilmesinin nedeni, konuya iliskin daha
derinlemesine verilerin elde edilmesine ve konunun daha kapsamli olarak anlasilmasina katki
saglamaktir (Yildirrmve Simsek, 2005). Calismanin nicel boyutunda iliskisel tarama modeli kullanilmistir.
Tarama modelleri, Karasar’a (2005) gore, gegmiste veya halen var olan bir durumu, var oldugu sekliyle
betimlemeyi amaglayan arastirma yaklasimlaridir (s.77). Calismanin nitel boyutunda ise vyari
yapilandirilmis gériisme kullanilmistir.

Katilimcilar

Arastirmanin evrenini Mugla Universitesi Egitim Fakiiltesi’nde 2011-2012 egitim &gretim yilinda
O0grenim gormekte olan 6gretmen adaylari olusturmaktadir. Arastirmanin érneklemini ise 2011-2012
egitim ogretim yilinda Mugla Universitesi Egitim Fakiltesi’nde Fen Bilgisi Ogretmenligi, Sinif
Ogretmenligi, Okul Oncesi Ogretmenligi, Sosyal Bilgiler Ogretmenligi, Tirkce Ogretmenligi ve ingilizce
Ogretmenligi Anabilim Dallarinda birinci ve dérdiincii siniflarda égrenim géren 172 kiz, 106 erkek olmak
lizere toplam 278 6grenci olusturmaktadir.

Veri Toplama Araci
Duygusal zekd olgegi

Ogretmen adaylarinin duygusal zekd diizeyini belirlemek amaciyla Schutte ve digerleri (1998)
tarafindan gelistirilen, Schutte Duygusal Zeka Olgegi’nin, Tatar, Tok ve Saltukoglu (2011) tarafindan
Tiirkge’ ye uyarlanmis hali kullanilmistir. Olcek 41 maddeden olusan ve 1-5 arasipuanlanan likert tipi bir
Olgektir. Her madde icin bireylere, 6lcekteki maddelere ne derecede katildiklari sorulmaktadir. Bu
maddelere katilma derecelerini belirleyen segenekler “Kesinlikle Katiliyorum”, “Katiliyorum”, “Fikrim
Yok”, “Katilmiyorum” ve “Kesinlikle Katilmiyorum” seklindedir. Faktér analizinde uygulanan KMO
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Ornekleme Yeterliligi istatistigi sonuglari, maddeler arasi korelasyonlarin faktdr analizine uygunlugunu
gostermistir (KMO=0,92). Ayrica Bartlett Kiiresellik Testi sonucuna goére de maddeler arasinda faktor
analizi yapmak igin yeterli dizeyde iliski vardir (x2(820)= 16705,78; p<0,001). Olgegin bitiini icgin
Cronbach-Alpha ig tutarlik katsayisi 0.82°dir (Tatar, Tok ve Saltukoglu, 2011). Bu ¢alisma i¢in Cronbach-
Alpha i¢ tutarlilik katsayis1 0.90 olarak bulunmustur.

Tablo 1.

Arastirmaya Katilan Ogretmen Adaylarinin Cinsiyet, Béliim ve Sinif Seviyesi Dediskenlerine Gére Dagilimi.
Degiskenler Kategoriler N %
Cinsiyet 1. Kadin 172 61.4

2. Erkek 106 37.9
B6lim 1. Fen Bilgisi Ogretmenligi 42 15.0
2. Sinif Ogretmenligi 47 16.8
3. Okul Oncesi Ogretmenligi 47 16.8
4.Sosyal Bilgiler Ogretmenligi 60 21.4
5. Tirkce Ogretmenligi 48 17.1
6. ingilizce Ogretmenligi 34 12.1
Sinif Seviyesi 1. Birinci Sinif 152 54.3
2. Dordlincl Sinif 126 45.0
TOPLAM 278 100.0

Yaratici diisiinme becerisi 6lcegi

Ogretmen adaylarinin yaraticilik diizeylerini belirlemek amaciyla Whetton ve Cameron'dan (2002)
alinan “How creative are you?” adli 6lgegin Aksoy (2004) tarafindan Tirkce’ ye “Yaratici Disiinme
Becerisi Olgegi” adiyla uyarlanan halikullanmilmistir. 39 maddeden olusan 6lcek 3’li likert tipindedir. Her
madde icin bireylere 6lgekteki maddelere ne derecede katildiklari sorulmaktadir. Bu maddelere katilma
derecelerini belirleyen segenekler “Katiliyorum”, “Kararsizim”, “Katilmiyorum” seklindedir. Aksoy (2004)
tarafindan 6lgegin glvenirlik katsayisi 0.94 bulunmustur. Bu ¢alismada ise glivenilirlik katsayisi 0.90
olarak hesaplanmistir.

Yari-yapilandirilmis gériisme formu

Nitel verilerin toplanmasi amaciyla arastirmacilar tarafindan yari yapilandirilmis gértisme formu
hazirlanmistir. Formun gegerliligini saglamak amaciyla uzman goérist alinmis ve uzmanlar tarafindan
yapilan oneriler dogrultusunda bazi sorular yeniden dizenlenmis, bazi sorular ise g¢ikartilmistir. Pilot
uygulamalar yapilarak sorularin bir kisminda dizeltmeler yapilmis ve forma son sekli verilmistir. Beg
sorudan olusan yari yapilandirilmis gérisme formu ile 4’4 kadin 4’G erkek olmak lzere 8 gonulli
ogretmen adayiyla gorisme yapilmistir. Kisisel Bilgi Formu ile de 6gretmen adaylarinin okuduklari
bolim, sinif ve cinsiyet bilgilerine ulagilmistir.

Verilerin Toplanmasi

Arastirmada kullanilan dlgekler katilimcilara, arastirmacilar tarafindan gruplar halinde uygulanmistir.
Ayrica katilimcilar ile 30’ar dakikalik yari yapilandirilmis gérismeler gerceklestirilerek nitel veriler elde
edilmistir.
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Verilerin Analizi

Veriler bilgisayar ortaminda SPSS 17.0 paket programi ile analiz edilmistir. Ogretmen adaylarinin
duygusal zekad ve yaraticilik dizeylerinin gesitli degiskenlere gore degisiklik gosterip gostermedigini
belirlemek amaciyla ikili karsilastirmalarda “t testi”, ikiden ¢cok degiskenli karsilastirmalarda tek yonla
varyans analizi teknigi kullanilmistir. Ogretmen adaylarinin duygusal zekd ve yaraticilik dizeyleri
arasindaki iliskiye ise Pearson Momentler iliski Katsayisi ile bakilmistir. Tim istatistiksel hesaplarda
anlamhlik diizeyi 0.05 olarak alinmustir.

Yari yapilandirilmis gérismelerden elde edilen nitel verilerin ¢ozimlenmesi igin elestirel kurama
dayali olan ve arastirmacinin galisma uzerindeki duslincelerini ve yorumlarini disiplin ettigi ve
yorumladig elestirel ve yorumlayici analiz (Creswell, 1998; Hatch, 2002; Merriam, 1998) teknikleri
birlikte kullanilmistir. Merriam (1998)’'a gore nitel verilerin, pargalanarak ve ¢éziimlenerek analiz
yapilmasi verilerin anlamlandiriimasini kolaylastirmaktadir.

Bulgular

Bu bdlimde arastirmanin alt problemlerineiliskin bulgulara yer verilmistir.

Birinci Alt Probleme iliskin Bulgular

Calismanin birinci alt problemi olan “Ogretmen adaylarinin duygusal zeka diizeyleri, cinsiyet, sinif
seviyesi ve bolim degiskenlerine gore anlamlibir farklilik géstermekte midir?” sorusunu cevaplandirmak
icin, dgretmen adaylarinin toplam duygusal zekd puanlari hesaplanmistir. Ogretmen adaylarinin
duygusal zeka puanlarinin cinsiyet degiskenine gére anlamli bir fark gosterip gostermedigini incelemek
icin t-testi yapilmig ve ilgili analiz sonuglari Tablo 2’de verilmistir.

Tablo 2.

Duygusal Zek@ Puanlarinin Cinsiyet Dediskenine Gdére t-testi Sonuglari.
Cinsiyet N X S sd t p
Kadin 172 145.30 23.49 276 2.265 .024
Erkek 106 138.96 20.65

Tablo 2 incelendiginde, cinsiyet degiskenine gore 6gretmen adaylarinin duygusal zeka puanlarinin
anlamli bir sekilde farkhlastigi gorilmektedir(t=2.265, p<.05). Kadin 6gretmen adaylarinin duygusal zeka
dlceginden aldiklariortalama puanlar (X=145.30), erkek dgretmen adaylarinin duygusal zeka 6lgeginden
aldiklari ortalama puanlara (X=138.96) gére daha yiiksektir.

Ogretmen adaylarinin duygusal zekd puanlarinin sinif seviyesi degiskenine gére anlamli bir fark
gosterip gostermedigini incelemek igin t-testi yapilmis veilgili analiz sonuglari Tablo 3’de verilmistir.

Tablo 3.

Duygusal Zeka Puanlarinin Sinif Seviyesi Dediskenine Gére t-testi Sonuclari.
Sinif Seviyesi N X S Sd t p
Birinci Sinif 152 141.81 21.74 276 .859 391
Dordinci Sinif 126 144.18 24.16

Tablo 3 incelendiginde, sinif seviyesi degiskenine gore Ogretmen adaylarinin duygusal zeka
Olgceginden aldiklaripuanlar arasinda birincive dérdinci sinif seviyesi olarak anlamli bir farkhlik olmadig
gorulmektedir (t=.859, p>.05).
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Ogretmen adaylarinin duygusal zekd puanlarinin bélim degiskenine gére anlamli bir fark gésterip
gostermedigini incelemek icin tek yonll varyans analizi yapilmis ve ilgili analiz sonuglari Tablo 4’de
verilmistir.

Tablo 4.
Duygusal Zekd Puanlarinin Béliim Degiskenine Gére Tek Yénlii Varyans Analizi Sonuglar.
B6liim Kareler Sd Kareler F p
Toplami Ortalamasi
Gruplararasi 5505.015 5 1101.003 2.150 .060
Grupigi 139280.528 272 512.061
Toplam 144785.543 277

Tablo 4 incelendiginde, b6liim degiskenine gére Fen Bilgisi Ogretmenligi, Sinif Ogretmenligi, Okul
Oncesi Ogretmenligi, Sosyal Bilgiler Ogretmenligi, Tirkce Ogretmenligi ve ingilizce Ogretmenligi
boéluimlerinde 6grenim goren 6gretmen adaylarinin duygusal zekad puanlariarasinda anlamli bir farklilik
olmadigi gérilmektedir (F=2.150, p>.05).

ikinci Alt Probleme iliskin Bulgular

Calismaninikinci altproblemi olan “Ogretmen adaylarininyaraticilik diizeyleri, cinsiyet, sinif seviyesi
ve bélim degiskenlerine gore anlamli bir farklilik gdéstermekte midir?” sorusunu cevaplandirmak igin,
dgretmen adaylarinin toplam yaraticilik puanlari hesaplanmistir. Ogretmen adaylarinin yaraticilik
puanlarinin cinsiyet degiskenine gére anlamli bir fark gosterip gostermedigini incelemek igin t-testi
yapilmig veilgili analiz sonuglari Tablo 5’de verilmistir.

Tablo 5.

Yaraticilik Puanlarinin Cinsiyet Dediskenine Gére t-testi Sonuglari.
Cinsiyet N X S Sd t p
Kadin 172 47.05 16.88 276 933 352
Erkek 106 45.14 16.22

Tablo 5 incelendiginde 6gretmen adaylarininyaraticilik puanlarinin cinsiyet degiskenine gére anlamli
bir farklilik géstermedigi gorilmektedir (t=.933, p>.05).

Ogretmen adaylarinin yaraticilik puanlarinin sinif seviyesi degiskenine gére anlamli bir fark gésterip
gostermedigini incelemek i¢in t-testi yapilmis veilgili analiz sonuglari Tablo 6’da verilmistir.

Tablo 6.

Yaraticilik Puanlarinin Sinif Seviyesi Degiskenine Gére t-testi Sonuglari.
Sinif Seviyesi N X S Sd t p
Birinci Sinif 152 46.44 16.85 276 132 .895
Dordinci Sinif 126 46.18 16.41

Tablo 6 incelendiginde, 6gretmen adaylarinin yaraticilik puanlarinin sinif seviyesi degiskenine gére
anlamli bir farklilik géstermedigi gortlmektedir (t=.132, p>.05).

Ogretmen adaylarinin yaraticilik puanlarinin bélim degiskenine gére anlamli bir fark gésterip
gostermedigini incelemek igin tek yonli varyans analizi yapilmistir. Yaraticilik puanlarinin bélim
degiskenine gore ortalama ve varyans analizi sonuglari Tablo 7 ve Tablo 8’de verilmistir.
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Tablo 7.

Yaraticilik Puanlarinin Béliim Dediskenine Gére Ortalama Dederleri.
Boliim N X ss
Fen Bilgisi Ogretmenligi 42 44.1667 14.45754
Sinif Ogretmenligi 47 41.7872 14.55714
Okul Oncesi Ogretmenligi 47 51.4468 17.73453
Sosyal Bilgiler Ogretmenligi 60 49.3667 16.82710
Tirkge Ogretmenligi 48 45.4167 18.33823
ingilizce Ogretmenligi 34 44,1176 15.73409
TOPLAM 278 46.3273 16.63184

Tablo 7 incelendiginde, &gretmen adaylarinin yaraticilik puanlarinin en yiiksek Okul Oncesi
Ogretmenligi bolimiindeki 6gretmen adaylarina ait oldugu gériil mektedir.

Tablo 8.
Yaraticilik Puanlarinin B6liim Degiskenine Gére Tek Yénlii Varyans Analizi Sonuglari.
Boliim Kareler Sd Kareler F P Anlaml Fark
Toplami Ortalamasi
Gruplararasi 3156.760 5 631.532 2.337 .042 1,3
Grupigi 73466.452 272 270.097 2,3-4
Toplam 76623.212 277 3,1-2-6
4,2
6,3

1: Fen Bilgisi Ogretmenligi, 2: Sinif Ogretmenligi, 3: Okul Oncesi Ogretmenligi, 4: Sosyal Bilgiler Ogretmenligi, 5: Tiirkce
Ogretmenligi, 6: Ingilizce Ogretmenligi

Tablo 8 incelendiginde, boliim degiskenine gore 6gretmen adaylarininyaraticilik puanlarinin anlamli
bir farklilik gosterdigi gorilmektedir (F=2.337, p<.05). Baska bir deyisle, 6gretmen adaylarinin yaraticilik
duzeyleri, okuduklari bélime gore anlamli bir sekilde degismektedir. Bolimler arasi farkhiligin hangi
gruplar arasinda oldugunu bulmak iizere yapilan LSD testi sonuglarina gére Fen Bilgisi Ogretmenligi ile
Okul Oncesi Ogretmenligi; Sinif Ogretmenligi ile Okul Oncesi Ogretmenligi ve Sosyal Bilgiler
Ogretmenligi; Okul Oncesi Ogretmenligi ile Fen Bilgisi Ogretmenligi, Sinif Ogretmenligi ve ingilizce
Ogretmenligi; Sosyal Bilgiler Ogretmenligi ile Sinif Ogretmenligi; ingilizce Ogretmenligi ile Okul Oncesi
Ogretmenligi bolimleri arasinda anlamli fark oldugu tespit edilmistir.

Ugiincii Alt Probleme iliskin Bulgular

Uglincii alt problem olan “Ogretmen adaylarinin duygusal zekd diizeyleri ile yaraticilik diizeyleri
arasinda anlamli bir iliski var midir?” sorusunda ise, 6gretmen adaylarinin duygusal zeka ve yaraticilik
puanlari arasindaki iliskiye Pearson Momentler iliski Katsayisi ile bakilmistir.

Tablo 9 incelendiginde, 6gretmen adaylarinin duygusal zeka ve yaraticilik puanlararasinda ok disiik
diizeyde, pozitif ve anlamli bir iliskinin oldugu soylenebilir (r=.119, p<.05).
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Tablo 9.
Duygusal Zekd ve Yaraticilik Diizeyleri Arasindaki Korelasyon Analizi Sonuglari.
Yaraticihk Duygusal Zeka
Yaraticilik Pearson Korelasyon (r) 1 .119%
Anlamlilik (p) .047
N 278 278
Duygusal Zek3 Pearson Korelasyon (r) .119%* 1
Anlamhilik (p) .047
N 278 278

*Korelasyon 0,05 dizeyinde anlamlidir.

Dordiincii Alt Probleme iliskin Bulgular

“Ogretmen adaylarinin dgretim siireci icinde duygusal zekd ve yaraticilik diizeylerini gelistirmeye
yonelik firsatlar bulunmasinailiskin gorisleri nelerdir?” sorusuna cevap bulmak igin 6gretmen adaylari
ileyapilan goriismeler sonucu elde edilen veriler incelenmisve 6gretmenlerin sorularaverdikleri yanitlar
dogrultusunda ilgili bulgular asagida verilmistir.

Tablo 10.
Ogretmen Adaylarinin Birinci Soruya Verdikleri Cevaplar.

Soru 1: “Derslerde ©6grenmelerinize kendi duygularinizi yansitabilecek veya duygusal zekanizi

kullanabilecek ortamlar bulabiliyor musunuz ?”

Birinci Cok fazla olmasa da bazi hocalarin  Dérdiinci Egitim hayatim boyunca duygulara ve

Sinif derslerinde buna imkan  Sinif duygusal zekdya 6nem veren hocalarla

Kiz buluyorum. Kiz karsilasmadim. Belki baska Universite ve
bolimlerde vardir.

Birinci Hayir. Genelde hocalar sunus Dordinci Derslerde 6nemli olan hep bilgiler ve

Sinif yolunu sectikleri igin duygulara Sinif sinavlar oldu. Ne hissettigimizin bir
Kiz Onem vermiyorlar. Kiz onemi oldugunu sanmiyorum.
Birinci Hocalarin duygulara 6nem verip Doérdiinci Sinav agirlikh  bir Ulkede yasiyoruz.
Sinif vermedigini  henlz ¢6zemedim. Sinif Yillarca sinavlara girdik ve mezun
Erkek  Konusmalarindan verdiklerini  Erkek oldugumuzda yine girecegiz. Duygulara
disinduaklerini  anliyorum, fakat onem verilen bir egitim alsaydik bu
uygulamada géremiyorum. kadar yarismak zorunda kalmazdik.
Birinci Bence boyle bir ortam yok. Sadece Dérdiinci Ne hissettigimizin 6nemli oldugu dersler
Sinif yetistirilmesi gereken konular yigini ~ Sinif almadik. Sadece bir derste kendimi
Erkek  var. Erkek degerli hissettim. O da hocamizin her

Ogrenciye deger veren bir Kkisi
olmasindan kaynaklaniyor.

Ogretmen adaylarinin bu soruya verdikleri cevaplar incelendiginde, birinci sinif ve dérdiincii sinif
dizeyindeki 6gretmen adaylarinin busoruya benzer cevaplar verdikleri ve egitim ortamlarinda duygusal
zekalarini kullanacaklari ortamlar bulamadiklarini ifade ettikleri gériilmektedir. Ogretmen adaylarinin
verdikleri cevaplar dogrultusunda 6gretmen adaylarinin Gniversitede aldiklari derslerin bilissel alana
yonelik islendigi buna karsin duyussal alana yonelik bir 6grenme-6gretme sirecine iliskin sinif
ortamlarinin dizenlenemedigi ve Ogretim stratejilerinin bu alanda vyeterli olarak kullaniimadig
soylenebilir.
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Tablo 11.
Ogretmen Adaylarinin Ikinci Soruya Verdikleri Cevaplar.

Soru 2: “Aldiginiz derslerde demokratik bir ortam yaratiliyor mu?”

Birinci
Kiz

Birinci
Kiz
Birinci
Erkek

Birinci
Erkek

Sinif-

Sinif-

Sinif-

Sinif-

Bazi derslerde evet baz
derslerde hayir.
Genellikle buna imkan

saglanmiyor.

Suanda aldigimiz derslerde bunu
goremiyorum. Ama ilerikiyillarda

farklrhocalarin derslerinde belki
bu durumu gorebilirim.

Bu il aldigim
géremedim.

derslerde

Dordinca Sinif-
Kiz

Dordincla Sinif-
Kiz

Dordincl Sinif-
Erkek

Dordiincd Sinif-
Erkek

Hayir. Su ana kadar aldigim

derslerde buna imkan
saglanmadi.

Hayir, bu saglanmiyor.

Hayir demokratik bir sinif
ortami yaratilmiyor.
Ogretmenler genellikle

basariliolan 6grencilerle ders
isleme havasindalar.

Bir hocanin dersinde herkes
esit gorldliyor. Ama onun
disinda baska  derslerde
esitlikten s6z edemem.

Ogretmen adaylarinin bu soruya verdikleri cevaplar incelendiginde, birinci sinif diizeyindeki

ogretmen adaylari, derslerde demokratik ortamlarin heniliz olusamadiginiancak bu yonde bir beklenti ve

umutlarinin olduguna dair goruslerini ifade etmislerdir. Buna karsin doérdincid sinif diizeyindeki
ogretmen adaylari ise derslerde demokratik ortamlarin saglanamadigini séylemislerdir. Bu veriler

incelediginde, derslerde istenilen demokratik bir ortamin yaratiimasi ve 6grencilerin dislincelerini ve

duygularini 6zglrce sdylenebilmesine iliskin egitim ve Ogretime dair genel ve 0zel hedeflerin
programlarda belirtilen diizeylerde ve Ogrencilerin kazanimlarinda tam olarak gerceklestirilemedigi
soylenebilir.

Tablo 12.
Ogretmen Adaylarinin Ugiincii Soruya Verdikleri Cevaplar.

Soru 3: “Sinifta 6gretim elemani veya diger arkadaglarinizla empati kurabiliyor musunuz”?

Birinci
Kiz
Birinci
Kiz

Birinci
Erkek
Birinci
Erkek

Sinif-

Sinif-

Sinif-

Sinif-

Ogretim  elemanlariyla  pek
mimkin  olmasa da sinif
arkadaslarimla kurabiliyorum.
Arkadaslarimla kurabiliyorum.

Sadece bazi arkadaslarimla

kurabiliyorum.

Hig kimseyle
kuramiyorum.

empati

Dordiinca Sinif-
Kiz

Dordiinci Sinif-
Kiz

Dordiinca Sinif-
Erkek

Dordiinca Sinif-
Erkek

Ben kurabiliyorum  ama
hocalarin bizle empati
kurdugunu distinmiiyorum.
Arkadaslarimla empati
kurabiliyorum. Ozellikle de
son sinifta oldugum igin
herkesin ayni kaygilari
tasidigini diistindyorum.
Hocalarla kuramasam da
arkadaslarimla empati
kuruyorum.
Hocalarla kurabildigimi
disinmiyorum. Onlarin da

benimle empati kurdugunu
disinmiyorum, ama bazen
arkadaslarimla empati

kurabiliyorum.

Ogretmen adaylarinin bu soruya verdikleri cevaplar incelendiginde, birinci sinif diizeyindeki
o6gretmen adaylarinin ¢ogunlugu ogretim elamanlariyla empati

kuramadiklarini, bazilari sadece
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arkadaslariyla kurabildiklerini, bazilari ise hi¢ kimseyle empati kuramadiklarini séylemislerdir. Buna
karsilik dordincl sinif diizeyindeki 6gretmen adaylarinin hem kendi iglerinde hem de birinci sinif
dizeyindeki 6gretmen adaylariyla empati konusunda farkli goriislere sahip olduklari goriilmektedir.
Dordinci sinif diizeyindeki 6gretmen adaylarinin arkadaslariyla ve 6gretim elemanlariyla kolayca empati
kurabildikleri, hatta bazilarinin 6gretim elemanlarinin kendileri ile nigin empati kurmadiklarini da
sorgulayarak empati konusunu daha fazla irdeledikleri sOylenebilir. Bu cevaplar dogrultusunda,
o6gretmen adaylarinin, duygusal zekdnin bir alt boyutu olan, empati kurma becerisi, birinci sinif
dizeyinden baslayarak dordiincii sinif diizeyine kadar farkliderslerde farkli etkinliklerle gelistiril ebilir. Bu
becerilerinin gelistirilmesi oncelikle 6gretim elemanlarinin 6grencilerle daha iyi iletisim ve etkilesim
kurabilmelerine baglidir. Ogretim elemanlar, 6ncelikle “pedagojik-empati stratejilerini” gdzden
gecirmeli, siniftaki O6grenme sire¢ ve ortamlarini 6grencilerin  duygusal durumlarina gore
tasarlamalidirlar.

Tablo 13.
Ogretmen Adaylarinin Dérdiincii Soruya Verdikleri Cevaplar.

Soru 4: “Derslerde vyaratici diisiinme becerinizin gelismesine yoénelik ortamlar bulabiliyor
musunuz?”
Birinci Sinif- Suan icin boéyle bir dersle Dordinci Sinif- Hayir. 4 yillik Universite
Kiz karsilasmadim.  Ama mezun Kiz hayatim boyunca bulamadim.
olana kadar yaratici disinme
becerimi  gelistirecek dersler
olacagina inaniyorum.
Birinci Sinif- Bu sene aldigim derslerde Dordincii Sinif- Bulamiyorum. Her ders

Kiz bulamadim. Kiz birbirinin aynisi. Sunumlarla
dolu dersler yaratici
disinmeye firsat vermiyor.

Birinci Sinif- Suan i¢in yaratici dusinmeyi Doérdinci Sinif- Hayir. Clink derste

Erkek gelistirecek dersler almiyoruz. Erkek disinmekten ¢ok bilmek

Belki daha sonraki dénemlerde onemli.

alabiliriz.
Birinci Sinif- Henliz boyle bir ortam olusmadi.  Dordiincii Sinif- Yaratici dislinmeye yonelik
Erkek Erkek dersler islemiyoruz.

Ogretmen adaylarininverdigi cevaplarincelendiginde, birinci sinif diizeyindeki 6gretmen adaylarinin
bazilaribeklentiicerisindeolduklarini,ancak yaratici becerilerinin gelistiriimesine yonelik bir gabanin da
olmadiginailiskin goris belirtmislerdir. Dordiincl sinif diizeyindeki 6gretmen adaylariisealdiklari egitim
suresinceyaraticidisiinme becerilerini gelistirecek ortamlar bulamadiklarini belirtmislerdir. Bu cevaplar
dogrultusunda birinci sinif diizeyindeki 6gretmen adaylarinin gérisleri incelendiginde, henliz tiniversite
yasamlarinin ilk donemleri olmasi dolayisiyla yaratici diisinme beceril erinin gelistirilmesi konusunda
beklenti i¢cerisinde olduklarini, ancak suana kadar gegen siirede yaraticidiisinme becerilerini gelistirecek
bir gelismenin yasanmadigl soylenebilir. Bu bulguya dayali olarak 6gretmen adaylarinin aldiklari
Universite egitiminin, bu konuda onlarin ihtiya¢ ve beklentilerini karsilayacak diizeyde yeterli olmadigl
yorumu yapilabilir.

Ogretmen adaylarinin verdigi cevaplar incelendiginde, birinci sinif ve dérdiincii sinif diizeyindeki
Ogretmen adaylarinin gorislerinin farkli oldugu gorilmektedir. Birinci sinif diizeyindeki 6gretmen
adaylariegitimhayatlariboyunca gorecekleri derslerdeyaratici etkinlikler konusunda mesleki yeterlilige
ulasacaklaninancina sahipken, dérdiinci sinif diizeyindeki 6gretmen adaylari aldiklari egitim siiresince
yaratici etkinlikler konusunda mesleki yeterlilige ulasamadiklarini ifade etmislerdir. Bu cevaplar
dogrultusunda 6gretmen adaylarinin meslek hayatlarina baslamadan 6nce, yaratici disiinme becerisini
kullanabilecek yeterlilige ulasamadiklari, bu konuda dért yillik 6gretim sireci icerisindealdiklari egitimin
bu anlamda bir katki saglamadigi distinulebilir.
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Tablo 14.
Ogretmen Adaylarinin Besinci Soruya Verdikleri Cevaplar.

Soru 5: “Meslege basladiginizda aldiginiz egitim dogrultusunda yaraticl etkinlikler konusunda
yeterli hissediyor musunuz?”

Birinci Sinif- Suan daha yolun basindayiz. Ama Dérdiinci Yaratici etkinlikle ilgili cok fazla
Kiz bu konuda Umitliyim. Universite Sinif-Kiz yeterli  goérmiyorum.  Clnki
hayattim sonunda meslegimde aldigim egitim bu dogrultuda
gerekli yeterli becerileri degildi. Her zaman bilgiye dayali
kazanacagimi disiiniyorum. dersler isledik.
Birinci Sinif- Alacagimiz  egitim  gosterecek Doérdiinci Hayir. Clinkii basmakalip seyler
Kiz bunu. Sinif-Kiz Gzerinde duruldu.
Birinci Sinif- Suan igin yaratici etkinliklere Doérdiinci Kesinlikle hayir. Universitede
Erkek yonelik  bir egitim aldigimizi  Sinif-Erkek aldigim egitimin meslek
disinmiyorum. Daha sonra hayatimda bana yeterli olacagini
alacagimiz derslerde bu durum disinmiyorum.
degisebilir.
Birinci Sinif- Henlz hissetmiyorum. Dordiinci Hissetmiyorum. Meslek
Erkek Sinif-Erkek hayatima basladigimda kendimi
gelistirmem gerektiginin
farkindayim.

Sonug, Tartisma ve Oneriler

Ogrenme-6gretme siireg ve ortamlarinda, dgretmen adaylarinin duygusal zeka ve yaraticilik diizeyleri
arasindakiiliskininincelendigi bu ¢alismada, 6ncelikle 6gretmen adaylarinin duygusal zeka ve yaraticilik
puanlari cinsiyet, sinif seviyesi ve bolim degiskenlerine gore incelenmistir.

Elde edilen bulgulara gore, 6gretmen adaylarinin duygusal zeka dizeyleri, cinsiyet degiskenine gore
anlamh bir fark gostermistir ve bu fark kadin 6gretmen adaylari lehinedir. Baska bir deyisle kadin
o6gretmen adaylarinin duygusal zeka dizeyleri, erkek 6gretmen adaylarinin duygusal zeka diizeylerinden
daha yuksektir. Bircan (2004), Erdogdu (2008) ve Goécet (2006)'in yaptiklari ¢calismalarda da, duygusal
zekd ile cinsiyet arasinda kadinlar lehine anlamli farkliliklar bulunmustur. Bu ¢alismalarin sonuglari,
¢alismamizda elde edilen bu bulgu ile paralellik gostermektedir. Duygusal zekdanin kiglk yaslardan
itibaren yetistirilme durumuna goére sekillendigi ve Turk toplumunda kadinin sosyal konumu dikkate
alindiginda bu sonucun sasirtici olmadigl soylenebilir. Clinkli toplumumuzda kadina ylklenen roller,
onlarin daha fazla sosyal sorumluluk tagimalarini gerektirmektedir. Bu anlamda kadinlarin erkeklere
oranla duygularinin daha ¢ok farkinda olmalari, daha ¢ok empati gostermeleri, daha ¢ok sosyal
sorumluluga sahip olmalari gibi etmenlerin, onlarin duygusal zeka diizeylerinin erkeklerin duygusal zeka
dizeylerinden daha yliksek olmasini sagladigi distnilebilir.

Yapilan analizler sonucunda 6gretmen adaylarinin duygusal zekd diizeylerinin sinif seviyesi
degiskenine gore anlamli bir sekilde farklilasmadigi gorilmustir. Tekin Bender (2006)in yaptigl
calismada, 6grencilerin duygusal zeka dizeylerinin 6grenim goriilen sinif dlizeyine bagli olarak higbir
duygusal zekd boyutunda anlamli bir sekilde degisme olmadigl sonucu, ¢alismamizin bu bulgusu ile
benzerlik gostermektedir. Birinci sinif vedordiincii sinif 6gretmen adaylarinin duygusal zeka diizeylerinin
anlamh bir farklilik géstermemesi, onlara saglanan egitimin duygusal zekdlarini gelistirecek yonde
olmadig disiincesini akla getirmektedir. Ogretmen adaylariyla yapilan gériismelerden elde edilen
bulgular da 6gretmen adaylarinin duygusal zeka yetkinliklerini kazanacaklari ve bu yetkinlikleri
gelistirecekleri bir egitim-6gretim ortamina sahip olmadiklari gérisiini desteklemektedir.

Ogretmen adaylarinin duygusal zekd diizeylerinin okuduklari béliimlere gére degisim gdsterip
gostermedigini incelemek Uzere yapilan analizlerden elde edilen bulgular, 6gretmen adaylarinin
duygusal zeka duzeylerinde okuduklari bolime gore bir farklilik olmadigini géstermektedir. Benzer bir
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galismada Onen (2008), bélimlere gére 6gretmen adaylarinin duygusal zeka diizeyleri arasinda ciddi
farkhhklar olmadigini, fen bilgisi béliimiinde 6grenim goren 6gretmen adaylarinin daha yliks ek duygusal
zeka ortalamalari sergilemelerine ragmen bu farkin anlamli olmadigini belirtmistir.

Ogretmen adaylarininyaraticilik diizeylerinin cinsiyet degiskenine gére analizisonucunda, cinsiyetin,
o6gretmen adaylarininyaraticilik diizeyini etkilemedigi gérilmistiir. Bu sonuglara benzer olarak Yenilmez
ve Yolcu (2007), yaptiklari arastirmada kadin ve erkek ilkdgretim 6gretmenlerinin yaraticiliklarinda
cinsiyetin anlamli bir farklhilik olusturmadigini tespit etmislerdir.

Elde edilen analiz sonuglarina gore 6gretmen adaylarinin yaraticilik diizeyleri sinif seviyesine gore
degismemis, birinci ve dordiincii sinif 6gretmen adaylarinin yaraticilik puanlari arasinda anlamli bir
farklilik olusmamustir. Yildiz, Zirhlioglu, Yalginkaya ve Gliven (2011), calismalarindayaraticilik puanlarinin
sinif dizeyine gore anlamlibir farklilik goéstermedigini belirtmislerdir. Bu ¢alismanin sonucu, elde edilen
bu bulguyu destekleyecek yéndedir. Ogretmen adaylarinin yaraticilik diizeylerinin sinif seviyesine gére
degisiklik gostermemesi, onlarin yetistirildigi egitim programlarinin yaraticilik becerisini gelistirecek
yonde olmadiginiya da uygulanamadigini disiindiirmektedir. Nitel verilerden elde edilen bulgulara gore,
birinci sinifta 6grenim goren 6gretmen adaylari alacaklari egitimle yaraticilik becerilerinin gelisecegi
yoniinde bir beklenti icinde 6grenime baslarken, doérdinci sinifta 6grenim géren 6gretmen adaylari
yaraticilik  becerilerinin gelismedigi fikri ile mezun olup meslege bu sekilde baslamaya
hazirlanmaktadirlar. Bu durum bize 6gretmen adaylarinin lniversite 6grenim hayatlarinda yaraticilik
becerilerini gelistirme Uzerine beklentilerini karsilayacak egitim-6gretim ortamini bulamadiklarini
gbstermektedir.

Ogretmen adaylarininyaraticilik diizeylerinin okuduklaribélimlere géreincelendigi analizlerden elde
edilen sonuglara gore, 6gretmen adaylarininyaraticilik dizeylerinin okuduklari boliimlere gore degistigi,
Fen Bilgisi Ogretmenligi ile Okul Oncesi Ogretmenligi; Sinif Ogretmenligi ile Okul Oncesi Ogretmenligi ve
Sosyal Bilgiler Ogretmenligi; Okul Oncesi Ogretmenligi ile Fen Bilgisi Ogretmenligi, Sinif Ogretmenligi ve
ingilizce Ogretmenligi; Sosyal Bilgiler Ogretmenligi ile Sinif Ogretmenligi; ingilizce Ogretmenligi ile Okul
Oncesi Ogretmenligi bolimleri arasinda anlamli fark oldugu tespit edilmistir. Temizkalp (2010), bu
bulguyu destekleyen ¢alismasinda, 6gretmen adaylarinin yaraticilik diizeylerinin okuduklari béltimlere
gore farklilik gosterdigini belirtmistir.

Ogretmen adaylarinin duygusal zeka ve yaraticilik diizeyleri arasindaki iliskiye dair elde edilen
bulgulara gore, 6gretmen adaylarinin duygusal zekd ve yaraticilik diizeyleri arasinda pozitif yénde
anlaml bir iliski bulundugu goriilmektedir. Cengiz, Acuner ve Baki (2006), yaptiklari ¢alismada
yaraticiligin bir slre¢ oldugunu ve her siirecte de duygusal zekanin yaraticiligin gelismesine katkida
bulunup, sireci kolaylastirdigini ifade etmislerdir. Benzer bir ¢calismada Dadvar, Mohamadrezaii ve
Fathabadi (2012), duygusal zeka ile yaraticilik arasinda pozitif yonde ve anlamli bir iliski bulundugunu,
duygusal zekdnin 6grencinin yaraticiligini etkiledigini ve duygusal zekdnin bilesenlerinin 6grencideki
yaraticilik dizeyini tahmin etmemizi saglayabilecegini belirtmislerdir. Bu ¢alismalarin sonuglari, elde
edilen bu bulgu ile paralellik géstermektedir ve duygusal zeka ile yaraticilik arasinda bir iliskinin oldugu
ongoriimlzi desteklemektedir. O halde bireyde yaratici diisiinme gibi (ist diizey diistinme becerilerinin
gelistirilmesi hususunda, duygusal zeka yetkinliklerinin de dikkate alinmasi gerekmektedir.

Ogretmen adaylarinin 6grenme-6gretme siireg ve ortamlari iginde duygusal zeka ve yaraticilik
dizeylerini gelistirmeye yonelik firsatlar bulunmasina iliskin birinci sinif ve dordiinci sinif diizeyindeki
o6gretmen adaylarinin goérisleri incelenmistir. Birinci sinif diizeyindeki 6gretmen adaylarinin duygusal
zekd ve yaratici becerilerinin gelistirilmesi konusunda beklenti ve Uimit igerisinde olmalarina ragmen
henliz bu konularda bir ¢caba ve etkinliklere rastlamadiklari belirlenmistir. Bununla paralel olarak
dordinct sinif diizeyindeki Ogretmen adaylarinin ise duygusal zekd ve yaraticilik becerilerinin
Ogrenilmesi ve 6gretilmesi konusunda hayal kirikligi yasadiklarina iliskin gortslerinin 6n planda oldugu
saptanmistir. Ogretmen adaylari birinci sinif diizeyinde duygusal zekd ve yaraticilik becerilerinin
gelistirilebilecegine inanirken, dordincu sinif dizeyinde buna yodnelik bir ortam olusturulmadig
gorislerini belirtmislerdir. Ogretmen adaylariyla nitel gdriismeler gercevesinde elde edilen bulgulara
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dayaliolarak, 6gretmen adaylarinin tiniversitede aldiklari derslerin bilissel alana yonelik islendigi buna
karsin duyussal alana yonelik bir 6grenme-6gretme siirecine iliskin sinif ortamlarinin diizenlenemedigi;
derslerde demokratik ortamlar bulamadiklari; 6gretmen adaylarinin empati kurma becerilerinin
yeterince gelistirilemedigi, buna karsilik bireysel farkindaligi olan 6grencilerin derslerde olusturulan
ortam ve sireglerden degil de kendi yeteneklerinden dolayi empati kurabildikleri; yaratici becerilerinin
gelistirilmesiicin hemdersler baglaminda hem de derslerigerisindeyapilan etkinlikler baglaminda yeterli
dizeylerde ¢abanin olmadigi; 6gretmen adaylarinin meslek hayatlarina baslamadan o6nce Ust diizey
disiinme becerilerinden yaratici disinme becerisini kullanabilecek vyeterlilige ulasamadiklari,
sonuglarina vurgu yapilabilir.

Arastirmadan elde edilen bulgular isiginda 6gretmen adaylarinin duygusal zeka ve yaraticilik
dizeylerinin gelistirilmesi adina su dnerilerde bulunulabilir:

1.Bu arastirmanin sonuglari, bulgularin elde edildigi 6rneklem ile sinirlidir. Bu nedenle ¢alismanin
sonuglarinin tim Ogretmen adaylarina genellenmesi beklenemez. Arastirma sonuglarinin
genellenebilirliginin artirilmasi igin farkli Gniversiteden 6gretmen adaylarini da igeren daha
kapsamli bir drneklem ile benzer ¢alismalar yapilabilir.

2.0gretmen ve 6gretmen adaylarinin duygusal zekd ve yaraticilik diizeyleri arasindaki iliskinin
incelendigi ¢alismalarin sayisiartirilarak ilgili alandaki bosluk doldurul abilir. Duygu diisiinceyi,
dislince duyguyu besler ilkesi geregi derslerdeki etkinliklerde duygu—diisiince matrikslerine
dayali etkinliklere yer verilmelidir.

3.Arastirmamiz neticesinde 6gretmen adaylarinin aldiklari egitimle duygusal zekd ve yaraticilik
diizeylerinin anlamli bir degisim gostermedigi goriilmektedir. Bu hususta 0gretmen yetistiren
kurumlardaki egitim programlarinin kazanim, igerik, 6grenme-6gretme siireci ve 6lgme-
degerlendirme boyutlarinin duygusal zeka ve yaraticilikileilgiliolarak yapilandiriimasi, programin
uygulayicilari olan 6gretim elemanlarinin bu becerilerin gelistirilmesi konusunda daha titiz
davranmalari ile 6gretmen adaylarinin Universite egitimleri sonucunda duygusal zeka ve
yaraticilik diizeylerinin yikseltilmesi saglanabilir.

4.0gretmen adaylarinin duygusal zeka ve yaraticilik diizeylerini gelistirebilecekleri okul ortamlarinin
fiziki sartlari ve bu sartlarin iyilestirilmesi konusunda ¢alismalara agirlik verilmelidir.
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analysis was used on the data analysis. Based on the research findings, teachers stated
that visual media enhances permanent learning, facilitates understanding, increases
interest and curiosity and saves time. On the other hand, teachers may encounter
several problems while using visual media, such as insufficiency of technological
hardware, lack of subject-based images, existing visuals not being economical.
According to the results of research, some recommendations have been made, which
were supposed to contribute to increase the use of visual media while teaching topics,
concepts and achievements in the science and technology course. In addition various
suggestions have been developed for teachers, researchers, and educational policy
makers, media organizations.

Phenomenology.

Introduction

Considering the dramatic change occurred in our lifestyle due to the rapid scientific and
technological developments, the necessity of raising all individuals as science and technology literate is
growing. In the vision of science and technology curriculum, it has been emphasized that all students
should be trained as science and technology literate (MEB, 2006). This program aimed to train
individuals in a way that they can understand texts, films and discussions that appear in written and
visual popular media (Strmeli, 2013). Visual media is effective in science training. Previous researches
showed that science education can be learned from formal sources; however teachers may increase
learning quality of the students by planning their courses including informal resources, such as written
and visual media, TV shows, and films (Shaw & Dybdahl, 2000).

The role of visual materials in learning is; increasing motivation by drawing attention, allowing
sentimental responses, embodying the concepts, simplifying the understanding of difficult concepts,
providing the opportunity of making observations, ensuring consistent presentation of related content
at different times and being used over and over again (Mayer & Moreno, 1998; Sorenson & Dieter,
2005). For this reason, schools must address to the perception ability of the students via visual tools. In
addition, while teaching is performed using visual aids, students are learning having fun. These materials

*
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have various advantages for students to focus on the topics and to establish contacts with "real-world"
problems.

Recently, in order to use technology effectively in science education, the usage of tablet PCs has
become widespread in primary schools (Hashemzadeh & Wilson, 2007). In Turkey, a large number of
tablet PCs have been distributed to the teachers and students in the context of Movement of Enhancing
Opportunities and Improving Technology (FATIH) project. This allows the usage of all kinds of visual
information elements, such as videos, photos, maps, sound recordings and films records, as educational
materials. Students prefer creative and interesting learning methods; film is one of them (Weber & Silk,
2007). Films can completely present abstract information in an integrated manner, covering all relevant
elements or can convert them into real life (Birkok, 2008). Meanwhile the function of the film as a tool is
increasing and expanding. Although the main purpose of the film is to have a good time, it can be used
very effectively in education (Blasco, Moreto, Roncoletta, Levites & Janaudis, 2006). Film is the audio-
visual form of storytelling. One of the most important reasons of the films to be effective is the new
generation being very familiar with visual media (Luis Alvarez, Miller, Levy, & Svejenova, 2004). Kuzma
(2001), in his paper, stated that current young generation spend most of their time in front of the
television, computers, cinema halls; they prefer audio and video communication and expression to
written material; thus considering this approach of the youngsters, the use the films in education by
trainers becomes natural.

Finally, the application and performance of visual tools, which are used in all areas of education and
training, became a necessity and standard in many disciplines (such as computer, vocational training,
and science education) (Arikan, 2009). Whether or not teachers teaches through printed materials, the
use of communication tools is rapidly changing in almost every part of the world and this fact requires
the usage of communication tools and visual materials in the classroom context (Hammerberg, 2001).

How much science teachers benefit from the visual media was wondered. Thus, this study aimed to
determine the opinions of science teachers about the usage of visual media during their courses. This
study is expected to contribute to the development of visual media awareness of teachers, area
specialists and educational policy makers.

The main purpose of this study was to determine the opinions of science teachers about the usage of
visual media during their courses. For this purpose, the following questions were addressed:

e What are the opinions of teachers about the contribution of visual media to science education?

e What are the opinions of science teachers about the positive and negative sides of using visual
media in science courses?

e What do teachers think about the problems that may be encountered using visual media in science
education?

e What are the teachers' suggestions about more effective usage of visual media in science courses?

Method
Research Design

This research was designed using phenomenology approach, which is one of the qualitative research
methods. The phenomenon, which has been set as the focus of this research, was the use of visual
media during courses. Phenomenology deals with how people perceive a phenomenon, how they
remember it, how they evaluate it and how they communicate it with other persons (Patton, 2001).

Participants

Study group consists of 15 science teachers who were working in Eskisehir, during 2012-2013
academic years. Participants were selected using purposive and easily accessible sampling; then criteria
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sampling was used to select teachers from the easily accessible sample. The main criterion for the
selection of the teachers was set as teaching science and technology course. A total of 15 science and
technology teachers, from five different schools have participated to the study, 8 of them were women
(53.3%) whereas 7 of them were men (46.6%).

Instrument

In phenomenology researches, the main data collection tool is interviews (Yildirim & Simsek, 2008).
A semi-structured questionnaire, which has been developed by the researcher, was used for data
collection.

Data Analysis

Content analysis was used for analyzing the data. Structural, descriptive, in vivo and process coding
have been performed. The data gathered during the research was coded in the analysis phase and was
classified under various themes. At the end of analysis phase, both researchers have examined the
analysis, which they have conducted separately, and agreed on the codes and themes. Data was
reported using direct connotation from teacher’s opinions.

Results

According to the results of the research, science and technology teachers mostly stated that visual
media enhances permanent learning and facilitates understanding. In addition, teachers also shared
their opinions that visual media facilitates learning, facilitates teacher's lecture, makes lessons more
amusing, increases curiosity and enhances permanent learning. On the other hand, teachers often
believe that visual media causes distractions. Regarding the problems that may be encountered due to
the usage of visual media in science education, teachers have mostly emphasized the insufficiency of
technological equipment.

Discussion, Conclusion & Implementation

Science and technology teachers mostly stated that visual media enhances permanent learning and
facilitates understanding. In the study performed by Yalcin, Yigit, Stlin, Bal, Basbug and Aktas (2003),
where the effect of visual materials on understanding “knowing the matter” topic has been investigated,
it has been found that visual materials were effective on teaching the perceptible concepts such as
wind, air, heat, electricity. In addition, teachers expressed their opinions that visual media was
increasing interest and curiosity. In addition, saving time and reducing the workload of teachers were
also underlined among the teachers’ opinions about the contribution of visual media to science
education. In a study conducted by Oztiirk, Demir and Ddkme (2011), it has been concluded that
technological tools may be useful because they save time, draw attention, provide visuality and
persistence in learning.

It has been seen that teachers expressed positive opinions, such as visual media facilitates learning,
facilitates lecture of the teacher, makes the course more amusing, increases curiosity and enhances
permanent learning. In a study conducted by Mandiracioglu, Hassoy and Karababa (2011) first class
students evaluated positively the following features, regarding the usage of films; with a film, subjects
get more permanent in mind, being visual, shows concrete examples from real life, allows reinforcement
and understanding of theoretical courses, allows the participation of students, being interactive,
experiences a fun and enjoyable learning, facilitates the understanding and learning of the subject.
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Regarding the problems that may be encountered due to the usage of visual media in science
education, teachers mostly emphasized the insufficiency of technological equipment. Teachers’
suggestion about the effective usage of visual media in science courses were; getting in-job training and
the visuals being provided by the Ministry of Education. In a qualitative study conducted by Okten and
Horzum (2011), teachers expressed that they were unable to acquire the required technological
competence due to the rapid development of technology and ongoing changes; despite taking computer
courses, they could only provide basic level of computer proficiency to their students. But current
education programs and especially FATIH project expect teachers to use technology effectively in
education. Teachers stated that they could not reach an adequate level of technology and computer
usage knowledge/skill during the pre-service courses (Erdemir, Bakirci & Eyduran, 2009).

There are some suggestions developed according to the findings of the research. Teachers stated
that visual media enhances permanent learning, facilitates understanding, increases interest and
curiosity and saves time. Efforts should be made to enable the teachers to benefit from visual media
during the courses. Teachers may encounter various problems while using visual media in their courses,
such as insufficiency of technological hardware, lack of subject-based images, existing visuals not being
economical. In order to solve these problems, comprehensive visuals should be prepared for each
subject, the curriculum should include visual learning, and teachers should use visual learning methods,
such as films, animations, documentaries, cartoons, in their courses. Teacher should be trained for the
use of technological equipment. Visuals that can be associated with each unit, topic, or gain should be
prepared and uploaded to a system, which can be accessed by the teachers, by the Ministry of
Education.
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Article Info Abstract

DOI: 10.14527/pegegog.2014.011 The aim of this §tudy is to determine the muIticu..JIt.uraI educaFion perceptiops of
teachers working in secondary and high schools. Participants of this research designed

Article history: with phenomenological approach, which is one of the qualitative research methods

Received 12 November 2013 are 12 teachers working in secondary and high schools. Data was collected through the

Revised 04 March 2014 interview method in which a semi-structured interview form was used. Content

Accepted 24 March 2014 analyzes were performed on the collected data and congruity ratios were calculated

(0.83) between coders for the encodings performed separately by the researchers.

Results indicate that the teachers most frequently define multicultural education as
“training which is appropriate to different cultural values”. When the definitions of
multicultural education were examined, it was deduced that teachers focused on race,
ethnicity, language, religion or social class dimensions of multiculturalism whereas,
they did not think age, gender, disability, sexual orientation dimensions as the scope of
the of multiculturalism. The teachers also expressed that they implemented
multicultural education by “creating a culturally sensitive classroom environment" and
“culturally sensitive teaching”. The teachers stated that the primary advantage of
multicultural education practices was the students’ development of cultural sensitivity
while the most important obstacle they faced in multicultural education practices was
"undesirable student behaviors". At the end, it was concluded that teachers need to
get a comprehensive education on multicultural education.

Keywords:

Culture,

Multicultural education,
Cultural sensitivity.

Introduction

Scientific, technological and economic developments in today's society have made communication
and transportation easier and faster, thus, international boundaries have begun to lose its importance.
Along with the process of globalization, traditional social institutions have lost their function,
decisiveness of national states has decreased, a different type of individualism has become valid and all
sorts of relations between groups and individuals have become easier and widespread (Kogdemir, 1999).
While in the past, relationships could be set up with people within certain distance, at the present time,
by overcoming the concept of time and space, social, economic and cultural relations have been
established even in places with intercontinental communities (Mahirogullari, 2005).

In this process, developments increasingly moving away from homogeneous nation-state models
have been occurring (Habermas, 2002; San 2005). These developments present themselves in the form
of multicultural population structures (Temel, 2008). In these structures, as a result of increasing
representation and recognition expectations of different cultural elements, policies of multiculturalism
have been coming to the fore.

" This study was presented as a verbal report at the 22" National Educational Science Convention held in Eskisehir Osmangazi
University on the 57t September 2013.
' Corresponding author: basarirfatma@yahoo.com
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Multiculturalism is the recognition of race, ethnicity, language, sexual orientation, gender, age,
disability, class status, education, religious/spiritual orientation, and other cultural dimensions (APA,
2002). Multiculturalism consists of a new society in which each element continues to protect its
authenticity with the help of some common points (Ergin, 2000; Erzurumlu, 2008; Vatandas, 2001). In a
multicultural society, while a culture does not dominate the other, it continues to belong to a wider
community by protecting all individual features and living together in harmony with others (Yilmaz
2011).

Multicultural education representing the educational dimension of the phenomenon of
multiculturalism refers to the ideas and approaches advocating that multiculturalist policies take part in
education (Yazici, Basol & Toprak, 2009). When the definitions by different authors are analyzed; it is
seen that multicultural education has a nature which considers individual differences, respects
diversities, attempts to create equal educational opportunities for all students, aims to increase
academic achievement of all students and therefore, it is an integral part of democratic education
(Banks, 1974; Banks, Cookson, Gay, Hawley, Irvine, Nieto, et. al., 2001; Bennet, Niggle & Stage, 1990;
Bigatti, Gibau, Boys, Grove, Ashburn-Nardo, Khaja, et. al., 2012; Gay, 1994; Parekh; 2002, as cited in
Basbay & Bektas, 2009; Toprak, 2008).

Students have different properties in terms of infrastructures, strengths and weaknesses, interests,
levels of responsibility, desires, expectations, work patterns and thinking styles. Individuals are
influenced by customs, traditions, attitudes and expectations of the society in which they live.
Therefore, considering the differences arising from cultural diversities is an important principle to
consider when preparing learning and teaching environments (Coban, Karaman & Dogan, 2010).
According to Morey & Kitano (1997) and Rogers (1961), (as cited in Chavéz, 2007, p.274); learning
process within each classroom can be reinforced if each individual is involved as a whole being and as a
constantly developing presence.

According to Brown and Kysilka (2002), teachers are the most important elements in learning and
teaching as they implement curriculum in the classroom and collaborate with students. Therefore, they
are required to accept biological, sexual, racial, religious, cultural, economic, and political differences of
students, take these into account when arranging teaching environments, consider differences not as a
problem but as richness to provide better learning and teaching environment (Basbay & Bektas, 2009;
Basbay & Kagnici, 2011; Cirik, 2008; Coban, et. al., 2010; Polat 2009). In their study Banks et. al. (2001),
expressed that only academic knowledge and skills for teachers are not enough, at the same time being
sensitive to multiculturalism is required for the academic achievement of students. Studies revealed
that culturally responsive teaching could affect students’ self-esteem and academic achievement (Au &
Kawakami, 1994; Brown, 2007; Foster, 1995; Gay, 2000; Hollins, 1996; Irvine, 1990; Irvine & Armento,
2001; Kleinfeld, 1975; Ladson-Billings, 1994; Ware, 2006).

However, teachers also come from very different social, cultural and ethnic environments and with
all these features they constitute a wide range. Research show that many teachers are not sufficiently
prepared concerning the arrangement of learning environments for students with different cultural
backgrounds (Gay, 2002; Ngai, 2004; Smith, 2009; Teresa & Piveral, 2004). In addition, studies have
revealed that a low level of expectation of teachers relating to individual differences adversely affects
cognitive and emotional development of students (Babad, 1993; Coley & Hoffman, 1990; Grant, 1989;
Grant & Tate, 1995; Lucas & Schecter, 1992; Waxman & Padron, 1995; as cited in Saldana & Waxman,
1997). Teachers may come to classroom as prejudiced against students who are different from
themselves, which might affect their communication with different groups in the classroom
environment. Also, many teachers lack sufficient information about historical, religious and cultural
differences of different groups. This is not surprising because most teachers don’t receive training about
multicultural education (Baker, 1981). However, as a practitioner of multicultural education, teachers
play a pivotal role in managing the fact of cultural diversity in schools of 21* century (Roux, 2000). In
addition, they will also enable the creation of awareness and tolerance about multiculturalism in future
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generations. Therefore, in order to have an insight in this direction for teachers, they need to be
informed about the design of a multicultural educational environment (Banks, 2008).

Although it is possible to mention about a certain level of awareness regarding multicultural
education in recent years in Turkey, there are very few studies on this subject. In addition, it has been
demonstrated in these studies that multicultural education has not been fully understood yet, it has
been considered as a matter limited to racial or ethnic origin; individual differences such as social class,
gender, religion, etc. have been ignored. On the other hand, quantitative research designs were mostly
used in the Turkish literature regarding multicultural education (Basarir, 2012; Basbay & Bektas, 2009;
Basbay & Kagnici, 2011; Coban, et. al., 2010; Yazici, et. al., 2009). Therefore, it was required that the
interview method, one of the qualitative research methods allowing in-depth description was used in
this research. Therefore, it is thought that this research is important and its findings will provide data to
the relevant departments of the Ministry of Education.

The overall objective of this research based on the problem of "What are the perceptions of
teachers' about multicultural education?" is to examine the perceptions of teachers on multicultural
education. In light of this overall objective, the answers of the following questions were sought:

1. What does multicultural education mean according to teacher perceptions?
What are the multicultural teaching practices of teachers (if any)?

What are the problems teachers encounter in practicing multicultural education?
What are the advantages of multicultural education as perceived by teachers?
What are the disadvantages of multicultural education as perceived by teachers?

vk wnN

Method
Research Design

This research is a qualitative study which was conducted by using phenomenological design. In
accordance with the nature of qualitative research, phenomenological studies not revealing accurate
and generalizable results, can present examples, explanations and experiences providing results that will
help us to identify and understand the phenomenon better (Yildirnm & Simsek, 2005, p.75).

Participants

Phenomenologic researches are intended to identify experiences of individuals regarding a concept
or a phenomenon (Creswell, 2007, s.57). Data sources of these researches are the lived experiences of
individuals (Van Manen, 1990). Therefore, participants have been chosen on the basis of working in
schools in the field of migration districts or neighborhoods. Students studying in these schools have
diverse backgrounds in terms of variables such as ethnicity, socio-economic status, parents' education
level, number of siblings etc. when compared to students in other regions. With regard to research
subject, it was thought that in-depth knowledge could be gained from teachers teaching this rich
diversity of students. While the eight of the teachers are female, four of them are male. They teach in
several provinces in Central Anatolia Region of Turkey.

Instrument

A semi-structured interview method was used in the study. The interview form was developed by
referring the data collection tool of Bigatti et. al. (2012) and the opinions of two faculty members who
are expert in qualitative research. It includes four open-ended questions.
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Data Analysis

Content analysis was used in the analysis of the data collected through the interview. In this analysis,
the following steps were followed: (1) Data were transferred to a computer and data texts were created,
these texts were edited for data analysis; (2) data were coded in accordance with the teachers'
responses; (3) themes were created from the generated codes; (4) Codes and themes were organized;
(5) Results were presented and interpreted (Creswell, 2007, s.185; Strauss & Corbin, 1990, s.61; Yildirim
& Simsek, 2005, 5.228). The formula of Miles & Huberman (1994, p. 64) was used to check coherence
coding by two of the researchers within the scope of coding reliability. As a result, .83 coherence has
been determined.

Results
Findings Regarding Description of Multicultural Education

Three theme groups namely; education responsive to different cultural values, education based on
equality of opportunity and the use of diverse materials have been reached.

Findings Regarding the Implementation of Multicultural Education

Five teachers stated that they didn’t implement multicultural education as they didn’t have students
from different ethnic groups or the course content wasn’t suitable for multicultural education. In line
with the responses of the seven teachers who said that they implemented multicultural education two
themes were reached; creating culturally sensitive classroom environment and culturally sensitive
teaching.

Findings Regarding Problems in the Implementation of Multicultural Education

Teachers who practice multicultural education were asked about the problems they encountered
concerning implementation. In accordance with their responses, three themes were identified as;
students-induced, teachers-induced and parents-induced problems.

Findings Regarding Advantages of Multicultural Education Perceived by the Teachers

The themes related to the advantages of multicultural education were identified as; student
development, positive classroom atmosphere, a wealth of teaching material and teacher development
according to the perceptions of teachers who participated in interviews.

Findings Regarding Disadvantages of Multicultural Education Perceived by the Teachers

In line with the statements of teachers interviewed, the disadvantages of multicultural education
were oriented to the classroom environment, students, teaching-learning process and the community.

Discussion, Conclusion & Implementation

This study was carried out through interviews with twelve teachers in order to examine teachers'
perceptions of multicultural education. According to the findings of the research, teachers most
frequently define multicultural education as an educational environment where individuals with
different cultural values coexist. When multicultural education definitions of teachers are examined, it
has been determined that they focused on the dimensions of race, ethnicity, language, religion and
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social class whereas they didn’t think of the dimensions of age, gender, disability and sexual orientation
within the scope of multiculturalism. Focusing on specific dimensions in their definition of multicultural
education is not surprising considering that multicultural education has become a current issue in our
country.

According to Toprak (2008), multicultural education practices are inevitable with the acceptance of
the fact that each student is unique as an individual. In this context, multicultural education is based on
all kinds of individual differences of students. Five of the teachers who participated in the study,
however, stated that they didn’t implement multicultural education as they didn’t have students with
different ethnic backgrounds or their classes didn’t consist of multicultural structures. It is thought that
this stems from teachers’ perception of multicultural education as an issue only associated with ethnic
problems. Bigatti et. al. (2012), Brown (2007) and Gay (2002) have drawn attention to the lack of
knowledge about multicultural education despite studies related to the theories of multicultural
education and the data offering good practices. Yazici et. al. (2009) stated that the most significant bias
or lack of knowledge on the subject stemmed from considering multicultural education as a subject only
associated with ethnic problems. According to Bigatti et. al. (2012) multicultural education is not an
education only for disadvantaged groups. Besides, the responsibility of implementing multicultural
education doesn’t only belong to teachers coming from disadvantaged groups. The duty of all teachers
is to arrange culturally sensitive educational environments involving all students and incorporating them
into all kinds of educational activities.

According to the opinions of teachers, another reason for not applying multicultural education is that
the course content is not suitable for multicultural education. Similar findings have been reached in
many studies conducted on multicultural education. According to the results of these studies, teachers
and lecturers consider multiculturalism as irrelevant to the subject they teach; while pre-service
teachers believe that it is irrelevant to the subject they study (Basarir, 2012; Bigatti et. al. 2012; Okojie-
Boulder, 2010; Toprak, 2008). However, it was stated that only academic knowledge and skills of
teachers weren’t enough for the academic success of students, at the same time, being sensitive to
multiculturalism was also necessary (Banks et. al., 2001).

Teachers who practice multicultural education in their courses stated that they did it by creating
culturally sensitive classroom environment and culturally responsive teaching. Culturally responsive
teaching is practiced in the forms of providing preliminary information on culture, region-responsive
teaching, age-responsive teaching and including diverse perspectives in class. The answers of the teacher
to these questions are compatible with the related literature. Research has revealed that when
culturally responsive teaching is presented to the students with different backgrounds, academic
achievement of them increases (Au & Kawakami, 1994; Foster, 1995; Gay, 2000; Hollins, 1996; Kleinfeld,
1975; Ladson-Billings, 1994; Ware, 2006), whereas, academic achievement of students whose
differences are ignored in the teaching-learning process is lower than the others (Irvine, 1990; Irvine &
Armento, 2001). Gay (1994) stated that materials suitable for multicultural education, lived experiences
through empathy, role-playing, simulation, and other activities like these could be used with regard to
culturally responsive teaching. Saldana and Waxman (1997) expressed that multicultural education
could be implemented by teacher support of students, ensuring classroom equity and integration of
students' culture. Banks (1974) argued that only culturally responsive teaching was not enough for the
academic success of students from disadvantaged groups; he emphasized the importance of the
development of culturally responsive assessment methods and criticized the standard intelligence tests.
According to the teachers implementing multicultural education in their classes, in practice problems
are gathered in three groups; students-induced, teachers-induced and parents-induced ones. While
students-induced problems were stated as student apathy, mutually rejection, faction, derision,
exclusion and humiliation; teachers-induced problems were expressed as difficulty of communication
with students, teacher ignorance and necessity of time and effort. Parents-induced problems were
associated with parents’ being prejudiced. Similar findings have also emerged in the study of Bigatti et.
al. (2012). According to the findings of the study in question, the problems of faculty members in the
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application of multicultural education were identified as student resistance, the lack of institutional
support and guidance in implementing multicultural education, ignorance of faculty members about
multicultural teaching strategies, reluctance of faculty members for using multicultural teaching
strategies. According to the teachers, while multicultural education ensures some advantages such as
cultural exchange, integration, sense of equality, sense of tolerance, atmosphere of respect, it may also
create some disadvantages such as disintegration and perturbation in the classroom. Similarly, teachers
asserted advantages of multicultural education in terms of students as recognition of different cultures,
development of sense of tolerance, development of global thinking skills, expansion of perspectives,
development of positive social relationships, development the ability to empathize, learning to be
compatible, increasing motivation and development of reflective thinking skills, they specified
disadvantages of it as adaptation problems, exclusion and occurrence of complex. Expressions of
teachers regarding advantages and disadvantages of multicultural education can be taken as an
indication that their thoughts on the subject has not yet become fully clearer. In fact, teachers
expressed their lack of knowledge on this issue when specifying problems in the implementation of
multicultural education. Likewise, Smith (2009) stated that even if some teachers advocate multicultural
education, they could be insufficient in their knowledge, skills and attitudes about it. On the other hand,
according to Ezer, Millet & Patkins (2006), only having positive opinions and attitudes are inadequate;
what is important is to transform multicultural awareness, knowledge and skills into behavior.

Research results show teachers’ lack of knowledge on multicultural education and multicultural
education practices. However, it has been expressed that teachers have the key role in the successful
implementation of multicultural education in the classroom (Baker, 1981; Basbay & Kagnici, 2011; Polat,
2009; Roux, 2000). Therefore, it is thought that teacher training on the implementation of multicultural
education should be first started in faculties of education. According to Coban et. al. (2010), humanistic
conception of education in which democratic rights and freedoms are important necessitates the
training of teachers who are respectful and tolerant of cultural differences. Ngai (2004) indicated that an
effective multicultural teaching-learning should be realized from teacher training for the success of
multicultural education in primary and secondary education. Bennett et. al. (1990) argued that there
should be four dimensions including knowledge, understanding, attitudes and skills in multicultural
teacher education. On the other hand, Teresa and Piveral (2004) proposed creating a multicultural
learning environment to help them internalize multiculturalism instead of theoretically teaching them
cultural sensitivity in faculties of education. In addition, providing comprehensive in-service trainings for
teachers by academicians working in the field on what is multicultural education and how it can be
implemented is expected to contribute to the elimination of the existing lack of knowledge on this
subject.

This study was carried out through interviews with 12 teachers working in the Central Anatolia
region of Turkey. Carrying out similar studies in other parts of Turkey, with a much larger sample, by
using a combination of qualitative and quantitative methods is considered important in terms of
clarifying the issue for larger groups. However, other qualitative studies which will be held at primary,
elementary and high school levels separately with more homogeneous teacher and/or student groups
would be useful in examining the issue in-depth. Different qualitative research designs such as case
studies, action researches can be used in these studies by working with small groups.

96



Q

8 A Pegem Journal of Education & Instruction, 4(2), 2014, 91-110
(Lg Pegem Egitim ve Ogretim Dergisi, 4(2), 2014, 91-110
=

(=9

PEGEM www.pegegog.net
AKADEMI

Ogretmenlerin Cok Kiiltiirlii Egitim Algilarinin incelenmesi’

Fatma BASARIR™, Mediha SARI®, Abdullah CETiN®

®Nevsehir Hacl Bektas Veli Universitesi, Nevsehir MYO, Nevsehir/Tiirkiye

b(,'.ukurova Universitesi, Egitim Fakdltesi, Adana/Tiirkiye
“Kahramanmaras Bilim ve Sanat Merkezi, Kahramanmarag/Tiirkiye Crosshark

Makale Bilgisi Oz

Bu arastirmanin amaci, ortaokul ve liselerde gorev yapan o6gretmenlerin gok

DOI: 10.14527/pegegog.2014.011 kaltarla egitime iliskin algilarini belirlemektir. Nitel arastirma yontemlerinden

olgubilim yaklasimi ile desenlenenen galismaya, ortaokul ve liselerde gorev yapan

Makale gegmisi:

Gelis 12 Kasim 2013 12 6gretmen katilmistir. Verilerin toplanmasinda, yari-yapilandiriimis gérisme

Diizeltme 04 Mart 2014 formu kullanilmistir. Toplanan veriler Uzerinde igerik analizleri yapilmis,

Kabul 24 Mart 2014 arastirmacilar tarafindan ayri ayri yapilan kodlamalar icin kodlayicilar arasi uyusma

orani 0.83 olarak hesaplanmistir. Arastirma bulgularina goére 6gretmenler gok

- kaltarla  egitimi en ¢ok “farkli kultiirel degerlere uygun egitim” olarak

Anahtar kelimeler:

Kiilti ’ tanimlamiglardir.  Yapilan ¢ok kulturli  egitim tanimlari  incelendiginde,

altir;

o6gretmenlerin ¢ok kiltlrlGlagun irk, etnisite, dil, din ve sosyal sinif boyutlarina
odaklandiklari, buna karsin yas, cinsiyet, engelli olma, cinsel yonelim boyutlarini
cok kiiltiirliliik kapsaminda diisiinmedikleri gérilmistiir. Ogretmenler ayrica gok
kaltarla egitimi “kaltire duyarli sinif ortami olusturma” ve “kdltire duyarli
dgretim yapma” yoluyla uyguladiklarini ifade etmislerdir. Ogretmenler ¢ok kiiltirlii
egitimi uygulamada karsilagtiklari en 6nemli engelin “istenmeyen 6grenci
davranislar’” oldugunu belirtmislerdir. Ogretmenler, ¢ok kiiltiirlii  egitimi
uygulamanin birincil avantajini “6grencilerde kiiltlrel duyarlk gelisimi” olarak;
birincil dezavantajini ise “sinif ortami sorunlarl” olarak ifade etmislerdir. Calisma
sonunda 6gretmenlerin gok kilturll egitim konusunda kapsamli bir egitim almalari
gerekliligi ortaya gikmigtir.

Cok kulturla egitim,
Kalttre duyarhhk.

Girig

GiUnUimuz toplumlarindaki bilimsel, teknolojik ve ekonomik gelismeler, iletisim, haberlesme ve
ulasimi daha kolay ve hizli hale getirmis; boylelikle, uluslararasi sinirlar Gnemini kaybetmeye baslamistir.
Kuresellesme siireci ile birlikte geleneksel toplumsal kurumlar fonksiyonlarini yitirmis, milli devletlerin
belirleyiciligi azalmis, farkh bir bireyselcilik gecerli olmus, gruplar ve kisiler arasindaki her tarli iliski
kolaylasip yayginlasmistir (Kogdemir, 1999). Eskiden, sadece belirli mesafedeki insanlarla iliski
kurulabilirken, ginimizde zaman ve mekan kavraminin asilmasiyla, kitalararasi mekéanlardaki
toplumlarla bile sosyal, ekonomik ve kiilturel iliskiler kurulmaya baslanmistir (Mahirogullari, 2005).

Yasanilan bu sirecte, kiltirel agidan homojen ulus-devlet modellerinden gittikce uzaklasilan
gelismeler meydana gelmektedir (Habermas, 2002; San 2005). Bu gelismeler, diinyada farkh kiltirler ve
alt kiltirlerden gelen bireyler, aileler ve gruplar tarafindan olusturulan g¢ok kiltiirld nifus yapilan
seklinde kendini gostermektedir (Temel, 2008). Bu yapilarda farkli kiltiirel unsurlarin temsil ve taninma
beklentileri gittikce artmakta, bu da ¢ok kultlrlilik politikalarini glindeme getirmektedir.

Bu galisma, 5-7 Eyliil 2013 tarihlerinde Eskisehir Osmangazi Universitesi’nde diizenlenen 22. Ulusal Egitim Bilimleri Kurultay'nda
s6zIU bildiri olarak sunulmustur.
"Yazar: basarirfatma@yahoo.com
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Cok kiltarlilak; irk, etnisite, dil, cinsel yonelim, cinsiyet, yas, engellik, sosyal sinif, egitim, dinsel
yonelim ve diger kiltirel boyutlarin taninmasidir (American Psychological Association, 2002). Ergin
(2000), cokkultarlalugin “birlesik bir toplum iginde farkli kiiltiirlerin yahut kiiltiirel kimliklerin, tek bir ulus
yahut bir devlet olarak korunmasi” seklinde tanimlandigini ifade etmektedir. Cok kultirlilik modelinde,
toplumsal yapiyi olusturan unsurlardan higbirisi eriyerek veya eriterek digeriyle karismamakta, her bir
unsurun kendi 6zglnligini korumaya devam etmesiyle, bazi ortak noktalarin da yardimiyla yepyeni bir
toplum olusmaktadir (Vatandas, 2001; Erzurumlu, 2008). Yilmaz (2011), bu yeni toplumu ebru modeline
benzeterek, ¢ok kilturli toplumlarda bir kiltlrin digerine hilkmetmeden, daha genis bir topluluga ait
olmaya devam ederken tim bireysel 6zelliklerini koruyarak digerleriyle uyum iginde birlikte yasadigini
ifade etmektedir.

Cok kilturliluk olgusunun egitim boyutunu ifade eden ¢ok kiltirli egitim ise ¢ok kualtiirlulik
politikalarinin egitimde yer almasini savunan disiince ve yaklasimlari ifade eder (Yazici, Basol ve Toprak,
2009). Banks, Cookson, Gay, Hawley, Irvine, Nieto vd. (2001) cok kaltiirla egitimi; farkli irk, etnik yapi ve
sosyal gruplardan gelen tiim 6grenciler icin esit egitim firsatlari yaratmaya ¢calisan ve bunun igin de tiim
okul ortamini degistirmeye, yeniden yapilandirmaya ugrasan bir fikir, bir egitim reformu ve bir siire¢
olarak tanimlamislardir. Gay’e (1994) goére gok kiltlrli egitim; tiim égrencilerin akademik basarida esit
sansinin olmasi igin, egitim kurumlarinin yapisinin degistirilmesini amaglayan bir diisiince ve egitim
reformu hareketi ve siirecidir. Bu nedenle, demokratik egitimin bir pargasidir (Toprak, 2008, s.6). Parekh
(2002, Akt; Basbay ve Bektas, 2009) ise ¢ok kulturla egitimin baskalarina saygi, farkli disiince ve yasam
bicimlerine duyarli olma ve etnik merkezci bir anlayistan uzaklasma amacina yoénelik yiritilen
faaliyetler oldugunu belirtmistir. Bigatti, Gibau, Boys, Grove, Ashburn-Nardo, Khaja vd. (2012), ¢ok
kaltarlh egitimi tim 6grencilerde elestirel disinme becerilerini gelistirme, 6grenme ile ginlik yasam
deneyimleri arasinda baglanti kurarak o6grencilerin akademik basarilarini arttirma ve 21. yizyihn
karmasik kiresel diinyasina 6grencileri daha iyi hazirlama gibi amaglari olan bir strateji olarak ifade
etmektedirler. Banks (1974), ¢ok kiltiirli egitimin, antropolojik olarak ele alindiginda, bir toplumdaki
tim kilturel gruplar ile ilgili bir egitim tlrl 6nerdigini ifade etmistir. Bennet, Niggle ve Stage (1990) ise
cok kultarlt egitimi kdiltiirel agidan farkl toplumlar ve birbirine bagl bir diinyada kiiltiirel cogulculugu
destekleyen demokratik bir 6grenme 6gretme yaklasimi olarak tanimlamislardir.

Farkh yazarlar tarafindan yapilan tanimlar incelendiginde; ¢ok kultlrlu egitimin bireysel farkliliklari
dikkate alan bir yapida oldugu gériilmektedir. Zira hicbir 6grenci benzer degildir. Ogrenciler altyapilari,
guclu ve zayif yanlar, ilgileri, sorumluluk alma dizeyleri, istekleri, beklentileri, ¢alisma duzenleri,
motivasyonlari ve disiinme stilleri bakimindan farkli 6zellikler tasimaktadirlar (Coban, Karaman ve
Dogan, 2010). Bireyler iginde yasadiklari toplumun gelenek ve goreneklerinden, tutum ve
beklentilerinden etkilenmekte ve bu dogrultuda davranis, diisiince ve tutumlar gelistirmektedirler. Bu
nedenle, 6grenme ve 6gretme ortamlarinin hazirlanmasinda kiiltirel cesitlilikten olusan farkliliklari
dikkate alma 6nemli bir ilke olarak ortaya ¢ikmaktadir (Coban vd., 2010). Farkli 6zellik, bilgi ve deneyime
sahip olan 6grencileri bir batlin ve surekli gelisen bir varlik olarak derslere dahil etmenin 6grenme
stirecini gliglendirecegi dusunulmektedir (Morey ve Kitano, 1997; Rogers, 1961; Akt, Chavéz, 2007).

Brown ve Kysilka’ya (2002) gore, her egitim ortaminda 6grenme ve 6gretmenin alti 6nemli bileseni
vardir. Bunlar; égretmen, 6grenci, ¢evre, program, 6gretim ve dederlendirmedir. Onlara gore, 6grenme
ve 6gretmede en 6nemli unsur 6gretmenlerdir; ¢linkl programi sinifta uygulayan ve 6grencilerle en g¢ok
isbirligi yapan onlardir. Dolayisiyla, iyi 6grenme ve 06gretme ortami sunmak icin 6gretmenlerin,
o6grencilerin biyolojik, cinsel, irksal, dinsel, kiltiirel, ekonomik, siyasi kokenli farkliliklarini dogal kabul
etmeleri, 6gretim ortamini diizenlerken bunlari dikkate almalari ve farkliliklari sorun olarak degil,
zenginlik olarak degerlendirmeleri 6nem kazanmaktadir (Basbay ve Bektas, 2009; Basbay ve Kagnici,
2011; Cirik, 2008; Coban vd., 2010; Polat 2009). Banks vd. (2001) yaptiklari ¢calismada, 6gretmenler igin
yalnizca akademik bilgi ve becerinin yeterli olmadigini, ayni zamanda ¢ok kaltirluliige duyarl olmanin
da, o6grencinin akademik basarisinda gerekli oldugunu ifade etmislerdir. Yapilan c¢alismalar,
6gretmenlerin kiltire duyarli egitim yapmalarinin ve farkli kiiltirel ge¢cmise sahip olan 6grencilere
sinifta verecekleri olumlu ya da olumsuz tepkilerin 6grencilerin kendilerine olan saygilarini ve akademik
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basarilarini etkileyebilecegini ortaya koymustur (Au ve Kawakami, 1994; Brown, 2007; Foster, 1995; Gay,
2000; Hollins, 1996; Irvine, 1990; Irvine ve Armento, 2001; Kleinfeld, 1975; Ladson-Billings, 1994; Ware,
2006).

Ancak elbette 6gretmenler de ¢ok farkh sosyal, kiiltiirel ve etnik cevrelerden gelmekte olup, tim bu
ozellikleriyle genis bir yelpazeyi olusturmaktadirlar. Yapilan arastirmalar yeterli altyapiya sahip olmayan
pek c¢cok ogretmenin farkli kaltirel gegcmisleri olan 6grenciler igin 6grenme ortamini dizenleme
konusunda yeteri kadar hazirlikli olmadiklarini gostermektedir (Gay, 2002; Ngai, 2004; Smith, 2009;
Teresa ve Piveral, 2004). Ayrica ¢alismalar, 6gretmenlerin bireysel farkliliklari olan 6grencilere iliskin
dusik beklenti diizeyine sahip olmalarinin, bu 6grencilerin bilissel ve duygusal gelisimini olumsuz
etkiledigini ortaya koymaktadir (Babad, 1993; Coley ve Hoffman, 1990; Grant, 1989; Grant ve Tate, 1995;
Lucas ve Schecter, 1992; Waxman ve Padron, 1995; Akt; Saldana ve Waxman, 1997). Zira 6gretmenler
kendilerinden farkl olan kisilere karsi 6nyargili bir sekilde sinifa gelebilirler ve onlarin bu egilimleri sinif
ortaminda farkl gruplarla olan iletisimlerini etkileyebilir. Ayrica pek ¢cok 6gretmen, farkl gruplarin tarihi,
dini ve kiiltiirel farkhliklar konusunda yeterli bilgiden yoksundur. Ogretmenlerin ¢cogu cok kiilturliiliige
yonelik egitim almadiklari icin, bu durum sasirtici degildir (Baker, 1981). Nitekim yapilan g¢alismalarda,
egitim fakiltesi 6gretim elemanlarinin, egitim fakiltelerinde g¢ok kultirli egitimi 6nemli gérmelerine
ragmen (Ezer, Millet ve Patkins, 2006; Okojie-Boulder, 2010), bunu uygulamaya gegirme konusunda
yeterince ¢aba sarf etmedikleri tespit edilmistir (Ezer vd., 2006). Oysa ¢ok kilturli egitimin uygulayicisi
olarak, 21. yiizyll okullarinda kultirel gesitlilik gergegini yoénetmede esas roli oynayacak olanlar
ogretmenlerdir (Roux, 2000). Ayrica, gelecek nesillerde cok kaltlirlige karsi farkindalik ve hosgori
olusturulmasini saglayacak olanlar da 6gretmenlerdir. Bu nedenle, onlarin bu yonde bir bakis agisina
sahip olabilmeleri, cok kilturli bir 6gretim ortaminin tasarlanmasi konusunda bilgi sahibi olmalari ve
sinif ortamini farkl bakis agilarini kabul edecek sekilde diizenlemeleri yoniinde bilgilendirilmeleri ile
mimkandur (Banks, 2008).

Tirkiye'de ¢ok kultirli egitimle ilgili olarak son yillarda belli diizeyde bir farkindaliktan s6z etmek
mumkiin olsa da, bu konuda yapilmis ¢alismalar oldukga azdir. Ayrica, bu g¢alismalarda, ¢ok kulturla
egitimin henliz tam olarak anlasilamamis oldugu; cogunlukla irk veya etnik kékenle sinirli bir konu olarak
distunuldigi; sosyal sinif, toplumsal cinsiyet, din, vb. bireysel farkliliklarin géz ardi edildigi ortaya
konulmustur. Ote yandan, Tiirkiye alanyazininda ¢ok kiltiirlii egitim ile ilgili yapilmis calismalarda daha
cok nicel arastirma desenleri kullaniimistir (Basarir, 2012; Basbay ve Bektas, 2009; Basbay ve Kagnici,
2011; Coban vd., 2010; Yazici vd., 2009). Bu nedenle ¢ok kulturli egitim konusunu, derinlemesine
betimleme imkani saglayan nitel arastirma yontemlerinden goriisme yontemi ile yapilmasi geregi
duyulmustur. Dolayisiyla bu arastirmanin énemli oldugu ve bulgularinin Milli Egitim Bakanligr’'nin ilgili
birimlerine veri saglayabilecegi distinulmektedir.

“Ogretmenlerin ¢ok kiltiirli egitime iliskin algilari nelerdir?” problemini temel alan bu arastirmanin
genel amaci Ogretmenlerin ¢ok kalturld egitime iliskin algilarini incelemektir. Bu genel amag
dogrultusunda asagidaki sorulara yanit aranmistir:

1. Ogretmen algilarina gére cok kiiltiirlii egitim ne anlama gelmektedir?

Ogretmenlerin (eger varsa) kullandiklari ¢ok kiiltiirli 6gretim uygulamalari nelerdir?
Ogretmenlerin ok kiiltiirli egitimi uygulamada karsilastiklari sorunlar nelerdir?
Ogretmenler tarafindan algilandigi sekliyle cok kiiltiirlii egitimin avantajlari nelerdir?
Ogretmenler tarafindan algilandigi sekliyle cok kiiltiirlii egitimin dezavantajlari nelerdir?

uhwN

Yontem
Arastirma Modeli

Bu arastirma, olgubilim deseni kullanilarak gergeklestirilen nitel bir ¢alismadir. Nitel arastirmanin
dogasina uygun olarak kesin ve genellenebilir sonuglar ortaya koymayan olgubilim arastirmalari, olguyu
daha iyi tanimamiza ve anlamamiza yardimci olacak sonuglar saglayacak ornekler, agiklamalar ve
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yasantilar ortaya koyabilir ve bu yoniiyle hem bilimsel alanyazina hem de uygulamaya 6nemli katkilar
getirebilir (Yildinm ve Simsek, 2005, s.75). Calismada, varligi bilinen, hatta 6nemsenen ancak yeterince
anlasilamamis olan gok kaltirli egitim konusu olgubilim deseniyle ele alinarak, 6gretmenlerin konuyla
ilgili algilari, siniflarinda yaptiklari uygulamalar, karsilastiklari sorunlar vb. ile ilgili gorusleri derinlemesine
incelenmeye calisiimistir.

Calisma Grubu

Olgubilim arastirmasi, bireylerin bir kavram veya bir olguyla ilgili yasadiklari deneyimleri tanimlamaya
yoneliktir (Creswell, 2007, s.57). Arastirmanin odaklandigi olguyu yasayan bireylerin deneyimleri
olgubilim arastirmalarinin veri kaynaklarini, bu deneyimleri kesfetmek ise arastirmalarin amacini
olusturmaktadir (Van Manen, 1990). Bu nedenle, arastirmanin galisma grubunun belirlenmesinde gog
alan semt veya mahallerdeki okullarda calisan 6gretmenlerin segilmesi esas alinmistir. Zira bu okullarda
6grenim goren 6grenciler etnik kéken, sosyo-ekonomik diizey, ailelerin egitim diizeyi, kardes sayisi gibi
degiskenler bakimindan diger bolgelerdeki 6grencilere gore cok daha farkli gegmislere sahiptir.
Ogrencilerin sahip oldugu bu zengin farkhliklarin, arastirma konusuyla ilgili olarak 6gretmenlerden daha
derinlemesine bilgi edinilmesine katki saglayacagi disintlmustir.

Arastirmada zengin bilgiye sahip oldugu disinillen durumlarin derinlemesine galisiimasina olanak
veren amagcli 6rneklem yéntemlerinden 6lglit 6rnekleme kullaniimistir (Yildirim ve Simsek, 2005, 5.107).
Bu arastirmanin g¢alisma grubunun sec¢iminde, arastirmacilar tarafindan belirlenen olgitler;
o6gretmenlerin goc¢ alan semtlerde calisiyor olmalari ve egitim bilimleri ana bilim dalinda yiksek lisans
veya doktora egitimi aliyor olmalaridir. Go¢ alan bolgelerde kiltirel farkliiklarin da daha c¢ok
olabileceginin yani sira, egitim bilimleri alaninda lisansusti egitim géren 6gretmenlerin de ¢ok kultarlu
egitim konusundaki farkindalik duzeylerinin daha ylksek olabilecegi gerekgeleri ile bu o&lgutler
belirlenmistir. Ogretmenlerin 8’i kadin, 4’ii erkektir ve Tiirkiye’nin i¢c Anadolu Bélgesi’ndeki cesitli illerde
gorev yapmaktadirlar. Besi ilkdgretim, yedisi ortadgretim okullarinda galisan 8gretmenler, ingilizce (6),
Elektrik-Elektronik (2), Sosyal Bilgiler (1), Kuaforlik ve Estetisyenlik (1), Grafik Tasarimi (1), ve Tarih (1)
branslarinda ders vermektedirler. Ogretmenlerin yedisi yiiksek lisans, besi doktora égrencisidir.

Veri Toplama Araglari

Arastirmada yari-yapilandirilmis (semi-structured) goérisme yontemi kullanimistir. Goérismelerde
kullanilan yari-yapilandiriimis form, Bigatti vd.nin (2012) ¢ok kaltirli egitime iliskin tutum ve bilgileri
o6lgmek amaciyla gelistirdikleri veri toplama aracindan ve nitel arastirma konusunda uzman iki 6gretim
elemaninin gorislerinden yararlanilarak hazirlanmigtir. Bu goériisme formunda, doért agik uglu soru yer
almaktadir. Gériisme formundaki sorular su sekildedir:

1. Cok kaltarla egitim kavramindan ne anliyorsunuz?
2. Cok kultlrla egitimi derslerinizde uyguluyor musunuz?

2.1. (Yanit evet ise) Nasil uyguladiginizi agiklar misiniz?

2.2. (Yanit evet ise) Cok kultirli egitimi uygulamada karsilastiginiz sorunlar nelerdir?
3. Sizce ¢ok kiltarli egitimin avantajlari nelerdir?

4. Sizce gok kultlrlu egitimin dezavantajlari nelerdir?

Verilerin Toplanmasi

Yari-yapilandiriimis (semi-structured) goériisme yonteminin kullanildigi bu arastirmada, Egitim
Bilimleri anabilim dalinda yiksek lisans veya doktora egitimi alan cesitli branslardaki ilkogretim ve
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ortadgretim 6gretmenleri ile 20-30 dakika stren gérismeler yapilmistir. 2013 Mayis ve Haziran aylarinda
yapilan gorliismeler sirasinda soylenenler katilimcilarin izni alinarak ve kayit cihazi kullanilarak
kaydedilmistir.

Verilerin Analizi

Gorusme yoluyla toplanan verilerin ¢oziimlenmesinde igerik analizi kullaniimis; bu analizlerde su
asamalar izlenmistir: (1) Verilerin bilgisayar ortamina aktarilarak ham veri metinlerinin olusturulmasi ve
bu metinlerin diizenlenerek veri analizine hazirlanmasi; (2) Ogretmenlerin verdigi cevaplar
dogrultusunda verilerin kodlanmasi; (3) Ulasilan kodlardan temalarin olusturulmasi; (4) Kodlarin ve
temalarin dizenlenmesi; (5) Bulgularin sunulmasi ve yorumlanmasi (Creswell, 2007, s.185; Strauss ve
Corbin, 1990, s.61; Yildirm ve Simsek, 2005, s.228). Tum bu slire¢ boyunca da gegerlik ve guvenirlik
calismalari yapiimstir.

ilk asamada toplanan veriler bilgisayar ortamina aktarilarak ham veri metinleri elde edilmistir. Daha
sonra bu metinler, her bir arastirmaci tarafindan birka¢ kez okunup degerlendirilmis ve 6n kodlamalar
yapilmistir. Kodlarin olusturulmasinda alan yazinda kullanilan kavramlar ve gériismelerden elde edilen
veriler gbz 6nilinde bulundurulmustur. Bu ¢alismanin ardindan, kodlar bir araya getirilerek ortak yonleri
bulunmus, boylece arastirma bulgularinin ana hatlarini olusturacak temalar belirlenmistir.

Calismanin gegerlik ve guvenirligini arttirmak igin toplanan verilerin ayrintili olarak rapor edilmesine
ve sonuglara nasil ulastigini agiklamasina galisiimistir. Bunun yani sira, bulgular gériisme yapilan kisilerin
bakis acilarini yansitabilmek icin, herhangi bir yorum yapmaksizin sunulmus, sik sik dogrudan alintilara
yer verilmistir. Ogretmenlerden alinti yapilirken 8gretmenlere verilen numaralar (6rnegin, Ogretmen 1)
alintilarin sonuna eklenmistir. Ote yandan, calismada veri kaybinin énlenebilmesi icin, katilimcilarin izni
ile ses kayit cihazi kullanilmigtir.

Nitel arastirmalarda, i¢ glivenirligin artirilmasina iliskin alinacak diger bir 6nlem; arastirmaya birden
fazla arastirmacinin dahil edilmesidir (LeCompte ve Goetz; 1982; Akt, Yildirrm ve Simsek 2005). Bu
¢alismada, verilerin toplanmasi, analizlerin yapilmasi ve sonuglara ulasilmasi asamalarinda ¢ arastirmaci
arasinda uzlasma saglanmis, ayrica, veri analiz sirecinde arastirmacilarin ikisi tarafindan ayri ayri yapilan
kodlamalar karsilastirilarak aradaki uyum test edilmistir. Kodlayici glvenirligi calismasi kapsaminda,
arastirmacilar tarafindan ayri ayri yapilan kodlamalar karsilastirilarak aradaki uyum test edilmistir. Miles
ve Huberman’in (1994, s. 64) formuli [Glvenirlik= géris birligi/gorus birligi+goris ayrihg X 100]
kullanilarak yapilan hesaplamalarda kodlayicilar arasindaki uyusma oraninin 0.83 oldugu belirlenmistir.
Ayrica, veri analizi stirecinde ulasilan sonuglarin teyit edilmesi amaciyla nitel arastirma konusunda
uzman iki 6gretim elemanindan da yardim istenerek, olusturulan kod ve temalar hakkindaki gorisleri
alinmis, bu dogrultuda gereken dlzenlemeler yapilmistir. Arastirma raporunun yaziminda da dis
glvenirligi yukseltmek amaciyla, calismada izlenen temel asamalar, veri toplama ve analiz yontemleri
ayrintil bir bicimde rapor edilmistir.

Bulgular
Cok Kiiltiirlii Egitimin Tanimina iliskin Bulgular

Ogretmenler tarafindan cok kiltirlli egitime iliskin yapilan tanimlardan farkli kiiltiirel degerlere
uygun egitim, firsat esitligine dayal egitim ve farkhh materyal kullanimi olmak Uzere U¢ tema grubuna
ulasiimistir.

Gorlisme yapilan 6gretmenlerin ¢ok kiltlrli egitim tanimlari dogrultusunda ortaya ¢ikan ilk tema;
farkl kiiltiirel degerlere uygun egitimdir. Ogretmenlerin hemen hepsi ¢ok kiltiirli egitimi dzetle farkli
kiiltiirel degerlere sahip bireylerin bir arada bulundugu egitim olarak tanimlamisladir. Bu farkh kiltirel
degerleri olusturan unsurlara iliskin 6gretmen gorisleri siklik sirasina gore; sosyal ¢evre (f:5), etnik grup
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(f:4), milliyet (f:3), dil (f:2), din (f:2), irk (f:1), yasam tarzi (f:1), cografi bélge (f:1) ve ekonomik diizey (f:1)
farkliliklandir. Cok kulturli egitime iligkin 6gretmenlerin yaptiklari tanimlardan iki 6rnek asagida
verilmistir:

Cok kdltirli egitimin farkli kiltiirlerden gelen égrencilerin olusturdugu bir sinif toplulugu oldugunu
diistiniiyorum. Bence ¢ok kiiltiirlii egitim sosyokiiltiirel degerleri farkl olan, farkli yasam sekilleri olan
6grencilerin bir araya gelmesiyle olusan bir egitimdir. Tabi bu egitimde ekonomik gelirleri farkli olan
dgrenciler de olabilir, tam emin olmamakla beraber (Ogretmen 1).

Cok kiiltiirlii egitim farkh konusulan dillere, dini inanglara, yasayis tarzina sahip, farkl milliyetlerden
ya da sosyal ¢evrelerden gelen bireylerin bir arada egitim gérmesi olarak tanimlanabilir. Cok kdltirli
editiminin oldugu bir okul ortaminda farklh gruplar ayni noktada toplanir, evrensel degerler ve
hosgériilii olma én plandadir (Ogretmen 3).

Ogretmenlerin ¢ok kiiltirlii egitim tanimlarindan ortaya ¢ikan ikinci tema; firsat esitligine dayali
egitimdir. Bu tema 6gretmenler tarafindan herkese esit egitim imkdni sunma ve okul ortamini yeniden
yapilandirma olarak ifade edilmistir. Bu dogrultuda bazi 6gretmenlerin ifadeleri asagidaki gibidir:

Cok kiiltirlii egitim; farkl irk, etnik yapi ve sosyal gruplardan gelen tiim égrenciler igin esit egitim
firsatlari yaratmak icin okul ortamini yeniden yapilandirmayr amaglayan bir egitim yaklasimidir
(Ogretmen 4).

Cok kdiltiirliiliik, etnik yapu, dil, din, sosyal sinif gibi farkli kiiltiirel yapilarin bir araya gelmesiyle olusan
renkli bir dokudur. Cok kdiltiirlii egitim, bu farkliiklarin bir araya getirdigi égrencilere firsat esitligine
dayali egitim imkéni sunmayr amaclayan bir yaklasimdir (Ogretmen 7).

Bana gére c¢ok kiiltiirlti egitim, farkh irklardan, farkl etnik ya da farkli sosyal gruplardan gelen
ddrencilerin, esit olanaklara sahip olup, esit sartlarda egitim almalaridir (B§retmen 10).

Ogretmenlerin ok kiiltiirlii egitim tanimlari dogrultusunda belirlenen Ugiincii tema ise derslerde farkli
materyal kullanimidir ve sadece bir 6gretmen tarafindan “Cesitli kiiltiirlerden gelen égrencilerin bir arada
egitim almasi ve derslerde bu édrencileri de temsil edecek ya da bu dgrencilere hitap edebilecek
materyallerin kullaniimasi” (Ogretmen 6) s6zleriyle ifade edilmistir.

Cok Kultiirlii Egitimin Uygulanmasina iliskin Bulgular

Bes 6gretmen cok kiltiirla egitimi uygulamadiklarini belirtmis ve bu durumu farkli etnik gruplardan
gelen égrencilerinin olmadigini ya da ders iceriklerinin ¢ok kiiltiirlii 6gretim icin elverisli olmadigini ifade
ederek gerekgelendirmislerdir. Cok kilturli egitimi uyguladigini ifade eden diger yedi 6gretmenin
uygulamayi nasil yaptiklarina iliskin verdikleri cevaplar dogrultusunda olusan temalar; kiltire duyarl
sinif ortami olusturma ve kdltiire duyarl 6gretim yapma olarak belirlenmistir.

Ogretmenlerin cevaplari dogrultusunda kiiltiire duyarli sinif ortami olusturmanin kiiltiire duyarh
iletisimi gelistirme, karsilikli saygi duygusu olusturma, karsilikl esitlik duygusu olusturma, karsilikli adalet
duygusu olusturma, demokratik ortam yaratma ve farkliliklari yiiceltme seklinde uygulandig
belirlenmistir. Asagida kiltlire duyarh bir sinif ortami olusturdugunu ifade eden 6gretmen gorusleri yer
almaktadir.

En basta, ailesi farkl illerden gelen dgrencilerimiz var. Babasinin tayini ¢cikmis veya is ya da baska
sebeplerden dolayi gé¢ etmisler. Her ilin farkh bir kiltiiri var, yetisme tarzi var diye disiiniiyorum.
Ogrencilerimle olan iletisimimde de farkhliklari g6z éniinde bulunduruyorum (Ogretmen 6).

Ozellikle sosyo-ekonomik farkliliklar olan gruplar ile farkli etnik gruplarin bir araya gelmesiyle olusan
égrenci gruplariyla karsilasmaktayim. Bu tarz farkliliklari olan gruplar bir araya geldiginde egitimde
esitlik ilkesi en ¢ok énemsedigim konu oluyor. Sinif icerisinde demokratik bir ortam yaratmak ¢ok
6énemli. Bireylerin birbiriyle saglikli iletisim kurmalarini saglayacak énlemleri alarak, farkli kiltiirlerin
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birbirlerini tanimalarini saglayarak, birbirleriyle ilgili én yargili diisiincelerini silmeyi saglayacak
ortami olusturmaya cahsirm (Ogretmen 7).

Kulture duyarh 6gretim yapma ise kiiltiire iliskin 6n bilgi verme, bélgeye duyarli égretim yapma, yasa
duyarl égretim yapma ve derste farkli bakis agilarina yer verme seklinde uygulanmaktadir. Asagida bu
temaya iliskin 6gretmen gorisleri yer almaktadir:

...Ornegin ingilizce derslerinde pargalar ingiliz kiiltiiriinii anlattigi icin 6§renciler parcalari anlamakta
zorluk cekiyor. Bence éncelikle parcanin gectigi baglamla ilgili bilgi verilebilir, anlasiimayan kelimeler
agiklanabilir, ondan sonra parca tekrar islenebilir. Ciinkii her &grencinin geldigi kiiltiir farkl,
dgretilecek kiiltiirle ilgili bilgi sahibi olmadan parcayi anlamalari kolay olmayabilir (Ogretmen 1).

... Ben derslerimde uygulama yaptiran bir hocayim. Konumuz ise tasarim. Tasarimda dogru kitlelere
dogru mesaji vermek 6n kosullardandir. Kiiltiire gére, bulundugu yere gére, hatta yasa gére tasarim
yaptirmaya ¢alisiriz. Mesaji ancak insanlar kendilerine yéneltilirse incelerler. Durum béyle olunca,
6grencilere tasarim yaptirirken hem onlarin kiiltiiriinii hem de tasarimlari ile hitap edecekleri
insanlarin kiiltiiriinii dikkate aliyor ve égrencileri de bu konuda bilgilendiriyorum (Ogretmen 6).

Dersim, sosyal icerikli bir ders oldugundan dolayr uyguluyorum. Ogrenciler arasinda Tiirkiye’nin farkli
bélgelerinden gelenler var. Bu dgrencilerin her biri farkh bir kiiltiire sahip. Dolayisiyla konuya uygun
bir sekilde onlarin konu hakkindaki gériislerini alip diger égrencilerin de farkli gelenekleri, yasam
bicimlerini 6grenmelerine katkida bulundugumu ve hatta o kiiltiir hakkindaki 6n yargilar varsa biraz
da olsa o én yargilarini ortadan kaldirdigimi diisiiniiyorum (Ogretmen 10).

Cok kiiltiirlii egitimin uygulanmasinda karsilagilan sorunlara iliskin bulgular

Cok kultarlu egitimi derslerinde uygulayan 6gretmenlere, uygulamaya iliskin karsilastiklari sorunlar
sorulmustur. Verilen cevaplar dogrultusunda 6grenci kaynakli, 6gretmen kaynakli ve veli kaynakl
sorunlar olmak Gzere li¢ tema belirlenmistir.

GoOrUsme bulgularina goére, 6grenci kaynakh sorunlar; égrenci ilgisizligi, birbirini kabullenmememe,
gruplasma, alay etme, dislama ve asagdilama olarak ifade edilmistir. Ornegin; gecmiste Belgika’da Tiirk
Kiltiiri derslerine giren Ogretmen 3, gorislerini “Odrencilerin 6zellikle kiiciik yastakilerin birbirlerini
kabullenmesi zor oluyor. Belli bir grubun dislanmasi, asagilanmasi muhtemel. Nitekim gecen yil yurt
disinda gérev yaptigim bir okulda ana sinifi 6grencilerinin teneffiis aralarinda gdsterdikleri davranislari
go6zlemledigimde, siyahi bir égrencinin yine siyahi bir égrenci ile Tiirk égrencinin yine diger bir Tiirk’le
oynadigini gériiyordum.” soézleriyle ifade etmistir. Asagida diger Ogretmenlerin 6grenci kaynakli
problemlere iliskin gorislerinden birkag alinti sunulmustur.

...Kendi dersim icin séylersem, yani ingilizce dersi icin, bazi konular bazi 6Grencilerin dikkatini cekiyor,
bazisi orali olmuyor, kayitsiz kaliyor. Derse ilgi bakimindan zorlaniyorum (Odretmen 1).

...Bazen 6grenciler arkadaslarinin diksiyonlariyla dalga gecebiliyoriar. iste bu en biiyiik sorun. Ogrenci
utaniyor, sikiliyor. O anda direkt devreye girmem gerekiyor. Gereken konusmayi yaptiktan sonra
dalga gecen égrencinin bir daha laubali olmadigini gériiyorum (Odretmen 6).

Gorusme bulgularina gore, 6gretmen kaynakli sorunlar; iletisim giigliigi, égretmen bilgisizligi ve
zaman ve emek ihtiyaci olarak ifade edilmistir. Ornegin Ogretmen 1; “Bir kere her 6grenciye hitap etmek
zor. Bazen konusma ya da iletisim bicimlerinde zorlaniyorum. Ogrencinin anlatmak istedigi seyi
anlayamiyorum” diyerek yasadigl problemi ifade etmistir. Konuya iliskin bazi 6gretmen ifadeleri asagida
verilmistir:

Bu konuda yeterli bilgiye sahip degiliz. Kuramsal ve uygulamali boyutlarinin égretmen adaylarina
egitim fakiiltelerinde, 6gretmenlere de hizmet ici egitimlerde verilmesi uygulamayi saghkli olarak
yiiriitebilmemiz igin gereklidir (Ogretmen 7).
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...Karsilikli saygi, sevgi ve giiven ortami yaratmak, ényargilari kirmak ve uzun soluklu dostluklar
yaratmak zaman ve emek gerektirmektedir...(Ogretmen 3).

Ogretmenlerin goérisleri dogrultusunda, ¢ok kiiltiirlii egitimi uygulamada karsilastiklari giigliiklere
iliskin belirlenen Uglinci tema ise veli kaynakli engellerdir ve ailelerin ényargili olmasi seklinde ifade
edilmistir. Ogretmen 7’nin bu konudaki gorislerini  “Bireylerin birbirleriyle ilgili kirilmasi giic
tutumlarindan daha ¢ok, bu égrencilerin ailelerinin konuya nasil baktiklari énemli. Eger aile 6n
yargilarindan arinmis, insani degerleri 6n planda tutan yapida ise ¢ok kiiltiirlii gruplarin bir arada egitim
almalari daha kolay olmaktadir. Ama aile bu konularda ¢ok késeli diye ifade edebilecegimiz sabit fikirlere
sahipse bu konuda daha ¢ok zorlanmaktayiz” s6zleriyle dile getirmistir.

Cok kiiltiirlii egitimin 6gretmenler tarafindan algilanan avantajlarina iliskin bulgular

Gorusmeye katilan 6gretmenlerin algilarina gore c¢ok kiltirli egitimin avantajlarina iliskin belirlenen
temalar; 6grenci gelisimi, olumlu sinif atmosferi, 6gretim materyali zenginligi ve 6gretmen gelisimidir.

Ogrenci gelisimi temasinin &gretmenler tarafindan ifade edilme sikhigina gére belirlenen kodlar ise;
farkl kiiltiirleri tanima (f:6), hosgérii duygusunu gelistirme (f:3), global diisiinme yetenegi gelistirme
(f:1), bakis acisini genisletme (f:1), olumlu sosyal iliskiler gelistirme (f:1), empati yetenegini gelistirme
(f:1), uyumlu olmayi égrenme (f:1), motivasyonu artirma (f:1), basariyi arttirma (f:1) ve yansitici
diisinme yetenedi gelistirme (f:1)dir. Ornegin ¢ok kiltiirli egitimin avantaji Ogretmen 11’e gbre,
herkesin derse katilimini saglamasi ve basariyi arttirmasi iken, Ogretmen 7’ye gére, farkh kiiltiirleri
tanima olanadi saglamasi ve bireylerde tolerans duygusunu gelistirmesidir. Ogretmenlerin bu konudaki
distncelerini 6rneklemesi amaciyla asagida birkag alinti daha yer almaktadir:

Bir kere farkl kiiltiirler bir arada yer alir. Ogrenciler ayni ortamda hep beraber oldudu icin farkli
seyleri tanimak isteyebilirler. Bu gibi durumlarda bilgi aktarimi olabilir... (Ogretmen 1).

Cok kdltiirlii egitimi bir 6grenci olarak tecriibe ettigim bir ortam mevcut. Fransizca 6grenmek igin
gittigim kursta ispanyol, Arap, Bulgar, Rus, Cinli, Avusturyali, italyan, Yunan &drenciler
bulunmaktadir. Kimi zaman sunumlar yapmamiz gerektiginde her 6grenci kendi (lkesinden ve
kiltiiriinden bir seyler paylasmakta, bdylece yeni insanlar, farkli kiiltiirler, farklh lezzetler
tanimaktayiz. Bu durumun merak duygusunu kabartan, motivasyonu artiran bir etmen oldugunu
diistiniiyorum. Her yeni insan ve kiiltiirle bireyin diinyaya bakisinin farkhlastigini ve kisiye global
diisiinme yetenegi kazandirdigini disiiniiyorum. Daha 6nce de belirttigim gibi bireyler icin
faydalanilmasi gereken bir zenginlik (Ogretmen 3).

Ogrencilerin sinirl diisiinmektense, olaylara daha genis agili bakmalarina yardim eder diye
diisiintiyorum. Degisik kiiltiirler hakkinda bilgi edinmelerine katki saglar ve dgrendikge insanlara,
konulara daha hosgériiyle yaklasmaya baslarlar. Diger kiiltiirlere uygun hareket etmeye yarar diye
diisiiniiyorum (Ogretmen 6).

Ogretmen gorislerine gére olumlu sinif atmosferi ise, biitiinlesme (f:5), kiiltiirel paylasim (f:3), saygi
(f:3), hosgérii (f:2) ve esitlik (f:1) ortaminin olusturulmasi ile iliskilendirilmistir. Bu konudaki gorislerini
Ogretmen 1 “..grup cahsmalarinda &grenciler arasinda kaynasma, birlik, beraberlik duygulari
gelisebilir’; Ogretmen 2 “Dodru sekilde uygulandidinda, insanlarin entegre olmasi agisindan avantajh
oldugunu diisiiniiyorum” ve Ogretmen 4 ise “Bireylerin farkli kiiltiir cevrelerini tanimasina, sinifta esitlik
ve hosgérii duygusunun ve farkliliklar icinde birlikte yasayabilme fikrinin olusturulmasina imkdén tanir”
sozleriyle ifade etmislerdir.

Cok kdlturlt egitimin avantajlarina iliskin ortaya ¢ikan lglincli tema; 6gretim materyali zenginligidir
ve sadece Ogretmen 1 tarafindan “Bizler hoca olarak bircok 6dretim materyali kullanmak zorunda
kalabiliriz. Bunun da iyi bir sey oldugunu diisiintiyorum” sozleriyle ifade edilmistir.
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Ogretmenlerin ¢ok kiiltiirlii egitimin avantajlarina iliskin algilari dogrultusunda ortaya cikan dérdiincii
tema ise; dgretmen gelisimidir ve Ogretmen 9 tarafindan “Ogrencilerin, bazen de égretmenlerin genel
kdlttrlerinin artmasi konusunda avantajli oldugunu diisiinliyorum” sozleriyle dile getirilmistir.

Arastirmaya katilan on iki 6gretmenden on biri ¢ok kiltiirli egitim yapmanin avantajlarina iliskin
gesitli fikirler belirtirken, Ogretmen 5 cok kiltiirli egitim yapmanin fayda yerine zarar getirecegini
belirtmistir. Bu 6gretmen gorislerini belirtirken “Cok kiiltiirlii egitimin Tiirkiye’ye fayda getirecek bir
egitim tiirt oldugunu diisiinmiiyorum. Cok dikkatli olmak lazim, yarardan ¢ok zarar getirebilir. Benim
farkli etnik kékene ait 6grencim yok, varsa da ben bilmiyorum. Bilsem de derslerimde buna vurgu
yapmam, tehlikeli olur bu. Hele hele de su icerisinde bulundugumuz dénemde. Farkliliklara vurgu
yapacagimiza bizi bir arada tutan dederlere deginmeliyiz” s6zlerine yer vermistir.

Cok kiiltiirlii egitimin 6gretmenler tarafindan algilanan dezavantajlarina iliskin bulgular

Gorusme yapilan 6gretmenlerin ifadeleri dogrultusunda, ¢ok kiltirli egitimin dezavantajlari sinif
ortamina, 6grenciye, 6grenme-6gretme slirecine ve topluma yoneliktir.

Sinif ortamina yonelik dezavantajlar ayrisma (f:5) ve huzurun ve diizenin bozulmasi (f:1) seklinde
ifade edilmistir. Bu konudaki dislinceleri 6rneklemesi agisindan asagida 6gretmenlerin ifadeleri yer
almaktadir:

.. uyum sorunu olabilir. Bazilari sadece kendi kiiltiirlerinden kisilerle arkadashk kurabilir. Belki de
6grenciler arasinda gruplasmaya yol agabilir. Dogal olarak sinifin huzuru, diizeni bozulabilir
(Ogretmen 1).

Dogru sekilde uygulanamazsa cesitli ayriliklar ve ¢catismalar olabilir. Kiiltiirel tekligin olmasi gereken
durumlarda ya da hassasiyetlerin g6z ardi edildigi durumlarda cesitlilik dezavantajli olabilir
(Ogretmen 2).

Ogrenciye yonelik dezavantajlar dgretmenler tarafindan uyum problemi (f:4), direng (f:3), dislanma
(f:1) ve kompleks olusumu (f:1) seklinde ifade edilmistir. Ornegin bu tema altinda bir dgretmen
farklihklara uyum zorluklarina (Ogretmen 4) vurgu yaparken diger 6gretmen &grencilerin uyum
saglamasinda bazi problemler yasanabilecegine (Ogretmen 6) vurgu yapmistir. Ogretmen 12 “Bana gére
ddrencilerin diren¢ géstermesi en 6nemli dezavantajdir”; Ogretmen 1 ise “Bana gére sinif farkliliklar
dezavantaj olusturabilir. Clinki her grenci ayni avantaja sahip degil, maddiyat olarak. Bu da égrenciler
arasinda kompleks gibi durumlar olusturabilir. Bunun disinda, uyum sorunu da olabilir” sozleriyle bu
konudaki géruslerini dile getirmiglerdir.

Cok kiiltiirli egitimin 6grenme-dgretme siirecine yénelik dezavantaji; Ogretmen 7 tarafindan
dgrenmeyi yavaslatma olarak degerlendirilmis, topluma yénelik dezavantaji ise Ogretmen 5 tarafindan
ulusal birligin parcalanmasi olarak ifade edilmistir. Ogretmen 5, bu konudaki gériisiinii “Her seyden énce
milli  birligi bozar. Insanlar etnik kékenlerine gbére ayristinimamall. Bu toplumda ayrismalara,
gruplasmalara sebep olur. Egitimin gérevi toplumu bu sekilde b6imek degildir” sozleriyle belirtmistir.

Tartisma, Sonug ve Oneriler

Bu arastirma, 6gretmenlerin gok kiilturli egitime iliskin algilarini incelemek amaciyla, egitim bilimleri
anabilim dalinda yiksek lisans ve doktora yapan on iki 06gretmenle goérisme vyapilarak
gerceklestirilmistir. Arastirmanin bulgularina goére 6gretmenler ¢ok kilturli egitimi en ¢ok farkl kdiltiirel
degerlere sahip bireylerin bir arada bulundudgu egitim olarak tanimlamaktadirlar. Cok kaltirli egitim,
farkli irk, etnik yapi ve sosyal gruplardan gelen tiim dgrenciler igin esit egitim firsatlari yaratmaya ¢alisan
ve bunun igin de tiim okul ortamini degistirmeye, yeniden yapilandirmaya udgrasan bir fikir, bir egitim
reformu ve bir siirectir (Banks vd., 2001). Ogretmenler tarafindan yapilan cok kiltiirlii egitim tanimlari
incelendiginde, ogretmenlerin ¢ok kilturlGlGgin irk, etnisite, dil, din ve sosyal sinif boyutlarina
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odaklandiklari, buna karsin yas, cinsiyet, engelli olma, cinsel yénelim boyutlarini ¢ok kilturliluk
kapsaminda diisiinmedikleri belirlenmistir. Ogretmenlerin yaptiklari tanimlarda ¢ok kiiltiirlii egitimin
belirli boyutlarina odaklanmalari, konunun ilkemizde ancak son yillarda giindeme gelmeye basladig
dusindldiglinde sasirtici degildir.

Toprak (2008), her 6grencinin birey olarak kendine 6zgli kabul edilmesi gerceginden hareketle, ¢cok
kaltarla egitim etkinliklerinin kaginilmaz oldugunu ifade etmektedir. Bu baglamda, ¢ok kiiltarli egitim,
ogrencilerin her tirli bireysel farklihgini temel almaktadir. Arastirmaya katilan 6gretmenlerden besi ise,
siniflari gok kaltlrla bir yapida olmadigi icin ya da farkh etnik kdkene sahip 6grencileri olmadigi icin ¢cok
kiltarli egitimi uygulamadiklarini belirtmislerdir. Bu durumun, 6gretmenlerin ¢ok kultlrla egitimi
sadece etnik sorunlarla iliskili bir konu olarak gérmelerinden kaynaklandig disuniilmektedir. Bigatti vd.
(2012), Brown (2007) ve Gay (2002), ¢ok kalturlt egitim kuramlarina iliskin yapilan galismalara ve iyi
uygulamalar sunan verilere ragmen, egitimcilerin c¢ok kaltlrli 6gretim yapma konusundaki bilgi
eksikligine dikkat cekmislerdir. Yazici vd. (2009) ise, bu konudaki en énemli 6nyargi veya bilgi eksikliginin
cok kaltirla egitimi sadece etnik sorunlarla iliskili bir konu olarak gérmekten kaynaklandigini ifade
etmislerdir. Bigatti vd.ne (2012) gore c¢ok kiiltirli egitim sadece dezavantajli gruplara yonelik yapilan bir
egitim degildir. Ayrica c¢ok kilturli egitimi uygulamak sadece dezavantajli gruplardan gelen
o6gretmenlerin sorumlulugunda da degildir. Tim 6gretmenlerin gorevi, bltin 6grencilerini kapsayacak,
onlari her turll egitim-6gretim faaliyetine dahil edecek, kiltire duyarh egitim ortamlari diizenlemektir.

Ogretmen goriislerine gére cok kiiltirli egitimi uygulamama konusunda diger bir gerekge; ders
iceriklerinin ¢ok kalturlli 6gretim icin uygun olmamasidir. Cok kaltarlG egitime iliskin yapilan pek ¢ok
calismada benzer bulgulara ulasiimistir. Bu ¢alismalarin sonuglarina gére, 6gretmenler ve 6gretim
elemanlari ¢ok kaltarlalugin ogrettikleri konularla, 6gretmen adaylari ise 6grenim gordikleri branslarla
alakasiz oldugunu diisiinmektedirler (Basarir, 2012; Bigatti vd. 2012; Okojie-Boulder, 2010; Toprak,
2008). Oysa 06grencinin akademik basarisinda, 6gretmenlerin yalnizca akademik bilgi ve becerilerinin
yeterli olmadigi, ayni zamanda ¢ok kiltiirltilige duyarh olmalarinin da zorunlu oldugu (Banks vd., 2001)
ifade edilmektedir.

Cok kalturla egitimi derslerinde uygulayan 6gretmenlerse bunu kiltiire duyarli sinif ortami olusturma
ve kiltire duyarh 6gretim yapma olarak gergeklestirdiklerini ifade etmislerdir. Kiltiire duyarli 6gretim
yapma kiiltiire iliskin 6n bilgi verme, bélgeye duyarli 6gretim yapma, yasa duyarli 6gretim yapma ve
derste farkl bakis agilarina yer verme seklinde uygulanmaktadir. Ogretmenlerin bu soruya verdikleri
cevaplar, ilgili alan yazinla uyumludur. Zira, her 6grenci sinifa kendine 6zgii 6zellik, bilgi ve deneyimlerini
getirmektedir (Morey ve Kitano, 1997; Rogers, 1961; Akt, Chavéz, 2007). Yapilan arastirmalar, farkh
gecmisleri olan 6grencilere, kendi kiltiir ve deneyimlerine uygun 6gretim yapildiginda, bu 6grencilerin
akademik basarilarinin arttigini (Au ve Kawakami, 1994; Foster, 1995; Gay, 2000; Hollins, 1996; Kleinfeld,
1975; Ladson-Billings, 1994; Ware, 2006), buna karsin, 6grenme-6gretme sirecinde, farkhliklari
gormezden gelinen 6grencilerin, akademik basarilarinin digerlerinden distik oldugunu ortaya gikarmistir
(Irvine, 1990; Irvine ve Armento, 2001). Gay (1994), kiltire duyarh egitim yapma konusunda, cok
kiltarli  egitime uygun materyallerin, empati yoluyla yasanilan deneyimlerin, rol oynamanin,
similasyonun ve bunlar gibi etkinliklerin kullanilabilecegini belirtmistir. Saldana ve Waxman (1997), ¢cok
kaltarlh egitimin; 6gretmenlerin Ogrencileri desteklemesi, sinif ici esitligi saglamasi ve 6grencilerin
kalturlerini derse entegre etmesi yoluyla uygulanabilecegini ifade etmislerdir. Banks (1974) ise,
dezavantajli gruplardan gelen 6grencilerin akademik basarilarinda, sadece kiltiire duyarli 6gretim
yapmanin yeterli olmadigini ifade ederek, kiiltiire duyarl degerlendirme yéntemlerinin gelistirilmesinin
de 6nemli oldugunu vurgulamis ve standart zeka testlerini elestirmistir.

Cok kultrla egitimi derslerinde uygulayan 6gretmenlere goére, uygulamada karsilasilan sorunlar,
dgrenci kaynakli, 6gretmen kaynakl ve veli kaynakli olmak (izere i¢ grupta toplanmaktadir. Ogrenci
kaynakli sorunlar; 6grenci ilgisizligi, birbirini kabullenmememe, gruplasma, alay etme, dislama ve
asagilama olarak ifade edilirken, 6gretmen kaynakli sorunlar; &grencilerle olan iletisim gligliigdi,
oégretmen bilgisizligi ve zaman ve emek ihtiyaci olarak ifade edilmistir. Veli kaynakli sorunlar ise ailelerin
o6nyargih olmasi ile iliskilendirilmistir. Benzer bulgular Bigatti vd.nin (2012) calismasinda da ortaya
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cikmistir. S6z konusu ¢alisma bulgularina gore, 6gretim elemanlarinin ¢ok kiltlrli egitimi uygulamadaki
sorunlari; 6grenci direnci, ¢ok kiltirli 6gretim yapma konusunda kurumsal destek ve rehberligin
olmayisi, égretim elemanlarinin ¢ok kiiltiirlii 6gretim stratejileri kullanmayi bilmemeleri ve égretim
elemanlarinin ¢ok kiiltiirlii 6gretim stratejileri kullanmayi istememeleri olarak tespit edilmistir.

Ogretmenlere goére cok kiiltirlii egitim, sinif ortaminda kiiltiirel paylasim, biitiinlesme, esitlik
duygusu, hosgérii duygusu ve saygi ortami gibi avantajlar saglarken, ayni 6gretmenlere gére ayrisma ve
huzur ve diizenin bozulmasi gibi dezavantajlar da olusturabilir. Benzer sekilde, 6gretmenler ¢ok kultarlu
egitimin 6grenci acisindan avantajlarini farkh kiiltiirleri tanima, hosg6rii duygusunu gelistirme, global
diisiinme yetenegi gelistirme, bakis agisini genisletme, olumlu sosyal iliskiler gelistirme, empati
yetenegini gelistirme, uyumlu olmayi 6grenme, motivasyonu artirma ve yansitici diisiinme yetenegini
gelistirme olarak ifade ederken, dezavantajlarini uyum problemi, dislanma ve kompleks olusumu olarak
belirtmislerdir. Ogretmenler ¢ok kiltiirli egitimi uygulamanin hem uyumlu olmayi 6grenmede katki
saglayacagini, hem de uyumsuzluk problemlerine yol acabilecegini diisiinmektedirler. Ogretmenlerin ¢ok
kaltarla egitimin avantajlan ve dezavantajlarina yonelik ifadeleri, onlarin konuya iliskin distincelerinin
heniiz tam anlamiyla bir netlik kazanamadiginin bir gostergesi olarak ele alinabilir. Nitekim 6gretmenler
¢ok kiltlirli egitimin uygulanmasi ile ilgili sorunlar belirtirken bu konudaki bilgi eksikliklerini de ifade
etmislerdir. Benzer sekilde, Smith (2009), bazi 6gretmenlerin ¢ok kultlirli egitimi destekleseler bile, ok
kaltarlh egitim konusunda bilgi, yetenek ve tutumlarinda yetersiz olabileceklerini ifade etmistir. Buna
karsin, Ezer, Millet ve Patkins’e (2006) gore, ¢ok kultiirli egitimle ilgili sadece olumlu gorus veya
tutumlara sahip olmak yetersizdir; 6nemli olan, ¢ok kiltirla farkindalik ile bilgi ve becerileri davranisa
donistirmektir. Brown ve Kysilka (2002) ise, ¢ok kilturlige duyarh bir 6gretmen olmanin, inang
sisteminin degerlendirilmesi de dahil olmak Gzere, kisinin zihniyet ve davranislarini degistirmesini
gerektirdigini ifade etmislerdir.

Arastirma sonuglari, 6gretmenlerin ¢ok kulturll egitim ve ¢ok kiltlirli 6gretim uygulamalar
konusunda bilgi eksikliklerinin oldugunu géstermektedir. Oysa Roux (2000)’a gore, sinifta ¢ok kultirli
egitimin basaril bir sekilde uygulanmasi, blyik dl¢tide, 6gretmenin bu konudaki bilgi, tutum, diisiince ve
davranislarina baghdir. Benzer bir sekilde, ¢ok kiltlrli egitimin uygulanmasinda 6gretmen
davranislarinin 6neminden bahseden Baker (1981), davranislarin, 6gretmenin tutumunu ve ¢ocuga iliskin
duygulari yansitmasi bakimindan 6nemli oldugunu ifade etmistir. Basbay ve Kagnici (2011) ve Polat
(2009), cok kaltirla egitimin uygulanmasinda kilit roliin 6gretmene ait oldugunu ifade etmektedirler. Bu
nedenle, 6gretmenlerin gok kulturli egitim-6gretim uygulamalarina iliskin bilgilendirilmesine, dncelikle
ogretmen yetistiren egitim fakiltelerinde baslanmasi gerektigi distnilmektedir. Nitekim Coban vd.
(2010)'ne gore, demokratik hak ve ozgurliklerinin 6nemli oldugu insancil egitim anlayisi, kiltirel
farkhhklara saygili ve hosgoruli 6gretmen adaylarinin yetistiriimesini gerekli kilmaktadir. Ngai (2004),
ilkégretim ve ortadgretimde cok kaltiirli egitimin basariya ulasmasi icin, 6gretmen egitiminden itibaren
etkili bircok kultlrli 6gretme-6grenmenin gerceklesmesi gerektigini bildirmistir. Bennett vd. (1990), cok
kaltarld 6gretmen egitiminde; bilgi, anlayis, tutum ve beceri olmak lizere doért boyutun olmasi
gerektigini savunmus, buna karsin, Teresa ve Piveral (2004) ise, egitim fakultelerinde 6gretmen
adaylarina teorik bir kilttrel duyarliik 6gretimi yapilmasindansa, ¢ok kiiltlrli egitim ortami yaratip
onlarin ¢ok kultlrluligu i¢sellestirmelerine yardim etmeyi 6nermistir. Benzer bir sekilde, Cirik (2008) ve
Ngai (2004), ¢ok kiltiirlGluga, egitim programlarinda ayri bir bolim veya konu alani olarak okutmak
yerine, programin temel yapisiyla Ozdeslestirmenin daha faydali olacagini ifade etmistir. Ayrica,
o6gretmenlere, alanda calisan akademisyenler tarafindan, ¢ok kultiirli egitimin ne oldugu ve nasil
uygulanacagina dair kapsamli hizmet-ici egitimlerin verilmesinin de mevcut bilgi eksikliginin
giderilmesine katki saglayacagl dusUnllmektedir. Bunun yani sira, Basbay ve Bektas (2009),
ogretmenlerin kultirel farkhliklara yonelik farkindaliklarinin gelistirilmesi igin, 6gretmenlere yonelik
kalturel degisim programlarinin hiz kazanmasini 6nermislerdir.

Bu calisma, Tirkiye’nin ic Anadolu Bdlgesi'nde gdrev yapan 12 dgretmenle gériismeler yapilarak
gerceklestirilmistir. Benzer galismalarin Tirkiye’nin diger bolgelerinde, ¢cok daha buyik o6rneklemlerle,
nitel ve nicel yontemler bir arada kullanilarak gergeklestirilmesi, konunun daha buyik gruplar agisindan
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aydinlatiimasi bakimindan énemli goriilmektedir. Ancak, ilkokul, ortaokul, lise kademeleri ayri ayri ele
alinarak, daha homojen 6gretmen ve/ya 6grenci gruplariyla yapilacak bagka nitel galismalarin da
konunun derinlemesine irdelenmesi bakimindan yararli olacagi soylenebilir. Bu galismalarda kugik
gruplarla gahsilarak, durum g¢alismasi, eylem arastirmasi gibi farkh nitel arastirma desenleri kullanilabilir.
Cok kalturluluk konusunda nitel ve/ya nicel yontemlerle gerceklestirilecek bu calismalarla ulasilacak
bulgularin, gerek kiltiire duyarli 6gretmenler yetistiriimesine, gerekse halen gbrev yapmakta olan
ogretmenlerin kiltire duyarlilastiriimasina yonelik 6nlemler alinmasina katki saglayacagi agiktir.
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Introduction

The primary objective of the organization is to create the best working environment and include
people who are working for the organization to the operations of organization, management policies
and other functions. In our day, employees want to express their ideas, to be effective in the results and
to be active in decisions which are relate to them; briefly, they want to participate in the management
of organization rather than being just an ordinary personnel. The most important reason is the increase
in their cultural level and knowledge. Today, every personnel have kind of knowledge about the solution
of the problems about their organization (Gimus, 1995, pp. 381,382).

Participating in the decision process of management is the base of contemporary management.
Because contemporary management is democratic and participating in decision is one of the
requirements of democracy (Aytirk, 1990, p.120). This means that cooperation of superior and
subordinate is vital for how the organization will be run, from which methods will be benefited and how
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the success will be achieved (Basaran, 1992, p.322). In participative management, error margin is low,
application is easier, the responsibility is shared and employees are happier (Aytirk, 1990, p.120).
However, who is going to be responsible for the management, who is going to be affected after the
decision and what kind of effect will it be, how appropriate the distribution of task is must under any
circumstances be guaranteed and all this elements should be included in the decision. Otherwise, the
decision which is taken will not be effective. The decision which is not put into practice is not a valid
decision; it is just a good intention (Drucker, 2006, p.49).

The role of subordinates during the process of decision depends on the attitude of manager. If a
manager thinks some of the subordinates can be a rival of him/her in the future, they may not give them
right to participate in the decision process (Bursalioglu, 2005, pp. 94,95). Even if the manager has no
such intention and even the content of the decision includes programs in favor of the employees,
excluding employees during the decision process may be necessary in order to prevent the rising of
effect which is expected from the decision. Because personnel thinks it is a favor rather than earned
right (Eren, 1989, p.416). Environment of confident should be guaranteed; otherwise, desired result
cannot be achieved (Aydin, 2000, p.285).

Managers of organizations get together mainly for putting the decisions on employees not consulting
them. In these meetings, the offers of the managers are discussed and subordinates are channeled
towards supporting these offers. Since what are the problems and what can be the proper solutions for
these problems are determined by the managers, the decision will be as the managers want (Onaran,
1971, p.179). If employees are bestowed to participation right, this must be done sincerely with full
intention. Sometimes, managers already make their decisions but they pretend they need the ideas of
employees; this insincerity will be understood clearly by the employees (Baykal, 1978, p.30).

If managers allow employees to participate in the decision processes which are related to their
organization, employees will think of "working together", not "working for someone". Shared opinions
are easy to put into practice and the idea of "us" is a strong motivation for both employees and
managers (Eren, 1989, p.417). Consequently, including the employees to the managing process neither
takes the power from the managers, nor it is a managing trap for employees; and it is important to
clarify that it is not a magical way to solve all the problems (Peker, 1995, p.121).

There is two kind of management type in school management which is autocratic and democratic. In
autocratic management, everything is carried out with orders and these orders are performed without
delay; the orders of the manager are not considered wrong and even if they are wrong nobody say it
aloud. However, in schools everything must be arranged to improve the academic level of the students
(Binbasioglu, 1988, p.126). According to the Bilgin's (1990) research called "The effect of participating in
management to the productivity", participating in management is just a symbolic in Turkish Republic.
The main reason is insufficiency and sudden and unexpected orders and applications.

As creating a tradition that aims productivity within the organization will help the organization
develop, the management should make assessments in the subjects in which the members of the
organization are interested. Shareholders feel themselves responsible at the every phase of the process
when the resolutions are applied. They use all of their energy in order not to make mistakes with the
aim of procuring the perfection. The data Fisek (1977) has found about attending the administration in
16 public enterprises support this thesis. It has been found out that agreeing the ideas procures the
convenience; they put an end to inconsistency and failure and it provides productive working.

There are many works that study agreeing the decisions on the basis of teachers in the education
institutions. While the findings of Acikgdz (1984), Bilgin (1996), Aldemir (1996), Yilmaz (2005), Parlar
(2005), Gurkan (2006), Aksay and Ural (2008) impress that the attending of the people who are affected
by the decisions will be beneficial for the organization, it will be realized that employees don’t agree in
terms of their expectations.
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The fact that education needs diversify day by day is also same in the process of taking decisions
regarding the schools. Students who are directly affected by everything are sufficient in putting their
ideas forward. Unfortunately, students are not able to put their ideas forward even at the level of higher
education. According to the study of Diindar (2013), students at the level of higher education express
their ideas and this is performed by establishing student councils in Turkey, but this action is not
sufficient in students’ attendance in the decisions.

One of the resolutions taken in the 4™ National Education Council (1949) was related with the
attendance of the students and the teacher in the decisions taken in the schools and its necessity;
Students should have meetings with the teachers and administrators in a friendly manner and take
decisions by discussing between each other accordingly. They could also found student institutions if
they think it’s necessary and will go to the polls for the collective services.

In recent years, student Councils have been founded in many countries with the aim of increasing
the student attendance and activating the democracy education. This constitution which started in
universities has been degraded to primary and secondary education. Ministry of National Education has
drawn attention with the Regulation of Democracy Education in Schools and School Councils (2004).
With the National Education Fundamental Law no. 1739 (1973), this regulation related with the
convention of UN Child Right and European Conventions of child right includes the way of electing and
being elected of the representatives of class, school, districts and cities. In other words, it gets stuck
with the method rather than including the importance of the effect related with the attendance of
students.

It needs to be described how the process of decision making in schools goes for satisfying the current
education needs of the society and the ideas of the students in this context need to be put forward.
Almost all of the sources related with the attending to the decisions are at the dimension of teacher and
they are complementary. However, there are not sufficient sources that will enlighten the situation of
students’ attending/joining the decisions.

The purpose of this study is to reflect on the opinions of secondary school students about their
effects on school management’s decision-making processes. To do this, the main purpose has been
divided into five extended sub-purposes. These sub-purposes aims to find if:

1) There is a significant difference between students' participation perceptions and requests in
decision making process.

2) There is a significant difference between students' participation perceptions about instructional
and administrative dimensions in decision making process.

3) There is a significant a difference between the requests of the students' participation in
instructional and administrative dimensions of decision making process.

4) There is a significant difference between the perceptions of the students about the participation
level depending on their personal variables.

5) There is a significant difference between the students’ participation requests related on their
personal variables.

Method
Research Design

This research is a descriptive survey model related with the students’ attendance to the decisions
and their expectations of joining the administration. According to Karasar (2000), descriptive model is an
approach of researching that aims describing a current situation in the way it is.
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In this descriptive study, comparative survey method has been used according to sub-purposes
which require difference tests.

Participants

Population of the research was 2883 students who are having education at eight secondary schools
in Beypazar district. The research sample was 116 students who had been chosen as class
representatives by their classmates. Accordingly purposive sampling method was used to determine the
research group. According to Sencer (1989) purposive sampling method is to observe the most
appropriate section of the universe.

Instrument

In the research, the Turkish edition of Lipham’s (1973) “Decision Involvement Analysis”
questionnaire, adapted to Turkish by Acikgoz (1984) as “Karara Katilma Anketi”, has been used. This
questionnaire had twenty three headings of decision making about teachers’ opinions. Seven unsuitable
headings were eliminated to provide the consistency based on the opinions of a small number of
students. The survey which includes the remaining 16 decision topics has been carried out in this way.
These 16 topics have been sorted bottom to the top under the title “Decision Topic”. There are two
dimensions opposing these which are in the original scale. And two questions have been asked to
determine educational and managerial aspects and participation and expectation about decision
process. Four point likert scales have been used under each question including never (1) too little (2)
some (3) too much (4) options.

In this study, two dimensions in decision participation survey , “Educational” and “Managerial”, have
been taken as they are but when consulted to the experts, it has been decided that the item number 05
which has been actually in educational decision topics should be involved in managerial decision topics.
Distribution of decision topics in educational and managerial areas and orders in the survey are like this:

Item no Educational Decision Topics

01 Developing the ways of informing parents about the situation of students

02 Deciding how to evaluate students’ success

12 Choosing course book and other educational materials

13 Determining the grading rules

14 Determining the education and examination method in lessons

15 Benefiting from the environmental opportunities to teach the lessons more effectively

Item no Managerial Decision Topics

03 Creating and implementing a sense of discipline at school

04 Planning student consultancy studies at school

05 Making the income and expense plan of school

06 Planning time table of school

07 Solving the problems showing up in school-environment relations

08 Determining and reviewing the targets of your school

09 Determining the principles of evaluating the teachers

10 Planning obtainment, protection and usage of information (mental file etc.) about the student
11 Preparing weekly course schedule

16 Evaluating the functioning of school
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Data Analysis

After all data has been obtained, Cronbach Alpha test which is known as internal consistency
calculation as well has been applied in order to evaluate the credibility of the calculations extracted
from 16 topics. Cronbach Alpha point is .91 for perceptions of participating in decision and .88 for the
will to participate. Validity calculations of the scales have been obtained from factor analysis. When
calculation is made for 16 topics with decision evaluation using decision participation data, total
variance which has been explained with measurements obtained from this scale instrument is %52.
When 16 topics are evaluated for participation data, total explained variance is %59 with the
measurements obtained with this instrument.

The questionnaire has been taken to the schools mentioned above in 2008-2009 Academic Year’s
second term. Arithmetic mean, standard deviation, t test, Kruskal-Wallis H test and Mann-Whitney U
tests are used to analyze data. Significance level is taken as p<.05 for difference analyses.

Results

According to the findings of the research, the general state levels are found noteworthy lower than
the general demand levels on decision-making processes of school management's for students. In
addition to this, students emphasize that they’re more effective and willing on decision-making
processes when school management takes instructional decisions rather than administrative decisions.
It doesn’t make any significant difference of the students’ gender and the grade they are educated when
the effectiveness and willingness are taken into the consideration.

Students, who are having education at Anatolian High Schools, specify that they are unable to affect
the school management’s decision making processes. Also these students demand to affect decision-
making processes much more than the other types of schools’ students.

Discussion, Conclusion & Implementation

A person in a managerial position is someone who doesn’t command but leads people with his/her
knowledge of management (Drucker, 1994, pp.84-85). Some concepts like cooperation, mutual thinking,
team work, belonging and strategic planning came into prominence as new necessities in managerial
field in 1990s. (Parks & Barrett, 1994,p.11).

Today, establishing School Development Management Team (SDMT) which was known as total
quality management previously and making and implementing strategic planning are the new
responsibilities of school principals. And this shows how this change affects schools. Besides,
involvement of the students in school management was made obligatory with Regulation of Democracy
Education in Schools and School Councils (2004). Thus, the important thing is to research not why
participation is important at school but why it cannot be maintained. Participation in decision-making
process is an essential part of public life including schools. The decisions made by the school
management have a big impact over the people. Each member's qualifications and interests should be
taken into consideration by the principals in order to increase the participation rate at schools. Students;
the most essential parts of the schools, are directly affected from the educational process. Hence their
ideas about the educational needs must be taken into account as important demands.

In conclusion, especially for Anatolian High School students, student participation level was not at
anticipated ratio. Anatolian High Schools’ students are prepared to university exam by using a loaded
curriculum. With new researches, it should be clarified in which requirements students might not find
any opportunity to take part in the school management processes. To make the students more active in
the participation process, necessary information about the rights and the duties must be given to
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student representatives, these students’ participation abilities should be developed by their school
management.

Educational process must be carefully designed in order to develop the student. Repressive manner
may block the mental development of the children and devitalize them at school. Therefore, a
participant management provides efficiency and enables schools to adapt the changes around them. By
the help of the information and channels of communication educational processes are transformed into
more transparent environments. Students are getting smarter and frequently becoming more conscious
about school applications. Naturally, the students in this new era are even willing to discuss the re-
creation of automatically adopted and implemented disciplinary rules in schools. In order to keep up
with the changes, students should be supported to participate in the decision making process.

In order to make the students who are affected by decisions taken more active in decision making
process, the roles of class representatives must be more prominent. Hence, new researches should be
carried out for the students who want to participate in the decision making process and the possibility
of having lack of information about their rights and responsibilities should be eliminated.
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Makale Bilgisi 0z

. Bu arastirmanin amaci, ortadgretim ogrencilerinin, okullarinda kendilerini
DOI: 10.14527/pegegog.2014.012 ilgilendiren konulardaki kararlara katiimlarina ve katilma isteklerine iliskin
Makale gecmisi: algilarini belirlemektir. Arastirma evreni Ankara ili Beypazar ilgesindeki sekiz
Gelis 31 Aralik 2013 ortadgretim okulundaki 2883 6grencidir. Okul yonetimine katilmasi igin sinif
Dizeltme 03 Mart 2014 arkadaglar tarafindan secgilen 116 sinif temsilcisinin dogrudan bu arastirmanin
Kabul 25 Mart 2014 hedef kitlesini temsil etmesi nedeniyle amacli 6rnekleme yoluyla bu 6grencilere

ulagiimaya g¢ahsilmistir. 2008-2009 6gretim yilinda yapilan bu betimsel arastirmada

veri toplama araci olarak Karara Katilma Anketi kullanmistir. Veriler aritmetik
ortalama, standart sapma, t testi, Kruskal Wallis H-Testi ve Mann - Whitney U testi
teknikleri ile ¢dziimlenmistir. Ogrencilerin kararlara, istediklerinden disiik
seviyelerde katildiklari, 6gretimsel kararlara yonetimsel kararlardan daha gok
katildiklari ve daha ¢ok katilmayi istedikleri bulunmustur. Sinif ve cinsiyet
degiskenleri, kararlara katilma durumlarinda ve katilma isteklerinde 6énemli fark
yaratmamaktadir. Ancak okul tirt degiskeni incelendiginde 6grencilerin kararlara
katilma durumlarinda anlamh farklar ortaya c¢ikarmistir. Anadolu Liseleri
ogrencilerinin kararlara katilma durumlari, Meslek Liseleri ile Genel Lise
ogrencilerinden anlamli 6lgtide diistk ¢ikmistir.

Anahtar kelimeler:
Yonetime katilma,
Ogrencilerin katilimi,
Karar verme.

Girig

Orgiitte calisan insanlarin érgiitiin isleyisi, ydnetim politikalari ve diger islevlerde s6z almalarini ifade
eden yonetime katilma, daha iyi bir ¢calisma ortami olusturmaktadir. Glinimiizde ¢alisanlar, siradan bir
personel olmak yerine, kendilerini ilgilendiren her tirlG kararin alinmasinda aktif olmak, dislincelerini
ifade etmek, sonuclarda etkili olmak, kisaca 6rgitiin yonetimine katilmak istemektedir. Bunun en 6nemli
nedeni insanlarin kiltlr seviyesinin ve bilgilerinin artmasidir. Artik her personel bulundugu orgitte
problemlerin ¢ozimune iliskin az ¢ok bilgiye sahiptir (GuUmus, 1995, ss. 381,382). Bu nedenle yonetimler;
kisilerin gok yonli uzmanlagmalarinin desteklenmesi, érgitte isbirligine ve karsilikli saygiya dayali saglkh
iletisim kanallarinin olusturulmasi, i¢c denetimin benimsetilmesi gibi uygulamalarin orgitin verimliligini
arttirmada oOnemli etkiye sahip oldugunun farkindadir. Sayilan uygulamalar ve diger esgidim
faaliyetlerinin hangi usullerle yapilacaginin tiim calisanlarca benimsenmesi, orgiitte bir s6z ve davranis
birligi yaratir.

Her yénetim anlayisinda oldugu gibi okul yonetiminde de otokratik ve demokratik olmak Uzere iki tip
yoneticilikten soz edilebilir. Otokratik yonetimlerde her sey emirle yapilir, emirler aksatiimadan yerine
getirilir ve yoneticinin emirlerinin hatali olabilecegi distnilmez; disiiniilse bile ortaya konmaz
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(Binbasloglu, 1988, s.126). Yoneticinin aslinda bdyle bir niyeti olmasa ve hatta kararin konusu personelin
cikarlarini gozeten programlar igeriyor olsa dahi personeli, kendisini etkileyecek kararlara istirak
ettirmemek, alinan kararlari uygulama noktasina kadar ondan saklamak; karardan beklenen etkinin
ortaya cikisini engeller. Cunkli personel, bu uygulamalara layik oldugu hissi yerine bu uygulamalarin
kendisine bir lutuf olarak sunulmus oldugu hissine kapilirlar (Eren, 1989, s.416). Sonugta karar siirecinde
astlarin rolli, yoneticinin tutumuna goére degisir. Eger yonetici astlarinin bazilarinin kendisiyle
yarisacagindan korkuyorsa, onlara karara katilma olanagi vermeyecektir (Bursalioglu, 2005, ss. 94,95).

Orgiitlerde genellikle yéneticiler emirleri altindaki grubu karar almak icin degil de alinan kararlari
kabul ettirmek icin toplamaktadirlar. Bu toplantilarda yonetimin teklifi konusulur ve astlar bu teklifi
desteklemeye yoneltilirler. Sorunlarin ne oldugu ve tanimlanmasi, ¢6ziim 6nerilerinin sunulmasi yénetim
tarafindan yapilacagi icin karar yonetimin bekledigi sekilde olacaktir (Onaran, 1971, s.179). Sayet
elemanlara kararlara katilma hakki taninacaksa, onlara bu hissi vererek bunun ictenlikle ve eksiksiz
olarak yerine getirilmesi gereklidir. Esasen karara varmis oldugu halde elemanlari karara istirak
ettiriyormus hissi verebilmek icin yapilan hareketlerin samimiyetsizligi, elemanlar tarafindan gayet
kolaylikla sezilir (Baykal, 1978, s.30). Boyle orgitler, demokratik gibi goriinen ama aslinda karar alma
mekanizmasi otokratik olarak isleyen, samimiyetsizce yonetilen kurumlardir ve Aydin’a (2000) gore
karara katilmada given ortami saglanmadik¢a katilmanin basarili olmasi, istenilen sonucu vermesi
beklenmemelidir (s.285). Bilgin’in (1990) “Yonetime katilmanin verimlilige etkisi” adli arastirmasinda
Turkiye’de yonetime katilma uygulamasinin sembolik bir nitelige sahip oldugu bulunmustur. Bunun
nedenini ise yetersizlik, tepeden inme kabul ve uygulamalar olusturmaktadir.

Yonetimde karar siirecine katilma ¢agdas yonetimin temelidir. Clinkli cagdas yonetim demokratiktir,
kararlara katilma da demokrasinin geregidir (Aytlirk, 1990, s.120). Bu da orgiitin nasil yonetilecegini,
hangi yontemlerin kullanilacagini, basariya nasil ulasilacagini Ustlerin ve astlarin birlikte distinmesi
demektir (Basaran, 1992, s.322). Katihmli yontemle alinan kararlarda hata payi az, uygulama kolay ve
saglam olur, sorumluluk paylasilir, ¢alisanlar daha mutlu olur (Ayturk, 1990, s.120). Ancak bu sekilde
calismaya alisik olmayan yonetimler icin bu gibi ¢calismalar astlarla iletisim gerektiren ve bu nedenle
fazlasiyla zaman alacak eylemlerdir.

Gergekten de karar alma siirecinde en zor olan adim, sorunu ve kosullari belirleyip karar vermektir.
En zaman alici olan adim ise karari uygulamaktir. Alinan karara eylem taahhitleri en bastan dahil
edilmelidir. Yani kararin her bir asamasinin yurutiilmesinden kimlerin sorumlu oldugu, isi kimlerin
yapacagi, karardan kimlerin nasil etkilenecegi, kararin; karari uygulayacaklarin kapasitelerine denk
disurulmesi gibi bilgi ve uygulama o6zelliklerini iceren eylem taahhiitleri, alinan karara dahil edilmelidir.
Aksi durumda alinan kararin etkin olamayacag bellidir. Uygulanmayan karar, karar degildir; olsa olsa bir
niyetten ibarettir (Drucker, 2006, s.49).

Yoneticiler, astlarinin kendilerini ilgilendiren 6rgiit kararlarina katilmalarina olanak saglarsa astlar
arasinda, birisi icin c¢alisma dislincesinin yerini birlikte calisma dusincesi alir. Ortak fikirlerin
uygulanmasi daha kolaydir ve ortaya c¢ikan “biz” fikri kuvvetli bir 6zendirme unsurudur (Eren, 1989,
s.417). Sonug olarak; galisanlari yonetime katmak ne Ust yodneticinin yetkisinin elinden gitmesidir, ne
calisanlar igin bir yonetim tuzagidir, ne de 6rgitiin bitln sorunlarini ¢ézen gizemli bir ydontemdir (Peker,
1995, 5.121).

Orgiit icinde verimliligi amaclayan bir gelenegin yaratilmasi érgiitiin gelismesini saglayacagindan;
yonetimin orgit mensuplarini ilgili olduklari konularda degerlendirmesi gerekir. Paydaslar, alinmasinda
etkili oldugu kararlar uygulamaya gectiginde, siirecin her asamasinda kendini sorumlu hisseder ve
hatalarin olusmamasi i¢in gerekirse tim enerjisini, uygulamanin mikemmelligi icin sarf eder. Bu yargiyi,
Fisek’in (1977) 16 kamu kurulusunda yodnetime katilma konusunda yaptigi arastirma bulgulari da
desteklemektir. Zira kararlara katilimin kararlarda uygunlugu sagladigi, uyumsuzluk ve bocalamaya son
verdigi, verimli calismayi sagladig ortaya ¢ikmistir.

Kararlara katihmin durumunu, egitim kurumlarinda 6gretmen odakh olarak arastiran birgok calisma
mevcuttur. Bunlardan Agikgoz’iin (1984), Aksay ve Ural’in (2008), Aldemir’in (1996), Bilgin’in (1996),
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Gurkan’in (2006), Parlar’in (2005) ve Yilmaz'in (2005) bulgulari, bir yandan yénetimce alinacak kararlara
kararlardan etkilenen kimselerin katiliminin kuruma yararlarini vurgularken; bir yandan da ¢alisanlarin,
beklentileri dlglistinde kararlara katilamadiklarini ortaya koymaktadir. Kurumun isleyisi ile ilgili kararlar
bu kararlardan etkilenenlerle beraber almanin énemi 6gretmen odakli olarak bu sekilde agiklanirken,
okullarin baslica paydasi olan 6grencilerin de kararlara katilimi izerine yeterince durulmasi gerekir.

Egitim yuvasi olan okullarda ortamdaki her seyin cocugu gelistirecek sekilde diizenlenmesi gereklidir
(Binbasloglu, 1988, s.126) ve bu nedenle okullarda karara katilma ¢ok daha 6nemlidir. Egitim &rgitleri
daha sosyal ve toplu olup, kararlarin etki alani da o derece genistir. Egitim sektérindeki merkezi
yapilanmaya ragmen, okul yoneticilerinin kurumlarindaki sureg ile ilgili her uygulamada paydaslari ile
alabilecegi bir¢ok karar alani vardir.

IV. Milli Egitim Surasi’nda (1949) tavsiye niteliginde verilen kararlardan biri tim okullardaki 6gretmen
ve Ogrencilerin, okullarinda alinan kararlara katiimlarinin gerekliligi ile ilgilidir. Buna gére 6grenciler,
o6gretmen ve idarecilerin dostca ve devamli nezaretleri ile toplantilar yapmali, kendileri ile ilgili konular
hakkinda tartisarak, kararlar alacaklardir. Ayrica gerek gordikleri 6grenci kurumlarini meydana
getirecekler, misterek hizmetler icin secimler de yapacaklardir.

Egitim ihtiyaclarinin giin gectikce cesitlenmesi, okullarda siire¢ ile ilgili alinacak kararlari da
cesitlendirmektedir. Bu siurecgteki her seyden dogrudan etkilenen 6grenciler, ihtiyaglarinin ne oldugu
konusunda fikir one sirecek yeterliliktedir. Ne yazik ki yuksekdgretim diizeyinde dahi 6grenciler
istedikleri oOlglide kararlara katihm saglayamamaktadir. Diindar’in (2013) yaptigi arastirmaya gore
Yiiksekogretim dlzeyinde 6grencilerin kararlara katihmi Tiirkiye’de 6grenci konseyleri kurma suretiyle
yapilmakta, bu uygulama da 6grencilerin kararlara etkin katilimini saglamaya yetmemektedir.

Son yillarda Turkiye’de okul yonetiminde 6grenci katilimini artirmak ve demokrasi egitimini
etkinlestirmek amaciyla Okul Ogrenci Meclisleri olusturulmaya baslanmistir. Oncelikle {iniversitelerde
baslayan bu olusum, zamanla Ortadgretim ve ilkdgretim diizeyine indirgenmistir. Ogrencilerin yénetime
katilimi konusuna Milli Egitim Bakanhgi tarafindan 2004 yilinda yayinlanan Okullarda Demokrasi Egitimi
ve Okul Meclisleri Yonetmeligi ile dikkat cekilmistir. 1739 sayili Milli Egitim Temel Kanunu ile bu
husustaki uluslar arasi politika belgeleri olan Birlesmis Milletler Cocuk Haklari Sézlesmesi ile Cocuk
Haklarinin Kullaniimasina iliskin Avrupa Sézlesmesi geregi olarak yiriirlige konulan bu yénetmelik; sinif,
okul, ilge ve il temsilcilerinin se¢me-se¢ilme usullinii kapsamaktadir. Bir baska deyisle demokrasi araci ile
ogrencilerin okuldaki idari strece katiliminin, egitimsel birtakim ihtiyaglarini karsilamakta s6z sahibi
olmalarindaki etkisinin dnemini icermekten ziyade usule takilmistir.

Toplumun glincel egitim ihtiyaglarina yeterince cevap verebilmek agisindan okullardaki karar alma
siirecinin nasil isledigini betimlemek; bunun i¢in de 6grenci gorislerinin ne dogrultuda oldugunu ortaya
koymak gerekmektedir. Okullarda kararlara katilma ile ilgili mevcut kaynaklarin neredeyse tamami
6gretmen boyutunda ve birbirini tekrarlayan niteliktedir. Bununla birlikte 6grencilerin kararlara katilimi
ile ilgili durumu aydinlatacak yeterli sayida kaynak mevcut degildir.

Bu arastirmanin amaci, ortadgretim ogrencilerinin kendilerini ilgilendiren 6gretimsel ve yonetimsel
kararlara katilma durumlarina iliskin algilarini ve katilma isteklerine iliskin gorislerini belirlemektir.

Bu ana amaca ulasabilmek igin belirlenen alt amaglar sunlardir:

1) Ortadgretim oOgrencilerinin, okullarinda kendilerini ilgilendiren konularla ilgili olarak alinan
kararlara katilma durumlari ve kararlara katilma istekleri arasinda anlamh bir fark var midir?

2) Ogrencilerin &gretim ve ydnetim alanlarindaki kararlara katiima durumlarina iliskin algilari
arasinda anlamh fark var midir?

3) Ogrencilerin &gretim ve y®netim alanlarindaki kararlara katilma isteklerine iliskin gorisleri
arasinda anlamli fark var midir?

4) Ogrencilerin kurumlarinda alinan kararlara katilma durumlari, kisisel degiskenlerine (okul tiird,
cinsiyet ve sinif diizeyi) gore anlamh farkhhk gostermekte midir?
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5) Ogrencilerin kurumlarinda alinan kararlara katilma istekleri, kisisel degiskenlerine (okul tir,
cinsiyet ve sinif diizeyi) gére anlaml farklilik géstermekte midir?

Egitim sektori icinde yer alan kurum ve kuruluglarin egitim 6gretim sireclerinin selameti agisindan
gerekliligini vurguladiklari “yonetime katilma” olgusunun, hem okul ydnetiminin islerini hafifletecek,
hem de 6gretmen ve 6grencilerin okullarina baghliklarini arttiracak bir 6nlem olmasi agisindan bu konu
ile ilgili uygulamalarin takibi gereklidir. Bu arastirma, karara katilma alaninda eksikligi hissedilen 6grenci
boyutunu ele almasi, ortadgretim kurumlarinda karara katilma olgusunun nasil uygulama buldugu ile
ilgili glincel 6grenci goéruslerini icermesi ve bu bulgulara gore Tirkiye’deki giincel egitim yonetimi
uygulamalarina dikkat cekmesi agisindan énemlidir.

Yontem
Arastirma Modeli

Bu arastirma, ortadgretim kurumlarindaki 6grencilerin, yonetim kararlarina katilma dizeylerine ve
yonetime katilma beklentilerine iliskin algilarini belirlemeye yonelik oldugundan tarama modelinde
betimsel bir ¢calismadir. Karasar’a (2000) gore, tarama modeli gegmiste veya halen var olan bir durumu
var oldugu sekliyle betimlemeyi amaglayan arastirma yaklagimidir.

Katilimcilar

Arastirmanin evreni 2008-2009 6gretim yilinda Ankara ili Beypazari ilgesindeki sekiz ortadgretim
okulunda okuyan 2883 6grencidir; bunlardan okul yénetimine katilmasi icin sinif arkadaslari tarafindan
secilen sinif temsilcilerinin calisma grubu olarak alinmasi amaca uygun bulunmustur.

Amacli 6rnekleme, arastirmanin amaglari dogrultusunda bir evrenin temsilci bir 6rnegi yerine, amacli
olarak bir ya da birkag alt kesimini 6érnek olarak almaktir. Baska bir deyisle amagli 6rnekleme, evrenin
soruna en uygun bir kesimini gézlem konusu yapmak demektir (Sencer, 1989, s.386). Buna gére 116 sinif
temsilcisi 6grenciye ulasiimaya calisiimistir. Basta, Universite sinavina hazirlanmak amaciyla okula
gelmeyen 12. Sinif Ogrencileri olmak (zere sirekli devamsizlik yapan sinif temsilcilerine
ulagilamadigindan ¢alisma grubunun %75’ine tekabil eden 87 &6grenciden toplanan verilerle bulgular
olusturulmustur.

ilcede mesleki egitim hizmeti veren ortadgretim okullarindaki 65 sinif temsilcisinden 56’sina (%86),
genel ortadgretim okullarinda okuyan 51 sinif temsilcisinden 31’'ine (%60) ulagiimistir. Bu durumda
arastirma verilerinin % 64’G mesleki ortadgretimden, % 36’si da Genel ortadgretim kurumlarindan elde
edilmistir.

Veri Toplama Araci

Ogrencilerin okulda alinan ve kendilerini etkileyen kararlara ne dlgiide katildigini ve ne 6lgiide
katilma beklentisi icinde olduklarini belirlemek amaciyla, ash Lipham (1973) tarafindan gelistirilmis
“Decision Involvement Analysis” adli anketin; Acikgdz (1984) tarafindan “Karara Katilma Anketi” adiyla
ogretmenler icin 23 karar konusu iceren uyarlamasi, bu arastirmada 6grenciler icin yeniden
diizenlenmistir.

Olgek iki bdlimden olusmustur. Birinci bélim dgrencilerin; okuduklari okul tiirli, sinifi ve cinsiyeti ile
ilgili kisisel bilgileri toplayan 6zelliktedir. Olgme aracinin ikinci bdlimi ile cevaplayicinin hem karar
konularina ne kadar katilabildiklerini, hem de bu karar konularina ne kadar katilmak istediklerini
belirtmeleri istenmistir. Bu bolimde okullarda alinan kararlardan 6grencilerin daha ilgili oldugunun
diistintldiigii on alti karar konusu yer almaktadir. Olgegin aslinda yer alan ve &gretmenlere gore
diizenlenmis yirmi {g¢ karar konusundan hangilerinin 6grenciler ile daha yakindan ilgili oldugu sorulan
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yirmi bes kisilik bir 6grenci grubunun verdigi cevaplardan yola cikilarak hig secilmeyen yedi karar konusu
anketten c¢ikartilmistir. Geriye kalan on alti karar konusunun yer aldigi 6grenci anketi bu sekilde
olusturulmustur. Ogretimsel ve yénetimsel isler boyutlarindaki bu on alti konu, “Karar Konusu” bashg!
altinda yukaridan asagiya dogru siralanmis; bunlarin karsisina, ilgili karar siirecine mevcut katilma
durumu ve katilma beklentisini belirlemek amaciyla iki soru sorulmustur. Bu iki sorunun her birinin
altinda hig (1), cok az(2), biraz(3), cok(4) cevap seceneklerini iceren dortli likert 6lgegi kullanilmistir.

Tim veriler elde edildikten sonra 6lgme aracinda yer alan 16 maddeden elde edilen Olgiimlerin
givenilirligini hesaplamak icin, i¢ tutarlilk hesaplamasi olarak da bilinen Cronbach Alpha testi
uygulanmustir. Ogrencilerin kararlara katilma durumlarina iligkin algilari icin Cronbach Alpha katsayisi .91;
katilma istekleri icin Cronbach Alpha katsayisi .88 olarak bulunmustur. Olgiimlerin gegerlilik hesaplamasi,
faktor analizi yapilarak elde edilmistir. Karara katilma durumu verileri ile 16 madde igin hesaplama
yapildiginda bu oOlgme araci ile elde edilen Olgiimlerle toplam varyansin %52’sinin aciklandigi
belirlenmistir. Karara katilma istek verileri ile 16 madde icin hesaplama yapildiginda ise bu 6lgme araci
ile elde edilen dl¢timlerle toplam varyansin %59’unun agiklandigi belirlenmistir.

Karara katilma anketindeki “Ogretimsel” ve “Yonetimsel” olmak {izere gruplanan 2 boyutu bu
¢alismada oldugu gibi alinmis ancak uzmanlara danisildiginda 6lgegin aslinda 6gretimsel karar konularn
icinde yer almig olan 05 sira numarali maddenin, yonetimsel karar konulari icinde yer almasinin daha
uygun olduguna karar verilmistir. Karar konularinin 6gretim ve yonetim alanlarina dagilimi ve ankette
yer alis siralari séyledir:

Sirano Ogretimsel karar konulari

01 Ana babalara 6grencilerin durumlarinin bildirme yollarinin gelistirilmesi
02 Ogrencilerin basarilarinin nasil degerlendirilecegine karar verilmesi

12 Ders kitabi ve 6teki 6gretim materyallerinin secilmesi

13 Not verme kurallarinin belirlenmesi

14 Derslerde izlenecek 6gretim ve sinav yonteminin belirlenmesi

15 Dersleri daha etkili isleyebilmek igin cevre olanaklarindan yararlanilmasi

Sirano Yonetimsel karar konulari

03 Okulunuzdaki disiplin anlayisinin olusturulmasi ve uygulamaya konmasi

04 Okulunuzdaki 6grenci danismanligi calismalarinin planlanmasi

05 Okulunuzun gelir ve harcamalarinin planlanmasi

06 Ders dagitiminin yapilmasi

07 Okul-gevre iliskilerinde beliren sorunlarin ¢ozilmesi

08 Okulunuzun hedeflerinin belirlenmesi ve gbzden gegirilmesi

09 Ogretmenlerin degerlendirilmesinde uyulacak esaslarin belirlenmesi

10 Ogrenciye iliskin bilgilerin elde edilmesi, korunmasi ve kullanilmasinin planlanmasi
11 Haftalik ders programlarinin hazirlanmasi

16 Okulunuzun isleyisinin degerlendirilmesi

Verilerin Toplanmasi

Arastirma verileri 2008-2009 o6gretim yilinda Ankara ili Beypazari ilgesindeki sekiz ortadgretim
okulunda okuyan 2883 6grenciyi temsilen okul yonetimine katilmasi i¢in sinif arkadaslari tarafindan
secilen 116 sinif temsilcilerinden, ulasilabilen 87’sinden toplanmistir.

Verilerin Analizi

Arastirmaya iliskin verilerin istatistiksel analizi SPSS 10.00 paket programi kullanilarak yapilmistir.
Ayni grubun farkl iki soruya verdikleri cevaplarin aritmetik ortalamalari karsilastinldigindan, gruptan
elde edilen veriler normal dagilim gosterdiginden ve varyanslar arasindaki fark 0.05 degerinden yiksek
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yani homojen ciktigindan; o6grencilerin kararlara katilma durumlan ile kararlara katiima istekleri,
ogretimsel ile yonetimsel boyutlardaki kararlara katilma durumlari ve katilma istekleri arasinda fark olup
olmadigini belirlemek amaciyla eslestirilmis gruplar t testi teknigi kullanilmistir. iki alt kategorisi olan
“cinsiyet” degiskenine gore bagimh degiskenlerin puan ortalamalari arasindaki farki belirlemek igin
bagimsiz gruplar t testi teknigi kullanilmistir. ikiden gok kategorisi olan “okul tiirii” ve “sinif diizeyi”
bagimsiz degiskenlerinin bagimli degiskenlere etkisini belirlemek amaciyla okullar arasindaki 6grenci
temsilcisi sayilarindaki farkhihgin biylik olmasindan dolayr non-parametrik testlerden Kruskal Wallis H-
Testi ile farklarin kaynagini bulmak icin Mann- Whitney U testi kullanilmistir. Gruplarin
karsilastirilmasinda anlamlilik diizeyi p<.05 olarak belirlenmistir.

Bulgular

Ogrencilerin okullarinda alinan kararlara katilma durumlarina iliskin algilari ile katilma isteklerine
iliskin gorusleri arasinda anlamli farklilik olup olmadigini arastiran birinci alt amacla ilgili bulgulara gore;
Ogrencilerin okullarda alinan kararlara katilma diizeyleri istedikleri seviyeden anlaml derecede farkli
olup, daha az diizeydedir. Ogrencilerin geneli, kararlara diisiik seviyelerde katildiklarini, yiiksek
seviyelerde katilmak istediklerini belirtmislerdir.

Tablo 1.

Odgrencilerin Kararlara Katilma Durumlarina ve Katilma isteklerine iliskin t-Testi Bulgulari.
Ogrenci goriisleri x S Sd t p

Katilma durumlari 2.64 .76 86 4.79 .000*
Katilma istekleri 3.06 .59

*p<.05

Tablo 1’deki aritmetik ortalama degerleri arasindaki fark testi hesaplamalarina gére 6grencilerin
okullarinda alinan kararlara katilma durumlari, katilmak istedikleri seviyeden anlamh derecede farkli
olup, daha az diizeydedir [t(86)= 4.79, p <.05]. Bu bulgu, Diindar’in (2013) Yiksekogretim 6grencileri ile
yaptigi arastirma bulgulari ile ayni dogrultudadir.

Tablo 2.

Ogrencilerin Ogretimsel ve Yonetimsel Boyutlarda Kararlara Katilma Durumlarina iliskin t-Testi Bulgulari.
Boyutlar X S Sd t p

Ogretimsel 2.72 774 86 2.38 .019*

Yonetimsel 2.60 .782

*p<.05

Tablo 2’'deki aritmetik ortalama degerleri arasindaki fark testi hesaplamalarina gére 6grencilerin
okullarinda alinan kararlara katilma durumlari, kararin 6gretimsel ya da yonetimsel boyutta olusu ile
anlamli farkhhk gostermektedir [t(86)= 2.38, p <.05].

Ogrencilerin 6gretimsel boyutta alinan kararlara katilma durumlari icin ¥=2.72 seklindeki aritmetik
ortalama degerinin, elde edilen p degerine bakilarak; yonetimsel boyutta alinan kararlara katiima
durumu igin x¥=2.60 seklindeki aritmetik ortalama degerinden farkli oldugu bulunmustur. Bu bulgular,
ogrencilerin dersleriyle dogrudan iliskili olan 6gretimsel boyuttaki karar konularinda kendilerini
yonetimsel konulara gére daha yeterli hissetmekte oldugunu géstermektedir.

Tablo 3’deki aritmetik ortalama degerleri arasindaki fark testi hesaplamalarina gére 6grencilerin
okullarinda alinan kararlara katilma istekleri, kararin 6gretimsel ya da yonetimsel boyutta olusu ile
anlamli farkhhk gostermektedir [t(86)=5.23, p <.05].
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Tablo 3.

Ogrencilerin Ogretimsel ve Yénetimsel Boyutlarda Kararlara Katilma Isteklerine iliskin t-Testi Bulgulari.
Boyutlar x S Sd t p

Ogretimsel 3.20 .624 86 5.23 .000*

Yonetimsel 2.97 .632

*p<.05

Elde edilen p degerine bakilarak 6grencilerin 6gretimsel boyutta alinan kararlara katilma istekleri igin
X=2.97 seklindeki aritmetik ortalama degerinin yonetimsel boyutta alinan kararlara katilma istekleri igin
X=3.20 aritmetik ortalamasindan farkli oldugu bulunmustur. Bu bulgulara gére 6grencilerin, dersleriyle
dogrudan iliskili olan 6gretimsel boyuttaki karar konularina, yonetimsel karar konularindan daha ¢ok
katilmak istedigi ortaya ¢ikmistir.

Ogrencilerin dgretim ve ydénetim boyutlarinda alinan kararlara katihm durumlari ve katilma istekleri
arasinda farklilik olup olmadigini arastiran ikinci ve Uglinct alt amaglarla ilgili bulgulara gore; Alinan
kararin O6gretimsel ya da yonetimsel boyutta olusu Ogrencilerin kararlara katilma durumlarini ve
kararlara katilma beklentilerine iliskin algilari Gzerinde fark yaratmaktadir. Ogrenciler 6gretimsel
boyuttaki kararlara yonetimsel boyuttaki kararlardan daha ¢ok katilmakta ve daha ¢ok katilmayi
istemektedirler.

Ogrencilerin kararlara katilma durumlarinin kisisel degiskenlerine gore degisip degismedigini
arastiran doérdiinci alt amagla ilgili bulgulara goére; cinsiyet degiskeni ile sinif diizeyi degiskeni, kararlara
katilma durumlarinda énemli farklilik yaratmamaktadir. Ancak okul tiri degiskeni, bagimli degiskenler
Gzerinde anlamli fark yaratmaktadir.

Ogrencilerin okuduklari okul tiriinin farkli olmasinin, okullarinda alinan kararlara katilma
durumlarina iliskin algi dizeyleri Uzerinde farkhlk olusturup olusturmadigini belirlemek igin yapilan
Kruskal- Wallis H testi sonuglari tablo 4’te verilmistir.

Tablo 4.
Ogrencilerin Okullarinda Alinan Kararlara Katilma Durumlarina iliskin Algilarinin Okuduklari Okulun
Tiirtine Gére Kruskal-Wallis H Testi Sonuglari.

2

Okuduklari Okul Tiira n Sira Ort. sd X p
Meslek Liseleri 56 46.67 2 20.69 .000*
Genel Lise 12 64.00

Anadolu Liseleri 19 23.50

*p<.05

Tablo 4’de Kruskal-Wallis H testi sonucuna gore 6grencilerin okuduklari okul tirinin farkli olmasi,
okullarinda alinan kararlara katilma durumlarina iliskin algi dlzeyleri Gzerinde anlamh farkhlik
yaratmaktadir [xz(z) = 20.69, p<.05]. Okul tirlerinin sira ortalamalari dikkate alindiginda okullarinda
alinan kararlara katilma durumlarina iliskin algi diizeyleri en yiksek Genel lise 6grencilerinde, daha sonra
Meslek lisesi 6grencilerinde, en dislik ise Anadolu tiirl liselerde okuyan 6grencilerde oldugu ortaya
cikmistir.

Gruplar arasindaki farklihgin hangi gruplardan kaynaklandigini belirlemek tzere okul tirleri birbirleri
ile Mann-Whitney U testi kullanilarak karsilastiriimis; bu ikili karsilastirmalarin sonuglari Tablo 5’de
verilmistir.
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Tablo 5.
Ogrencilerin Okuduklari Okulun Tiiriine Gére Okullarinda Alinan Kararlara Katilma Durumlarina iliskin
Ortalamalari Arasindaki Farkin Kaynagini Gésteren Mann-Whitney U Testi Sonuglari.

Okul Tiird n Sira Ort. Sira Top. U p
Meslek Liseleri 56 31.88 1785.50 189.50 .018*
Genel Lise 12 46.71 560.50

Meslek Liseleri 56 43.29 2424.00 236.00 .000*
Anadolu Liseleri 19 22.42 426.00

Genel Lise 12 23.79 285.50 20.50 .000*
Anadolu Liseleri 19 11.08 210.50

*p<.05

Gruplar arasi farklari bulmak i¢in yapilan sira analizlerine gore okunan lisenin tiirli, 6grencilerin
kararlara katilma durumlarina iliskin algilarini anlamli bir sekilde degistirmektedir. Genel Lise 6grencileri
okullarinda kendileri ile ilgili alinan kararlara Meslek Lisesi 6grencilerinden daha yiksek diizeyde
katilmaktadirlar (U=189.50, p<.05). Meslek Lisesi 6grencileri okullarinda kendileri ile ilgili alinan kararlara
Anadolu Lisesi 6grencilerinden daha yuksek diizeyde katilmaktadirlar (U=236.00, p<.05). Genel Lise
ogrencileri okullarinda kendileri ile ilgili alinan kararlara Anadolu Lisesi 6grencilerinden daha yiksek
diizeyde katilmaktadirlar (U=20.50, p<.05).

Okullanin fiziki sartlan dusindldiginde tam tersi bir durum beklenirken, Anadolu tiri liselerin
ogrencilerinin okullarinda alinan kararlara distik dizeylerde katildiklarini diisiindikleri, buna karsin
Meslek Liseleri ile Genel Lise 6grencilerinin yiiksek diizeylerde katilma firsati bulduklari ortaya ¢ikmistir.

Aritmetik ortalamasi dugsik araliklarda ¢ikan Anadolu tiru liselerde okuyan 6grencilerin okullarinda
alinan kararlara katilim durumlari; aritmetik ortalamalari yiksek diizeylerde olan Meslek Lisesi ve Genel
Lise tirli okullarda okuyan 6grencilerin okullarinda alinan kararlara katilma durumlarina gére anlamh
diizeyde duslk ciktig, sira ortalamalari fark verileri ile desteklenmistir. Bu bulgu, Meslek Liseleri ile
Genel Lise turt okullara gore 6grencilerin okumayi oncelikle tercih ettikleri Anadolu tirl liselerde
ogrenci katilimina verilen 6nemin Meslek Lisesi ile Genel Lise gibi diger tir ortadgretim okullarina gére
daha dusik oldugunu gosterdiginden énemlidir.

Ogrencilerin kisisel degiskenlerinin kararlara katilma isteklerinde etkili olup olmadig arastirilan
besinci alt amagla ilgili bulgulara gore; okul tir, cinsiyet ve sinif diizeyi degiskenleri, kararlara katilma
isteklerinde 6nemli farklilik yaratmamaktadir.

Sonug, Tartisma ve Oneriler

Bu arastirma ile Ogrencilerin kararlara, istediklerinden dislik seviyelerde katildiklar, 6gretimsel
kararlara yonetimsel kararlardan daha c¢ok katildiklari ve daha ¢ok katilmayi istedikleri bulunmustur. Sinif
ve cinsiyet degiskenleri, kararlara katilma durumlarinda ve katilma isteklerinde o6nemli fark
yaratmamaktadir. Ancak okul tiiri degiskeni 6grencilerin kararlara katilma durumlarinda anlamli farklar
ortaya ¢ikarmistir. Anadolu Liseleri 6grencilerinin kararlara katilma durumlari, Meslek Liseleri ile Genel
Lise 6grencilerinden anlaml 6l¢lide disuk ¢ikmistir.

Okullarin demokratiklesmesi icin hem okul idarecilerinin hem de 6gretmenler ile 6grencilerin bu
konuda bilgili ve istekli olmasi gereklidir. Oysa yapilan bu arastirmadan c¢ikarilabilecek sonug;
o6grencilerin karara katilma siireglerinden uzak durmakta ya da uzak tutulmakta olduklaridir. Yonetici,
karar almadan 6nce Ogrencilere o konudaki fikirlerini sorarsa 6grencilerin gdziinde idari glcinin
azalacagini  disiinebilir. Ogrencilerle gereginden fazla samimi olacagini, &grencilerin artik okul
idaresinden korkmayacagini ve disiplin sorunlari yasanacagini diisiinebilirler. Bilgi ¢cagi olarak adlandirilan
ginimuizde idarecilerin odalarinda oturup 6grenciden saklanmasi, belgelere imza atmasi ve térenlerde
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dgrencilerin topluca taltifi veya uyariimasi; okul ydnetme isi icin yeterli gelmemektedir. E-okul, MEBBIS
gibi gegmisi son on yildan dnceye gitmeyen ve bu nedenle farkli ydntemler uygulamayi gerektiren yeni
bilgi isleme sorumluluklari okul idarelerini 6grencilerini daha yakindan tanimaya zorlamaktadir. Sirekli
yeni bilgi Uretimi, bunlarin hizla dagilmasi ve tuketimi, egitim sisteminin 6ncelikli etkilenicisi
durumundaki 6grencileri eskisinden daha uyanik hale getirmistir. Ogrenciler bilgileri ezberlemeyi degil
gincel bilgilere ulagsmayi ve kullanmayi istediklerini fark etmislerdir. Dogal olarak eskiden ezbere kabul
edilen ve uygulanan disiplin kurallarini dahi tartisarak yeniden olusturmayi istemektedirler.

Drucker, Kapitalist Otesi Toplum adli kitabinda yénetim alanindaki anlayis degisimini su sekilde
anlatmistir; ikinci diinya savasi sonuna kadar ydnetici, astlarin isinden sorumlu kimse yani “patron” idi.
Yonetim ise bir mevki, bir “glic”tli. 1950’lerden sonra ydnetim, insanlarin performansindan dogan
sorumluluk olarak ifade edilirken giinimlzde yonetici bilginin uygulanmasindan ve insanlarin
performansindan sorumludur. Cagdas kuruluslarda her birimin 6nemi astlikla Ustliikle degil ortak amaca
olan katkisiyla ilgilidir. Yonetici konumundaki kimse de emir veren degil yonetim uzmanhg: bilgisiyle
yonlendiren kisidir (Drucker, 1994, ss.84-85). 1990’larda yonetim alaninda yeni gereksinimler olarak,
ishbirligi, ortak dislinme, ekip calismasi, katilimcilik, ait olma, stratejik planlama gibi kavramlar 6n plana
¢tkmistir (Parks ve Barrett, 1994, s.11).

GlinUmuzde 6nce toplam kalite yonetimi adiyla duyulan sonra da Okul Gelisim Yonetim Ekibi (OGYE)
kurulmasi ve stratejik planlarin olusturularak uygulanmasi islerinin okul maddurlerine yeni gorevler olarak
yiiklenmesi de bu degisimin okullara yansimasidir. Ayrica okulda 6grencilerin okul yonetimine katilmasi,
Demokrasi Egitimi ve Okul Meclisleri Yonergesi (2004) ile zorunlu hale gelmistir. Bu nedenlerle artik
okullarda katihmciligin neden gerekli oldugunun degil, neden yeterince saglanamadiginin arastirilmasina
gecilmelidir. Alinan kararlardan etkilenen 6grencileri karar alma sireglerinde daha etkin kilmak igin sinif
temsilcilerinin rolleri goriintiiden 6teye goétirilmelidir; bunun igin kararlara katilmayi ok istediklerini
belirten 6grencilerin, haklari ve gorevleriyle ilgili bilgi yetersizligi yagama olasiliginin da yeni arastirmalar
yapilarak degerlendiriimesi ve o©nline gecgilmesi gerekir. Bundan sonraki arastirmalarda ydénetime
katilmama durumuna neden olabilecek 6grencilerden kaynakl sikintilarin neler oldugunun arastiriimasi
onerilmektedir.

ilk kez bu arastirma ile &zellikle Anadolu tiirii liselerin dgrencilerinin karar verme siireclerine
istedikleri diizeyin altinda katildigi oldugu ortaya cikmistir. Bu arastirmada Anadolu tlrd liselerin
karsilastirildigl Genel lise ve Meslek liselerinden ayrildigi belirgin noktalar; 6grencilerini se¢me sinavi ile
kaydetmesi ve daha akademik bir program uygulamasidir. Bu arastirma ile Anadolu tlrQ liselerde
kararlara istenen 6lglide katilamama durumunun en (st diizeyde ortaya ¢ikmasinin nedeni olarak ders
yogunlugu, okul idaresinin tutumu vb. faktorler ileri strilebilir. Ancak tahminden ileri gidebilmek igin,
bunlar ve hesaba katilabilecek diger hangi faktorlerin 6grencilerin kararlara katilma durumlarini hangi
acidan disurdigi yeni arastirmalar yapilarak arastirilmalidir.

Ogrencilerin okullarinda kendilerini ilgilendiren konularda katilim diizeylerini arttirabilmek icin sorun
ve Onlem tespitini amaglayan yeni arastirmalar yapilmasi yonetim siireglerinin daha ilk basamagi olan
karar verme asamasindaki eksikliklerin diizeltiimesi icin 6nemlidir.
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