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Editorden
Merhabalar,

Kuram ve Uygulamada Egitim Yo6netimi Dergisi, Tiirkiye ve diinyadaki egi-
tim yOnetimi uygulamalarina kaynaklik edecek bilginin yayimlandig bir alan ol-
maya devam ediyor. Tiirkiye, egitim alanindaki degisim girisimlerinin en yogun
oldugu iilkelerden biridir. Ancak diinyanin en devingen egitim sistemlerinden
birine sahip olmasina kargin Tiirkiye'nin degisim girisimlerinin hayata gegirilme-
sinde bagar1 sagladigi sdylenemez. Bunun cesitli nedenleri vardir. Ancak degisim
girisimlerinin basariya ulagsmasindaki en 6nemli engel, degisim girisimlerinin so-
mut veriye dayali olmamasindan kaynaklanmaktadir. Konusu ne olursa olsun,
girisilen her degisim hareketinin hayata gecirilmesi ve amacina ulagsmasi icin hem
tasarim hem de uygulama asamasinda mutlak surette aragtirmaya dayal bilgiye
ihtiyac duyulur. Tiirkiye, egitimde degisim girisimlerinin yogun oldugu tek iilke
degildir. Tirkiye’nin yakin ve uzak cevresinde bircok iilke, egitimi en dnemli
konu olarak giindemlerinde tutmakta ve cagin gerektirdigi bilgi ve becerileri ge-
lecek kusaklara aktaracak egitim sistemini kurgulamaya ve bu egitimi gelecek
kusaklara aktarmaya caligmaktadirlar. Tiirkiye ile egitim sistemleri devingen
olan diger iilkeler arasinda en 6nemli farklardan biri degisim girisimlerinin ne
oOlciide bilimsel ¢alismalara dayandigi ile ilgilidir. Bu bakimdan, Tiirkiye’de egi-
timde degisim girisimlerine rehberlik edecek bilginin iiretilmesi ve yayilmasi son
derece dnem tagimaktadir. Bu anlamda, Kuram ve Uygulamada Egitim YOneti-
mi Dergisi, egitimde degisim uygulamalarina rehberlik edecek bilimsel bilginin
yayimlandigi onemli bir alan olmaya devam etmektedir. Diger sayilarda oldugu
gibi bu sayida da egitim ve daha 6zelde egitim yonetimine iliskin cesitli konulara
deginen caligmalara yer vermis bulunuyoruz.

Ik galismada Aslan 6grenen orgiit ile 6grencilerin akademik basarilari ara-
sindaki iligkiyi incelemistir. Aslan ¢alismasinda 6grenen Orgiitiin bes disiplini ile
ogrencilerin mezuniyet ve TEOG puanlarin1 yordadigini ortaya koymus, bu so-
nuclara dayanarak devlet okullarinda 6grenen Orgiite iligkin beg disiplinin gelis-
tirilmesini temin edecek 6nlemlerin alinmasini dnermistir.

Balci, Akar ve Oztiirk ise “Akademisyenlerin Islerini Anlamli Bulma Dii-
zeyinin Cesitli Degiskenlere Gore Incelenmesi” baglikli calismalarinda yazarlar,
Tirkiye’de ti¢ tniversitede farkli unvanlar altinda calisan akademisyenlerin is-
lerini anlaml bulma diizeylerini ortaya koymus ve islerini anlamh bulma diize-
yinin bazi degiskenler agisindan (6rnek, tiniversite, iinvan ve fakiilte) farklilik
gosterip gostermedigi incelemislerdir. Calismada “katki anlayis1” ve “iste kendini
algilama” boyutlarinda fakiilte ve unvana gore farklilik ortaya ¢ikmistir. Bununla
birlikte calismada isin kendisi, katki anlaygi, iste kendini algilama ve denge anla-
yis1 olmak iizere dort farkli alt boyuttan olusan Anlamli Is 6lceginin gelistirilmis
olmasi da ayrica alana bir katkidir.



Editorden

Tlgan ve Cevizci “Ogretmenlerin Toplumdaki Ogretmenlik Meslegine Yo-
nelik Algilari ile Onlari Mesleki Motivasyonlar: Arasindaki iliski” baslikli ca-
lismalarinda 0gretmenlerin gorislerinden yola ¢ikarak, 6gretmenlik mesleginin
toplumda nasil algilandigi ve bu alginin 6gretmenlilerin motivasyonunu yordama
diizeyini incelemislerdir. Calismada 0gretmenlerin mesleki algilarinin orta di-
zeyde cikmasina ragmen mesleki motivasyonlarmin yiiksek oldugu bulunmustur.
Bununla birlikte meslek algisinin mesleki motivasyonu yordama giiciiniin diisiik
olmasi da 6gretmenlerin bakig acilarindan meslegin statiisiine iliskin 6nemli fi-
kirler vermektedir.

Kesik ve Sahin Tiirkiye’de zorunlu Din Kiiltiirii ve Ahlak Bilgisi dersine yo-
nelik 6gretmen ve arastirma gorevlilerinin goriislerini incelemistir. Yazarlar ko-
nuyu Oncelikle daha genis sosyolojik ve hukuksal bir temelde tartismis, ardindan
Din Kiiltirt ve Ahlak Bilgisi dersinin zorunlu statiisii ve icerigine iliskin katilimei
gorislerini toplamiglardir. Buna gore katilimcilarin bazilari dersin hali hazirdaki
statiisiinde ve iceriginde verilmesini uygun bulurken katilimeilarin biiyiik bir co-
gunlugu dersin zorunlu statiisiinii ve icerigini uygun bulmadigini ifade etmistir.

Son olarak, Yildizhan ve Giiclii “Egitim Yo6netimi Uzaktan Tezsiz Yiiksek
Lisans Programlarinin Ogretim Uyeleri acisindan Degerlendirilmesi” baglikli
caligmalarinda 6gretim {yelerinin goriislerine dayanarak egitim yOnetimi ala-
nindaki uzaktan tezsiz yiliksek lisans programlarinin nitel bir degerlendirmesi-
ni yapmuglardir. Sonuclar, akademisyenler arasinda bu tiir programlarin ticari
kaygi ile agildigini ve alana katki saglamadiklar1 yoniinde giiclii bir goriis ortaya
koymusdur. Bu bakimdan bu programlarin bir kalite degerlendirme siirecinden
gecirilmesi ve belli standartlarin oturtulmasi ve akreditasyon siirecinin gelistiril-
mesi gerektigi goriisii ortaya cikmistir. Calisma ayni zamanda son yillarda egitimi
etkileyen 6nemli bir gelisme olan teknolojinin egitim yonetimine yansimalarini
egitim yOnetimi perspektifi ile incelemesi agisindan dnemlidir. Bu tiir caligma-
lar, egitim yonetiminin agik ve uzaktan egitim iizerinden verilip verilmemesi ve
verilecekse buna yonelik politika ve uygulamalara rehberlik edecek niteliktedir.

Kuram ve Uygulamada Egitim YOnetimi dergisinin bu sayisinda yiiksekog-
retim alaninda iki ¢aligmaya yer verilmesi, bu iki calismadan birinin yiliksekog-
retim alanindaki giincel tartismalardan biri olan dijitallesme ve uzaktan egitimi
kapsayan teknolojinin entegrasyonuyla ile ilgili olmasi; genel olarak diger alanlar
icin glincel olan gelismelerin egitim yonetimi alanina da yansidigini géstermek-
tedir. Bu konudaki egilimlere bakildiginda egitim yOnetimi arastirmacilarinin
ilerleyen zamanlarda teknolojinin egitime entegrasyonuna iliskin daha fazla ca-
lisma yapacaklarimi isaret etmektedir. Ote yandan, egitim yOnetimi alanindaki
arastirmacilarin yiikksekogretim konusuna bir egitim yontemi ve egitim politikasi
konusu olarak yaklasacaklar1 ve konu hakkindaki daha fazla aragtirma yapacak-
larini da isaret etmektedir.

Editorler
Dog. Dr. Kadir Beycioglu
Prof. Dr. Yasar Kondakei
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Learning Organizations as Predictors of Academic Achievement:
An Analysis on Secondary Schools

Akademik Basarinin Yordayicist Olarak Ogrenen Orgiitler:
Ortaokullar Uzerine Bir Coziimleme

Giilay Aslan!
Abstract

The aim of this study was to examine the relationship between academic achievement of secondary school stu-
dents (graduation and transition to higher education) and learning organization perceptions of school administ-
rators and teachers. The study was designed as correlational relational survey study. The “Realization Level of
Learning Organization Disciplines’ at Organizations Scale” which was developed by Tirkoglu (2002) was used
for data collection. For the research, 565 school administrators and teachers were chosen according to cluster
sampling method along with 1799 students that attend the schools of those which were included in the rese-
arch. Findings have shown that participants’ learning organization perception levels are at ‘generally’ level. The
discipline with highest average is learning as a team. While perception level of the participants doesn’t show a
significant difference according to gender, it showed a significant difference according to the variables of work,
institution that they work at and seniority. The participants whose professional experience is 21 years and above,
those who work at private schools and administrators’ learning organization perception level is higher. The re-
sults of the research have shown that there is a low but significant correlation between points of schools’ learning
organization and students’ graduation and transition to a higher education (TEOG) points. Simple linear reg-
ression analysis has shown that schools’ learning organization performance predict students’ GNA scores. These
results have shown that in order to enhance students’ academic achievement much more emphasis must be put
on learning organizations dimension schools. These results indicate that in order to increase academic success of
students, it is required to increase schools’ capacity as learning organizations

Keywords: Learning organization, academic success, TEOG examination, Turkey

Oz

Aragtirmanin amact, ortaokul 6grencilerinin akademik basarilari (mezuniyet ve bir tist 6gretime gegis) ile 6gre-
nen Orgiit olmaya yonelik 6gretmen ve okul yoneticilerinin gorisleri arasindaki iligkiyi incelemektedir. Aragtirma
iligkisel tarama modelindedir. Arastirmada veri toplama araci olarak Tiirkoglu (2002) tarafindan gelistirilen “Or-
giitlerde Ogrenen Organizasyon Disiplinlerinin Gergeklesme Diizeyini Tespit Olgegi” ile aragtirmaci tarafindan
olusturulan gelistirilen “Demografik Bilgiler Formu” kullanilmigtir. Aragtirmaya kiime 6rnekleme yontemi ile
secilen 565 okul yoneticisi ve dgretmen ile bunlarin gorev yaptigi okullarda 6grenim géren 1.799 6grenci dahil
edilmistir. Bulgular, katilmcilarin 6grenen orgiitiin tiim disiplinleri acisindan “genellikle” diizeyinde bir algiya
sahip olduklarmi gostermistir. En yiiksek ortalamaya sahip disiplinin takim halinde 6grenme oldugu goriilmek-
tedir. Katilmeilarin algi diizeyleri; cinsiyete gore anlamli bir farklilik gostermezken, gorev, caligilan kurum ve
kidem degiskenlerine gore anlamli bir farklilik gostermistir. Kidemi 21 yil ve iizerinde olan, 6zel okulda gorev
yapan ve okul yoneticisi olan katilimcilarin, 6grenen Orgiit algi diizeyleri daha yiiksektir. Arastirma sonuglari,
okullarin 6grenen orgiit puanlari ile 6grencilerin mezuniyet ve bir iist 6gretime gegis (TEOG) puanlari arasinda
pozitif yonli, disiik diizeyli bir iliski oldugunu ortaya koymustur. Basit dogrusal regresyon analizi sonuglari,
okullarin 6grenen Orgiit puanlarinin, 6grencilerin mezuniyet ve bir 6gretime gegis basarilarin1 (TEOG) yordadi-
gin1 gostermistir. Bu sonuglar, 6grencilerin akademik basarilarinin yiikseltilebilmesi icin, okullarin 6grenen orgiit
kapasitelerinin gelistirilmesi gerektigini gostermektedir.

Anahtar Sozciikler: Ogrenen orgiit, Akademik basar1, TEOG simavi, Tiirkiye.
Received: 11.11.2018 / Revision received: 21.01.2019 / Approved: 07.02.2019

1 Assoc. Prof. Dr., Tokat Gaziosmanpasa University, Tokat-Turkey, gulay.aslan@gop.edu.tr
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English Version

Introduction

Academic achievement is the most widely used indicator to determine the
level of learning for the individual. Academic achievement is one of the basic cri-
teria that determine the flow of students between classes or levels, and it involves
grades or scores, often expressed in quantitative indicators, based on teachers’
assessments (Carter and Good, 1973 as cited in Durmusgelebi, 2013). According
to Hoy and Miskel (2010, pp. 39-81), the teaching and learning function is the
technical basis of the school. The school has to perform this function. The techni-
cal function requires ensuring student achievement and monitoring student de-
velopment. Therefore, academic achievement of students is the key concept that
drives the whole system and it is one of the basic indicators of the level at which
educational organizations achieve their goals.

Whether developed or developing, one of the aims of countries is to increase
the academic achievement of students. On the other hand, this is not as easy as
it looks because there are many variables that affect or have potential to affect
students’ academic achievement. The high number of variables and even the pos-
sibility that some of these variables have not been determined yet may make the
process difficult to understand. Moreover, some of these variables, which play a
role in the academic success of the individual, are related to internal processes
and others to external processes. Therefore, some of them are open to external
intervention and some of them are based on activating the internal processes of
the individual and often require to include indicators related to the family. As a
matter of fact, when the literature on academic achievement is examined, it can
be seen that there are many variables that seem to be independent from each
other, but which have an effect on student achievement, albeit at different levels.

On the other hand, the high number of variables related to academic
achievement and the fact that they are often dealt with separately from each
other complicates the holistic analysis. Although each of these variables is impor-
tant, aggregating the literature on academic achievement into certain categories
will facilitate the holistic view of the subject. For this reason, studies on academic
achievement can be handled in three categories in line with the literature. These
include individual variables covering differences such as age, gender, develop-
mental characteristics of the student, socio-cultural/socio-economic variables
that focus on the variables related to the student’s family but take into account
extra-school variables as well, and institutional variables including the function-
ing, structure and processes of educational organizations and/or the employees
involved in these processes.

When the literature is examined, it is seen that the research on academic
achievement focused mostly on individual variables (Eski, 1980; Harding, 2003;
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Keskin & Sezgin, 2009; Kilic & Karadeniz, 2004; Kiiciiker, 2016; Nartgiin &
Cakar, 2014; Oliver & Simpson, 1988; Pehlivan & Koseoglu, 2010; Skouras, 2014;
Smith & Niemi, 2001; Yildirim, 2000). In these studies, especially the child’s
intelligence, abilities (Eski, 1980), gender or sometimes disability, as well as the
emotional characteristics and/or psychological status of the child such as loneli-
ness, shyness, anxiety, depression level (Akin, 2008; Benjamin, 1991; Birenbaum
& Nasser, 1994; Cengiz, 1988; Culler & Holahan, 1980; Giindogdu, 1994; Ishi-
yama, 1984; Ponzetti & Gate, 1981; Sullivan, 2002) are among the mostly focused
variables. In fact, the analysis of early studies on academic achievement through
individual variables may also point to an illusion of the capitalist system because
the capitalist system prepares students for roles and classes that are assigned
to them through education, and undergoes the process of sieving individuals
through education, giving the message that success or failure is the product of an
individual’s intelligence, ability or effort (Unal, 1996).

It can be said that this mode of treatment functions as a way of individual-
izing or internalizing the process of reproduction of the capitalist system or the
reconstruction of the class structure. This may turn into a process of internaliza-
tion and socialization functioning as “I fail because I am not intelligent” or “I
fail because I am incompetent.” The creation of such a perception can mean the
shift of responsibility of failure from system to individual. Of course, it does not
indicate that individual variables are absent or insignificant in academic achieve-
ment. On the contrary, it refers to the necessity of linking the variable that is
considered as individual with the economic, social and political system leading a
difficulty in research on academic achievement. On the other hand, another dif-
ficulty is that the variables affecting academic achievement are very diverse. For
example, some of the individual variables discussed in the literature on academic
achievement are related to interrelated processes all of which involves the indi-
vidual such as psychological status, intelligence, ability, gender, motivation level,
working habits, relationship of students with their teachers or parents, anxiety
level and perception towards school.

Socio-cultural and/or socio-economic variables, which include the child’s
familial characteristics, constitute another set of variables both as part of the in-
dividual variables and independent from it. Bourdieu conceptualizes these vari-
ables as the social capital of the family and draws attention to the class aspect
of success. Bourdieu states that individuals from upper classes have high social
capital and are therefore more advantageous in terms of academic achievement
(Aslan, 2017). Coleman (1988, pp. 108 as cited in Giilliipmar and Ince, 2014) ex-
presses a similar impact using the concept of “family” history. According to him,
family history includes three different forms of capital: economic, human and
social capital. According to Coleman, advantageous families are those who have
economic, human and social capital and can use it effectively (Aslan, 2017). These
variables that refer to socio-economic structure of family (Aslan, 2017; Coleman,
1988; Gregg & Machin, 1999; Oksiizler & Stirekei, 2010; Parcel and Dufur, 2001;
Schiller, Khmelko, and Wang, 2002) such as educational level of parents (Akyol,
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Sungur, & Tekkaya, 2010; Aslan, 2017; Hortacsu, 1994; Kuyper, Van der Werf,
& Lubbers, 2000; Oksiizler & Siirekgi, 2010; Yilmaz, 2000), environment and
opportunities provided for children (Aslan, 2017; Celenk, 2003; Gelbal, 2008;
Oksiizler & Siirekgi, 2010), and social support (Christenson, Rounds, & Gorney,
1992; Fan & Chen, 2001; Levitt, Guacci-Franco, & Levitt, 1994; Lopez, Stewart,
& Enedina, 2002; Yildirim, 1998; 1999; 2000), educational expenditures and fam-
ily income are emphasized to have the potential to affect all other variables in
terms of academic achievement. Some studies point out the difficulty of influenc-
ing and manipulating household income-based variables through micro (school-
based) policies, and emphasize the importance of macro-level regulatory policies
(economic, social and political arrangements) (Aslan, 2017).

Institutional variables that are thought to have an impact on academic
achievement, especially with effective school research, have led to the discus-
sion of the effects of differences between schools in achieving the goals of the
school since the 1960s. For this reason, it is seen that the research on institutional
variables are conceptualized as effective school research or equal opportunity re-
search in education. Studies have been conducted that emphasize the importance
of making these variables similar or minimizing differences between schools,
even if these variables are not equalized over the past half century (Aslan, 2015;
Heyneman & Loxley, 1983; Unal et al., 2010). Although these studies are related
to schools (micro) in terms of their results, they are generally directly related to
education policies at the macro level. In the literature, among the institutional
variables, the most emphasized variables in terms of their effect on academic
achievement are those directed to the environment and opportunities of schools
(Aslan, 2015; Berberoglu & Kalender; 2005; Burgaz, 2002; MEB, 2005; Sawkins,
2002; Unal et al., 2010). The main finding of effective school research is that the
school’s influence on academic achievement in poor countries is decisive (Balci,
2014, pp. 20). The most comprehensive one in effective school research is the
study carried out by Heyneman and Loxley (1983 as cited in Aslan, 2017). The
researchers made comparisons with data from 29 countries, high and low income
groups. As a result of the study, it was found that the opportunities provided by
the school to the child were more decisive than the personal characteristics of the
students in terms of academic achievement. This study is a pioneer in terms of
showing that the variables affecting academic achievement should be evaluated
according to the level of development of the countries.

Undoubtedly, the way to quality education and academic success is to make
schools’ facilities and environments similar or to set certain standards. However,
it is clear that this effort is insufficient. Even if all the inputs of education are
equalized through the schools, it is impossible for the educational organizations
to maintain their existence for a long time if they cannot respond to the needs of
the economic, social and political systems because educational organizations are
open systems that take their inputs from the environment and deliver their out-
puts to the environment (Basaran, 2008, pp. 77). This means that, as in all other
open systems, they cannot be long-term insensitive to environmental changes. As
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a matter of fact, organizations that existed in a relatively more static environment
until the second half of the 1970s had to constantly renew themselves in order to
cope with the systemic crises of capitalism and to benefit from the rapid change
starting from the second half.

The context of uncertainty created by the constant change of the environ-
ment in which the organizations are located has required them to become contin-
uous research systems in order to survive and succeed. “The concept of learning
organization, which is one of the important tools of adaptation process to chang-
ing environmental conditions, expresses that an organization draws conclusions
from the events that it is constantly experiencing, uses it to keep up with changing
environmental conditions, creates a developing system for its personnel and thus
reaches a dynamic structure that changes, develops and renews itself” (Kogel,
1996 as cited in Kog, 2006). The learning organization came to the agenda as a
necessity rather than the preferences of the organizations and it was seen as a
way for the organizations to be more sensitive to the changing environmental
variables, to adapt easily to the new situations and to cope with the global com-
petition in order to survive (Rootwell, 1992). In this respect, the learning orga-
nization can also be considered as a concept produced by the capitalist system in
order to exist continuously. In an era of competition on a global scale, it is seen as
an existential problem that organizations renew themselves and respond quickly
to change.

Schools, like all social organizations, need to achieve their goals in order to
survive. No social organization that cannot achieve its aims cannot be expected
to survive in the long term and to receive social support. Educational organi-
zations, on the other hand, are sensitive to change due to their functions and
functioning because educational organizations are both the cause and the result
of change due to the nature of their work. They are the reason for the change
because education aims to create a difference in individuals’ knowledge, skill and
attitude levels and to create new values. They are the result of change because
the creation of new values requires arrangements at the organizational level and
the organization to evolve into the structure and understanding that will adapt
to this situation. Indeed, according to Schlechty, there has not been a period in
the historical process where the impact of social changes on schools is as strong
as it is today (Schlechty, 2014, pp. 158). Therefore, it is essential for educational
organizations to be able to keep up with the change and to direct it at the same
time. This necessitates learning organizations that have the “teaching” function
to “learn” at the same time.

Senge (2006) states that organizations can only learn through learning indi-
viduals, but that individual learning does not guarantee the learning of the or-
ganization, on the other hand, organizational learning cannot exist without indi-
vidual learning. Senge, who studies learning in an organizational context, speaks
of five disciplines that transform the organization into a learning organization.
These are personal dominance, team learning, mental models, shared vision and
system thinking. According to Senge, in order to transform schools into learning
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organizations, it is necessary to generalize an understanding centered on learn-
ing in schools.

Therefore, perhaps one of the most important tasks of school administrators
today is to create a strong learning environment in the school and to encourage
everyone to raise themselves because it is not the orders of the central authority
or the directives of the school administrators that are the source of the dynamics
that will enable schools to renew themselves and achieve a sustainable devel-
opment in contemporary educational environments (Banoglu & Peker, 2012).
Schools should be transformed into learning centers due to the nature of their
work.

When the literature is examined, it can be observed that there are many
research about learning organizations. It is seen that the research in the national
literature have been intensified since the second half of the 2000s, and it is ob-
served that these studies mostly aimed at determining the perception levels of the
teachers and administrators about learning organizations (Alp, 2007; Bal, 2011;
Banoglu, 2009; Kilig, 2009; Oktaylar, 2003; Subas, 2010; Tirkoglu, 2002; Yildiz,
2011). The correlational studies were observed to relate learning organization
with some concepts such as organization culture (Yiicel, 2007), leadership styles
(Bilir, 2014), organizational commitment (Atak, 2009; Demirci, 2013; Turan,
Karadag, & Bektas, 2011), organizational trust, job satisfaction (Bil, 2018) and
organizational health (Tacar, 2013), etc. Although it is necessary to determine
the current situation of educational organizations, it is important to associate the
concept with the educational outcomes. In this research, the concept of learning
organization is tried to be associated with the academic achievement (graduation
and transition to upper stage) of the students. While academic achievement is an
indicator of the learning potential of the individual in the learning process, the
learning organization is an indicator of the learning potential at the organization-
al level. Therefore, it is worth examining whether there is a relationship between
these two concepts which point to the individual and organizational/institutional
level of the learning process. In this research, since the concept of learning orga-
nization is evaluated on the outcomes/results of education, it is hoped that it will
fill an important gap in the literature.

The Purpose of the Research

The purpose of the study was to investigate the relationship between the
academic achievement of secondary school students (graduation and transition
to upper stage) and the opinions of teachers and school administrators towards
becoming a learning organization. Within this scope, the following research
questions were tried to be responded. (i) What is the level of academic achieve-
ment (graduation and transition to upper stage) of students? (ii) What are the
opinions of the participants (school principal, assistant principal and teacher)
on the disciplines of learning organization? Do these opinions differ according
to variables such as gender, title, seniority, working at state or private schools?
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(iii) Is there a significant relationship between the academic achievement of the
students and the learning organization scores of the schools? (iv) Do the learning
organization scores of schools predict students’ academic achievement (gradua-
tion and transition to upper stage)?

Method

The correlational survey method was used in this study. The correlational
survey aims to determine the presence and/or degree of co-change between two
or more variables. Relationships found through screening cannot be interpreted
as a true cause and effect relationship, but can give useful results in predicting
the other if the situation in a variable is known (Karasar, 2011, pp. 81-82). In this
study, the relationship between students’ academic achievement (graduation and
transition to upper stage) and the level of perception of learning organization of
teachers and school administrators was investigated.

Population and Sample

The target population of the research consists of 2,858 teachers working in
secondary schools in Tokat in the 2016-2017 academic year and the principals
and assistant principals of the schools where these teachers work as well as eighth
grade students (MEB, 2017). The sample size required to represent this universe
with 1% error margin should be at least 588 (Biiyiikoztiirk, Cakmak, Akgiin,
Karadeniz, & Demirel, 2012, pp. 98). On the other hand, it was decided to ad-
minister the tool to 600 individuals due to the possibility of incorrect filling of
the instrument, insufficient number or incomplete filling of the instrument. The
disproportionate cluster sampling technique was used to determine the teachers
to be included in the sample. Each school was designated as a cluster and a suf-
ficient number of secondary schools were included in the sample according to
the neutrality rule. Only the schools with eighth grade students were included in
the sampling process and secondary schools without eighth grade students were
excluded. Accordingly, 21 secondary schools that met the research criteria were
randomly sampled in order to reach the specified sample size. Therefore, it was
sufficient for secondary schools to have eighth grade students during the recruit-
ment of teachers while it was sufficient to be eighth grade students during the
recruitment of students. Since each school was determined as a cluster and com-
parisons were made based on the average scores of the schools, the sample was
formed by the number of teachers, and the number of students and school ad-
ministrators was determined according to the schools in which they were applied:
All administrators and eighth grade students working or studying at the schools
that were involved in sample depending on the number of teachers were included
in the sampling. Of the responded tools, 565 were usable and the analyses were
carried out on them. In the data related to academic achievement, eighth grade
students of the schools were preferred. There are two main reasons for that.
First, we wanted to see the impact of a period, not of any class; therefore, gradu-
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ation data were used. The second is that students’ achievement in transition to
upper stage were also wished to be used in the research. Thus, the results of a
partially objective test which eliminates possible inter-school subjective assess-
ments at central level are also included in the research. The demographic char-
acteristics of the school administrators and teachers participating in the research
are given in Table 1.

Table 1
Demaographics of Participants

Frequency Percentage Frequency Percentage

Variables Variables
() (%) @) (%)
Female Bachelor’s
275 48,8 Degree 23 4,1
Completion
Graduation
Gender Male 289 51,2 Status Bachelor 489 87,2
Total Master 49 8,7
564 100,0
Total 561 100,0
1-10 years 5-20
211 41,0 Teachers 119 21,1
11-20 years 21-40
186 36,1 Teachers 210 37,2
Experience 21 and over s School Size 41-60 LS
22,9 Teachers 32,7
Total 61 and over 51 9,0
515 100,0
Total 565 100,0
School State
Administ- 55 507
Job rator 98 School Type 89,7
Teachers 509 90,2 Private 58 10,3
Total 564 100,0 Total 565 100,0

Data Collection and Analysis

As the data collection tools “Scale to Determine the Realization Level of
the Learning Organization Disciplines in the Organization” that was developed
by Tiirkoglu (2002) and “Demographics Form” that was developed by the author
were used. The scale involved 42 items regarding the five organizational disciplines
while the Demographics Form involved eight questions. The reliability coefficient
of the scale was .93 (Spearman-Brown) and internal consistency coefficient was .95
(Cronbach Alpha) (Tiirkoglu, 2002). The content validity of the scale was ensured
by expert opinions (Tiirkoglu, 2002). However, in the current study, the items were
reviewed by one expert. In this study, Cronbach alpha coefficient was .98. The scale
was administered at all schools simultaneously by the author.

The second dataset of the research involved students’ graduation and achieve-
ment of transition to upper stage (Central Exam scores). The data were obtained from
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the schools in which the instruments were administered at the end of 2016-2017 aca-
demic year. Two indicators of achievement were obtained from the schools involving
graduation scores and central exam scores. The graduation and central exam scores
of 1799 eighth grade students studying at 21 schools were involved in the analyses.
The identity or personal information of students were kept anonymous since the data
regarding their academic achievement were obtained by their school rankings.

The scale involved 42 Likert type items. It involved five disciplines involving
“Personal Dominance” (items 1-5), “Mental Models” (items 6-12), “Shared Vision”
(items 13-23), “System Thinking” (items 24-32), and “Team Learning” (items 33-
42). Each item regarding the disciplines were rated at a 5-point scale from “Never”
to “Always”. The lowest score that can be obtained from the scale was one while
the highest score was five. The interpretation of the intervals was as the following:
1.00-1.79= never, 1.80-2.59= rarely, 2.60-3.39= sometimes, 3.40-4.19= generally,
and 4.20- 5.00= always.

Frequency, percentage, and mean scores were estimated. In comparisons involv-
ing two variables, Independent Samples t-Test was used while One-Way Variance
Analysis was conducted in the analyses involving more than two variables. When
the F Test was significant in the variance analysis, Scheffe test was used to determine
the source of the difference. To use in the simple linear regression analysis, learn-
ing organization scores of each school was estimated based on participants’ levels of
perception towards learning organizations. To determine the relationship between
students’ academic achievement and learning organization disciplines, Pearson
correlation coefficient was estimated after the normality of distribution was ex-
amined. Before conducting Simple Linear Regression Analysis, the assumptions
were tested. First of all, missing data were examined, which revealed that it in-
volved no missing data. Secondly, outliers were determined. According to Tabach-
nick and Fidel (2007 as cited in Basol and Zabun, 2014), continues variables that
have a standard value above +3.29 are the potential outliers. Accordingly, 25
cases which were above the threshold were excluded from the analysis. Thirdly,
it was examined whether there was a linear relationship between the predictor
variable and dependent variable and bivariate normality was checked. For that,
graphs regarding the standardized estimates and standardized error values were
examined and it was concluded that the variables had a linear relationship. An-
other approached used to test the normal distribution is carried out using skewness and
kurtosis values. Accordingly, skewness and kurtosis values are expected to be zero in
a normal distribution. However, according to Tabachnick and Fidell (2013), skewness
and kurtosis values ranging between -1.5 and +1.5 indicate normal distribution. On
the other hand, according to George and Mallery (2010), skewness and kurtosis val-
ues between -2,0 and +2,0 were adequate for normal distribution in social sciences.
In this study, it was observed that skewness and kurtosis values ranged between -1.5
and +1.5. In the study, normality assumption was checked for each level of the inde-
pendent variable. Accordingly, these values were found to be between the following
ranges: female 0,54/0,46, male 0,66/0,29, administrator 0,64/0,04, teacher 0,54/0,50,
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experience 1-10 years: 0,54/0,74, 11-20 years: 0,49/0,57, 21 and over: 0,94/1,01 and
state 0,53/0,47, private 0,91/0,17. These findings indicate that the distribution was
also normal at each level of the independent variable.

After the test of assumptions, Simple Linear Regression Analysis was car-
ried out to determine to what extent the schools’ learning organization scores
predicted students’ academic achievement. The significance level in the statisti-
cal analyses in this study was set as .01.

Findings

In this section, the findings were presented in line with the research ques-
tions. The first research question inquired about the status of students’ achieve-
ment of graduation and transition to upper stage (Central Exam). The findings
showing students’ achievement of graduation and transition to upper stage were
presented in Table 2.

Table 2
Students’ Scores of Graduation and Transition to Upper Stage (Central Exam)

Variable N X sd
Graduation Score 1799 83,66 12,90
Central Exam Score 1799 369,46 90,67

Students’ graduation scores are calculated over 100 and placement-based
Central Exam scores are calculated over 500. The mean graduation score of
1.799 participants was 83 and their Central Exam mean score was 369. Accord-
ingly, it can be stated that their graduation and central exam scores were above
the average.

Farticipants’ Perceptions of Learning Organization Disciplines and Findings Re-
garding the Difference Analyses

The second research question regarding what the participants’ (principal,
assistant principal, and teachers) opinions are about learning organization disci-
plines and whether these opinions significantly differ in terms of some variables
(gender, title, experience, working at state or private schools) was responded in
this part.
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Table 3

Farticipants’ Perception Level of Learning Organization
Learning Organization Disciplines N sd
Personal Dominance 565 3,88 0,86
Mental Models 565 4,00 0,84
Shared Vision 565 3,97 0,87
System Thinking 565 3,85 0,82
Team Learning 565 4,04 0,78
Level of Learning Organization at Schools 565 3,96 0,77

The Table 3 shows that participants’ perception mean scores obtained from
personal dominance, mental models, shared vision, system thinking, and team
learning disciplines ranged from 3,85 to 4,04. It was determined that participants
had a perception at “generally” level in terms of all disciplines. The discipline
with the highest score was team learning and the mean score was 4,04.

Another research question of the study was about whether participants’ per-
ceptions differed significantly in terms of some demographics. Tables 4, 5, 6, and
7 compare administrators and teachers’ perceptions of learning organization.
Results of the t-test regarding the participants’ perceptions of learning organiza-

tion in terms of gender were presented in Table 4.

Table 4

Results of the t-test Regarding the Participants’ Perceptions of Learning Organiza-

tion in terms of Gender

Disciplines Gender N X S t sd p

Personal Dominance Female 275 3,87 0,87 ,036 562 97
Male 289 3,88 0,86

Mental Models Female 275 3,95 0,84 1,164 562 24
Male 289 4,04 083

Shared Vision Female 275 393 0,89 1,150 562 )25
Male 289 4,01 0,84

System Thinking Female 275 3,82 0,85 1,003 562 32
Male 289 3,88 0,78

Team Learning Female 275 4,02 0,78 177 562 44
Male 289 4,07 0,77

Total Female 275 3,92 0,79 ,963 562 34
Male 289 3,99 0,76

*p<.01
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The analysis revealed that participants’ perceptions of learning organization
did not significantly differ in terms of gender. However, despite the lack of sta-
tistically significant differences, it can be seen that male participants had higher
scores except for the personal dominance discipline.

The results of the t-test regarding participants’ perceptions of learning orga-
nization in terms of title were presented in Table 5.

Table 5
Results of the t-test Regarding Participants’ Perceptions of Learning Organization in
terms of Title

Disciplines Title N X S t sd p

Personal Dominance Administrator 55 421 0,58 3,024 562 ,00
Teacher 509 3,84 0,88

Mental Models Administrator 55 441 049 3908 562 ,00
Teacher 509 3,95 0,85

Shared Vision Administrator 55 431 0,54 3,095 562 ,00
Teacher 509 3,94 0,89

System Thinking Administrator 55 423 0,51 3,679 562 ,00
Teacher 509 3,81 0,83

Team Learning Administrator 55 447 0,56 4,360 562 ,00
Teacher 509 4,00 0,78

Total Administrator 55 434 0,47 3886 562 ,00
Teacher 509 3,92 0,79

*n<.01

As can be seen in Table 5, participants’ perceptions of personal dominance
[t56=3-02, p< .01], mental models [t =3.91, p< .01], shared vision [t =3.10, p<
.01], system thinking [t =3.68, p< .01] and team learning [t s, =436, p< .01] dif-
fered significantly in terms of title. In all of these disciplines, it was observed that
administrators had more positive perceptions than the teachers.

The results of t-test regarding participants’ perceptions of learning organi-
zation in terms of the school type were presented in Table 6.
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Table 6
The Results of t-test Regarding Participants’ Perceptions of Learning Organization
in terms of the School Type

Disciplines School Type N X S t sd p
Personal Dominance State 507 3,81 0,85 5483 563 ,00
Private 58 4,45 0,74
Mental Models State 507 394 0,83 4993 563 ,00
Private 58 450 0,66
Shared Vision State 507 391 0,87 4923 563 ,00
Private 58 449 0,68
System Thinking State 507 3,79 0,81 5204 563 ,00
Private 58 4,37 0,66
Team Learning State 507 3,99 0,78 4,920 563 ,00
Private 58 451 0,55
Total State 507 390 0,77 5436 563 ,00
Private 58 447 0,58

*p<.01

Participants’ perceptions of personal dominance [t =548, p< .01], men-
tal models [t;q;,=4.99, p< .01], shared vision [t =4.92, p< .01], system thinking
[t563=5-20, p< .01] and team learning [ts=4.92, p< .01] differed significantly in
terms of the school type they were working at. It was observed that the par-
ticipants working at private schools had higher scores, indicating that they had
higher perception of learning organization.

ANOVA results regarding the participants’ perceptions of learning organi-
zation disciplines in terms of experience were presented in Table 7.
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Table 7
ANOVA Results Regarding the Participants’ Perceptions of Learning Organization
in terms of Experience

Disciplines Experience N X S F Sd p Fark
Personal (1)1-10 years 211 3,87 0,92 Between 3
Dominance (5y1120years 186 3,72 0,86 and 1/2
7,47 2;514 00
(3)21andover 118 4,11 0,70
Total 515 3,87 0,87
Mental (1)1-10 years 211 4,00 091 Between 3
Models (2)1120years 186 3,88 085 and 1/2
6,38 2;514 ,00
(3)2landover 118 4,23 0,62
Total 515 4,01 0,84
Shared (1)1-10 years 211 397 094 Between 2
Vision (2)11-20years 186 3,85 0,90 and3
6,01 2;514 ,00
(3)21andover 118 4,20 0,64
Total 515 398 087
System (1)1-10 years 211 3,85 0,89 Between 2
Thinking  (2)1120years 186 3,75 0,84 and3
5,35 2;514 01
(3)21andover 118 4,06 0,60
Total 515 3,86 0,82
Team (1)1-10 years 211 4,04 082 Between 2
Learning  (0y11.00years 186 3,96 0,78 and 3
4,33 2;514 01
(3)21andover 118 4,23 0,66
Total 515 4,05 0,78
Total (1)1-10 years 211 395 0,84 Between 3
(2)11-20years 186 3,84 0,80 and 1/2
6,52 2;514 ,00
(3)21andover 118 4,17 0,58
Total 515 396 0,78

*p<.01

Experience was compared in three categories (1-10 years, 11-20 years, 21
years and over). Participants’ perceptions of personal dominance [F,, 5, =747, p<
.01], mental models [F,,, =638, p< .01], shared vision [F, ,,=6.01, p< .01], sys-
tem thinking [F, ,,=5.35, p< .01] and team learning [F , ;,, =433, p< .01] differed
significantly in terms of experience. Accordingly, participants with 21 years or
more experience had significantly higher scores from personal dominance (,,,
=4.11), mental models (,,, =4.23), shared vision (,,, =4.20), system thinking
(54 =4.06) and team learning (,,, =4.23) disciplines. It was observed that par-
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ticipants with 21 years or more experience had higher scores from the personal
dominance and mental models disciplines than the other two groups (1-10 years
and 11-20 years) while the same group had higher scores from shared vision,
system thinking, and team learning than the participants with 11-20 years of ex-
perience.

Findings Regarding the Relationship between Students’ Graduation and Central
Exam Scores and Learning Organization Disciplines

Another research question was about whether there was a significant rela-
tionship between students’ graduation and transition to upper stage scores and
their perceptions of learning organization. To respond this research question,
Pearson correlation coefficients were estimated, and the results can be seen in
Table 8.

Table 8
Relationship between Students’ Academic Achievement and Participants’ Percep-
tions of Learning Organization

Variables 1 2 3 4 5 6 7 8

1. Graduation Score 1 ,95%%  26%* 23%*% ¥k D5%x 7EE - DpEE
2. Central Exam Score 1 26%%  21%F 0 3R p4%E - P5EE - D4EE
3. Personal Dominance 1 JI8*H  JTEE IR FE J4EE RSEE
4. Mental Models 1,00  ,89%* 86** ,83**  04**
5. Shared Vision 1,00  ,90%* ,84**  96**
6. Team Learning 1,00 B7FE - 9p**
7. System Thinking 1,00  ,93**
8. Total Score of Learning 1,00
Organization
*p<.01

As can be seen in Table 8, there was a positive correlation between students’
academic achievement and participants’ perceptions of all disciplines of learning
organization (p< .01). Students’ academic achievement (graduation and transi-
tion to upper stage scores) increases as their perceptions of learning organiza-
tion increase. The Pearson correlation coefficients ranged between .20 and .27.
According to Biiyiikoztiirk (2012, pp. 32), a correlation coefficient between .70
and 1 indicates strong correlation, a coefficient between .70 and .30 indicates
moderate correlation, and a coefficient below .30 indicates weak correlation. Ac-
cordingly, there was a strong correlation between students’ graduation and tran-
sition to upper stage scores while there was a weak correlation between students’
academic achievement and perceptions of learning organization disciplines.
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Findings of Simple Linear Regression Analysis Regarding to what extent the
Schools’ Learning Organization Scores Predicted Students’ Graduation and Central
Exam Scores

Findings of simple linear regression analysis regarding to what extent the
schools’ learning organization scores predicted students’ graduation scores were
presented in Table 9.

Table 9
Findings of Simple Linear Regression Analysis Regarding to what extent the
Schools’ Learning Organization Scores Predicted Students’ Graduation Scores

Variable B Standard Error B B t p
Constant 50,772 2,905 17,477,000

Total Learning Organization
Score of Schools

8,475 , 745,259 11,378,000

R= .26, R?= .07, F=129,464, p< .01

The final research question was about whether the schools’ learning organi-
zation scores predicted students’ graduation and transition to upper stage scores.
The respond that question, simple linear regression analysis was conducted. As
can be seen in Table 9, the model testing whether schools’ learning organization
scores predicted students’ graduation scores was significant (F= 129.46, p< .01).
It was observed that schools’ learning organization scores predicted 7% (R?>=.07)
of students’ graduation scores.

Findings of simple linear regression analysis regarding to what extent the
schools’ learning organization scores predicted students’ transition to upper
stage scores (Central Exam) were presented in Table 10.

Table 10
Findings of Simple Linear Regression Analysis Regarding to what extent the

Schools’ Learning Organization Scores Predicted Students’ Transition to Upper
Stage Scores (Central Exam)

Variable B Standard Error B B t p
Constant 157,886 20,526 7,692 000

Total Learning Organization
Score of Schools

54,524 5,263 ,237 10,361 ,000

R= .24, R?= .06, F=107,341, p< .01

As can be seen in Table 10, the model testing whether schools’ learning or-
ganization scores predicted students’ transition to upper stage scores (Central
Exam) was significant (F= 107.34, p< .01). It was observed that schools’ learn-
ing organization scores predicted 6% (R?>=.06) of students’ central exam scores.
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Discussion, Conclusion, and Recommendations

In this study investigating the relationship between the concept of learn-
ing organization and academic achievement (graduation and transition to upper
stage), it was observed that students’ graduation and transition to upper stage
scores were above the average. This finding might show that the schools did not
have outliers in terms of achievement levels and thus can be compared. For ex-
ample, achievement scores are expected to be well above average in schools that
accept students through exams and apply academic selectivity, and may there-
fore not reflect the overall trend. This result is consistent with the research data
conducted by Aslan in 2017 with 527 eighth grade students and evaluating the
Central Exam success of the students.

The participants had a perception of learning organization disciplines at
“generally” level, which can be considered as a positive indicator of schools’ be-
coming learning organizations or school development. This result is consistent
with the results of research conducted by Tiirkoglu (2002), Ozus (2005), Banoglu
and Peker (2012) in three different provinces (Ankara, Konya, Istanbul) using
the same scale. In these studies, it was determined that the perception levels of
school administrators and teachers about learning organization were above aver-
age. On the other hand, while the lowest level of perception was obtained from
the discipline of personal dominance in these studies, the lowest level of percep-
tion was obtained from the discipline of system thinking in this research. This
difference may mean that education employees increased their level of personal
mastery through postgraduate education, in-service training or other means (dis-
tance education, etc.).

According to Senge (2006), who defines system thinking as the fifth disci-
pline, there is a cause-effect relationship between events that seem to be inde-
pendent from each other in the organization. Being able to see this cause-and-ef-
fect relationship can be a guide for the members of the organization to evaluate
facts more accurately and about the facts that should be changed in the process.
The lowest level of perception in this study was in the discipline of system think-
ing, which may be related to the fact that school administrators and teachers are
facing radical changes (4 + 4 + 4 system change, change in programs, regula-
tion on transition system from primary to secondary and higher education, etc.)
in the education system since 2012. Due to the central structure of the Turkish
education system, changes in the system or school are determined by the central
organization. Moreover, in most of these regulations, the lack of views of educa-
tion employees or the lack of a school-based management system may have led
to the development of the idea that education employees are increasingly dis-
tancing themselves from directing education policies. This may mean that educa-
tion employees are less able to think about the “whole/system” as they have less
opportunity to participate in centralized decisions about the facts that occur in
or affect the school. In other words, education employees may be increasingly
distant from evaluating the whole system of the school and understanding the
relationships among the components of the education system.
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On the other hand, team learning was found to be the discipline with the high-
est average in the research. This can be considered as an expected result. Because,
by the nature of their work, schools maintain a collective activity and must work or
learn as a team. Therefore, teachers and school administrators may have high lev-
els of perception about this discipline. According to Senge (2006), the learning unit
of today’s organizations is not individuals but teams. The diversity of problems fac-
ing organizations is far beyond the limits that employees can solve alone. The same
applies to schools. Schools face a wide range of problems and it seems difficult for
education employees to deal with these problems individually. As a matter of fact,
according to Bursalioglu (2005), the roles of school administrators have expanded
to include organizational engineering, social engineering, efficiency expertise and
management. It is not possible for school administrators to perform these roles
alone. Higher average scores for team learning may mean that teachers and school
administrators have a high level of awareness about this situation.

Mental models had the second highest average. Educational organizations
are the organizations where information is used and produced the most. By their
functions, they must form mental models. It can be interpreted that the average
scores of the participants regarding this discipline are expected to be high be-
cause the employees of the educational organization are expected to form mental
models of perceiving the outside world in the students. Moreover, it can be stated
that schools or educational organizations in general are prone to the disciplines
of learning organization. Thus, high scores on the discipline of mental models
may mean that the readiness levels of education employees are appropriate for
becoming a learning organization because in an organization that has to learn
constantly, learning requires a transformation of the mind. According to Senge
(2006), mental models are not only a discipline related to perceiving the outside
world, but also improve the ways of thinking of individuals by making the thought
more useful. This is essential for the employees of educational organizations.

It was also examined whether the perceptions of school administrators and
teachers regarding the disciplines of learning organization differed according to
variables such as gender, title, experience, and working at state or private school.
Perceptions of learning organization disciplines did not differ significantly by
gender. This finding contradicts with the results obtained by Banoglu and Peker
(2012) and Uysal (2005). In these studies, participants’ scores obtained from some
disciplines of learning organization differed significantly in terms of gender. The
fact that the perception levels of the learning organization disciplines do not show
a significant difference in terms of gender may mean that education employees
perceive the schools’ necessity of being a learning organization in a similar way
because education employees are similarly affected by social changes and develop-
ments, and at the same time, having to cope with similar problems in organizations,
regardless of gender, may have made their views on the issue similar.

The perception levels of school administrators and teachers regarding learn-
ing organization differed in all disciplines. It is seen that the opinions of school
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administrators are more positive than teachers. This finding is consistent with the
study of Giiglii and Tiirkoglu (2003). Giiclii and Tiirkoglu reached a similar result
in their research conducted with 240 participants in Ankara. This result may indi-
cate two points. First, the level of learning, self-improvement, utilization of school
resources and opportunities of school administrators (school principal, assistant
principal) is higher than teachers. On the other hand, there are some research re-
vealing various problems regarding teachers’ in-service training needs and meeting
their professional needs in Turkey (Madden, 2003; Kagan, 2004; Aydogan, 2002;
Sen, 2003; Yilmaz, Yoldas, & Yangil, 2004; Ucar &Ipek, 2006). For instance, ac-
cording to the results of the research titled “The Inclination of Professional Im-
provement of Teachers” and conducted by Kagan (2004) with 220 teachers, it was
determined that teachers make efforts for their professional development, but they
face some obstacles. It is seen that teachers ranks the financial problems, the bur-
den of the lessons and the crowded class sizes, and the political pressures in the top
three as the obstacles of professional development. In the study, it was determined
that teachers have professional and personal development needs in various sub-
jects, especially classroom management. The second may be related to a statistical
limitation. In the literature, in comparison with the number of teachers and man-
agers, the number of managers is generally lower than the teachers. As a matter of
fact, 55 administrators and 509 teachers were included in the analysis. Therefore,
as the sample expands, there is a possibility that the mean values will decrease. The
significant difference between the results may be due to the sample size.

The high level of perception of administrators about the disciplines of
learning organizations can be seen as an important starting point in the process
of transformation of schools into learning organizations. This process is primar-
ily concerned with the creation of a democratic school culture open to learning.
Therefore, administrators have important responsibilities in the process of trans-
forming schools into learning organizations. Perceptions of the administrators are
determinant in many subjects such as increasing professional and current written
resources in schools, creating a school culture suitable for learning, adopting lead-
ership approaches suitable for developing the school and strengthening teacher
leadership because the culture of learning organization includes differences from
traditional organizations. In learning organizations, authority and power extend
far from central control to sub-units of the hierarchy. It allows people to control
their own ideas by liberating people in their movements and to be responsible for
the consequences (Senge, 2000 as cited in Ozdayr & Ozcan, 2005). This is closely
related to the fact that education administrators should fulfill their leadership roles
and create a democratic school environment. As a matter of fact, there are re-
search showing that it is important to develop leadership roles of administrators
and classroom leadership roles of teachers in terms of development and change of
schools (Akbaba-Altun, 2003; Beycioglu & Aslan, 2012; Elmore, 2000; Ellis, 2005;
Heck & Hallinger, 2009; Kiling, 2013; Korkmaz, 2006).

The process of transforming schools into learning organizations is also re-
lated to the values system of education employees. In a study conducted by Sagnak
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(2005), perceptions of administrators and teachers working in primary schools on
organizational values were determined. In the study using 24 value dimensions de-
veloped by McDonald and Gandz, it was found that the values in the change value
orientation group (openness to experiment, development, autonomy, adaptation,
creativity) were in the last rank according to the priority order of the teachers. This
finding may mean that teachers are not very open to change in school, and in this
respect, it can be said that this finding is consistent with the differences in percep-
tion between the disciplines of learning organization between administrators and
teachers. However, Senge (1998, pp.11 as cited in Unal, 2006) defines learning
organizations as organizations in which people continuously develop their capacity
to achieve the desired results, novel thinking forms that push the boundaries are
put forward, and people learn to learn together continuously.

Perceptions of learning organizations significantly differed between the par-
ticipants who were working at state and private schools in all disciplines. It was
observed that these significant differences were in favor of participants working at
private schools, indicating that participants working at private schools had more
positive perceptions of learning organization. The findings of Téremen’s (1999)
doctoral thesis titled as “Organization Learning and Difficulties in Government
and Private High Schools” are consistent with the findings of the current study.
In that thesis, differences were found between state high schools and private high
schools regarding organizational learning. In particular, it was concluded that par-
ticipation in individual research in state high schools was low, the reward system
was not established, communication was inadequate, not planned enough, and
team spirit was low. The research emphasized the necessity of making the vision
shared in state high schools. Bil (2018) reached a similar result in his doctoral the-
sis titled “The Relationship between the Concepts of Learning Organization, Or-
ganizational Trust and Job Satisfaction of High Schools”. According to the thesis,
private schools are relatively more learning organizations than public schools. This
result is consistent with the research findings of Beycioglu and Aslan (2012). In the
research, which aims to determine the level of perceptions and expectations of the
administrators and teachers regarding the leadership roles of the teachers working
in primary schools, the researchers have found that teachers working at private
schools had higher arithmetic means than the participants working in state primary
schools in the dimensions of institutional development, professional development
and collaboration with colleagues. The researchers linked this finding with the
difference in the institutional structure and functioning of public and private pri-
mary schools, and interpreted that the structure and functioning of private primary
schools were more flexible and more appropriate for institutional development
and effectiveness. As a matter of fact, the highest difference in perception between
private and public schools is observed in the discipline of personal dominance. This
may mean that education employees have different opportunities for self-develop-
ment between private and public schools. On the other hand, when evaluating this
result, the difference between the number of private and public schools included in
the research should be taken into consideration.
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Participants’ perceptions of learning organization differed significantly in
terms of their experience. Accordingly, the scores obtained from disciplines of
learning organization were higher in those with experience of 21 years or more.
In particular, the difference is higher in the discipline of personal domination
than in other disciplines. According to Senge (2006), individuals with a high level
of personal domination are those who believe in continuous development and
strive for self-improvement. It is an expected result that education employees
with an experience of 21 years and more have more professional experience and
efforts to renew themselves than their relatively younger colleagues. In the study
of Beycioglu and Aslan (2012), a significant difference in institutional develop-
ment, professional development and cooperation with colleagues was found be-
tween the participants in terms of experience. In the study, it has been found that
the participants who have experience of 21 years or more had more positive per-
ception about teacher leadership roles in three dimensions. On the other hand,
high level of perceived learning organization of participants with high experience
may be related to job satisfaction levels of education employees. As a matter of
fact, Bil (2018) found in his doctoral dissertation that the job satisfaction level of
teachers increased when the level of learning organization increased.

The study showed that there was a low level of significant relationship be-
tween the graduation and transition to upper stage achievement and all disciplines
of the learning organization. Accordingly, as the learning organization scores
of the schools increased, the graduation and transition to upper stage scores of
the students increase, albeit at a low level. There are two main reasons why this
relationship may be low. First, there are many variables that affect academic
achievement. For example, research suggests that many personal variables such as
intelligence and ability of the student, gender, self-confidence, motivation, person-
ality traits, communication skills, study habits, anxiety levels, attitudes towards any
course or subject, and age of starting school affect student achievement (Bahar,
2006; Cassady, 2004; Duckworth and Seligman, 2006; Eski, 1980; Huang, 2008;
Kara & Gelbal, 2013; Keskin & Sezgin, 2009; Kiiciiker, 2016; Nartgiin & Cakir,
2014; Skouras, 2014; Yildirnm & Ergene, 2003; Yildirim, 2000). Similarly, there
is a considerable literature on socio-economic (familial) variables that affect stu-
dent academic achievement (Aslan, 2017; Coleman,1988; Diinya Bankasi [DB],
2013; Gelbal, 2008; Jeynes, 2013; Kose, 2007; Oral & McGivney, 2014; Oksiizler
& Siirekgi, 2010; Yelgiin & Karaman, 2015). On the other hand, the most impor-
tant institutional variables affecting the academic achievement of the students are
the educational environment and opportunities, teacher competencies and school
type (Berberoglu & Kalender, 2005; Darling-Hammond, 2000; Kavak, Aydin, &
Akbaba Altun, 2007; Sarier, 2016). Therefore, academic success can be influenced
by many variables. The second reason for the low relationship between learning
organizations and students’ academic achievement may be due to the large num-
ber of factors affecting the potential of schools’ learning organization. It is possible
to emphasize different variables such as attitudes of education employees towards
change, self-development skills, organizational commitment, job satisfaction levels
or school management styles, and leadership skills of managers.
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In the study, the variance explained by the graduation scores of the students
and their transition to upper stage scores also differed. The difference between
the explained variance in favor of graduation may mean that besides the vari-
ables described above, there are other variables that affect the success of transi-
tion to upper stage. As a matter of fact, in the researches evaluating the results
of the central exams, there are many variables affecting the success of the exams
(Aslan, 2017; Bahar, 2006; Berberoglu & Kalender, 2005; MEB, 2010; Oksiizler
& Siirekei, 2010). However, whether they are personal or socio-economic vari-
ables that affect the academic achievement of the child, they are less intervenable
than institutional variables. In this study, learning organizational disciplines were
considered as one of the institutional variables that affect academic achievement.
It may be possible to improve institutional variables through policies to be fol-
lowed at the macro or micro (school level) level.

The literature shows that more empirical studies are needed to explain the
relationship between academic achievement and learning organization. Although
this study has revealed important findings, it has limitations. First, the limited
number of empirical studies on the relationship between learning organizations
and academic achievement has created a limitation to relate research findings to
other studies. Second, the appropriateness of the concepts put forward for profit-
able businesses such as the Total Quality Approach or the learning organization
should be discussed at the theoretical level by educational scientists before they
can be used for educational organizations. Since this study focuses on the rela-
tionship between the learning organization and academic achievement, a critical
evaluation of the concept has not been made. On the other hand, there is a need
for discussions and critical studies conducted in the context of educational or-
ganizations on such concepts. Thirdly, this research was designed as a relational
model. Such research does not allow for causal comparisons. Therefore, empiri-
cal studies can be conducted on the causality between the learning organization
and academic achievement. In addition, this research was carried out in second-
ary school, the research can be repeated in other levels.

The learning organization feature of public schools is lower than that of
private schools. When the relationship between the learning organization and
leadership is taken into consideration, the preference of the managers who have
graduate education in the field of educational management and who have lead-
ership qualities in the selection of school administrators can contribute positively
to this perception. In addition, MONE should encourage graduate education for
teachers and school administrators, and make it compulsory for school adminis-
trators in particular. In the research, teachers’ perception levels were lower than
the administrators. For this reason, in order to meet the personal development
needs of education employees, especially teachers, at a higher level, educational
panels, seminars and meetings should be organized more frequently and MONE
should encourage participation in such activities.
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Giris

Ogrenmenin birey acisindan gerceklesme diizeyi tespit edilirken en yaygmn
kullanilan gosterge akademik basaridir. Akademik basari, 6grencilerin siniflar
arast ya da kademler aras1 akigini belirleyen temel 6lgiitlerden biridir; cogunluk-
la nicel gostergelerle ifade edilen, 6gretmenlerin degerlendirmelerine dayanan,
not ya da puanlardir (Carter & Good, 1973’den aktaran Durmuscelebi, 2013).
Hoy ve Miskel’e (2010, ss. 39-81) gore, 6grenme ve dgretme islevi okulun teknik
temelidir. Okul bu islevi gerceklestirmek icin vardir. Teknik islev, 6grenci ba-
sarisinin saglanmasini ve 6grenci gelisiminin izlenmesini gerektirmektedir. Bu
nedenle, 6grencilerin akademik bagarisi, tiim sistemi yonlendiren anahtar kav-
ramdir ve egitim Orglitlerinin amaglarina hangi diizeyde ulastiginin da temel gos-
tergelerinden biridir.

Ister gelismis isterse gelismekte olsun, iilkelerin amagclarindan biri 6gren-
cilerin akademik basarisini artirmaktir. Ote yandan, bu samldigi kadar kolay
bir hedef de degildir. Cinkii 6grencilerin akademik basarisini etkileyen ya da
etkileme potansiyeli olan ¢ok sayida degisken vardir. Degisken sayisinin fazla
olmasi ve hatta bu degiskenlerden bir kisminin hentiz tespit edilememis olma
ihtimali, siirecin anlagilmasini giiclestirebilmektedir. Ustelik bireyin akademik
basarisinda rol oynayan bu degiskenlerin bazilari icsel, bazilar ise dissal stirec-
lere baghidir. Dolayisiyla bunlarin bir kismi disaridan miidahaleye agik, bir kismi
ise bireyin i¢sel stireclerini harekete gecirmeye dayali ve hatta ¢cogu zaman aileye
iliskin gostergeleri siirece dahil etmeyi gerektirmektedir. Nitekim akademik ba-
sartya iliskin alan yazin incelendiginde, birbirinden bagimsiz gibi goriinen, ancak
Ogrencinin bagarisi iizerinde farkl diizeylerde de olsa etkisi oldugu tespit edilen
cok sayida degiskenden s6z edilmektedir.

Ote yandan akademik basariya iliskin degisken sayisiin fazla olmasi ve
¢ogu zaman bunlarin birbirinden kopuk olarak ele alinmasi, biitiinsel analizleri
de giiclestirmektedir. Bu degiskenlerin her biri 6nemli olmakla birlikte, akade-
mik basariya iligkin alan yazini, belli kategoriler altinda toplamak konuya iliskin
biitiinsel bakis acisini1 kolaylastiracaktir. Bu nedenle, akademik basariya iligkin
¢aligmalar, alan yazin dogrultusunda iic kategoride ele alinabilir. Bunlar; 6gren-
cinin yagi, cinsiyeti, gelisim 6zellikleri vb. farkliliklar1 kapsayan bireysel degisken-
ler, okul dig1 degiskenleri dikkate alan, ancak agirlikli olarak 6grencinin ailesine
iliskin degiskenlere odaklanilan sosyo-kiiltiirel / sosyo-ekonomik degiskenler ve
egitim Orgiitlerinin isleyis, yap1 ve siireclerini ve/veya bu siireclerde rol alan iggo-
renleri de kapsayan kurumsal degiskenlere iliskin ¢aligmalardir.

Alan yazin incelendiginde akademik bagariya iligkin aragtirmalarin agirlik-

I1 olarak bireysel degiskenler tizerinde odaklandig: goriilmektedir. (Eski, 1980;
Harding, 2003; Keskin & Sezgin, 2009; Kilig & Karadeniz, 2004; Kiictiker,
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2016; Nartgiin & Cakir, 2014; Oliver & Simpson, 1988; Pehlivan & Koseoglu,
2010; Skouras, 2014; Smith & Niemi, 2001; Yildirim, 2000). Bu c¢aligmalarda,
ozellikle cocugun zekas, yetenekleri (Eski, 1980), cinsiyeti ya da kimi zaman en-
gellilik durumunun yani sira cocugun; yalnizlik, utangaclik, kaygi, depresyon dii-
zeyi gibi duygusal ozellikleri ve/veya psikolojik durumu (Akin, 2008; Benjamin,
1991; Birenbaum & Nasser, 1994; Cengiz, 1988; Culler & Holahan, 1980; Giin-
dogdu, 1994; Ishiyama, 1984; Ponzetti & Gate, 1981; Sullivan, 2002) da arastiri-
lan degiskenler arasinda ilk siralarda yer almaktadir. Aslinda akademik basariya
iligkin ilk caligmalarin bireysel degiskenler lizerinden analizi, kapitalist sistemin
yarattig1 bir yanilsamaya da isaret ediyor olabilir. Clinkii kapitalist sistem, egitim
yoluyla bireyleri, kendileri icin bigilen rollere ve siniflara hazirlarken; bireyleri
egitim yoluyla eleme siirecinden gecirir; basar1 ya da basarisizligin bireyin zeka-
sinin, yeteneginin ya da ¢abasinin bir iiriinii oldugu mesajini verir (Unal, 1996).

Bu ele alig bigiminin, kapitalist sistemin yeniden tiretim siirecinde ya da sinif-
It yapinin yeninden ingasinda, bireyin bu stireci dogallagtirmasinin ya da icselles-
tirmesinin bir yolu olarak iglev gordiigii soylenebilir. Bu durum, birey agisindan
“basarisizim, ¢linkii zeki degilim”, “basarisizim, ¢linkii yeteneksizim” gibi isleyen
bir icsellestirme ve toplumsallastirma stirecine doniisebilir. Boylesi bir alginin
yaratilmasi, basarisizlikta, sorumlulugun sistemden bireye kaydirilmasi anlami-
na gelebilmektedir. Elbette bu tespit, akademik bagarida bireysel degiskenlerin
olmadigini ya da 6nemsiz oldugunu gostermez. Aksine, akademik basariya yo-
nelik yapilan arastirmalarda bir giicliige; bireysel gibi ele alinan bir degigkenin,
ekonomik, toplumsal ve siyasal sistemle baginin kurulmasi gerekliligine isaret
eder. Ote yandan, diger bir giicliik ise akademik basariya etki eden degiskenlerin
kendi icinde de ¢ok cesitli olmasidir. Ornegin akademik basariya iligkin alanya-
zinda tartigilan bireysel degiskenlerden bazilari; 6grencinin psikolojik durumu,
zekasl, yetenegi, cinsiyeti, motivasyon diizeyi, calisma aligkanliklari, 6grencinin
Ogretmenleriyle ya da ebeveynleriyle kurdugu iligki, kayg: diizeyi, okula yonelik
algis1 gibi, bir biriyle ic ice ge¢mis siireglere, ayni zamanda ortak paydasi birey
olan degiskenlere isaret etmektedir.

Hem bireysel degiskenlerin bir parcasi olarak hem de ondan bagimsiz bir
baska degisken setini ise cocugun ailevi 6zelliklerini de icine alan, sosyo-Kkiiltiirel
ve/veya sosyo-ekonomik degiskenler olusturmaktadir. Bourdieu, bu degiskenleri
ailenin sosyal sermayesi olarak kavramlastirmakta ve basariin sinifsal yoniine
dikkat cekmektedir. Bourdieu, iist siniflardan gelen bireylerin sosyal sermaye-
lerinin yiiksek oldugu ve bu nedenle akademik basari acisindan daha avantajli
oldugunu soyler (Aslan, 2017). Coleman’da (1988, s. 108’den aktaran Giillipinar
ve Ince, 2014) “aile” gegmisi kavramu ile benzer bir etkiden soz eder. Ona gore
aile gecmisi; ekonomik, beseri ve sosyal sermaye olmak tizere ii¢ farkli sermaye
formunu icermektedir. Coleman’a gore, avantajli aileler, ekonomik, beseri ve
sosyal sermayeye sahip olanlar ve bunu etkili kullanabilenlerdir (Aslan, 2017).
Ebeveynlerin egitim seviyesi (Akyol, Sungur ve Tekkaya, 2010; Aslan, 2017; Hor-
tacsu, 1994; Kuyper, Van der Werf ve Lubbers, 2000; Oksiizler & Strekei, 2010;
Yilmaz, 2000), cocuga sagladigi ortam, olanak (Aslan, 2017; Celenk, 2003; Gel-
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bal, 2008; Oksiizler ve Siirekgi, 2010) ve sosyal destek (Christenson, Rounds ve
Gorney, 1992; Fan ve Chen, 2001; Levitt, Guacci-Franco & Levitt, 1994; Lopez,
Stewart & Enedina, 2002; Yildirim, 1998; 1999; 2000), cocuga yapilan egitim
harcamasi ve aile geliri gibi, ailenin sosyo-ekonomik yapisina (Aslan, 2017; Cole-
man, 1988; Gregg & Machin, 1999; Oksiizler & Siirekgi, 2010; Parcel & Dufur,
2001; Schiller, Khmelko & Wang, 2002) dikkat ceken bu degiskenlerin, ayni
zamanda akademik bagarida diger tiim degiskenleri etkileme potansiyeline sahip
oldugu vurgulanmaktadir. Baz1 arastirmalarda ise, 6zellikle hane gelirine dayali
degiskenleri, mikro (okul bazli) politikalarla etkilemenin ve yonlendirmenin giig-
lugiine isaret edilmekte ve makro diizeydeki diizenleyici politikalarin (ekonomik,
toplumsal ve siyasal diizenlemeler) 6nemi vurgulanmaktadir (Aslan, 2017).

Akademik basariya etki ettigi diisiiniilen kurumsal degiskenler, 6zellikle et-
kili okul aragtirmalar ile birlikte, 1960’11 yillardan itibaren, okullar arasi farklilik-
larin okulun amaclarini gerceklestirmesinde yarattigi etkiyi tartismaya agmustir.
Bu nedenle, kurumsal degiskenlere iligkin arastirmalarin alanyazinda etkili okul
arastirmalari ya da egitimde firsat ve olanak esitligi aragtirmalari olarak da kav-
ramlastirildiklar goriilmektedir. Gegen yarim asirdan fazla siire icinde bu degis-
kenlerin esitlenmese bile, benzer kilinmasimnin ya da okullar arasi farkliliklarin
en aza indirilmesinin 6nemini vurgulayan arastirmalar yapilmustir. (Aslan, 2015;
Heyneman ve Loxley, 1983; Unal vd., 2010). Bu arastirmalar, sonuglari itibariyle
okulla (mikro) ilgili olmakla birlikte, genellikle makro diizeyde egitim politika-
lartyla dogrudan iligkilidir. Alan yazinda, kurumsal degiskenler icinde akademik
basariya etkisi bakimindan en fazla tizerinde durulan degiskenler; okullarin or-
tam ve olanaklarina yonelik olanlardir (Aslan, 2015; Berberoglu & Kalender;
2005; Burgaz, 2002; MEB, 2005; Sawkins, 2002; Unal vd., 2010). Etkili okul arag-
tirmalarmin temel bulgusu; yoksul iilkelerde akademik basari tizerinde okulun
etkisinin belirleyici olmasidir (Balci, 2014, s. 20). Etkili okul arastirmalarinda en
kapsamlt olani ise Heyneman ve Loxley’in (1983’den aktaran Aslan, 2017) aras-
tirmasidir. Arastirmacilar, yiiksek ve diisiik gelir grubundan olmak tizere toplam
29 ilke verileri ile karsilagtirmalar yapmiglardir. Aragtirma sonucunda, okulun
cocuga sagladig olanaklarin, 6grencilerin akademik basarisinda kisisel 6zellik-
lerinden daha belirleyici oldugu bulunmustur. Bu arastirma, akademik basariya
etki eden degiskenlerin, iilkelerin gelismislik diizeyine bagl olarak da degerlen-
dirilmesi gerektigini gostermesi agisindan Onciidiir.

Kuskusuz nitelikli egitim ve akademik basarinin yolu, okullarin olanaklarini
ve ortamlarini benzer kilmak ya da belli standartlara kavusturmaktan gegcmekte-
dir. Ancak, bu cabanin yetersiz oldugu da aciktir. Egitimin tiim girdileri okular
iizerinden esitlense bile, egitim Orgiitleri igcinde bulundugu ekonomik, toplumsal
ve siyasal sistemlerin gereksinmelerine yanit veremiyor ise varliklarini uzun stire-
li devam ettirmesi miimkiin degildir. Ciinki egitim orgiitleri, girdilerini ¢evreden
alan ve giktilarini cevreye veren agik sistemlerdir (Basaran, 2008, s. 77). Bu ise,
diger tiim acik sistemlerde oldugu gibi, cevresel degisimlere karsi uzun streli
duyarsiz kalamayacaklar1 anlamina gelir. Nitekim 1970’li yillarin ikinci yarisina
kadar goreli olarak daha statik bir cevre igcinde varligini devam ettiren orgiitler,
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ikinci yaridan baglayarak hem kapitalizmin sistemik krizleri ile bag edebilmek,
hem de hizli degisimden yararlanabilmek icin kendilerini siirekli yenilemeleri
gerekmistir.

Keza orgiitlerin icinde bulunduklari cevrenin siirekli degisim icinde olma-
siin yarattig belirsizlik ortami, orgiitlerin varliklarini stirdiirebilmek ve basari-
It olabilmek icin stirekli arastiran sistemler olmalarini gerektirmistir. “Degisen
gevresel kosullara uyum siirecinin 6nemli araglarindan biri olan 6grenen Orgiit
kavrami, bir Orgiitiin stirekli olarak yasadigi olaylardan sonu¢ ¢ikarmasi, bunu
degisen ¢evre kosullarina ayak uydurmakta kullanmasi, personelini gelistirici bir
sistem yaratmasi ve boylece Orgiitiin degisen, gelisen, kendini yenileyen dinamik
bir yapiya ulagmasini ifade etmektedir” (Kogel, 1996’dan aktaran Kog, 2006).
Ogrenen orgiit; orgiitlerin tercihlerinden ziyade, bir zorunluluk olarak giindeme
gelmis ve oOrgiitlerin degisen ¢evresel degiskenlere karsi daha duyarli olmalari,
yeni durumlara kolayca uyum saglayabilmeleri kisaca varliklarini siirdiirebilme-
leri icin kiiresel rekabetle bas edebilmelerinin bir yolu olarak gorilmistiir (Ro-
otwell, 1992). Bu yoniiyle 6grenen orgiit, kapitalist sistemin kendini stirekli var
edebilmek adina trettigi bir kavram olarak da ele alinabilir. Rekabetin kiiresel
Olcekte giindeme geldigi bir donemde, Orgiitlerin kendilerini yenilemeleri ve de-
gisime hizlica yanit verebilmeleri varolugsal bir sorun olarak da goriilmiistiir.

Tim sosyal Orgiitler gibi okullarin da, varligin1 devam ettirebilmesi icin
amaclarmi gerceklestirmesi gerekmektedir. Amaclarini gerceklestiremeyen hic-
bir sosyal Orgiitiin, uzun siirede varligin1 devam ettirmesi ve toplumsal destek
gormesi beklenemez. Ote yandan egitim orgiitleri islevleri ve isleyisleri nedeniy-
le degisime karsi duyarhidir. Ciinki egitim orgitleri yaptiklar isin dogasi geregi
hem degisimin nedeni hem de sonucudur. Degisimin nedenidir; ¢linki egitim
yoluyla bireylerin bilgi beceri ve tutum diizeylerinde bir farklilasma yaratilmaya;
yeni degerler olusturulmaya calisiilmaktadir. Degisimin sonucudur; ¢linkii yeni
degerlerin yaratilmasi; orgiitsel diizeyde diizenlemelerin yapilmasini ve orgiitiin
bu duruma ayak uyduracak yapi ve anlayisa evrilmesini gerektirmektedir. Nite-
kim Schlechty’ye gore, tarihsel siirecte, toplumsal degismelerin okullar tizerinde
etkisinin bugtinkii kadar giiclii oldugu bir donem olmamuigtir (Schlechty, 2014, s.
158). Bu nedenle degisime ayak uydurabilmek ve ayni zamanda onu yonlendire-
bilmek, egitim Orgiitleri acisindan elzemdir. Bu ise “O0gretme” islevini yiiklenmis
egitim Orgiitlerinin ayn1 zamanda “6grenme”sini gerektirmektedir.

Senge (2006), orgiitlerin sadece 6grenen bireyler aracilifiyla 6grenebile-
cegini ancak bireysel 6grenmenin, Orgiitiin 6grenmesini garanti etmeyecegini,
Ote yandan bireysel 6grenme olmadan da Orglitsel 6grenmenin olamayacagini
belirtir. Ogrenmeyi orgiitsel baglamda inceleyen Senge orgiitii, 0grenen orgiite
doniistiiren bes disiplinden s6z eder. Bunlar; kisisel hakimiyet, takim halinde
O0grenme, zihni modeller, paylasilan vizyon ve sistem diislincesidir. Senge gore,
okullar1 6grenen orgiitlere doniistiirebilmek icin 6grenmeyi merkeze alan bir an-
layis1 okullarda yayginlastirmak gerekmektedir.
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Bu nedenle giiniimiizde okul yoneticilerinin belki de en énemli gorevlerin-
den biri, okulda gii¢lii bir 6grenme ortami olusturarak, herkesin kendini yetistir-
mesini tegvik eden kisi olmalaridir. Ciinkil ¢cagdas egitim ortamlarinda okullarin
kendilerini yenileyerek siirdiiriilebilir bir gelisme cizgisine kavusmasini saglaya-
cak dinamiklerin kaynagi, merkezi otoritenin emirleri ya da okul yoneticilerinin
direktifleri degildir (Banoglu ve Peker, 2012). Okullar yaptig: isin dogasi geregi
o0grenme merkezlerine doniismelidir.

Alan yazin incelendiginde 0grenen oOrgiitlere iligskin ¢ok sayida aragtirma
vardir. Ulusal literatiirdeki arastirmalarm 2000’li yillarin ikinci yarsindan itiba-
ren yogunlastigi ve agirlikli olarak okullarda gorev yapan 0gretmen ve yoneticile-
rin; 6grenen Orgiitlere iligkin algr diizeylerini belirlemeye yonelik durum saptama
caligmalart oldugu gorilmektedir (Alp, 2007; Bal, 2011; Banoglu, 2009; Kilig,
2009; Oktaylar, 2003; Subas, 2010; Tirkoglu, 2002; Yildiz, 2011). Hi§kisel model-
le yapilan arastirmalarin ise genellikle 6grenen orgiitler ile 6rgiit killtirii (Yiicel,
2007), liderlik sitilleri (Bilir, 2014), orgiitsel baglilik (Atak, 2009; Demirci, 2013;
Turan, Karadag & Bektas, 2011), orgiitsel giiven, is doyumu (Bil, 2018) ve orgiit
sagligi (Tacar, 2013) vb. kavramlarla iliskilendirildigi goriilmektedir. Kuskusuz,
kavrama iligkin egitim Orgiitlerinin mevcut durum tespiti gerekli olmakla birlikte,
kavramin egitim ciktilari ile de iligkilendirilmesi 6nemlidir. Arastirmada 6grenen
orgiit kavrami, 6grencilerin akademik basarisi (mezuniyet ve bir iist 6gretime
gecis) ile iligkilendirilmeye calisilmistir. Akademik basari, 6grenme siirecinde,
bireyin 6grenme potansiyeline yonelik bir gosterge iken, 0grenen Orgiit ise Or-
giitsel diizeyde 0grenme potansiyeline iligkin bir gostergedir. O halde, 6grenme
sirecinin bireysel ve Orgiitsel/kurumsal diizeyine isaret eden bu iki kavram ara-
sinda iligkinin olup olmadig1 incelenmeye degerdir. Arastirmada, 6grenen Orgiit
kavramu egitimin ciktilari/sonuclari tizerinden degerlendirildigi icin alan yazinda
onemli bir boslugu doldurmasi umulmaktadir.

Aragtirmanin Amaci

Aragtirmanin amaci, ortaokul 6grencilerinin akademik basarilari (mezuni-
yet ve bir Ust 6gretime gecis) ile 6grenen Orgiit olmaya yonelik 6gretmen ve okul
yoneticilerinin gorisleri arasindaki iligkiyi incelemektedir. Bu amagla su soru-
lara yanit aranmustir. (i) Ogrencilerin akademik basarisi (mezuniyet ve bir st
Ogretime gecis basarisi) ne diizeydedir? (ii) Katilimcilarin (okul miidiirii, miidiir
yardimcist ve dgretmen) dgrenen orgiit disiplinlerine iligkin goriisleri nelerdir?
Bu goriisler; cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapma gibi
degiskenlere gore farklilasmakta midir? (iii) Ogrencilerin akademik basarst ile
okullarin 6grenen Orgiit puanlari arasinda anlamli bir iliski var midir? (iv) Okul-
larin 6grenen Orgiit puanlari, 6grencilerin akademik basarisini (mezuniyet ve bir
list 0gretime gecis puanlarini) yordamakta midir?
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Yontem

Arastirma iliskisel tarama modelindedir. iliskisel tarama modeli, iki ya da
daha ¢ok degisken arasinda birlikte degisim varligin1 ve/veya ya da derecesini
belirlemeyi amaglayan bir modeldir. Tarama yoluyla bulunan iligkiler gercek bir
neden sonug iligkisi olarak yorumlanamaz ancak, bir degiskendeki durumun bi-
linmesi halinde 6tekinin kestirilmesinde yararli sonuglar verebilir (Karasar, 2011,
s. 81-82). Bu arastirmada, 6grencilerin akademik basarilar1 (mezuniyet ve bir iist
ogretime gegis) ile 6gretmen ve okul yoneticilerinin 6grenen Orgiit algt diizeyleri
arasindaki iligki incelenmistir.

Evren ve Orneklem

Arastirmanin hedef evrenini Tokat’ta 2016-2017 6gretim yilinda ortaokul-
larda gorev yapmakta olan 2.858 dgretmen ve bu 6gretmenlerin gorev yaptiklari
okullarin miidiir ve miidiir yardimcilar ile sekizinci simif 6grencileri olugturmak-
tadir (MEB, 2017). Bu evreni % 1 hata payu ile temsil edecek 6rneklem biiyiiklii-
gii en az 588 kisidir (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz ve Demirel, 2012,
s. 98). Ote yandan 6lgme aracinin hatali doldurmasi, yeterli sayya ulasamamasi
ya da eksik doldurulmasi gibi ihtimaller nedeniyle 600 kisiye aracin uygulanma-
sina karar verilmistir. Ornekleme girecek dgretmenlerin belirlenmesinde oransiz
kiime ornekleme teknigi kullanilmistir. Her bir okul kiime olarak belirlenmis,
yansizlik kuralina gore yeter sayida ortaokul 6rnekleme dahil edilmigtir. Okullar
belirlenirken yalnizca sekizinci siif 6grencisi olan okullar 6rnekleme dahil edil-
mis, sekizinci sinif 6grencisi olmayan ortaokullar kapsam diginda tutulmustur.
Buna gore, belirlenen 6rneklem biiyiikliigiine ulagsabilmek icin aragtirma olcii-
tlinii saglayan 21 ortaokul rastlantisal olarak 6rnekleme alinmistir. Dolayisiyla,
ogretmenler belirlenirken sekizinci sinif dgrencisi olan ortaokullar, 6grenciler
belirlenirken ise dlcegin uygulandigi okulda sekizinci sinif 6grencisi olmak yeterli
gorilmiistiir. Her bir okul kiime olarak belirlendigi ve karsilastirmalar okullarin
ortalama puanlari tizerinden yapildigi i¢in 6rneklem 6gretmen sayilari iizerinden
olusturulmusg, 6grenci ve okul ydneticisi sayilar1 ise uygulama yapilan okullara
gore belirlenmistir: Ogretmen sayisina gore drnekleme dahil edilen okullarin;
okul yoneticilerinin ve sekizinci smif 0grencilerinin tamami 6rnekleme alinmis-
tir. Elde edilen veri toplama araclarindan kullanilabilir durumda olan 565’i {ize-
rinden analizler yapilmistir. Akademik basariya iligkin verilerde uygulama yapi-
lan okullarin sekizinci sinif 6grencileri tercih edilmistir. Burada iki temel neden
vardir. Birincisi, herhangi bir sinifin degil, bir donemin etkisi goriilmek isten-
mis; bu nedenle mezuniyet verileri kullanilmugtir. Tkincisi ise 6grencilerin bir iist
Ogretime gecis basarilarinin da arastirmada kullanilmak istenmesidir. Boylece,
merkezi diizeyde yapilan, okullar arasi olasi 6znel degerlendirmeleri ortadan
kaldiran ve kismen daha nesnel olan bir sinavin sonuglari da arastirmaya dahil
edilmis olmaktadir. Arastirmaya katilan okul yoneticisi ve 6gretmenlerin demog-
rafik ozellikleri Tablo 1’de verilmistir.
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Tablo 1
Katilmcilann Demografik Ozellikleri
Degiskenler Frezlf()a ™ Yiizde (%) Degiskenler Freil;)a ™ Yiizde (%)
Kadin 275 488 L. Tamam- 5 41
lama
Cinsiyet Erkek 289 51,2 Mezuniyet | jgans 489 87,2
Durumu R
Yiiksek 49 8,7
Toplam 564 100,0 lisans
Toplam 561 100,0
1101l 211 41,0 3-200gret- g 21,1
men
1120y 186 36,1 24008 ), 372
Okul retmen
Kidem Biiviikliiai 41-60 O3
2lveiizeri 118 22,9 uyuiiugu UEE 85 32,7
retmen
61 ve tizeri 51 9,0
Toplam 515 100,0
Toplam 565 100,0
Okulyone- ;¢ 9,8 . Devlet 507 89,7
. ticisi Gorev
Okuldaki Yapilan
Gorev Ogretmen 509 90,2 Yef Ozel 58 10,3
Toplam 564 100,0 Toplam 565 100,0

Verilerin Toplanmasi ve Analizi

Aragtirmada veri toplama araci olarak Tiirkoglu (2002) tarafindan gelisti-
rilen “Orgiitlerde Ogrenen Organizasyon Disiplinlerinin Gerceklesme Diizeyini
Tespit Olcegi” ile arastirmaci tarafindan gelistirilen “Demografik Bilgiler For-
mu” kullanilmistir. Olgekte bes 6grenen orgiit disiplinini kapsayan 42 madde ve
Demografik Bilgiler Formu’nda ise sekiz soru yer almaktadir. Olgegin giivenir-
lik katsayisi .93 (Spearman-Brown) ve ic tutarlik katsayisi .95 (Cronbach Alpha)
olarak tespit edilmistir (Tiirkoglu, 2002). Olcegin kapsam gecerliligine yonelik
olarak Tiurkoglu (2002) uzman goriisiine bagvurmustur. Ancak, bu arastirma
kapsaminda da 6l¢ek maddeleri bir alan uzman tarafindan incelenmistir. Bu
ara§t1rmada Cronbach Alpha .98 olarak hesaplanmstir. Olgek tiim okullarda aym anda aras-
tirmaci tarafindan uygulanmustir.

Arastirmanin ikinci veri seti 6grencilerin mezuniyet ve bir tist 6gretime gecis
basarilarima iligkin (TEOG sinav sonuglari) verilerdir. Tlgili veriler, 2016-2017 6g-
retim yil1 sonunda uygulama yapilan okullardan saglanmistir. Okullardan her bir
ogrenciye iliskin mezuniyet ve TEOG yerlestirme puanlari olmak tizere iki basari
puani gostergesi alinmistir. Arastirmada, yirmi bir okulda 6grenim goren, 1799
sekizinci sinif 6grencisinin mezuniyet ve ayni 6grencilerin TEOG basar1 puanla-
rina iliskin veriler analizlere dahil edilmistir. Ogrencilerin akademik basarisina
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iliskin veriler sira numaralarina gore alinmig; bdylece 6grencilerin kimlik bilgile-
rinin gizliligi korunmustur.

Olgme araci, Likert tipi 42 maddeden olusmaktadir. Aracin 1-5. sorular
“Kisisel Hakimiyet”, 6-12. sorular1 “Zihnini Modeller”, 13-23. sorular1 “Payla-
silan Vizyon”, 24-32. sorular1 “Sistem Diisiincesi” , 33-42. sorular1 ise “Takim
Halinde Ogrenme” disiplinlerine aittir. Disiplinlere iliskin her soru “Hicbir Za-
man”, “Nadiren”, “Bazen”, “Genellikle” ve “Her Zaman” seklinde bes diizey-
de derecelendirilmistir. Olcekteki en diisiik puan bir, en yiiksek puan bestir.
Olgeklerden alinan puanlarin ortalamalarinin yorumlanmasinda su araliklar be-
lirlenmistir: 1.00-1.79= hicbir zaman, 1.80-2.59= nadiren, 2.60-3.39= bazen,
3.40-4.19= genellikle ve 4.20- 5.00= her zaman.

Verilerin analizlerinde frekans, ylizde, ortalama degerleri, iki degisken tize-
rinden yapilan kargilastirmalarda Iliskisiz (Bagimsiz) Orneklemler t-Testi, degisken
sayist ikinin iizerinde ise Iliskisiz Orneklemler Icin Tek Faktorlii Varyans Analizi
yapimustir. Degiskenlik ¢6ziimlemesi sonucu F Testi anlamli ise farkliligin hangi
gruptan kaynaklandigini belirtmek icin Scheffe testi uygulanmistir. Basit dogrusal
regresyon analizi icin, katilimcilarin 6grenen oOrgitlere iligkin algi diizeylerinden
hareketle, her bir okulun 6grenen 6rgiit puanlari hesaplanmustir. Ogrencilerin aka-
demik basarisi ile 6grenen Orgiit disiplinleri arasindaki iligki icin, dagilimin nor-
malligi sayithsi test edildikten sonra, Pearson korelasyon katsayist hesaplanmustir.
Basit Dogrusal Regresyon Analizi yapilmadan Once varsayimlari test edilmistir.
Oncelikli olarak bagimli degiskene iliskin eksik veriler incelenmis ve dlcegin tiim
maddelerinde eksik (missing) veri olmadig1 tespit edilmistir. Tkinci olarak ug de-
gerler tespit edilmistir. Tabachnick ve Fidel’e (2007°den aktaran Basol ve Zabun,
2014) gore stirekli degiskenlerde standart degeri +3.29’un iizerinde olan degerler
potansiyel u¢ degerdir. Buna gore siir degerin tizerinde olan 25 gdzlem veri se-
tinden silinmistir. Ugiincii olarak yordayic degisken ile bagimli degisken arasin-
da dogrusal bir iligki olup olmadigi ve degiskenlerin iki degiskenli normal dagilim
gosterip gostermediklerine bakilmistir. Bunun icin standartlastirilmis tahmini de-
gerler ile standartlastirilmis hata degerleri arasindaki grafikler incelenmis ve de-
giskenlerin dogrusal oldugu goriilmiistiir. Degiskenlerin normallik dagilimini test
edebilmenin bir bagka yolu ise carpiklik ve basiklik katsayilarinin incelenmesidir.
Buna gore, normal bir dagilimda carpiklik ve basiklik katsayilarinin 0 olmasi bek-
lenir. Ancak Tabachnick and Fidell’e (2013) gore basiklik ve carpiklik katsayisi de-
gerleri -1.5 +1.5 arasinda ise dagilimin normal oldugu kabul edilebilir. Ote yandan
George ve Mallery’ye (2010) gore ise sosyal bilim arastirmalarinda carpiklik ve
basiklik degerlerinin -2,0 ile +2,0 arasinda olmasi normallik dagilimi i¢in yeterlidir.
Arastirmada degiskenlerin basiklik ve carpiklik katsayilarinin -1.5 ile +1.5 arasin-
da deger aldig1 gortlmistiir. Arastirmada bagimsiz degiskenlerin her bir diizeyi
icin normallik dagilimi yapilmistir. Buna gore carpiklik ve basiklik katsayilari sira-
styla kadin 0,54/0,46, erkek 0,66/0,29, yonetici 0,64/0,04, 6gretmen 0,54/0,50, kidem
1-10 y1l: 0,54/0,74, 11-20 y1l: 0,49/0,57, 21 ve ustii: 0,94/ 1,01 ve devlet 0,53/0,47, 6zel
0,91/0,17 olarak hesaplanmustir. Bu veriler, bagimsiz degiskenlerin alt diizeylerinde
de dagilimin normal oldugunu gostermistir.
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Varsayimlar tamamlandiktan sonra, okullarin 6grenen Orgiit puanlarinin 6g-
rencilerin akademik basarisinin ne kadarini yordadigina iligkin Basit Dogrusal
Regresyon Analizi yapilmistir. Arastirmada kullanilan istatistiksel ¢oziimleme-
lerde anlamlilik diizeyi .01 olarak kabul edilmistir.

Bulgular

Bu baslik altinda arastirmada yanit aranan sorular amac ifadelerine paralel
olarak sunulmustur. Arastirma kapsaminda yanit aranan ilk soru, 6grencilerin
mezuniyet ve bir iist 6gretime gegis (TEOG) basarilarinin ne oldugudur. Ogren-
cilerin mezuniyet ve bir iist 6gretime gecis (TEOG) basarilarini gosteren veriler
Tablo 2’de sunulmustur.

Tablo 2
Ogrencilerin Mezuniyet ve Bir Ust Ogretime Ge¢is (TEOG) Puanlan

Degisken N X sS
Mezuniyet Puani 1799 83,66 12,90
TEOG Puani 1799 369,46 90,67

Ogrencilerin mezuniyet puanlar1 100 iizerinden, yerlestirmeye esas TEOG
puanlar1 500 iizerinden hesaplanmaktadir. Aragtirmaya katilan 1.799 0grencinin
ortalama mezuniyet puani 83 ve bir list 0gretime gecis basarisin1 gosteren or-
talama TEOG puani ise 369’dur. Buna gore 6grencilerin mezuniyet ve TEOG
puanlar1 ortalamanin tizerindedir.

Katilimcilarin Ogrenen Orgiit Disiplinlerine Yonelik Algt Diizeyleri ve Farkhihik
Analizlerine Iliskin Bulgular

Bu alt baglikta, katilimcilarin (okul midiirii, miidiir yardimeisi ve 6gretmen-
ler) 6grenen orgiit disiplinlerine iligkin goriisleri ve bu goriislerin ¢esitli degisken-
ler (cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapiyor olma durumu)
agisindan farklilagip/farklilasmadigina iligkin ikinci amag sorusu yanitlanmistir.

Tablo 3 ) )
Katiimcilarin Ogrenen Orgiit Algi Diizeyleri

Ogrenen Orgiit Disiplinleri N X ss

Kisisel Hakimiyet 565 3,88 0,86
Zihni Modeller 565 4,00 0,84
Paylagilan Vizyon 565 3,97 0,87
Sistem Diistincesi 565 3,85 0,82
Takim Halinde Ogrenme 565 4,04 0,78
Okullarda Ogrenen Orgiit Diizeyi 565 3,96 0,77
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Tablo 3 incelendiginde, katilimcilarin 6grenen Orgiitiin kisisel hakimiyet,
zihni modeller, paylasilan vizyon, sistem diisiincesi ve takim halinde 6grenme
disiplinlerine iligkin algr ortalamalari 3,85 ile 4,04 araliginda degismektedir. Ka-
tilmcilarin 6grenen orgiitiin tiim disiplinleri agisindan “genellikle” diizeyinde
bir algiya sahip olduklar: tespit edilmigtir. En yiiksek disiplinin 4,04 ortalama ile
takim halinde 6grenme oldugu goriilmektedir.

Katilimeilarin algilarinin demografik 6zelliklere gore farklilik gosterip gos-
termedigi aragtirmanin bir bagka amac sorusudur. Tablo 4, 5, 6 ve 7°’de okul yone-
ticisi ve 6gretmenlerin cesitli degiskenler acisindan 6grenen Orgiit algilar karsi-
lagtirilmaktadir. Katilimceilarin cinsiyetlerine gore dgrenen érgiit algi diizeylerine
iligkin t testi sonuclari Tablo 4’de sunulmustur.

Tablo 4
Katihmcilann Cinsiyetlerine Gore Ogrenen Orgiit Algi Diizeylerine Iliskin t Testi
Sonuclar

Boyutlar Cinsiyet N X S t sd p

Kisisel Hakimiyet Kadin 275 3,87 087 ,036 562 97
Erkek 289 3,88 0,86

Zihni Modeller Kadin 275 3,95 0,84 1,164 562 24
Erkek 289 4,04 0,83

Paylasilan Vizyon Kadin 275 3,93 0,89 1,150 562 25
Erkek 289 4,01 0,84

Sistem Diistlincesi Kadin 275 382 085 1,003 562 ,32
Erkek 289 3,88 0,78

Takim Halinde Ogrenme Kadin 275 4,02 0,78 177 562 44
Erkek 289 4,07 0,77

Toplam Kadin 275 3,92 0,79 ,963 562  ,34
Erkek 289 3,99 0,76

*p<.01

Yapilan analizlerde katilimcilarin 6grenen orgiit algilari cinsiyete gore an-
lamli farklilik gostermemistir. Ancak, istatistiksel olarak anlaml farklilik citkma-
makla birlikte kisisel hakimiyet disiplini disinda, erkek katilimcilarin puanlarinin
yiiksek oldugu goriilmektedir.

Katilimcilarin unvanlarina gére 6grenen orgiit algt diizeylerine iliskin t testi
sonuclar1 Tablo 5’de verilmistir.
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Tablo 5

Katilimcilanin Unvanlarina Gére Ogrenen Orgiit Algi Diizeylerine Iliskin t Testi

Sonucglan

Boyutlar Gorev N X S t sd p

Kisisel Hakimiyet Yonetici 55 421 058 3,024 562 ,00
Ogretmen 509 3,84 0,88

Zihni Modeller Yonetici 55 441 049 3908 562 ,00
Ogretmen 509 3,95 0,85

Paylasilan Vizyon Yonetici 55 431 054 3,09 562 ,00
Ogretmen 509 3,94 0,89

Sistem Diisiincesi Yonetici 55 423 051 3,679 562 ,00
Ogretmen 509 3,81 0,83

Takim Halinde C)grenme Yonetici 55 447 056 4360 562 ,00
Ogretmen 509 4,00 0,78

Toplam Yonetici 55 434 047 3,88 562 ,00
Ogretmen 509 3,92 0,79

*p<.01

Tablo 5’de goriildiigi gibi, katilimeilarin 6grenen Orgiit disiplinlerine iligkin

gorisleri kisisel hakimiyet [t

(562)

=3.02, p< .01], zihni modeller [t,,=3.91, p< .01],

paylagilan vizyon [t 5, =3.10, p< .01] , sistem duigiincesi [t 5, =3.68, p< .01] ve takim
halinde 6grenme [t s, =436, p< .01] olmak tzere tim disiplinlerde anlamli bir
farklilik gostermistir. Anlamli farkin oldugu tiim boyutlarda, okul yoneticilerinin
gorislerinin 6gretmenlerden daha olumlu oldugu goriilmektedir.

Katilimcilarin ¢aligtiklar: kuruma gore 6grenen Orgiit alg1 diizeylerine iligkin
t testi sonuclar1 Tablo 6’da verilmistir.
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Tablo 6

Katilimcilanin Calistiklart Kuruma Gére Ogrenen Orgiit Algt Diizeylerine Iligkin t

Testi Sonuglar

Boyutlar Kurum N X S t sd p

Kisisel Hakimiyet Devlet 507 3,81 085 5483 563 ,00
Ozel 58 445 0,74

Zihni Modeller Devlet 507 394 083 4993 563 ,00
Ozel 58 450 0,66

Paylasilan Vizyon Devlet 507 391 087 4923 563 ,00
Ozel 58 449 0,68

Sistem Diisiincesi Devlet 507 3,79 0,81 5204 563 ,00
Ozel 58 437 0,66

Takim Halinde C)grenme Devlet 507 399 0,78 4,920 563 ,00
Ozel 58 451 055

Toplam Devlet 507 390 0,77 5436 563 00
Ozel 58 447 0,58

*p<.01

Ogrenen orgiitlere iligkin goriisler, 6zel okullar ile devlet okullarinda go-
rev yapan katilimeilar arasinda kisisel hakimiyet [t =548, p< .01], zihni mo-
deller [ts;;,=4.99, p< .01], paylasilan vizyon [t =4.92, p< .01], sistem diistincesi
[t563=5-20, p< .01] ve takim halinde 6grenme [t ., =4.92, p< .01] olmak tizere tiim
disiplinlerde anlamli bir farklilik gdstermistir. Anlamli farkin oldugu disiplinler-
de 6zel okullarda gorev yapan katilimcilarin puanlariin dolayisiyla 6grenen Or-
giit algilariin daha yiiksek oldugu goriilmektedir.

Katilimeilarin kidemlerine gore dgrenen orgiit disiplinlerine iliskin ANOVA
sonuglar1 Tablo 7°de verilmistir.
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Tablo 7
Katilimcilanin Kidemlerine Gére Ogrenen Orgiit Algi Diizeylerine Iliskin ANOVA
Sonucglan

Boyut Kidem N X S F Sd p Fark
Kisisel (1)1-10 y1l 211 3,87 0,92 3ile 1/2
Hakimiyet 2)1120yil 186 3,72 0,86 gruplar
7,47 2514 ,00 arasinda
(3) 2lve usti 118 4,11 0,70
Toplam 515 3,87 087
Zihni (1H)1-10 y1l 211 4,00 0,91 3ile 1/2
Modeller (2)1120y11 186 388 0,85 gruplan
6,38 2;514 ,00 arasinda
(3) 2lve ustii 118 4,23 0,62
Toplam 515 4,01 0,84
Paylagilan (1)1-10 y1l 211 3,97 094 2ile 3
Vizyon (2)11-20y11 186 3,85 0,90 gruplar
6,01 2;514 ,00 arasinda
(3) 2lve usti 118 4,20 0,64
Toplam 515 398 0,87
Sistem (1)1-10 yil 211 3,85 0,89 2ile 3
Distincesi (2)11-20y1l 186 3,75 0,84 gruplar
5,35 2;514 ,01 arasinda
(3) 2lve usti 118 4,06 0,60
Toplam 515 3,86 0,82
Takim Halinde (1)1-10y1l 211 4,04 0,82 2ile 3
Ogrenme (2)1120yil 186 396 0,78 gruplan
4,33 2;514 ,01 arasinda
(3) 2lve ustii 118 4,23 0,66
Toplam 515 4,05 0,78
Toplam (H1-10 y1l 211 3,95 0,84 3ile 1/2
(2)1120y11 186 3,84 0,80 gruplar
6,52 2;514 ,00 arasinda
(3) 2lve usti 118 4,17 0,58
Toplam 515 396 0,78

*p<.01

Kidem ii¢ kategoride (1-10 yil, 11-20 yil, 21 yil ve istii) karsilastirilmistir.
Buna gore, katiimcilarin gorisleri kisisel hakimiyet [F, ,, =747, p< .01], zihni
modeller [F,,,=6.38 p< .01], paylasilan vizyon [F,,,,=6.01, p< .01], sistem dii-
stncesi [F,, 5,,=5.35, p< .01] ve takim halinde 6grenme [F,, 5, =433, p< .01] olmak
tizere tiim disiplinlerde anlamli farklilik gostermistir. Buna gore, 6grenen orgiit
disiplinlerine iligkin puanlar kisisel hakimiyet (,,, =4.11), zihni modeller (,,,
=4.23), paylagilan vizyon (,,, =4.20) sistem diiglincesi (,,, =4.06) ve takim ha-
linde 6grenme (,,, =4.23) disiplinlerinde kidemi 21 yil ve lizerinde olanlarda
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daha ytiksektir. Kidemi 21 yil ve iizerinde olan katilimcilar kigisel hakimiyet ve
zihni modeller alt boyutunda diger iki gruptan (1-10 y1l ile 11-20), paylasilan viz-
yon, sistem diisiincesi ve takim halinde 6grenme alt boyutlarinda ise kidemi 11-
20 yil arasinda olan katilimeilardan daha yiiksek oldugu goriilmektedir.

Ogrencilerin Mezuniyet ve TEOG Puanlary ile Ogrenen Orgiit Disiplinleri Ara-
sindaki Iliskiye Yonelik Bulgular

Arastirmada yanit aranan bir diger soru 0grencilerin mezuniyet ve bir iist
Ogretime gegcis puanlar ile katilmcilarin 6grenen Orgiit alg1 diizeyleri arasinda
anlaml iligki olup olmadigidir. Bu soruya yanit bulmak amaciyla Pearson kore-
lasyon katsayilar1 hesaplanmig, sonuglar Tablo 8’de sunulmustur.

Tablo 8
Ogrencilerin Akademik Bagan Diizeyleri ile Katilimcuarin Ogrenen Orgiit Algi
Diizeyleri Arasindaki 1liski

Degiskenler 1 2 3 4 5 6 7 8

1. Mezuniyet Puani 1 ,95%*% 26** 23%* 26**  25%%  7*E 6%
2. TEOG Puani 1 LQ20%% YRR D3R DAEE - DSEE S D4EE
3.Kisisel Hakimiyet 1 JIGF*  TTEE - J8EE - J4RE g5EE
4.Zihni Modeller 1,00 ,89** 86** ,83**F  94%**
5. Paylasilan Vizyon 1,00  ,90** 84%*  96**
6. Takim Halinde Ogrenme 1,00 87%* 96**
7. Sistem Diisiincesi 1,00 ,93**
8. Toplam Ogren Orgiit Puani 1,00
**p<.01

Tablo 8’de goriildiigli gibi, 6grencilerin akademik basar: diizeyleri ile kati-
Iimeilarin 6grenen Orgiit algr diizeyleri arasinda tiim boyutlarda pozitif yonde
anlamli iligki vardir (p< .01). Katilimcilarin 6grenen Orgiit algi diizeyleri arttik-
¢a, ogrencilerin akademik basarisi (mezuniyet ve bir iist 6gretime gegis puani)
artmaktadir. Pearson korelasyon katsayilari .20 ile .27 arasinda degismektedir.
Biiyiikoztiirk’e (2012, s. 32) gore korelasyon katsayisinin, mutlak deger olarak
.70 ile 1 arasinda olmasi yiiksek, .70 ile 30 arasinda olmasi orta ve .30’a kadar
olmasi ise diislik diizeyde bir iligkiye isaret etmektedir. Buna gore, 6grencilerin
mezuniyet ve bir list 6gretime gecis puanlariin kendi arasinda yiiksek diizeyde,
Ogren Orgiit disiplinleri ile arasinda ise diisiik diizeyde pozitif bir iligkinin oldugu
gorillmektedir.
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Okullarin Ogrenen Orgiit Puanlarimin Ogrencilerin Mezuniyet ve TOG Puan-
larinin Ne Kadarini Yordadigina Iliskin Basit Dogrusal Regresyon Analizi Bulgulart

Okullarin 6grenen Orgiit puanlarinin 6grencilerin mezuniyet ve TEOG pu-
anlarinin ne kadarini yordadigina iligkin basit dogrusal regresyon analizi bulgu-
lar1 Tablo 9’da verilmistir.

Tablo 9
Okullarin Og'renqn Orgiit Puanlarimin Ogrencilerin Mezuniyet Puanlanini Ne Kada-
ro Yordadigina Iliskin Basit Dogrusal Regresyon Analizi Bulgulan

Degisken B Standart Hata B § t p
Sabit 50,772 2,905 17,477,000

Okulun toplam
Ogrenen Orgiit puant

8,475 , 745,259 11,378,000

R= .26, R?= .07, F=129,464, p< .01

Arastirma kapsaminda yanit aranan son soru, okullarin 6grenen Orgiit pu-
anlarinin 6grencilerin mezuniyet ve bir iist 6gretime gecis puanlarini anlamli bir
sekilde yordayip yordamadigidir. Bu soruya yanit bulmak amaciyla basit dogru-
sal regresyon analizi yapilmistir. Tablo 9’da goriildiigii gibi, okulun toplam 6gre-
nen Orgilit puaninin mezuniyet puanlarini yordama durumunu test eden model
anlamhidir (F= 129.46, p< .01). Okullarinin toplam 6grenen o6rgiit puanlarinin,
mezuniyet puanlarinin %7’sini yordadigi (R?>=.07) goriilmektedir.

Okullarin 6grenen Orgiit puanlarinin 6grencilerin bir iist 6gretime gecis
(TEOG) puanlarini ne kadarimi yordadigina iliskin basit dogrusal regresyon ana-
lizi bulgular1 Tablo 10’da verilmistir.

Tablo ZO . . . . .
Okullarin Ogrenen Orgiit Puanlarimin Ogrencilerin Bir Ust Ogretime Gegis

(TEOG) Puanlannt Ne Kadarnn Yordadigina Iliskin Basit Dogrusal Regresyon
Analizi Bulgular

Degisken B Standart Hata B § t p
Sabit 157,886 20,526 7,692,000

Okulun toplam 6grenen
Orgiit puani

54,524 5263  ,237 10,361  ,000

R= .24, R?= .06, F=107,341, p< .01

Tablo 10°da goriildigii gibi, okullarin toplam dgrenen orgiit puanlannin bir
iist ogretime gecis (TEOG) puanlarini yordama durumunu test eden model an-
lamlidir (F= 107.34, p< .01). Okullarinin toplam &grenen orgiit puanlart TEOG
puanlarinin %6’sin1 yordadigi (R?=.06) goriilmektedir.
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Tartisma, Sonuc ve Oneriler

Ogrenen orgiit kavrami ile akademik basari (mezuniyet ve bir {ist 6gretime
gegis) arasindaki iligkinin incelendigi bu arastirmada, 6grencilerin mezuniyet ve
bir iist 6gretime gecis bagarilarinin ortalamanin iizerinde oldugu goriilmektedir.
Bu veri, okullarin akademik basar1 diizeyleri agisindan ug degerlere sahip olma-
digini, dolayisiyla karsilastirilabilir oldugunu gosterebilir. Ornegin sinavla 6gren-
ci alan ve akademik secicilik uygulayan okullarda basar1 puanlarinin ortalamanin
¢ok tistiinde olmasi beklenir ve dolayisiyla genel egilimi yansitmayabilir. Bu so-
nu¢ Aslan’m 2017 yilinda 527 sekizinci smif 6grencisi ile yiiriittiigii ve 6grencile-
rin TEOG basarisin1 degerlendirdigi arastirma verileri ile tutarhdir.

Katilimellarin 6grenen Orgiitiin tiim disiplinleri agisindan “genellikle” dii-
zeyinde bir algiya sahip olmalari, okullarin 6grenen Orgiit olma yolunda ya da
okul gelisimi acisindan olumlu bir gosterge olarak degerlendirilebilir. Bu sonuc,
Tiirkoglu (2002), Ozus (2005), Banoglu ve Peker (2012) tarafindan aymi 6lgek-
le ii¢ farkh ilde (Ankara, Konya, Istanbul), farkli zamanlarda yapilan arastirma
sonuclart ile tutarhdr. Tlgili arastirmalarda okul yoneticisi ve 6gretmenlerin 6g-
renen Orgiit alg1 diizeylerinin ortalamanin iizerinde oldugu tespit edilmistir. Ote
yandan, ilgili arastirmalarda en dusiik algi diizeyi kisisel hakimiyet disiplinine
ait iken, bu arastirmada en diistik alg1 diizeyi sistem diisiincesi disiplinine aittir.
Bu farklilik, egitim isgOrenlerinin lisansiistii egitim, hizmet i¢i egitim ya da diger
yollarla (uzaktan egitim vb.) kisisel hakimiyet diizeylerini yiikselttigi anlamina
gelebilir.

Sistem diisiincesini besinci disiplin olarak tanimlayan Senge’e (2006) gore,
orgilitte birbirinden bagimsiz gibi goriinen olaylar arasinda neden—sonug iligkisi
vardir. Bu neden-sonug iligkini gorebilmek, orgiit tiyelerinin olgular: daha dogru
sekilde degerlendirmesi ve siirec icinde degistirilmesi gereken olgular konusun-
da yol gosterici olabilir. Bu aragtirmada, en diisiik alg1 diizeyinin sistem diisiin-
cesi disiplininde ortaya cikmasi; okul yoneticisi ve dgretmenlerin 2012 yilindan
itibaren, egitim sisteminde ¢ok kokli degisikliklerle (4+4+4 sistem degisikligi,
programlarda yaganan degisim, ilkdgretimden orta ve yiiksekogretime gecis sis-
temine iligkin diizenlemeler vb.) karst karsiya kalmalar ile ilgili olabilir. Tiirk
egitim sisteminin merkezi yapist nedeniyle, sisteme ya da okula iligkin degisimler
merkez orgiitii tarafindan belirlenmektedir. Ustelik bu diizenlemelerin cogunda,
egitim isgorenlerinin gorislerinin alinmamis olmasi ya da okula dayali bir yone-
tim sisteminin olmayisi; egitim isgdrenlerinin giderek egitim politikalarina yon
vermekten uzaklastiklar: diistincesini gelistirmelerine neden olmus olabilir. Bu
ise, egitim isgOrenlerinin okulda yasanan ya da okulu etkileyen olgulara iliskin;
merkezi diizeyde verilen kararlara katilma olanaklart sinirli oldugu ya da kimi
durumda hi¢ olmadig i¢in, neden-sonug iligkisini daha az kurduklari, giderek
“biitiin/sistem” lizerine daha az disiindiikleri anlamina gelebilir. Bagka bir ifa-
deyle, egitim isgOrenleri, okulun icinde bulundugu sistemin biitliniinii degerlen-
dirme ve egitim sistemini olusturan parcalar arasindaki iligkileri kavrayabilme
boyutundan giderek uzaklasiyor olabilir.
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Ote yandan, arastirmada takim halinde 6grenme en yiiksek ortalamaya sa-
hip disiplin olarak tespit edilmistir. Bu, beklenen bir sonu¢ olarak degerlendirile-
bilir. Cilinkii okullar yaptiklar isin dogas: geregi kolektif bir etkinlik stirdiiriirler
ve takim halinde calismak ya da 6grenmek zorundadirlar. Bu nedenle, 6gretmen
ve okul yoneticilerinin bu disipline iligkin alg1 diizeyleri ytiksek ctkmug olabilir.
Senge’e (2006) gore, giiniimiiz 6rgiitlerinin 6grenme birimi bireyler degil, takim-
lardir. Orgiitlerin karsilastigi sorunlarin cesitligi, isgdrenlerin tek bagma ¢oze-
bilecekleri sinirlarin cok istiindedir. Keza ayni durum okullar icin de gecerli-
dir. Okullar ¢ok c¢esitli sorunlarla karsi karsiyadir; egitim isgdrenlerinin bireysel
olarak bu sorunlarla bag edebilmesi gii¢ gdriinmektedir. Nitekim Bursalioglu'na
(2005) gore, okul yoneticilerinin rolleri 6rgiit mithendisligi, sosyal miithendislik,
verim uzmanlig1 ve isletmeciligi de kapsayacak bicimde genislemistir. Okul yone-
ticilerinin bu rolleri tek bagina gerceklestirebilmesi miimkiin gérinmemektedir.
Takim halinde 6grenmeye iliskin ortalama puanlarin yiiksek ctkmasi, gretmen
ve okul yoneticilerinin bu konudaki farkindalik diizeylerinin yiiksek oldugu an-
lamina gelebilir.

Zihni modeller en yiiksek ortalamaya sahip ikinci disiplindir. Egitim Or-
giitleri bilginin en yogun kullamildig ve iiretildigi orgiitlerdir. Islevleri geregi,
zihni modeller olusturmak zorundadirlar. Ogrencilerde dis diinyay: algilamaya
iligkin zihni modeller olusturmasi beklenen bir orgiitiin ¢alisanlarinin, bu disip-
line iligkin ortalama puanlariin yiikksek cikmast beklenen bir sonug olarak yo-
rumlanabilir. Ustelik okullarin ya da genel olarak egitim orgiitlerinin, grenen
orgiit disiplinlerine yatkin olduklar1 da sdylenebilir. Dolayisiyla, zihni modeller
disiplinine iliskin puanlarin yiiksek cikmasi, egitim isgdrenlerinin hazir bulunus-
luk diizeylerinin, 6grenen Orgiit olma yolunda uygun oldugu anlamma gelebilir.
Ciinkd siirekli 6grenmek zorunda olan bir 6rgiitte, 6grenme zihni bir doniisiimii
gerektirmektedir. Senge’e (2006) gore zihni modeller yalnizca dis diinyay: algila-
makla ilgili bir disiplin olmayip, ayn1 zamanda diistiniilenlerin daha yararl hale
getirilerek, bireylerin diisiinme yontemlerini gelistirir. Bu ise egitim Orgiitlerinin
caliganlar1 agisindan elzemdir.

Okul yoneticisi ve 6gretmenlerin, 6@renen orgiit disiplinlerine iliskin algila-
r1; cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapma gibi degiskenlere
gore anlamli farklilik gosterip gostermedigi de incelenmistir. Ogrenen orgiit di-
siplinlerine iligkin algilar, cinsiyete gore anlamli bir farklilik gostermemistir. Bun
sonug, Banoglu & Peker (2012) ve Uysal’in (2005) sonuglarindan farklilagmistir.
Ilgili arastirmalarda 6grenen orgiit disiplinin bazi alt disiplinlerinde cinsiyete
gore anlamli bir fark bulunmustur. Bu arastirmada, 6grenen orgiit disiplinlerine
iliskin alg1 diizeylerinin, cinsiyete gére anlamli bir farklilik gdstermemesi, egitim
ig gorenlerinin okulun, 6grenen orgiit olma gerekliligini benzer bicimde algila-
diklar1 anlamina gelebilir. Cinkii egitim isgorenlerinin, toplumsal degisme ve
gelismelerden benzer bicimde etkileniyor olmasi ve ayni zamanda, cinsiyeti ne
olursa olsun, orgiitlerde benzer sorunlarla bas etmek zorunda olmalari, konuya
iligskin gortslerini benzer hale getirmis olabilir.
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Ogrenen orgiite iligkin, okul yoneticisi ve 6gretmenlerin algi diizeyleri tiim di-
siplinlerde farklilasmistir. Okul yoneticilerinin goriislerinin, 6gretmenlerden daha
olumlu oldugu goriilmektedir. Bu bulgu Giiglii ve Tiirkoglu’nun (2003) calismalart
ile tutarhdir. Giiclii ve Tiirkoglu Ankara ilinde 240 katilmcr ile gerceklestirdikleri
arastirmalarinda benzer bir sonuca ulagmislardir. Bu sonug iki noktaya isaret edi-
yor olabilir. Birincisi, okul yoneticilerinin (okul miidiirii, miidiir yardimcisi) 6gren-
me olanaklari; kendini gelistirme, okulun kaynak ve olanaklarindan yararlanma
diizeyleri, 6gretmenlerden fazladir. Ote yandan Tiirkiye’de 6gretmenlerin hizmet
ici egitim gereksinmeleri ve mesleki gelisimlerinin karsilanmasi konusunda cesitli
sorunlarin oldugunu gdsteren arastirmalar mevcuttur (Madden, 2003; Kagan, 2004;
Aydogan, 2002; Sen, 2003; Yilmaz, Yoldas & Yangil, 2004; Ucar & 1pek, 2006).
Ornegin Kacan (2004) “Sinif Ogretmenlerinin Mesleki Gelisime Iliskin Isteklilik
Diizeyleri” isimli ve 220 dgretmen ile gerceklestirdigi aragtirma sonuglarina gore,
ogretmenlerin mesleki gelisimleri icin caba sarf ettikleri, ancak bazi engellerle kar-
silagtiklart tespit edilmistir. Ogretmenlerin mesleki geligim engelleri olarak; mad-
di sorunlar, ders yiikii ve sinif mevcutlarinin kalabalik olusu ile siyasal ve politik
baskailari ilk ti¢ siraya koyduklar: goriilmektedir. Arastirmada 6gretmenlerin, “siif
yOnetimi” bagta olmak tizere cesitli konularda, mesleki ve kisisel gelisim ihtiyaclari-
nin oldugu da tespit edilmistir. Tkincisi ise istatistiksel bir sirhlikla iliskili olabilir.
Aragtirmalarda, 6gretmen ve yonetici sayisi lizerinden yapilan kargilastirmalarda
yOnetici sayis1 0gretmenlere gore genellikle azdir. Nitekim bu arastirmada da 55
yonetici, 509 6gretmen analizlere dahil edilmistir. Dolaysiyla 6rneklem genisledik-
¢e ortalama degerlerin diisme olasiligi vardir; sonuclar arasindaki anlamli farklilik
orneklem biiyiikliiklerinden de kaynaklaniyor olabilir.

Ogrenen orgiit disiplinlerine iliskin yoneticilerin alg1 diizeylerinin yiiksek
cikmasi, okullarin 6grenen orgiitlere doniistiiriilme siirecinde énemli bir bas-
langic noktasi olarak da goriilebilir. Bu siire¢ her seyden dnce 6grenmeye acik
ve demokratik bir okul kiiltiiriiniin olusturulmasi ile ilgilidir. Bu nedenle okul-
lari, 6grenen Orgiitlere doniistiiriilme siirecinde yoneticilere dnemli sorumlu-
luklar dismektedir. Okullarda mesleki ve gilincel yazili kaynaklarin artirilmasi,
O0grenmeye uygun bir okul kiiltiiriiniin olugturulmasi, okulu gelistirmeye uygun
liderlik yaklagimlarinin benimsenmesi ve 0gretmen liderliginin gii¢lendirilme-
si gibi bir¢ok konuda yoneticilerin algilart belirleyicidir. Clinkii 6grenen Orgiit
kiiltiirii geleneksel orgiitlerden farkhihiklar icerir. Ogrenen orgiitlerde, otorite ve
giic, merkezi denetimden oldukca uzaklara, hiyerarsinin alt birimlerine dogru ya-
yilir. Insanlar1 hareketlerinde 6zgiir birakarak kendi fikirlerini denetlemelerine
ve ortaya cikan sonuglardan sorumlu olmalarina imkan verir (Senge, 2000°den
aktaran Ozday1 & Ozcan, 2005). Bu ise egitim yoneticilerinin liderlik rollerini ye-
rine getirmesi ve demokratik bir okul ortami olusturmasi ile yakindan iligkilidir.
Nitekim okullarin gelisimi ve degisimi agisindan hem okul yoneticisi liderlik rol-
lerinin hem de 6gretmenlerin sinif ici liderlik rollerinin gelistirilmesinin 6nemli
oldugunu ortaya koyan arastirmalar bulunmaktadir (Akbaba-Altun, 2003; Bey-
cioglu & Aslan, 2012; Elmore, 2000; Ellis, 2005; Heck & Hallinger, 2009; Kiling,
2013; Korkmaz, 2006).
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Okullarin 6grenen Orgiitlere doniistiiriilme siireci, bir yandan da egitim is-
gorenlerinin degerler sistemiyle de iliskilidir. Sagnak (2005) tarafindan yapilan
bir aragtirmada ilkogretim okullarinda gorev yapan yonetici ve 6gretmenlerin Or-
giitsel degerlere iliskin algilar1 belirlenmistir. McDonald ve Gandz’in gelistirmis
olduklar1 24 deger boyutunun kullanildig: arastirmada, degisim deger yonelimi
grubunda yer alan (denemeye aciklik, gelisme, otonomi, uyum saglamak, yarati-
cilik) degerlerin, 6gretmenlerin dncelik siralamasina gore son siralarda yer aldigt
tespit edilmistir. Bu bulgu, 6gretmenlerin okulda degisime ¢ok da agik olmadik-
lar1 anlamina gelebilir ve bu yoniiyle yonetici ve 6gretmenler arasindaki 6grenen
orgiit disiplinlerine iligkin alg: farkliliklar: ile tutarli oldugu soylenebilir. Oysa
Senge (1998, s.11’den aktaran Unal, 2006) dgrenen orgiitleri, kisilerin arzu et-
tikleri sonuglari elde etmek icin kapasitelerini siirekli olarak gelistirdikleri; yeni,
sinirlari zorlayan diistince gekillerinin ortaya atildigs; insanlarin siirekli bicimde
beraber 6grenmeyi 6grendikleri Orgiitler olarak tanimlamigtir.

Ogrenen orgiitlere iliskin goriisler, 6zel okullar ile devlet okullarinda gorev
yapan katilimcilar arasinda tiim disiplinlerde anlaml bir farklilik gostermistir.
Anlaml farkin oldugu disiplinlerde, 6zel okullarda gorev yapan katilimcilarin
puanlarinin, dolayisiyla 6grenen Orgiit algilarinin daha olumlu oldugu goriilmek-
tedir. Téremen’in (1999) “Devlet Liselerinde ve Ozel Liselerde Orgiitsel Ogren-
me ve Engelleri” baslikli doktora tez ¢alismasi bulgular1 bu sonug ile tutarhdir.
Ilgili arastirmada, orgiitsel 6grenmeye iliskin devlet liseleri ile 6zel liseler ara-
sinda farkhiliklar bulunmustur. Ozellikle devlet liselerinde bireysel arastirmalara
katilimin diigiik oldugu, 6diillendirme sisteminin yerlesmedigi, iletisimin yetersiz
oldugu, yeteri kadar planl calistimadigl, takim ruhunun diistik oldugu sonucuna
ulagilmugtir. Arastirmada devlet liselerinde vizyonun paylasilir hale getirilmesinin
gerekliligi vurgulanmigtir. Bil (2018), “Ortadgretim Okullarinin Ogrenen Orgit,
Orgiitsel Giiven ve Is Doyumu Diizeyleri Arasindaki Iliski” isimli doktora tez
¢aligmasinda benzer bir sonuca ulagmistir. Arastirmaya gore 0zel okullar, kamu
okullarina oranla gorece daha fazla 6grenen Orgiit olma 06zelligine sahiptir. Bu
sonug, Beycioglu ve Aslan’in (2012) arastirma bulgulari ile de tutarlidir. Arastir-
macilar, ilkogretim okullarinda gorev yapan 6gretmenlerin sergiledikleri liderlik
rollerine iliskin yoneticilerin ve 0gretmenlerin algi ve beklentilerinin ne diizeyde
oldugunu belirlemeyi amacladiklar1 arastirmada; kurumsal gelisme, mesleki ge-
lisme ve meslektaslarla isbirligi boyutlarinda 6zel ilkogretim okullarinda ¢alisan
katilimeilarin resmi okullarda ¢alisan katilimcilara gore, daha ytiksek aritmetik
ortalamalara sahip olduklarini bulmuglardir. Arastirmacilar bu bulguyu, resmi ve
ozel ilkdgretim okullarinin kurumsal yapisi ve isleyisindeki farklilik ile iligkilen-
dirmis; 6zel ilkdgretim okullarinin okul yapi ve igleyisinin daha esnek ve kurum-
sal gelisim ve etkililige daha uygun oldugu seklinde yorumlamiglardir. Nitekim
bu arastirmada 0zel okullar ile devlet okullar1 arasindaki en yiiksek algi farkinin
kisisel hakimiyet disiplininde oldugu goriilmektedir. Bu ise 6zel okullarla devlet
okullar1 arasinda egitim isgorenlerinin kendini gelistirme olanaklarinin da farkl
oldugu anlamina gelebilir. Ote yandan, bu sonug degerlendirilirken, 6zel okullar
ile devlet okullarindan arastirmaya dahil edilen katilimer sayilari arasindaki fark-
lilik da g6z 6ntinde bulundurulmalidir.
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Katilimcilarin 6grenen Orgiit algilar kidemlerine gore anlamli bigimde fark-
lilagsmaktadir. Buna gore, 6grenen Orgiit disiplinlerine iligkin puanlar, kidemi 21
yil ve iizerinde olanlarda daha yiiksektir. Ozellikle farkin kisisel hakimiyet di-
siplininde, diger disiplinlere gore, daha yiiksek oldugu goriilmektedir. Senge’e
(2006) gore yiiksek diizeyde kisisel hakimiyete sahip olan bireyler, siirekli geli-
sime inanan ve kendini gelistirme ¢abasi icinde olan kisilerdir. Kidemi 21 yil ve
tizerinde olan egitim iggdrenlerinin, mesleki deneyimlerinin ve goreceli olarak
daha geng¢ meslektaglarina gore kendilerini yenileme ¢abalarinin daha fazla ol-
mas1 beklenen bir sonuctur. Beycioglu ve Aslan’in (2012) arastirmasinda; ku-
rumsal gelisme, mesleki gelisme ve meslektaslarla igbirligi boyutlarinda, kideme
gore katilimcilar arasinda anlamli bir farklilik bulunmustur. Arastirmada 21 yil
ve lizerinde kidemi olan katilimcilarin, ii¢ boyutta da 6gretmen liderlik rollerine
iliskin daha olumlu algiya sahip olduklari tespit edilmistir. Ote yandan kidemi
yiiksek olan katilimeilarin 6grenen orgiit alg1 diizeylerinin yiiksek cikmasi, egi-
tim iggOrenlerinin i doyum diizeyleri ile de iligkili olabilir. Nitekim Bil (2018)
doktora tez caligmasinda, 6grenen Orgiit diizeyi artinca 6gretmenlerin is doyum
diizeyinin arttigini tespit etmigtir.

Arastirma, 0grencilerin mezuniyet ve bir ust 6gretime gecis basarilari ile
Ogrenen Orglttiin tim disiplinleri arasinda diisiik diizeyde anlaml bir iligkinin
oldugunu gostermistir. Buna gore, okullarin 6grenen Orgiit puanlari artikca, dii-
stik diizeyde de olsa 6grencilerin mezuniyet ve bir iist 6gretime gecis puanlari art-
maktadir. Bu iligkinin diistik diizeyde ¢cikmasinin iki ana nedeni olabilir. Birincisi,
akademik basariya etki eden ¢ok sayida degisken vardir. Ornegin arastirmalar,
Ogrencinin zeka ve yetenegi, cinsiyeti, 0zgliveni, motivasyonu, kisilik ozellikleri,
iletisim becerileri, calisma aligkanliklari, kaygi diizeyleri, herhangi bir derse ya
da konuya iligkin tutumu, okula baglama yast gibi ¢ok sayida kisisel degiskenin
ogrencinin basarisini etkilediginden soz etmektedir (Bahar, 2006; Cassady, 2004;
Duckworth & Seligman, 2006; Eski, 1980; Huang, 2008; Kara & Gelbal, 2013;
Keskin & Sezgin, 2009; Kiiciiker, 2016; Nartgiin & Cakir, 2014; Skouras, 2014;
Yidirim & Ergene, 2003; Yildirim, 2000). Benzer bigcimde, 6grencinin akade-
mik basarisina etki eden, sosyo-ekonomik (ailesel) degiskenlere iliskin de hatirt
sayilir bir alan yazin vardir (Aslan, 2017; Coleman,1988; Diinya Bankasi [DB],
2013; Gelbal, 2008; Jeynes, 2013; Kose, 2007; Oral & McGivney, 2014; Oksiizler
& Siirekei, 2010; Yelgiin & Karaman, 2015). Ote yandan, 6grencilerin akademik
basarisina etki eden kurumsal degiskenler arasinda en fazla egitim ortam ve ola-
naklari, 6gretmen yeterlilikleri ve okul tiirii iizerinde durulmaktadir (Berberog-
lu & Kalender, 2005; Darling-Hammond, 2000; Kavak, Aydin & Akbaba Altun,
2007; Sarier, 2016). Dolayisiyla, akademik basari ¢ok sayida degiskenden etkile-
nebilmektedir. Ogrenen orgiitler ile 6grencilerin akademik basarisi arasindaki
iligkinin diigtik citkmasinin ikinci nedeni ise, okullarin 6grenen Orgiit potansiyel-
lerini etkileyen ¢ok sayida faktoriin olmasindan da kaynaklaniyor olabilir. Egitim
isgorenlerinin degisime karsi tutumlari, kendilerini gelistirme becerileri, orgiitsel
bagliliklari, iy doyum diizeyleri ya da okullarin yonetim bigimleri, yoneticilerin
liderlik becerileri gibi ¢ok farkli degiskenden s6z etmek miimkiindiir.
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Arastirmada, 6grencilerin mezuniyet puanlari ile bir {ist 6gretime gecis
puanlarinin agikladigr varyans da farklilasmistir. Agiklanan varyans arasindaki
mezuniyet lehine olusan fark, yukarida agiklanan degiskenlerin yani sira, bir st
Ogretime gecis basarisin etkileyen bagka degiskenlerin oldugu anlamina gelebi-
lir. Nitekim merkezi sinav sonuclarinin degerlendirildigi arastirmalarda, 6grenci-
lerin sinav basarisini etkileyen ¢ok sayida degiskenden soz edilmektedir (Aslan,
2017; Bahar, 2006; Berberoglu & Kalender, 2005; MEB, 2010; Oksiizler & Sii-
rekei, 2010). Ancak, cocugun akademik basarisina etki eden ister kisisel, isterse
sosyo-ekonomik degiskenler olsun, kurumsal degiskenlere gore daha az miida-
hale edilebilir alanlardir. Bu aragtirmada 0grenen Orgiit disiplinleri akademik
basariya etki eden kurumsal degiskenlerden biri olarak ele alinmigtir. Kurumsal
degiskenleri makro ya da mikro (okul diizeyinde) diizeyde izlenecek politikalarla
iyilestirmek miimkiin olabilir.

Alanyazin, akademik basari ile 6grenen Orgiit arasindaki iligkiyi agiklamaya
yonelik daha fazla ampirik calismaya ihtiyag oldugunu gostermektedir. Bu arag-
tirma, Onemli bulgular ortaya koymus olmakla birlikte sinirliliklart da bulunmak-
tadir. Birincisi, 6grenen Orgiitler ile akademik basar1 arasindaki iligkiye yonelik
Ozellikle ampirik ¢alismalarin oldukea sinirli olmasi, arastirma bulgulariin diger
arastirmalarla iliskilendirilmesi konusunda bir smirlilik olusturmustur. Ikincisi,
Toplam Kalite Yaklagimi ya da 6grenen Orgtit gibi kar getiren isletmeler i¢gin ota-
ya atilan kavramlarin, egitim Orgiitleri icin kullanilmadan once, egitim bilimci-
ler tarafindan uygunlugunun kuramsal diizeyde tartisilmasi gerekmektedir. Bu
arastirmada, 6grenen Orgiitlin, akademik basari ile iligskisine odaklanildig icin,
kavramin elestirel bir degerlendirilmesi yapilmamustir. Ote yandan, bu tiir kav-
ramlara iligkin egitim Orgiitleri baglaminda yiiriitiilen tartisma ve elestirel calis-
malara gereksinim oldugu da goriilmektedir. Uciinciisii ise bu arastirma iligkisel
modelle desenlenmistir. Bu tiir arastirmalar nedensel karsilastirmalara olanak
tanimamaktadir. Bu nedenle, 6grenen orgiit ile akademik basar1 arasindaki ne-
densellige yonelik deneysel caligmalar ytriitiilebilir. Ayrica bu aragtirma ortaokul
kademesinde gerceklestirilmistir, arastirma diger kademlerde tekrarlanilabilir.

Devlet okullarinin 6grenen orgiit 6zelligi 6zel okullara gére daha dustiktir.
Ogren orgiit ve liderlik arasindaki iliski dikkate alindiginda, 6zellikle okul yone-
ticilerinin seciminde egitim yOnetimi alaninda lisansiisti diizeyde egitim almis
ve liderlik vasiflar1 olan yoneticilerin tercih edilmesi bu algiya olumlu katki su-
nabilir. Ayrica MEB, 6gretmen ve okul yoneticileri icin lisansiistii egitimi 6zen-
dirmeli, 6zellikle okul yoneticileri icin ise zorunlu hale getirmelidir. Arastirmada
ogretmenlerin algi diizeyleri yOneticilere gore diisiik cikmistir. Bu nedenle basta
ogretmenler olmak tizere egitim isgorenlerinin kisisel gelisim ihtiyaclarinin daha
iist diizeyde karsilanmasi igin egitici panel, seminer ve toplantilar daha sik diizen-
lenmeli ve MEB, bu tiir etkinliklere katilimi tesvik etmelidir.
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Akademisyenlerin fglen'm' Anlamli Bulma Diizeyinin Cegitli
Degiskenlere Gore Incelenmesi
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Abstract

This study aimed to the meaningfulness of their work from their own perspective in relation to a set of variables.
In this study descriptive survey design was used. In order to collect the data Meaningful Work Scale was develo-
ped and used. The participants of the study comprised of 385 academic staff members from three different public
universities. To analyze the data mean, standard deviation, frequency, and one-way ANOVA were used. The re-
sults revealed that participants find their work meaningful in terms of the work itself, sense of contribution, sense
of self and sense of balance in the respective order. Opinions of academics differ according to academic title,
discipline on sense of self and sense of contribution dimensions. Academics at the Faculty of Medicine find their
work more meaningful when compared with education, economics and administrative sciences faculties acade-
micians in relation to the sense of contribution dimension. The professors find their work relatively more mea-
ningful than the assistant professors both in relation to the sense of self and sense of contribution dimensions. In
the context of the relation of meaningful work on motivation and job satisfaction, manageable workload, work-
life balance and mentoring programs, total reward-recognition system in higher education can be recommended.

Keywords: Meaningful work, higher education, human resources management

Oz

Bu calismanin amaci, 6gretim tiyelerinin islerini anlamli bulma diizeyi ve anlamli bulma diizeyine iligkin goriis-
lerinin unvan, fakiilte ve tniversite degiskenleriyle iliskisinin saptanmasidir. Tarama tiiriindeki calismada veri-
ler, aragtirmacilar tarafindan gelistirilen Anlamli Is Olcegi araciligtyla toplanmustir. Arastirmanin drneklemi ii¢
kamu tniversitesinden 385 dgretim iiyesi olusmaktadir. Verilerin analizinde aritmetik ortalama, yiizde, standart
sapma ve tek yonli varyans (ANOVA) analizi kullanilmistir. Arastirma sonucuna gore 6gretim tiyeleri sirastyla;
isin kendisi, katki anlayisi, iste kendini algilama ve denge anlayisi boyutlarinda islerini anlamli bulmaktadir.
Ogretim iiyesi goriigleri, anlamli igin katki anlayigt ve iste kendini algilama boyutlarinda fakiilte ve unvana gore
farklilasmaktadir. Katki anlayist boyutunda tip fakiiltesi 6gretim tiyeleri, egitim ve iktisadi idari bilimler fakiiltesi
Ogretim tiyelerine gore islerini daha anlamli bulmaktadir. Profesorler, iste kendini algilama ve katki anlayisi bo-
yutlarinda yardimei dogentlere gore islerini daha anlamli bulmaktadirlar. Anlamli isin motivasyon ve is doyumu
ile iliskisi baglaminda, yiiksekogretimde dengeli is yiikii, is-yasam dengesi ve mentérlilk programlari, toplam
odiil-taninma sistemi uygulamalar1 6nerilebilir.
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Introduction

There are a lot of views that the sustainable success of organizations under
competitive and global pressures could only be provided by high quality workers.
Talented workers who contribute to their organizations by their high potential
and performances guarantee not only the profitability but also the existence and
efficiency of the organization in changing global circumstances. However, chang-
es in the structure of business and workforce, and generation differences create
problems in attracting high quality workers to the organization and keeping them
there (Axelrod, Handfield-Jones & Welsh, 2001; Akar, 2015; Cosack, Guthridge
& Lawson, 2010). Thus, it could be claimed that in order to attract workers who
are talented and have high potential to organizations and keep them at work, their
expectations and needs should be taken into consideration by organizations.

How workers do their job, their expectations from the organization, their
needs and career plans have been changing. Organizations need talented and
high-quality workers, but these people have different ideas about work life (Sin-
clair, 2004). Forces such as knowledge economy, information technologies, and
changing employment contracts necessitate a worker group that is autonomous
and strong as has never been before (Tucker, Kao & Verma, 2006). According to
a variety of views workers, now, prefer to work at organizations and occupations
where they have a feeling of purposefulness, can devote themselves, can pres-
ent their abilities and skills, fulfill a specific mission, and consider it meaningful.
Workers pursue purpose and meaning in what they do (Chalofsky & Krishna,
2009; Csikszentmihalyi, 2005; Gardner, Csikszentmihalyi & Damon, 2001). This
pursue can be explained by the reflection of global effects on workers, as well as
generation differences.

New generation workers look for meaning more in what they do and ask for
more meaningful duties from employers. Workforce is getting older, and new
workforce recruited instead of the retired workers lack in skills to fulfill that
job (Strack, Baier & Fahlander, 2008). The generation, who were born between
1965 and 1980 called as “X Generation”, is on the verge of retirement, so they
question life and the meaning of work more. When X Generation workers who
have certain professionalism and administrative experiences were asked how
they feel about the work and the workplace, they declared that they experience
“meaning loss or lack”, “setting goals”, “need for trust and commitment”, lost
their emotional bonds with their workplace and organization, and question their
whole life in relation to the above reasons (Holbecke & Springnett, 2004; cited
in, Chalofsky & Krishna, 2009, p.193). On the other hand, the new generation re-
placing the X Generation which is called the Y Generation who were born after
1980 prefer to work at organizations which fulfill their social responsibilities, and
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have ethical values and applications. The first Wave of Y generation who started
their career are on duty now. However, the attitude of changing jobs frequently
of this generation causes disappointment on the side of employers. Accordingly,
this generation who were raised by questioning their families, also question their
employers (Li & Devos, 2008). Worker commitment and work satisfaction are
effective factors that protect sustainable success of organizations. In this respect,
investigating the factors affecting worker commitment, work satisfaction and
motivation is very important in order to take organizational precautions.

Meaningful Work

The term “Meaningful Work” has frequently been examined in organiza-
tional behavior literature since 1990’s. Changes in the habits of workers, the lack
of trust against organizations because of ethical scandals, burnout caused by
working in fast competitive conditions, commitment issues, frequent job change
(Darlying & Chalofsky,2004), and the differences in the views of X generation
and Y generation workers to work life caused more spiritual and humane ap-
proaches in work-human relations to come to existence (Chalofsky, 2003 ; Rosso,
Dekas & Wrzesniewski, 2010). In the light of these developments, a variety of
new terms and approaches such as “positive psychology” (Seligman & Csikzent-
mihalyi, 2000), Strength Based Approach, “Work-Life Quality Movement”
(Passmore, 1985), “Work-Life Balance” (Caproni, 1997), “Talent management”
(Axelrod, Handfield-Jones & Welsh, 2001), “Positive Work Relations”, “Mean-
ingful Work”, and “Good Job” (Gardner, Csickszentmihalyi & Damon, 2001)
took their place in the agendas of organizations.

Meaningful work is the ability which individuals could live their life by doing
things where they have psychological, spiritual and social fulfillment with a sense
of purposefulness and contribution (Miller, 2010). Meaningful work is defined
as “a work which calls the individual to do a work which comes from inside with
a higher level of feeling of guidance” (Treadgold, 1997, p.7219). Very few things
could be satisfactory for people in life when they know what to do, use their skills,
and focus on a very difficult task. Opposite to the popular view, works, activities
and moments where the most satisfaction is felt are not at leisure times but at
work times (Gardner, Csickszentmihalyi & Damon, 2001). Meaningful work is a
personally satisfactory, internally motivating and rewarding concept. Chalofsky
(2003) defines the term meaningful work as “the state which a person reaches
wholeness, a new and deeper motivation” (Miller, 2010). When a person uses all
his skills, power and abilities to contribute valuably to the society, serve others,
make the world a better and livable place, and make a difference, then mean-
ingful work is achieved. People who experience meaningful work find aim and
meaning in their jobs and gain a huge sense of fulfillment by working (Miller,
2011). Expressions such as “utilizing the potential/putting it into practice” (Lieff,
2009, p.1384), “having internal satisfaction”, “doing what you like to do” (Miller,
2010, p.8) are frequently used in definitions of meaningful work.
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The “meaningful work” life of individual are defined as “state of having a
meaningful work” (Chalofsky, 2003, p.76); “being bound to meaningful work”
(Treadgold, 1997, p.7219); “meaning on/at work”. The term meaningful work
does not define a concrete structure but an abstract structure. With the help of
above definitions, meaningful work can be defined as “a deep motivation and
internal power that directs a worker to work and to his aim in life, helps him use
his skills and abilities fully in what he does, love and be integrated with the work,
self-actualize, to get not only work satisfaction but life satisfaction as well”.

The effects of meaningful work on the individual and the organization has
been investigated in the literature in terms of intrinsic motivation, work satis-
faction and organizational commitment. Meaningful work is “deep motivation
structure” that takes an individual to wholeness. People who consider their job
meaningful become motivated to do the job autonomously. There is a positive
relationship between considering the work meaningful and executing duties with
a high level of performance (Ros, Schwartz & Surkiss, 1999). Meaningful work
is defined as “deep intrinsic motivation” since it depends on “value” type of in-
ternal and external satisfaction types (Chalofsky, 2003). Meaningful work is im-
portant for individuals and organizations because it affects the level of satisfac-
tion gotten from the work. Work satisfaction is integrated with the satisfaction
for life, or it goes parallel with it. Job satisfaction either increases or decreases
depending on the values in working environment (Brown et al., 2001). Need of
belonging and commitment which are expected to be fulfilled by working envi-
ronment and organizations go parallel with meeting the expectations related to a
meaningful work life. One of the factors that provide organizational commitment
is that individual values correspond to organizational culture, and workers feel
valuable when they experience this through their job performance (McClure &
Brown, 2008). In other words, people who experience meaningful work life are
committed to their work environment. In a literature review, Rosso, Dekas and
Wrzeniewski (2010) examined the effects of meaningful work in terms of a vari-
ety of dimensions such as, work motivation, absenteeism, commitment, develop-
ment and career development. Meaningful work has a negative relation with
stress but positive relation with self-conception (Treadgold, 1997). Meaning is
important since it affects the level of satisfaction a person gets from work (Brown
et al., 2000), and it is the situation where the main motivation for a worker is on
doing the job rather than achieving success (Chalofsky, 2003). As it is obvious
in the literature, meaningful work life is directly related to motivation and job
satisfaction of workers.

Integrated Wholeness Meaningful Work Model

The most frequent meaningful work model which is also the basis for this
study is “Integrated Wholeness Meaningful Work Model” by Chalofsky (2003).
This model is comprised of three components as “A sense of self”, “The Work
Itself” and “A Sense of Balance”. A fourth theme has been added to these three
themes as “A Sense of Contribution” (Miller, 2010). According to this model,
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it is a universal sense for people to quest meaning in what they do. Meaningful
work is a psychological construct that is comprised of four themes as “a sense of
self”, “the work itself”, a sense of balance”, and “a sense of contribution”, and
that makes a person whole in his life. Individuals live to reach this wholeness
and achieve satisfaction in relation to their aims and meanings (Chalofsky, 2003;
Miller, 2008). Maslow (1943), who used this term for the first time, claimed that
integrated wholeness is one of the building blocks of motivation, and an indi-
vidual holds an intrinsic motivation in order to self-actualize by using his innate
capacity with his choices and activities which also covers work life, and this moti-
vation helps him to make himself whole. If this person uses this intrinsic motiva-
tion in his work, he experiences a constant improvement and work satisfaction
together with a meaningful work experience in return (Cited in, Miller, 2008,
p.94). Meaningful work life could be claimed that it has an intermediary role for
workers in life-satisfaction and self-actualization in the wholeness comprised of
the sense of productivity, mastery and contribution while doing their work.

A sense of self: This dimension is where the worker puts himself completely
(mind, body, sense, spiritual) into his work and work environment ; knowing his
potential and improving it; knowing his life aims and has a harmony in his work,
and has a positive belief system in terms of achieving his goals. This dimension
is related to self-actualization of the individual in his work (Chalofsky, 2010).
Understanding of self and the ability of an individual to achieve meaning in work
relates to how much he commits himself (Miller, 2008)

The Work Itself: This dimension defines exhibiting the highest mastery per-
formance; exploration, creativity, learning and constant improvement at work;
possibility of reaching aims through work; autonomy at work, and dominance
in and around work environment. The work itself means actualizing life targets
(Miller, 2008). Understanding of the work is defined by the term “flow” in the
literature. According to Chickszentmihalyi'ye (2005), we experience the sense of
commitment when we are in the flow. This dimension does not only mean to suc-
ceed in work for the worker, it is also a process of pleasure where doing the work
and performing well at that work matters. The person is sure of success while doing
the job and has a natural tolerance and acceptance against failure. The reason for
this is the attraction of new learning and improvement possibility which is brought
by the sense of risk in the work itself while an individual is doing the work which he
is sure that he will succeed. It is not important to be a builder, teacher or doctor,
building, teaching and treating is what matters. In a study by advanced technology
experts, Gayle, (1997) found that these people knew that they would work at what-
ever position they want for huge amounts of money, so they do not care about posi-
tion and salary. What is important for them is to contribute to the organizational
efficiency, make a difference, experience a constant sense of exploration and use
their creativity (Cited in, Chalofsky, 2003, p.76). The work itself could be claimed
to be an intrinsic motivation and psychological construct which is experienced in
terms of improving in integration, get pleasure, and have a sense of achieving life
aims through work by workers while doing their job.
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A Sense of Balance: There should be a balance between work-duty identity
and spiritual identity; to be beneficial to himself and others; to be in balance
between family and friendship identities, and to support himself and others. Ac-
cording to Chalofsky (2010) the sense of balance is not making a decision by go-
ing back and forth among options, but a management of tension. “it is explained
with a metaphor saying, “floating on a wavy river by letting yourself to the cur-
rent”. The sense of balance is where an adult sees the work life as an adven-
ture- a discovery; controls the flow between his career and life; takes risks when
necessary; becomes flexible; trusts the process; manages the tension between the
need to go forward and the need for control. It is making trustable and sensitive
choices towards his needs and expectations when confusing effects related to
family, personal needs and work occur.

A Sense of Contribution: The features of this dimension for the individual
are ordered as using skills, power and abilities for the benefit of others; mak-
ing the world a better place to live; and feeling ourselves as a part of something
greater. The sense of contribution is added to Chalofsky’s (2003) three themes
as a fourth one by Miller (2008). The desire that a person seeks to serve and con-
tribute against others and to a greater group or environment where he feels he
belong is explained as “a sense of contribution”.

Meaningful work has environmental components as well as individual ones.
According to Terez (2000) meaningful work causes high level or performance
in individuals, but the important thing is to create a work environment where
individuals would consider their job meaningful because working environment is
not only a place where people physically go, but it is also a physical, spiritual and
behavioral field for people. This field could transform workers from mechanical
doers to creators, artists, authors who use their skills and abilities in their work.
Five key components of creating a meaningful work environment are; Mission
(Aim, Relatedness, Validity), Human (Respect, Equity, Sincerity, Flexibility, Ap-
propriation), Improvement (Exploration, Invention, Support, Personal Develop-
ment), Community (Dialogue, Ability to form relations, Serving, Being known-
Appreciation), Being “Me” (Self, Harmony, Balance, Valuableness).

As seen, meaningful work is related to job satisfaction and motivation. In
this respect, meaningful work life and meaningful work environment are im-
portant variables in providing efficiency and success; and avoiding leaving from
work and providing high potential and performance. It was found that people
who have meaningful work commitment have negative relation with stress and
depression and positive relation with the concept of self; moreover, they tend
to use problem-based solutions (Treadgold, 1997). According to another study,
different meaning sources which workers find in work place affect their work
satisfaction levels (Brown et al., 2000). In a study held with 400 workers, it was
found that in ethical leadership which affects commitment and organizational
identification, meaningful work has an intermediary effect (Demirtas, Hannah,
GOk, Arslan & Capar, 2017). It can be claimed that meaningful work affects job
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satisfaction and motivation of workers directly or indirectly and causes a higher
level of efficiency and mastery in terms of performance.

In terms of hypothetical knowledge and the literature, it is obvious that
meaningful work life is a variable in organizations’ sustainable success as a
strong, deep and intrinsic motivation and commitment tool. Meaningful work
is also important for human resources applications in terms of work design and
employee empowerment. Meeting meaningful work demands of able and high
potential workers is only possible by providing a work place and working condi-
tions where workers have a feeling of contribution by integrating with the work
together with executing a job which is appropriate to their potentials.

When higher education is considered, it could be claimed that meaningful
work is a factor to be considered in recruiting, development and work design
processes to provide motivation and organizational commitment of academi-
cians who execute educational, research, scientific knowledge production activi-
ties which needs high level of mental skills and intellectual effort. After 2000,
86 state and foundation universities were established in our country. According
to 2018 data, number of academicians in state and foundation universities is 158
097, and number of students is 7 560 371 (YOK, 2018). As seen, the numbers of
students, academicians and universities are relatively high. Universities which
are in the process of institutionalization should perform a variety of duties and
functions together such as increasing education demands in one hand and com-
peting with international changes, establishing quality systems and contribute to
economic developments in cities on the other. The insufficiency of numbers of
academic staff at universities (Dogan, 2018) could be solved by providing de-
velopment opportunities for young academicians, improving human resource
programs and politics in higher education that takes generation differences into
consideration to achieve long term and efficient work for them. In this respect, it
is important to identify meaningful work levels of academicians in terms of hu-
man resource management in recruiting processes and employee empowerment
for higher education.

The concept of meaningful work which is defined as deep intrinsic motiva-
tion seems to be a valuable topic to investigate since it is in relation with work sat-
isfaction and performance of workers. Also, when findings of studies in manage-
ment psychology and organizational behavior in terms of work satisfaction and
motivation are taken into consideration the issue appears to have more impor-
tance. On the other hand, meaningful work topic grasps attention in order to ac-
tivate factors motivating new generation academicians to get qualified academic
staff to stay in the organization and prevent workforce cycle in newly established
universities which are in the process of institutionalization.

This study aimed to determine the meaningful work level of academics and
to explore their opinions about meaningful work in terms of different variables.
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With this aim in mind following research questions were asked.

1. In what level do academicians find their work meaningful in terms of
subdimensions of meaningful work as sense of self, work itself, sense of
balance and sense of contribution?

2. Is there a significant difference in terms of university, position and fac-
ulty between the opinions of academicians at universities in sense of
self, work itself, sense of balance and sense of contribution sub-dimen-
sions of meaningful work?

Method

The study was held in survey design since it aimed to determine the level
that academicians consider their job meaningful in the four subdimensions of
meaningful work and whether their opinions differ in terms of different variables
(Title, faculty, university). Survey studies aim to describe a situation in the past
or available at present (Karasar, 1991). this study was held in survey model since
it aimed to describe current situation of meaningful work levels of academicians
and the relations of their opinions with different variables.

Population-Sample and Data Collection

The target population of the study were academicians (Assistant Professor,
Associate Professor and Professor) working at faculties of medicine, engineer-
ing, economics and administrative sciences and education at Ankara University
(1946) which is relatively institutionalized, Van Yiiziincu Y1l University (1982)
which is in institutionalization process, and Pamukkale University (1992) which is
at the beginning of institutionalization process. The study was held with academi-
cians working in 12 faculties of chosen three universities in 2014-2015 Education
year. Stratified sampling method was applied in sampling. Academicians of three
universities were stratified in three levels in terms of their titles as professor, as-
sociate professor, and assistant professor; and four levels according to their fac-
ulties as Economics and Administrative Sciences (EAS), Education, Engineering
and Medicine, and comprised of 8 levels. The target population consisted of
1647 academicians. In order to determine sample sizes, hypothetical sampling
sizes charts for different sizes were used (Balci, 2019). According to this, in the
population consisted of 1647 academicians, the size necessary for 95% confi-
dence level is 333. In order not to experience problems because of faulty scales,
the scales were applied to 385 academicians. Scales were sent to academicians
chosen through simple random sampling, and who work at faculties that repre-
sent different disciplines by obeying the numbers determined for sub groups in
stratified sampling. The frequencies and percentages of academicians who took
part in the study were presented in Table 1. for Title, University, Faculty, Gender,
Age, Seniority as academicians, and Seniority at the present university
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Table 1.

Frequencies and Percentages of Academicians In Terms of Variables

Meaningful Work Level of Academics

Variable Level Professor ?rss;: Asst. Prof. Frequency f()/e?;centage
Title* Professor 159 159 41,3
Assc. Prof. 93 93 24,2
Asst. Prof. 133 133 34,5
Total 385 100,0
University Pamukkale 37 41 47 125 32,5
100. Y1l 8 13 61 82 21,3
Ankara 114 39 25 178 46,2
Total 159 93 133 385 100,0
Faculty Medicine 100 46 42 188 48,8
Engineering 32 18 42 92 23,9
Education 11 15 33 59 15,3
EAS 16 14 16 46 11,9
Total 159 93 133 385 100,0
Gender Female 46 37 37 120 31,2
Male 113 56 96 265 68,8
Total 159 93 133 385 100,0
29-39 0 27 83 110 29,5
40-49 58 52 45 155 41,6
Age 50-59 57 11 3 71 19,0
60-69 35 0 0 35 9,4
70-Over 2 0 0 2 S
Total 152 90 131 373 100,0
1-5 0 4 10 14 3,7
o 6-10 2 10 39 51 13,6
lsfcr:c‘i);glyicﬁns 11-15 3 353 89 23,8
16-20 26 30 19 75 20,1
21- Over 122 13 10 145 38,8
Total 153 90 131 374 100,0
1-5 5 16 42 63 16,8
Seniority at 6-10 7 22 42 71 18,9
Present 11-15 22 30 32 84 22,4
University — 16-20 26 18 10 54 14,4
21- Over 94 5 4 103 27,5
Total 154 91 130 375 100,0

*The academic title valid in 2014-2015 Academic year was used.
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120 (31,2%) of the participants were female and 265 (68,8%) were male.
159 (41,3%) of the participants were professors, 93 (24,2%) were Associate
Professors, and 133 (34,5%) were Assistant Professors; 125 (32,5) worked in
Denizli Pamukkale University, 82 (21,3%) worked at Van 100. Y1l University
and 178 (46,2%) worked in Ankara University. According to the faculty variable
188 (48,8%) of the academicians worked at Medical Faculty, 92 (23,9) worked
at Engineering Faculty, 59 (15,3) worked at Education Faculty, and 46 (11,9%)
worked at Economics and Administrative Sciences Faculty. According to gender,
it was seen that 70% of the participants were male; only one in three participants
were females. This suggest that academician recruiting at universities should be
investigated in terms of gender for human resources and recruitment policies;
and having Medical Faculty academicians to form the biggest percentage could
be considered as the reflection that Medicine Faculties have a great number at
universities.

Development of the Data Collection Tool

Data in the study were collected using “Meaningful Work Scale” devel-
oped by the researchers. As for the development of the main data collection tool
“Meaningful Work Scale”, following steps were taken.

-Item pool was formed depending on the relevant literature, observations
and personal experiences.

- Items were discussed one by one in terms of their appropriateness to the
structure in question, Turkish expressions and clearness.

- After the item pool had its final form, it was presented to educational man-
agement, assessment and evaluation, and Psychological counseling and guidance
experts for content validity. The scale was adjusted through expert opinions and
prepared for pilot application.

- A personal data form related to demographic information of participants
was added to the draft which was reduced to 61 items at the beginning. Draft tool
was given to 122 participants (to the academicians who worked at six universities
other than the ones participating to the study) through online and face to face
interviews for validity and reliability analysis. Data were analyzed using SPSS 17
statistics pack. As the data showed a normal distribution for parametric tests, it
was seen that the variances were equal. In order to determine the suitability of
the data collected through pilot study to factor analysis, KMO value and Barlett
tests were applied. After determining the KMO value is 0,81 and Barlett test
was significant, it was decided that the data were suitable for factor analysis.
The reliability and validity analysis of the scale were applied separately for each
dimension.

The Exploratory Factor Analysis (EFA) results showed that the draft scale
could be reduced to four dimensions according to Eigenvalue and Scree Plot
Graphic criterion. The data collection tool was analyzed again by factor analysis
in four dimensions. 4 items (29,33,2 and 6) whose factor loadings overlapped,
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and the 7 items (13, 40, 10, 27, 3, 25 and 23) whose factor loadings were below
the acceptable 0,40 factor load were excluded from the scale, and remaining 50
items were put into factor analysis once more. Two items (22 and 21) whose
factor loadings overlapped and 2 items (7 and 8) whose factor loadings were
below the acceptable 0,40 factor load were excluded from the scale and remain-
ing 46 items were collected under four dimensions. There are 14 items in “the
sense of contribution” subdimension with factor loadings between .45 and .85,
and item total correlations between .51 and .81. This sub scale which explains
17.15% of total variance has a ,93 Cronbach Alpha Reliability Coefficient. The
second subdimension called “The Work Itself” has 13 items with factor loadings
between .41 and .67, and item total correlations between .67 and .34. This sub-
dimension explains 12.84% of the total variance, and its Cronbach Alpha Reli-
ability Coefficient is ,86. “A sense of self” subdimension has 12 items with factor
loadings between .41 and .65, and item total correlations between .67 and .22.
This subdimension explains 11.33% of the total variance, and its Cronbach Al-
pha Reliability Coefficient is ,70. The fourth subdimension “a sense of balance”
has 7 items with factor loadings between .40 and .83, and item total correlations
between .51 and .27. this subdimension explains 7.05% of the total variance, and
its Cronbach Alpha Reliability Coefficient is ,30. The Meaningful Work Scale
whose Total Scale Alpha Value is .90 and the variance it explains is 48.37% with
46 items; A Sense of Contribution Subscale (14 items), The Work Itself Subscale
(13 items), A Sense of Self Subscale (12) items and A Sense of Balance Subscale
(7 items) and personal information form was found to be a reliable and valid
Likert Type scale.

Data Analysis

In the analysis of the collected data, the level that academicians consider
their work meaningful in four subdimensions of meaningful work was analyzed
through descriptive analysis in percentages, arithmetic mean, standard deviation;
and in the comparison of the opinions of teaching stuff in terms of considering
their work meaningful according to title, faculty and university, one-way variance
analysis (ANOVA) test was applied. Because Meaningful work scale is a Likert
type 1-5 rating scale, it was divided into five equal parts and point distances were
determined for each option. As for the evaluation of arithmetic means showing
the participation level for each subscale, rating distances were used as Strongly
Disagree (0.00-1.79), Disagree (1.80-2.59), Undecided (2.60-3.39), Agree (3.40-
4.19), Strongly Agree (4.21-5.00).
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Findings

Table 2 presents the opinions of academicians related to the level they con-
sider their job meaningful in the subscales of meaningful work.

Table 2

Descriptive Statistics of the Opinions of Academicians Related to the Level They
Consider Their Work Meaningful

Item X S Importance
1. I am beneficial to others with what I do 4,48 ,68 1
2. I serve to my university with what I do. 4,30 78 3
3. I contribute to the society with what I do. 4,08 85 9
4. I feel that I serve a meaningful purpose while working. 4,33 ,80 2
5. I could use my skills and capacity to help others while working. 422 81 4
- 6. I feel that I could add value to others’ lives in my work. 4,16 84 5
§ 7. I feel that I contribute to the humanity with my work. 3,77 1,04 14
E 8. ivtollllx;k I have a job that helps me contribute to live on a better 384 98 1
5 . . .
% 0. Inl;e;.e(l)lsleased that I create a difference with what I produce in 377 98 13
@ 10. I can make others’ lives beautiful with my job. 3,83 92 12
11. I can achieve my personal aims with my job. 3,85 ,90 10
12.  Thave a feeling that I work for a meaningful aim. 4,14 .84 7
13. My job lets me serve the community. 4,16 ,86 6
14. My job brings me prestige in and out of my organization. 4,13 ,85 8
Total 57,14(4,08) 8,85 (0,87)
1. I try to make my job the one I always want to do. 4,29 77 6
2. Iwant to a job that lets me do what I want to achieve in life. 4,36 ,79 4
3. I believe that the rela.tion I set with my job presents gifts that 4,24 ,90 7
money cannot ever give.
4. I want to do a job suitable for me. 4,39 ,80 3
5. I love my job. 4,34 ,76 5
= 6. I do not understand how time flies when I am working. 4,21 ,86 9
:f 7. I think I continuously improve while working. 4,23 ,80 8
§ 8. My job lets me try new things. 4,16 ,86 10
9. My job lets me learn new things. 4,40 71 1
10. My job needs creativity. 4,06 84 13
11. I decide how to do my job. 4,12 ,80 12
12. My job needs a lot of effort. 4,40 71 2
13. My job lets me do different things using different tools. 4,14 ,83 11

Total

55,39(4,26) 6,71 (0.80)
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Meaningful Work Level of Academics

Descriptive Statistics of the Opinions of Academicians Related to the Level They
Consider Their Work Meaningful (Continued)

Item X N Importance
1. I become one with my job while working. 4,13 76 1
2. I work with the enthusiasm to reach at another goal. 4,01 83 2
3. Iforget everything else while working. 3,64 95 6
4 ;l;z rcilienegpt(s)artri;/f?;;i?n while doing my job adds another 378 90 4
5. For. me, Fhe mos.t important thing is the excitement I fee.l 3.50 101 3
- while doing my job other than the success at the end of it.
é 6. I want to do a job which needs me spend all my energy. 3,49 1,03 9
é 7. I think about work even when I am out of work. 3,28 1,13 10
& 8. For me working is a vital need like bread and water. 3,58 1,11 7
9. I know what to do automatically while doing my job. 3,93 83 3
10.  Ifeel as if I am exploring something while doing my job. 3,69 ,90 5
1 ifviol:lalg '[C(})1 zﬁ:ji:olr)]i'.[ween my family and my work, 1,93 107 1
12.  Thave the real pleasure from my work, not my family. 1,94 1,05 11
Total 40,96(3,41)  7,32(0,96)
1. Money, I earn at my job is sufficient. 3,71 1,13 3
2. I protect the balance between my job and my family. 3,79 ,96 1
§ 3. I could spare enough time both for my job and my family. 3,54 1,05 4
S Lo e s e w2
bS]
“E? 5. I spare most of my time to my family, not my job. 2,58 98 7
5}
@ 6. I spend most of my energy to my job, not my family. 3,15 1,05 5
7. I spare most of my resources to my family rather than my job. 3,12 1,04 6
N =385 Total 23,65(3,37) 3,98(1,01)

As seen in Table 2. Academicians made the most participation in the Work
Itself dimension (55.39/X =4.26) and at completely agree level; the least partici-
pation in a Sense of Balance dimension (23,65 / X =3.37) and at agree level.

Academicians think their job “completely” (55.39/X =4.26) meaningful at
“the Work Itself” subdimension. At this dimension, while the first three items
that academicians made the most participation at “completely” level are; “my job
lets me learn new things.” (X =4.40), “My job needs a lot of effort.” (X =4.40)
and “I want to do a job suitable for me.”(X =4.39), the final three are; “My job
needs creativity.” (X =4.06), “I decide how to do my job.” (X =4.12) and “My job
lets me do different things using different tools.” (X =4.14).
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At “A Sense of Contribution” dimension, academicians consider their job
meaningful at “agree” (57.14/X=4.0) level. The first three most participation
made by academicians were; “I am beneficial to others with what I do.” (X
=4.48), “I feel that I serve a meaningful purpose while working.” (X =4.33) and
“I serve to my university with what I do.” (X =4.30) at “completely” level. The
least participated three items were “I feel that I contribute to the humanity with
my work.” (X =3.77), “I feel pleased that I create a difference with what I pro-
duce in my job.” (X=3.77) and “I feel that I could add value to others’ lives in
my work.” (X =3.83) at “agree” level.

Academicians consider their job meaningful at “agree” level at “A Sense of
Self” (40.96 / X =3.41) dimension. The most participated first three items were,
“I become one with my job while working.” (X =4.13), “I work with the enthusi-
asm to reach at another goal.” (X=4.01) and “I know what to do automatically
while doing my job.” (X=3.93) at “agree” level, and the least contribution at
“disagree” level at “If I had to choose between my family and my work, I would
choose work.” (X=1.93) and “I have the real pleasure from my work, not my
family.” (X =1.94) items.

As for “a Sense of Balance” dimension, academicians consider their job
meaningful at “Undecided” level (23,65/X =3.37). the first three items were, “I
protect the balance between my job and my family.” (X =3.79), “I can manage
the balance between my job and my friends efficiently.” (X =3.73) and “Money,
earn at my job is sufficient.” (X =3.71) at “agree” level; and the least participated
items were “I spare most of my resources to my family rather than my job.” (X
=3.12), “I spend most of my energy to my job, not my family.” (X =3.15) and “I
spare most of my time to my family, not my job.” (X =2.58) at “disagree” level.

Comparison of Opinions of Academicians Related to the Level of Considering Their
Job Meaningful

Whether there is a significant difference in terms of opinions of academi-
cians according to the level they consider their work meaningful for title, uni-
versity and faculty variables was investigated using one-way variance analysis
(ANOVA). Findings related to the comparison of opinions of academicians to
consider their work meaningful at subdimensions od Meaningful Work Scale in
terms of “title” variable were presented in Table 3.
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Table 3.
ANOVA Results for “Title” Variable of Academicians Opinions Related to Consid-
ering Their Work Meaningful

Significant
Dimension Title n X S sd F P Difference
(Dunnet C)

1. Prof. Dr. 159 59,06 820 2,382 8291 .000** 1-3

Sense of

Contribution 2. Assoc. Prof. Dr. 93 57,04 8,15

3. Asst. Prof. Dr. 133 54,90 9,57
1. Prof. Dr. 159 56,22 6,37 2,382 2488 .084
Work Itself 2. Assoc. Prof. Dr 93 5527 7,22
3. Asst. Prof. Dr. 133 5448 6,65
1. Prof. Dr. 159 42,15 7,55 2,382 4,701 .010** 1-3
Sense of Self 2. Assoc. Prof. Dr 93 40,95 7,30
3. Asst. Prof. Dr. 133 39,54 6,83
1. Prof. Dr. 159 24,15 418 2,382 2,535 .081
2. Assoc. Prof. Dr 93 23,59 3,40
3. Asst. Prof. Dr. 133 23,10 4,06

Sense of
Balance

**p value is significant at .01 level.

While there is a significant difference among academicians opinions in terms
of “title” variable at “A Sense of Self” [F, 5, = 4.701; p<.05] and “A Sense of
Contribution” [F( = 2,535; p>.05] subdimensions; there is not a significant

2,382)
difference in opinions at “Job itself” [F(z, 382) = 2:488; p>.05] and “A Sense of
Balance” [F, 5, = 2.488; p<.05] subdimensions in terms of title variable. Since

the variances for the groups were not homogenous, a Dunnet C test was applied
in order to reveal the source of the difference. When means were examined for
these two dimensions, it was seen that the means of Professors were higher than
themeans for Assistant Professors. Findings related to the comparison of the
opinions of academicians related to considering their work meaningful at subdi-
mensions of Meaningful Work Scale in terms of “Faculty” variable are presented
in Table 4.
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Table 4.
ANOVA Results of Academicians’ Opinions Related to the Level of considering
Their Work Meaningful

Significant
Dimension Faculty n S sd F P Difference
(Scheffe)

1. Medical Faculty 188 58,79 7,99 3,381 6,326 .000%* 1-3
Sense of 2. Engineering Faculty 92 57,13 9,11 1-4
Contribution 3.Education Faculty 59 54,39 8,80

4. EAS Faculty 46 53,93 10,19

1. Medical Faculty 188 55,10 7,25 3,381 1,531 .206

2. Engineering Faculty 92 56,57 5,92
Work Itself .

3. Education Faculty 59 5438 5,87

4. EAS Faculty 46 55,53 6,75

1. Medical Faculty 188 40,55 7,44 3,381 ,704 550
Sense of Self 2. Enginefaring Faculty 92 41,31 7,20

3. Education Faculty 59 42,00 6,61

4. EAS Faculty 46 40,60 7,95

1. Medical Faculty 188 23,80 4,20 3,381 ,516  .671

2. Engineering Faculty 92 23,770 3,74
Sense of Balance .

3. Education Faculty 59 2359 3,9

4. EAS Faculty 46 23,00 3,55

**p value is significant at .01 level.

Asseen in Table 4. There is significant difference among the opinions of aca-
demicians in terms of faculty variable only at “A Sense of Contribution” subdi-
mension [F(3 381) =6,326; p<.05]. When Scheffe Test results, which was applied in
order to determlne the source of difference, were examined it is seen that there
are significant differences between Medical Faculty (X =58.79) and Education
Faculty (X =54.39), and between Medial faculty (X =58.79) and EAS Faculty (
X =58.79) academicians’ opinions. When the mean scores examined, the mean
for Medicine Faculty (X=59.06) are higher than EAS (X =53.93) and Educa-
tion Faculty (X = 54.39) scores. No significant difference was detected among
academicians opinions in “The Work Itself” [F ;. 381) =1,531; p>.05], “A Sense
of Self” [F G, 381)—,7()4; p>.05] and “A Sense of iSalance [F(3 381)=> ,516; p>.05]
subdimensions.

Findings related to the opinions of academicians on considering their job
meaningful at subdimensions of Meaningful Work Scale for “University” vari-
able are presented in Table 5.
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Table 5.
ANOVA results of academicians’ opinions related to the level of considering their
work meaningful for “University” variable

. . L — Significant
Dimension University n X S sd F Difference
Sense of 1. Pamukkale Uni. 125 57,19 8,69 2,382 035 .965
Contribution 2, Van 100. Y1l Uni. 82 5731 8,08

3. Ankara Uni. 178 57,02 9,34

1. Pamukkale Uni. 125 5524 6,75 2,382 ,093 911
Work Itself 2. Van 100. Y1l Uni. 82 5527 6,96

3. Ankara Uni. 178 55,55 6,59

1. Pamukkale Uni. 125 40,56 7,19 2,382 751 472
Sense of Self 2. Van 100. Y1l Uni. 82 41,81 17,18

3. Ankara Uni. 178 40,85 747

1. Pamukkale Uni. 125 23,69 396 2,382 2,896 .056
Sense of .

2. Van 100. Y1l Uni. 82 2450 4,16
Balance

3. Ankara Uni. 178 23,23 3,86

As seen in Table 5. There is no significant difference in terms of Academi-
ciand opinions on “A Sense of Contribution” [F(z’ 382)=,035; p>.05], “The Work
Itself” [F , 382)=>093; p>.05], “A Sense of Self” Fio 38)=,751; p>.05] and “A
Sense of alance”[F(z’ 382)=2,896; p>.05] subdimensions.

Conclusion, Discussion and Suggestions

Academicians consider their job meaningful in four subdimensions of Mean-
ingful Work Scale as “The Work Itself”, “A Sense of Contribution”, “A Sense of
Self” and “A Sense of Balance” respectively. The Work itself was considered
meaningful in “completely agree” level; A Sense of Contribution and A Sense
of Self were considered meaningful in “agree” level; and A Sense of Balance
was considered meaningful in “Undecided” level. “The Work Itself” dimension
is the one where an individual could achieve his aims and high performance,
be autonomous, commit himself and improve with the work he does (Chalof-
sky, 2003; Miller, 2010). Having a “completely agree” level of participation at
this dimension reveals that academicians are in a complete integration with their
work. The reason of this finding is compatible with the nature of the work be-
cause Academic work gives opportunities to people to work autonomously most
of the time, develop and be creative. The study held by Morin, Tonelli & Pliopas
(2007), revealed that being autonomous and the nature of work are basic values
of “meaningful work”. Similarly, in Miller’s (2008) study, 75% of the participants
considered “The Work Itself” dimension meaningful at the highest level.

These results might suggest that academicians are pleased with the philoso-
phy, process and activities of what they do and get personal and professional
satisfaction. It was also claimed in the literature that job satisfaction is closely
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related with having a meaningful work life (Barsh, Cranston & Clarke, 2008;
Bunderson & Thompson, 2009). The mostly participated item at this dimension-
learning new things, using the potential, improve creativity, being autonomous
and being able to use self-created methods- also support this view. The impor-
tance of being able to use creativity and being autonomous at work is also sup-
ported by similar studies. Brown et al. (2001) found that the opportunity to use
creativity at work increases the level the workers consider their job meaningful,
and meaningful work is defined mostly as “discovery work” by the participants.
Another similar study also revealed that exploring self and being successful by
creating a difference in someone else’s life affect considering the work meaning-
ful (Ayers, Miller-Dyce ve Carlone, 2008). As for Bowie (1998) providing indi-
viduals with autonomy and independence experience is one of the most impor-
tant characteristics of meaningful work. One of the most important results of this
study is that flexibility and autonomy provided by the occupation has an effect on
academicians to consider their work meaningful.

At “The Work Itself” dimension, there is no significant difference between
the opinions of academicians in terms of title and university, in another words,
professors, Associate Professors and Assistant Professors consider their job
equally meaningful. This finding could also let us conclude that academicians
recruited in relatively institutionalized, institutionalizing, and a newly estab-
lished university consider their work meaningful. On the other hand, academi-
cians consider their job meaningful independent of “faculty” variable. Hackman
and Oldham (1976) defined “meaningful work™ as “a psychological state created
as a result of features, outcomes and products of the work” and claimed that
the level where individuals experience the work valuable, meaningful and price-
less determines the meaningfulness of the work. This suggest that academicians
perceive their work (Being an Academic) in terms of “process, activity, creativ-
ity, improvement, autonomy, using the potential and success” opportunities as
a working place with a high status. In this respect, it could be suggested that
meaningful work labor demand and expectation could be evaluated as a criterion
at candidates in the recruitment process of being an academician on the point of
the reputation of the job.

A Sense of Contribution dimension express the benefits and contribution of
an individual’s work to others starting from the closest person to him. Academi-
cians think that they provide benefits to themselves, others and their surround-
ings at “agree” level. Academicians have the opportunity to experience the sense
of contribution to themselves, closest people, their institutions and the society
by activities such as, reading, writing, making inquiries, making research, acquir-
ing knowledge and transferring it. The study by Rulle and Chalofsky (2000) re-
vealed that “making someone else’s life better” helps people achieve a sense
of meaningful work and work satisfaction; similarly, Robin (1998) found that
distinguishing activities of meaningful work on people, groups, organization and
the environment is one of the most important themes of meaningful work. The
relevant literature also suggest that it is an important indicator of meaningful
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work where people provide benefit for others, execute an activity for the good
of a bigger power or environment, and devote himself to this activity (Chalofsky,
2008; Miller, 2008)

There is significant difference at A Sense of Contribution dimension in terms
of the opinions of academicians. Professors consider their job more meaningful
when compared to Assistant Professors at this dimension. Relatively the highest
mean belongs to “I provide benefits to others with my job” item in the “contribu-
tion” dimension of meaningful work. The reason for this might be that profes-
sors are ahead at the profession as age and years of experience, so they could
contribute to themselves and others since they have more opportunities of the
profession because of their titles. Konakay and Altay (2011) found in their study
held with participation of 280 academicians that professors experience more job
satisfaction when compared to Assistant Professors. Moreover, in another study
(Tashyan, Hirlak & Ciftci, 2014) it was found that academicians over 45 have a
more positive psychology when compared to younger academicians. In another
study (Boylu, Pelit & Giicer, 2007) it was revealed that the level of commitment
of professors to their universities is higher than the research assistants. There
is a significant difference at “A Sense of Contribution” dimension in terms of
faculty variable as well. Medical faculty academicians think that the benefit they
provide to others with their work contribute to the meaning of their job more
when compared to AES and Education faculty academicians. Since Medical fac-
ulty academicians directly and perceptibly work related to human and human
health because of their work, they could perceive their job to contribute more
than other faculties members. In the light of these results, it could be suggested
that community service practices might be presented to academicians by univer-
sity administrators in attractive and visionary programs.

Similar study could be held in private and foundation universities with the
participation of academicians. In the light of the results of this exploratory study,
the relations between academicians’ career development and meaningful work,
psychology and motivation, and productivity could be investigated. Doing the
researcher using a mixed method approach could also be suggested since it has
the possibility to explain the reality as a whole.

A Sense of Self dimension claims that an individual completely devote him-
self and his mind physically and spiritually to his job and work environment, his
aims in life integrate with work aims, and has a positive belief in relation with
achieving his goals. Academicians consider their job meaningful at “agree” level
in “A Sense of Self” dimension. A Sense of Self dimension defines the harmony
of work identity and personal identity of a person in general terms. Similarly, in a
study held with 103 academicians of a university in Iran, it was found that there is
arelation between psychological capital elements like personal competency, flex-
ibility and positive thinking with meaningful work, and the predict meaningful
work (Mehrabi, Babri, Frohar, Khabazuan & Salili, 2013). Pits (1995) revealed
that considering the work meaningful is related with a perception of self at work
and senseof self.
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According to the items which were participated the most and the least, aca-
demicians feel integrated with their work, work enthusiastically for their personal
aims and experience work and life balance by using their potentials. On the other
hand, they tend to prefer their private and family life to job satisfaction. Accord-
ing to Lucas (2011) meaningful work makes individuals feel value of self and
purposefulness. However, when a choice between work and private life should
be made, people prefer private life and family. This suggests that work identity
has a soft spot in terms of providing a balance in personal and social identities.
There is a significant difference at “A Sense of Self” dimension in terms of title.
Professors consider their job more meaningful at “A Sense of Self” dimension
when compared to Assistant Professors. According to this finding, it could be
concluded that professors assign a more stable sense of meaning to their profes-
sion by reflecting on the sense of integration between their work and themselves
with the help of their experiences and knowledge, and the time they spent on
their occupation. The opinion suggest that meaningful work is a developmen-
tal structure (Mayseless ve Keren, 2014; Miller, 2008) seems to be supporting
this finding. According to this view meaningful work perceptions of individuals
change and evolve throughout their career. Miller’s (2008) support this finding.
According to this, it was found that people who are at their 60’s experience not
only a sense of self but all four dimensions of meaningful work completely and
feel the integrated wholeness related to their work.

On the other hand, the relation between work and identity might shape ac-
cording to the quality of relation a person set with their job. Work is possibly the
most basic element in the formation of an individual’s identity with the sense of
individualism it gives (Wieland, Bauer & Deetz, 2009, Cited in. Lair & Wailand,
2012). A person who spent a lot of time at his profession might have an inte-
grated wholeness with the profession. These results might explain why professors
consider their work more meaningful compared to Assistant Professors. In this
respect, it could be suggested to form administrative mechanisms that provide
experiences and knowledge of people who has a sense of “integrated wholeness”
where all four dimensions of meaningful work are in harmony about their work
life. In a lot of newly established universities, there are many young academicians
who are in need of opinion, feedback and improvement in terms of their aca-
demic life and career. Together with this, a mentoring mechanism which would
provide the transfer of department, faculty and university culture with the help
of experiences of experienced academicians. Thus, it could be suggested that a
mentor board could be formed at faculties among experienced academicians who
are about the be retired or already retired.

At A sense of Balance dimension academicians consider their work at “dis-
agree” level. At this dimension which aims to establish the balance between work
and private life, academicians showed relatively the lowest participation. Accord-
ing to this, not being able to establish work-life balance forms the most negative
effect in academicians’ considering their work meaningful. Possible reasons for
this might be personal and organizational factors. It could be claimed that acade-
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micians cannot establish a balance between their private life and work because of
workload, economical reasons, employee personal rights and unrest and conflict
in work relations. A study held with 291 academicians from three universities on
payment for the work done revealed that satisfaction levels of academicians is
low (Tashiyan, Hirlak & Ciftgi,2014). In another study which academicians from
Engineering, Faculty of Science and Letters and EAS participated, it was detect-
ed that academicians have problems since they experience burnout because of
their heavy workload and cannot spare time for other studies (Kutanis & Karaki-
raz, 2013). On the other hand, establishing a work-life balance problem could be
experienced because of personal characteristics. According to Caprioni (1997) a
passion for perfection, assuming control on life with the choices made and values
might be determining factors on establishing a positive work-life balance. Having
meaningful work has positive effects on many areas from job satisfaction to orga-
nizational commitment and to personal and organizational efficiency as a source
of motivation. In this respect, for administrators at universities, it is important to
make administrative regulations to provide people to consider their work mean-
ingful, design organizational missions and visions in which people would feel the
balance between themselves and their job, apply programs that provide workload
balance, and support autonomous and independent working conditions.

According to Mun (2013), as two terms that complete each other work-life
balance and meaningful work are highly important for personal and organiza-
tional development. Chalofsk (2009) suggest that work-life balance does not
mean that the time allocated for life and work is equal. Work-life balance could
only be established in an environment where personal needs of the worker are
met, and he is proud to be a part of it. Work-life balance is a philosophy that
express that if organization takes care of its worker, then the worker will take
care of the organization. In this respect, it is clear that the sense of balance that
affect academicians to consider their work meaningful should be investigated.
Moreover, studies related to administrative regulations to be made in order to
establish a balanced distribution of workloads, and the personal and organiza-
tional factors that disturb the work-life balance of academicians should be held.
Similarly, Lysova, Allan, Dik, Duffy and Steger (2019) pinpointed that organiza-
tions should provide workplaces which are well designed and provide opportuni-
ties for quality work, together with working conditions where leaders, cultures,
policies and applications to ease the work.

There is not a significant difference at A Sense of Balance dimension for ac-
ademician opinions in terms of title, university and faculty variables. At A Sense
of Balance dimension academicians share the similar opinions independent of
faculty, title and university variables. The reasons why academicians working at
institutionalized and institutionalizing universities experience problems in estab-
lishing this balance might be some limitations brought by the profession itself or
personality traits of academicians such as workload, payment system, adminis-
trative regulations and being liable to central legal legislations. Moreover, high
number of students and insufficient number of academicians at Turkish univer-
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sities might have a disturbing effect on work-life balance. A study held Turkish
University about organizational health, revealed that organizational variables de-
termine organizational health rather than personal variables and academic title
does not have any effect on organizational health (Polatci, Ardi¢ & Kaya, 2008).
This study stated that opposite to the common results, organizational reasons
are effective in establishing work-life balance other than the character of the in-
dividual. In order for academicians to consider their work meaningful at a higher
level, the number of activities and formalities preventing this balance should be
decreased, employee personal rights should be improved, personal development
programs like time management should be applied, and family friendly programs
and policies should be formed to provide work and life balance.

This study revealed that academicians consider their work meaningful at
“the work itself”, “a sense of self” and “a sense of contribution” dimensions but
showed the least participation in “a sense of balance” dimension. In terms of
“Integrated Wholeness Meaningful Work Model” of Chalofsky and Miller, this
study both provided a reliable and valid scale to be developed and presented
findings for academicians for further research concerning meaningful work. The
study laid the ground for a further integrative study with all four dimensions of
the model. In the frame of integrated wholeness model, the role of “personal and
organizational” factors to provide wholeness in meaningful work, and it reflec-
tions on human resources applications is the subject of another study.
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Tiirkce Siiriim

Giris

Orgiitlerin, rekabetci kiiresel etkiler altinda siirdiiriilebilir basarisinin, an-
cak isi ve Orgiitii ile uyumlu, yiiksek nitelikli isgdrenlerle saglanabilecegine dair
bircok goriis bulunmaktadir. Yiiksek potansiyel ve performanslari ile orgiite ayir-
dedici katki saglayan yetenekli isgdrenler, Orgiitlerinin sadece karlihgini degil,
degisen kiiresel sartlarda uzun vadeli varolus ve etkililigini de garantileyebilmek-
tedirler. Ancak is ve isgiicli yapisindaki degisimler, nesil farkliliklari, isi ve orgiitt
ile uyumlu, yiiksek nitelikli isgOrenleri orgiite cekmek ve onlar1 Orgiitte tutmak
konusunda ¢esitli sorunlar yaratmaktadir (Axelrod, Handfield-Jones & Welsh,
2001; Akar, 2015; Cosack, Guthridge, Lawson, 2010).

Isgorenlerin, is yapma bicimleri, orgiitten beklentileri, ihtiyaclari, kariyer
anlayislar1 degismektedir. Orgiitler yetenekli, yiiksek nitelikli isgorenlere ihtiyac
duymakta; ancak bu kisiler calisma yasamina karsi farkli yaklasimlar gostermek-
tedirler (Sinclair, 2004). Bilgi ekonomisi, bilisim teknolojileri, degisen istihdam
sozlesmeleri, daha once olmadig1 kadar 6zerk, giiclenmis bir isgéren grubunu
gerektirmektedir(Tucker, Kao ve Verma, 2006). Bir¢ok goriise gore artik ¢alisan-
lar amaclilik duygusu hissettikleri, kendilerini verebildikleri, yetenek ve beceri-
lerini kullanabildikleri, belli bir misyonu yerine getirdikleri, anlamli bulduklari
orgiit ve islerde calismay tercih etmektedir. Isgorenler yaptiklari islerde amag
ve anlam aramaktadirlar (Chalofsky & Krishna, 2009; Csikszentmihalyi, 2005;
Gardner, Csikszentmihalyi & Damon, 2001).

Yeni nesil isgorenler, yaptiklari iste daha fazla anlam aramakta, isverenler-
den anlaml is talebinde bulunmaktadir. Isgiicii yaslanmakta, emeklilik ile ay-
rilanlarin yerine gelen yeni isgiiciinde beceri eksikleri yasanmaktadir (Strack,
Baier & Fahlander, 2008). 1965 ve 1980 yillar1 arasinda dogan “X Nesli” olarak
adlandirilan kusak, emekliligin basglangicina gelmis, yasamin ve isin anlamini
daha ¢ok sorgular olmuglardir. Belli bir uzmanlik ve yonetim deneyimine sahip
kisiler olarak X Nesli isgorenlere, is ve igyeri ile ilgili ne hissettikleri soruldu-
gunda: “anlam kayb1 ya da yoklugu” , “amac koyma” , “giiven ve baglilik ihtiya-
c1” yasadiklarini, is ortamlarini ve orgiitleri ile duygusal baglarini kaybettiklerini
ve tiim yasamlarini bu baglamda sorguladiklarini belirtmislerdir (Holbecke &
Springnett, 2004; Akt., Chalofsky & Krishna, 2009, s.193). Diger yandan X nesli-
nin yerine gelen 1980 den sonra dogan Y Nesli olarak adlandirilan yeni nesil, sos-
yal sorumluluklarini yerine getiren, etik deger ve uygulamalara sahip Orgiitlerde
caligmayi tercih etmektedirler. Y neslinin kariyere baglayan ilk dalgasi, su anda is
yasamindadir. Ancak bu neslin sik ig degistirme tutumu isveren bakimidan bii-
yiik hayal kiriklig1 yaratmaktadir. Ayn1 zamanda ailelerini sorgulayarak yetismis
bu nesil, isverenlerini de sorgulamaktadir (Li & Devos, 2008).
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Anlamh Is

“Anlamli i3” (Meaningful work) kavrami, 1990’ It yillardan itibaren o6rgiit-
sel davranig alanyazininda siklikla incelenmeye baglamigtir. Isgéren yapisindaki
degisimler, etik skandallarla isgorenlerin Orgiitlerine duyduklar: giivenin azalma-
s1, hizli rekabet kosullarinda ¢alismanin getirdigi tilkenmiglik, aidiyet sorunlari,
calisanlarin sik ig degistirmesi (Darlying ve Chalofsky,2004), su anda emeklilik
siirma gelmis X nesli ile Y ve Z nesli olarak adlandirilan yeni nesil igsgorenle-
rin ¢alisma yasamina bakiglarindaki farkliliklar, is-insan iligkilerinde daha ruh-
sal, insancil yaklagimlar1 ortaya cikarmigtir (Chalofsky, 2003 ; Rosso, Dekas ve
Wrzesniewski, 2010). Bu gelismeler dogrultusunda; “Pozitif Psikoloji” (Seligman
ve Csikzentmihalyi, 2000), “Gii¢ Temelli Yaklasim (Strength Based Approach),
“Is-Yasam Kalitesi Hareketi” (Passmore, 1985), “Is-Yasam Dengesi” (Caproni,
1997), “yetenek yonetimi” (Axelrod, Handfield-Jones ve Welsh, 2001), “Pozitif
Is Tliskileri”, “Anlamli Is”, “Iyi Is” (Gardner, Csickszentmihalyi & Damon, 2001)
gibi bircok yeni kavram ve yaklagim orgiitlerin giindeminde yerini almigtir.

Anlamli ig, bireylerin yasamlarini; amaghlik ve katki duygusu ile psikolo-
jik, ruhsal ve sosyal doyum sagladiklari seyleri yaparak yasayabilme kabiliyetidir
(Miller, 2010). Anlamli is, “Ust diizey bir rehberlik hissi araciligiyla igten gelen,
kisiyi bir seyi yapmaya cagiran is” olarak tanimlanmaktadir (Treadgold, 1997,
$.7219). Hayatta cok az sey, insana ne yapmasi gerektigini bildigi, tiim becerileri-
ni kullandig1, zor bir ise konsantre oldugu anlardaki kadar zevk vericidir. Popiiler
goriiglin tersine en ¢ok zevk alinan is, etkinlik ve anlar, bos zamanlarda yapi-
lanlardan degil, calisma anlarinda yasanmaktadir (Gardner, Csickszentmihalyi
& Damon, 2001). Anlamli is, kisisel olarak doyurucu, igsel olarak giidiileyici ve
odiillendirici bir yasantidir. Chalofsky’(2003) anlamli is kavramini, “kisinin bii-
tiinliige ulagma hali, yeni ve derin bir motivasyon” olarak tanimlamaktadir (Mil-
ler, 2010). Kisinin tiim beceri, gili¢ ve yeteneklerini; topluma degerli bir katki
saglamak, bagkalarina hizmet etmek, Diinyay1 daha iyi ve yasanilabilir bir yer
yapmak, fark yaratmak icin kullandig1 zaman anlaml ig basarilmaktadir. Anlam-
I1 is yasantisint deneyimleyenler islerini yaparken islerinde amac ve anlam bul-
makta; caligmaktan biiyiik doyum saglamaktadirlar(Miller,2011). Anlamli is ta-
nimlarinda “kisinin tim potansiyelini kullanmasi/hayata gecirmesi”(Lieff, 2009,
s.1384),“i¢sel olarak tatmin yasamak™, “sevdigi isi yapmak”(Miller, 2010, s.8) gibi
ifadeler siklikla yer almaktadir.

Kisinin “anlamli ig” yasantisi, “anlamli igi olma durumu” (Chalofsky, 2003,
$.76); “anlamli ise bagl olma” [engaged in (Treadgold, 1997, s.7219)]; “iste anlam
olmas1” (meaning on/at work) seklinde ifade edilmektedir. Anlamli is kavrami,
genelde somut degil soyut bir yapiyr ifade etmektedir. Bu tanimlardan anlamli is,
isgdrene, ig ve yasam amaglarina yoneltmesi, yetenek ve becerilerini, yaptigi iste
tam kapasite kullanmasi, yaptigi isi sevme ve isiyle biitiinlesmesi, kendini ger-
ceklestirmesi, sadece is doyumunu degil, yasam doyumu saglamasi bakimindan
derin motivasyon ve ig¢sel gii¢ olarak tanimlanabilir.
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Akademisyenlerin Islerini Anlamh Bulma Diizeyi

Anlaml isin, bireye ve oOrgiite olan etkisi alanyazinda en cok i¢sel motivas-
yon, is doyumu, Orgiitsel baglilik acisindan incelenmektedir. Anlaml is, kisiyi
biitiinligiine ulagtiran “derin giidiilenme yapisi” dir. Islerini anlamli bulan kisi-
ler, kendiliginden isi yiiriitmeye motive olmaktadirlar. Isini anlamli bulma ile iist
diizey performansla isini yiiriitmeye motive olma arasinda olumlu yonde bir iligki
bulunmaktadir (Ros, Schwartz ve Surkiss,1999). Doyumun igsel ve digsal olarak
iki tiirtinden “deger”’e dayali olmasi bakimindan anlamh ig “derin i¢c motivas-
yon” olarak tanimlanmaktadir (Chalofsky, 2003). Anlamli is, bireyler ve orgiit-
ler icin, igten edinilen doyumun diizeyini etkiledigi igin dnemlidir. Isten edinilen
doyum, yasamda aranan doyumla biitiinlesmekte ya da paralellik tagimaktadir.
Isten alinan doyum, is gevresindeki degerlere bagl olarak azalabilmekte ya da
artabilmektedir (Brown vd., 2001). Is ¢evresi ve orgiitlerce tatmin edilmesi bek-
lenen ait olma ve baglanma ihtiyaci, isgdrenlerin anlamli bir i§ yagantisina bagh
beklentilerinin kargilanmasi ile paralellik gdstermektedir. Orgiitsel baghihigi sag-
layan 6nemli etkenlerden biri bireysel degerlerin orgiit kiiltiirii ile uyumlu olma-
s1 ve iggorenin bunu isindeki performansi ile deneyimlediginde kendini degerli
hissetmesidir (McClure & Brown, 2008). Diger bir deyigle anlamli i yagantisin
deneyimleyen kisiler bulunduklar: is¢evresine baglanmaktadirlar. Rosso, Dekas
ve Wrzesniewski (2010) yaptiklar: literatiir taramasinda, anlamli isin etkisinin,
is motivasyonu, ise devamsizlik(absenteism), baglilik, gelisme, kariyer gelistirme
gibi ¢aligmalarda bir cok agidan ele alindigini saptamiglardir. Anlamli isin, stres-
le negatif, benlik-kavram ile pozitif iligkisinin oldugu bulunmustur (Treadgold,
1997). Anlam kisinin isten aldigi doyumun diizeyini etkiledigi icin dnemlidir
(Brown vd., 2000) ve calisan igin basariya ulagmanin degil, isini yapiyor olmanin
asil giidiileyici olmasi durumudur (Chalofsky, 2003).

Entegre Biitiinliik (Integrated Wholeness) Anlamli Is Modeli

Bu calismanin da temelini olusturan ve literatiirde en sik rastlanan anlamli
is modeli Chalofsky’nin (2003) “Entegre biitiinliik (integrated wholeness) an-
lamli is modeli’dir. Bu modelde anlamli is “benlik- kendilik anlayist”, “isin ken-
disi anlayis1”,“denge anlayis1” olmak iizere ii¢ bilesenden olugsmaktadir. Bu iic
temaya dordiincii olarak “katki saglama” temas: da eklenmistir (Miller,2010).
Bu modele gore insanlarin yaptiklar: iglerde anlam aramalar: evrensel bir duy-
gudur; anlamli is, “benlik”, “isin kendisi” , “denge” ve “katki” olmak tlizere dort
temadan olusan ve kisiyi yasaminda biitiinliige ulastiran” psikolojik bir yapidir.
Kisi hayatin1 bu biitiinlige ulagmak i¢in yasar, amaclar1 ve anlamlar1 dogrultu-
sunda doyum saglar(Chalofsky, 2003; Miller, 2008). Bu kavrami ilk kez kullanan
Moslow (1943) motivasyon kuraminin temel taglarindan birinin entegre biitiin-
litkk oldugunu, bireyin, segimleri ve isi de kapsayan etkinlikleriyle, dogustan kapa-
sitesini kullanarak kendini gergeklestirmeye (self actualization) doniik bir icsel
motivasyon tasidigini, bu motivasyonun kisinin kendini tamamlamaya doniik bir
motivasyon oldugunu belirtmistir. Eger kisi bu i¢sel motivasyonu isinde uygular-
sa, sonucunda anlamli is deneyimi ile siirekli bir geligsim ve is doyumu yasar(Akt.,
Miller, 2008, 5.94).
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Benlik-Kendilik anlayis1 boyutu. Bu boyut bireyin kendini tiimiiyle (zihin,
beden, duyu, ruhsal) isine ve is ortamina vermesi; potansiyelini taniyor ve gelis-
tiriyor olmasi; yasamdaki amaglarini bilmesi ve isiyle amaglarinin uyum icinde
olmasi, bireyin amaglarin1 bagsarmak konusunda olumlu bir inang sistemine sa-
hip olmasidir. Bu boyut, kisinin igsinde kendini gerceklestirmesi ile ilgilidir (Cha-
lofsky, 2010). Kendilik anlayisi, kisinin isine kendini ne kadar verebildigine baglh
olarak igsinde anlami basarabilme kabiliyetidir (Miller, 2008).

Is anlayisi(isin kendisi) boyutu. Bu boyut, en yiiksek ustalik performansi
sergileme; iste kesif, yaraticilik, 6grenme, stirekli gelisme; is araciligiyla kisinin
amacina ulagsma olanagy; iste 0zerkligi, ig ¢evresi ve ig alaninda hakimiyeti ifade
etmektedir. Isin kendisi, kisinin yasam amaclarim gerceklestirme anlami tasi-
maktadir (Miller, 2008). Is anlayisi literatiirde Chickszentmihalyi'nin “akis” kav-
rami ile de aciklanmaktadir. Chickszentmihalyi’ye (2005) gore akista iken tama-
miyle kendimizi verme hissi yagsariz. Bu boyut, isi basarmig olma anlami tagimaz,
tersine isi yapiyor olma, o iste performans sergiliyor olma isgdren i¢in yogun haz
verici bir siiregtir. Kisi, isi yapiyorken basaracagindan zaten emindir, basarisizliga
dogal bir toleransi ve kabulii vardir. Bunun nedeni isgoren igin 6nemli ve degerli
olan zaten bagaracagindan emin oldugu isi yaparken, isin kendisindeki risk duy-
gusunun verdigi yeni 6grenme ve gelisme firsatinin cazibesidir. Insaatcilik, 6gret-
menlik, doktorluk degil; bir binay inga etmek, 0grencilere 6gretmek, hastalari
iyilestirmektir. Gayle (1997) ileri teknoloji uzmanlari ile yaptigi arastirmada, bu
kisilerin istedikleri iicretle istedikleri konumda calisabileceklerini bildiklerini, bu
nedenle iicret ya da konumun onlar i¢in dnemli olmadigini bulmustur. Yapacak-
lart islerle Orgiit etkililigine katki saglamak, fark yaratmak, kendi yarattiklari is

atmosferlerinde, siirekli bir kesif duygusu yasamak, yaraticiliklarini kullanmak
onemlidir (Akt: Chalofsky, 2003, s.76).

Denge anlayisi. Bu boyutunun baslica 6zellikleri; is-gorev kimligi ile ruhsal
kimlik arasinda; kendine ve bagkalarina yarar saglama arasinda; aile ve arkadas-
ik kimligi arasinda dengeli olma ve kendini ve baskalarini destekleme arasinda
dengede olmadir. Chalofsky’e (2010) gore denge anlayisi, secenekler arasinda
gel-git yasayarak bir karar verme durumu degil, tersine bir gerilim yonetimidir.
“Dalgal1 bir nehirde kendini akintiya birakarak nehrin tizerinde kalabilme” sek-
linde bir metaforla aciklanmaktadir. Denge anlayisi; olgun bir yetiskinin, is yasa-
mini1 bir macera — bir kesif olarak gormesi; isi, kariyeri ve yasami arasindaki akisi,
gerektiginde risk alabilme, esnek olma, siirece giivenmeyle; ileri gitme ihtiyaci
ile kontrol ihtiyaci arasindaki gerilimi yonetebilmesidir. Aile, kisisel ve isle ilgili
karsit etkiler soz konusu oldugunda, kendi ihtiyaclarina doniik, gtivenli ve duyarl
secimleri yapabilmesidir.

Katki Anlayis1 bu boyutu. Bu boyutun 6zellikleri ise bireyin beceri, gii¢ ve
yeteneklerini bagkalarinin yararma kullaniyor olmasi, fark yaratmak; Diinyay1
daha yasanir yapmak; kendimizi, bizden daha biiyiik bir seyin parcasi hissetmek
olarak siralanmaktadir. Katki anlayisi, Miller (2008) tarafindan Chalofsky’nin
(2003) ii¢ temasina tamamlayict dordiincii tema olarak eklenmistir. Kisinin ken-

266



Akademisyenlerin Islerini Anlamh Bulma Diizeyi

dinden bagka kisilere, ait hissettigi daha biiytik bir grup ya da evrene, bir gorev
dogrultusunda hizmet etme, yarar saglama arzusu “katki anlayis1” seklinde agik-
lanmaktadir.

Anlaml igin bireysel oldugu kadar, cevresel bilesenleri de bulunmaktadir.
Terez’e (2000) gore anlamli i, bireylerde iist diizey bir performansa yol acar ama
onemli olan kisilerin iglerini anlamli bulacaklar is ¢evresini yaratmaktir. Clinkt
is ¢evresi sadece fiziksel olarak var olunan bir alan olmayip kisilerin hem fizik-
sel, ruhsal ve davranigsal alanidir. Bu alan, kisileri mekanik isgérenler olmaktan
yaraticl, sanatgl, yazara doniistiiren, yeteneklerini isinde kullanan isgdrenlere do-
nigtiirebilmektedir. Bu doniistimii saglayacak anlamli ig ¢evresini olusturmanin
bes anahtari, Misyon (Amac, yonelim, iliskililik, gecerlilik), Insan (Saygi, esitlik,
samimiyet, esneklik, sahiplenme), Gelisme (Kesif, icat, destek, kisisel gelisim),
Topluluk (Diyalog, iliski kurabilme, hizmet, Taninma-Takdir edilme, 6zerklik),
”Ben” Olma (Oz benlik, uyum, denge, degerlilik) seklinde siralanmaktadar.

Goriildigi gibi anlaml is, is doyumu, baghilik ve motivasyon ile iliskilidir.
Bu anlamda anlamli is yasantis1 ve anlamli ig ¢evresininin bireye ve orgiite verim-
lilik, etkililik ve basari saglamada, isten ayrilmalari 6nleme, yiiksek potansiyel ve
performansi tutma baglaminda 6nemli bir degisken oldugu gorilmektedir. An-
laml1 is baglilig1 olan kisilerin stres ve depresyonla negatif, benlik kavramlar ile
pozitif iligkisi oldugu; daha cok probleme odakli basa ¢ikma yoluna yoneldikleri
bulunmustur (Treadgold, 1997). Bir baska ¢aligmaya gore ise isgdrenin ¢aligma
ortaminda buldugu farkli anlam kaynaklari, is doyum diizeylerini etkilemektedir
(Brown vd., 2000).

Derin igsel motivasyon olarak agiklanan anlamli ig kavrami, isgorenlerin ig
doyumu ve bagliliklari, performanslar ile iligkili olmasi agisindan yiiksek 0gre-
timde son yillarda yapilan arastirmalarda ortaya ¢ikan; is doyumu ve motivasyon,
iyi olma hali gibi yonetim psikolojisi ve orgiitsel davranig alanindaki calismalarin
bulgular1 acisindan bakildiginda incelenmeye deger bir konudur. Diger yandan
¢ok sayida kurumsallagma siirecinde yeni kurulmus tlniversitenin kalite agisin-
dan, en basta nitelikli akademik kadrolar1 6rgiitte tutma ve isgiicii devrini onle-
mek icin yeni nesil akademisyenleri motive eden faktorlerin devreye sokulmasi,
yOnetsel ve is ¢evresine ait diizenlemelerin yapilabilmesi agisindan anlamli is ko-
nusunun incelenmesi 6nem tagimaktadir.

Bu arastirmanin amaci, akademisyenlerin iglerini anlamli bulma diizeyleri
ile igi anlamli bulmaya iligkin goriislerinin cesitli degiskenlerle iligkisini sapta-
maktir.
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Bu amag¢ dogrultusunda asagidaki sorulara yanit aranmustir.

1. Ogretim iiyeleri islerini, anlaml isin; iste kendini algilama, isin kendisi
anlayisi, denge anlayist ve katki anlayisi alt boyutlarinda ne diizeyde
anlamli bulmaktadirlar?

2. Ogretim iiyelerinin islerini; iste kendini algilama, isin kendisi anlayis1,
denge anlayisi ve katki anlayisi alt boyutlarinda anlamli bulma diizeyleri
hakkindaki goriisleri arasinda tiniversite, gorev ve fakiilte degiskenle-
rine gore anlaml fark var midir ?

Yontem

Arastirma, 6gretim iiyelerinin iglerini, anlaml igin dort alt boyutunda an-
laml bulma diizeyleri ile anlamli bulmaya iligkin goriislerin cesitli degiskenlere
gore (unvan, fakiilte, tiniversite) farklilasip farklilasmadigini saptamay! amagla-
digindan tarama tiiriinde yapilmigtir.

Evren - Orneklem ve Verilerin Toplanmast

Arastirmanin hedef evrenini, biri gdrece biiyiik 6l¢iide kurumlagmis Ankara
Universitesi (1946), digerleri de gorece kurumsallasmakta olan Van Yiiziincii
Yil Universitesi (1982), ile heniiz kurumsallasmanin baginda olan Pamukkale
Universitesinin  (1992) tip, miihendislik, IIBF ve egitim fakiiltelerinde gorev
yapan Ogretim tiyeleri (yardimcr dogent, dogent ve profesor) olusturmaktadir.
Arastirmada 6rneklem seciminde “tabakali drnekleme” teknigi kullanilmuistir.
Ucg iiniversitenin 6gretim iiyeleri unvana gore; profesor, dogent, yardimei dogent
olarak ii¢ diizeyde; fakiiltelerine gore; IIBE, Egitim, Miihendislik, Tip Fakiiltesi
olmak tizere dort diizeyde tabakalandirilarak toplam sekiz analiz iinitesine gore
belirlenmistir. Arastirmanin hedef evrenini 1647 ¢gretim iiyesi olusturmustur.
Orneklem biiyiikliigiinii saptamak icin farkli biiyiikliikteki evrenler icin kuramsal
orneklem biiytikliikleri ¢izelgesinden yararlanimigtir (Balci, 2009). Buna gore;
1647 6gretim iiyesi evreninde, % 95 giiven diizeyi icin gerekli biyiikliikk en az
333 kisidir. Arastirmada uygulamada hatali 6l¢eklerin veri analizinde sorun olus-
turmamasi agisindan fazla sayida uygulanmis ve 6rneklemi 385 Ogretim iyesi
olusturmustur. Olgekler, ilgili fakiiltelerde, tabakali 5rneklemde alt gruplar igin
belirlenen sayilara uyulmak kaydiyla, basit tesadiifi yontem ile 6gretim tiyelerine
uygulanmistir. Tablo 1’de arastirmaya katilan 6gretim iiyelerinin Unvan, Univer-
site, Fakiilte, Cinsiyet, Yas, Ogretim iyesi olarak hizmet siiresi, GOrev yapilan
tiniversitedeki hizmet siiresi degiskenlerine iligkin frekans ve yiizde dagilimlari-
na yer verilmistir.

268



Tablo 1.

Akademisyenlerin Islerini Anlamli Bulma Diizeyi

Arastirmaya Katilan Ogretim Uyelerinin Degiskenlere Gore Frekans ve Yiizdeleri

Degisken Diizey Profesor  Dogent ~ Yardimci Docent  Frekans — Yiizde(%)
Unvan Profesdr 159 41,3
Docgent 93 24,2
Yrd. Dog. 133 34,5
Toplam 385 100,0
Universite Pamukkale 37 41 47 125 32,5
100. Y1l 8 13 61 82 21,3
Ankara 114 39 25 178 46,2
Toplam 159 93 133 385 100,0
Fakiilte Tip 100 46 42 188 48,8
Miihendislik 32 18 42 92 23,9
Egitim 11 15 33 59 15,3
1iBF 16 14 16 46 11,9
Toplam 159 93 133 385 100,0
Cinsiyet Kadin 46 37 37 120 31,2
Erkek 113 56 96 265 68,8
Toplam 159 93 133 385 100,0
29-39 yag 0 27 83 110 29,5
40-49 yas 58 52 45 155 41,6
50-59 yas 57 11 3 71 19,0
Ya 60-69 yas 35 0 0 35 9,4
70 yag-tstit 2 0 0 2 5
Toplam 152 90 131 373 100,0
1-5yil 0 4 10 14 3,7
6-10 yil 2 10 39 51 13,6
Ogretim iiyesi olarak 11-15 yil 3 33 53 89 238
hizmet stiresi
16-20 yil 26 30 19 75 20,1
21- ustil 122 13 10 145 38,8
Toplam 153 90 131 374 100,0
1-5yil 5 16 42 63 16,8
Gorev Yapilan 6-10 y1l 7 22 42 71 18,9
Universitedeki hizmet H-15 yil 22 30 32 84 224
stiresi 16-20 yil 26 18 10 54 14,4
21- Gstii 94 5 4 103 27,5
Toplam 154 91 130 375 100,0
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Arastirmaya katilan 6gretim tiyelerinin 120’si (%31,2) kadin, 265’1 (%68,8)
erkektir. 159’u (% 41,3) profesor, 93 it dogent (% 24,2) ve 133’ (% 34,5) yardim-
c1 dogent olan 6gretim iiyelerinin 125’ (%32,5) Denizli Pamukkale Universitesi,
82’si (%21,3) Van 100. Y1l Universitesi, 178’i (% 46,2) Ankara Universitesi’nde
gorev yapmaktadir. Fakiilte degiskenine gore 6gretim tyelerinin 188’1 (%48,8)
Tip Fakiiltesi, 927 si (%23,9) Mithendislik Fakiiltesi, 59’u (%15,3) Egitim Fakiil-
tesi, 46’s1 (%11,9) Iktisadi Idari Bilimler Fakiiltesi mensubudur. Cinsiyete gore
katilimcilarin bityiik cogunlugunun % 70 inin erkek oldugu ii¢ 6gretim {iyesinden
yalnizca birinin kadin oldugu goriilmektedir. Tip fakiiltesi 6gretim iiyelerinin
agirlikli bir yiizdeyi olusturmasi ise genel olarak iiniversitelerde Tip Fakiiltesi
Ogretim iiyesi kadrolarinin fazlaliginin yansimasi olarak degerlendirilebilir.

Veri Toplama Araci ve Gelistirilmesi

Arastirmada veriler, arastirmacilar tarafindan gelistirilen “Anlaml Is Ol-
cegi” ile toplanmustir. “Anlamh Is Olcegi” nin gelistirilmesinde ilk olarak ilgili
literatiire, yagant1 gozlemlerine, kisisel deneyimlere dayanilarak madde havu-
zu olusturulmustur. Maddeler; bireysel degerlendirmelerine gore igerik olarak
benzer olmamalari, dlgiilmek istenen teorik yapilara uygunluklar: bakimlarindan
gozden gecirilmistir. Bir sonraki asamada maddeler tek tek, o6l¢iilmek istenen
yapiya uygunluklari, Tirkce ifadelendirilmeleri, anlagilirliklar1 bakimlarindan
tartisiimustir.

Baglangicinda 61 maddeye indirilen 6lgek taslagina, girig ve katilimcilara ilig-
kin demografik 6zellikleri iceren kisisel 0zellikler formu eklenmistir. Taslak arac,
122 katilimeiya (6rneklemde yer alan tniversiteler disindaki iiniversite 6gretim
tiyelerine) gegerlik ve giivenirlik sinamasi igin uygulanmistir. On uygulama sonu-
cu elde edilen verilerin yapi gecerligi igin faktor analizine uygunlugunu saptamak
tizere KMO degeri ve Barlett testi uygulanmigtir. KMO degerinin 0,81 ve Barlett
testinin de manidar oldugu tespit edilerek verilerin faktdr analizine uygun oldu-
gu sonucuna varilmistir. Faktor (AFA) analizi sonucu taslak 6lcegin, 6z deger
ve Screen Plot Grafigi olgiitlerine gore 4 boyuta indirgenebilecegi goriilmiistiir.
Veri toplama aracinin maddeleri 4 boyutta toplanacak bigimde faktor analizine
yeniden tabi tutulmustur. Faktor yiik degeri cakisan 4 madde (29, 33,2 ve 6) ile
analiz i¢cin kabul edilen 0,40 faktor yiik degerinin altinda kalan 7 madde (13, 40,
10, 27, 3, 25 ve 23) dlgekten cikarilmis, kalan 50 madde yeniden faktor analizine
tabi tutulmustur. Faktor yik degeri ¢akisan 2 madde(22 ve 21) ve faktor yiik
degeri 0,40’ altinda kalan 2 maddenin (7 ve 8) 6l¢gekten cikarilmast ile kalan 46
madde dort boyut altinda toplanmugtir. Katk: Yarar anlayis1 alt boyutunda, faktor
yiikleri .45-.85 arasinda, madde toplam korelasyonlari .51-.81 arasinda olan 14
madde yer almaktadir ve toplam varyansin % 17.15 ini agiklamaktadir. ; Isin ken-
disi anlayigi olarak isimlendirilen ikinci boyut; faktor yiikleri .41-.67 arasinda,
madde toplam korelasyonlar1 .67-.34 arasinda olan 13 madde yer almakta
ve toplam varyansin %12.84 uinii aciklamaktadir. Iste Kendini Algilama
boyutu ; faktor yikleri .41-.65 arasinda, madde toplam korelasyonlar1 .67-.22
arasinda olan 12 madde yer almakta ve toplam varyansin %11.33 {inii
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aciklamaktadir. Dordiincti denge anlayigt boyutunda ise faktor yiikleri .40-.83
arasinda, madde toplam korelasyonlar1 .51-.27 arasinda olan ve toplam var-
yansin % 7.05 ini agiklayan 7 madde yer almaktadir. Toplam Olgek Alpha
Degeri .90 ve acikladigi varyans % 48.37 olan Anlamli Is Olgeginde, Katki Yarar
Anlayigi Alt Olgegi (14 madde), Isin Kendisi Alt Olgegi (13 madde), Iste Kendini
Algilama Alt Olgegi (12 madde) ve Denge Anlayisi Alt Olcegi (7 madde) olmak
iizere 46 madde ve kisisel bilgiler formundan olusan Likert tipi derecelendiril-
mis, gecerli ve glivenilir bir ara¢ oldugu bulunmustur.

Verilerin Analizi

Arastirma verilerinin analizinde 6gretim iiyelerinin, anlamli isin dort alt bo-
yutunda islerini anlamli bulma diizeyleri yiizde, aritmetik ortalama, standart sap-
ma gibi betimsel istatistiklerle, 6gretim iyelerinin islerini anlaml bulma diizey-
lerine iligkin gOriislerinin unvan, fakiilte ve iiniversiteye gore kargilastirilmasinda
tek yonlii varyans analizi (ANOVA) anlamlilik testi uygulanmaistir.

Bulgular
Ogretim iiyelerinin anlamli isin alt boyutlarinda islerini anlamli bulma diize-
yine iligkin gorisleri, Tablo 2’de verilmistir.

Tablo 2
Og'retim Uyelerinin Isleri Anlamli Bulma Diizeyine Iliskin Goriislerin Betimsel
Istatistikleri

— Onem
Madde X N Surast
1. Yaptigim igle bagkalarma faydali oluyorum 4,48 ,68 1
2. Yaptigim isle, parcasi oldugum tiniversiteme hizmet ediyorum. 4,30 78 3
3. Yaptigim isle, topluma istedigim katkiy1 sagliyorum. 4,08 85 9
4. Isimde cahgirken anlamli bir amaca hizmet ettigimi diisiiniiyorum. 4,33 ,80 2
5 'I§?mde yetenfalf ve kapasitemi bagkalarina yarar saglamak 422 81 4
icin kullanabiliyorum.
6. Isimde bagkalarinin hayatlarina degerler katabildigim hissini 416 84 5
yastyorum
g 7. Yaptigim isle, insanlhiga 6nemli katki sagladigim hissini yastyorum. 3,77 1,04 14
'E‘ PR . - e -
23 D"al}a 1y1 bir Diinyada yasamaya katki saglayan bir isim oldugunu 384 98 1
=2 diistiniiyorum.
J 9. Igimde iirettiklerimle fark yaratmanin hazzini yagtyorum. 3,71 98 13
10. Isimi ya?arkex} pa§kalarln1n hayatlarinin giizellesmesine 383 2 12
katki saglayabiliyorum.
11.  Yaptigim isle kisisel hedeflerime ulasabiliyorum. 3,85 ,90 10
12.  Anlaml bir amag icin ¢alistigim duygusunu tasirim. 4,14 .84 7
13. Isim, topluma hizmet etme imkan1 veriyor. 4,16 ,86 6
14, Isim bana kurum ici ve disinda prestij ve sayginlk 413 85 3

kazandirmaktadir.
Toplam 57,14(4,08) 8,85 (0,87)
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Tablo 2
Ogretim Uyelerinin Isleri Anlamli Bulma Diizeyine Iliskin Goriislerin Betimsel

Istatistikleri (Continued)

= Onem
Madde X S Sirasi
1 Yaptigim isin hayatta yapmak istedigim ig olmasi igin 4,29 17 6
© gayret ederim.
2 Hayatta yapmak istediklerimi yapma imkani saglayan bir isi 4,36 ;719 4
© yapmak isterim.
3 Isimle kurdugum iligkinin bana, parayla karsilastiriimayacak 4,24 90 7
© bagka odiiller sunduguna inanirim.
4. Kendimle uyumlu bir isi yapmay1 arzu ederim. 4,39 ,80 3
G 5. Isimi cok severek yapiyorum. 4,34 76 5
'0% 6.  Isimi yaparken zamanin nasil gegtigini anlamiyorum. 4,21 ,86 9
f 7. Calisirken siirekli gelistigimi diigiiniiyorum. 4,23 ,80 8
22 8. Isim yeni seyler yapma imkani vermektedir. 4,16 ,86 10
9. Isim, yeni seyler 6grenme imkéani vermektedir 4,40 71 1
10. Igim siirekli yaraticilik gerektirmektedir. 4,06 84 13
11. Igimi nasil yapacagima kendim karar veririm. 4,12 ,80 12
12. Isim cok caba gerektirmektedir. 4,40 71 2
3. 1§irT1 degisik seyleri, degisik arac ve yontemlerle yapma sanst 4,14 ,83 11
veriyor.
Toplam  55,39(4,26) 6,71 (0.80)
1. Calisirken, adeta isimle biitiinlesirim. 4,13 ,76 1
2. Isimde hep bir sonraki amaca ulasma heyecaniyla caligirim. 4,01 ,83 2
3. Isimde caligirken her seyi unuturum. 3,64 95 6
4 E;?; 'yaparken hissettigim derin doyum hayatima ayri bir anlam 378 90 4
g 5 fg:ldnlll ;:;jlllllgtl)]r:;rlrllily 2(1:[11 (15:1 sonundaki basaridan ¢ok isimi yapar- 350 1,01 3
%}D 6. E?:rﬂ;ml biiyiik 6lciide harcamayi gerektiren bir isi yapmak 349 103 9
'—§ 7. s dist zamanlarda bile isi diigiiniiriim. 3,28 1,13 10
£ 8 Benim igin alismak, ekmek ve su kadar hayati bir ihtiyagtir. 3,58 1,11 7
f» 9.  Isimi yaparken otomatik olarak neyi, nasil yapacagimi biliyorum. 3,93 ,83 3
10. Igimi Xaparken kendimi bagh basina heyecan verici bir kesif icinde 3,69 90 5
hissediyorum.
i glrlcelr}?;/g;ilg arasinda bir tercih s6z konusu oldugunda isimi 193 107 1
12.  Gergek doyumu ailemden ziyade isimden elde ediyorum 1,94 1,05 11
Toplam  40,96(3,41)  7,32(0,96)
1. Isimde kazandigim para geginmeme yetiyor. 3,71 1,13 3
2. Isim ve 6zel yasamum arasindaki dengeyi koruyorum. 3,79 ,96 1
% 3. lIsime de 6zel hayatima da yeterli vakit ayirabiliyorum. 3,54 1,05 4
:E 4 }Ii;?lcrl:lm ve is arkadaglarim arasindaki dengeyi, etkili yonetebili- 373 87 )
% 5. Zamanmmyi, isimden ¢ok aileme ayiriyorum. 2,58 98 7
A 6.  Enerjimi ailemden ¢ok isimde harctyorum. 3,15 1,05 5
7. Kaynaklarimi isimden ¢ok aileme ayirryorum. 3,12 1,04 6
N =385 Toplam 23,65(3,37) 3,98(1,01)
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Tablo 2’de izlenecegi gibi, 6gretim lyeleri en yiiksek katilimi Isin Kendisi
boyutunda (55.39/X =4.26) ve tamamen diizeyinde; en diigiik katilimi Denge an-
layist boyutunda (23,65 / X =3.37) ve biraz diizeyinde anlamli bulmaktadir.

“Katki Anlayis1” boyutunda oOgretim iyeleri islerini “biiyiik Olciide”
(57.14/=4.08) anlamli bulmaktadir. Ogretim iiyeleri en yiiksek katilim gos-
terdikleri ilk ii¢ maddeye: “Yaptigim isle baskalarina faydali oluyorum”(X
=4.48),“Isimde caligirken anlamli bir amaca hizmet ettigimi diisiiniiyorum.”(X
=4.33) ve “Yaptizim isle, pargasi oldugum iiniversiteme hizmet ediyorum”(X
=4.30) “tamamen” diizeyinde ; en diisiik katilim gosterilen “Yaptigim isle, insan-
liga onemli katki sagladigim hissini yastyorum.”(X =3.77),“Isimde iirettiklerimle
fark yaratmanim hazzini yastyorum.”(X =3.77) ve “Isimi yaparken bagkalarinin
hayatlarinin  giizellegsmesine katki saglayabiliyorum.”(X =3.83) maddelerine
ise“Biiyiik olciide” diizeyinde katilim gostermislerdir.

“Isin Kendisi” boyutunda ogretim iiyeleri islerini “tamamen” (55.39/X
=4.26) anlamli bulmaktadir. Bu boyutta, 6gretim tiyelerinin “tamamen” diize-
yinde en yiiksek katilim gosterdikleri ilk iic madde :”Isim, yeni seyler 6grenme
imkani vermektedir.”(X =4.40),“Isim cok caba gerektirmektedir.”(X =4.40) ve
“Kendimle uyumlu bir isi yapmay1 arzu ederim.”(X =4.39) iken; son ii¢ sirada
“Isim siirekli yaraticihk gerektirmektedir.”(X =4.06),“Isimi nasil yapacagima
kendim karar veririm.”(X =4.12) ve “Isim degisik seyleri, degisik arac ve yon-
temlerle yapma sansi veriyor.”(X =4.14) maddeleridir.

Ogretim {iyeleri “Iste Kendini Algilama” (40.96 / X =3.41) boyutunda, is-
lerini “biiyiik 6lgiide” anlamli bulmaktadir. Ogretim iiyeleri en yiiksek katilim
gosterdikleri ilk ii¢ maddeye: “Caligirken, adeta isimle biitiinlesirim.”(X =4.13),
“Isimde hep bir sonraki amaca ulasma heyecaniyla ¢aligirim” (X =4.01) ve “Isimi
yaparken otomatik olarak neyi, nasil yapacagimi biliyorum.”(X =3.93) “biiyiik
Olciide” diizeyinde; en diisiik katilimi “cok az” diizeyinde “Ailem ve igim arasin-
da bir tercih s6z konusu oldugunda igimi tercih ederim”(X=1.93) ve “Gergek
doyumu ailemden ziyade isimden elde ediyorum”(X =1.94) maddelerine goster-
mistir.

“Denge Anlayis1” boyutunda Ogretim iiyeleri iglerini “biraz” diizeyin-
de(23,65/X=3.37) anlamh bulmaktadir. En yiiksek katiim gosterilen ilk iic
maddeye”Isim ve 6zel yasamim arasindaki dengeyi koruyorum.”(X =3.79), “Ken-
dim ve is arkadaglarim arasindaki dengeyi, etkili yonetebiliyorum.”(X =3.73) ve
“Isimde kazandigim para gecinmeme yetiyor.”(v=3.71) “biiyiik 6lgiide” ; son
ii¢ sirada katilim gosterilen “Kaynaklarimi isimden ¢ok aileme ayiriyorum.”(X
=3.12) ve “Enerjimi ailemden ¢ok isimde harciyorum.”(X =3.15) maddelerine
“Biraz”, “Zamanimu, isimden ¢ok aileme ayirtyorum.”(X =2.58) maddesine “gok
az” diizeyinde katiim gosterilmistir.
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Islerini Anlaml Bulma Diizeyine Iliskin Ogretim Uyesi Goriiglerinin Karsilagtiridmast

Ogretim iiyelerinin anlamli igin alt boyutunda iglerini anlamh bulma diizey-
lerine dair gorisleri arasinda unvan, tiniversite ve fakiilte degiskenlerine gore an-
laml1 bir farklilik olup olmadigy, verilerin, Tek YOnlii Varyans Analizi (ANOVA)
testi kullanilarak incelenmistir. Ogretim iiyelerinin Anlamh Is Olgegi alt boyut-
larinda islerini anlamli bulma diizeyine iligkin gorislerinin “Unvan” degiskenine
gore karsilastirmasina iligkin bulgular Tablo 3’te verilmistir.

Tablo 3.
Islerini Anlamli Bulma Diizeyine Iliskin Ogretim Uyesi Goriiglerinin “Unvan”
Degiskenine Gére ANOVA Sonuglan

Boyut Unvan n X S sd F P ?gig;tfgk
1. Prof. Dr. 159 59,06 820 2,382 8291 .000** 1-3
Katki Anlayisi 2. Doc.Dr. 93 57,04 8,15
3.Yrd. Do¢. Dr. 133 5490 9,57
1. Prof. Dr. 159 56,22 6,37 2,382 2488  .084
Isin kendisi 2. Dog¢.Dr. 93 55,27 7,22
3.Yrd. Doc. Dr. 133 54,48 6,65
. o 1. Prof. Dr. 159 42,15 7,55 2,382 4,701 .010** 1-3
ggl:;‘;dm‘ 2. Doc.Dr. 93 40,95 730
3.Yrd. Doc. Dr. 133 39,54 6,83
1. Prof. Dr. 159 24,15 4,18 2,382 2,535 .081
Denge anlayisi 2. Dog.Dr. 93 23,59 3,40
3.Yrd. Do¢c. Dr. 133 23,10 4,06

**p degeri 01 diizeyinde anlamlidir.

Anlamli isin “Iste kendini algilama” [F(2 382) = 4.701; p<.05] ve “Katki An-
layis1” [F @.382) = = 2,535; p>.05] alt boyutlarinda unvan degiskenine gore 6gretim
liyesi gortigleri arasinda anlamli bir fark varken; “Isin kendisi” [F 2,382) = 2,488;
p>.05] ve “Denge Anlayis1” [F 2,382 = = 2.488; p<.05] alt boyutlannda gorisler
arasinda unvana gore anlaml yoktur Gruplarin varysanslart homojen olmadi-
gindan farkin kaynagini belirlemek tizere Dunnet C Testi uygulanmistir. Bu iki
boyutta da ortalamalar incelendiginde profesorlerin ortalamasinin, yardimci do-
centlerin ortalamasindan daha yiiksek oldugu goriilmektedir. Ogretim iiyelerinin
Anlaml Is Olgegi alt boyutlarinda islerini anlamli bulma diizeyine iliskin goriis-
lerinin “Fakiilte” degiskenine gore karsilastirmasina iligskin bulgular Tablo 4’te
verilmistir.
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Tablo 4.
Islerini Anlamli Bulma Diizeyine Iliskin Ogretim Uyesi Goriislerinin “Fakiilte”
Degiskenine Gére ANOVA Sonuglar

Boyut Fakiilte n X S sd F P Ar(léilﬁlélfijrk
1. Tip Fakiiltesi 188 58,79 7,99 3,381 6,326 .000%* 1-3
2. Mihendislik Fakiiltesi 92 57,13 9,11 1-4
Katki Anlayisi
3. Egitim Fakiiltesi 59 5439 8,80
4. 1IB Fakiiltesi 46 53,93 10,19
1. Tip Fakdltesi 188 55,10 7,25 3,381 1,531 206
. . 2. Mithendislik Fakiltesi 92 56,57 5,92
Isin kendisi . B .
3. Egitim Fakiiltesi 59 5438 5,87
4. 1IB Fakiiltesi 46 5553 6,75
1. Tip Fakiiltesi 188 40,55 744 3,381 704 550
Iste kendini 2. Mithendislik Fakiiltesi 92 41,31 7,20
algilama 3. Egitim Fakiiltesi 59 42,00 6,61
4. TIB Fakiiltesi 46 40,60 7,95
1. Tip Fakiiltesi 188 23,80 420 3,381 ,516 .671
2. Mihendislik Fakiiltesi 92 23,770 3,74
Denge anlayst b+ tim Fakiiltesi 59 2359 396
4. TIB Fakiiltesi 46 23,00 3,55

**p deger, .01 diizeyinde anlamlidir.

Tablo 4’te gorildiigii gibi anlamli isin sadece “Katki Anlayis1” [F(3,
381)=0,326; p<.05] alt boyutunda 6gretim iiyesi goriisleri arasinda fakiilte degis-
kenine gore anlaml fark vardir. Farkin kaynagini belirlemek iizere uygulanan
Scheffe Testi sonuclari incelendiginde, Tip Fakiiltesi (X =58.79) ile Egitim fakiil-
tesi (X =54.39) ve Tip Fakiiltesi (X =58.79) ile 1IB fakiiltesi (X =53.93) 6gretim
tlyesi goriisleri arasinda anlaml farklilik oldugu goriilmektedir. Ortalamalar in-
celendiginde Tip Fakiiltesi ortalamasimin(X =59.06), IIBF (X =53.93) ve Egitim
Fakiiltesi (X = 54.39) ortalamalarindan yiiksek oldugu goriilmektedir. “Isin Ken-
disi” [F 5 3,,=1,531; p>.05], “Iste Kendini Algilama” [F 3, 381)=>704; p>.05] ve
“Denge Anlayist” [F(3, 381)=216; p>.05] alt boyutlarinda 6gretim {iyesi goriisleri
arasinda fakiilte degiskenine gore anlamli fark bulunmamustir.

Ogretim iiyelerinin Anlamlt Is Olgegi alt boyutlarinda islerini anlamli bulma
diizeyine iligkin goriislerinin “Universite” degiskenine gore karsilastirmasina ilis-
kin bulgular Tablo 5’te verilmistir.
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Tablo 5.
Islerini Anlamli Bulma Diizeyine Iliskin Ogretim Uyesi Goriislerinin “Universite”
Degiskenine Gére ANOVA Sonuglar

Boyut Unvan n X S sd F P Anlamli Fark

1. Pamukkale Univ. 125 57,19 8,69 2,382 ,035 .965
Katki Anlayigt 2. Van 100. Yil Univ. =~ 82 57,31 8,08

3. Ankara Univ. 178 57,02 9,34

1. Pamukkale Univ. 125 5524 6,75 2,382 ,093 .911
T§in kendisi 2. Van 100. Y1l Univ 82 55,27 6,96

3. Ankara Univ. 178 55,55 6,59

1. Pamukkale Univ. 125 40,56 7,19 2,382 751 472
2.Van100. Yil Univ =~ 82 41,81 7,18
3. Ankara Univ. 178 40,85 7,47
1. Pamukkale Univ. 125 23,69 396 2,382 2896 .056
Denge anlayist 2. Van 100. Yil Univ =~ 82 24,50 4,16

3. Ankara Univ. 178 23,23 3,86

Iste kendini
algilama

~ Tablo S’te gortildugii gibi anlamliisin “Katki Anlayis” [F(z’ 352 =>035; p>.05],
“Isin Kendisi” [F(27 382)=,O93; p>.05], “Iste Kendini Algilama’ Fo 382)=,75 1;
p>.05] ve “Denge Anlay1§1”[F(2, 382)= 2,896 p> .05] alt boyutlarinda 6gretim iiye-
si gorusleri arasinda tiniversite degiskenine gore anlamli bir fark yoktur.

Sonug, Tartisma ve Oneriler

Ogretim {iyeleri islerini, anlaml igin dort boyutunda sirastyla; “isin kendi-
si”, “katki anlayis1”,“iste kendini algilama” ve “denge anlayis1” siralamasi icinde
anlamli bulmaktadirlar. Isin kendisi “tamamen”, Katki anlayisi ve Iste kendini
algilama “biyiik ol¢tide” , “denge anlayis1” ise “biraz” diizeyinde anlamli bu-
lunmustur. “Isin kendisi” boyutunda kisinin yiiriittiigii isle; amaclarina ve yiik-
sek performansa ulasabilmesi, 6zerk olmasi, tiimiiyle kendini isine verme, ge-
lisme gibi 6zellikleri ifade eden boyuttur (Chalofsky, 2003 ; Miller, 2010). Bu
boyuta tamamen diizeyinde katilim gosterilmesi, 6gretim {iyelerinin yaptiklari
isle biitiinlesme icinde olduklarini gdstermektedir. Bu bulgu biiyiik 6l¢iide mes-
legin dogasina baglanabilir. Zira 6gretim iiyeligi biyiik Olciide 6zerk calisabil-
me, gelisme, yaraticilik imkani vermektedir. Morin, Tonelli & Pliopas’in (2007)
aragtirmasi, 0zerklik ve gorevin dogasinin “anlamli is”in temel degerleri oldugu;
Miller’in(2008) arastirmasi da benzer sekilde katilimcilarin %75’inin igin kendisi
boyutunu en yiiksek diizeyde anlamli buldugu sonucuna ulagmistir.

Bu bulgular, 6gretim iyelerinin yaptiklari isin felsefesi, islem ve etkinlikle-
rinden memnun olduklari ve bireysel ve mesleki doyum sagladiklarini sonucuna
gotiirebilir. Anlamli is yasantisina sahip olmanin ig doyumu ile iligkili oldugu,
alanyazinda da belirtilmistir (Barsh, Cranston & Clarke, 2008; Bunderson &
Thompson, 2009). Bu boyutta gorece en ¢ok katilim gosterilen maddelerinin de-
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yeni seyler 6grenme, potansiyelini kullanma, yaraticiliklarini gelistirme, 6zerklik,
kendilerine 6zgili yontemleri kullanabilir olma- bu goriisti destekledigi sOylenebi-
lir. Isinde yaraticiligr kullanma imkani ve 6zerkligin, isi anlaml bulmadaki 6ne-
mi, benzer arastirmalarla da desteklenmektedir. Brown vd. (2001) isin sagladig
yaraticilik olanaginin iggérenlerin iglerini anlamh bulma diizeyini artirdigs; an-
lamli igin katilhimcilar tarafindan biiyiik olciide “kesfedici is” olarak tanimlandi-
&1 bulunmustur. Benzer bir arastirma da kendini kesfetme ve isiyle bagkalarinin
hayatinda fark yaratarak basarili olmanin, isini anlamli bulmayi etkiledigi bulun-
mustur (Ayers, Miller-Dyce & Carlone, 2008). Bowie’ye (1998) gore de kisiye
ozerklik ve bagimsizlik deneyimi saglamak, anlamli isin 6nemli 6zelliklerinden-
dir. Bu aragtirmanin 6nemli sonugclarindan biri meslegin sagladig: esnekligin ve
Ozerkligin, 6gretim iiyelerinin iglerini anlaml bulmalarinda etkili olmasidur.

“Isin kendisi” boyutunda 6gretim iiyelerinin goriisleri arasinda unvana ve
iniversiteye gore herhangi bir fark yoktur, diger bir deyisle profesor, docent
ve yardimci dogentler iglerini benzer sekilde anlamli gérmektedirler. Bu bulgu
ayn1 zamanda gorece kurumlagsmis, kurumlasma yolunda olan ve yeni kurulan
tniversitede 6gretim tiyelerinin mesleklerini anlamli bulduklar: gibi bir yoruma
imkan verebilir. Ote yandan 6gretim iiyeleri fakiilte degiskeninden bagimsiz ola-
rak islerini anlamli bulmaktadir. Hackman ve Oldham (1976) anlaml isi, “isin
ozellikleri, ¢iktilar1 ve Uirtinleri arasindaki iliskiye bagh olarak olusan bir psikolo-
jik durum” olarak tanimlamiglar ve kisinin isini degerli, anlamli, kiymetli olarak
deneyimleme diizeyinin, isin anlamliligini belirledigini belirtmiglerdir. Bu agidan
ogretim iyelerinin iiniversite, fakiilte ve unvan fark etmeksizin islerini (akade-
misyenlik meslegini), “islem, etkinlik, yaraticilik, gelisme, 6zerklik, potansiyelini
kullanma ve sundugu basari olanaklari acisindan yiiksek statiide bir calisma alani
olarak algiladiklar1 goriilmektedir.

Katki anlayist boyutu bireyin isinin, bireyin kendisine ve en yakinindan bas-
layarak digerlerine olan fayda ve katkilarini ifade etmektedir. Ogretim iiyeleri
yaptiklar isle “biiyiik 6l¢tide” kendilerine, bagkalarina, cevrelerine yarar sagla-
diklari diigiinmektedirler. Ogretim iiyesi, okuma, yazma, inceleme, arastirma,
bilgi edinme ve aktarma gibi is etkinlikleriyle, kendine, yakinlarina ve kurum-
lara ve topluma katki saglama duygusunu yasama olanagina sahiptir. Rulle ve
Chalofsky’nin (2000) arastirmasi, “baskasinin hayatini iyilestirme”nin anlamli ig
duygusuna ve is doyumuna ulastirdigs; benzer sekilde Robin’in (1998) arastirmasi
da anlamli isin diger kisilere, gruplara, orglite ve ¢evreye yaptigi ayirt edici, fark
yaratici etkinlik ve katkilarin anlamli isin dort 6nemli temasindan birisi oldu-
gunu bulmustur. Alanyazinda kisilerin baskalarina yarar saglama, kendilerinden
daha biiyiik bir gii¢ ya da cevrenin iyiligi icin bir etkinligi yiiriitiiyor olma ve bu
etkinlige kendini vermesinin, anlamli ig yasantisinin 6nemli bir gostergesi oldugu
belirtilmektedir (Chalofsky, 2008; Miller, 2008).

Katki anlayist boyutunda unvana gore 6gretim tyelerinin gorisleri arasin-
da anlamli fark vardir. Profesorler, yardimer dogentlere gére bu boyutta islerini
daha anlamli bulmaktadirlar. Anlaml isin “katki” boyutunda gérece en yiiksek
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aritmetik ortalamaya sahip “yaptigim isle bagkalarina faydal oluyorum” mad-
desidir. Bunun nedeni; profesdrlerin yas ve kidem olarak meslekte daha ileride
olmalari, unvanlar1 geregi meslegin daha fazla olanaklarina sahip olmalar ile
kendilerine ve bagkalarina daha fazla katki ve yarar saglamasi gosterilebilir. Ko-
nakay ve Altay’in (2011) 280 6gretim {iyesi ile yaptiklari arastirmada profesorle-
rin yardimci dogentlere gore daha ¢ok is doyumu yasadiklari; bir diger calismada
(Taghyan, Hirlak & Ciftci, 2014) 45 yas Ustli 6gretim tiyelerinin, daha geng 6g-
retim dyelerine gére daha olumlu bir ruh hali i¢inde olduklar1 bulunmustur. Bir
baska calismada ise (Boylu, Pelit ve Giiger, 2007)profesorlerin tiniversitelerine
yonelik duygusal baglilik diizeyi, aragtirma gorevlilerinden daha yiiksektir. Katki
anlayis1 boyutunda goriisler arasinda fakiilte degiskenine gore de fark vardir.
Tip fakiiltesi 6gretim iiyeleri, IIBF ve egitim fakiiltesi 6gretim iiyelerine gore
isleriyle digerlerine sagladiklari yararin iglerini anlamli bulmada daha fazla katki
sagladig: goriistindedir. Tip fakiiltesi 6gretim liyelerinin meslekleri geregi gérece
dogrudan ve somut olarak insan ve insan saghigyla ilgili caligmalari, mesleklerini,
diger fakiilte 6gretim tiyelerine gére daha fazla katk: sagliyor olarak algilamala-
rina neden olabilir. Bu sonuglara dayali olarak topluma hizmet caligmalarinin,
tniversite yonetimleri tarafindan sistematik, programl cezbedici bir vizyon su-
nan programlar halinde 6gretim {iyelerine sunulmasi Onerilebilir.

Benzeri arastirmalar 6zel —vakif tiniversiteleri 6gretim iiyeleri tizerinde ya-
pulabilir. Yapilan bu agimlayic arastirmadan sonra iiniversite 6gretim tiyelerinin
islerini anlamli bulmalari ile kariyer gelisimi, moral ve motivasyonlari, verimli-
likleri gibi degiskenler arasi iligkiler arastirilabilir. Calismanin karma arastirma
deseni kapsaminda yapilmasi da sosyal gercekligi daha bir biitiinliikk ve tamlik
icinde aciklamasi olasiligl nedeniyle Onerilebilir.

Iste kendini algilama. Bu boyut kisinin kendini, zihinsel, duygusal, bedensel
ve ruhsal olarak tamamuyla isine ve ig ¢cevresine vermesini, yasamdaki amaglari-
nin is amaciyla biitiinlesmesini; amaca ulasma konusunda olumlu bir inanca sa-
hip olmasin1 kapsamaktadir. Ogretim iiyeleri, “iste kendini algilama” boyutunda
“biiyiik olgiide” islerini anlamlh bulmaktadir. Iste kendini algilama boyutu, en
genel anlamda bireyin is kimligi ile bireysel kimliginin uyumunu ifade etmekte-
dir. Benzer sekilde Iran’da bir iiniversitenin 103 ¢aligan ile yapilan arastirmada
da kisisel yeterlik, esneklik ve olumlu diisiinme gibi bireysel psikolojik serma-
ye unsurlari ile anlamli i arasinda bir iliski oldugu ve anlamli isi yordadiklari
(Mehrabi, Babri, Frohar, Khabazuan ve Salili, 2013) bulunmustur. Pits’in (1995)
arastirmast da isini anlamli bulmanin, iste kendini algilama ve kendilik duygusu
(sense of self) ile ilgili oldugu sonucuna ulagilmistir.

Iste kendini algilama boyutunda en cok ve en az katilim gosterilen maddelere
gore 0gretim tyeleri biiyiik 6l¢iide kendilerini igleri ile biitiinlesmis hissetmekte,
bireysel amaclari icin heyecanla calismakta, potansiyelini kullanarak, is ve yagam
amact uyumunu deneyimlemektedirler. Diger yandan aile ve 6zel yagamlarini,
is yasami doyumuna tercih etme egiliminde olduklar1 anlagilmaktadir. Lucas’a
(2011) gore de anlaml is, benlik degeri duygusu ve amaghilik hissettirir. Ancak
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is ve 0zel yasam dengesi kurmak agisindan tercih s6z konusu oldugunda 6zel ya-
sam ve aile agirlik kazanmaktadir. Bu da ig kimliginin, bireysel-sosyal kimlikler-
le denge saglama acisindan sorunlu bir alani isaret ettigini gosterir niteliktedir.
“Iste kendini algilama” boyutunda unvana gore anlamli fark vardir. Profesorler,
yardimcr dogentlere gore iste kendini algilama boyutunda islerini daha anlamh
bulmaktadir. Bu bulgu, profesorlerin mesleklerinde daha uzun siire gecirmis ol-
malarina; deneyim ve birikimlerinin onlara igleri ve kendileri arasindaki biitiin-
lesme duygusuna dair ¢ok sayida geribildirim saglayarak daha kararh bir anlam
duygusu vermesine baglanabilir. Anlaml igin gelisimsel bir yap1 oldugu goriisii
de (Mayseless ve Keren, 2014; Miller, 2008) bu bulguyu destekler niteliktedir.
Bu goriise gore kisilerin anlamli is algilari, kariyerleri boyunca degismekte ve
gelismektedir. Miller’in (2008) arastirmasi bu bulguyu desteklemektedir. Buna
gore en ¢ok 60’1 yaslardaki kisilerin, iste kendini algilama 6tesinde anlamli isin
dort boyutunu birden tam anlami ile deneyimlendigi, ise dair birlesmis biitiinlitk
duygusunu (integrated wholeness) hissettikleri bulunmustur.

Diger yandan is ve kimlik arasindaki iligki, kisinin isi ile kurdugu iliskinin
niteligine gore sekillenebilmektedir. Is, insana verdigi benlik duygusuyla, belki
de kiginin kimliginin olusumundaki en temel 6gedir (Wieland, Bauer, & Deetz,
2009, Akt. Lair & Wailand, 2012). Bu agidan da mesleginde uzun siire gegiren
bir calisanin, isiyle bireysel kimliginin biitiinlesmis olmasi olasilig1 yiiksektir. Bu
sonuglar, profesorlerin, gdrece yardimecr docentlere gore iste kendilerini daha
anlamli bulmalarini aciklar niteliktedir. Bu baglamda aslinda anlaml isin dort
boyutunun birden biitiinliik icinde oldugu “birlesmis biitiinliik” yagantisina sahip
olan kisilerin is yasami konusundaki deneyim ve birikimlerinin aktarilmasini sag-
layacak yonetsel mekanizmalarin olusturulmasi 6nerilebilir. Yeni kurulan bir cok
iniversitede akademik yasam ve kariyer gelisimi agisindan goriis, geribildirim ve
gelisme ihtiyac icinde olan ¢ok sayida geng Ogretim iiyesi adayr bulunmaktadir.
Yani sira deneyimli 6gretim tiyelerinin, yonetim agisindan deneyimlerin yol gos-
tericiligine bagvurarak; boliim, fakiilte ve tiniversite kiiltliriiniin aktarimina kat-
ki saglayacak bir mentorlik mekanizmasinin kurulmasi yararh olabilecektir. Bu
nedenle fakiiltelerde deneyimli, emeklilik sinirinda ya da emekli 6gretim tiyeleri
arasindan bir mentorler kurulu olusturulmasi 6nerilebilir.

Denge anlayist boyutunda o6gretim iiyeleri iglerini “biraz” diizeyinde anlaml
bulmaktadir. Isleri ve 6zel yasam/kisisel alanlar1 arasindaki dengeyi kurmayi kap-
sayan bu boyuta 6gretim tiyeleri gorece en diisiik katilimi gostermistir. Buna gore
is-yasam dengesi kuramamak ogretim tyesilerin islerini anlamli bulmalarindaki
en olumsuz etkiyi olusturmaktadir. Bunun olasi nedenleri bireysel ve Orgiitsel
faktorlere baglanabilir. Ogretim iiyelerinin isleri ile is dis1 yasamlari arasinda is
yiikii, ekonomik nedenler, 6zlik haklari, is iliskilerinde huzursuzluk ve catisma
gibi nedenlerle denge saglayamiyor olduklari diisiiniilebilir. Ug iiniversiteden
291 6gretim tyesinin katildigr arastirmada, yapilan is karsiliginda alinan ticret ile
ilgili olarak 6gretim tiyelerinin memnuniyet diizeylerinin diisiik oldugu(Taslhyan,
Hirlak & Ciftci,2014); Miihendilik, Fen edebiyat ve IIBF den dgretim iiyeleri-
nin katildig1 bir diger calismada ise yogun ders yiikiinden dolay1 yiiksek diizeyde
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tiikenmiglik yasadiklar1 ve asil yapmak istedikleri calismalara zaman bulamiyor
olmaktan sorun yasadiklar tespit edilmistir (Kutanis & Karakiraz,2013). Diger
yandan bireysel 6zelliklere bagli olarak da ig-yasam dengesi kurma zorluklar: ya-
sanabilir. Caprioni’ye (1997) gore mitkemmellik tutkusu, yapilan se¢imlerle ha-
yat lizerinde kontrolii saglama yaklagimi ve degerler kisilerin ig-yasam dengesi
kurmakta engelleyici olabilen etkenlerdir. Kisilerin igini anlamli bulmalari ig do-
yumundan, orgiitsel baghliga, motivasyon olarak bireysel ve orgiitsel verimlilige
kadar pek cok alanda olumlu etkiye sahiptir. Bu anlamda tiniversite yOnetici-
lerinin, kigilerin iglerini anlamli bulmalarini saglayacak yonetsel diizenlemeleri
yapmalari, isiyle kendini uyumlu hissedecegi orgiitsel misyon ve vizyonu gercekgi
bicimde tasarlamalari, is yiikiinii dengesini saglayacak programlari uygulamalari,
Ozerk ve bagimsiz caligma kosullarii desteklemeleri Onemlidir.

Mun’a (2013) gore is-yasam dengesi ve anlamli is birbirini tamamlayan
iki kavram olarak bireysel ve Orgiitsel gelisim adina ¢ok 6nemlidir.Chalofsky’e
(2009) gore is-yasam dengesi, ise ve 6zel yasama ayrilan slirenin esit olmasi degil-
dir. Is-yasam dengesi, isgorenin is ve kisisel ihtiyaclarinin uygun sekilde karsilan-
digy, icinde bulunmaktan onur duydugu bir cevrede saglanabilmektedir. Is- ya-
sam dengesi, Orgiitiin, isgoreni ile ilgilenmesi durumunda isgoérenin de Orgiitii ile
ilgilenecegini ifade eden bir felsefedir. Bu agidan bakildiginda 6gretim tiyeleri-
nin iglerini anlaml bulmalarina etki eden denge anlayisi boyutunun incelenmeye
deger bir konu oldugu anlagilmaktadir. Ogretim iiyesilerin is yiiklerinin dengeli
dagilimima doniik yonetsel diizenlemeler, ig yasam dengesini bozan kisisel ve Or-
giitsel faktOrlerin neler oldugunun saptanmasina doniik arastirmalarin yapilmasi
yararl olacaktir.

Denge anlayis1 boyutunda 6gretim tiyesi goruslerinde, unvan, tiniversite ve
fakiilte degiskenlerine gore fark yoktur. Denge anlayisi boyutunda fakiilte, unvan
ve lniversiteden bagimsiz olarak 6gretim iiyeleri benzer gorustedir. Gerek gorece
kurumlagmis, gerekse kurumlagmakta olan tiniversitelerde 6gretim tiyelerinin bu
dengeyi kurmada sorun yasamalari, yukarida da vurgulandigi gibi 6gretim iiyele-
rinin kisilik ve meslegin getirdigi kimi sinirhiliklar - is yiikii, 6deme sistemi, idari
dizenlemeler ve merkezi yasal mevzuata tabi olmak gibi nedenlere baglanabilir.
Yani sira Tirk tiniversitelerinde gerek 6grenci sayilarinin yuksekligi, gerekse ye-
terli sayida ogretim iiyesi olmamasinin da, is-yasam dengesini bozucu bir etki
yaptig1 soylenebilir. Turkiye’de bir tiniversitede Orgiit sagligi konusunda yapilan
bir arastirma, orgiit saghigini bireysel degiskenlerden ¢ok oOrgiitsel degiskenlerin
belirledigi ve akademik unvanin orgiit sagligi boyutlari iizerinde etkili olmadigin
bulmustur (Polatci, Ardi¢ & Kaya, 2008). Bu arastirma, yaygin sonuclarin aksi-
ne is-yasam dengesi kurmada bireyin kisiliginden cok Orgiitsel nedenlerin etkili
oldugunu gostermektedir. Ogretim iiyelerinin islerinin bu boyutunu daha iist dii-
zeyde anlamli bulmalar icin bu dengeyi kurmay1 engelleyen bazi etkinlik ve for-
malitelerin azaltilmasi yaninda, 6zlik haklarinin iyilestirilmesi, zaman yonetimi
gibi bireysel gelisim programlarinin, is ve 6zel yasam dengesini saglayacak aile
dostu program ve politikalarin uygulanmasi onerilebilir.
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Abstract

There is a big difficulty for teachers in order to reach the desired aims, and teachers need motivation to do this
job properly. The aim of the study, which is managed in a quantitative approach, is to define the relationship
between how teaching profession is seen for society and perception of teachers’ professional motivation from a
teacher’s perception for both variables. And finally, analyses were made on how the teachers’ professional per-
ception from society predicts their professional motivation. The research has conducted on survey method. The
sample of the study was consisted of 545 teachers working in primary school, middle high school and high school
in the province center of Diizce. Both instruments used in the research (motivation of teaching and perception
of society related to teaching profession) developed by researchers and pilot application was also carried out.
As a result of the research, it was found that the professional perceptions of the teachers were in moderate level
and the professional motivations were relatively high. The correlation between the professional perceptions and
professional motivations of teachers’ is positive and intermediate level. It has been revealed that the perception
of the teaching profession of society was at a low level of the professional motivation of teachers. It is seen that
the low-level coefficient in path analysis was close to Pearson Correlation between occupational perception and
occupational motivation. According to teachers, the perception of the teaching profession in the society, has
been found to be the most predictor of “the profession and the value attributed to the profession” as one of the
subscales of the motivation scale. It is possible to say that as the value / importance assigned by the society to the
teaching profession increases, the motivation of the teacher will increase at a low level.

Keywords: Teaching profession, social perception, professional motivation

Oz

Egitimin arzu edilen hedeflere ulasmasi konusunda 6gretmenlere biiyiik is diismektedir ve bu isi layikiyla yapabil-
meleri igin 6gretmenlerin motivasyona ihtiyaglari vardir. Nicel yaklagimla yiiriitiilen bu aragtirmada, 6gretmenlerin
bakis agisiyla, toplumda 6gretmenlik mesleginin nasil goriildigiine, bu alginin 6gretmenlerin mesleki motivasyonu-
nu ne derece etkiledigine ve dgretmenlerin toplum goziindeki mesleki algilarinin onlarin mesleki motivasyonlarini
ne derece yordadigna iligkin analizler yapilmistir. Aragtirma, tarama modelinde betimsel bir calismadir. Calisma-
nin drneklemini, Diizce ili Merkez ilgesinde, kamuda gorevli ilkokul, ortaokul ve liselerde galisan 545 6gretmen
olusturmaktadir. Aragtirmada kullanilan her iki 6lgme araci da (mesleki algi ve mesleki motivasyon) arastirmacilar
tarafindan gelistirilmigtir. Aragtirma sonucunda, 6gretmenlerin mesleki algilarinim orta diizeyde, mesleki motivas-
yonlarnin ise gorece yiiksek diizeyde oldugu ortaya gikmustir. Ogretmenlerin mesleki motivasyonlari ile mesleki
algilar1 arasinda pozitif yonlii orta diizeyde korelasyon vardir. Ogretmen goriiglerine gore toplumun 6gretmenlik
meslegine iliskin algisinin, 6gretmenlerin mesleki motivasyonlarini yordama giiciiniin diisiik diizeyde oldugu ortaya
cikmustir. Yol analizinde ortaya gikan diisiik diizeydeki katsaymin, mesleki algi ile mesleki motivasyon arasinda-
ki Pearson Korelasyonuna da yakin oldugu gériilmektedir. Ogretmen gorislerine gore toplumdaki 6gretmenlik
meslegi algismnin, motivasyon 6lgeginin alt boyutlarmdan en gok “meslegin 6zellikleri ve meslege atfedilen deger”i
yordadigi ortaya ¢tkmustir. Ogretmen algisina gore, toplumun 6gretmenlik meslegine atfettigi deger / Gnem arttikga,
Ogretmen motivasyonunun diisiik diizeyde de olsa artacagini sdylemek miimkiindiir.
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English Version

Introduction

Today, each state must compete with the other states to expand and develop.
They need well trained citizens in order to survive in this competitive setting. In
addition to providing quality education to their citizens, the states would have
qualified man power and outshine than the others providing that they supply
their citizens with education which is modernized, high quality, critical, questio-
ning and scientific. In this sense, one of the most critical aspects of education is
teacher. The more productive, qualified, reproductive the teachers are, the more
successful their students will be and it will be possible that the projected educa-
tional goals will be attained.

Each individual and each professional would like to be respected by the soci-
ety and be valued. Teachers need such respect compared to the other professions.
It is not possible that students show respect when the society do not respect to
a profession. It is also so hard to maintain educational activities for years if the
students do not respect to their teacher or value him/her. Social status of their
profession, teacher’s character and various circumstances at schools influence
teacher’s professional achievements, in addition to deciding to do their profes-
sion voluntarily (Bursalioglu, 2000). There are essential differences between co-
untries with respect to teachers’ social status. A comprehensive study was carried
out by Varkey Gems Foundation (2013) on 1000 participants at 21 countries in
order to reveal the people’s attitudes towards teachers/their social status and
published as 2013 Global Teacher Status Index. Based on this study, teachers had
the highest status in People Republic of China while they had the lowest in Israel.
Teachers are respected far more in China, South Korea, Turkey, Egypt and Gre-
ece than in Europe and Anglo-Saxon countries (see Table 1).

Table 1
Teacher’s Respect Status Index Ranking

Country Index rank PISA rank (1 highest)
China 100 3

Greece 73.7 17

Turkey 68 19

South Korea 62 4

New Zealand 54 6

Egypt 49.3 No data

Singapore 46.3 1

Holland 40.3 7
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Table 1
Teacher’s Respect Status Index Ranking (Continued)

Country Index rank PISA rank (1 highest)
USA 38.4 12
UK 36.7 10
France 323 11
Spain 30.7 16
Finland 28.9 2
Portugal 26 14
Switzerland 23.8

Germany 21.6

Japan 16.2

Italy 13 15
Czech Republic 12.1 13
Brazil 24 20
Israel 2 18

Varkey GEMS Foundation. (2013). Teacher Status Index. London.

When Table 1 was analyzed, it was noticed that teachers from Turkey were
in the third in the respectability rank. In the study, China was ranked the first
with 100 points, Greece was the second with 73 points and Turkey was the third
with 68 points, had a better respectability score and left the countries which had
the highest PISA scores behind. There were significant differences between the
countries in terms of parents’ hoping their children to be teachers in the future.
For instance, the rate of such parents was 8% in Israel while 50% of the Chinese
parents supported their children to be prospective teachers. While this rate was
higher in the countries like Turkey, South Korea and China, it was lower in Isra-
el, Portugal and Brazil (Varkey GEMS Foundation, 2013). Another finding was
that the students’ respect rate to their teachers in Europe was lower compared
to Asian and Middle Eastern countries. Students’ respect rate in China to their
teachers is around 75% (OECD, 2008).

A remarkable aspect of the report by Varkey GEMS Foundation (2013) was
the lower educational performance (19 out of 21% countries) in spite of higher
respectability and status of teaching profession. The expected case normally is
having great achievements after working with devotion. In other words, it might
be supposed that a profession is respected due to its higher performance. Howe-
ver, it is hard to claim such a situation in Turkey. The findings of the study carried
out by Sunar (2015) in 32 cities on 2500 citizens titled “Work life in Turkey and
respectability of professions was given in the Table 2.
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Table 2
The Respectability of Professions Ranking in Turkey (first 20)

Rank PROFESSION AVERAGE RANK PROFESSION AVERAGE

SCORE SCORE

1 Med. Doctor 88,3 11 Pharmacist 75,79
2 Uni. Professor 83,32 12 Psychologist 75,55
3 Judge 82,17 13 Mechanical Eng. 75,26
4 Teacher 80,98 14 Gen. Manager 73,42
5 Dentist 79,5 15 Electrical Eng. 73,1
6 General 78,31 16 Lawyer 72,87
7 Governor 78,15 17 Research Asst. 72,84
8 Mil. Captain 77,9 18 Mayor 72,78
9 Ambassador 76,68 19 Civil Eng. 72,69
10 Architect 76,23 20 Petty Officer 70,73
Sunar (2015)

Seen in the Table 2, teaching profession ranked the 4" out of 126 professi-
ons with 80.98 professional respectability score. Corresponding with the similar
studies on the issue, it was concluded that —even though the teachers think that
they are not that much respected- teaching profession was a socially respectable
profession.

As education, lobour force and employment plannings have not been done
properly, since the time beginning from the Ottoman Empire to the new millen-
nium, appointing the university graduates without pedagogical formation back-
ground caused some kind of decrease respectability of teaching profession and
negatively contributed a kind of misperception like “become a teacher if you
cannot find any employment as a university graduate”. Such practices negatively
influenced the perceptions concerning teaching is a profession which requires
special training procedures. Due to ongoing employment policies, teaching pro-
fession has been open to the graduates of other fields, has become a profession
which might easily be accessed and has become a profession any university gra-
duate could be employed. Teaching has been turned into a profession like a gate
of hope for the ones who cannot find employment in their own field of expertise
(Eskicumali, 2002).

Teacher is the person who lights the way for his/her students, improves their
creativity, their self confidence, and research/discussion skills. However, negati-
ve aspects like defects in educational system, indifference of the parents, relati-
vely lower pays, not being valued by the society, physical inadequacies are of the
handicaps which make it difficult for the teachers to love their professions and
perform it in a productive way. Motivation is the thing giving prower to the teac-
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her who struggles with such problems. Being motivated and maintaining his/her
motivation is vital for the teacher.

It is stated that the origin of the French and English word motivation -which
is another variable of the existing study- comes from the word “motive”. It is hard
to find the accurate equivalent for this concept (Eren, 2001, 251). Words like “in-
centive” or “arousal” could be used for the counterparts of the word “motive”.
Motivation is and individual’s thoughts, hopes, beliefs or shortly his/her desires,
needs and fears which set his/her in motion and which directs the behaviors (Orii-
cli and Kambur, 2008). Process of motivation is shown in the Figure 1 below:

NEED

Y

Y

Y

STIMULAT. BEHAVIOR SATISFACT.

Figure 1. Process of motivation.
Ozkalp and Sabuncuoglu (1995: 86)

Motivation is the process rousing a person’s acts and providing to perform
those acts in devotedly, willingly and with pleasure. Motivated people are willing
to behave in accordance with definite goals. With reference to this statement;
monitoring teachers’ economical, psyco-social needs and working atmosphere
closely, seeking for the ways of solving their problems would directly increase the
institutional performance and the prosperity of the system. Oncii (2012) states
that increase in their motivation might provide the teachers and students to be
more excited at school; Akbaba (2006) restates that motivation is the major fac-
tor helping them to face the problems at school and to love their profession. De
Jesus and Lens (2005) highlighted that teachers who are motivated to perform
their profession properly would do a great job to realize educational reforms,
implement necessary changes, so they would have the feeling of accomplishment
and happiness.

Motivation is divided into two groups as, external and internal motivation.
In external motivation, a person acts under the influence of external factors and
directed towards the desired behavior. Increasing employees’ pays, providing
economical profits, giving various rewards, offering some facilities like promoti-
on or paid holidays are of the examples of increasing factors of external motiva-
tion for employees (Saglam, 2007). As for internal motivation, people act based
on internal dynamics on their own without requiring any external motives. Cha-
racteristics like self-pride, desire to learn, willingness to be qualified, desire to be
improved, loving his/her job, interest and strong professional ethics, private value
system might increase the person’s internal motivation level (Saglam, 2007). The
feelings like interest and love are dominant in internal motivation, but in external
motivation there is desire to gain a definite goal (Ozdagh and Akman, 2012: 74).

A lot of studies done before on the employees showed that there are strong
connections between their satisfaction, love for the job and being productive. In
order to realize desired motivational level, considering personal differences, be-
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ing aware of personal needs and using appropriate methods are essential factors.
Examining the studies on professional motivation, it is noticed that professional
motivation is interconnected with some other factors related to work life. Un-
sar (2011) concluded in the study which he examined tendency to quit job and
professional motivation that people who were not motivated to their jobs were
highly inclined to quit their jobs. Cakar and Ceylan (2005) concluded similar
findings in their study titled the influence of professional motivation on loyalties
of employees and their inclination to quit their job; moreover, they found out
that the employees who had lower motivation levels also had lower organiza-
tional loyalties. Park and Rainey (2012) inferred as the result of their research
that the ones with higher professional motivation had better social dialogue than
with the lower motivation levels. Each place of employment might have diverse
conditions which could corrupt motivation. Consequently, employees’ behaviors
and the reasons behind their behaviors must be known well to motivate them.
The reason why there are so many theories concerning motivation is that human
beings are complicated entities and it is hard to explain their behaviours on the
basis of only one reason or a theory (Sabuncuoglu and Tiiz, 2005).

Motivation and performance are quite interconnected as they both issue
person employees’ productivity. Motivation supports person’s achievement and
directly influence performance. Performance appears as personal results related
with organizational productivity. Being motivated is not sufficient alone to show
the desired performance. Onen and Tiiziin (2005) explained performance as a
result of togetherness of motivation and skill and formulated as below:

Performance = Skill x Motivation

Constant changes in educational policies; not being able to form clear, sig-
nificant and long-lasting political lines in education and not being able to get
the intended success rates; thinking that technological tools like computer and
internet would replace teachers are of the reasons which decrease respectability
of teachers’ deserve by the community. What is more, frequent negative news ap-
peared in the media and the misperceiving these exceptional situations as if they
are usual and happen occasionally would damage teachers’ respectability in the
society. The films broadcasted as TV series in the Turkish televisions concerning
school and students “Vurun Kahpeye” by Halide Edip Adwvar, “Calikusu” by Re-
sat Nuri Giintekin and “Hababam Sinifi” by Rifat Ilgaz which was also adapted
to the cinema typify idealistic teachers who devote themselves to their profession
(Yiiksel, 2015). On the other hand, as another TV series with school theme “Arka
Siradakiler” is one of the most popular TV series which had 193 episodes and
broadcasted in the Turkish televisions represented teachers by some kind of ne-
gative images (Kincal, Sahin, Tiizel, 2012). It might also be stated that Films and
TV series are of the facts which influence teachers’ professional respectability.
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The Purpose of the Research

The general purpose of this research is how the teachers working at pub-
lic schools (elementary, secondary and high school) perceive their profession in
the eyes of the society and how their perceptions influenced their motivation.
Teachers’ professional motivation generally correlated with the attitudes of the-
ir head, school atmosphere, students’/parents profiles and economical aspects.
Within the scope of this study, hypothesizing that social perceptions influence
the teachers’ motivation; teacher’ motivation is examined as dependent variable
and social perception is examined as independent variable. The problem state-
ment of the study is “how do the teachers’ views of the perceptions of the society
on the teaching profession predict the teachers’ professional motivation? The
answers are sought to the following questions:

1. How does the society perceive the teaching profession according to the
teachers’ views?

2. Are there any significant differences between the teachers’ views of per-
ception of the society regarding their profession based on the variables
like gender, age, subject they teach, school type and educational status?

3. What is the level of the teachers’ professional motivation?

4. Are there any significant differences between the teachers’ motivati-
onal level based on the variables like gender, age, subject they teach,
school type and educational status?

5. What is the statistical relation between the teachers’ views of the per-
ceptions of the society regarding teaching profession and the teachers’
professional motivation?

6. What level does the teachers’ views of the perceptions of the society on
the teaching profession predict the teachers’ professional motivation?

Method

In this part, the information is given regarding the research model, target
population and the sample of the study, development of the instrument to collect
the data, data collection and analysis of the data.

Research Model

Relational screening model is used in the existing research aiming to define
what level do the teachers’ views of perception of the society regarding their
profession predict the teachers’ professional motivation (Fraenkel and Wallen,
2009). Relational studies are the researches showing the level of changes betwe-
en two variables (Cokluk, Sekercioglu, Biiylikoztiirk, 2012).
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Target Population and Sampling

Target population of the study is comprised of the teachers working at ele-
mentary, secondary and high schools in Diizce. There are 4407 teachers working
in Diizce (2018) at schools from all categories. The sample of the study is limited
to the city center of Diizce and comprised of 545 teachers in total working at
public schools as; 13 elementary, 14 secondary and 7 high schools. The sample
schools are defined as a cluster using simple random sampling method. The num-
bers of the teachers participated to the study and the subjects they teach are as
given in the Table 3.

Table 3

The Subjects and Numbers of the Teachers Participating in the Study

Category Subject Number  Percentage  Total
Primary School and Primary School 136 24.9 159
Preschool Preschool 23 4.2
Numerical Math 44 8 106
Science 28 5.1
Chemistry 9 1.6
Biology 10 1.8
Physics 5 0.9
IT 10 1.8
Social Social Sciences 15 2.75 74
History 9 1.6
Geography 12 22
Philosophy 5 0.9
History of Art 1 0.18
Religious Culture and Ethics 19 35
Pyschological Counseling 13 2.4
Language Turkish 30 55 95
German 1 0.18
English 42 7.7
Literature 22 4
Art and Skills Art 10 1.8 53
Technology and Design 9 1.6
PE 24 4.4
Music 10 1.8
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Table 3
The Subjects and Numbers of the Teachers Participating in the Study (Continued)

Category Subject Number  Percentage  Total
Vocational Special Education 13 23 37
Furniture 1 0.18
Constructure 1 0.18
Ceramic 1 0.18
Clothing 5 0.9
Journalism 1 0.18
Religious Vocational School 8 1.4
Vocational Courses
Child Development 1 0.18
Graphics 3 0.5
Crafts 1 0.18
Accounting 1 0.18
Office Management 1 0.18
Not Stated the Subject 21 3,9 21
TOTAL 545

As can be seen in the Table 3, most of of the teachers participating to the
study are female teachers (56.5%), remaining ones are male teachers (43.5%).
As for the school types, majority of the teachers are from secondary schools
(33.2), elementary school teachers are in the second rank (31%). In the third
rank are teachers working at vocational high schools (18.7), the remaining part is
consisted of teachers from general high schools (17.1).

Instruments for Data Collection

The necessary data for the study is collected through implementation of two
scales. These scales are Professional Perception Scale and Professional Motivati-
on Scale. The scales are developed by the researchers. During the development
process of the scale, related literature is reviewed, considerations of teachers on
this issue are asked and item pool is formed. Then, the views of the academici-
ans who are the professionals in the field are taken for structural validity, pilot
practice is realized afterwards. During the development process of the scales,
both scales are implemented to 200 teachers teaching diverse subjects and wor-
king at different public-school levels. In order to find out about the validity and
reliability of the scales; factor analysis is done for the structural validity; internal
consistency coefficients are calculated for the reliability.

As the result of the analysis of pilot implementation of the Professional Per-
ception Scale, scale has just one stable factor. Total explained variance of the
scale is 33.62%, and Cronbach Alpha internal consistency coefficient is .91 and
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KMO value is calculated as .90. As the result of the analysis the number of the
items in the Professional Perception Scale is reduced to 26. There are 9 negative
statements in the items and the scale is implemented that way. It is a five-point
Likert scale.

As the result of the pilot implementation done for professional motivation
which is the other variable of the study, it is found out that the scale has five
subscales. The total explained variance is 66.05%, Cronbach Alpha internal con-
sistency coefficient is .95 and KMO value is .93. The items with lower factor loads
and cyclical items are excluded from the scale. The final state of the scale has 30
items and it is implemented. It is a five-point-Likert scale.

After the pilot implementation, validity and reliability analysis are repeated
as the result of the final stage. As consequence, similar values are seen as; KMO
value of the Professional Perception Scale is .93, Cronbach Alpha is .91, Eigenva-
lue is 8.29, total explained variance is 31.90%, and factor loads vary between .35
and .72. As for the Professional Motivation Scale; KMO value is .93 and factor
loads vary between .35 and .72. Values related with total explained variance and
Cronbach Alpha internal consistency coefficient are given in the Table 4:

Table 4
Analysis Values of the Professional Motivation

Subscales Eigenvalue Variance Cronbach
Explained (%) Alpha

Pleasure experienced by performing 10.49 17,59 .90
the profession

The characteristics of the profession 291 10.79 .79
and the appreciated value of the profession

Loyalty to the profession 1.82 10.78 81
Professional self-sacrifice and devotion 1.25 9.99 72
Contributions to the other people’s lives 1.13 9.59 78
Total 58.74 .94

Examining the Table 4, total explained variance of the Professional Moti-
vation Scale is 58.74 with its five subscales and this might be considered as an
acceptable level, reliability coefficient is seen to be quite high. It is acceptable
if the total explained variance is between 40% and 60% (Cokluk, Sekercioglu &
Biiyiikoztiirk, 2012). As a result of the final implementation, Cronbach Alpha
internal consistency coefficients of both of the scales are higher than .80, so it
might be stated that both of the scales do reliable measures.
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Findings
Descriptive statistics regarding the Professional Perception Scale is shown in the
Table 5. Taking these statistical results into consideration, social perception regarding

teaching profession is seen to be a bit higher than the average (X= 3.40); when con-
sidering 1 is the lowest, 5 is the highest and 3 is the average score.

Table 5
Average Scores and Standard Deviation of Professional Perception Scale Items

Statements / Items N X SS

1- The society is aware of the significance of teaching profession in s45 2,04 119
the development of the country.

2- Teacher is the ‘person who knows much’ in the eye of the 545 3.09 1.00

society.

3- I think the society considers my profession as “easily accessible

1 2
and effortlessly performed”. 45 3831/218° 102

4- People trust us and entrust their children in the care of teachers. 545 3.78 0.82
5- The society sees teaching as a “holy profession”. 545 3.14 1.02

6- I think there is a common conception in the society like “beco-

1 2
me a teacher at least if you cannot have a good profession”. 545 3587/242% 115

7- I think my views and considerations on any issue are valued due

. 545 3.35 0.87
to my profession.

8- I think we are “depreciated” in the eye of the society as our

number is too high. 545 3.341/2.66° 1.12

9- I think our profession is depreciated by the society as the stu-

1 2
dents learn many things easily with the help of the internet. 545 300%/3.00° 113

10- People think teachers are entitled to have a voice in their lives

after their parents. 4 3.08 1.03
11- I am appreciated by the others as I am a teacher. 545 3.61 0.87
12- I am respected due to my profession by my family and relatives. 545 3.76 0.87
13- The society despises our profession considering our earnings. 545 3.251/2.75% 1.07
14- I am respected by the parents of my students. 545 3.74 0.79

15- I think the society does not consider my profession as a “career
profession” due to implementations like substitute teachers
and giving right to pedagogical formation certificate to almost
all university graduates.

545 3.71'/2.30% 1.03

16- The society shows the teachers as an example of “role models”

for good human beings. 545 3.:24 088
17- I th'mk 'the respectability an.d image rate of teaching profession 545 282 0.97
is high in the eye of the society.
18- I think the parents just allow the teachers except for themselves s45 311 102

to discipline their children.
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Table 5
Average Scores and Standard Deviation of Professional Perception Scale Items
(Continued)

Statements / Items N X SS

19- I think the society talks about the working hours and the length

1 2
of my holidays instead of the importance of the job I perform. 45 4300/1717 085

20- The people are aware that socially responsible, honest and
hardworking individuals are brought up with the help of the 545 3.30 0.94
teachers.

21- I think the society sees the teachers as a kind of educated

1 2
childminders. 545 3.50'/250% 1.02

22- 1 think my profession is considered as one of the credible ones
by the society.

23- The society sympathizes the teachers. 545 3.28 0.86

545 3.55 0.90

24- The parents are not aware that a teacher takes care of 30 child-
ren in the classroom while they think it is sometimes very hard 545 3.96'/2.042 0.99
to take care of their own child.

25- The society sees the teachers as the people who work patiently

and devotedly. 545 3.19 0.99
26- Teaghlng Professmn is c0n51der<?d is a profession which requi- s45 206 0.99
res “superior knowledge and skills”.
Total 545 340 036

(* ! Normally encoded; % Reversely encoded)

The following results are found when social perception regarding teaching pro-
fession is compared according to the teachers’ demographical characteristics such
as gender, age, teachers’ subject, teachers’ school type and educational status: Teac-
hers’ professional perception is significantly differed based on gender [# (543) = -2.62;
p<.05]. Considering the arithmetic mean, scores related with male teachers’ views
regarding social perception of teaching profession are higher than those of female
teachers (Male: X= 3.04 > Female: X=2.92). There is a positive correlation at a lo-
wer level between the teachers’ ages and their views of social perception on teaching
profession [r= 0.12]. There are also statistically significant differences between the
teachers’ views based on the subject they teach [F 6.538) 2.32; p<.05]. According to
the findings, teachers teaching vocational subjects have more positive views of social
perception than the teachers teaching arts and skills, numerical, pre-school/regular
elementary class and language; teachers teaching social subjects have more positive

views than the ones teaching language and numerical subjects.

Moreover, it is found out that there are statistically significant differences
between the teachers’ views based on the school type that they work [F G, 541) =
4.78; p< .05]. According to the results the scores concerning secondary schools’
teachers’ views regarding social perception on their profession is lower than both
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general high school and vocational high school teachers’ scores. However, there
are not any statistically meaningful differences between the teachers’ views based
on their educational status [X? 2545 = 247, p > .05]. Descriptive statistics of the
subscales of the Professional Motivation Scale is shown in the Table 6.

Table 6
Descriptive Statistics of the Subscales of Teachers’ Professional Motivation Scale

Variable N X Sd
1- Pleasure experienced by performing the profession 545 431 050
2- Contributions to the other people’s lives 545 424 058
3- Professional self-sacrifice and devotion 545  4.07 0.53

4- The characteristics of the profession and the appreciated va- 545  3.57  0.75
lue of the profession

5- Loyalty to the profession 545 353 084
Total 545 401 048

When the results in the table 6 are examined: Arithmetic mean of the “pleasure
experienced by performing the profession” subscale is X=4.31; Sd= 0.50; arithmetic
mean of the “contributions to the other people’s lives” subscale is X=4.24; Sd=0.58;
arithmetic mean of the “professional self-sacrifice and devotion” is X= 4.07; Sd=
0.53; arithmetic mean of the “characteristics of the profession and the appreciated
value of the profession” is X=3.57; Sd= 0.75; and arithmetic mean of the “loyalty to
the profession” is X=3.53; SS= 0.84. It is found out that the subscale with the highest
score is “pleasure experienced by performing the profession” and the subscale with
the lowest mean score is loyalty to the profession. Averages of the total scores of the
teachers’ professional motivation scale are X=4.01; SS=0.48. Based on the findings
it might be stated that the teachers’ professional motivation is relatively high. In the
Table 7, ANOVA for repeated measures of subscales of the teachers’ professional
motivation scale are given:
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Table 7
ANOVA for Repeated Measures of Subscales of the Teachers’ Professional
Motivation Scale

Source of  Sumof  df Mean of F p Significant
Variance Square Square Difference

Between 677.58 544  42525.81 322.68 0,000 1-2 2-3 34

Cases 4.5

Measure 298.12 4 74.53 13 24 35
Error 502.59 2176 0.23 14 25
Total 147830 2724 1-5

Considering the findings in the Table 7, there are significant differences between
the subscales [F(4’ 2176) = 322.7; p< 0.01]. So it might be stated that the difference
between all the subscales are meaningful. Taking the arithmetic means into account,
the subscale titled “pleasure experienced by performing the profession” has the hig-
hest average (X=4.31); then, “contributions to the other people’s lives” comes as the
second highest subscale (X= 4.24); thirdly, we see “’’professional self-sacrifice and
devotion” subscale (X=4.07); “the characteristics of the profession and the apprecia-
ted value of the profession” is the fourth in the rank concerning the average score (X=
3.57); “loyalty to the profession is the last one in the rank of average score (X=3.53).

The findings concerning the question if the teachers views’ on professional
motivation differ based on their gender, age, subject they teach, school type that
they work, and educational status are as the following: the teachers’ gender ma-
kes statistically significant difference in the “pleasure” subscale of the teachers’
professional motivation scale [t(543) = 4.38; p<.05]. It might be expressed that
female teachers (X = 4.39) take more pleasure while performing their jobs com-
pared to their male (X = 4.21) counterparts. There is also statistically significant
difference in the “loyalty” subscale of the professional motivation scale based on
the gender [t (543 = 2.16;p < .05]. Considering the average scores of arithmetic
mean the female teachers (X = 3.60) have higher scores in the “loyalty” subscale
than the male teachers (X = 3.44). Besides, there is statistically significant diffe-
rence in the “contribution” subscale of the professional motivation scale based
on the gender [t (543) = 334 p< .05]. Considering the average scores of arithmetic
mean the female teachers (X = 4.31) have higher scores in the “contribution”
subscale than the male teachers (X = 4.14). The result of the Spearman Corre-
lation analysis between the teachers’ professional motivation and their ages is
shown in the Table 8.
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Table 8
Spearman Correlation Analysis Between the Teachers’ Professional Motivation and
their Ages

1 2 3 4 5 6
Variables
1- Age 1 -0.09%* 0.003** -0.15** -0.14** -0.11**
2- Pleasure 1 0.48**  0.51** 0.58** 0.70**
3- Value 1 0.57**  0.41** 0.48**
4- Loyalty 1 0.28**  0.43**
5- Self-Sacrifice 1 0.53%*
6- Contribution 1

n =545, *p<.05, ** p<.01

As can be seen in the Table 8, there is negative weak correlation between the
teachers’ ages and “pleasure” subscale [r= -0.09]; there is positive weak corre-
lation between their ages and “value” subscale [r=0.003]; there is negative weak
correlation between their ages and “loyalty” subscale [r= -0.15]; here is negative
weak correlation between their ages and “self-sacrifice” subscale [r= -0.14]; and
here is negative weak correlation between their ages and “contribution” subscale
[r=-0.11].

There is statistically significant difference based on the subjects that the te-
achers teach and “the pleasure they take while they perform their profession”
which is the first subscale of the teachers’ professional motivation scale [F(e,sss)
= 2.05; p<.05]. According to the findings, elementary school teachers and presc-
hool teachers (X=4.40) take more pleasure in their profession than the teachers
teaching social subjects (X= 4.20). There is also significant difference based on
the subjects in the professional self-sacrifice and devotion subscale [F g 550)=
2.07; p<.05]. Based on the findings, elementary and preschool teachers’ average
professional self-sacrifice and devotion scores are higher than the teachers of
language and numerical subjects. On the other hand, there are not any significant
differences between the subscales like contribution to the other people’s lives,
loyalty to the profession and the characteristics of the profession and the appre-
ciated value of the profession based on the teachers’ subjects.

According to one way factor analysis (ANOVA) results displaying if there
are any significant differences between the professional motivations of the teac-
hers participating in the study based on the school types, there is significant dif-
ference between “the pleasure experienced by performing the profession” based
on the school type [F(3,5 4 = 4.44; p<.05]. Considering the findings, the pleasure
that general high school teachers take is lower compared to elementary scho-
ol teachers, preschool teachers, secondary school teachers and vocational high
school teachers. There is statistically significant difference between the loyalty to
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the profession based on the teachers’ school type [F(3,5 a1y = 4.94; p< .05]. Consi-
dering the findings elementary school teachers are more loyal to their profession
compared to the general high school teachers; vocational high school teachers
are more loyal to their profession compared to both secondary and general high
school teachers in terms of professional motivation.

Due to the noticeable differences between the numbers of the teacher gro-
up, nonparametric statistics is used to see if there are significant differences bet-
ween the professional motivation of the teachers and their educational status.
Kruskal Wallis (KW) test is used for this purpose and the results are as below:
Among the subscales of the teachers’ professional motivation, there is significant
difference between only “loyalty to the profession and the teachers’ educational
status [x2, 545 = 6.29; p<0.05]; that is, the associate degree graduates are more
loyal to their profession than the ones who have graduate degree. In the Table 9,
results of Pearson correlation coefficient analysis between the teachers’ professi-
onal perceptions and their professional motivation are given:

Table 9
Pearson Correlation Coefficient Analysis Between the Teachers’ Professional
Perceptions and their Professional Motivation

1 2 3 4 5 6
Variables
1- Professional Perception 1 0.18** 0.51** 0.32%*  0.14**  0.17**
2- Pleasure 1 0.47%* 0.51#*%  0.57**  0.70%*
3- Value 1 0.59%*  041%*  0.47**
4- Loyalty 1 0.28%*  0.44**
5- Self-Sacrifice 1 0.52%*
6- Contribution 1

n =545, %p<.05, ** p<.01

In the Table 9, the results of Pearson correlation coefficient analysis are
given which is done to check if there is a significant relationship between the
teachers’ professional perceptions and their professional motivation. Positive
weak correlation between “professional perception” and “pleasure experienced
by performing the profession [r=0.18]; positive intermediate correlation betwe-
en “professional perception” and “the characteristics of the profession and the
appreciated value of the profession” [r=0.51]; weak positive correlation between
“professional perception” and “loyalty to the profession” [r=0.32]; weak positive
correlation between “professional perception” and “”’professional self-sacrifice
and devotion” [r=0.14]; positive weak correlation between “professional percep-
tion” and “contribution to the other people’s lives [r=0.17] are found. According
to the results of Pearson correlation coefficient analysis which is done to check
if there is a significant relationship between the teachers’ professional percepti-
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ons and their professional motivation, intermediate correlation is found between
“professional motivation and “profession perception” [r= 0.35]. Thus, it might
be stated that as the teachers’ perception gets higher/increases, their motivation
increases as well.

The diverse analysis are done regarding the regression between the indepen-
dents variable of the study which is “social perception on teaching profession”
and the independent variable which is “teachers’ motivation”. As the first analy-
sis (Figure 2), a dependent and an independent variable are included into the
model, higher score shows higher motivational level. The other model (Figure 3)
is the analysis which includes an independent variable and a dependent variable
with five diverse subscales. The results of the path analysis are given in the Figure
2 regarding the regression between “social perception on teaching profession”
which is unidimensional and “teachers’ motivation” as a latent variable.

As it could be seen in Figure 2, factor loadings of the indicators in the pro-
fessional perception scale vary between .25 and .77 and they are moderate; mo-
reover, higher correlation values between .60 and .89 are seen between the sum
of the motivation scale and its subscales. Correlation coefficients from latent
professional perception variable to the indicators and t values from motivation
latent variable to the subscales are all seen to be significant. Fit indices concer-
ning the model are given in the Table 10.
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Figure 2. The result of path analysis regarding the prediction of social perception of
teaching profession through total scores of the subscales of teacher motivation.
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Table 10
Fit Index Values of the First Model on Prediction of Teacher Motivation

X2 DF | P-Value | CFI | NFI | AGFI | IFI | GFI | SRMR | RMSEA
2511.52 | 433 0.000 ] 093|091 | 0.74 | 093 | 0.77 0.08 0.09

As it could be seen in the Table 10, weak fit coefficient is found as X2/ df =
5.8. Additionally, CFI, NFI, IFI, SRMR and RMSEA give acceptable fit indices,
AGFT and GFI give weak fit indices. Considering all the values between the mo-
del and the data it might be stated that the model has acceptable indices.

Taking the values in the Figure 2 into consideration, it is found out that stan-
dardized coefficient between teacher perception and teacher motivation is as i
= (.24, weak and positive. Based on the results, a unit increase in the social per-
ception concerning the teaching profession would cause .24 point increase in the
teachers’ motivation. Regression equalization regarding the model is as follows:

Motivation = 0.24 * Professional Perception, Error Variance = 0.94; R2 =
0.05

The perception of the society (or social perception in other words) which is
the independent variable explains 5.6% of the variance. It is possible to say that
the explanation rate of the produced model for the independent variable is low.
The second model analysis related with path analysis is unidimensional and on
the prediction of social perception regarding teaching profession of the teacher
motivation directions. The results of the path analysis are given in the Figure 3.

As it can be seen in the Figure 3, the indicators in the professional percepti-
on scale vary between .25 and .76 the values are reasonable; besides, factor loads
of subscales of motivation scale and the indicators are between .59 and .84.; they
are highly correlated. Considering factor loads of the items of the subscales for-
ming professional motivation, it appears that the items of pleasure subscale are
between .59 and .84; items of the contribution subscale are between .64 and .76;
items of the loyalty subscale are between .60 and .79; items of the value subscale
are between .58 and .76; items of the self-sacrifice subscale are between .68 and
.70. These values show that subscales have a major role in forming the main
variable.

Regarding the values in the Figure 3, the variable which ideally predicts the
dimensions of social perception on teaching profession and teacher motivation
is the “characteristics of the profession and the appreciated value of the profes-
sion” (X = 0.65), “loyalty to the profession” follows this subscale; then “contri-
bution to the other people’s lives” (X = 0.31) and “pleasure experienced by per-
forming the profession” (X = 0.30) come with similar coefficients. The last one is
“self-sacrifice and devotion” (X = 0.26). Regression equation regarding each of
the subscale included in the model and independent variables is as the following:
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PLEASURE= 0.30 * Professional Perception, Error Variance = 0.91; R?
= 0.08

CONTRIBUTION= 0.31 * Professional Perception, Error Variance = 0.91;
R2 = 0.09

LOYALTY= 0.36 * Professional Perception, Error Variance = 0.87; R? =
0.13

VALUE= 0.65 * Professional Perception, Error Variance = 0.57; R? = 0.43

SELF-SACRIFICE= 0.26 * Professional Perception, Error Variance =
0.93; R? = 0.07

Social perception on teaching profession, which is the independent variable,
explains the dependent variables which are the subscales of teacher motivation
as; 1) 8.8% of the variance in “pleasure experienced by performing the profession
ii) 9.4% of the variance in “contribution to the other people’s lives™ iii) 13% of
the variance in “loyalty to the profession” iv) 43% of the variance in “the charac-
teristics of the profession and appreciated value of the profession” v) 7% of the
variance in “professional self-sacrifice and devotion”. It is concluded that this
model formed to explain the dimensions of the teachers’ professional motivation
through social perception regarding teaching profession explains more variance
than the previous model.

Chi-Square=7337.72, d£=1479, B-value=0.00000, RMSEA=0.085

Figure 3. The result of path analysis regarding the social perception of teaching
profession’s prediction of subscales of teacher motivation.
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It appears that both the correlation coefficients from latent variable of the
professional perception scale through the indicators and relational t-values from
the motivation scales through the subscales are all significant. Fit indices regar-
ding the model are given in the Table 11.

Table 11
Fit Index Values of the Second Model On Prediction of Teacher Motivation

X? DF |P-Value |CFI |NFI | AGFI |IFI |GFI |SRMR | RMSEA
7337.72 | 1479 | 0.000 0.92 10.90 |0.65 092 |0.67 |0.14 0.08

Seen in the Table 11, X2/ df = 4.96, coefficient of concordance is weak. Addi-
tionally, CFI, NFI, IFI and RMSEA show acceptable fit indices, while RMSEA,
AGFI and GFI show weak fit indices. Considering all the values between the
model and data, it might be stated that the model has acceptable indices.

Results, Discussion and Suggestions

The findings and discussions based on the findings are presented under six
sub-problems.

The Findings Related with How the Teaching Profession is Perceived by the Society
Jrom the Teachers’ Point of Views

When we take total arithmetic mean of the perception scale into considera-
tion (X = 2.98), the perceptions of the teachers on how the society see teaching
profession is at a “moderate” level. The item with the highest score in the percep-
tion scale is “I think the society talks about the working hours and the length of
my holidays instead of the importance of the job I perform.” 61% of the teachers
who participated to the study by TEDMEM (2014) agreed to the statement “the
reason why the society idealizes teaching profession is because of the social per-
ception related with the consideration of working hours and holidays instead of
professional respectability”. Once again teachers responded to the question like
“How do the teachers perceive their profession?” asked in TEDMEM (2014)
study as; they perceived their profession positively but they see the perception of
the society in a negative way and it was found out that the teachers’ perception
and social perception are not parallel with each other.

The item with the highest average score regarding how the teachers see so-
cial perception of teaching profession is “People trust us and entrust their child-
ren in the care of teachers”. While the trust rate for the teachers was 86.2%,
the rate was decreased to 74.2% in the research by BAREM (2015). However,
the situation might just be the opposite when the same question is asked to the
teachers. 83.9% of the teachers emphasized that social status decreased in time
in Ozpolat’s (2002) study. Similarly, 87% of the teachers stated that social status
of teaching profession is low in Ulutas’s (2017) study. It was noticed in Egitim-
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Bir-Sen’s (2004) study that the teachers were quite pessimistic about the respec-
tability of the profession perceived by the society and the administrators. In that
study, 90.7% of the teachers who thought that Ministry of National Education
did not appreciate them decently and this rate was quite high. 88.9% of the te-
achers thought that the society did not appreciate them adequately. In another
study comparing Turkish and Pakistani teachers (Ilgan, Aslanargun, Kilig, Sha-
ukat, 2018), it was found out that Turkish teachers had the perception that the
society and upper managers of the state appreciated them moderately. In anot-
her research carried out by Egitim-Bir-Sen (2008), the teachers commented that
the society did not consider teaching profession as a respectable one. According
to the findings of TALIS (2013) international survey by OECD, 69.1% of the
teachers participated in the study reclaimed that teaching profession was not
valued in the eye of the society. What is more, generally the teachers considered
that there was a decrease in the social value of their profession. In the study of
Egitim-Bir-Sen (2017) the teachers who were thinking of quitting their jobs gave
the reason for such a decision that teaching lost its reputation.

Furthermore, 68.2% of the teachers who participated to the survey done by
Egitim-Is Bursa division (2017) stated that they could their profession if they had
found a better job, 98.44% stated that the prestige of the profession discredited
in time. Biiyiikses (2010) concluded that discretion of the profession influenced
teachers’ motivation in a negative way. Likewise, Ada, Akan, Ayik, Yal¢in and
Yildirim (2013) found out that perception of decrease in the respectability of the
profession, teachers’ not trusting the actions they perform, teachers’ feeling as
if they were despicable were of the factors reducing classroom teachers’ motiva-
tion. It might be claimed that findings of the related studies had similar results.

The Findings Related with How the Teaching Profession is Perceived by the Society
Jrom the Teachers’ Point of Views Based on the Variables Like Gender, Age, Subject, School
Type and Educational Status

Social perception levels of male teachers are found to be higher than female
teachers in the study. Karaman’s and (2008) and TEDMEM’s (2014) findings
indicated that female teachers had more positive perceptions about their pro-
fession compared to male teachers. Considering the relation between age and
professional perception; there is positive weak relation between these two vari-
ables. In TEDMEM’s research, professional perception of the teachers was seen
to increase in a positive direction in time (together with the seniority).

As for the relationship between the subject and professional perception, the
teachers teaching vocational subjects have the highest professional perception
scores; the teachers teaching subjects related with language and numerical scien-
ces have the lowest level of professional perception. Possible reasons for such a
result might be vocational subject teachers’ acting as a person who provides their
students to learn by doing or because they see the courses they teach are practical
and serving their purpose in real life. Thus, they might have a more positive per-
ception of teaching profession. Considering the relationship between school type
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and professional perception; it is found out that teachers working at vocation
high schools have the highest; secondary school teachers have the lowest average
scores. This might be because of the socio-economic circumstances of vocational
schools, at such ambient the teachers might be respected more. Ozpolat (2002)
found out in his study that as the parents’ educational levels increased the respect
and value for the teachers decreased.

The Findings Related with the Teachers’ Professional Motivation

With regard to the total arithmetic mean (X = 4.01), the level of the teac-
hers’ motivation is relatively high. The finding might show the fact that even if
the social perception of the teaching profession is not high, the teachers love
their profession and they would like to perform their job as good as they can do.
In some other previous studies depicting the teachers’ and managers motivatio-
nal levels; Giileryiiz (2007) found the teachers’ motivation levels to be X =3.06;
Celik (2015) found the teachers’ motivation levels to be X= 3.53; Iren found
the teachers’ motivation levels to be X = 3.82; they were all a bit higher than the
average level but lower than the existing study.

The highest score between the negative items of the motivation scale has (the
lowest one when it is reversely encoded) “I do not like my children to be teachers in
the future” Considering the arithmetic mean, the teachers would like their children
to be teachers in the future at an average level. In Egitim-Bir-Sen’s (2008) study,
60% of the teachers did not like their children to be a teacher in the future. In
TEDMEM'’s (2014) only 1/5 of the teachers liked their children to be teachers. The
related studies could be said to be in parallel with the findings of the study.

“Pleasure experienced by performing the profession” has the highest score
in the subscales of motivation; the item with the lowest score is “loyalty to the
profession”. Considering the arithmetic mean of the subscales of the motivation
scale, it might be stated that the teachers take pleasure by performing their jobs
at a higher rate; however, loyalty to the profession (even if it is above the avera-
ge) is the subscale with the lowest average score and it is notable.

The Findings Related with the Teachers’ Professional Motivation Levels Based on the
Variables Like Gender, Age, Subject, School Type and Educational Status

Considering the relationship between the teachers’ professional motivation
based on the gender variable; there are significant differences on behalf of the
female teachers. It is found out that the female teachers have higher motivation
levels than the male teachers. In Yildiz’s study, the female teachers’ internal mo-
tivation level was found to be higher than the male teachers in the “satisfaction”
subscale. The finding is in consistence with the findings of “the pleasure” subs-
cale. Giileryiiz (2007) and Polat (2010) found out in their study that the female
teachers’ motivation levels to be higher than male the male teachers; conversely,
Vural (2016) found out that the male teachers had higher motivation. Consi-
dering the relationship between age and the teachers’ professional motivation,
there has been relationship at a lower level between the subscales of motivation
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and age. Based on the findings, it might be stated that the value attributed to
teaching profession gets higher as the teachers get older; however, the pleasure
taken from the profession, loyalty to the profession professional self-sacrifice
and devotion and contributions to the other people’s lives decrease in time.

The teachers working at elementary schools (regular classroom teachers
and preschool teachers) have the highest scores of arithmetic means in the “ple-
asure experienced by performing the profession based on the school type. In the
“Value” subscale, elementary school teachers have higher level of appreciation
compared to secondary school teachers. Also, vocational high school teachers
value their profession more than the primary school teachers. In the “Loyalty”
subscale, elementary school teachers have higher level of loyalty compared to
general high school teachers; vocational high school teachers have higher level
of loyalty compared to secondary and general high school teachers. Moreover,
there is significant relationship in the “loyalty” to the profession based on educa-
tional status. Teachers with associate degree are the first, teachers with master’s
degree are the second and teachers who have graduate degree are the last ones
in terms of loyalty.

Kurt (2013) stated according to the findings of the study that motivation
of the associate degree graduates are higher than that of undergraduate and
master’s degree; Celik (2015) found out that motivations of the teachers with
master’s degree were higher than undergraduate degree graduates. These fin-
dings are consistent with the study.

The Findings Related with the Relationship between the Social Perception on Teac-
hing Profession and the Teachers’ Professional Motivation Based on the Teachers’ Views

As the result of the study, there is positive and relatively weak relationship
between the teachers’ perceptions on their profession and professional motivati-
on. Considering all the subscales of the motivation variable, the highest level of

relationship is between “professional perception”, “characteristics of the profes-
sion” and “the appreciated value of the profession” (at a moderate level).

Avci (2015) found in the study that there was negatively significant relations-
hip between the teachers’ motivation level and level of experiencing mobbing. Iren
(2015) concluded that there was a strong relationship between the perception of
organizational justice and motivational level. Giileryiiz (2007) stated that there was
significant positive relationship between the teachers’ perception of organizational
trust and professional motivation. Emirbey (2017) found there was positive relati-
onship at a moderate level between the teachers’ views on their managers’ ethical
leadership behaviors and the teachers’ motivation. Isik (2016) restated that there
was weak but positive relationship between the school managers’ charismatic lea-
dership behaviors and the teachers’ professional motivation. Tezer (2015) inferred
that there was moderately positive relationship between the teachers’ organizatio-
nal citizenship behaviors and their professional motivation.

Reviewing the related literature, teachers’ professional motivation has been
analyzed together with various different variables. The relationship between the
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motivation and income, attitudes towards the profession, organizational culture,
management style, positive perception, different rewards, mobbing and anxiety,
exhaustion, students’ success rates, discipline problems, educational transforma-
tion, organizational culture, relations with the collogues and so forth. It has been
noticed that the teachers’ motivation are influenced by many diverse variables
instead of being influenced only one.

As aresult of the literature review; although the teachers’ professional moti-
vation has been analyzed together with a lot of variables, there are not adequate
number of studies on the relationship between the professional motivation and
the social perception. Due to the the fact that the study is an original one; not
having the chance of comparing it with the similar studies in the literature is one
of the constraints of the study.

The Findings Related with How the Teachers’ Views of the Social Perception on Teac-
hing Profession Predicts the Teachers Professional Motivation

According to the path analysis showing the prediction power of the social
perception of teaching profession of their professional motivation, there is weak
relationship (X =0.24) between the two variables. This nominal coefficient is
close to Pearson Correlation (r=0.35) between the professional perception and
professional motivation.

The social perception regarding teaching profession predicts more of “the
characteristics of the profession and appreciated value of the profession” as a
subscale. It is possible to state that as the value/importance attributed to the
teaching profession by the society increases, the teachers” motivational level will
increase (even if it is at a lower level).

The issue is no merely the teachers’ feeling well when their social status is
decent. It would be hard for the students to see their teachers as the authority
in the classroom and mind their advice when the students witness unfavorable
rumors about their teachers, watching the teachers’ being humiliated in some
TV series or being beaten by some people in the news. The way that the teachers
perceive of his/her profession and the attitudes formed as a result of the percep-
tion might direct them to perform their job fondly. The teacher’s perceptions and
their expectations might directly influence the system. It is an essential issue for
education. The success of the educational system depends on the teachers as well
who will implement the planned actions. It must be remembered that the quality
of the system cannot go beyond the quality of the teachers in any system.

Suggestions

The perceived status of the teachers in the society might shape their per-
formance and their success while doing their jobs (Akyiiz, 2006). Based on the
findings of the study following suggestions are proposed:
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Depending on the positive relationship between the teachers’ motiva-
tion and their professional perception, it might be proposed that their
perceptions of their profession could be improved in a positive way in
order to improve their professional motivation.

It might be suggested that the negative relationship between the te-
achers’ ages and “professional loyalty”, professional self-sacrifice and
devotion”, contribution to the other people’s lives” which are the subs-
cales of the professional motivation.

It is found out that the male teachers have higher average scores of
social perceptions on teaching profession compared to the female teac-
hers; the reasons for such difference could be suggested.

It might be suggested that the reasons could be investigated why the
secondary school teachers have lower average score than both general
and vocational high school teachers.

The reasons could be investigated why the male teachers have lower
scores than the female ones in some of the subscales of the professional
motivation scale.

It might be suggested that the reasons could be investigated why the
general high school teachers have lower average score of professional
loyalty subscale of motivational scale than both elementary and vocati-
onal high school teachers

Making an improvement in the economic conditions of the teachers as
having relatively low income from the teachers’ point view might nega-
tively influence professional perception.

It might be suggested that some studies could be done in order to imp-
rove the social misperceptions about the length of the teachers’ holiday
according to the teachers’ points of view.

Publications and broadcasts which humiliate the teachers’ respectabi-
lity could be restricted

Setting up special criteria during the entrance process of the career or
enacting teaching profession law might contribute to remove the mis-
conception like teaching profession could be done by every person and
it is a simple kind of job.

Teachers should mind their acts, personal relations, values, clothing, way
of speaking, they should be good role models for the others and avoid
from misbehaviors; they might build a better social image in this way.

Deterrent punishments could be given for all kinds of violent behaviors
against teachers.

The teachers whose motivations are below the desired level could be
helped to transfer to another public body.
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Tiirkce Siiriim

Giris

Giintimiizde tlkeler biiylimek ve gelismek icin diger tilkelerle rekabet et-
mek zorundadirlar. Bu rekabette ayakta kalmak adina devletlerin iyi egitim al-
mis vatandaglara ihtiyaglar1 vardir. Tiim diinya iilkeleri vatandaglarina egitim
hizmeti vermekle birlikte; dnemli olanin ise ¢aga ayak uyduran, kaliteli, elestirel,
sorgulayici, bilimsel egitim verilmesidir. Bu durumunda, tilkeler nitelikli insan
giicline sahip olacak olup, kiiresel rekabette One gecebileceklerdir. Belirtilen
baglamda, egitimin kalitesini belirleyen en dnemli unsurlarin baginda 6gretmen
gelmektedir. Ogretmenler ne kadar verimli, kaliteli, iiretken olursa yetistirdikleri
ogrenciler de o kadar basarili olacaktir. Bu sayede hedeflenen egitim diizeyine
ulagmak miimkiin olabilecektir.

Her insan, her meslek sahibi kisi toplum goziinde saygin olmak, degerli ol-
mak ister. Ogretmenler ise bu sayginhga diger mesleklere gore daha fazla ih-
tiya¢ duyar. Toplumun saygi gostermedigi bir meslege toplumdan farkli olarak
ogrencilerin saygi gostermesi beklenemez. Ogretmenine saygi gostermeyen,
onu degerli gormeyen 6grencilerle de yillar siren egitim-6gretim faaliyetleri-
ni siirdiirmek cok giictiir. Ogretmenlerin mesleklerindeki basarisina, meslegi
isteyerek secmelerinin yaninda, mesleginin sosyal statiisii, 6gretmenlerin ken-
di kisiligi ve okullardaki cesitli sartlar da etkili olmaktadir (Bursalioglu, 2000).
Ogretmenlerin toplum icindeki statiileri konusunda iilkeler arasinda onemli
farkliliklar goriilmektedir. Ogretmenlerin statiilerinin karsilastirilmasina yonelik
kapsamli ve biiyiik bir calisma, Varkey GEMS (2013) Vakfi araciligiyla 21 ilke
olgeginde 1000 katilimer ile halkin 6gretmenlere yonelik tutumlarini / statistint
ortaya cikarmak amaciyla yapilmig ve “2013 Global Ogretmen Statiisii Endek-

” olarak yayimlanmistir. Arastirmaya gore: Ogretmenler en yiiksek statiiye Cin
Halk Cumbhuriyeti’nde, en diisiik statiiye ise Israil’de sahiptir. Cin, Giiney Kore,
Tirkiye, Misir ve Yunanistan’da insanlar 6gretmenlere diger Avrupa ve Anglo
Sakson iilkelerinden ¢ok daha fazla saygi gostermektedir (bkz. Tablo 1).

Tablo 1
Ogretmen Sayginlik Statiisii Endeksi Stralamasi

ULKE ENDEKS SIRALAMASI PISA SIl}ALAMASI
(1 EN YUKSEK)

Cin 100 3

Yunanistan 73.7 17

Tiirkiye 68 19

Giiney Kore 62 4

Yeni Zelenda 54
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Tablo 1
Ogretmen Sayginlk Statiisii Endeksi Stralamast (Devami)

ULKE ENDEKS SIRALAMASI PISA SII..{ALAMASI
(1 EN YUKSEK)

Misir 49.3 Veri yok

Singapur 46.3 1

Hollanda 40.3 7

ABD 38.4 12

Birlesik Krallik 36.7 10

Fransa 323 11

Ispanya 30.7 16

Finlandiya 28.9 2

Portekiz 26 14

Isvigre 23.8 8

Almanya 21.6 9

Japonya 16.2 5

Italya 13 15

Cek Cumbhuriyeti 12.1 13

Brezilya 2.4 20

Israil 2 18

Varkey GEMS Foundation. (2013). Teacher Status Index. London.

Tablo 1 incelendiginde, Tiirk 6gretmenlerin sayginlik siralamasinda ticiinct
sirada oldugu goriilmektedir. Cin’in 100 puanla birinci, Yunanistan’in 73 puanla
ikinci ¢iktig1 arastirmada, Tirkiye 68 puan alarak, ortak smavlarda en iyi
performans gosteren tlkeleri, sayginlik siralamasinda geride birakmistir. Anne
babalar (veliler), cocuklarin ileride 6gretmen olmalarini istemeleri bakimin-
dan iilkeler arasinda biiyiik farkliliklar goriilmektedir. Ornegin, bu oran Israil’de
sadece % 8 oranindayken, Cin’de ebeveynlerin % 50’si ¢ocuklariin ileride 6g-
retmen olmalarimi desteklemektedir. Tiirkiye, Giiney Kore ve Cin’de bu oran
diger iilkelere gore yiiksek olmasima kargin, Israil, Portekiz, Brezilya gibi iilke-
lerde bu oran diisiik seviyededir (Varkey GEMS Vakfi, 2013). Bagka bir sonuc
ise Avrupa’da, 6grencilerin 6gretmenlerine saygl gosterme orani, Asya ve Orta
Dogu iilkelerine gore diisiik olmasidir. Ogrencilerin 6gretmenlerine saygi goster-
me oranlar1 Cin’de % 75 civarindadir (OECD, 2008).

Varkey GEMS (2013) Vakfr'nin raporunda dikkat ¢eken durum, Tiirkiye’de
ogretmenlik mesleginin sayginliginin ve statiisiintin yiiksek ¢ikmasma karsin,
Tiirkiye'nin egitim performansinin diisitk olmasidir (21 tlke i¢inde 19. olmasi).
Beklenen durum statiisii yiiksek goriilen bir meslegin icra edilme asamasinda
Ozveriyle calisilip yiiksek basari elde edilmesidir. Ya da bir meslek grubu yiiksek
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basar1 gosterdigi igin saygi duyulan bir konumda olmasi beklenirken, ancak
Tiirkiye’de durumun bu sekilde gelistigini ifade etmek zordur. Sunar’in (2015) 32
ilde 2500 vatandas ile yaptigi, “Tiirkiye’de caligma yasami ve mesleklerin itibar1”
konulu arastirma sonuclar1 Tablo 2’de verilmistir.

Tablo 2. .
Tiirkiye’de Mesleklerin Itibar Swralamas (ilk 20)

SIRA MESLEK ORTALAMA SIRA MESLEK ORTALAMA
SKOR SKOR

1 Tip Doktoru 88,3 11 Eczaci 75,79
2 Uni. Profesorii 83,32 12 Psikolog 75,55
3 Hakim 82,17 13 Makine Miih 75,26
4 Ogretmen 80,98 14 Genel Mid. 73,42
5 Dis Hekimi 79,5 15 Elektrik Miih 73,1

6 General 78,31 16 Avukat 72,87
7 Vali 78,15 17 Ars. Gor. 72,84
8 Yiizbas 77,9 18 Belediye Bas 72,78
9 Biiyiikelgi 76,68 19 Insaat Miih 72,69
10 Mimar 76,23 20 Astsubay 70,73

Sunar (2015)

Tablo 2’de, 0gretmenlik meslegi, mesleki itibar noktasinda 80.98 puan ala-
rak 126 meslek icesinden 4. sirada kendisine yer bulmustur. Diger aragtirmalara
da paralel olarak Tiirkiye’de 0gretmenlik mesleginin toplumca itibarli -her ne
kadar 6gretmenler itibar gérmediklerini diisiinse de- bir meslek olarak goriildii-
&ii ortaya ¢ikmaktadir.

Egitimde isgiictiniin istihdam planlamalar1 uygun sekilde yapilmadig: icin,
Osmanlr’dan milenyuma kadar gegen siirede, ihtiyac olmasi gerekcesiyle, 6gret-
menlik formasyonu olmayanlarin 6gretmen olarak atanmasi; mesleki sayginlig
azaltan, halk nezdindeki “hi¢ birsey olamazsan 6gretmen ol”, seklindeki olumsuz
ogretmen algisina katki sunmaktadir. Bu tarz uygulamalar 6gretmenligin 6zel
bir ihtisas meslegi olduguna dair algiyr olumsuz etkilemektedir. Yillardir giidii-
len politikalar sebebiyle Tiirkiye’de 6gretmenlik kapist her zaman farkli meslek
gruplarindaki insanlara acik olmus, 6gretmenlik kolayca elde edilebilen, herke-
sin yapabilecegi bir meslek konumuna getirilmistir. Ogretmenlik, elinde diplo-
mast olan ve kendi alaninda ig bulamayanlarin iimit kapist haline gelmistir (Es-
kicumali, 2002).

Ogrencilerin gelecegine 151k tutan, onlarin yaraticiligimi, kendine giivenini,
arastirma ve tartisma becerisini gelistiren kisi Ogretmendir. Fakat egitim
sistemindeki aksakliklar, ailelerin ilgisizligi, gorece disiik licret, toplumda deger
gormeme, fiziki yetersizlikler gibi olumsuzluklar 6gretmenlerin islerini sevmeleri
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ve iglerini verimli yapabilmeleri yolundaki engeller arasindadir. Bu olumsuz-
luklarla miicadele etmekte olan bir §gretmen giiciinii motivasyondan alacaktir.
Ogretmenin mesleki verimini artirmak, motivasyonunu yiiksek tutmak ve bunun
stirekliligini saglamak olduk¢a dnemlidir.

Arastirmanin diger degiskeni olan motivasyon kavramina bakildiginda ise,
Ingilizce ve Fransizca’dan tiiretilmis olan motivasyon kelimesinin kokii “moti-
ve” kavramindan geldigi goriilmektedir. Motivasyon kavraminin tam karsiligini
Tiirk¢e’de bulmak zordur (Eren, 2001, 251). “Motive” kelimesine karsilik olarak
“glidi” veya “harekete gecirme” kelimeleri kullanilabilir. Motivasyon, kisiyi ha-
rekete gegiren ve davraniglarinin yonlerini belirleyen, onlarin; fikirleri, umutlari,
inanclar, kisaca arzu, ihtiyac ve korkularidir (Oriicii ve Kambur, 2008). Sekil
1’de motivasyon stireci goriilmektedir.

Y
Y

Y

IHTIYAC

UYARILMA

DAVRANIS

DOYUM.

Sekil 1. Giidiileme siireci.

Kaynak: Ozkalp ve Sabuncuoglu (1995: 86)

Motivasyon, kisinin davraniglarini giidiileyen, onun yaptigi ise kendini ve-
rerek, isteyerek ve yaptigi isi keyif alarak yapmasini saglayan bir siirectir. Isle-
rine motive olan bireyler, belirli amaclar etrafinda harekete gegcme konusunda
isteklidirler. Tiim alanlarda oldugu gibi egitimde de motivasyon ¢ok énemlidir.
Buna gore 6gretmenlerin ekonomik ve psiko-sosyal ihtiyaglari ile calisma kosul-
lart yakindan takip edilip sorunlariin giderilmeye calisiimasi kurumun ve dahasi
sistemin basarisin1 dogrudan artiracaktir. Oncii (2012) motivasyondaki artigin,
ogretmen ve Ogrencilerin okula kars1 daha istekli olmalarini saglayacagini ifade
ederken; Akbaba (2006) motivasyonun, 6gretmenlerin igleriyle ilgili problemler-
le kargilasmalarinda ve mesleklerini sevmeleri noktasinda ana faktor oldugunu
sOylemistir. Mesleginde motivasyonun 6nemi ile ilgili De Jesus ve Lens (2005)
islerine karg1 motivasyonlarini saglamig 6gretmenlerin, egitim reformlarinin ger-
¢eklestirilmesinde, degisimlerin uygulamaya ge¢gmesinde, 6nemli isler bagarabi-
leceklerini, islerine karsi basar1 ve mutluluk kazanacaklarini belirtmislerdir.

Motivasyon, digsal ve i¢sel motivasyon olmak tizere ikiye ayrilmaktadir. Digsal
motivasyonda kisi digsal etmenlerin etkisiyle harekete gecer ve istenilen davranisa
yonelir. Calisanlarin ticretlerinin artmasi ya da ¢alisanlara maddi yararlar saglan-
masl, ¢esitli 0dillerin verilmesi, terfi ve tatil gibi imkanlarin sunulmasi ¢alisanlar
icin digsal motivasyonu artiran uygulamalar olarak gosterilebilir (Saglam, 2007).
Icsel motivasyonda ise kisiler herhangi bir dissal itici sebebe gerek duymaksizin,
kendi i¢sel dinamikleriyle harekete gecerler. Kisisel 6viing, 6grenme arzusu, yeterli
olma istegi, gelisme arzusu, isi sevme, merak, giiclil is etigi ya da 6zel bir deger
sistemi gibi Ozellikler bireylerin i¢sel motivasyon seviyelerini yiikseltebilir (Sag-
lam, 2007). I¢ motivasyonda, ilgi duymak ve sevmek; dis motivasyonda ise belli bir
sonuca ulagsma arzusu vardir (Ozdasl ve Akman, 2012: 74).
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Calisanlar tizerinde yapilan bircok arastirma, calisanlarin tatmin olmalariyla
isi sevmeleri ve verimli olmalar1 arasinda siki bir bag oldugunu gostermektedir.
Istenilen motivasyonun gerceklestirilebilmesi icin bireysel farkliliklarin géz onii-
ne alinmast, bireyin ihtiyaglarinin ¢ok iyi bilinmesi ve uygun araglarin kullanilmasi
gerekir. Mesleki motivasyon ile ilgili caligmalar incelendiginde, mesleki motivas-
yonun tek bagina degil, calisma hayatini ilgilendiren diger baz1 faktorlerle iligkili
oldugu gériilmektedir. Unsar (2011), isten ayrilma egilimi ile mesleki motivasyon
arasindaki iligkiyi incelendigi arastirmada, islerine karst motive olamamis cali-
sanlarin isten ayrilma isteklerinin daha cok oldugu sonucuna varmistir. Cakar ve
Ceylan (2005), is motivasyonunun ¢aligan baghiligi ve isten ayrilma egilimi tize-
rindeki etkileri isimli aragtirmalarinda benzer sonuglara ulagmis ayrica motivas-
yonu diislik olan calisanlarin orgiitsel bagliliklarinin da diisiik oldugu sonucuna
varmislardir. Park ve Rainey (2012) yapmig olduklari arastirmalar sonucunda,
mesleki motivasyon diizeyi yiiksek olan calisanlarin, isyerindeki caligma arkadas-
lariyla sosyal iletisimlerinin, mesleki motivasyonu diisiik olanlara gore daha iyi
oldugu sonucuna varmiglardir. Her igyerinin, motivasyon bozucu farkli kosullar
bulunabilir. Bu sebeple motivasyonun saglanmasi adina, ¢alisanlarin davranigla-
rin1 ve bunlari nedenlerini iyi bilmek gerekir. Motivasyon ile ilgili gelistirilen bu
kadar ¢ok kuram olmasinin sebebi de; insanin ¢cok karmagik bir varlik olmasi ve
insan davraniglarini tek bir nedene ve kurama baglayarak kolayca agiklanama-
masidir (Sabuncuoglu ve Tiiz, 2005).

Motivasyon ve performans, ¢aliganlarin verimliligini konu edinmeleri agisin-
dan birbirleriyle ¢ok iligkili kavramlardir. Kisinin yapacag: isteki basarisint des-
teklemekte ve performansini dogrudan etkilemektedir. Performans, orgiit verim-
liligi noktasinda gosterilen bireysel sonuglar olarak ortaya ¢ikmaktadr. Istenilen
performansa sahip olabilmek icin sadece iyi motive olmak yeterli degildir. Onen
ve Tiiziin (2005) performansi, motivasyonun yetenek ile bir araya gelmesi sonucu
ortaya cikan sonug olarak ifade etmis ve asagidaki gibi formiile etmistir:

Performans = Yetenek x Motivasyon

Sik degisen egitim politikalar1 sonucunda agik, belirgin ve uzun siiren bir
ulusal egitim politikasi belirlenememesi ve istenilen basari seviyesine ulagilama-
yis1, bilgisayar, internet gibi teknolojik unsurlarin 6gretmenin yerini alabilecegi
diistincesinin, 6gretmenlerin toplum goziinde hak ettigi sayginligin azalmasina
neden oldugu sdylenebilir. Yine medyada dgretmenler ile ilgili ¢ikan kotii haber-
lerin fazlaca yer bulmasi ve bu haberlerdeki istisnai durumlarin sanki genelmis
gibi bir algiya yol acmasi da 6gretmenlerin toplum goziindeki degerini diigiir-
mektedir. Tiirk televizyonlarinda, okul ve 6grenci konulu filmlerden Halide Edip
Adwvar'im “Vurun Kahpeye” isimli eseri, Resat Nuri Giintekin’in “Calikusu” ve
Rifat Ilgaz’in Ertem Egilmez tarafindan sinemaya uyarlanan eseri olan “Haba-
bam Sinifi” idealist ve kendilerini mesleklerine adamig olumlu 6gretmen profili
temsil edilmekle birlikte (Yiiksel, 2015); “Tiirkiye’nin” (2017) en ¢ok izlenen di-
zilerinden olup, 193 bolimden olusan ve 2012-2017 yillar1 arasinda yayinlanan
okul temali “Arka Siradakiler”’de 0gretmenler daha ¢ok olumsuz 6zellikleri ile
temsil edilmistir (Kincal, Sahin, Tiizel, 2012). Televizyonda yayimnlanan film ve di-
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zilerin 6gretmenlerin mesleki saygiligini etkileyen unsurlardan oldugunu ifade
etmek miimkiindiir.

Arastirmanmin Amact

Bu arastirmanin genel amaci; kamu okullarinda (ilkokul, ortaokul ve lise)
gorev yapan Ogretmenlerin, toplum goziinde mesleklerini nasil gordiiklerine
iliskin algilarinin, mesleki motivasyonlarini ne derece yordadigini ortaya koy-
maktir. Ogretmenlerin mesleki motivasyonlar1 genellikle; yonetici tutumlariyla,
okul ortamlariyla, veli 6grenci profilleriyle, maddi konularla iliskilendirilip ince-
lenmistir. Bu arastirma kapsaminda ise 6gretmenlik meslegine iligkin toplumsal
alginin, 6gretmen motivasyonunu etkiledigi hipotezinden hareketle; 6gretmen
motivasyonu bagimli degisken, toplumun o6gretmenlik meslegine iliskin algi-
st ise bagimsiz degisken olarak incelenmistir. Arastirmanin problem ciimlesi
“Ogretmen goriisiine gore, toplumun dgretmenlik meslegine iligkin algisi, 6gret-
menlerin mesleki motivasyonlarini ne derece yordamaktadir?” seklinde belirlen-
mis olup, bu amagla su sorulara yanit aranmistir:

1. Ogretmenlerin goziinden, toplumda égretmenlik meslegi nasil algilan-
maktadir?

2. Ogretmenlerin, toplum icinde kendi mesleklerini nasil gordiiklerine
iliskin algilari; cinsiyet, yas, brans, okul tiirii ve egitim diizeyi degisken-
lerine gore anlamli farkliliklar gostermekte midir?

3. Ogretmenlerin mesleki motivasyonlar1 hangi seviyededir?

Ogretmenlerin mesleki motivasyon diizeyleri; cinsiyet, yas, brans, okul
tird ve egitim diizeyi degiskenlerine gore anlamli farkliliklar goster-
mekte midir?

5. Ogretmen goziinden, toplumun égretmenlik meslegine iliskin algisi ile
O0gretmenin mesleki motivasyonu arasinda nasil bir istatistiksel iligki
vardir?

6. Ogretmen goziinden, toplumun 6gretmenlik meslegine iliskin algisi,
Ogretmenlerin mesleki motivasyonlarini ne derece yordamaktadir?”

Yontem

Bu boliimde arastirmanin modeli, evren ve 0rneklemi, veri toplama aracinin
gelistirilmesi, verilerin toplanmasi ve ¢oziimlenmesine iligkin bilgilere yer veril-
mistir.

Aragtirmanin Modeli

Ogretmen goriisiine gore toplumun 6gretmenlik meslegine iliskin algisinn,
ogretmenlerin mesleki motivasyonlarini ne derece yordadigini belirlemeye yone-
lik olan bu aragtirma iligkisel tarama modelindedir (Fraenkel ve Wallen, 2009).
Iligkisel arastirmalar iki degisken arasinda birlikte degisim veya degisimin dere-
cesini gosteren aragtirmalardir (Cokluk, Sekercioglu, Biiyiikoztiirk, 2012).
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Evren Orneklem

Arastirmanin evrenini Diizce ilindeki ilkokul, ortaokul ve lise 6gretmenle-
ri olusturmaktadir. “Arastirmanin calisma evrenini” (2018) olusturan Diizce’de
tiim egitim kademelerinde 4407 6gretmen gorev yapmaktadir. Arastirmanin Or-
neklemini, Diizce Merkez ilcesinde bulunan, devlet okullarindan 13 ilkokul, 14
ortaokul ve 7 lisede gorev yapan toplam 545 6gretmen olugturmaktadir. Okullar
basit tesadiifi 6rnekleme yontemiyle birer kiime olarak belirlenmistir. Olcmeye
katilan branslar ve 6gretmen sayilar1 Tablo 3’te verilmistir.

Tablo 3 )
Aragtirmaya Katilan Ogretmen Branglar ve Sayilan

Kategori Brans Say1  Yiizde Toplam
Sinif ve Okul Oncesi Smif Ogretmeni 136 24.9 159
Okul Oncesi 23 4.2
Sayisal Dersler Matematik 44 8 106
Fen 28 5.1
Kimya 9 1.6
Biyoloji 10 1.8
Fizik 5 0.9
Bilisim 10 1.8
Sosyal Dersler Sosyal Bilgiler 15 2.75 74
Tarih 9 1.6
Cografya 12 22
Felsefe 5 0.9
Sanat Tarihi 1 0.18
Din Kiiltiirii ve Ah. Bil. 19 35
Rehberlik 13 2.4
Dil Dersleri Tiirkge 30 55 95
Almanca 1 0.18
Ingilizce 42 7.7
Edebiyat 22 4
Sanat ve Beceri Resim 10 1.8 53
Teknoloji ve Tasarim 9 1.6
Beden Egitimi 24 4.4
Miizik 10 1.8
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Tablo 3 )
Aragtirmaya Katilan Ogretmen Branglar ve Sayilari (Devami)

Meslek Dersleri Ozel Egitim Meslek 13 2.3 37
Mobilya 1 0.18
Insaat 1 0.18
Seramik 1 0.18
Giyim 5 0.9
Gazetecilik 1 0.18
Imam H. Meslek Dersleri 8 1.4
Cocuk Gelisimi 1 0.18
Grafik 3 0.5
El Sanatlar1 1 0.18
Muhasebe 1 0.18
Biiro Yonetimi 1 0.18
Brangi Bos olan 21 3,9 21
GENEL TOPLAM 545

Tablo 3’den goriilecegi iizere, 6rneklemi olusturan 0gretmenlerin cinsiyet-
leri ve calistiklar1 okul tiirlerine bakildiginda, arastirmaya katilan 6gretmenlerin
biiyiik bir kism1 (% 56.5) kadin, kalan kismi da (% 43.5) erkektir. Okul tiirleri
agisindan yapilan dagilima bakildigi zaman ortaokullarda ¢alisan 0gretmenlerin
(% 33.2) ¢ogunlukta oldugu, ikinci sirada ise ilkokullarda calisan 6gretmenler
(% 31) oldugu goriilmektedir. Ugiincii siray1 ise meslek liselerinde gorev yapan
ogretmenlerin (% 18.7) olusturdugu, digerlerinin ise genel liselerde gorev yapan-
lardan (% 17.1) olustugu ortaya cikmigtir.

Veri Toplama Araglar

Arastirmanin verileri iki adet 6lgme araciyla elde edilmistir. Bu araclar, Mes-
leki Algi Olgegi ile Mesleki Motivasyon Olgekleridir. Uygulanan 6lgme araclar
arastirmacilar tarafindan gelistirilmistir. Olcme araci gelistirme siirecinde, ilk
olarak konularla ilgili alan yazin taramasi yapilmis ardindan 6gretmen goriisleri
de alinarak madde havuzu olusturulmustur. Sonrasinda kapsam gecerligi sagla-
mak amaciyla akademisyenlerden uzman goriisii alinarak pilot uygulama yapil-
mustir. Olcek gelistirme siirecinde, her iki 6lcek icin, kamuda gérev yapan farkli
kademe ve branglardan 200 6gretmenin katilimiyla pilot uygulama gerceklesti-
rilmistir. Olceklerin gecerlik ve giivenirliklerini hesaplamak amaciyla, yap1 ge-
cerliligi icin faktor analizi yapilmus, glivenirlikleri icin de i¢ tutarlik katsayilari
hesaplanmistir.

Toplumdaki 6gretmenlik meslegine iliskin alg1 6l¢eginin pilot uygulama kap-
samindaki analizler sonucunda, 6lcegin tek faktorlii bir yapida kararl bir duruma
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ulasti1 ortaya cikmustir. Olcekte agiklanan toplam varyans % 33.62 olarak he-
saplanmisg olup, i¢ tutarlik katsayis1 Cronbach Alpha ise .91 ve KMO degeri 0.90
olarak hesaplanmistir. Analizler sonucu mesleki algi 6lgegi 26 maddeye diisii-
riilmiigtiir. Olgekte 9 adet olumsuz madde yer almig ve bu sekilde ana uygulama
yapilmustir. Olcek besli Likert tipi 6lgektir.

Arastirmanin diger degiskeni olan mesleki motivasyon igin yapilan pilot
uygulama sonucunda, 6lcegin bes boyuttan olustugu ortaya cikmustir. Olgegin
actkladigi toplam varyans % 66.05 olarak hesaplanmis olup, Cronbach Alpha ic
tutarlik katsayisi ise .95, KMO degeri 0.93 olarak bulunmustur. Diisiik yiik de-
gerine sahip ve binisik maddeler dlgekten c¢ikarilmig olup, boylelikle dlgek 30
maddeye diisiiriilmiis ve bu sekilde ana uygulamada kullaniimistir. Olgek besli
Likert tipindedir.

Pilot uygulamanin ardindan ana uygulama sonucunda 6l¢eklerin gecerlik ve
giivenirlik analizleri tekrar edilmis, pilot uygulamadaki sonuglara benzer sekilde,
su sonuclara ulagilmistir: Toplumdaki 6gretmenlik meslegine iligskin alg1 6lcegi-
nin KMO degeri 0.93, Cronbach’s Alpha degeri 0.91, 6z degeri 8.29, aciklanan
varyans orani % 31.90 ve madde yiik degerleri ise 0.32 ile 0.70 arasinda degis-
mektedir. Mesleki motivasyon 6lceginin KMO degeri 0.93, faktor yiik degerleri
ise 0.35 ile 0.72 arasinda degismistir. Mesleki Motivasyon Olgeginin alt boyutla-
rina ait agiklanan varyans ve Cronbach’s Alpha giivenilirlik katsayilarina iligkin
degerler Tablo 4’te verilmistir.

Tablo 4 )
Mesleki Motivasyon Olgegi Analiz Degerleri

Alt Boyutlar Oz deger Aciklanan Cronbach’s
Varyans (%) Alpha

Meslegin yapilmasindan duyulan 10.49 17,59 .90

keyif

Meslegin ozellikleri ve meslege 291 10.79 79

atfedilen deger

Meslege duyulan baglilik 1.82 10.78 81

Mesleki fedakarlik ve 6zveri 1.25 9.99 72

Bagkalariin yasamina duyulan katki  1.13 9.59 .78

Toplam 58.74 .94

Tablo 4 incelendiginde, beg alt boyuttan olusan ‘mesleki motivasyon’ 6lge-
ginin agikladig1 toplam varyansin % 58.74 ile makul bir diizeyde oldugu ve gii-
venirlik katsayisinin da oldukca yiiksek oldugu ortaya ¢ikmistir. Cok faktorli
desenlerde agiklanan varyansin % 40 ile % 60 arasinda olmasi kabul edilir oldugu
ifade edilmistir (Cokluk, Sekercioglu, Biiytikoztiirk, 2012). Uygulama sonucunda
her iki 6l¢egin de Cronbach Alpha i¢ tutarlik katsayis1 0.80’den biiyiik ¢iktigindan
her iki Olcegin giivenilir dlgiimler yaptigi ifade edilebilir.
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Bulgular

Toplumdaki 6gretmenlik meslegine iliskin algi 6l¢egine dair elde edilen be-
timsel istatistikler Tablo 5°de verilmistir. Betimsel istatistikler dikkate alindigin-
da, 6gretmen algisina gore, toplumdaki 6gretmenlik meslegine iligkin algmin (X
= 3.40) ortalamanin biraz iizerinde oldugu, begli Likert’de en diisiik puanin 1 en
yiiksek puanin 5 oldugu durumda 3’iin orta nokta oldugundan hareketle, ortaya
cikmugtir.

Tablo 5.
Mesleki Algi Olcegi Madde Puan Ortalamalar: ve Standart Sapmalan

Maddeler N X SS

1- Topll}m, iilkenin kalkinmasinda 6gretmenlik mesleginin 6nemli 545 .04 119
oldugunun farkindadir.

2- Toplum goziinde 6gretmen ‘cok seyi bilen kisi’ konumundadir. 545 3.09 1.00

3- Toplumun, meslegimi; ‘ulasilmasi ve yapilmasi kolay bir meslek’

1 2
olarak gordugiint distiniiyorum. 43 383 /218 1.02

4- Insanlar ¢ocuklarini, biz 6gretmenlere giivenerek emanet ediyor. 545 3.78 0.82
5- Toplum 6gretmenlik meslegini, ‘kutsal bir meslek’ olarak goriiyor. 545 3.14 1.02

6- Toplumda ‘hicbir sey olamazsa bari 6gretmen olsun’ gorisiiniin

1 2
yaygin oldugu kanaatindeyim. 545 3.587/242° 115

7- Meslegim dolayisiyla, herhangi bir konuda goriis ve diisiinceleri-

min toplumda deger gordigiini disiiniiyorum. 4 3.35 0.87

8- Sayimizin fazlaligindan dolayr toplum goziinde ‘degerimizin di-

stik” oldugunu diisiiniiyorum. 545 3.341/2.66° 1.12

9- Ogrenciler internet sayesinde artik cok seyi kolaylikla dgrene-
bildiginden, toplum goéziinde meslegimiz 6neminin ve degerinin 545 3.00'/3.002 1.13
azaldigini diigtiniiyorum.

10- Insanlar kendi tizerlerinde, anne-baba hakkindan sonra

‘0gretmen hakkinin’ oldugunu disiiniiyor. 4 3.08 1.03
11- Ogretmen oldugum icin gevrem tarafindan takdir ediliyorum. 545 3.61 0.87
12- Genis aile (akraba) ortaminda meslegimden otiirii saygi gorii- 545 376 0.87

yorum.

13- Toplumun, gelirimize bakarak meslegimizi kiiciimsedigini diigii-

N 545 3.251/2.75% 1.07
nilyorum.
14- Velilerimden sayg1 goriiyorum. 545 3.74 0.79

15- “Ucretli 6gretmenlik’ uygulamalari ve neredeyse herkese verilen
formasyon sertifikalarina da bakarak meslegimin toplum goziin- 545 3.71'/2.30% 1.03
de ‘kariyer meslegi’ olmadigini diistiniiyorum.

16- Toplum ‘iyi insan modeli’ olarak 6gretmenleri 6rnek gosteriyor. 545 3.24 0.88

17- Toplum goziinde, 6gretmenlik mesleginin sayginligi ve imajinin

yiiksek oldugunu diisiintiyorum. 4 282 0.97
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Tablo 5.
Mesleki Algt Olcegi Madde Puan Ortalamalar ve Standart Sapmalart (Devamz)

Maddeler N i SS

18- Ailelerin, cocuklarmn disipline edilmesi konusunda kendilerin-

den bagka sadece biz 6gretmenlere izin verdigini diisiiniiyorum. 5 31 1.02

19- Toplumun, yaptigim isin 6neminden ¢ok, mesai saatlerimi ve

1 2
tatil siiremi konugtugunu disiiniilyorum. 5 430°/1.71% 085

20- insanlar, topluma yararli, diiriist, caliskan kisilerin 6gretmenle-
rin destegiyle yetistigini biliyor. 545 330 0.94
21- Toplumun biz 6gretmenleri ‘egitimli cocuk bakicisi’ olarak gor-

R, 545 3.501/2.50% 1.02
diigiint diistintiyorum.

22- Meslegimin, toplum goziinde giivenilen meslekler arasinda ol-

_ R, 545 3.55 0.90
dugunu diigiintiyorum.
23- Toplum, biz 6gretmenlere sempati duyuyor. 545 3.28 0.86

24- Veliler, kendilerinin evde bir ¢ocukla tam ilgilenemezken ogret-

1 2
menin sinifta 30 ¢cocukla ilgilendiginin farkinda degildir. 43 3.96°/2.04° 099

25- Toplum biz dgretmenleri, ‘sabir ve Ozveri ile ¢aligan kimseler’

- 545 3.19 0.99
olarak goriiyor.
26- TopluITlda qgretmenl}k meslegl," ElSt diizeyde bilgi ve beceri 545 2.96 0.99
gerektiren bir meslek’ olarak goriiliyor.
Genel Toplam 545 3.40 0.36

(* ! Mevcut kodlanmig hali; 2 Tersten kodlanmig hali)

Toplumdaki 6gretmenlik meslegine iligkin alginin 6gretmelerin demografik
ozellikleri olan; cinsiyet, yas, brang, gorev yapilan okul tiirii ve egitim diizeyine
gore karsilastirilmasina iliskin su sonuclar elde edilmistir: Ogretmenlerin mesleki
algilar1 cinsiyetleri yoniinden istatistiksel olarak anlamli bir fark olusturmaktadir
[t (43) = 2.02; p<.05]. Aritmetik ortalamalara bakildig1 zaman toplumun 6g-
retmenlik meslegine iligkin algisinda, erkek 6gretmenlerin goriiglerinin kadin
ogretmenlerden daha yiiksek oldugu ortaya gikmustir (Erkek: X = 3.04 > Ka-
din: X = 2.92). Ogretmenlerin yaslari ile toplumdaki 6gretmenlik meslegine ilis-
kin algilar1 arasinda [r= 0.12] pozitif yonlii distik diizeyde korelasyon vardir.
Ogretmenlerin mesleki algilari ile branglar1 arasinda istatistiksel olarak anlamli
fark bulunmaktadir [F ¢ s = 2.32; p<.05]. Bu sonuca gore, toplumun 6gret-
menlik meslegine iligkin algisinda, meslek lisesindeki mesleki ders brangindaki
ogretmenlerin goriislerinin, sanat-beceri, sayisal, okul dncesi-sinif 6gretmeni ve
dil brangindaki 6gretmenlerden; sosyal branglardaki 6gretmenlerin ise dil ve sa-
yisal brangindaki 6gretmen goriislerinden daha olumlu oldugu ortaya cikmistir.

Ogretmenlerin mesleki algilarinin calistiklar okul tiiriine gore istatistiksel
olarak anlamli sekilde farklilastig1 ortaya ¢ikmistir [F 3,541) = 4.78; p< .05]. Bu
sonuca gore, toplumun 6gretmenlik meslegine iligkin algisinda, ortaokul 6gret-
menlerinin gorislerinin, hem genel lise hem meslek lisesi 6gretmenlerine oranla
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daha diisiik oldugu ortaya cikmustir. Ogretmenlerin mesleki algilari ile egitim
diizeyleri arasinda istatistiksel olarak anlaml fark bulunmamaktadir [X2(2;5 45 =
2.47; p > .05]. Tablo 6’da mesleki motivasyon Olcegi alt boyutlarina iligkin betim-
sel istatistikleri verilmistir.

Tablo 6
Ogretmenlerin Mesleki Motivasyon Olgegi Alt Boyutlanna Iliskin Betimsel Istatistikler

Degisken N X SS

1- Meslegin yapilmasindan duyulan keyif 545 431 050
2- Bagkalarinin yagamina sunulan katki 545 424  0.58
3- Mesleki fedakarlik ve 6zveri 545 407 053
4- Meslegin ozellikleri ve meslege atfedilen deger 545 357 0.5
5- Meslege duyulan baglilik 545 353 0.84
Toplam 545 401 048

Tablo 6’da sonuglar incelendiginde, “meslegin yapilmasindan duyulan ke-
yif” alt boyutunun aritmetik ortalama degeri, X = 4.31; SS= 0.50; “bagkalarmin
yasamina sunulan katki” alt boyutunun aritmetik ortalama degeri X = 4.24; SS=
0.58; “mesleki fedakarlik ve dzveri” alt boyutunun aritmetik ortalama degeri X =
4.07; SS= 0.53; “meslegin ozellikleri ve meslege atfedilen deger”, alt boyutunun
aritmetik ortalama degeri X = 3.57; SS= 0.75 ve “meslege duyulan baghhk” alt
boyutunun aritmetik ortalama degerinin ise X = 3.53; SS= 0.84 olarak hesaplan-
mistir. Buna gore en yiiksek ortalamanin “meslegin yapilmasindan duyulan keyif
oldugu” en diisiik ortalamaya sahip boyutun ise, “meslege duyulan bagliligin” ol-
dugu ortaya ¢ikmustir. Ogretmenlerin mesleki motivasyon dlgegine iliskin toplam
puanin ortalama degerinin X = 4.01; SS=0.48 seklinde oldugu ortaya gikmustir.
Buna gore 0gretmenlerin mesleki motivasyonlarinin gorece yiiksek oldugunu
sOylemek miimkiindiir. Tablo 7’de 6gretmenlerin mesleki motivasyon Olcegi alt
boyut puanlariin tekrarl dlciimler icin Anova sonuclar1 goriilmektedir.
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Tablo 7
Ogretmenlerin Mesleki Motivasyon Olgegi Alt Boyut Puanlarimn Tekrarl Olgiimler
icin Anova Sonuglar

Varyansin ~ Kareler sd Kareler F p Anlamli fark
Kaynag: Toplami Ortalamasi

Denekler 677.58 544 42525.81 322.68 0,000 12 23 34

arasi 4-5
Olgiim 298.12 4 74.53 13 2.4 35

Hata 502.59 2176 0.23 1-4 25
Toplam 1478.30 2724 1-5

Tablo 7’deki bulgulara gore alt boyutlar arasinda anlamli farklilik ortaya
cikmistir [F, @,2176) = = 322.7; p< 0.01]. Bu sonuca gore tiim boyutlar arasinda an-
laml farkhhk oldugu ortaya cikmistir. Aritmetik ortalamalara bakildig1 zaman,

“meslegin yapilmasindan duyulan keyif” alt boyutunun en yiiksek ortalamaya (
X = 4.31); ardindan, “bagkalarinin yasamina sunulan katki” altboyutunun (X =
4.24); daha sonra, “mesleki fedakarlik ve dzveri” alt boyutunun (X = 4.07) ardin-
dan, “meslegin 6zellikleri ve meslege atfedilen deger” alt boyutunun (X = 3.57)
ve son olarak da, “meslege duyulan baglilik” alt boyutunun (X = 3.57) oldugu
ortaya cikmuistir.

Mesleki motivasyona iliskin 6gretmen goruslerinin; cinsiyet, yas, brans, go-
rev yapilan okul tiirii ve egitim diizeyine gore farklilasmakta midir? sorusuna
ait bulgular su sekildedir: Ogretmenlerin mesleki motivasyon alt boyutu olan
“keyif”’in 6gretmenlerin cinsiyetleri yoniinden istatistiksel olarak anlamli bir fark
olusturmaktadir [t (543) = 438, p<.05]. Kadin 6gretmenlerin (X = 4.39) meslek-
lerini icra ederken eri(ek meslektaslara (X = 4.21) oranla daha fazla keyif al-
diklar1 soylenebilir. Ogretmenlerin mesleki motivasyon “baghlik” alt boyutu ile
cinsiyetleri yoniinden istatistiksel olarak anlaml bir fark vardir [t 543) = 2.16; p
< .05]. Aritmetik ortalamalara bakildig1 zaman kadin 6gretmenlerin (X = 3.60),
erkek dgretmenlere oranla (= 3.44) mesleki motivasyonun “baglilik” alt boyutu
puanlar1 daha yiiksektir. Ogretmenlerin mesleki motivasyon “katki” alt boyutu
ile cinsiyetleri yontinden istatistiksel olarak anlaml bir fark vardir [t = 3.54;
p< .05]. Aritmetik ortalamalara bakildig1 zaman kadin 6gretmenlerin (X = 4.31)
erkek ogretmenlere oranla (X = 4.14) mesleki motivasyonun “katki” alt boyu-
tunda puanlar1 daha yiiksektir. Tablo 8’de 6gretmenlerin mesleki motivasyonlari
ile yaslar1 arasindaki Spearman korelasyon analizi goriilmektedir.
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Tablo 8
Ogretmenlerin Mesleki Motivasyonlar ile Yaglarn Arasindaki Spearman Korelasyon
Analizi

1 2 3 4 5 6
Degiskenler
1- Yas 1 -0.09** 0.003** -0.15%* -0.14**  -0.11%*
2- Keyif 1 0.48%* 0.51%* 0.58%* 0.70%**
3- Deger 1 0.57%* 0.41%* 0.48%**
4- Baglilik 1 0.28** 0.43%*
5- Ozveri 1 0.53**
6- Katki 1

n =545, *p<.05, ** p<.01

Tablo 8’den goriilecegi tlizere, 6gretmenlerin yaslar ile “keyif” alt boyutu
arasinda [r= -0.09] negatif yonlii diisiik bir iliski; “deger” alt boyutu arasinda
[r= 0.003] pozitif yonlii diisiik bir iligki; “baglilik” alt boyutu arasinda [r= -0.15]
negatif yonli diistik bir iligski; “6zveri” alt boyutu arasinda [r= -0.14] negatif
yonlii diisiik bir iligki ve “katki” alt boyutu arasinda ise [r= -0.11] diistik diizeyde
negatif bir iligski vardir.

Ogretmenlerin  mesleki motivasyonun ilk alt boyutu olan meslegin
yapilmasindan duyulan keyif ile 0gretmenlerin branglar1 arasinda istatistiksel
olarak anlaml fark bulunmaktadir [F 653 = 2:05; p<. 05]. Bu sonuca gore, si-
nif ve okul dncesi 6gretmenlerinin (X 4. 40) sosyal branglar (X = 4,20) dgret-
menlerine oranla mesleklerinden daha fazla keyif aldiklar1 sdylenebilir. Mesleki
fedakarlik ve 6zveri alt boyutu ile 6gretmenlerin branglari arasinda istatistiksel
olarak anlaml fark bulunmaktadir [F © s538)= 2.07; p<.05]. Bu sonuca gore, sinif
ve okul 6ncesi 0gretmenlerinin hem d11 ve hem de sayisal branstaki 6gretmenlere
oranla, mesleki fedakarlik ve 6zveri puanlarinin daha ytiksektir. Bagkalarinin ya-
samina sunulan katki, meslege duyulan baglilik, meslegin 6zellikleri ve meslege
atfedilen deger alt boyutlari ile 6gretmenlerin branslar1 arasinda istatistiksel ola-
rak anlamli fark bulunmamaktadir.

Aragtirmaya katillan 6gretmenlerin mesleki motivasyonlar: ile calistikla-
r1 okul tiirli arasinda anlaml fark olup olmadigini gosteren tek yonlii varyans
analizi (ANOVA) sonugclarina gore; 6gretmenlerin mesleki motivasyonun ilk alt
boyutu olan “meslegin yapilmasindan duyulan keyif” ile okul tiirii arasinda ista-
tistiksel olarak anlaml fark bulunmaktadir [F(3 sa) = 4445 p<. 05]. Bu sonuca
gore, genel lise 6gretmenlerinin meslekten duyduklar: keyfin; siif ve okul 6nce-
si, ortaokul 6gretmenleri ve meslek lisesi 6gretmenlerine oranla daha diistiktiir.

Meslege duyulan baglilik alt boyutunun, 0gretmenlerin calistiklar1 okul
tirtine gore istatistiksel olarak anlamli sekilde farklilastigi ortaya cikmustir
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[F(3’541) = 4.94; p< .05]. Bu sonuca gore ilkokulda ¢aligan 6gretmenler genel
liselerde calisan 6gretmenlere oranla; meslek liselerinde ¢alisan 6gretmenler de
hem ortaokul hem de genel lisede calisan 6gretmenlere oranla motivasyon bag-
laminda mesleklerine daha bagl olduklar: ortaya ¢ikmustir.

Ogretmenlerin egitim diizeyleri ile 6gretmenlik meslegi motivasyonlar
arasinda anlamli fark olup olmadigi, grup sayilar1 arasindaki biiyiik farkliliktan
dolay1 nonparametrik istatistik kullanilmistir, Kruskal Wallis (KW) testi ile ya-
pilmis olup, sonuglari su sekildedir: Ogretmenlerin mesleki motivasyonlarinmn
alt boyutlarindan yalnizca “meslege duyulan baglilik” ile 6gretmenlerin egitim
diizeyleri arasinda istatistiksel olarak anlaml fark [)(2(2’5 45) = 6.29; p<0.05] olup,
on lisans mezunu Ogretmenlerin lisans mezunu olanlara oranla motivasyon bag-
laminda mesleklerine daha bagl olduklari ortaya ¢ikmistir. Tablo 9’da 6gretmen-
lerin mesleki algilar1 ile mesleki motivasyonlari arasindaki Pearson momentler
¢arpimi korelasyon analizi sonuglari verilmistir.

Tablo 9
Ogretmenlerin Mesleki Algilar ile Mesleki Motivasyonlar Arasindaki Pearson
Momentler Carpimi Korelasyon Analizi

1 2 3 4 5 6
Degiskenler
1- Mesleki Algi 1 0.18** 0.51** 0.32%* 0.14%** 0.17**
2- Keyif 1 0.47** 0.51** 0.57** 0.70**
3- Deger 1 0.59** 0.41%* 0.47**
4- Baglhilik 1 0.28%** 0.44%**
5- Ozveri 1 0.52%%
6- Katki 1

n =545, *p<.05, ** p<.01

Tablo 9’da 6gretmenlerin mesleki algilari ile mesleki motivasyonlar arasinda
iliski olup olmadigini belirlemek amaciyla gerceklestirilen Pearson Korelasyon
analizi sonuglar1 sunulmustur. “Mesleki alg1” ile “Meslegin yapilmasindan
duyulan keyif” alt boyutu arasinda [r=0.18] pozitif yonli diisiik, “Mesleki alg1”
ile “Meslegin Ozellikleri ve meslege atfedilen deger” arasinda [r=0.51] pozitif
yonlii orta diizey , “Mesleki alg1” ile “Meslege duyulan baghlik” alt boyutu ara-
sinda [r=0.32] pozitif yonlii diisiik diizey, “Mesleki alg1” ile “Mesleki fedakarlik
ve Ozveri” alt boyutu arasinda [r= 0.14] pozitif yonlii diisiik diizey, “Mesleki
alg1” ile “Bagkalarmin yagamina sunulan katki” arasinda [r= 0.17] distik di-
zeyde pozitif korelasyon oldugu ortaya cikmistir. Ogretmenlerin mesleki algilari
ile mesleki motivasyonlar: arasinda iligki olup olmadigini belirlemek amaciyla
gerceklestirilen Pearson Korelasyon analizi sonuclarina gore, dgretmenlerin
mesleki motivasyonlari ile mesleki algilar1 arasinda [r= 0.35] pozitif yonlii orta

324



Ogretmenlik Meslegi & Ogretmenlerin Mesleki Motivasyonu

diizeyde korelasyon vardir. Buna gore 6gretmenlerin mesleklerine iligkin algilari
yiikseldikge/arttikga mesleki motivasyonlariin da yiikselecegi sdylenebilir.

Arastirmanin bagimsiz degiskeni olan ‘toplumun 6gretmenlik meslegine
iligkin algisinin’ bagimli degisken olan ‘0gretmen motivasyonunu’ yordamasina
iliskin iki farkli analiz yapilmistir. Bu kapsamda birinci analiz olarak (Sekil 2),
bagimli degiskene iligkin alt boyutlar (toplanmak suretiyle), yiikksek puan yiiksek
motivasyonun gostergesidir, bir bagimli bir de bagimsiz degiskenin modele dahil
edilmek suretiyle analiz yapilmistir. Diger model ise (Sekil 3), tek bagimsiz de-
gisken ve bes farkl alt boyuttan olusan bagimli degiskenin modele dahil edildigi
analizdir. Sekil 2’ de tek boyuttan olusan ‘toplumun 0gretmenlik meslegine ilis-
kin algisinin’ bir gizil degisken seklinde analize tabi tutulan ‘6gretmen motivas-
yonunu’ yordamasina iligkin yol analizi sonuglar1 verilmistir.

Sekil 2’den goriilecegi tizere, mesleki alg1 6lgegindeki gostergelerin faktor
yiik degerlerinin .25 ile .77 arasinda makul faktor yiik degerleri verdikleri; bu-
nun yaninda motivasyon Olceginin toplamut ile alt boyutlar1 arasinda da .60 ile
.89 seklinde ytiksek korelasyon degerleri ortaya ¢ikmistir. Bunun yaninda hem
mesleki algi gizil degiskeninden gostergelere giden iligki katsayilarinin, hem de
motivasyon gizil degiskeninden alt boyutlara giden iligkilere ait t-degerlerinin ta-
maminin anlaml oldugu ortaya ¢ikmistir. Modele iliskin uyum indeksleri Tablo
10’da verilmistir.
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Chi-Square=2511.52, df=433, PB-value=0.00000, RMSEA=0.094

Sekil 2. Toplumun ogretmenlik meslegine iligkin algistnin, dgretmen motivasyonunu,
boyutlann toplam puanlar tizerinden, yordamasina iliskin yol analizi sonuglari.

325



Abdurrahman Ilgan & Hasan Ceviz

Tablo 10
Ogretmen Motivasyonunun Yordanmaswna iliskin Ilk Modele ait Uyum Indeks
Degerleri

X2 SD | P-Degeri | CFI | NFI | AGFI |IFI |GFI | SRMR | RMSEA
2511.52 | 433 | 0.000 0.93 1091 |0.74 0.93 {0.77 | 0.08 0.09

Tablo 10°da goriilecegi iizere, X? / sd = 5.8 seklinde zayif diizeyde uyum
katsayist vermistir. Bunun yaninda CFI, NFI, IFI, SRMR ve RMSEA kabul
edilebilir uyum indeksleri vermekle birlikte; AGFI ve GFI ise zayif uyum
indeksleri vermistir. Model ile veri arasindaki tiim degerler dikkate alindiginda
modelin kabul edilebilir indekslere sahip oldugunu sdylemek miimkiindiir.

Sekil 2’deki degerler dikkate alindiginda toplumun 6gretmenlik meslegine
iliskin algis1 ile 6gretmen motivasyonu arasindaki standardize edilmis katsayinin
% = 0.24 seklinde diisiik diizeyde pozitif yonli oldugu ortaya cikmistir. Bu sonuca
gore, toplumun 6gretmenlik meslegine iliskin algisindaki bir birimlik artig, 6g-
retmen motivasyonunda .24 puanlik bir artisa yol acar. Modele iliskin regresyon
esitligi su sekilde ortaya ¢ikmistir:

Motivasyon = 0.24 * Mesleki Algi, Hata Varyans: = 0.94; R2 = 0.05

Bagimsiz degisken olan toplumun 6gretmenlik meslegine iliskin algisi, ba-
gimh degisken olan O0gretmen motivasyonundaki varyansin % 5.6’sim1 agikla-
maktadir. Ortaya konulan modelin, bagiml degiskeni agiklama oraninin dusiik
oldugunu sdylemek miimkindiir. Yol analizine iligkin ikinci model analizi ise,
yukarida vurgulandigi tizere, tek boyutlu olan, ‘toplumun 6gretmenlik meslegine
iligkin algisinin’ 6gretmen motivasyonunun boyutlarini yordamasina iligkindir. 2.
modele ait yol analizi sonuglar1 Sekil 3’te verilmistir.

Sekil 3’te gortilecegi tizere, mesleki alg1 6lcegindeki gostergelerin faktor yitk
degerlerinin .25 ile .76 arasinda makul degerler verdikleri; bunun yaninda moti-
vasyon Olgeginin alt boyutlar ile gostergeleri arasindaki faktor yiik degerlerinin
ise .59 ile .84 arasinda olmak iizere ytliksek korelasyon degerleri verdikleri ortaya
cikmuistir. Ayrica mesleki motivasyon degiskeninin alt boyutlarini olusturan mad-
delerin faktor yiik degerlerine bakildigi zaman ‘keyif” alt boyutunu meydana ge-
tiren maddelerin 0.59 — 0.84 arasinda; ‘katkr’ boyunun 0.64 - 0.76 arasinda; ‘bag-
lilik’ boyunun 0.60 — 0.79 arasinda; ‘deger’ boyunun 0.58 — (.76 arasinda ve son
alt boyut olan ‘6zveri’ boyutunun ise 0.68-0.70 arasinda yiik degerleri verdikleri
ortaya ¢citkmistir. Bu degerler alt boyutlarin ana degiskeni olusturmada 6nemli bir
paya sahip olduklarini da gostermektedir.

Sekil 3’teki degerler dikkate alindiginda 6gretmen algisi ile 6gretmen moti-
vasyonunun boyutlarimi en iyi sekilde yordayan degiskenin, ‘meslegin ozellikleri
ve meslege atfedilen deger’ arasinda oldugu (X = 0.65), bu boyutu ‘meslege du-
yulan baghligin’ (X = 0.36) izledigi, daha sonra ise benzer katsayilarla, ‘bagkala-
rinin yasamina sunulan katkr’ (X = 0.31), ‘meslegin yapilmasindan duyulan keyif’
(X = 0.30) ve ‘mesleki fedakarlik ve 6zveri’ (v = 0.26) oldugu ortaya ¢ikmustir.
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Modelde yer alan her bir alt boyuta, bagimli degisken, iliskin regresyon esitligi su
sekilde ortaya ¢ikmistir.

KEYIF= 0.30 * Mesleki Alg1, Hata Varyansi = 0.91; R? = 0.08
KATKI= 0.31 * Mesleki Algi, Hata Varyans1 = 0.91; R? = 0.09
BAGLILIK= 0.36 * Mesleki Algi, Hata Varyans: = 0.87; R? = 0.13
DEGER = 0.65 * Mesleki Algi, Hata Varyanst = 0.57; R2 = 0.43
OZVERI= 0.26 * Mesleki Algi, Hata Varyansi = 0.93; R? = 0.07

Bagimsiz degisken olan toplumun 6gretmenlik meslegine iligkin algisi, ba-
gimli degiskenler olan 6gretmen motivasyonundaki boyutlardan; i) ‘meslegin ya-
pilmasindan duyulan keyif’teki varyansin % 8.8’ini, ii) ‘bagkalarinin yasamina su-
nulan katkr’daki varyansin % 9.47inii, iii) ‘meslege duyulan bagliligin’ % 13*inii,

Chi-Square=7337.72, df=1473, P-value=0.00000, RMSEA=0.085

Sekil 3. Toplumun ogretmenlik meslegine iliskin algisinin 6gretmen
motivasyonunun boyutlarini yordamasina iliskin yol analizi sonuglar.
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iv) ‘meslegin Ozellikleri ve meslege atfedilen deger’in % 43’linii ve son olarak v)
‘mesleki fedakarlik ve 6zveri’nin % 7’sini agiklamaktadir. Toplumun 6gretmenlik
meslegine iligkin algisinin, 6gretmenin mesleki motivasyonunun boyutlarini agik-
lanmaya iligkin ortaya konulan bu modelin acikladig: varyansin 6nceki modelin
acikladigi varyanstan daha yiiksek oldugu ortaya cikmigtir.

Hem mesleki algi Olceginde gizil degiskenden gostergelere giden iliski
katsayilarinin, hem de motivasyon Ol¢eginden alt boyutlara giden iligkilere ait
t-degerlerinin tamaminin anlamli oldugu ortaya cikmistir. Modele iliskin uyum
indeksleri Tablo 11°de verilmistir.

Tablo 11
Ogretmen Motivasyonunun Yordanmaswna iliskin Ikinci Modele ait Uyum Indeks
Degerleri

X? SD | P-Degeri | CFI | NFI | AGFI |IFI | GFI | SRMR | RMSEA
7337.72 | 1479 | 0.000 092 [0.90 |0.65 0.92 10.67 |0.14 0.08

Tablo 11’den goriilecegi tizere, X?/ sd = 4.96 seklinde zayif diizeyde uyum
katsayis1 vermistir. Bunun yaninda CFI, NFI, IFI ve RMSEA kabul edilebilir
uyum indeksleri vermekle birlikte; RMSEA, AGFI ve GF1 ise zayif uyum indeks-
leri vermistir. Model ile veri arasindaki tiim degerler dikkate alindiginda modelin
kabul edilebilir indekslere sahip oldugunu séylemek miimkiindiir.

Sonuclar, Tartisma ve Oneriler

Sonuglar ve sonuglara iliskin tartismalar toplam 6 alt problem basligi altinda
sunulmustur.

(")gret.menlerin Goziinden, Toplumda Ogretmenlik Mesleginin Nasil Algi-
landigina Iliskin Sonuclar

Algr 6lceginden elde edilen toplam aritmetik ortalamaya bakildiginda (X
= 2.98) dgretmenlerin, toplumun 6gretmenlik meslegini nasil gérdigiine iliskin
algilarinin “orta” diizeyde oldugu goriilmektedir.

Algi 6l¢eginde, olumsuz maddeler icerisinde en yiliksek puani, ‘toplumun,
yaptigim isin 0neminden ¢ok, mesai saatlerimi ve tatil siiremi konustugunu dii-
stintiyorum.” maddesi almistir. TEDMEM’in (2014) arastirmasinda ‘toplumun
ogretmenlik meslegini ideal gérmesi, mesleki sayginliktan cok mesai ve tatil
konusundaki degerlendirmelerle ilgilidir’ maddesine 6gretmenlerin yiizde 61°i
katildigini belirtmistir. Yine TEDMEM’in (2014) arastirmasinda, ‘6gretmenler
mesleklerini nasil algiliyor?” sorusuna, 6gretmenlerin mesleklerini olumlu al-
giladiklari, ancak ogretmenlik meslegiyle ilgili toplumsal alglyr olumsuz olarak
yorumladiklari, 6gretmenlerin mesleklerine yonelik goriisleri ile toplumun 6g-
retmenlik meslegini algilama bigimleri paralellik gdstermedigi ortaya cikmistir.
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Ogretmenlerin, kendi mesleklerinin toplumda nasil goriildiigiine dair
algilarinda en yiiksek ortalamaya sahip maddenin, ‘insanlar ¢ocuklarini, biz 6g-
retmenlere giivenerek emanet ediyor’ seklinde ortaya ¢cikmistir. BAREM, (2015)
arastirmasinda 6gretmenlere duyulan giivenin orani1 2014 yilinda yiizde 86.2 iken,
2015’te bu oran yiizde 74.2 seviyelerine diismiistiir. Ancak dgretmenlere sorul-
dugunda ise durum tam tersi gikabilmektedir. Ozpolat’m (2002) caligmasinda;
ogretmenlerin yiizde 83.9’u 6gretmenlik mesleginin toplumsal statiisiiniin gittik-
¢e distiigiinii belirtilmistir. Yine Ulutag'in (2017) calismasinda dgretmenlerin
yizde 87’si 6gretmenlik mesleginin statiisiiniin diisiik oldugunu belirtmistir.
Egitim-Bir-Sen’in (2004) arastirmasinda, 6gretmenlerin toplum ve yonetim
kademesinde sayginlik konusunda oldukca karamsar olduklar1 gézlenmektedir.
Ozellikle MEB’in 6gretmene yeterince deger vermedigini diisiinen égretmenlerin
ytizdesi 90.7 gibi oldukga yiiksek ¢ikmistir. Toplumun 6gretmene yeterince deger
vermedigini diigiinenlerin oram yiizde 88.9’dur. Tiirk ve Pakistanli 6gretmenle-
rin karsilagtirildiklar: bir bagka arastirmada (Ilgan, Aslanargun, Kili¢, Shaukat,
2018) ise, Tiirk 6gretmenlerin devlet tist yonetiminin ve toplumun 6gretmenlik
meslegine orta diizeyde deger verdigine iligkin algiya sahip olduklar1 ortaya
¢ikmugtir. Egitim Bir-Sen’in (2008) bir bagka arastirmasinda da dgretmenlerin
toplumun kendi mesleklerini saygin bir meslek olarak gdrmedikleri sonucu orta-
ya ¢ikmistir. OECD tarafindan yapilan TALIS (2013) uluslararasi arastirmasinin
verilerine gore, gretmenlerin yiizde 69.1’1 6gretmenligin toplumun nezdinde de-
gerli olmadigini sdylemistir. Diinyada genel olarak 6gretmenler, kendi meslek-
lerinin toplumsal degerinde diisiis oldugunu diisinmektedir. Tiirk Egitim-Sen’in
(2017) arastirmasinda, meslegini birakmayi diislinen 6gretmenlerin yiizde 40.7’si
sebep olarak dgretmenlik mesleginin itibar kaybetmesini belirtmistir. Egitim-Is
Bursa (2017) subesinin ¢alismasinda 6gretmenlerin yiizde 68.2°sinin daha iyi bir
is buldugunda meslegi birakabilecegini, yiizde 98.44’liniin ise meslegin toplumda
sayginliginin azaldigini belirtmistir. Biiyiikses’in (2010), meslege olan sayginin
azalmasinin 6gretmen motivasyonunu olumsuz yonde etkiledigi sonucuna ulas-
mustir. Yine Ada, Akan, Ayik, Yalcin ve Yildirim (2013) 6gretmenlik meslegine
olan sayginin azaldig: diisiincesi, 0gretmenin yaptid ise karsi inangsizhigi, 6gret-
menin kendini degersiz hissetmesi, sinif 6gretmenlerinin motivasyonunu azal-
tan faktorler olarak bulmuslardir. Ilgili arastirmalarin bu arastirma bulgulari ile
benzer sonuglar verdiklerini sdylemek miimkiindiir.

Cinsiyet, Yas, Brang, Okul Tiirii ve Egitim Diizeyi Degiskenlerine Gore; Toplumda
Ogretmenlik Mesleginin Nasil Algilandigina Iliskin Sonuclar

Arastirmada, erkek 6gretmenlerin toplumsal alg1 diizeyleri kadin 6gretmen-
lerinkinden daha yiiksek cikmustir. Karaman’in (2008) ve TEDMEM’in aras-
tirma sonuglar1 da kadin 6gretmenlerin erkek 6gretmenlere gore mesleklerini
daha olumlu algiladiklar1 yoniindedir. Yas ile mesleki algi arasindaki iligskiye ba-
kildiginda; iki degisken arasinda pozitif yonli diistik bir iligki ortaya ¢ikmustir.
TEDMEM’in (2014) arastirmasinda da 6gretmenlerin mesleki algi ortalamalari-
nin yaglari ilerledik¢e daha olumlu yonde arttigi gdzlemlenmistir.
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Brang ile mesleki alg1 arasindaki iligkiye bakildiginda, aritmetik ortalama-
lara gore en yiliksek mesleki algiya, meslek dersi 6gretmenleri; en diisiik mes-
leki algiya ise dil ve sayisal brang 6gretmenleri sahiptir. Bunun olas1 nedenleri
arasinda; meslek dersi 6gretmenlerinin yaparak yasayarak 6grenme noktasinda
uygulayict konumda olduklar: ve gosterdikleri derslerin hayatta ige yaradigini ve
hemen uygulanabilir oldugunu gordiikleri icin, mesleklerine karsi daha olumlu
bir algi icerisinde olmus olabilirler. Okul tiirii ile mesleki algi arasindaki iligkiye
bakildiginda; aritmetik ortalamasi en yiiksek olan, meslek lisesinde ¢aligan 6gret-
menler, en diisiik olan ise ortaokul 6gretmenleri olarak ortaya cikmistir. Bunun
olasi nedenleri arasinda, meslek okullarnin iginde bulundugu sosyo-ekonomik
ortam sonucu dgretmenlerin cevrelerinden iyi diizeyde begeni ve saygi gormeleri
olabilir. Ozpolat (2002) galismasinda velilerin egitim diizeyi arttikga 6gretmene
verdikleri 6nemin ve degerin azaldigi1 sonucunu bulmustur.

Ogretmenlerin Mesleki Motivasyonlarina Iliskin Sonuclar

Toplam aritmetik ortalamaya bakildiginda (X = 4.01) 6gretmen motivas-
yonunun gorece yiikksek oldugu ortaya cikmistir. Bu veri, 6gretmenlerin mes-
leklerine iligkin toplumsal algilarinin yiiksek olmamasina karsin, mesleklerini
sevdiklerini, islerini iyi sekilde yapma arzusunda olduklarini gosteriyor olabilir.
Ogretmen ve yoneticilerin motivasyon diizeylerini betimleyen arastirmalarda;
Giileryiiz (2007), 6gretmenlerin mesleki motivasyon seviyelerini X = 3,06; Celik
(2015) dgretmen ve yoneticilerin motivasyon diizeylerini X = 3.53; Iren (2015)
ise (X = 3,82) seklinde, orta diizeyin iistiinde olmak iizere, bu aragtirmada elde
edilen sonucun biraz altinda, bulmuslardir.

Arastirmaya katilan 6gretmenlerin motivasyon Olcegindeki olumsuz madde-
ler arasinda en yiiksek puani (¢evrildiginde en disiik ortalamaya sahip madde)
‘cocuklarimin ileride 6gretmen olmalarini tercih etmiyorum’ oldugu ortaya
cikmistir. Aritmetik ortalamaya bakildiginda 6gretmenlerin ileride cocuklari-
n1 6gretmen olarak gorme diizeyleri orta diizeydedir. Egitim-Bir-Sen’in (2008)
arastirmasinda, 6gretmenlerin yiizde 60’1 cocuklarinin ileride 6gretmen olmasini
istememesi yoniindedir. TEDMEM’in (2014) arastirmasinda, Ogretmenlerin
sadece beste birinin cocuklarinin ileride Ogretmen olmasini istemektedir.
Ilgili arastirma sonuclarinin bu arastirmanin sonucuyla ortiistiigiinii séylemek
miimkiindir.

Motivasyon Olgegi alt boyutlarinda, en yiiksek ortalamaya, ‘meslegin ya-
pimasindan duyulan keyif” oldugu, en diisiik aritmetik ortalamaya ise ‘meslege
duyulan baglilik’mn oldugu ortaya ¢ikmistir. Mesleki motivasyon 6l¢ceginin boyut-
larina iligkin aritmetik ortalamalar dikkate alindiginda, 6gretmenlerin meslekle-
rinden yiiksek oranda keyif aldiklarini sdylemek miimkiin iken, mesleki bagliligin
(ortalamanin Gstiinde olmakla birlikte) diger boyutlar icerisinde en diisiik ortala-
maya sahip olmasinin dikkat ¢ceken bir durum oldugu soylenebilir.
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Cinsiyet, Yas, Brans, Okul Tiirii ve Egitim Diizeyi Degiskenlerine Giore; Ogretmenle-
rin Mesleki Motivasyon Diizeylerinin Sonugclar

Cinsiyet degiskeni ile 6gretmenlerin mesleki motivasyonlari arasindaki ilig-
kiye bakildiginda; ‘keyif’, ‘baghlik’ ve ‘katkr” alt boyutlarinda kadin 6gretmenler
lehine anlaml farkliliklar bulunmugtur. Kadin 6gretmenlerin, mesleki motivas-
yon diizeyleri erkek 0gretmenlere gore daha yiiksek ctkmugtir. Yildiz’m (2010)
arastirmasinda kadin 6gretmenlerin i¢sel motivasyonlarinin ‘tatmin’ alt boyutun-
da erkek 0gretmenlerin motivasyonlarindan daha yiiksek oldugunu saptanmis-
tir. Bu bulgu, arastirmanin ‘keyif’ alt boyutundan cikan sonucla Ortiismektedir.
Giileryiiz (2007) ve Polat (2010) kadin 6gretmenlerin mesleki motivasyon dii-
zeylerinin erkek 6gretmenlerden yiiksek oldugunu bulmusgken; Vural’m (2016)
arastirmasinda ise erkek 6gretmenlerin motivasyonunun daha yiiksek oldugu or-
taya cikmustir. Yas degiskeni ile 6gretmenlerin mesleki motivasyonlari arasindaki
iliskiye bakildiginda; motivasyonun alt boyutlari ile yas arasinda diisiik diizeyde
iliskiler ortaya ¢ikmistir. Sonuglara gore, yas ilerledik¢e meslege atfedilen deger
artmakta iken; yas ilerledikce meslekten alinan keyif, meslege duyulan baghlik,
mesleki fedakarliklar1 ve dzverileri, bagkalarinin yasamina sunduklar1 katkinin
da azalmakta oldugu soylenebilir.

Okul tiirdi icerisinde meslekten duyulan ‘keyif” alt boyutunda en ytiksek arit-
metik ortalamaya ilkokullarda calisan (sinif ve okul dncesi) 6gretmenler sahiptir.
‘Deger’ alt boyutunda, ilkokullarda calisan 0gretmenler, ortaokullarda calisan
Ogretmenlere oranla; meslek lisesi 6gretmenleri de ilkokullarda calisan 6gret-
menlere oranla mesleklerine daha fazla deger vermektedir. ‘Baglilik’ alt boyu-
tunda ise; ilkokul 6gretmenlerin genel lise 6gretmenlerine oranla; meslek lisesi
Ogretmenlerinin ise, ortaokul ve genel lise 6gretmenlerine oranla mesleklerine
daha fazla bagl olduklar1 sdylenebilir. Egitim diizeyi ile meslege duyulan ‘bagli-
lik* alt boyutunda istatistiksel olarak anlaml fark vardir. Meslege duyulan bagli-
lik noktasinda ilk sirada On lisans mezunu 0gretmenler, sonrasinda lisansiistii ve
son sirada lisans mezunu 6gretmenler bulunmaktadir. Kurt (2013), 6n lisans egi-
tim diizeyine sahip 6gretmenlerin motivasyonlarinin, lisans ve lisanstistli egitim
diizeyinde olan 6gretmenlerin motivasyonlarindan daha yiiksek; Celik (2015) ise,
yiiksek lisans mezunu 6gretmenlerin motivasyonlarinin, lisans mezunu olanlar-
dan daha yiiksek oldugunu ortaya koyduklari sonugclar, bu arastirmanin sonucu
ile ortiismektedir.

Ogretmen Goziinden, Toplumun Ogretmenlik Meslegine Iligkin Algist ile Ogretmenin
Mesleki Motivasyonu Arasindaki Iliskinin Sonuclart

Bu aragtirma sonucunda, 6gretmenlerin mesleklerini algilama diizeyleri ile
mesleki motivasyon diizeyleri arasinda pozitif yonli gorece diisiik diizeyde bir
iliski vardir. Motivasyon degiskeni alt boyutlariyla incelendiginde ise, ‘mesleki
algr’ ile ‘meslegin Ozellikleri ve meslege atfedilen deger’ alt boyutu arasinda en
yiiksek iligki (orta diizeyde) ortaya gikmustir.
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Avci (2015) arastirmasinda dgretmenlerin motivasyon diizeyleri ile yildirma
(mobbing) yasama diizeyi arasinda negatif yonde anlaml bir iligki bulmustur.
Iren (2015) arastirmasinda, 6rgiitsel adalet algisi ile motivasyon diizeyi arasinda
cok giiclii bir iligkiyi oldugu sonucuna ulagmustir. Giileryiiz (2007) 6gretmenle-
rin Orglitsel giiven diizeyi ile mesleki motivasyonlar: arasindaki olumlu yonde
anlamli bir iliski oldugunu belirtmistir. Emirbey (2017) okul yoneticilerinin etik
liderlik davraniglarina iligkin 6gretmen gorisleri ile 0gretmenlerin motivasyonu
arasinda pozitif, orta diizeyde iligki bulmustur. Isik (2016) okul miidiirlerinin ka-
rizmatik liderlik davraniglariyla 6gretmenlerin mesleki motivasyonlar1 arasinda
zayif, pozitif yonde anlamli bir iliski bulmustur. Tezer (2015), 6gretmenlerin 6r-
giitsel vatandasglik davraniglari ile mesleki motivasyonlar: arasinda orta diizeyde
pozitif bir iligki oldugu sonucuna varmigtir.

Literattire bakildiginda, 6gretmenlerin mesleki motivasyonlarinin birgok
farkli degiskenle incelendigi goriilmektedir. Motivasyon; maagla, meslege kar-
s1 tutumla, orgiit kiiltiriyle, yonetim bigimiyle, pozitif algiyla, farkli ddiillerle,
mobbing ve kaygiyla, tiikenmislikle, 6grenci bagarisiyla, disiplin sorunlariyla, egi-
timde doniisiimle, orgiit kiiltiiriiyle, meslektas iliskileriyle vb. incelenmistir. Og-
retmenlerin mesleki motivasyonlarini tek bagina etkileyen bir degiskenin olmadi-
&1 ve 6gretmenlerin mesleki motivasyonun bircok farkli degiskenden etkilendigi
ilgili arastirmalar ile de goriilmektedir.

Yapilan literatiir incelemesinde O0gretmenlerin mesleki motivasyonlarinin
bircok degiskenle incelenmesine karsin mesleki motivasyonu, meslegin toplum-
sal algisiyla inceleyen pek fazla arastirmaya rastlanmamistir. Konunun 6zgiinli-
giinden dolay1 benzer arastirmalarla karsilagtirma yapma imkani bulunmamasini
bu arastirmanin siirliligi olarak ifade etmek miimkiindiir.

Ogretmen Goziinden, Toplumun Ogretmenlik Meslegine Iliskin Algisinin, Ogretmen-
lerin Mesleki Motivasyonlarimi Ne Derece Yordadigina Dair Sonuglar

Toplumun Ogretmenlik meslegine iligkin algisinin 6gretmenlerin mesleki
motivasyonlarint yordama giiciinlii gosteren yol analizine gore bu iki degisken
arasindaki iliskinin disiik dizeyde (A= 0.24) oldugu ortaya ¢ikmustir. Ortaya
¢ikan digtik katsaymin, mesleki algi ile mesleki motivasyon arasindaki Pearson
Korelasyonuna da yakin (r= 0.35) oldugu goriilmektedir.

Toplumdaki 6gretmenlik meslegi algisinin, motivasyon Olcegi  alt
boyutlarindan en ¢ok ‘meslegin 6zellikleri ve meslege atfedilen degeri’ yordadigi
ortaya ¢cikmistir. Toplumun 6gretmenlik meslegine atfettigi deger / onem arttik-
¢a, Ogretmen motivasyonunun diistik diizeyde de olsa artacagini sdylemek miim-
kiindiir.

Konu sadece statiisii iyi olan 6gretmenin kendini iyi hissetmesi degildir.
Evde 6gretmen hakkinda olumsuz konugmalara sahit olan, bir kisim dizi ve film-
lerde kiigimsenen, haberlerde dayak yiyen 6gretmenleri goren bir dgrencinin,
okulda 6gretmenine saygi gosterip onu giic sahibi bir otorite olarak gdrmesi ve
ondan gelen mesajlar1 dinlemesi zor olacaktir. Ogretmenin meslegini algilayis bi-
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¢imi ve bu alg1 sonucunda olugan tutumu, meslegini severek yapmasinda ona yon
verebilir. Ogretmenlerin bu algi ve beklentileri, sistemi, dogrudan etkileyebilir.
Bu egitim meselesi icin 6nemli bir konudur. Ciinki egitim sisteminin bagarisi,
istenilenleri uygulayacak olan 6gretmenlerin basarisina baghdir. Bilinmelidir ki
hic bir egitim sisteminin kalitesi, 6gretmenlerinin kalitesini gecemez.

Oneriler

Ogretmenligin toplum nazarindaki statiisii, 6gretmenlerin davraniglarini
sekillendirmekte ve meslegi icra etme basarisini etkileyebilmektedir (Akyiiz,
2006). Bu arastirma kapsaminda elde edilen sonuglara dayali olarak su Oneriler
gelistirilmistir:

Ogretmen motivasyonu ile 6gretmenlerin mesleki algilar1 arasinda or-
taya cikan pozitif iliskiden hareketle, 6gretmenlerin mesleki motivas-
yonlarini artirmak icin, onlarin mesleklerine iliskin algilarini pozitif
yonde artirmak Onerilebilir.

Ogretmenlerin yaslar1 ile mesleki motivasyonun alt boyutlar1 olan,
‘mesleki baglilik’, ‘mesleki fedakarlik ve 6zveri gosterme’ ile ‘baskalari-
nin yasamina sunulan katkr’ boyutlar1 arasindaki negatif iliskinin sebep-
lerinin arastirilmasi Onerilebilir.

Toplumun 6gretmenlik meslegine iliskin algisinda, erkek 6gretmenlerin
goriislerinin kadin 6gretmenlerden daha yiiksek oldugu ortaya ¢ikmis
olup, bunun sebeplerinin incelenmesi Onerilebilir.

Toplumun 6gretmenlik meslegine iligskin algisinda, ortaokul 6gretmen-
lerinin goriiglerinin hem genel lise hem meslek lisesi 6gretmenlerine
oranla daha diisiik olmasinin sebeplerinin incelenmesi 6nerilebilir.

Erkek ogretmenlerin kadin 6gretmenlere oranla, mesleki motivasyon
Olceginin cesitli alt boyutlarindaki puanlarinin daha diisiik olmasinin
sebepleri inceleme konusu yapilabilir.

Mesleki motivasyonun alt boyutu olan mesleki baglilik puanlarinda, ge-
nel lise 6gretmenlerinin meslek lisesi ve ilkokul 6gretmenlerine oranla
diisiik olmasinin sebepleri inceleme konusu yapilabilir.

Ogretmen algisina gore, gelir diisiikliigii mesleki algiyr olumsuz etkile-
digi icin, 6gretmenlerin ekonomik durumlarinin iyilestirilmesi onerile-
bilir.

Ogretmen goriislerine gore, toplumda 6gretmenlerin tatil siiresinin faz-
la olmasina iligkin olumsuz alginin diizeltilmesi icin ¢alismalar yapilma-
st Onerilebilir.

Ogretmenlik mesleginin itibarm kiigiik diisiiriicii yaymlara sinirlama
getirilebilir.

333



Abdurrahman Ilgan & Hasan Ceviz

334

Meslege secim siirecinde Ozel Olciitlerin aranmasi veya Ogretmenlik
meslek kanunu ¢ikarilmas: 6gretmenligin herkesce yapilabilir ve kolay
bir meslek oldugu algisindan kurtulmasina katkisi olacaktir.

Ogretmenler davramslarina, insan iliskilerine, deger yargilarina, giyim-
lerine, konusmalarina dikkat etmeli, cevresine 6rnek olmali, meslege
yakigmayan, davraniglardan kacinmali bu gekilde toplum goziindeki
imajlarini yiikseltebilirler.

Ogretmenlere yonelik siddet iceren her tiirlii davranisa kars1 caydirict
cezalar verilmelidir.

Motivasyonu istenilen seviyeye ulasmayan ve baska devlet kurumlarina
gecmek isteyen 0gretmenlerin gegisleri kolaylastirilabilir.



Ogretmenlik Meslegi & Ogretmenlerin Mesleki Motivasyonu

References / Kaynaklar

Ada, S., Akan, D., Ayik, A., Yildirim, I,& Yalcin, S. (2013). Ogretmenlerin motivasyon
etkenleri. [Teachers’ motivation factors]. Atatiirk Universitesi Sosyal Bilimler Enstitiisii
Dergisi, 17(3), 151-166.

Akbaba, S. (2006). Egitimde motivasyon. [Motivation in education]. Atatiirk Universitesi
Kazim Karabekir Egitim Fakiiltesi Dergisi, 13, 343-361.

Akyiiz, Y. (2006). Tiirk egitiminin temel sorunu: Ogretmen yetistirme, atama, saglama ilke
ve uygulamalar1. [Principal issues in Turkish education system: Principals and administra-
tion about teacher training, appointment, suplying]. (Ed: M. Hesapcioglu ve A. Durmus).
Tiirkiye'de egitim bilimleri: Bir bilan¢o denemesi icinde, (s. 429-443). Ankara: Nobel.

Arastirmanin ¢alisma evrenini. (2018). http://duzce.meb.gov.tr/

Avey, L. (2015). Ogretmenlerin yildirma (mobbing) yasama diizeyleri ile motivasyon diizey-
leri arasindaki iliskinin incelenmesi [Examining relationship between teachers’ exposed
to mobbing and motivation level]. (Diizce ili 6rnegi). Yiiksek lisans tezi, Yeditepe Uni-
versitesi Egitim Bilimleri Enstitiisii, Istanbul.

BAREM. (2015). Mesleklere giiven endeksi. [ Tiust to professions index] http://www.barem.
com.tr/mesleklere-guven-endeksi-2015/ adresinden 10.01.2018 tarihinde alinmustir.
Bursalioglu, Z. (2000). Okul yonetiminde yeni yapi ve davranis. [New construct and behavior

in school administration]. Ankara: Pegem Yayinlar1.

Biiyiikses, L. (2010). Ogretmenin is ortanundaki motivasyonunu etkileyen etmenler. [Fac-
tors affecting teachers’ motivation in business environment]. Yiksek lisans tezi, Siiley-
man Demirel Universitesi Sosyal Bilimler Enstitiisii, Isparta.

Cakar, N. D., & Ceylan, A. (2005). Is motivasyonunun calisan bagliligi ve isten ayrilma
egilimi tizerindeki etkileri. [The effect of employee work motivation on employee com-
mitment and turnover intention]. Dogus Universitesi Dergisi, 6(1), 52-66.

Celik, E. (2015). Ogretmenlerin motivasyonlan ile yasam kaliteleri arasindaki iligki. [Relati-
onship between teachers’ motivation and life quality]. Yiiksek lisans tezi, Okan Univer-
sitesi Sosyal Bilimler Enstitiisii, Istanbul.

Cokluk, O. S., Sekercioglu, G., & Biiyiikoztiirk, S. (2012). Sosyal bilimler icin cok degisken-
li istatistik: SPSS ve Lisrel uygulamalan. [Multivariate statistics for social sciences: SPSS
and Lisrel applications]. Ankara: Pegem Akademi Yayincilik.

De Jesus, S. N., & Lens, W. (2005). An integrated model for the study of teacher motiva-
tion. Applied Psychology: An International Review, 54(1), 119-134.

Egitim-Bir-Sen. (2004). Ogretmen sorunlari arastirmast. [Research about teachers’ issu-
es]. Ankara: Egitimciler Birligi Sendikasi.

Egitim-Bir-Sen (2008) Ogretmenlerin meslek memnuniyeti arastirmast. [Teachers’ profes-
sional satisfaction research]. Ankara: Egitimciler Birligi Sendikast.

Egitim-Is, Bursa (2017). Ogretmenlerin ekonomik ve mesleki durumlarina iligkin
Ogretmen gorisleri anketi. [Survey about teachers’ perceptions related economic and
professional conditions of teachers]. http://www.egitimisbursa.org.tr/ogretmenlerin-
ekonomik-ve-mesleki-durumlarina-iliskin-ogretmen-gorusleri-anketi.html  adresin-
den 18.01.2018 tarihinde alinmigtir.

335



Abdurrahman Ilgan & Hasan Ceviz

Emirbey, A. (2017). Okul yoneticilerinin etik liderlik davranislar ile 6gretmen motivasyonu
arasindaki iliski [Relationship between school administrators’ ethic leadership behaviors
and teachers motivation]. (Denizli Ili Civril Iice Ornegi). Yiiksek lisans tezi, Usak Uni-
versitesi Sosyal Bilimler Enstitiisii, Usak.

Eren, E. (2001). Orgiitsel davrans ve yonetim psikolojisi. [Organizational behavior and ma-
nagement psychology]. Istanbul: Beta Yayinlar1.

Eskicumali, A. (2002). Egitim, 6gretim ve 0gretmenlik meslegi. [Education, teaching and
teaching profession]. (Edt: Y. Ozden). Ogretmenlik meslegine giris i¢inde, (s.2-31). An-
kara: Pegem A Yayincilik.

Giileryiiz, D. (2007). Ogretmenlerin orgiitsel giiven seviyeleri ve motivasyon seviyeleri
iliskisinin incelenmesi [Examining relationship of teachers’ organizational trust level
and motivation level] (Bursa Ili Niliifer Iicesi Ornegi). Yiiksek lisan tezi, Yeditepe
Universitesi Egitim Bilimleri Enstitiisii, Istanbul.

Fraenkel, J. R., & N. E. Wallen. (2009). How to design and evaluate research in education
(7th ed.). PA: McGraw-Hill.

Ilgan, A., Aslanargun, E., Kilic, Y., & Shaukat, S. (2018). Comparing Turkish and Pa-
kistani teachers’ professionalism. The International Education Journal: Comparative
Perspectives, 14(2), 1-15.

Isik, B. (2016). Tlkokul miidiirlerinin karizmatik liderlik ozellikleriyle okullarnndaki ogret-
menlerin motivasyonu arasindaki iligki. [Relationship between charismatic leadership fe-
atures of elementary school principals and their schools teachers’ motivation level] Yik-
sek lisans tezi, Yiiziincii Y1l Universitesi Egitim Bilimleri Enstitiisti, Van.

Iren, S. (2015). ilkokullarda gérev yapan Ggretmenlerin orgiitsel adalet algilart ile mesleki
motivasyon diizeyleri arasindaki iliskinin incelenmesi: Tuzla ornegi. [Examining relati-
onship between elementary school teachers’ organizational justice perception and profes-
sional motivation level]. Yiiksek lisans tezi, Istanbul Aydin Universitesi Sosyal Bilim-
ler Enstitiisii, Istanbul.

Karaman, N. (2008). Ogretmenlerin mesleklerini algilama bicimleri ve gelecekten beklenti-
leri nelerdir? [What is teachers’ perception about their profession and expectation from
future] Yiiksek lisans donem projesi, Trakya Universitesi Sosyal Bilimler Enstitiisii,
Edirne.

Karasar, N. (2010). Bilimsel arastirma yontemi. [Scientific research method]. Ankara: No-
bel Yayinevi.

Kincal, R. Y., Sahin, C. ve Tiizel, S. (2012). Arka siradakiler dizinde yansitilan 6gretmen,
ogrenci, ebeveyn kimliklerinin ve siddet unsurlarinin ¢dzimlenmesi, [ Teacher; student
and parent identities in the TV series of ‘arka swradakiler’ and analysis of violence ele-
ments]. Milli Egitim, 193, 244-265.

Kurt, B. (2013). ilkokul ve ortaokul yoneticilerinin dgretim liderligi davrarmslarmin Ggretmen
motivasyonuna etkisi. [Effect of elementary and middle school administrators’ instructi-
onal leadership behaviors to teachers motivation]. Yiiksek lisans tezi, Marmara Univer-
sitesi Egitim Bilimleri Enstitiisii, Istanbul.

OECD. (2008). Mental health in OECD countries, OECD policy brief, www.oecd.org/ els/
health-systems/41686440.pdf adresinden 4.11.2017 tarihinde alinmustir.

336



Ogretmenlik Meslegi & Ogretmenlerin Mesleki Motivasyonu

OECD. (2014). TALIS 2013 results: An international perspective on teaching and lear-
ning. Paris: Organisation for Economic Co-operation and Development.

Oncii, H. (2012). Motivasyon. [motivation]. (Ed.: L. Kiiciikahmet). Sinuf yonetimi icinde
(s. 160-178) Ankara: Nobel Yaymevi.

Onen, L., & Tiiziin, B. (2005). Motivasyon. [motivation]. istanbul: Epsilon Yaymlari.

Oriicii, E., & Kanbur, A. (2008). Orgiitsel-yonetsel motivasyon faktorlerinin galisanlarin
performans ve verimliligine etkilerini incelemeye yonelik ampirik bir calisma. [An
empirical study for determining the affect of organizational managerial motivation practi-
ces on the performance and productivity of the workers: Example of service and industry
company]. Yonetim ve Ekonomi, 15(1), 85-97.

Ozdagh, K., & Akman, H. (2012). icsel ve digsal motivasyonda cinsiyet ve orgiitsel statii
farklilagmasi: Tiirk Telekomiinikasyon A. S. ¢alisanlari tizerinde bir arastirma. [The
diversification of gender and organizational statute in internal and external motivations:
The research on the engineers and the technicians in Tiirk Telekominikasyon A.S.]. Sii-
leyman Demirel Universitesi Vizyoner Dergisi, 4(7), 73-81.

Ozkalp, E., & Sabuncuoglu, Z. (1995). Orgiitsel davranis. [Organizational behavior]. Eski-
sehir: Anadolu Universitesi Yayinlari, Yayin No:116.

Ozpolat, V. (2002). Sosyolojik acidan égretmenlik meslegi ve dgretmenlerin toplumdaki yeri.
(Zonguldak il Ornegi). [Teaching profession and status of teachers in society in terms of
sociology]. Yaymlanmamus doktora tezi, Istanbul Universitesi Sosyal Bilimler Ensti-
tiisii, Istanbul.

Park, S. M., & Rainey, H. G. (2012). Work motivation and social communication among
public managers. The International Journal of Human Resource Management, 3(4),
1-32.

PISA. (2015). http://pisa.meb.gov.tr/wpcontent/uploads/2014/11/PISA2015_UlusalRapor.
pdf adresinden 10.01.2017 tarihinde alinmigtir.

Polat, S. (2010). Okul 6ncesi yoneticilerinin kullandiklari yonetsel giic kaynaklarmna iligkin
Ogretmen algilar1 ile 6gretmen motivasyonu arasindaki iligki. /Relationship between
administrative power sources that preschool administrators use and teacher motivation|.
Yayinlanmamus yiiksek lisans tezi, Yeditepe Universitesi Sosyal Bilimler Enstitiisii,
Istanbul.

Sabuncuoglu, Z., & Tiiz, M. (2005). Orgiitsel psikoloji. [Organizational psychology]. Bur-
sa: Alfa Aktuel.

Saglam, A. C. (2007). Egitim Orgiitlerinde kuramdan uygulamaya giidiilleme. [From theory
to practice motivation in educational organization]. Ankara: Nobel Yay.

Sunar, L. (2015). Tirkiye’de ¢alisma yasami ve mesleklerin itibari, /Business life and statu-
te of professions in Turkey]. Sosyoloji Giinleri, Istanbul. http://turkeyses.net adresinden
20.11.2017 tarihinde alinmustir.

TEDMEM. (2014). Ogretmen goziiyle dgretmenlik meslegi. [Teaching profession from
view of teachers]. Rapor Dizisi: 3. Ankara. http://www.tedmem.org/?wpdmdl=968 ad-
resinden: 15. 11. 2017 tarihinde alinmigtir.

337



Abdurrahman Ilgan & Hasan Ceviz

Tezer, A. (2015). Ilkokul ogretmenlerinin orgiitsel vatandashk davranglar ile
motivasyonlar1 arasindaki iligki. /Relationship between elementary school teachers’ or-
ganizational citizenship and their motivation]. Yiiksek lisans tezi, Okan Universitesi
Sosyal Bilimler Enstitiisii, Istanbul.

Tiirk-Egitim-Sen (2017). 24 Kasum Ogretmenler Giinii Anketi. [Survey about 24 Novem-
ber teachers’ day]. https://www.turkegitimsen.org.tr/icerik_goster.php?1d=11984
15.02.2018 tarihinde alinmisti.

Tirkiye'nin. (2017). Arka siradakiler dizisinin oyunculari simdi ne yapiyor? [What tv se-
ries of ‘arka swradakiler’ actors are doing right now?]. https://www.posta.com.tr/arka-
siradakiler-dizisinin-oyunculari-simdi-ne-yapiyor-haber-fotograf-1364101

Ulutas, P. (2017). Ogretmenlerin bakis acisindan égretmenlik mesleginin toplumsal statiisii.
[Statute of teaching profession from view of teachers]. Yiiksek lisans tezi, Mersin Uni-
versitesi Egitim Bilimleri Enstitiisti, Mersin.

Unsar, A. S. (2011). Motivasyonun isten ayrilma egilimine etkisi: Bir alan arastirmast.
[Effect of motivation to quite work intention]. Akademik Bakug, 25, 1-15.

Varkey GEMS Foundation. (2013). Teacher Status Index. London.

Vaural, G. (2016), Okul yoneticilerinin liderlik stillerinin ¢alisanlarin motivasyonu iizerindeki
etkisi: Rize ili Ornegi. [The effect of leadership styles of school administrators on emp-
loyee motivation: A case for Rize province]. Yiiksek lisans tezi, Avrasya Universitesi
Sosyal Bilimler Enstitiisii, Trabzon.

Yildiz, B. (2010). Herzberg'in ¢ift faktor kurami acisindan ilkogretim I. kademe
Ogretmenlerinin motivasyon diizeylerinin degerlendirilmesi. [An evaluation of the mo-
tivation levels of primary school teachers in terms Herzberg’s two factor theory]. Yiiksek
lisans tezi, Beykent Universitesi Sosyal Bilimler Enstitiisii, Istanbul.

Yiiksel, A. (2015). Kiiltiirel bir iiriin olarak Tiirkiye’de sinema filmlerinde okul, 6gretmen
ve Ogrenci temsilleri, [The representation pf the school, teacher and the student as a
cultural product in cinema in Turkey]. Global Media Journal TR Edition, 6(11), 1-17.

338



Kuram ve Uygulamada Egitim Yonetimi

A Educational Administration: Theory and Practice
2019, Cilt 25, Sayr 2, ss: 339-366
PEGEM 2019, Volume 25, Issue 2, pp: 339-366
AKADEMI www.kuey.net

The Views of Educational Constituencies about the Compulsory
Religious Culture and Morality Education Course”

Zorunlu Din Kiiltiirii ve Ahlak Bilgisi Dersine Iligkin Egitimci
Gortisleri™

Fatma Kesik!, Idris Sahin?
Abstract

In this qualitative study aiming to identify the views of educational constituencies (teachers and academics)
about compulsory Religious Culture and Morality Education (RCME) course. The study was designed as a case
study and the study group constituted 53 participants, who are graduate teachers and postgraduate students who
are studying at the Graduate School of Education. The data of the study were gathered through face to face in-
terviews using semi-structured interview forms. The results of the study suggest that the view of the participants
regarding religion education is parallel to the general discussions and critics in the society. In this sense, the
study has demonstrated that while some of the participants support the current practice compulsary religion edu-
cation; a great majority of the participants do not approve both the current practice and the content of the course
and they suggested that RCME course should be taught electively in accordance with the demands of students or
their parents and the content of the course should be enlarged in a way to include different religions, beliefs and
denominations. Accordingly, RCME course should be revised in terms of both its content and status of delivery.
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Oz

Bu nitel ¢alismada, zorunlu Din Kiiltiiri ve Ahlak Bilgisi (DKAB) dersine yonelik egitimcilerin (6gretmen ve
akademisyenlerin) gortislerini ortaya koymak amaglanmistir. Calismada durum calismasi deseni kullanilmugtir.
Aragtirmanin katilimcilar: 6gretmenler ve bir tiniversitenin egitim bilimleri enstitiisiinde lisansiistii 6grenim go-
ren 53 egitimciden olusmustur. Aragtirma verileri, yari-yapilandirilmus bir goriisme formu kullanilarak yiiz yiize
goriigmelerle toplanmistir. Aragtirma sonucunda, egitimcilerin goriiglerinin din egitimine yonelik genel tartisma
ve elestirileri yansittig1 ve katilimcilarin bazilarinin din egitiminin zorunlu olarak gerceklestirildigi mevcut uygu-
lamay1 desteklerken; katilimcilarin biiyiik cogunlugunun DKAB dersinin hem uygulanma bicimini hem de ige-
rigini onaylamadiklar1 gozlenmistir. Yine, katihmecilarin biiyiik cogunlugu, DKAB dersinin 6grencilerin ve ebe-
veynlerinin talepleri dikkate alinarak se¢cmeli ders seklinde verilmesini ve dersin iceriginin farkli dinleri, inanclari
mezhepleri ve inanmayanlar1 da kapsayacak bicimde genisletilmesi gerektigini ifade etmistir. Bu dogrultuda,
DKAB dersinin hem uygulanma biciminin hem de iceriginin gézden gegirilmesi gerekir.
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Introduction

The concepts of multiculturalism, minority education and culturally rele-
vant/responsive education are frequently referred in those days and the issue of
how to educate people belonging to different religious, ethnic groups and so-
cial classes has been a matter of debate all around the world. In this sense, the
number of studies focusing on the education rights of religious and ethnic mi-
norities has gradually increased. Especially, religious minorities and their right
of education have been spoken out by either some non-governmental organiza-
tions or the individuals themselves recently. As in several countries, there are
different religious groups struggling to maintain their religious culture in Turkey.
According to a research (Usal, 2011), there are 50,000- 60,000 Armenian Ortho-
dox Christians, 7,000 Armenians belonging to an Armenian Catholic Church in
Union with Rome or to various Protestant denominations, 20,000-25,000 Jews,
3,000-4.000 Greek Orthodox Christians, 50,000 Assyrians, 2,000 Syrian Catho-
lics 5,000-7,000 Yazidis. Also, it is asserted that the number of Alevis generally
range from 5 to 25 million in Turkey (Kose, 2010) and the remaining majority
is Sunni. However, there is a common presumption undermining the religious
diversity in Turkey that 99% of Turkish population is Muslim (Cmar & Yildi-
rim, 2014). Accordingly, only Christians, Orthodox and Jews were accepted as
non-Muslim minorities were accepted as minorities and they were protected with
international legisiations as a result of Lozanne Treaty (Oran, 2015). All of the
religious minorities excluding them were exposed to the same practices with Sun-
ni Muslims. Religious education and RCME course within this context have been
one of the domains which the minorities belonging to different religions, beliefs
and denominations in Turkey exposed to discrimination. In this respect, how to
realize a school programme that take these differences into account and do not
exclude and discriminate (Keskiner, 2010, p.12) and how to handle the issue of
religion within the education system in Turkey, particularly the issue involving
the existence of compulsory RCME course has been a matter of debate for a long
time (Kaymakcan, 2006; Keskiner, 2010; Kap, 2014; ERI, 2016; Sambur, 2009).

Religious education in Turkey: From past to present

Religious education has been a significant matter of debate within both po-
litical arena and education policies since the establishment of Turkey in 1923.
With the Law of Tevhid-i Tedrisat (Unification of Education and Teaching Act)
issued in 1924, all religious schools were closed; all education institutions were
subordinated to the the Ministry of Education. Presidency of Religious Affairs
(PoRA) was established and the execution of all religious affairs were decided
to be under state supervision (Akyiiz, 1999). Dervish, zawiya and tombs which
are the places that religious activities were held were closed in 1925. Civil law
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came into force in 1926 and the statement that the religion of the state is Islam
was eliminated from the constitution in 1928. The principle of ‘secularism’ was
legislated into the constitution in 1937. Following this, the course of ‘Religious
Knowledge’ was completely abolished from the curricula of all types of schools
until 1948 and all educational institutions giving religious education were closed.
Religious education courses entered into the elementary and secondary school
curriculum in 1956 and high school curriculum in 1967 as elective courses. Also
compulsory morality courses in addition to the religious courses were put into
practice in 1974. Following 1980 Coup d’etat, the role of religion to ensure the
course of secularism and to strengthen the bonds among citizens through “cor-
rect” instruction of religion was re-emphasized (Giircan, 2015) and RCME co-
urse became one of the compulsory courses for the students beginning from the
4 grade to 12t grades with the constitution of 1982. Since then, RCME course
has been taught compulsorily from the 4" of elementary school to the 12" grades
of high school. The legal entity of compulsory religious course identified like
“Religion and morality education and teaching is carried out under the supervision
of state. Religious Culture and Morality Education Course is among the compulsory
subjects in elementary and secondary schools.” in the 24 article of the Constitu-
tion of Turkish Republic. Accordingly, RCME course is still taught compulsorily
from the 4t grade to the 12t grade in primary, secondary and high schools for
two hours in a week.

Critics regarding RCME course

The state has monopolised the religious education since the foundation of
Turkish Republic and this means the state’s affecting the religious life within the
scope of official ideology through bureaucratic religious institutions. Another
meaning of giving religious education under state control is the usage of religious
education as an ideological apparatus and process. Thus, it can be argued that
the state plays the role of religion-maker. Also, the mandatory practice of RCME
course by the state causes serious controversy in terms of freedom of religion
and conscience (Sambur, 2009). In this sense, the discusions and critics regarding
compulsory RCME course concentrate on ‘ the content of the course’” and ‘its
compulsory structure’

The main reason of the objection to the content of the course is that it is
dedicated to the teaching of the theory, practice and the rituals of Sunni Islam
(Usal, 2011) and adopts a confessional and denominational characteristic of Sun-
ni, Hanafi belief (Giircan, 2015). This situation is confirmed with those state-
ments in the curriculum of RCME course that “the students must be able to access
to Quran and Hadith as main sources in teaching of religion and they should cen-
ter themselves to get religious knowledge.” (Ministry of National Education, 2010,
p-12). Although the content of the course has been enlarged in a way to include
different beliefs and denominations from Judaism to Buddhism, Alevism to Nu-
sayrism since 2010, it still falls behind the international standards. According
to the report prepared as a result of the study carried out by the Foundation of
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History and Istanbul Bilgi University on the course books (Cayir, 2014) despite
Judaism, Buddhism and Alevism are cited in RCME course books, the message
which is often given is that “the only right and legitimate way of life is Muslimism
which is based on Sunni Islam; different beliefs and sects are barely given. As for
Alevism, the second biggest sect in the country, the textbooks frequently present
Alevism together with Bektashism as a homogenous folkloric branch of the Sun-
ni faith presenting it similar to the understanding of the Directorate of Religious
Affairs, which represents Sunni Islam, only five pages are devoted to it at the
12t grade and an utmost reluctance to provide satisfactory and objective infor-
mation about it stands out (Akbulut and Usal, 2008). It is evident that Alevism is
attempted to be degraded to be just a mystic power and jointed to Sunni Islam by
ignoring its cultural elements in both elementary and secondary school RCME
course books. Furthermore, in the textbooks Christianity is presented as a false
faith and Atheism as a harmful movement together with Satanism manifest the
prejudiced content of the textbooks and the course (Cayir, 2014). Also, in the
findings and suggestions report of Human Rights Projects on the Coursebooks, it
was revealed that it is aimed to raise individuals who are manipulated to a single
religious practice and are mostly endowed with the mentality of vassal; peop-
le are discriminated according to their religions with such statements beginning
with “‘We, Muslims’ and ‘They’ and this discrimination is more severe for the ones
who are not members of divine religions and atheists (Oztiirk, 2009).

The second point is related to removing RCME course from being compul-
sory and making it elective. All students, with the exception of those belonging to
the non-Muslim minorities identified in the Lausanne Treaty (Greek Orthodox,
Armenian Christians, Jews) are required to attend the RCME course and the
families of those students have to certify their religions or beliefs (Kaya, 2015).
Even if they belong to these religions, there have been complaints about using
the right to exemption. In many incidents experienced in the cities of Istanbul,
Izmir and Antalya, it was revealed that the students were forced to attend the
RCME course, bear islamic testimony of faith and hampered to use their rights
to exemption. Also, it was identified that some families did not demand the
right to exemption to protect their children from discrimination (Association of
Protestant Churches, 2015). It has been even more challenging for the atheists.

The compulsion of RCME course is often discussed within the context of
human rights and the demands regarding to abolish this compulsion or to ac-
cord the right to exemption for the families who do not want their children to
attend these courses are put into words more frequently nowadays. The most
important cause behind the increase in the demands of the right to exemption
is the European Court of Human Rights’s (ECHR) acception of the application
of Alevi citizens within this context. As it is already known, Alevis and Alevi
non-governmental organizations have been protesting against the extreme fo-
cus on Sunni Islam in the content of the course, the state’s refusal to exempt
Alevi children from the requirement to take the course and running campaigns
accordingly for more than 30 years. The cases of Hasan-Eylem Zengin in 2007
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(09.10.2007, application number: 1448/04) and Mansur Yalg¢in in 2014 (16.9.2014,
application number: 21163/11) ECHR ruled that the relevant people‘s right to
education are abused; their religious and philosophical beliefs are not respected
and RCME course and the exemption procedure from this course are not in ac-
cordance with the criteria of objectivity and pluralism, Turkey should excuse any
students who demand to be exempted from the mandatory religion course even if
they do not reveal their religion or beliefs. Though some additions were attached
to the content of the course after the verdict of ECHR in 2007, it is identified that
the course is still taught with a Sunni point of view and no amendments regarding
the basis of the course are made.

Although it is emphasized that teaching RCME course depends on the own
demands of individuals themselves, discretionary religious education and teac-
hing has not been put into practice until now. Especially after 2012, such practi-
ces as including three selective courses called “The Life of Prophet Muhammad’,
‘The Holy Qur’an’ and ‘Basic Religious Knowledge’ in the curriculum of sec-
ondary schools and high schools and such suggestions as making RCME course
compulsory beginning from the 1% grade and including the concepts like heaven,
hell, love of Allah in the preschool education curriculum (Hiirriyet Newspaper,
2014) deepened the existing critics and discussions more. In spite of all of this,
MoNE made some changes to the curriculum but did not make any changes in
the content of RCME course in line with the decisions of ECRH.

Taking the studies in the literature into consideration, it is identified that
there are a great number of studies about the education of people from different
religions, ethnic backgrounds and cultures within the context of multiculturalism
(Arslan, 2016; Bagsbay & Bektag; 2009; Cayir, 2015; Hamurcu & Demircelik,
2015; Kaya, 2014; Ozdemir & Dil, 2013; Polat & Kilic, 2013; Unlii & Orten,
2013) inclusiveness/exclusiveness (Alp and Tastan, 2011; Celik, 2017; Ince, 2012;
Kaya, 2015) and social justice (Beycioglu, 2013; Ozan & Akiiziim, 2010; Polat,
2015; Tomul, 2009) especially in recent years. However, it is revealed that the
studies which were previously carried out are mostly about the opinions, per-
ceptions and attitudes of teachers, candidate teachers and administrators and
the issues of religious education and the education of individuals from different
religions and beliefs have been underemphasized. With regards to the studies
in religious education in Turkey and compulsory RCME course in this sense, it
is evident that these studies were mostly carried out specifically in relation to
Imam Hatip Schools (Aslanargun, Kili¢ and Bozkurt, 2014; Kaymakcan, 2006;
Kaymakcan and Aslamaci, 2011) and the studies concerning religious education
and the practice of compulsory RCME course adress the issue within the context
of curriculum and textbooks (Cayir, 2014; Cayir, 2015; Cimen- Aratemur & Bay-
han, 2018; Kaplan, 2005; Kaymakcan, 2007) and the opinions of educationalists,
as the implementer of curriculum, are not included in the researches. However,
given the fact that the educational constituencies (teachers and academics) are
the best people to evaluate the practice of compulsory religious education and
RCME course, it is noteworhty to identify the opinions of educationalists regar-
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ding this issue. Also, as it is possible that most of the educationalists are parents
at the same time, the importance of including the opinions of educationalists in
the current study increases. At this point, this study aims to identify what educa-
tionalists think about the compulsory RCME course.

Method

This study qualitative study case study design alternative was utilized. The
key feature of case study design is to examine single or several cases in detail
(Yildirim & Simsek, 2005) and to discuss the factors related to a case with a deta-
iled approach (Cohen, Manion & Morrison, 2007; Creswell, 2007). Case studies
which aim to answer the questions of “what”, “why” and “how” (Yin, 2002), and
a certain case, event or the phenomenon is described in detail enable the readers
to understand those cases, events and phenomenon (Merriam, 1998). The study
group was determined through maximum variety sampling method. Thus it was
aimed to generate a relatively small sample and reflect the variety of the partici-
pants as much as possible and identify different aspects of the problem according
to this variety (Creswell, 2007; Yildirim & Simgek, 2005). Within this context,
the study was carried out with 53 educational constituencies (teachers and aca-
demics). 45 of participants are teachers and 8 of them are research assistants.
19 of participants are graduate teachers who are working in three high schools
and 34 of teachers are post graduate students who are studying in the institute of
educational sciences of a university. 25 of teachers work in high schools and 20 of
them work in elementary and secondary schools. 18 of postgraduate students do
a master’s degree and 16 of them do a doctorate. 11 of those who do doctorate
are teachers and 5 of them are research assistants; 15 of participants who do a
master’s degree are teachers and 3 of them are research assistants. Research as-
sistants and teachers who are also postgraduate students further their education
in the institute of educational sciences of a public university. Also, 31 of the par-
ticipants are females and 22 of them are males. Lastly, selecting educationalists
who have different subject areas were paid strict attention.

Data Collection and Analysis

The data of the research were collected by means of a semi-structured in-
terview form via face to face interviews. In order to enable the questions to be
understood clearly and make the interview more effective, the interview questi-
ons were presented to the experts’ opinions. To this end, the interview questions
were presented to three experts in the field of educational sciences and one Tur-
kish teachers for the correction of grammatical mistakes. Later, pilot interviews
were carried out with two teachers to identify problems and take precautions for
the study to be properly conducted and the interview form was put into its final
form. The interview form consisted of two parts. In the first part which the aim of
the study is stated there are demographic questions which enable to identify the
genders, educational background and subject area of the participants. In the se-
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conda part, there are three questions to identify the opinions of the participants
about RCME course. The interviews that are based on this form were carried
out during the 2017-2018 academic year. Each participant was interviewed se-
parately and the interviews took about 30 minutes each. Before each interview,
the participants were provided information and the consent of the participants
was obtained. The interviews were recorded as written notes. Lastly, the data
that were gathered from the interviews were transcribed and created a data set
for the analysis.

For the data analysis of the interviews, descriptive and content analysis
techniques were used. The data were read several times, the similar and different
point of views in the data were identified and irrelevant statements were sorted
out. The interview forms were transcribed and data analysis was performed in a
descriptive way referring to the statements of the participants and the language
used, the characteristics of the statements, symbolic narration and accommada-
tion (Kiimbetoglu, 2005). For the content analysis, the questions in the interview
form were used as umbrella and the themes were created taking the answers
given by the participants into consideration. Then, the statements which will be
used as direct quotes and they were presented adhering to their original forms.
In order to strengthen reliability, the authors firstly conducted the analysis inde-
pendently, later they discussed, evaluated and agreed on the themes. The results
that were obtained as a result of the analysis were presented to the opinions of
three experts and confirmed. Also, before the analysis process, each participant
was given a number and coded as G (Graduate) and PG (Postgraduate) and
the statements that would be cited were chosen and presented referring to their
original content. Accordingly, it can be asserted that detailed description about
the data collection and analysis processes, benefitting from purposive sampling
method, direct citations and interviewing each participants around 30 minutes
promoted the reliability and validity of the research. As the sample of this study
is relatively small and consists just a specific group of educationalists, it would be
relevant to signify that there are obvious limitations in generalising the findings
to all educationalists. Thus, the reader is invited to judge the applicability of the
findings and conclusions to other similar circumstances.

Findings

The views of the participants about the compulsory RCME course were ca-
tegorised under three themes like “RCME course must be compulsory”, “RCME
course must be elective according to the demands of students or parents” and
“RCME course must be abolished from the education system”. The views of the
participants regarding these themes are presented in detailed as following:

RCME course must be compulsory.

As for the views of the participants about compulsory RCME course, it was
identified that almost one third of the participants (n: 18) asserted that RCME
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course must be compulsory. Of all these participants supporting compulsory
RCME, while most of the participants (n:9) stated that it must be compulsory for
everyone and some of them agreed on it’s being compulsory only for the Mus-
lims (n:2); some of them (n:7) emphasized it must be compulsory but its content
and practice should be changed. In the statements of participants supporting
the compulsory nature of the course, the anxiety that the religion can be taught
incorrectly or inadequately by some religious congregations draws the attention.
One participant’s (52G) statements reveal this anxiety clearly:

“RCME course must be compulsory because it prevents the religion from
being exploited. It becomes easier to control. The expert people are assigned.
Uniformity is secured in religion. Information pollution and irrelevant disco-
urses about religion disappear and the young people can be prevented from
negative experiences’”’

Some participants argued that RCME course’s content is adequate in terms
of both teaching religion and moral development, thus it will bring the students
in being sensitive and tolerant for other beliefs and religions. Within this context,
one participant (46G) expressed her views like this:

There are such subjects as being tolerant, being respective towards parents,
being honest, social ethics and exemplary behaviours of the Prophet Mu-
hammad in the content of the coursebooks of the 9th grades. In other words,
moral values of individuals are generally emphasized in the coursebook. Un-
Jfortunately, moral burnout is increasing in our society. So, I think that RCME
course may contribute within this context”.

According to almost half of the participants asserting that RCME course
must be compulsory but its content and practice should be changed, every indivi-
dual must have knowledge about all religions and later he/she should be able to
choose which religion he/she prefers. In this sense, a participant (54G) expresses
her views like:

“As we lived in a secular country, I used to think that teaching RCME com-
pulsorily was inconsistent. However, as I witnessed some experiences which
have no relationship with religion especially recently, I support compulsory
RCME course. The content and curriculum of the course should be changed
and it should be a course which all religions are taught far from rote learning
and superstitions”.

Also some of the participants referred to the roles of teachers to enable the
course achieve its purpose and emphasized that it should be taught by qualified
teachers. Within this context, one participant (57G) stated that:

“RCME course will be effective if the teachers teach the course being just
devoted to Quran without being under any influences and religious supers-
titions. Otherwise, they can cause negative experiences and psychological
problems which can hardly be improved later in children's lives ™.
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Taking the views of the participants supporting the compulsory RCME co-
urse into consideration, it can be asserted that while half of them confirm the
current content and practice, there are still some others who support it though
they are not satisfied with the content and demand a change in it.

RCME course must be elective according to the demands of students or parents

According to the results of the study, it is identifed that most of the partici-
pants (n: 25) agreed that RCME course must be elective, not compulsory comp-
letely (n: 22) or be elective after a certain age (n: 3). According to these partici-
pants most of whom are postgraduate students (n: 17), the religion is a personal
space and belief is a phenomenon that people must do their own initiatives, a
condition that is related to the individual’s freedom of conscience and moral beli-
ef. Noone should be forced to take religious education, willingness must be basis
in religious education. Compulsory RCME course is an injustice towards both
the child and his/her family; religion is an extention of moral knowledge not su-
perior to morality. A participant (29P) of the study defining compulsory RCME
course as a primitive and open to abuse practice emphasized the non-believers,
atheists in Turkey as following:

“Not only the children of parents who have monotheistic religion but also
the children of parents who do not belong to any religious beliefs should be
exempted from compulsory religious course. It can only be taught electively
by the specialist teachers in related subject areas by taking the demand, beli-
ef and values of childen into consideration.”

One participant (47G) handling the compulsory RCME course within the
context of values of respect and tolerance stated his views as following:

“ I am of the opinion that RCME course must be elective rather than com-

pulsory. The people may wish to live and learn the religions they believe. If
you urge people to learn your own religion, you both reduce the respect and
tolerance among religions and estrange people from our religion. Eveybody
should live as they believe and learn his/her religion. People should be given
the opportunity to know other religions so that they can learn and adopt li-
ving in multireligions and multicultures within the basis of dialog and belief
among religions”

Lastly, three participants of the study asserted that they do not approve to
teach children about a religion which they do not belong or demand and RCME
course must be given electively only after a certain age as giving RCME course
at early ages prevents children from generating free thought. In this respect, the
views of a participant (17P) are as follows:

“The children are at the concrete processing period until a certain age and
they perceive such concepts as religion, god and creator by concretizing and
this impedes their psychological development. It wouldn 't be wrong to desc-
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ribe the compulsory religious education as achild abuse. The knowledge of
religion should be given only to the high school students electively”

Regarding the views of participants supporting to teach religion electively, it
can be expressed that the participants are against the course as they do not find it
objective and inclusive enough but exclusive instead. Thus, they support to teach
it electively to only the students who themselves or their parents demand it and
after a certain age.

RCME course must be abolished completely from the curriculum

The last theme of the study consists of the views of participants asserting
that RCME course must be abolished from the education system. According to
these participants all of whom are postgraduate students (n:10), religion must
be the values and beliefs people adopt freely and the existence of people who
are atheists or agnostic should be taken into consideration; however, compul-
sory RCME course is an oppression, enforcement, neighborhood pressure, child
abuse and some kind of social engineering project. The views of a participant
(15P) in this sense are like: “Religion must not be associated with school as it is a
choice related to individuals’ private lives and can cause traumatic experiences for
the children belonging to families from different religious backgrounds”

One participant (1P) experiencing this kind of oppression when she was in
her school years stated her views like: “ I do not accept compulsory RCME course.
For examle, I am an Alevi. I was exposed to RCME course thus Sunni Islam and felt
both alienated, otherized and despised”.

One participant (3P) emphasizing that religion is a dimension of culture
stated drawbacks of compulsory RCME course as: “Teaching a single compulsorily
can cause a monotype society and this is a drawback to multiculturalism and multi-
religiousness. Every individual should receive education in accordance with his/her
religion; even, the religion should be omitted from the education system”

From the views of participants regarding compulsory RCME, it can be conc-
luded that a great majority of the participants confirm neither the current practi-
ce in which religion is taught compulsorily nor the content of this course and seek
for a more objective and inclusive way of giving religious education. So, it can be
asserted that what is needed within the context of religious education in Turkey
is a transformation which gives way to freedom and justice.

Conclusion, Discussion and Suggestions

The manner in which the issue of religion should be handled within the edu-
cation system in Turkey has been a matter of discussion for years, particularly
the issue involving the existence of compulsory RCME course (ERI, 2016, 39).
Accordingly, different conflicting point of views are argued. According to the
results obtained from this study, it would be relevant to emphasize that what is
required in terms of religious education in Turkey is a critical transformation
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allowing for such concepts as freedom, justice and inclusion. The results of the
study can be asserted to have parallels with general discussions and critics regar-
ding religious education in society. According to the participants, especially the
ones who are are postgraduate students, compulsory RCME course was found
against secularity, freedom, equality and plurality. It must not be compulsory
as it did not have a structure and characteristic which do not include all of the
religion and belief groups in society. It must be elective in accordance with the
demand of students or their parents. Some of the participants described compul-
sory RCME as an oppression, enforcement, neighborhood pressure, child abuse
and some kind of social engineering project and they made some suggestions
such as making it elective only after a certain age, changing and enlarging the
content in a way to include other religions, sects in society and atheists as well.
However, in a survey carried out by Carkoglu and Toprak (2007), 1492 votingage
individuals’ attitudes towards issues such as religion, democracy and minorities,
it was found out that a significant majority, 82% of people at voting age, suppor-
ted compulsory religious education in public schools. The difference between
these two researches can be explained with the educational background of the
participants in both study. While the participants of this study received at least
higher education and most of them are postgraduates; most of the participants of
survey research (approximately 55 % ) had just elementary school level or lower
education. Philosophers and social scientists, ranging from Durkheim to John
Stuart Mill, from Karl Marx to Max Weber have long argued that increased levels
of education would diminish the need for religious adherence (Cesur & Mocan,
2014, p. 1). Within this context, Hungerman’s (2013) finding that higher levels of
education leads to lower levels of religious affiliation may explain the finding that
the graduate teachers have more conservative and traditional views regarding
compulsory RCME course compared to the postgraduate ones. Accordingly,
from the findings of this study, it can be asserted that the educationalists who
have higher levels of education support religious freedom and a more inclusive
way of teaching religion.

Neverthless, some of the participants asserted that they approved of the
content of RCME course and mandatory practice of it. It has been revealed
that the participants had ‘the anxiety that religion will be abused and taught
in a wrong way by some religious congregations if it is not compulsory, in other
words under state control . This situation not only contradicts with the views of
participants supporting not to give religious education compulsorily in schools,
it also contradicts with the secularity as well. Although secularity is defined in
various ways according to different point of views, from a liberal perspective, it
means the state’s impartial attitude towards the individuals who have different
religious, moral and ideological beliefs and life styles (Sambur, 2009). Thus,
taking the principle of secularity into consideration, it can be asserted that a
more and inclusive religious education method is required in order to teach reli-
gion correctly to the people who want to have religious education. The current
teaching type of religion in Turkey can be asserted to be “learning religion” in
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which a single religious tradition is taught as the religious education curriculum
and a specific religious group controls the curriculum (Hull, 2001). However,
RCME course curriculum which has such social and universal aims as ‘enabling
students to recognize religious and ethical behaviours practiced in the society,
acknowledge them as a social fact reflecting the social richness and have know-
ledge about other religions and to be tolerant towards them’ (MoNE, 2010) is
expected to be taught in a type called “learning from religion” in which the focus
of teaching is the students themselves as learners, not the religion itself and the
principal aim is to contribute to the students’ moral and spiritual development
(Hull, 2001). Thus it can be argued that the current RCME course’s curriculum
manifest its aims neither in textbooks nor practice. It has been revealed in some
studies that the textbooks underemphasize the ethnic and religious minorities
living in Turkey and their identity claims (Oztﬁrk, 2009; Goziiaydin, 2009; Ince,
2012; Cayir, 2014; Kaya, 2015, Aratemur-Cimen &Bayhan, 2018) and “irreligio-
usness, which must also be taken into consideration in terms of freedom of religi-
on and conscience, still cannot be revealed with ease, therefore, the non-religious
seem to be obliged to put up with the injustices to which they are exposed” (Cinar
& Yildirim, 2014, p. 6).

Although freedom of thought, conscience and religion is recognised by nu-
merous international human rights documents such as the United Nations Con-
vention on the Rights of the Child (UNCRC), the United Nations Internatio-
nal Covenant on Civil and Political Rights (ICCPR), the ECHR the Charter of
Fundamental Rights of the European Union, there still needs a lot of time to
implement and move forward. The protection of the right to freedom of thought,
conscience and religion is one of the most basic tenets of a democratic society
and closely linked to pluralism, tolerance and open-mindedness (Cimar & Yildi-
rim, 2014) However, the education system in Turkey has been designed in a way
to educate individuals around a singular citizenship definition and it has always
included ethnic, religious, gender and social class based discriminations (Arme-
nian Culture and Solidarity Association, 2013). Religion based discrimination on
Turkey manifests itself with the RCME course content and practice on a large
scale, so it constitutes one of the most significant impediments for an inclusive
society and this is largely possible with an inclusive education system. It can be
asserted that an education system and curriculum which do not have compulsory
RCME course in order to eliminate this negative situation and pave the way for
an inclusive society. In this sense, “religious education should be conceived as a
tool to transmit knowledge and values pertaining to all religious trends, in an inc-
lusive way, so that individuals realize their being part of the same community and
learn to create their own identity in harmony with identities different from their own”
(Taylor, 2002, p. 59). Religion, a psycho-social and cultural phenomenon needs
its freedom to maintain its existence. For a free belief domain to generate, the
individual must be decisive in the religious field not the state itself. Then, the
state must not interfere with religious and belief affairs (Sambur, 2009).
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Within this context, what is expected from the state is to take concrete me-
asures to ensure equality of treatment in matters of religion or belief, to provide
remedies or redress for those who are victims of any discrimination or intoleran-
ce because of their faith or secular beliefs” (Boyle and Sheen, 1997, 7) and “to
exhibit a willingness to adapt to the needs of particular groups in the educational
system” (Acedo, et al., 2009, 231).

Although the qualitative method used in this study provided a profound pic-
ture of the views of educationalists about compulsory RCME, its limited sample
constitutes an impediment to generalize it to all educationalists in Turkey and
the society as a whole. Therefore, it is suggested to further study about religious
education in general and compulsory RCME course in specific. In this sense, the
study can be repeated with a relatively bigger sample including the views of edu-
cationalists in different regions, cities, schools, etc. Also, it would better to take
in the views of the students about compulsory RCME course and identify what
they think and how they feel about it.
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Tiirkce Siiriim

Giris

Cok kdlturlilik, azinlik gruplarin egitimi, kiiltiirel degerlere duyarl egitim
gibi kavramlar giiniimiizde, siklikla dile getirilmektedir. Farkli dini inanglar, et-
nik gruplar ve sosyal siniflardan gelen bireylere nasil bir egitim verilecegi konu-
su diinya genelinde tartisma konusu olmaktadir. Bu baglamda dinsel ve etnik
azinliklarin egitim hakkini ele alan ¢aligmalar giderek artmaktadir (ERG, 2016;
Hull, 2001; Ince, 2012; Kaya, 2015; Taylor, 2002). Ozellikle bir toplumda yer alan
farkli dini ve etnik gruplar ve onlarin egitim hakki, son donemde gerek sivil top-
lum kuruluglar tarafindan gerekse bu gruplara mensup bireyler tarafindan dile
getirilmektedir (Ermeni Kiiltiir ve Dayanisma Dernegi, 2013; Protestan Kiliseler
Dernegi, 2015). Pekgok iilkede oldugu gibi Tiirkiye’de de cesitli dini azinliklara
mensup kiiltiiriinii siirdiirmeye calisan farkli dini gruplar vardir. Usal (2011) ta-
rafindan yapilan bir arastirmaya gore, Tiirkiye’de 50,000- 60,000 Hristiyan, 7,000
Ermeni, 20,000-25,000 Yahudi, 3,000-4.000 Yunan Ortodoks, 50,000 Siiryani,
2,000 Siiryani Katolik, 5,000-7,000 Yezidi yasamaktadir. Ayrica, Tiirkiye’de sa-
yilar1 5 ile 25 milyon arasinda degisen bir Alevi niifusun oldugu (Kdse, 2010:
6) ve geriye kalan bilyiikk ¢cogunlugun ise Siinni Miisliimanlardan olustugu ile-
ri siiriilmektedir. Bununla birlikte, Ulkede, genel olarak, dinsel azinliklan ya da
farkli inang gruplarini gérmezden gelen ‘Tiirkiye niifusunun % 99 unun Miisliiman
olduguna’ iligkin yaygin bir kani bulunmaktadir (Cinar & Yildirim, 2014). Lozan
Antlagmast ile Miisliiman olmayanlar (Ermeniler, Rumlar ve Yahudiler) azin-
lik kabul edilerek uluslararasi koruma altina alinmistir (Oran, 2015). Bunlarin
disinda kalan farkli etnik ve dini gruplar, toplumun biiyiik cogunlugunu olustu-
ran Siinni Miisliimanlarla ayn1 uygulamalara tabi tutulmugtur. Bu uygulamalar
icinde, zorunlu Din Kiiltiir ve Ahlak Bilgisi (DKAB) dersi Tirkiyede farkli din
ve inanca sahip topluluklarin en fazla ayrimciliga maruz kaldigi alanlardan birisi
olmustur. Bu baglamda farkliliklar1 ve azinlik gruplarimi dikkate alan ve ayristir-
mayan bir okul programinin olusturulmasi (Keskiner, 2010: 12), 6zellikle zorunlu
DKAB dersi olmak iizere din egitiminin nasil ger¢eklestirilecegi, uzun zamandir
tartisma konusu olmaktadir (ERG, 2016; Kap, 2014; Kaymakcan, 2006; Keski-
ner, 2010; Sambur, 2009).

Gecmisten Giiniimiize Tiirkiyede Din Egitimi

Tirkiyede din egitiminin nasil gerceklestirilecegi konusu Cumhuriyet’in
kurulusundan beri 6nemli bir tartisma konusu olmustur.1924 yilinda cikarilan
“Tevhid-i tedrisat” (Ogretimin birlestirilmesi) kanunu ile dini temellere gore
egitim yapan okullar kapatilmig; tim egitim- ogretim kurumlan Milli Egitim
Bakanhigi’'na (MEB) baglannugstr: Diyanet Igleri Baskanhg (DIB) kurularak din hiz-
metlerinin devletin denetiminde yiiriitiilmesi kararlastirdmustir (Akyiiz, 1999). Dini
etkinliklerin yuiriitiildiigii kiiciik sosyal yapuar olan tekke, zaviye ve tiirbeler 1925’te
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kapatilnug. 1926:da Medeni Kanun yiiriirltige girmis. 10 Nisan 1928 de Anayasa’da
yer alan “Devletin dini Islam’du” ibaresi ¢ikanlmis; 5 Subat 1937de laiklik ilkesi
anayasaya girmistir. ‘Din Bilgisi’ dersi 1948 yilina kadar biitiin seviyedeki okulla-
nn programlanndan ¢ikarilmis ve dini egitim veren tiim okullar kapatilmigtir. Din
dersleri 1956 °da ilkokul ve ortaokul programlarnna ve 1967°de de lise programlarina
secmeli ders olarak girmigtir. 1974 ythinda ise, din derslerine ek olarak zorunlu ahlak
dersleri uygulamaya konmustur. 1980 askeri darbesinden sonra, laikligi saglamada
ve dinin dogru bir bicimde ogretimiyle yurttaglar arasindaki baglar giiclendirmede
dinin rolii tekrar vurgulanmis (Giircan, 2015) ve DKAB dersi 1982 anayasast ile
ilkogretim ve ortadgretim okullaninda okutulan zorunlu dersler olarak gOsterilmis-
tir. Zorunlu DKAB dersinin yasal dayanagi, Anayasa’nin 24. maddesinde: “Din
ve ahlak egitim ve ogretimi Devletin gozetim ve denetimi altinda yapilw:. Din kiiltiirii
ve ahlak ogretimi ilk ve ortadgretim kurumlannda okutulan zorunlu dersler arasinda
yer alir’seklinde belirtilmistir. Bu dogrultuda, DKAB dersi halen dordiinci sinif-
tan on ikinci sinifa kadar, ilkdgretim ve ortadgretim okullarinda haftada iki saat
zorunlu olarak okutulmaktadir.

Zorunlu DKAB dersine yonelik elestiriler

Devlet, din egitimini Cumhuriyetin ilk yillarindan baglayarak kendi denetimi
altina almistir. Bu durum, resmi ideoloji ¢cercevesinde ve biirokratik din kurum-
lar1 aracihigiyla devletin dini hayati etkilemesi anlamina gelmektedir. Din egiti-
minin devlet tarafindan verilmesinin bir bagka anlam1 da toplumu yonetebilmek
icin, din egitimini yonlendirici bir ideolojik aygit ve siire¢ olarak kullanmasidir.
Béylece devletin, zorunlu din dersleri vererek din yapici bir role soyundugu ileri
stiriilebilir. Ayn1 zamanda DKAB derslerinin devlet tarafindan zorunlu olarak
verilmesinin, din ve vicdan 6zgiirligii baglaminda cok ciddi tartigmalara neden
olmaktadir (Sambur, 2009). Bu baglamda, zorunlu DKAB dersine iligkin tartigma
ve elestiriler “dersin igerigi” ve “zorunlu olmas1” noktasinda yogunlagsmaktadir.

DKAB derslerinin icerigine yonelik elestirilerin temel nedeni, dersin Siinni
Islam inancinin teorilerini ve ritiiellerini 6gretmeyi amaclamasi (Usal, 2011) ve
Siinni Hanefi inancina bagh bir 6zelligi benimsemesidir (Giircan, 2015). DKAB
dersi miifredatinin “Ogrencilerin din 6gretiminde ana kaynaklar olan ayet
(Kur’an) ve hadislere (siinnet) erisebilmeleri ve bunlari dini bilgi edinmede ken-
dilerine merkez almalart gerekir” (MEB, 2010: 12) ifadesi bu durumu destekler
niteliktedir. Buna karsin dersin icerigi 2010 yilindan itibaren Yahudilik, Budizm,
Alevilik ve Nusayrilik gibi farkli inang ve mezhepleri kapsayacak bicimde genisle-
tilmistir. Ancak Istanbul Bilgi Universitesi Tarih Vakfr'min ders kitaplari iizerine
hazirlamig oldugu rapora gore (Cayir, 2014), DKAB ders kitaplarinda her ne
kadar Yahudilik, Budizm, Alevilik gibi farkli inanc ve mezheplerden soz edilse de
ogrencilere “tek dogru, mesru yasam biciminin Siinni Islam’a dayali Miisliman-
lik” oldugu mesaj1 verilmektedir. Bu rapor’a gore DKAB ders kitaplarinda farkl
inang ve mezheplere cok az yer verilmektedir. Alevilik hakkinda verilen bilgiler
ise Alevilik ve Bektasiligi Diyanetin algilayisina benzer bir bicimde Siinni inan-
cinin bir kolu seklinde sunarak gercegi yansitmamaktadir (Cayir, 2014). Yapilan
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bir incelemede 12. simif DKAB ders kitaplarinda Alevilige ve Bektasilige sadece
bes sayfa ayrildigi, Alevilige iliskin nesnel ve tatmin edici bilgiler sunulmadig: so-
nucuna varilmistir (Akbulut & Usal, 2008). DKAB ders kitaplarinda, Aleviligin,
kiiltiirel 6gelerinin gdrmezden gelinerek, sadece mistik bir giice indirgenmeye ve
Siinni Islam inancina baglanmaya cahsildigi izleniminin verildigi 6ne siiriilmek-
tedir. Ayrica, Hristiyanli§in yanlg bir inang, Ateizmin de Satanizm gibi zararh
bir hareket olarak aktarildigi vurgulanmaktadir (Cayir, 2014). Ders kitaplarinda
insan haklar1 raporu adli calismada ise, mevcut miifredat ve ders kitaplari ile tek
bir dini pratigi benimsemis bireyler yetistirmenin amaclandigi, insanlarin ‘Biz,
Miisliimanlar’ ve ‘Onlar’ gibi ifadelerle ayristirildigi, bu ayrigmanin en fazla se-
mavi dinlere mensup olmayanlar ve ateistler tarafindan hissedildigi saptanmgtir
(Oztiirk, 2009).

Zorunlu DKAB dersine yonelik diger bir tartisma noktasi, dersin zorunlu
olmaktan ¢ikarilip, secmeli ders haline getirilmesiyle ilgilidir. Clinkii Lozan Ant-
lasmast ile belirlenen Miisliman olmayan azinliklarin (Ortodokslar, Hristiyanlar
ve Yahudiler) disinda kalan biitiin 6grencilerin DKAB dersine katilmalari zorun-
ludur. Misliiman olmayan 6grencilerin ise bu dersten muaf tutulabilmeleri i¢in
ailelerinin inanglarini belgelendirmeleri gerekmektedir (Kaya, 2015). Bununla
birlikte muafiyet hakkini kullanma konusunda da cesitli yakinma ve sikayetler
s0z konusu olmaktadir. Bu sikayetlerde 2014 yilinda Onceki yillara gore artig
gdzlenmistir. Istanbul, Izmir ve Antalya illerinde yasanan bircok olayda, Huris-
tiyan cocuklarina muafiyet haklarini kullanmada zorluk c¢ikarma, aileyi cocugun
DKAB dersine katilmaya zorlama, derste 0grencilere Kelime-i Sahadet getirme
gibi durumlarin yasandig bildirilmistir. Bazi ailelerin cocuklarini ayrimciliktan
korumak icin muafiyet istemedikleri de saptanmistir (Protestan Kiliseler Derne-
gi, 2015). Ayrica Hiristiyanlik ve Musevilik diginda bagka bir inanca sahip olan,
ateist olan ya da herhangi bir nedenden dolay1 cocugunun bu dersi almasint is-
temeyen ebeveynlerin cocuklarinin DKAB dersinde muaf tutulmasi mimkiin
olmamaktadir (Kaya, 2015). Ciinkii resmi anlayis, inang ve dini farkliliklar1 ka-
bul etmek yerine, gerek dini gerekse ideolojik agidan homojen bir toplum olus-
turmaya ¢aligmaktadir. Oysa devletin, bir dini 0gretmek gibi bir gorevi yoktur
(Sambur, 2009).

Zorunlu DKAB dersi, siklikla insan haklari baglaminda tartisilmakta ve der-
sin zorunlu olmaktan ¢ikarilmast ya da bu dersi ¢ocuklarina aldirmak isteme-
yen ailelere muafiyet hakkinin taninmasina yonelik talepler giderek daha fazla
dile getirilmektedir. Bu taleplerin artig gostermesinin nedeni, Alevi bir yurttasin
cocugunun DKAB dersinden muaf tutulmasmna iliskin isteginin Avrupa Insan
Haklari Mahkemesi (ATHM) tarafindan kabul edilmesidir. Bu kapsamda, Alevi
inancina sahip bazi kisiler ve ¢esitli Alevi kuruluslari otuz yildan fazla bir siiredir
DKAB dersinin se¢meli olmast ya da iceriginin degistirilmesi icin kampanyalar
yiiriitmekte ve cocuklarinin bu dersten muaf tutulmasmi istemektedir. Istekle-
ri karsilanmayan bazi aileler, ATHM’de dava acmustir. Bu davalardan biri 2007
yilinda karara baglanan Hasan ve Eylem Zengin (AIHM basvuru no: 1448/04),
digeri 2014’te karara baglanan Mansur Yalgin ve digerleri davasidir (basvuru no:
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21163/11). Her iki dava sonucunda ATHM ilgili kisilerin egitim haklarmin ihlal
edildigi, dini ve felsefi inanglarina saygi gosterilmedigi, DKAB dersinin nesnel-
lik ve ¢ogulculuk olgiitlerine uygun olmadig1 yargisina varmistir. Ayrica DKAB
dersinden muafiyet usuliiniin/mekanizmasinin da uygun bir yontem olmadigi,
dini inan¢larmi ortaya koymasalar bile zorunlu DKAB dersinden muaf tutulmay1
talep eden her 6grencinin bu talebinin dikkate alinmasi gerektigi belirtilmistir.
AIHM, konuya iligkin ilk karari aldig1 2007’den sonra DKAB dersine yapilan
eklemelere ragmen, dersin “Siinni bakis acisiyla” verilmeye devam edildigine,
icerigine ve uygulama bicimine yonelik hicbir diizenlemenin yapilmadigina, di-
ger din mensuplarina (miisliiman olmayan azinliklara) taninan DKAB dersinden
muafiyet hakkinin Islam dininin farkli mezheplerine taninmayarak egitim hakki-
nin ihlal edildigine karar vermistir.

2012 yilindan sonra “Hz. Muhammed’in Hayat1”, “Kur’an-1 Kerim” ve “Te-
mel Dini Bilgiler” adl1 i¢ se¢gmeli dersin ortaokul ve lise programlarina eklenmesi
gibi uygulamalar ve okul 6ncesi egitim kurumlarinin miifredatina cennet, cehen-
nem, Allah sevgisi gibi kavramlarin eklenmesi gibi Oneriler (Hiirriyet Gazetesi,
2014) var olan tartigmalari derinlestirmistir. Biitiin bu olup bitenlere karsin
MEB, 2017 yilinda, ilkogretim ve ortadgretim ders programlarinda degisiklikler
yapmis, DKAB ders programmin iceriginde ATHM kararlar1 dogrultusunda de-
gisiklik yapmamustir.

Konuyla ilgili alanyazindaki ¢alismalar incelendiginde, 6zellikle son yillar-
da egitimde cokkiiltiirliiliik (Arslan, 2016; Basbay & Bektas; 2009; Cayir, 2015;
Hamurcu & Demirgelik, 2015; Kaya, 2014; Ozdemir & Dil, 2013; Polat & Kilig,
2013; Unlii & Orten, 2013;) kapsayicilik/ayrnimeilik (Alp & Tastan, 2011; Celik,
2017; Ince, 2012; Kaya, 2015) ve sosyal adalet (Beycioglu, 2013; Ozan & Akiiziim,
2010; Polat, 2015; Tomul, 2009) baglaminda farkli din, etnik koken ve kiiltiirler-
den gelen bireylerin egitimine yonelik cok sayida calismanin yapildig: goriilmek-
tedir. Bununla birlikte, yapilan caligmalarin daha ¢ok 6gretmenlerin, 6gretmen
adaylarinin ve yoneticilerin sozkonusu kavramlara yonelik algilarina, tutumlari-
na iliskin oldugu ve tiim bu ¢alismalarda din egitiminin ve farkli dini inanglara
yonelik bireylerin egitiminin ayrintili bir bicimde ele alinmadigi ortaya ¢ikmustir.
Tirkiye’de din egitimi ve bu baglamda zorunlu din dersi uygulamasina yonelik
caligmalar incelendiginde, bu ¢alismalarin daha ¢ok fmam Hatip Liseleri 6zelin-
de gerceklestirildigi (Aslanargun, Kili¢ & Bozkurt, 2014; Kaymakcan, 2006; Kay-
makcan & Aslamaci, 2011), ve din egitimini ve zorunlu din dersi uygulamasini
ele alan calismalarisa konuyu daha cok ders kitaplar1 baglaminda ele aldiklari
(Cayir, 2014; Cayir, 2015; Cimen- Aratemur ve Bayhan, 2018; Kaplan, 2005; Kay-
makcan, 2007), mevcut miifredatin uygulayicilari olarak din egitimine ve zorunlu
DKAB dersine yonelik egitimcilerin goriislerine yer verilmedigi goriillmektedir.
Bununla beraber, egitim sisteminin 6zneleri olarak genelde din egitimini 6zelde
de zorunlu din dersi uygulamasini ve DKAB dersini en iyi degerlendirebilecek
olanlarin egitimciler olabilecegi goz Oniine alindiginda, egitimcilerin zorunlu
DKAB dersinin icerigine ve uygulama bigimine iligskin diisiincelerinin ortaya
konmasi 6nemlidir. Ayrica, egitimcilerin birgogunun ayni1 zamanda 6grenci velisi
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olabilecegi de diisiiniildiigiinde, soz konusu c¢aligmada egitimci goriislerine yer
vermenin Onemi daha da artmaktadir. Yukarida cergevesi cizilen tartismadan
hareketle, bu ¢aligmada egitimcilerin zorunlu DKAB dersine yonelik goriisle-
rinin ortaya konmasi amaclanmistir. Bu dogrultuda su sorulara cevap aranmis-
tir: 1. Zorunlu DKAB dersi uygulamasi hakkinda ne diisiiniiyorsunuz? 2. DKAB
dersinin icerigine iligkin goriisleriniz nelerdir? 3. Tiirkiye’de din egitimine yone-
lik 6nerileriniz nelerdir?

Yontem

Nitel arastirma yonteminin kullanildigi bu aragtirma, bir durum caligmasi
olarak tasarlanmistir. Durum ¢aligmasinin temel 6zelligi, bir durumu derinleme-
sine incelemek (Yildirim ve Simsek, 2005) ve bu durumla iligkili faktorleri ayrin-
til1 bir bicimde ele almaktir (Cohen, Manion ve Morrison, 2007; Creswell, 2007).
“Ne”, “neden” ve “nasil” sorularina cevap aramanin amaclandigi (Yin, 2002),
belli bir durum, olay ya da olgunun ayrintili bir bicimde tanimlandig1 durum ca-
lismalar1 okuyucunun s6z konusu durum, olgu ve olaylar1 daha iyi anlamasina
olanak verir (Merriam, 1998). Bu dogrultuda din egitimi ve bu baglamda zorunlu
din dersi gibi soyut ve karmasik bir konuya iligkin egitimcilerin goriislerinin neler
oldugunu ortaya koymayi amaclayan bu calismanin durum galismasi deseniyle
daha iyi ve ayritili bir bi¢cimde anlagilacag: disiiniilmektedir. Aragtirmanin ka-
tilimer grubu maksimum cesitlilik 6rnekleme teknigi kullanilarak belirlenmistir.
Boylece goreli olarak kiiciik bir 6rneklem grubu olusturmak ve katilimer ¢gesitli-
ligini miimkiin oldugunca yansitarak problemin farkli boyutlarini bu cesitlilige
gore saptamak istenmistir (Creswell, 2007; Yildirim & Simsek, 2005). Bu kap-
samda arastirma, toplam 53 katilimci lizerinden gergeklestirilmistir. Katilimeila-
rin 45’1 6gretmen, 8’ arastirma gorevlisidir. Ogretmenlerin 19°u lisans mezunu,
26’s1 bir kamu tiniversitesinin egitim bilimleri enstitiisiinde lisansiistii egitim yap-
maktadir. Ogretmenlerin 25°i lise, 20’si ilkogretim olmak iizere tamami kamu
okullarinda gorev yapmaktadir. Lisansiisti 6grenim goren katilimcilarin 18’
yuksek lisans, 16’s1 doktora yapmaktadir. Doktora yapanlarin 11’1 6gretmen 57,
arastirma gorevlisi, yiiksek lisans yapanlarin 15°i 6gretmen, 3’1 arastirma gorevli-
sidir. Arastirma gorevlileri ve lisanstistli egitim yapan 0gretmenler bir kamu {ini-
versitesinin egitim bilimleri enstitiisiinde lisansiistii egitimlerine devam etmek-
tedir. Ayrica, katilmeilarin 3171 kadin, 22’si erkektir. Son olarak, katilimcilarin
mimkiin oldugunca farkli bransglarda ve farkli uzmanlik alanlarinda olmalarina
6zen gosterilmistir.

Veri Toplama ve Analizi

Arastirma verileri, aragtirmacilar tarafindan hazirlanan, yari-yapilandiriimig
bir goriisme formu araciligiyla toplanmigtir. Goriisme formu hazirlanirken soru-
larin katilimcilar tarafindan acik ve net bir bicimde anlasilmasini ve goériismenin
daha etkili olmasini saglamak icin (Yildirim ve Simsek, 2005), uzman goriisiine
bagvurulmustur. Bunun i¢in gériisme formunda yer alan sorular egitim bilimle-
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ri alaninda iki uzmanin ve dilbilgisi hatalarinin diizeltilmesi icin de bir Tiirkce
O0gretmeninin gorislerine sunulmustur. Daha sonra, goriisme sorularmin konu-
yu agiklayabilirli§inin ve katilimcilar tarafindan anlagilirhginin test edilmesi icin,
iki 0gretmenle pilot goriisme yapilmig ve forma son hali verilmistir. Hazirlanan
goriisme formu iki bolimden olusmaktadir. Aragtirmanin amaci hakkinda bilgi
verilen birinci boliimde katilimeilarin egitim diizeylerini branglarini ve cinsiyet-
lerini belirlemeye déniik sorular yer almistir. Tkinci bolimde ise égretmenlerin
zorunlu DKAB dersine yonelik goriislerini ortaya ¢ikarmayr amaglayan {i¢ soru
bulunmaktadir. Katilimcilarla yapilan goriismeler, bu forma dayali olarak 2017
yili Ekim, Kasim aylarinda yapilmistir. Katilimcilarla birebir gerceklestirilen her
bir goriigme yaklagik 30 dakika stirmiistiir. GOrlismelerden 6nce katilimcilara
arastirma hakkinda bilgi verilmis, calismaya gonilli katilimlar1 saglanmistir.
Gorilismeler aragtirmacilar tarafindan not alinmak suretiyle kayda gecirilmistir.
Gorilismelerden elde edilen veriler daha sonra bilgisayar ortamina aktarilip aras-
tirma sorular1 altinda birlestirilerek analiz i¢gin veri seti olugturulmustur.

Arastirma verilerinin analizinde betimsel ve icerik analizi teknikleri kul-
lanimistir. Analiz yapabilmek i¢in veriler defalarca okunarak incelenmis, ifa-
delerde dile getirilen benzer ve farkli bakig acilar1 belirlenmis, konu alaniyla
ilgisi bulunmayan ifadeler ayiklanmigtir. Veri analizi, katilimcilarin ifadelerine
ve kullanilan dile, ifadelerin ozelliklerine, sembolik anlatim ve benzetmelere
dayanarak betimleyici bir bicimde yapilmistir (Kiimbetoglu, 2005). Icerik ana-
lizinde goriigmelerde yer alan sorular semsiye olarak kullanilmis, sorulara veri-
len yanitlar incelenerek temalar belirlenmistir. Daha sonra verilerde dogrudan
alint1 yapilacak ifadeler secilmis ve ifadelerin 0zgiin yapilarina bagh kalinarak
sunulmustur. Arastirmanin giivenirligini artirmak amaciyla coziimleme islemi
arastirmacilar tarafindan Onceden belirledikleri ¢erceveye uygun olarak, iki
arastirmaci tarafindan birbirlerinden bagimsiz olarak yapilmis, daha sonra bu
analizler karsilastirilarak temalara birlikte karar verilmistir. Analiz sonrasi ula-
silan sonuglar ti¢ katilimeinin goriisiine sunularak teyitleri alinmistir. Ayrica, ¢o-
ziimleme 6ncesi her bir katilimeiya bir numara verilmis (1.2.3...), bu numaralarin
yaninda kisiyi tanmimlayan egitim diizeyi Lisans (L) ve Lisansiistii (LU) seklinde
kodlanmustir. Ayn1 zamanda alint1 yapilacak ifadeler secilmis ve 6zgiin igerigine
bagli kalinarak sunulmustur.

Bu dogrultuda, veri toplama ve analizi siirecine iliskin ayrintili betimleme,
amach 6rnekleme yontemlerinden yararlanma, dogrudan alintilar yapma ve her-
bir katilimeryla yaklasik yarim saat siiren goriismelerde bulunmanin arastirma-
nin gecerligini ve glivenirligini arttirdigi sdylenebilir. Bununla beraber, bu aras-
tirmanin Orneklemin goreli olarak kiiciik olmasi ve sadece bir grup egitimciyi
kapsamasi, bulgularin tim egitimcilere genellenebilmesinde belirgin sinirliliklar
oldugunu soylemek yerinde olacaktir.
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Bulgular

Katilimcilarin zorunlu DKAB dersine yonelik goriisleri iic tema altinda
toplanmustir. Bu temalar: DKAB dersi; “zorunlu olmahdir”, “dgrencilerin ve
ebeveynlerinin taleplerine uygun olarak se¢gmeli olmalidir” ve “miifredattan ta-
mamen kaldirilmahdir” seklindedir. Katilimcilarin bu temalara iligkin goriisleri
asagida detayl bir bigcimde sunulmaktadir:

DKAB dersi zorunlu olmalidur.

Katilimcilarin 18’i DKAB dersinin zorunlu olmasi gerektigini ifade etmistir.
Bu katilimcilar arasinda lisans mezunu olan bazi katilimeilar (n: 9) DKAB dersi-
nin herkes igin, iki katilimci ise sadece Miislimanlar icin zorunlu olmasi gerek-
tigini belirtmistir. Yine bu dersin zorunlu olmasi gerektigini diisiiniin bazi1 kati-
limcilar da (n: 7) dersin igeriginin degistirilmesi gerektigini vurgulamustir. Ayrica,
dersin zorunlu olmasini destekleyen katilimcilarin goriislerinde dinin yanlig ve
yetersiz Ogretilmesi, istismar edilmesi kaygist one cikmaktadir. Bir katilimcinin
(52L) goriisleri bu kaygiy1 agik bir sekilde gostermektedir:

“Zorunlu olmalidir ¢iinkii dinin istismar edilmesini engeller. Sapkin cemaat-
ler engellenir. Denetim kolaylasir: Isin uzmanlart gorevlendirilir. Dinde birlik
saglanr: Bilgi kirliligi ortadan kalkar. Dinle ilgisi olmayan seyler ortadan
kalkar. Genglik olumsuz yonelimlerden uzaklastirilabilir.”

DKAB dersinin zorunlu olmasi fakat iceriginin degistirilmesi gerektigini ile-
ri siiren katilimcilara gore, her birey biitiin dinlere iliskin bilgi sahibi olmali ve
daha sonra istedigi, tercih ettigi dini kendisi secebilmelidir. Bu baglamda, bir
katilimer (54L) goriislerini soyle ifade etmistir:

“Laik bir iilkede yasadigimizdan dolayr onceleri kesinlikle din derslerinin
zorunlu olarak okutulmasimin ¢eliskili oldugunu diisiiniiyordum. Fakat 6zel-
likle son yillarda dini inancimiz adi altinda dinden uzak yasananlar: goriince
zorunlu din dersinin verilmesi taraftartyim. Verilecek olan dersin igerigi ve
dersin miifredati degistirilmeli, tiim dinlerin 6gretildigi, ezberden uzak, hura-

i)

felerden uzak bir ders olmalt.
Dersin igeriginin degistirilmesi gerektigini ileri siiren katilimer goriislerinin
aksine, aragtirmanin bazi katilimcilari dersin igeriginin hem dini 6gretme hem de

diger din ve inanclara hosgoriilii olma baglaminda yeterli oldugunu ileri stirmiis-
tiir. Bu kapsamda, bir katilimcinin (46L) gorisleri soyledir:

“Bu soruyu cevaplamak icin dersin icerigini, konularini bilmek gerekir. Lise
1 din dersindeki konular, ibadetler, hosgériilii olmak, anne babaya saygili ol-
mak, diiriist olmak, Hz muhammedin giizel ahlaki ve drnek davramislari, gii-
niimiizde yasayan dinler, Hinduizm, Budizm, Yahudilik, Hristiyanlik, Ateizm
gibi konular var. Yani dersin konularinda zorlayici, dini dikte eden, konular
vok. Ders kitaplarinda genel olarak ahlak iizerinde duruluyor. Toplumumuz-
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da ahlaki ¢okiintii giderek artiyor maalesef. Bu yiizden din dersi bu konuda

belki biraz fayda saglayabilir diye diisiiniiyorum.”

Bazi katilimcilar dersin amacina ulagsmasini saglamak icin 6gretmen rolle-
rine deginmis ve dersin alaninin uzmani olan dretmenler tarafindan verilmesi

gerektigine vurgu yapmustir. Bu baglamda bir katilimer (57L) goriislerini soyle
ifade etmistir:

“Ehil kisiler tarafindan verildigi takdirde, ogrencinin manevi ve ahlak geli-
simi agisindan olumlu goriiyorum. Dini duygular hayatimin geri kalani igin
belirleyici bir unsur oldugu icin hangi yasta olursa olsun bu duygularin, bu
dersin iyi yetismis ogretmenler tarafindan verilmesi gerektigini diisiiniiyo-
rum. Bu 6gretmenler herhangi bir etki altinda olmadan ve dine hurafe, ba-
il inang eklemeden sadece Kuran ve siinnete bagl kalarak dersi anlatirsa
faydali olur. Aksi takdirde égrencinin hayatinda yanhs yonlere gidebilecek,
psikolojik sorunlart ortaya ¢ikarabilecek durumlar ortaya ¢ikabilir. Ve bu
durumlar sonradan ¢cok zor diizeltilebilir. Ulkemizin bilgili, modern ve iyi ye-
tismig ogrencilere maddi ve manevi yonden iyi yetistirilmis insanlara ihtiyaci
oldugu igin olumlu oldugunu diisiiniiyorum.”

Zorunlu DKAB dersi uygulamasini destekleyen katilimcilarin goriisleri in-
celendiginde, bu katilimcilarin cogunlugunun, mevcut uygulamayi ve ders iceri-
gini onayladiklari; bazi katilimcilarin ise ders iceriginde bir degisim talep ettikleri
gozlenmektedir.

DKAB dersi dgrencilerin ve ebeveynlerinin taleplerine uygun olarak se¢cmeli olmalidir

Katilimcilar’dan 25’i DKAB dersinin zorunlu degil; se¢meli olmasi gerekti-
gini (n: 22) ya da belli bir yastan sonra se¢meli olarak (n: 3) verilmesinin dogru
olacagimi diistinmektedir. Cogunlugu lisansiistii 6grenim goren bu katilimcilara
(n: 17) gore din, kisilerin kendi inisiyatiflerine birakilmasi gereken 6zel bir alan-
dir. Ayn1 zamanda din, kisinin vicdani 6zgiirligii ve ahlaki inanci ile ilgili bir
durumdur. Bu nedenle hi¢ kimse dini egitim almaya zorlanmamalidir. Din egi-
timinde goniilliliik esas olmalidir. Boyle diistiniildiigiinde zorunlu DKAB dersi
hem cocuga hem de ailesine karsi bir adaletsizliktir. Din ahlak bilgisinin tistiinde
degil, onun bir uzantisi olarak degerlendirilmelidir. Zorunlu DKAB dersini ilkel
ve istismara acik bir uygulama olarak degerlendiren bir katihmer (29LU), ateist-
lerin ve inanmayanlarin durumuna vurgu yaparak goruslerini soyle ifade etmistir:

“Yalnizca baska inanglara sahip olanlarin degil, herhangi bir inanca sahip
olmayan ailelerin ¢ocuklar: da din dersinden muaf tutulmalidw. Zorunlu din
dersi ilkel bir uygulamadir, ¢cagdas diinyada yeri yoktur. Istenirse yaygin egi-
timde veya se¢meli olarak orgiin egitimde alan uzmani akademisyen ya da
ogretmenler tarafindan dersler agilabilir. Ayrica Tiirkiye’'de din egitimi su-
istimale olduk¢a aciktir: Din egitimi adi altinda Siinni Islam inanct empoze
edilmektedir. Ote yandan din egitimi ailelerin onayiyla yapilsa bile, ¢ocugun
inang ve degerleri goz ardi ediliyor demektir.”
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Bununla birlikte zorunlu DKAB dersine saygt ve hosgorii gibi degerler bag-
laminda yaklasan bir katilimci, ¢ok dinli ve ¢ok kiiltiirlii bir yagamin 6grenilmesi-
nin énemini vurgulamaktadir. Ayrica dinin siyasi amagla kullanilmamasi gerekti-
gini de belirten bu katilimei (47L) durumu soyle ifade etmistir:

“Din dersinin zorunlu bir ders olmaktansa se¢meli bir ders olarak okutul-
mast goriigiindeyim. Toplumlar kendi inandiklar: dini dgrenmek yasamak
isteyebilirler. Eger siz herkese benim dinimi dgreneceksiniz diye zorlarsaniz
hem dinler arasindaki o saygi ve hosgoriiyii azaltmis olursunuz hem de o
insanlart dinimizden uzaklastirmis olursunuz. Herkes inandigr gibi yasasin,
dinini ogrensin. Baska dinleri de tanima firsati verilsin ki dinler arasindaki
diyalog ve inang temelinde ¢ok dinli ve ¢ok kiiltiirlii yasamayr ogrensinler ve
benimsesinler. Tiirkiye gercegi din siyasi amacla kullaniliyor. En ¢ok alinan
satilan din kullanmayi yok. Dinden faydalananlarin din elden gidecek korku-
su var herhalde.”

Arastirmanin katilimeilarindan {gili, din egitiminin erken yaslarda basla-
masinin ¢ocuklarin 6zgiir diisinmelerini engelledigini diisiinmektedir. Bu kati-
Iimcilar, ¢ocuklara ailelerinin bagli olmadiklari bir dini inancin ya da talep et-
medikleri bir dini inancin egitim kurumlarinda 6gretilmesinin dogru olmadigim
vurgulamaktadir. DKAB dersi sadece belli bir yastan sonra, talep eden (ailele-
rin) gocuklara verilmelidir. Bu durum bir katihimcinin (17LU). gériiglerine sdyle
yansimistir:

“Cocuklar belli bir yasa kadar somut islem donemindedir, din ve yaratici gibi
kavramlart somutlandirarak algilarlar. Bu da psikolojik gelisimlerine ket vu-
rur. Din dersinin kiiciik yasta zorunlu hale gelmesini ¢ocuk istismart olarak
tamimlamak yanlis olmayacaktir. Dinler kiiltiirlerin her zaman igindedir. Din
bilgisi sadece ve sadece bilgi anlaminda lise ¢cagindaki ogrencilere se¢meli
olarak verilebilir. Bir semavi dinin én plana ¢itkmast ya da bir felsefenin da-
yatilmasi s6z konusu olmamali. Oznel fikvim din bilgisi dersinin kesinlikle
okullarda islenmemesidir. Ancak alaninda uzman pedagojiyi bilen insanlar
se¢cmeli olarak dersi verebilir.”

DKAB dersinin se¢meli olarak verilmesi gerektigini diisiinen katilimeilarin
goriigleri soyle toparlanabilir: katilimeilar, zorunlu DKAB egitimi uygulamasin
nesnel ve kapsayict bulmamaktadir. Bu ders sadece ebeveynlerin ve 6grencilerin
talebine uygun olarak segmeli ders olarak verilmelidir. Se¢meli olarak verilecek
dersin de belli bir yastan sonra verilmesi gerekir.

DKAB dersi miifredattan tamamen cikarimalidir

Arastirmanin son temasint DKAB dersinin miifredattan, dolayisiyla da egi-
tim sisteminden tamamen ¢ikarilmasi gerektigini ileri stiren katilimer goriisleri
olusturmaktadir. Tamamu lisansiistii 6grenim goren bu katilimcilara gore (n:10),
din insanlarin 6zgilirce benimsedigi degerler ve inanglar olmalidir. Herhangi bir
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dinsel inanca sahip olmayan insanlarin varhg da dikkate alinmalidir. Ornegin
bir katilimer (15LU) bu durumu soyle ifade etmistir: “Zorunlu din dersi uygu-
lamasun olmamasi gerektigini diigtiniiyorum. Bu konu kigilerin ozel hayatlarina
ait bir se¢im oldugundan okulla iligkilendirilmemelidir.” Bu katilimcilar tarafindan
zorunlu DKAB dersleri bir tiir dayatma, fisleme, mahalle baskisi, hatta bir cesit
sosyal mithendislik projesi ve ¢cocuk istismari olarak goriilmektedir. Kendisi de
ogrenciyken, bu tiir bir baskiyr deneyimledigini vurgulayan bir katihmei (1LU)
bu durumu soyle ifade etmistir: “Zorunlu din dersini kabul etmiyor ve desteklemi-
yorum. Kendimden o6rnek vermem gerekirse ben alevi kokenli bir bireyim ve yillarca
Stinni Islam’t anlatan din dersleriyle karst karsiya geldim. Kendimi hem otekilestiril-
mig hem de asagilannug hissettim.” Dinin kiiltliriin bir boyutu oldugunu vurgula-
yan baska bir katilimci ise zorunlu DKAB dersi uygulamasinin tek tip bir toplum
olusturmaya yol acabilcegini ve inang cesitliligine olumsuz etkisi olabilecegine
dikkat cekmektedir. Bu katihime1 (3LU) diisiincesini sdyle ifade etmistir:

“Zorunlu olarak yaptirilan her seyde oldugu gibi bunu da bir dayatma ve
inkar davranisi olarak degerlendiriyorum. Her bireyin kendi inancini yasa-
yabilecegi ve bununla ilgili egitim olabilecegi bir egitim sistemi iilkeye en-
tegre edilmelidir. Tek bir dinin zorunlu olarak 6gretilmesi ve okutulmas: tek
tip bir toplum olusturmaya neden olabilir ve bu durum ¢ok kiiltiirliiliigiin, ¢ok
inan¢hiligin éniinde bir engeldir. Her birey kendi dini inanci dogrultusunda
egitim almali hatta en dogrusu din egitim sisteminde ¢ikariimalidwr. Zira ba-
stmiza ne geldiyse din yiiziinden geldi”.

Zorunlu DKAB dersine egitim sisteminde yer olmadigimi vurgulayan ka-
tilmcilarin gorisleri soyle 6zetlenebilir: DKAB dersi miifredattan c¢ikarimali.
Okullarda gerek icerigi gerekse uygulama bicimiyle, dini egitimin hi¢bir sekline
yer verilmemelidir.

Sonuc, Tartisma ve Oneriler

Tirkiye egitim sisteminde dinin, 6zellikle de zorunlu DKAB dersinin nasil
ele alinmasi gerektigi konusu uzun zamandir tartisma konusu olmaktadir (ERI,
2016, 39). Bu konuda birbirleriyle ¢eligen farkli goriisler 6ne siiriilmektedir. Bu
caligmada, elde edilen sonuglara dayal olarak, genel anlamda, Tirkiyede din
egitimi baglaminda ihtiya¢ duyulanin 6ncelikle 6zgiirliik, adalet ve kapsayiciliga
yer veren ciddi bir doniisim oldugu ileri siiriilebilir. Calismada ulagilan sonuc-
lar, genel olarak, toplumda din egitimine iliskin 6ne ¢ikan tartigma ve elestiri-
lerle paralellik gosterdigi soylenebilir. Katilimcilarin ¢ogunluguna, 6zellikle de
lisansiistli egitim alanlara gore, zorunlu DKAB dersi laiklik, 6zgiirliik, esitlik ve
cogulculuga aykir1 bulunmustur. Bu ders toplumdaki farkl ina¢ gruplarinin tii-
miinii kapsayici bir icerik ve nitelik tasgimadig icin zorunlu olmamalidir. Ogren-
cilerin ve ebeveynlerinin talepleri dikkate alinarak segmeli olmalidir.
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Baz1 katilimcilara gore, zorunlu DKAB dersi uygulamasi bir ¢esit mahalle
baskisi, zorlama, sosyal miihendislik projesi, hatta bir tiir cocuk istismari olarak
goriilmektedir. Bu, ders erken yaslarda yani, somut diisiinme evresinde degil;
cocuklar soyut diisiinme evresine gectikleri donemde, belli bir yastan sonra, sec-
meli ders olarak verilmelidir. Secmeli ders olarak verilmesi durumunda da ders
iceriginin toplumdaki diger dinleri ve inanglari, ateistleri, agnostikleri de kapsa-
yacak bir bicimde genisletilmesi gerekir. Carkoglu ve Toprak (2007), oy verme
yasindaki 1492 katilimcinin, din, demokrasi ve azinlik kavramlarina iliskin tutum-
larmni ortaya koymayi amaglayan bir caliymada, katilimcilarin %82’sinin, devlet
okullarinda zorunlu DKAB dersinin verilmesini desteklediklerini saptamistir. Bu
iki aragtirma bulgusu arasindaki farklilik, bu caligmalarda yer alan katilimcilarin
egitim diizeylerinin farklilif ile aciklanabilir. Bu ¢alismanin katilimcilarinin en
az lisans mezunu, ¢ogunlugunun lisansiistii 6grenim gormiis egitimciler olmasina
karsin, Carkoglu ve Toprak ¢alismasindaki katilimeilarin cogunlugu (%>55), sade-
ce ilkokul ya da daha diisiik diizeyde egitim almistir. Durkheim’dan John Stuart
Mill’e, Karl Marx’tan Max Weber’e kadar bir¢ok filozof ve sosyal bilimci egi-
tim diizeyinin artmasiyla dinsel baghlik ihtiyacinin azalacagini ortaya koymustur
(Cesur & Mocan, 2014: 1). Benzer bir bigcimde, Hungerman’in (2013) kisilerin
egitim diizeyinin yiikselmesinin dine yakinlik diizeyinin diigmesine neden oldu-
guna iligkin bulgusu, bu calismada zorunlu DKAB dersine iliskin olarak lisans
mezunu egitimcilerin lisansiistii 0grenim goren egitimcilere gore daha geleneksel
ve muhafazakar goriiglere sahip olduklar: seklinde yorumlanabilir. Bu dogrultu-
da, yiiksek diizeyde egitim seviyesine sahip egitimcilerin dinsel ozgiirligii des-
tekledikleri, din 6gretimi konusunda daha kapsayici, ¢cogulcu ve demokratik bir
yaklagimi benimsedikleri ileri siiriilebilir.

Ote yandan, baz1 katihmcilar, DKAB derslerinin igerigini ve zorunlu olarak
uygulanmasini onayladiklarini ifade etmektedir. Bu katilimecilarin, DKAB dersi
devlet kontrolii altinda, zorunlu olarak verilmezse, dinin bazi tarikatlar tarafin-
dan istismar edilebilecegi ve yanlis 0gretilebilecegi kaygisini tasidiklar: gozlen-
mektedir. Bu durum, okullarda din egitimi verilmemesi ya da din egitiminin zo-
runlu olarak verilmemesi gerektigini diistinen katilimcilarin goriisleriyle celistigi
gibi, laiklik ile de celismektedir. Laiklik, cesitli bakis acilarina gore farkli bigim-
lerde tanimlanmakla birlikte, liberal acidan devletin ahlaki, dini, ideolojik inang
ve yagsam tarzlari segiminde biitiin bireylere tarafsiz yaklasmasi anlamina gelmek-
tedir (Sambur, 2009). Bu ¢ercevede laiklik ilkesini de dikkate alarak, din egitimi
almak isteyenlere, din egitimi vermek ve dini dogru 6gretmek icin, daha nesnel
ve kapsayicl bir din egitimi yontemine gereksinim oldugu sOylenebilir. Esasen
Tirkiyede mevcut din 0gretim modelinin ‘tek bir dini gelenegin din egitim miif-
redati olarak 6gretildigi ve belli bir dini grubun miifredati kontrol altinda tuttugu
dini 6grenme modeli’dir (Hull, 2001). Oysa DKAB dersi “0grencilerin toplumda
uygulanan dini ve ahlaki davraniglar1 fark edebilmelerini saglama, onlar1 sosyal
zenginligi yansitan bir sosyal gerceklik olarak kabul etme, diger dinlere iliskin
bilgi sahibi olma ve onlara karst hosgoriili olma” (MEB, 2010) gibi amaclara
sahiptir. DKAB dersi miifredatinin ‘0gretimin odaginin dinin kendisi degil de
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ogrenciler oldugu, temel amaci 6grencilerin ahlaki ve ruhsal gelisimine katkida
bulunmak olan dinden 6grenme modeli’ (Hull, 2001) ile 6gretilmesi beklenmek-
tedir. Oysa mevcut DKAB ders programlarinin hem teoride ve ders kitaplarinda
hem de uygulamada 6grencilerin ahlaki ve ruhsal gelisimine katkida bulunma
durumunu yansittig1 sdylenemez. Nitekim Tiirkiye’de DKAB ders kitaplariin
icerigine yonelik cesitli calismalar yapilmistir. Bu ¢alismalarda, ders kitaplarinda
etnik ve dini gruplarin ve onlarin kimlik taleplerinin goz ardi edildigi saptanmistir
(Oztiirk, 2009; Goziiaydin, 2009; Ince, 2012; Cayir, 2014; Kaya, 2015, Aratemur-
Cimen ve Bayhan, 2018). Ayrica din ve vicdan 6zgiirliigii baglaminda dikkate
alinmasi gereken ateistlik ve agnostiklik gibi yonelimlerin agikca ortaya kona-
madig1 “inanmayan bireylerin maruz kaldiklar1 adaletsizliklere katlanmak duru-
munda birakildig1” (Cinar & Yildirim, 2014: 6) ortaya konmustur.

Tiirkiye, Avrupa Insan Haklari Sozlesmesi (ECHR), Birlesmis Milletler Co-
cuk Haklar1 S6zlesmesi (UNCRC), Birlesmis Milletler Kisisel ve Siyasal Haklar
Uluslararasi Sozlesmesi (ICCPR) ve Avrupa Birligi Temel Haklar Bildirgesi gibi
cesitli uluslarasi sozlesme ve belgeleri imzalayarakbu sozlesmelere taraf olmusg-
tur. Ne var ki Tiirkiye’nin bu yasal metinleri uygulamak ve daha ileri gitmek i¢in
katetmesi gereken cok yol oldugu goriinmektedir. Diisiince, din ve vicdan 6z-
girliigli, demokratik bir toplumun en temel ilkelerinden biri oldugu gibi ayni za-
manda cogulculuk, hogorii ve agik fikirlilik kavramlariyla da yakindan iligkilidir
(Cnar ve Yildirim, 2014). Ancak Tiirk egitim sistemi, bireyleri tek bir vatandaglik
tanimi etrafinda yetistirecek bicimde yapilandirilmis ve daima etnik, dinsel, sos-
yal ve cinsiyet temelli ayrimciliklari i¢inde barindirmigtir (Ermeni Kiiltiir ve Da-
yanisma Dernegi, 2013) ve din temelli ayrimciligin en yogun hissedildigi alan da
gerek igerigi gerekse uygulanma bigimiyle zorunlu DKAB dersi uygulamasidir.
Bununla beraber, “bireylerin kendilerinin toplumun bir iiyesi olduklarimi fark
etmeleri ve kendilerinden farkli insanlarla uyum igerisinde kendi kimliklerini
yaratmalarini saglamak icin, din egitiminin biitiin dini egilimlere ait olan bilgi
ve degerlerin kapsayici bir bicimde aktarilmasinda bir ara¢ olarak goriilmesi”
(Taylor, 2002: 59) gerekmekte ve bu baglamda Tirkiye’de gerek igerigiyle ge-
rekse uygulama bicimiyle din egitimi alaninda ¢esitli diizenlemeler yapilmalidir.
Psiko-sosyal ve kiiltiirel bir olgu olan din, varligini siirdiirmek icin, 6zgiirliigiine
muhtactir. Ozgiir bir inang alaninin olusmast igin ise, din alaninda, devletin degil
bireyin asil belirleyici olmasi gerekir. O halde devlet, din ve inang islerine karis-
mamali, miimkiinse din alanina hi¢ girmemelidir (Sambur, 2009).

Devletten beklenen din ve inanc 6zgiirliigii konularinda esit muameleyi sag-
lamak icin somut 6nlemler almak, dini ya da laik diisiincelerinden dolayr ayrim-
ciliga ve hosgoriisiizliige maruz kalmig bireyler i¢in yasal yollar saglamalar1 (Boy-
le & Sheen, 1997: 7), egitim sistemini belli gruplarin ihtiyaglarina uygun olarak
uyarlamada isteklilik gostermeleri gerekir (Acedo, 2009: 231). Ayrica farkli din
ya da inanca sahip yurttaslarin, inanglari ve istekleri dogrultusunda ¢ocuklarmin
din egitimi almalar1 ya da almamalar1 konusunda soz sahibi olmalari, iilkede sos-
yal, kiltiirel, siyasal ve hukuksal bakimdan inan¢ 6zgtrliigiiniin yerlesip kurum-
sallagmasina da katkida bulunacaktir.
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Bu ¢alismada, egitimcilerin goriislerine dayali olarak, zorunlu DKAB dersi-
ne iligkin ayrintili bir betimleme sunulsa da ¢aligmanin yontemi, sinirli 6rnekle-
mi ve ulagilan sonuclar tiim egitimcilere ve topluma genellenemez. Dolayisiyla,
zorunlu DKAB dersi olgusuna yonelik olarak 6grenci ve velilerin goriislerini de
iceren daha kapsamli ve ayrintili calismalara gereksinim oldugu sdylenebilir.
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Abstract

The purpose of this study is to assess the distance education master’s non-thesis programs in the field of educa-
tional administration based on the opinions of instructors. Research data were collected using semi-structured
“Instructor Interview Form,” with 16 academics. Data were analyzed through content analysis. The results of the
analyses indicate that most of the instructors find it inadequate, and have a pessimistic opinion about the future
of educational administration as a field. Most of the instructors who participated in the study stated the opinion
that the programs are initiated with commercial agendas, and have no contribution to the educational administ-
ration field. The participants indicated that quality standards that are accredited by independent accreditation
organizations have to be established in order to ensure quality in these programs, and emphasized that permis-
sion has to be denied to institutions that lack the required technical infrastructure and competent instructors.

Keywords: Educational administration, distance education, quality, accreditation

Oz

Bu aragtirmanin amaci, egitim yonetimi alanindaki uzaktan tezsiz yiiksek lisans programlarinin 6gretim iyele-
rinin goriislerine dayali olarak degerlendirilmesidir. Arastirma verileri, 16 6gretim iyesi ile yar1 yapilandiriimig
“Ogretim Uyesi Goriisme Formu” kullanarak toplanmustir. Veriler igerik analizi kullanilarak analiz edilmistir.
Yapilan analizler sonucunda 6gretim iyelerinin bilyiik bir kisminin programlari kalitesiz bulduklari ve egitim
yonetimi alaninin gelecegine iliskin karamsar bir tablo ¢izdikleri goriilmiistiir. Arasatirmaya katilan 6gretim iiye-
lerinin biiyiik ¢ogunlugu var olan programlarin ticari bir kayg ile agildiklar1 ve egitim yonetimi alanina hicbir
katki saglamadig1 yoniinde goriis bildirmislerdir. Bu tiir programlarda kalitenin saglanmasi igin kalite standart-
lar1 getirilmesini ve mutlaka bagimsiz akreditasyon kurumlari tarafindan akredite edilmeleri gerektigini belirten
katilimcilar, gerekli teknik alt yapisi ve yetismis 6gretim tiyesi olmayan kurumlara program a¢ma izni verilmeme-
si gerektigini 6nemle vurgulamislardir.
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Introduction

Whether distance education, which is a part of our age, has the same qu-
ality of education as formal education has been discussed since the concept of
distance education was first introducted. Research conducted by Allen and Sea-
man (2008), the Institute for Higher Education Policies (IHEP) (2000) and the
American Federation of Teachers [AFT] (2000) indicated that due consideration
should be given to quality in distance education for online education systems
which are rapidly growing and spreading in primarily the US higher education
system and higher education systems around the world to be effective. Quality
assurance systems need to be established urgently for distance higher education
at both national and international levels due to the continuous increase in distan-
ce education in the context of globalization, changing and developing distance
education environments and raising the quality standards in the global higher
education market. The development of quality assurance in distance education
at a global level is still in its infancy. (ICDE, 2009).

In addition to ensuring the integration of information and communication
technologies in education, the continuous increase in the demand for higher edu-
cation, the limited job opportunities despite increasing population and the need
for better trained manpower to work in these areas, it is observed that distance
education programs are continuously increasing with the support of both govern-
ments and other educational institutions in order to meet the learning and self-
renewal needs of individuals. One of the most popular among these programs is
the online graduate programs in the field of educational administration. (AFT,
2000; Allen and Seaman, 2010; IHEP, 2000; Sloan Consortium [Sloan-C], 2002;
Southern Regional Education Board [SREB], 2006). Individuals demand educa-
tion to adapt themselves to changing work life and become more qualified, and
those who mostly work choose distance education because they cannot meet the
education they need in conventional education institutions (Aydin, 2001).

While the endeavors of Turkish universities in relation to distance education
are oriented towards increasing the capacity of higher education through offe-
ring and applying new programs, the evaluation of the quality of these applicati-
ons through scientific criteria and their improvement in the light of the obtained
data are often neglected (Kukul, 2011). Despite the increase in the number of
institutions providing distance education and the students wishing to study in
these institutions, there is a need for efforts to increase the quality of these prog-
rams and teaching activities and establish a quality assurance system in distance
education applications (Bakioglu, 2015). Emphasis is placed more on the efforts
to increase access, equality and capacity than the endeavors to establish quality
in distance education in Turkey (Tonbuloglu & Aydin, 2015).
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Many of the studies conducted on the quality of graduate formal educa-
tion programs in the field of Educational Administration and Supervision (EMS)
which occurs to mind as far as training administrators are concerned in Turkey
investigate the quality of education and academic studies in this field and as-
sert that they cannot adapt themselves to the international developments in the
field (Aslan, 2007; Balci, 1993; EYAK, 2009; Giiven & Tung, 2007; Karadag, 2009;
Sezgin, Kavgact and Kiling, 2011). An integrity in the content of the graduate
education programs has not been achieved in a way to reflect the contemporary
developments at the country level (Celik, 2002).

It was considered that the subject was worth to be researched due to the
reasons including the problems experienced by the graduate students in the field
of educational administration, the infrastructure required for distance education
of our universities and the level of readiness of the instructors who will lecture
in this field and the fact that Higher Education Council (HEC) has not yet de-
termined the accredited criteria for distance education master’s non-thesis prog-
rams in the field of educational administration. In the study, master’s non-thesis
programs in the field of educational administration were evaluated based on the
views of the instructors who lecture in this field.

Educational Administration in Turkey

Looking at the status and development of educational administration in Tur-
key, as mentioned in many sources in the body of literature (Bursalioglu, 2000;
Sakaoglu, 2003; Turan, 2000), certain milestones are known to have affected the
development of the field. The Law on the Unification of Education adopted in
1924 with the foundation of the Republic, John Dewey’s visit to Turkey and his
report, the opening of Secondary Teacher Education Schools (what is now Gazi
Faculty of Education) to train teachers in 1926, the establishment of Faculty of
Education in Ankara University in 1964 and the faculties and departments es-
tablished nationwide afterwards, National Education Councils, the foundation of
Higher Education Council and its decisions, and the changes in laws and regula-
tions over the years have affected the field positively or negatively (Ozcan, 2014).

The establishment of the Institute of Turkey and Middle East Public Ad-
ministration in 1953 indicates that public administration, and educational ad-
ministration as its subfield, were approached as a separate field in Turkey.
Educational administration specialization programs have been opened since
1979-1980 academic year. In the Central Government Organization Research
Project (CGORP) report prepared in 1962, determining that important admin-
istrative positions in the Ministry of National Education (MoNE) were filled by
teachers and that these teachers did not undergo any training in educational ad-
ministration. Observing that administrators of teacher origins tended to look at
educational policies from a teacher’s perspective (Ozdemir, 2011), it was sug-
gested that educational administration should be a special job for experts and
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that university departments should be established to train administrators in this
field (Cemaloglu, 2005).

In line with the recommendations of the CGORP report and the decisions
of the 7th National Education Council, the first faculty opened in universities
related to school administration was the Faculty of Education of Ankara Uni-
versity. Ankara University Faculty of Education, which started its education in
the 1965-1966 academic year, was the only faculty of its kind with a duration of
four years in this period. It was named Faculty of Educational Sciences in 1982.
In the Department of Educational Administration, Supervision, Economy and
Planning of this faculty, the Division of Educational Administration and Super-
vision and the Division of Education Economy and Planning were established.
These were followed by Gazi Faculty of Education, Hacettepe University Fac-
ulty of Education, Istanbul University Faculty of Education, 9 Eyliil University
Buca Faculty of Education, 100. Y1l University Faculty of Education, and Abant
Izzet Baysal University Faculty of Education. These faculties have met the needs
of administrators, supervisors and experts that Turkish education system needs.
However, with the letter dated 06.11.1997 and numbered B.30.0.000.0.01 / 534-
22449 of HEC, the relevant departments of the faculties of education were closed
and they continue to exist only as graduate and doctoral education institutions
(Cemaloglu, 2005).

As part of the public administration, in the Turkish education system, scien-
tific research and efforts are underway to restructure educational organizations
and train educational administrators. In administrative education and assign-
ment practices in Turkey since the foundation of the Republic, it can be assumed
that three basic orientations have dominated, with the first one being “Appren-
ticeship Model”, the second being “Educational Sciences Model” which emerged
and were acknowledged by academic circles in the 1970s, and the third being the
model using some additional qualities as a reason for preference in assigning
administrators enforced by the Ministry of National Education in 1999. The first
orientation, which is not based on the principle of training, has continued for
many years as a result of the understanding that what really matters in a profes-
sion is teaching. Following the acknowledgement of the field of educational ad-
ministration as a field of study in universities, the training of administrators was
deemed sufficient by equipping the candidates with a specific set of knowledge in
some areas such as organization, administration and leadership (Ozdemir, Kose
and Kavgaci, 2014).

When looking at the process of academic training of educational admin-
istrators in Turkey, the existence of another problem becomes noticeable. The
view that school administrators need to be well equipped with the concepts and
processes in relation to school adminsitration in order to utilize the human and
material resources efficiently in school and receive academic training in order to
turn these concepts and processes into actions (Bursalioglu, 2002) summarizes
the fundamental framework within which graduate programs in the field of edu-
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cational administration in Turkey are established. It is a fundamental problem
highlighted by many researchers that the application dimension of academically
structured programs, depending on this framework, was not equally supported.
(Balci, 1988; Celik, 2002; Karip, 2004).

With “Apprenticeship Model” giving way to “Educational Sciences Model”,
the need for qualified educational administrators was tried to be handled through
scientific approaches and predominantly universities (Oriicii and Simsek, 2011).
With this in mind, educational administrator training programs have been
opened under different names and at different levels in our universities for over
forty years (Oriicii and Simsek, 2011).

Distance Education and Quality in Distance Education

The rapid changes and developments in information technologies have in-
fluenced the structure and form of education, and forced the educators to de-
velop new models of learning and teaching as well as new educational programs
(Isman, 2011). There exists different defnitions for the concept of distance edu-
cation which is one of the models emerged as a result of this. According to Ke-
arsley and Moore (1996), distance education is a type of learning where students
and teachers are independent of time and place, using written and electronic
communication tools within the framework of a planned curriculum.

The benefits of distance education can be summarized as minimizing in-
equality of opportunity, enabling more people to benefit from specialists by fa-
cilitating mass education, reducing cost in education, providing individual and
independent learning, lifelong learning support, and easier and faster commu-
nication by making use of all kinds of technology (Kaya, 2002; Senkal & Din-
ger, 2012). In addition to the benefits it provides, there are some limitations of
distance education such as preventing socialization of students, inability to use
practical courses adequately, inability to perform skills and attitudes towards be-
haviors, and the fact that access to internet from rural areas is still a problem
(Gokkaya and Akgicek, 2012; Kaya, 2002).

It is seen that the concept of quality is perceived and defined differently
by economists according to the purpose of use. Quality was defined by Juran
ve Godfrey (1998) as the suitability for use; suitability for conditions by Cros-
by (1961); the price of a product or service by Feigenbaum (1956); developing,
producing and providing after-sales services of the most economical, useful and
satisfying ways for the customer by Ishikawa (1962) (Bursalioglu and Tezsiirticti,
2013; Ozdemir, 2015; Suarez, 1992). According to Deming considered the pio-
neer of Total Quality Management, quality is the innovations made according
to the customer’s future expectations (Naktiyok & Kiiciik, 2003; Suarez, 1992;
Yilmaz, Ozdil & Kanar, 2006). Council for Higher Education Accreditation-
CHEA, an active organization in the USA, defines quality as ‘fitness for purpose’
(CHEA, 2001). In the field of educational sciences, quality is a combination of
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indicators of how qualitative components such as teaching methods, learning
activities, materials, learning process, activities, content and suggested options
can be applied effectively and efficiently besides quantitative components such
as completion rate of teaching, evaluation of student performance and learning
experiences (Cavanaugh, 2002).

In different approaches, the quality of distance education is not tackled
as an outcome, but rather in terms of process or the qualities of the services
and materials provided. IHEP (2003), based on the characteristics of the ser-
vices and materials presented to the student, tackles the criteria of quality in
distance education by associating it with the organizational instructor support
and measurement-evaluation dimensions (Simsek, 2012). CHEA (2010) has set
6 standards for accrediting the institutions it examines, and stressed that these
standards prioritize academic quality assurance and improvement of an institu-
tion or program. The standards required for an institution to be accredited by
CHEA were determined as 1) the improvement of academic quality 2) display of
accountability 3) promotion of self-review and planning for changes and neces-
sary improvements where appropriate 4) following appropriate and fair proce-
dures in decision-making 5) showing the ongoing process of accreditation and 6)
having sufficient resources.

In the study conducted by WICHE, quality standards in online education
were for the first time determined by considering the basic areas of Education
and Training, Institutional Context and Liability, and Measurement and Evalu-
ation. The main field of Institutional Context and Liability was also examined
by sub-areas as Roles and Duties, Instructor Support, Learning Resources, Stu-
dents and Learning Services, Support Liabilities. WICHE (1995) identified 16
principles and tried to define quality in online education (Uysal & Kuzu, 2011).

Sloan-C, which conducts researches to draw the quality framework for edu-
cational institutions, organizations and educators to provide quality online edu-
cation, published the research titled Elements for Quality in Online Education in
2002, based on the importance of quality in education. In this study, the frame-
work of quality was tried to be determined and the framework of quality in online
education was set with five main areas: effective learning, effective cost, access,
instructor satisfaction and student satisfaction (Uysal and Kuzu, 2011).

Method

Research Design

This study is structured in a general screening model based on qualitative re-
search method. Screening models are a research approach that aims to describe
a past or current situation as it is. In this approach, the case, individual or object
discussed in a study are tried to be described as they are in their own conditions.
No attempt is made to change or influence them in any way (Karasar, 2007).
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Qualitative research enables us to see the phenomenon from the point of view of
related individuals and reveal the social structure and processes that constitute
these perspectives. (Yildirim & Simsek, 2008).

Study Group

In the research, semi-structured interviews were conducted with 16 instruc-
tors, 9 of whom were professors, 4 of whom were associate professors and 3 as-
sistant professors of those who were accessible based on purposeful and snowball
sampling. In purposeful sampling, the researcher identifies the characteristics
of the relevant study group and then tries to take the individuals with the same
characteristics in the sample (Budak & Budak, 2014). The researcher uses his
own judgment on who is to be selected for the study group and determines the
study group that is most suitable for the purpose of the research (Balci, 2007).
In snowball sampling, each participant who voluntarily participates in a study is
asked to identify one or more persons who have certain characteristics and are
willing to participate in the study. This sampling method is particularly useful
when it is desirable to select members from the study group difficult to find (Bu-
dak & Budak, 2014).

Instrument for Qualitative Data Collection

In this research, semi-structured ‘Instructor Interview Form’ developed by
the researcher was used for qualitative data collection. While creating the inter-
view form, first of all, domestic and foreign literature were scanned in detail in
accordance with the aims of the study and the related items were determined
through interviews made with three field experts who had distance education
experience in the field of educational administration. In accordance with expert
opinion, the interview form consisting of 6 questions was reduced to 4 questions
after being examined by a language expert in terms of meaning and comprehensi-
bility as well as experts in the field of educational sciences and measurement and
evaluation. Then, it was provided to the two instructors who were not included
in the study group to ensure that it was adequate in terms of scope and form and
then the interview form was finalized.

The interviews with the instructors recorded with the voice recorder were
transferred to the computer as audio files and then decoded by the researcher.
The audio data obtained from the interviews conducted with the semi-structured
interview forms were transferred to the Word file as they were. Each participant
was provided with codes to keep their information confidential. Codes were gi-
ven to the instructors in the form of I, (participant 1), I, (participant 2) up to L16.
Word files were then uploaded into the Nvivo 8 package program. Descriptive
analysis and content analysis of the raw data in the package program were made
and the findings were converted into tables and presented with their frequencies
and percentages.

In order to ensure consistency in the analysis of the qualitative data, either
the same researcher performs the same analysis at different times or two diffe-
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rent researchers perform the same analysis and thus the consistency between is
examined (Tavsancil and Aslan, 2001). In this study, the researcher and a measu-
rement and evaluation expert performed the same analysis independently from
each other, then differently coded themes and sub-themes were reviewed and
reported.

Findings

Findings regarding the Future of Educational Administration

The participants in the study group were asked the following question: Gi-
ven the rapid developments in technology and the changing 21st-century educational
paradigms, as well as globalization, what is the future of educational administration?
The answers of the participants were coded by content analysis considering the
items in the interview form and the themes and opinions that emerged are pre-
sented in Table 1.

Table 1
Data on Participants’ Views on the Future of Educational Administration

Themes Subthemes Views n  Participant

Technological opportunities in accessing 2 1, I ;¢
Optimistic information

Interest in graduate programs 2 1,1,
Western influence 3 1,11
Future Poor quality / similar studies 3L, 0, I
Pessimistic  Gap between theory and practice S I, LI, L, T,
Professionalization problem 4 1,111,
Gap between MoNE-HEC-NGO 2 I, I, L, I
Techonological illiteracy of instructors 2 I,1,

The responses of the participants to the first question that pondered the
future of educational administration were examined in two sub-themes as ‘opti-
mistic’ and ‘pessimistic’ under the theme of ‘future’. The views in the optimistic
sub-theme were determined as ‘technological possibilities in accessing informa-
tion’ (n = 2) and ‘interest in graduate programs’ (n = 2), while the views in
the pessimistic sub-themes are determined as ‘Western influence’ (n = 3), ‘Poor
quality/Similar studies’ (n = 3), ‘Gap between theory and practice’(n = 5), ‘Pro-
fessionalization problem’ (n = 4), ‘Gap between MoNE-HEC-NGO’ (n = 2),
and ‘Technological illiteracy of instructors (n. 3). When the responses of the par-
ticipants regarding the future of educational administration were examined, it is
seen that a large part of the participants (n = 15) draw a pessimistic picture of
the future of the educational administration.
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The participants who showed optimistic attitudes towards the future of edu-
cational administration (I, I,,, I, ) stated that there was a high level of interest in
graduate programs (I, I, ,) and that the benefits provided by technology to access
information (I, I, ;) contributed positively to the development of the field. In this
regard, “Technological facilities allow us to access all the requested information and
we can easily access any article we are looking for. Additionally, thanks to technolo-
gical possibilities, we can meet with our students at every desired place and time” as
stated by I,, emphasizes distance education opportunities besides the contributi-
ons of technological developments to the field. Of the participants, I.’s statement
as“There is an intense interest in graduate programs in educational administration.
For example, there were 250 applications to only our university last semester. With
other universities, this number is over a thousand. This means that there is a strong
inclination towards the field and this is a favorable development”indicates that the-
re is a strong inclination towards the field.

Nearly half of the participants pointed out to the fact that the Western
influence prevails the studies and that the studies were similar and of poor qu-
ality. Of the participants, I,’s statement as “For instance, I have a doctoral dis-
sertation before me and I see the concepts such as organizational commitment, job
satisfaction and burnout when I look at the title. All these three words were adapted,
transferred and translated from the USA. However, questions such as “Where are
my commitment and devotion in my ancient traditions?” should be raised. For this
reason, I would rather take a look at this dissertation in the USA than respect it” is
a clear indication of the Western influence in the studies conducted. The state-
ments of the participants I, and I about the topic are important in order to make
the situation clearer:

I?: (...)In its current form, a science distributorship is being made in the fi-
eld of educational administration and teacher training influenced more by
Western cognition, especially the United States and England, by transferring
and adapting the knowledge, scales and models they produce in the field of
educational administration to our country, and this is not the right course. (...)
We need to be critical of Western cognitive styles and return to a field iden-
tity that will provide solutions to our educational and pedagogical problems
appropriate to our original society. Otherwise, the transfer and translation
activities from the West are nothing more than the Americanization of the
field of educational adminsitration.

I°: Unfortunately, academics working in the field of educational administrati-

on remained under too much influence of the West and the other researchers

who followed them had the same mistake. As a result, we have not developed

an approach oriented towards our own culture and understanding of leaders-

hip.

In the West, the intellectual foundations and boundaries of educational
administration have been debated all along and it is stated that the knowledge
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produced in the field has been repeating itself or that the concepts and theories
previously produced have been brought up again under different concepts and
theories (Oplatka, 2009). Of the participants, 1,’s statement as“cademic pro-
motion anxiety in the field comes into prominence, which leads to an increase in
poor quality studies done for the sake of having more publications, with no specific
contributions” draws attention in that it emphasizes the fact that the studies are
conducted to a greater extent with academic anxiety and not used for the deve-
lopment or improvement of the country’s education system. The statements of
two of the participants (I, and L) are important in terms of understanding the
situation more clearly:

I: (...) studies in the field are done with academic promotion anxiety (...).
Similar and more quantitative studies are conducted to increase the number
of articles.

Ig: (...) the studies in the field are repetitous (...) New studies should be car-
ried out in accordance with our culture.

As the participants I, 1, 1, I, indicated, the conventional gap between
theory and practice in Turkey shows itself more seriously. One of the participants,
I,, pointed out this issue emphasizing that the existing programs were mostly aca-
demic programs and the issues that would benefit the educational administrators
were not emphasized. The views of the participants I, and I, are important to
demonstrate their sensitivity on the subject:

I;: (...) “Will the fact that administrative training programs are practice-ori-
ented and thus have school administrators gain limited knowledge, skills,
and understanding be enough to administer the 21st century institutions and
lead them? It is not possible to say yes to this question. Therefore, especially
in the 21st century, educational administration has to struggle to establish a
balance between the academic study program and the practice-oriented study
program (...). Unfortunately, there is a serious disconnection between theory
and practice in our country.

I,: We must realize learning by doing and experiencing. Our current prog-
rams are mostly academic programs. The issues that will benefit the educati-
onal administrators are not emphasized (...). The theory and application must
be integrated. There is no application without a theory (...)

In the study, some of the academics who approached the future of the field
pessimistically (I;, I, T;; and I,,) stated that the field of educational administra-
tion is not considered as a profession and this situation has a negative effect on
the development of the area and the importance given to the field. Concerning
this, I, ,, one of the participants, stated that “Educational administration is still not
considered as a profession and is ignored in the assignment of administrators (...).
The assignment of school administrators is dominated by a temporary administra-
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tive understanding. Being based only on interviews in the assignment of administ-
rators brings political identities to the front more and causes unfair practices. With
randomly introduced regulations, school administration cannot be evaluated as a
profession in a place where such an understanding that ‘only those who think as 1
do get appointed’ is dominated” which is important in terms of demonstrating the
negative effects of the principles of administrative assignment on the professio-
nalization of the field.

Another important problem that the participants (I, I, I,, and I,5) pointed
out was that the lack of cooperation between academics and non-governmental
organizations played a role in the policies that MoNE adopted which negatively
affected the field of educational administration, particularly the assignment of
administrators.

Of the participants, I, stated that “There is no area-specific cooperation be-
tween MoNE and non-governmental organizations, especially HEC. However, uni-
versities, NGOs and MoNE should establish policies together and create a structure
in which an effective educational administration theory and practice can be sus-
tained in harmony” which points to the problem and refers to the importance of
cooperation with all stakeholders, especially universities. One of the participants,
L;, stated that the trade union organizations established political relations with
MOoNE and appointed their members as administrators and stated that the po-
litical views were much more important than graduate education in the field of
educational administration. Ozdemir (2013) states that this approach leads to
the fact that educational administration training is not credited.

One of the participants, I,,, stated that “The developments in the technologi-
cal field are obviously challenging the current instructors, and instructors avoid using
new technologies. We cannot use technology functionally. The new generation uses it
better than us. There is a need for a technology-literate generation so the educational
administration needs to undergo a very serious transformation” which points out the
fact that instructors should improve themselves towards the use of technology.

Views of Master’s Non-Thesis Programs in Educational Administration

The participants in the study group were asked ‘How do you evaluate the qu-
ality of master’s non-thesis programs in educational administration as a specialist in
educational administration?’ together with probe questions. The responses of the
participants were coded by content analysis in the context of the themes created
in the interview form and the themes and opinions that emerged are presented
in Table 2.
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Table 2
Data on the Participants’ Views on the Quality of Master’s Non-Thesis Programs in
Educational Administration

Themes Views n  Participant
Necessary and _Equal opportunity in education 2 L,
should be Provision of professional and 3 I, L, L
disseminated  personal development
Poor quality of the programs 7 L, L, I, I, L Ly, I
Opening of programs for commer- 8 I,L, 1, I, 1, I, I, 5
Problematic cial agendas
and poor Lack of program opening criteria 4 I,1, 1,1,
quality Lack of student selection criteria 3 I,1,1,
Problems in measurement and 5 L, I, Ig, s, T

evaluation

The responses of the participants to the second question, which were about
their views on the master’s non-thesis programs, were examined in two themes:
“Necessary and should be disseminated” and “Problematic and poor quality”.
The views in “Necessary and should be disseminated” theme were determined as
“Equal opportunity in education” (n = 2), “Provision of professional and perso-
nal development” (n = 3). The views in “Problematic and poor quality” theme
were specified as “The poor quality of the programs” (n = 2), “Opening of prog-
rams for commercial agendas” (n = 2), “Lack of program opening criteria” (n
= 4), “Lack of student selection criteria” (n = 3) ve “Problems in measurement
and evaluation” (n = 5). When the responses of the participants regarding the
master’s non-thesis programs opened in the field of educational administration
are examined, it is seen that the majority of the participants (n = 14) stated that
the programs are unnecessary and of poor quality and that they should be closed.

The participants, who emphasize the importance of such programs in terms
of providing equal opportunities in education, propose distance education prog-
rams as one of the most efficient ways for everyone to be aware of the innovati-
ons in the field. Regarding this issue, I stated that “Such programs are important
for administrators and teachers to receive education at master’s degree level in the
field of educational administration no matter where they are in the country. It is of
great importance for anyone who wishes to be aware of the current affairs in the field
especially to provide equal opportunities in all areas of education. I think that such
programs should be expanded and their quotas should be increased both in the field
of educational administration and in other fields” which emphasizes the impor-
tance of distance education programs for everyone in terms of accessibility and
dissemination. The statement by 1, as “It is necessary to raise the level of educati-
on for both personal and professional development of teachers and administrators,
which is an important factor for the dissemination of master’s non-thesis programs”
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emphasizes the importance of dissemination of programs in terms of personal
and professional development.

The participants who think that master’s non-thesis programs in the field
of educational administration, are problematic and of poor quality and that they
should be closed, expressed an oipinion that these programs are far from serving
the purpose. The majority of the participants (n = 7) who found these programs
to be problematic and of poor quality stated that the programs damaged the re-
putation of the area. Two of the participants’ views on the subject are considered
important:

L;: “The quality of the master’s non-thesis programs currently in progress
must be questioned seriously. While it is not possible to achieve the desired qu-
ality even in face-to-face programs, it is not possible to achieve the quality ex-
pected through distance education. The existing programs are mostly designed
to increase the educational level of the country and provide additional income
to universities.”

I,: “Primarily, we should do the calculations of how many expert individuals
there are in the field of educational administration and how many students
could really receive quality education. With our goals and objectives being
in the first place, we have to reconsider all the existing programs be it thesis/
non-thesis, distance or face-to-face. Distance education master’s non-thesis
programs should not be done for the sake of receiving a certificate or earning
a few more points in the assignment of administrators. These programs sho-
uld not be achieved in the form of simple PowerPoint presentations.”

L, ,’s statement as “In addition to the fact that the existing programs do not serve
the purpose, master’s degree courses are offered through distance education without
any preliminary research by changing the titles of courses of masters with thesis even
without changing in most cases, which is not a right or rational approach. It is clear
that the aim here is to take the necessary share of the pie” is important in that it
shows that the conducted distance education master’s non-thesis programs are
opened for commercial purposes rather than fulfilling the determined objectives.
In a study comparing the courses offered in thesis and master’s non-thesis prog-
rams conducted in the field of educational administration (Karatas, 2014), it was
concluded that these programs were far from meeting the stated objectives and
programs were opened without a healthy needs analysis. The sensitivities of the
participants on this subject can be seen more clearly in two quotations from the
views of I, and Li:

L,:“These are commercial structures and where there is commcerce, there is
no quality. Distance master’s programs in the field of educational administra-
tion are like some kind of awareness training. However, their only output is to
make money. The programs that have been carried out have been completely
commercialized and this has made the programs seriously debatable.”
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L,:“I never approve of these programs because they have taken place in his-
tory as a devaluing approach to cheap, market-oriented and master’s pro-
grams. These programs have lost the reputation of existing and face-to-face
educational administration programs.”

A significant part of the participants (n = 8) stated that HEC should bring
traceable and measurable criteria for distance education programs in general,
and in particular non-thesis educational administration programs I,,’s statement
as “Everyone should not open programs, minimum criteria should be determined.
The institution should have adequate instructors and the infrastructure that can carry
out the program smoothly, both physically and technologically. HEC restricts distance
education programs to only numbers. The program opens with 3 instructors. It does
not provide any criteria for quality. As a result of all these, poor quality distance educa-
tion master’s non-thesis programs with unknown reference to whom and what it serves
come into existence” emphasizes the significance of introducing the minimum crite-
ria for instructors, physical and technological features, and the qualifications to be
possessed by the institution prior to the opening of programs. When the conditions
sought in the applications for the master’s non-thesis programs of higher education
institutions are examined, it is seen that the only requirement is that the candidates
have a bachelor’s degree. This issue is another important problem that participants
drew attention to. About the absence of any criteria for student selection for the
master’s non-thesis programs, I,’s statement as “Master’s programs are available to
those who want to specialize in a particular area. And there are specific criteria for can-
didates applying to these programs, such as ALES (APPEEE, equivalent of Academic
Personnel and Postgraduate Education Entrance Exam), YDS (equivalent of Foreign
Language Examination). Although master’s non-thesis programs are opened for this
purpose, there is no criterion in selecting students. Student quality affects the quality of
the program, so the criteria as in other graduate programs should be introduced when
selecting students for these programs” is important in that it points out the signifi-
cance of student selection. Biilbiil (2003), in his research that evaluated the crite-
ria used in the selection of students in graduate education, pointed out the same
problem and stated that the criteria used in the selection of students in graduate
programs were not considered suitable by the relevant instructors.

Another important problem that participants draw attention to is the ineffi-
ciency resulting from measurement and evaluation. The participants stated that,
in this kind of programs, they evaluated student achievement through project as-
signments, and they mentioned the problems such as perfunctorily done assign-
ments, assignments with striking resemblances, preparing them on the internet
by copying and pasting information. The following statement of I, on the subject
is considered important:

L;: In existing programs, the assignments are completely prepared in the form of
copy and paste on the Internet. Students can copy others’ assignments and hand
them in and receive zero and might shamelessly ask if their assignments have
been received. They get weary of doing a project assignment with 5-10 pages.
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Views on the Used Teaching Management System (TMS)

The main question asked at the participants in the study group was “What
are your views on the Teaching Management System used during distance education
master’s non-thesis program?” with probe items directed as (a) Positive Qualities
ve (b) Negative Qualities. The responses of the participants were coded by con-
tent analysis in the context of the themes formed in the interview form and the
themes and opinions are presented in Table 3.

Table 3
Data of the Participants about Their Opinions on the Used Teaching Management
System

Themes Views Participant
Ease of Use LI, 1,1,
Messaging module L, 1,

Positive Qualities  Ability to share content I 1,1,

Whiteboard and screen sharing feature LI I I, I,

W W nh|[lWw ||~ |S

Exam module L1, I

Inability to interact between learners- I I 1,
Negative Qualities _teachers

Unavailability of video-chat 3 LI, 1

The participants responses to the third question which was about their vi-
ews on the TMS used in distance masters education programs were examined in
two themes as “Positive Qualities” and “Negative Qualities”. The views in the
“Positive Qualities” were determined to be “Ease of use” (n = 4), “Messaging
module” (n = 2), “Ability to share content” (n = 3), “Whiteboard and screen
sharing feature” (n = 5) and “Exam module” (n = 3) while the views in the “Ne-
gative Qualities” were “Inability to interact between learners-teachers” (n = 3)
and “Unavailability of video-chat” (n = 3).

It is very important to determine what kind of educational service will be
offered before the selection of the TMS to be used in distance education and
to make the selection according to the need. For effective use of resources, the
TMS to be used needs to be tackled considering some criteria such as easy and
fast accessibility for both learners and teachers, ease of use, and flexibility. Studi-
es on TMS (Altiparmak, Kurt and Kapadere, 2011; Arslan, 2013; Gokcen, Siirek,
Korkmaz and Kantar, 2013; Ozan, 2008; Ozarslan, 2008) show that the most im-
portant features of the systems are their easy and understandable use. The vast
majority of respondents (n = 8) stated that there is not much IT knowledge re-
quired for the system they use, and that the use of the system is very easy and un-
derstandable. The views of the participants in this regard can be given as follows:
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I,,: “Sometimes we can be biased towards the use of technology. I thought I
would have a hard time when I first saw the system, but I found it very easy
to use the system. Now I use the system comfortably. In the beginning, 1
only offered lessons in the form of presentation, and in time, by exploring
the different features, I benefit from these features to be processed more ef-
fectively.”

The most used of the services provided by the teaching management systems
is the messaging feature which aims to provide communication and interaction
between online users in particular. In addition to providing communication bet-
ween the learner and the teacher during concurrent lessons through the messa-
ging module, users can communicate with each other in extracurricular times.
The participants stated that they used the messaging feature most often during
online courses. Of the participants, I, stated that “The messaging feature is a must
in order to communicate with the student. During the course, we communicate by
messaging. However, due to the high number of students, I can miss the questions
or opinions of others when answering a student’s question. Fortunately, thanks to
the feature of saving messages, I can see other messages at any time and take notes
accordingly” emphasizes that, in addition to the importance of the messaging
feature, it is possible to examine the feedback from the students and to examine
the questions about the subject at any time.

Learning content is one of the most important subjects in the distance edu-
cation process. The Learning Content refers entirely to a lesson, course materi-
als, content modules, lesson-related learning objects, information sources and
periodicals. The quality of content is one of the factors determining the quality
of education in distance education systems (Isman, 2011). Most of the teach-
ing management software that serves in a web-based environment does not al-
low web-based content development. While the participants stated that they had
problems in content development and were not given enough support in this re-
gard, they emphasized as an important feature of the instructional management
system that the contents developed should be stored and shared as necessary to
enable the student to reach them at will. The views of I, ¢, one of the participants,
can be given as an example:

L,4: “Developing content is a big problem in itself because lessons taught only
through a simple presentation is criticized by students and adversely affects
the efficiency of the course. Institutional support in content development is
not sufficient. We do not have any problems installing the content we have
developed on the system. Digital content storage and sharing these with stu-
dents are important features of the system.”
The participants, I I Iy Iy, and I,, touched on the whiteboard applicati-
on and screen sharing feature as another way of providing communication and

interaction between instructors and learners in online courses. I, stated that®/
can name the whiteboard application as very effective and one of my favorites. Both
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the whiteboard application and the screen sharing features encourage collaboration
and 1 think it is very useful for collaboration. Thanks to these features, I can ensure
that all students are active in the class” which emphasizes the importance of whi-
teboard and screen sharing features in terms of virtual classroom management.

As in all education systems, in distance education as well, tests and exams
are carried out to determine the degree to which the transferred information has
been taken by the student. Two different methods are preferred for exams. One
of them is the examination of the students at a center at the end of the term or
training, and the other is the online exams (Arat and Bakan, 2011). TMS prog-
rams are designed to allow trainers to easily prepare exams. Generally, exam mo-
dules that come as standard in the installation of the system are sufficient for this
task. In addition, various exam modules prepared by the audience can be added
to the system. Due to the modular structure of the TMS, these types of proces-
ses are easily performed. Exam results and other statistics (student attendance,
success status, etc.) are kept in detail by the system and these data are displayed
numerically or visually at any time (Arslan, 2013). I’s statement as “Examination
appears to be the most leading and important problem in distance education. Both
the appropriate exams for the given education and exam security are widely discussed
and criticized. The exam preparation part is very simple thanks to the examination
modules of the teaching management systems. Thanks to this module, we can pre-
pare exams in the desired style including multiple choice or open-ended questions”
emphasizes that exam preparation in distance education can be done easily but it
is difficult to ensure exam security.

L;, another participants, stated that “One of the most negative aspects of the
Teaching Management System is that the interaction between the student and the
instructor is realized to a minimum. The communication and interaction between
the student and us is not at the desired level since the system we use provides a more
teacher-centered environment. Students express their questions or what they want to
say by writing, which brings along the problem of communication” which is seen as
important in terms of showing the problems experienced in communication and
interaction.

Another participant, I, stated that “I suppose our inability to see the students
is what the system lacks since we teach but we do not know whether the student is
listening or in front of the screen. Of course, this is related to some hardware features
such as the connection speed of the participants, but I think we should be able to see
each other in good quality without needing much technology with today’s techno-
logy” and expressed that students’ ability to see teachers but teachers’ inability to
see students is a negative feature of the system.

Views on the Measures to be taken for the Development of Distance Education
Master’s Non-Thesis Education in Educational Administration

The participants in the study group were asked “What are your views on the
precautions/ measures that can be taken for the development of master’s non-thesis
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education in educational administration?” The responses of the participants were
coded by content analysis by considering the items found in the interview form
and the themes and opinions are presented in

Table 4
Data Regarding Participants’ Views on Developing Distance Master’s Non-Thesis
Programs

Themes Views n Participant
Mixed education 4 L, I, L, I
Independent accreditation organization 3 I,L,1,
Policies Material development training for instruc- 2 L, L
tors
MOoNE encouragement 2 I, I,

The participants’ responses to the fourth question asked about the policies
that may be the solution to the existing problems in the master’s non-thesis prog-
rams in the field of educational administration and were examined under the
“Policies” theme. The views in the theme were determined as “Mixed education”
(n = 4), “Independent accreditation organization” (n = 3), “Material develop-
ment training for instructors” (n = 2) and “MoNE encouragement” (n = 2).

The participants suggested that some of the graduate courses in the field of
educational administration should be given through distance education, but the-
re are also some courses to be given face-to-face and they suggested the model
of mixed education as the best model. Of the participants, I, stated that “The
importance of voice and mimics as a source of feedback is very important in terms of
healthy interaction with students. It is for this reason that it is not possible to adopt a
program dominated only by distance learning. For this reason, some theoretical co-
urses that can be given by distance learning should be given by distance learning tech-
nology and other courses should be given face to face. Graduate master’s non-thesis
programs must necessarily be supported by face-to-face education” which empha-
sizes the interaction with students and expresses that a more effective learning
can take place by eliminating the inability to interact between teacher-learner
through mixed education. With mixed learning method, students develop less
sense of abandonment and isolation caused by distance education, and develop
a sense of community and realize more effective learning (Dogan et al., 2011).
On the other hand, I, stated that “Both existing face-to-face graduate programs
and master’s non-thesis programs must be given in a mixed model. Thus, I think that
more effective and efficient lessons can be done. Particularly, the courses where the-
oretical knowledge is given directly can be given by distance education. Apart from
this, discussion and practice-oriented courses should be given face to face” by which
the subject is approached in a different way and also the importance of using
distance education technologies in face-to-face programs is emphasized.

384



Educational Administration & Distance Education

In Turkey, there are different opinions and proposals for the establishment
of an accreditation organization or the establishment of an independent ac-
creditation organization within HEC (Aktan and Gencel, 2007; Ergiider, Sahin,
Terzioglu and Vardar, 2009; Giir and Ozer, 2012). However, when these views are
examined, it is seen that they concur that there should definitely be an accredita-
tion organization dependent or independent of HEC and that the accreditation
process should be carried out wholesomely. The sensitivities of the participants
on the subject can be seen more clearly by transfers from I, and Iq:

I,: “An accreditation process should be initiated for master’s non-thesis prog-
rams. Random openings of distance master’s non-thesis program should be
prevented. In order to carry out this process, accreditation organizations in-
dependent of HEC should be established and the extent to which the institu-
tions/programs realize the outlined quality standards should be determined.
Institutions/programs that compromise quality should be closed.”

Ig: “The current programs work as certificate distribution centers. Neither
supervision nor any evaluation is concerned. How can we avert them? Of
course, independent accreditation centers are a solution. However, it is im-
portant to note that the HEC should not allow the institutions to open without
necessary infrastructure and teaching staff. The process of the institutions
that meet the specified criteria and obtain permission to open the program
should be carefully followed periodically.

The participants emphasize the importance of developing materials for the
achievement of quality in distance education, and argue that quality content
saves the student from being passive and make them more willing in the course.
I,5 stated that “Quality in distance education comes with the content you prepare
and the way you present it. But developing quality content is not easy, it takes a lot
of time before anything else. I also see that instructors are not very keen about this
because we are already having problems using technology. Therefore, I think that
instructors should be given institutional support in the content development course
and material development phases. I believe that it would be useful to create a content
repository to avoid copyright problems for image and similar elements used in con-
tent development” which, in addition to drawing attention to the importance of
the development of teaching material and the difficulties in this subject, empha-
sizes the copyright issue. I,’s statement as “Instructors need to train themselves in
distance education. Our lecturers who are to teach in distance education have their
assistants prepare the content in most of the time for that it takes time or they do not
feel themselves sufficient. For the academics who will lecture, a material preparation
course should be given and institutional support should be provided in order to pre-
vent any problems on copyright issues. It is also important to update the developed
content periodically” reinforces the opinion that it is necessary to provide train-
ing for the preparation of materials to the instructors who will teach in distance
education.
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Another issue that the participants emphasized is the fact that the MoNE
does not usually provide its staff with convenience to face-to-face or distance
graduate education. The recent amendments to the Ministry of National Edu-
cation Permit Directive also support the participants’ opinion. In the relevant
article of the Directive (Article 18), the statement that “Those who continue their
graduate studies may be granted two half days a week, provided they do not disrupt
their duties. Teachers’ hours are arranged to allow them to continue their education”
was amended to the statement that“Those who continue their graduate studies are
provided with the necessary convenience to be given permission, provided they do not
disrupt their duties. The curriculum of the teachers is arranged to allow them to con-
tinue their graduate studies”. With this amendment, the permission of the person-
nel to receive graduate education is left to the initiative of their supervisors. The
participants who stated that distance education master’s non-thesis programs
are not acknowledged before MoNE and this situation negatively affected the
MoNE personnel’s demands on graduate programs in the field of eeducational
administration. I; and I,,’s views on the issue are important:

Lg: “MoNE has to encourage staff to undertake a master’s degree, but instead
goes towards punishment. In this respect, a policy change should be made
and practices that encourage staff to receive graduate education should be
implemented.”

L,,: “MoNE should encourage all its staff of teachers, experts or administ-
rators to undertake graduate studies. In addition to providing the necessary
convenience to the personnel who want to do graduate education especially
in the field of educational administration, they should give priority to these
personnel in promotion. It should never obstruct the process.”

Discussion, Results and Suggestions

When the findings of the study are examined, it becomes noteworthy that a
vast majority of the participants consider that educational administration is still
not a professionalized field and that it is a Western-influenced field with serious
disconnections between theory and practice, a field where similar quantitative
studies of poor quality are in majority. In addition, the opinions of academics
about the future of the field draw a pessimistic view as to the fact that there is no
efficient cooperation between the institutions that have important responsibili-
ties for the future of the field, as well as the fact that academics are disconnected
from technology and cannot use the technology functionally. In a study which
investigated the current status of educational administration as an academic field
in Turkey as perceived by academics (Oriicii & Simsek, 2011), it was stated that
the field of educational administration was problematic in various complex ways.
In the mentioned study, it was stated that one of the important problems in the
field was the problem of professionalization and there was no consensus on the
definition and naming of the field. On the other hand, Turan ve Sisman (2013)
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criticized the studies conducted in the West from the supposition that they may
as well be valid for Turkey and the endeavors of scale translation and adaptation
as a result of this, pointing out that science cannot be independent of values.
Most of the studies conducted in the field of educational sciences and teacher
training in Turkey are aimed to adapt and transfer developed theories and mod-
els in the West. The academics who built the foundations of this field usually
trained in the West and Turkey have tried to transfer in good faith what they have
learned there. The theories and approaches that dominate educational adminis-
tration in the West have been adapted from other social and natural sciences in
order to ‘control human behavior’. According to Greenfield (1977), organization
theory is an ideology in view of control purposes. This view was also put forward
by others and it was accepted that science was, in essence, a field of action for
control. In this respect, the structural-functional paradigm and system approach
in the field of educational administration has formed an ideological hegemony
in educational administration research. In this sense, it was assumed that the
studies conducted in the West might as well be valid for Turkey. The most com-
mon example of this is the scale translation and adaptation studies which are
frequently used in the field of educational sciences and teacher training (Turan
and Sisman, 2013).

Another important point that the participants drew attention to is that
the studies carried out are similar and of poor quality. It is seen that quanti-
tative method was employed more in the studies which examined the studies
conducted in the field of educational administration in Turkey (Aydin, Erdag &
Sarier, 2010; Aydin & Uysal, 2011; Karadag, 2009; Konan & Kis, 2013) as well
as the studies conducted. Since the studies were generally conducted through
questionnaires, in-depth knowledge production was not realized and they were
not based on a conceptual framework. In the EYAK (2009) report, the same
problem was raised and it was stated that the studies were carried out in a hurry
to publish rather than scientific concerns and as a result, repetitious, unoriginal
studies were conducted. There is a need for innovative and original studies from
both methodological contextual aspects oriented towards the problems in Turk-
ish context (Oriicii & Simsek, 2011).

The participants who emphasized the importance of the gap between theory
and practice stated that the cooperation between the stakeholders was not at the
desired level and therefore, there was no balance between academic programs
and practice-oriented programs. Bursalioglu (2000), who evaluated the theory
in terms of administration, stated that the theory is the most reliable tool that
leads the administrator to reality. Keedy and Achilles (1997), in evaluating the
theory-practice relationship, explained that a theory in practice is planned by
the practitioner and that theory and practice are not separated, and that theo-
ries are created during practices that criticize traditional assumptions (Beycioglu
& Donmez, 2006). Garret (2007) stated that the theory and practice should be
in cooperation, the academics should mingle with the public and they have to
do some fieldwork, and speak the language that teachers and school principals
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could understand in practical activities such as newspapers, magazines and com-
missions (Simsek & Oriicii, 2011). The fact that MoNE has isolated itself from
the university and the employees in the field and that a single authority domi-
nates every field of education almost completely destroys research and develop-
ment activities. The fact that employment conditions of individuals that received
undergraduate and master’s education in the field of educational administration
are not created caused the field to remain solely as an academic orientation in
Turkey and thus hampered the produced knowledge to be transferred to schools
and the generation of demands for research and development (Simsek, 2004).

When the views of the master’s non-thesis programs in the field of edu-
cational administration are evaluated, it was seen that the instructors find the
programs to be of poor quality. They also stated that the master’s non-thesis pro-
grams in the field of educational administration have a negative impact on the
image of graduate programs in the field of educational administration with for-
mal education and are one of the main reasons why these programs are not given
due importance. The participants, who mentioned that the programs were mostly
opened for commercial agendas, emphasized that they do not serve the purpose
and only distribute diplomas. When the researches on the use of technology of
instructors are examined (Cagiltay et al., 2007; Ganiyusufoglu, 2013; Oziidogru
& Cakir, 2014; Usluel & Seferoglu, 2004; Schoepp, 2005), it is seen that they
encounter some difficulties. Cagiltay et al. (2007), in their study, concluded that
instructors had a lack of knowledge in the use of technology. In the same study, it
was stated that the instructors do not want to use technology besides the fact that
they lack knowledge about the use of technology. These results are consistent
with the findings of the study.

One of the most important characteristics of distance education is to provide
equal opportunities for all those who want to develop themselves in personal and
professional fields (Arat & Minister, 2011; Kaya, 2002) and they are less costly
than other teaching approaches in terms of access to large audiences (Balaban,
2012). Considering distance education master’s non-thesis programs in the field
of educational administration necessary and to be disseminated, the participants,
in addition to emphasizing these issues, point out that everyone should be aware
of the developments and innovations in the field, suggesting such programs are
one of the less costly methods for the personal and professional development of
administrators and teachers.

In a study aimed to determine the current status of educational admin-
istration as an academic discipline in Turkey (Oriicii & Simsek, 2011), it was
mentioned that both the curricula of the master’s and doctorate programs were
problematic and the number of qualified academics who could carry out these
programs were low and the programs were not of the desired quality. The aca-
demicis interviewed within the scope of the study stated that the graduate pro-
grams offered in the field of educational administration were not of the desired
quality and considered the distance education master’s non-thesis programs in
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educational administration as poor quality, problematic and unnecessary. The
participants stating that the biggest reason for these programs being opened is
commercial agenda emphasize that these programs, which are opened in univer-
sities with insufficient infrastructure and instructors, are opened in order to get
a share of the market arising from social demand and that the programs carried
out do not serve the purpose.

When the procedures and principles regarding the opening of distance
education programs in higher education institutions (Principles and Procedures
on Distance Education in Higher Education Institutions, 2013) are examined,
certain articles stand out as to when the higher education institution to open a
program is to apply, that instructors can be assigned by HEC in case there is in-
sufficient number of instructors at the institution, and that it is HEC’s responsi-
bility to inform the public of the program to be opened (Article 6). It is seen that
there is not any articles for the minimum physical and technological capacity that
the higher education institution should have in these procedures and principles.
Another problem about opening programs is seen the decisions of the Board
of Professors of Educational Administration (2009) titled ‘Principles and Stan-
dards of Opening Distance Education Master’s Non-Thesis Programs in Edu-
cational Administration’. In the decision titled ‘Enforcement of the Principles
and Standards of Opening Distance Education Master’s Non-Thesis Programs in
Educational Administration’ of the board reached within the framework of ‘6t
Educational Administration Congress’(2011), it was pointed out that HEC gran-
ted authorization to a university with insufficient number of instructors to open
distance education master’s program in educational administration while the de-
mands of the universities with sufficient capacities in relation to this issue were
not met. The participants stated that HEC should urgently set the criteria for
opening distance learning programs, and that institutions which meet the criteria
have the authority to open programs while the institutions that do not meet the
criteria are not granted permission to open programs, and that the existing open
programs which do not meet the criteria should be closed without compromise.
They also expressed an opinion that all these can be possible through functional
operation of supervision mechanism for the opened programs.

Regarding the TMS used, the participants stated that the system was easy to
understand, easy to use, and that the features such as whiteboard, screen sharing,
messaging, content sharing, and easy exam preparation were sufficient for them.
In a study which aims to examine the views of the instructors who give the com-
mon compulsory courses via online distance education (Giirer, Tekinarslan &
Yavuzalp, 2016) the majority of the participants stated that they learned the TMS
easily and quickly, and the system used was sufficient to teach the lesson. The
participants who stated that they sometimes have difficulty in performing what
they want to perform in the system, expressed an opinion on the fact that the
modules in the system are related to each other made it difficult to use. The most
important problem that the participants drew attention to with regard to TMS is
that it cannot provide adequate learner-instructor interaction. The basis of learn-
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ing-teaching processes lies in interaction. In distance education, three types of in-
teraction are generally mentioned: (1) learner-instructor, (2) learner-learner and
(3) learner-content. (Aydn, 2001; Moore & Kearsley, 1996). Whichever of these
three types of interaction is necessary for the content of the developed program,
it is necessary to address the selection of technologies that allow such interaction
(Girginer & Ozkul, 2002). In Turkey, constructivist learning principles are not
embedded in online education applications and in most of these applications, it
is expected that text-weighted information uploaded in the platform is read by
learners while simple moving images are expected to be watched in few of them.
Practice and evaluation activities are carried out with multiple-choice questions
asked within the framework of the opportunities provided by the teaching man-
agement system. Learner-learner and learner-teacher interactions are either ab-
sent or teacher-centered simple activities such as question and answer methods
are carried out (Aydin, 2001).

For the improvement of distance education master’s non-thesis education,
the participants stated that an independent accreditation organization should be
established, instructors should be trained in content development, and the per-
sonnel should be encouraged by MoNE. In addition, participants who stated that
some of the instructors could resist distance education due to economic reasons
or technological inadequacy stated that there should be trainings for instructors
and legal regulations should be made to eliminate the obligations and problems
that may arise due to copyrights. Studies show that instructors can show resis-
tance to online courses (Giirer, Tekinarslan and Yavuzalp, 2016), and there is a
negative relationship between online teaching experience and resistance to on-
line teaching (Alshangeeti, Alsaghier & Nguyen, 2012; Lloyd, Byrne & McCoy,
2012).

Based on the results of the study, the following suggestions were provided
for practitioners and other researchers:

1. Specific to the field of educational administration, it should be ensured
that quality standards for master’s non-thesis programs are set and the
programs are accredited by independent accreditation organizations.

2. The opening of distance education programs should be seriously con-
sidered and institutions that do not have the necessary technical inf-
rastructure, technical staff and qualified teaching staff should not be
allowed to open distance education programs.

3. Virtual classroom management and material preparation trainings sho-
uld be given to the instructors.

4. In order to encourage instructors to develop their content and update
the content they have developed, the necessary legal arrangements, es-
pecially copyrights, should be made.
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Since student readiness affects the quality of the program, similar crite-
ria should be introduced in the selection of students to these programs
just as the criteria applied to the graduate programs (APPEEE, etc.).

The master’s and doctoral studies in the field of educational administ-
ration currently do not provide any benefit to MoNE staff in terms of
personnel. Considering the professional and personal contributions
provided by all graduate studies in the field of educational adminsitra-
tion, measures should be developed to encourage MoNE staff to these
programs.
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Tiirkce Siiriim

Giris

Cagimizin bir pargasi olan uzaktan egitimin Orgiin egitim ile ayni kalitede
egitim verip vermedigi uzaktan egitim kavraminin ilk ortaya atildig: tarihten bu
yana tartisiimaktadir. Allen ve Seaman (2008), Yiiksek Egitim Politikalar1 Ens-
titisii/The Institute For Higher Education Policy [IHEP] (2000) ve Amerikali
Ogretmenler Konseyi/American Federation of Teachers [AFT] (2000) tarafin-
dan gerceklestirilen aragtirmalar, basta ABD yiiksekogretim sistemi olmak tlizere
tim diinya yiiksekogretim sistemlerinde hizla bilyliyen ve yayginlasan ¢evrimigi
egitim sistemlerinin istenen sonuglari vermesi igin uzaktan egitimde kaliteye ge-
reken Onemin verilmesini belirmektedir. Uzaktan 0gretimin kiiresellesme bagla-
minda siirekli bir artig gostermesi, degisen ve gelisen uzaktan egitim ortamlari,
kiiresel yliksekdgretim pazarinda kalite standartlarinin yiikseltilmesi gibi neden-
lerle hem ulusal hem de uluslararasi diizeyde uzaktan yiiksekogretim igin acil
kalite giivence sistemleri olusturulmasi gerekmektedir. Kiiresel diizeyde uzaktan

egitimde kalite glivencesi gelistirilmesi heniiz baslangi¢ asamasinda bulunmakta-
dir (ICDE, 2009).

Egitimde bilgi ve iletisim teknolojilerinin entegrasyonunun saglanmasinin
yani sira yliksekogretime olan talebin siirekli artmasi, artan niifusa karsin kisith
is olanaklar1 ve buralarda galisacak daha iyi egitilmis insan giiciine duyulan ge-
reksinim, bireylerin 6grenme ve kendini yenileme ihtiyaclarinin karsilanabilmesi
amaciyla ile gerek hiikiimetlerin gerekse diger egitim kurumlarinin destekleriyle
uzaktan egitim programlarinin siirekli arttig1 gértiilmektedir. Bu programlar ara-
sinda en cok ragbet gorenlerden biri de egitim yonetimi alaninda agilan ¢evrimigci
lisansiistii programlardir (AFT, 2000; Allen ve Seaman, 2010; IHEP, 2000; Sloan
Consortium [Sloan-C], 2002; Dogu Bolgesi Egitim Komisyonu/Southern Regi-
onal Education Board [SREB], 2006). Bireyler degisen is yasamina kendilerini
uydurmak, daha nitelikli hale gelebilmek icin egitim talebinde bulunmakta ve
cogunlugu calismakta olan bu insanlar gereksinim duyduklari egitimi gelenek-
sel egitim kurumlarinda karsilayamadiklari icin uzaktan egitimi segmektedirler
(Aydin, 2001).

Tirkiye’deki tiniversitelerin uzaktan egitim ile ilgili caliymalar1 ise daha
¢ok yeni programlar acma ve uygulama yoluyla yiiksekogretimdeki kapasitenin
artirllmasina dontik olup; yapilan uygulamalarin kalitesinin bilimsel olgiitlerle
degerlendirilmesi ve elde edilen veriler dogrultusunda gelistirilmesi genellikle
ihmal edilen bir husustur (Kukul, 2011). Uzaktan egitim veren kurum sayist ve bu
kurumlarda 6grenim gdrmek isteyen 6grenci sayisindaki artiga ragmen, bu prog-
ramlarin ve 0gretim etkinliklerinin kalitesinin de artirilmasina yonelik caligmala-
ra ve uzaktan egitim uygulamalarinda bir kalite giivence sisteminin kurulmasina
yonelik cabalara ihtiya¢ duyulmaktadir (Bakioglu, 2015). Tirkiye’de uzaktan
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egitimde kaliteyi saglama calismalarindan daha cok, erisim, esitlik ve kapasite
artirmaya yonelik calismalara 6nem verilmektedir (Tonbuloglu & Aydin, 2015).

Tirkiye’de yonetici yetistirme denildiginde akla gelen Egitim YOnetimi ve
Denetimi (EYD) alanindaki lisansiistii 6rgiin egitim programlarinin niteligine
doniik bircok arastirma bu alanda alinan egitimin ve yapilan akademik calis-
malarin niteligini sorgulamakta ve alandaki uluslararasi gelismelere ayak uydu-
rulamadigimi ileri siirmektedir (Aslan, 2007; Balci, 1993; EYAK, 2009; Giiven
& Tung, 2007; Karadag, 2009; Sezgin, Kavgact & Kiling, 2011). Lisansiistii egi-
tim programlarimin iceriklerinde iilke diizeyinde cagdas gelismeleri yansitacak
sekilde bir biitiinliik saglanamamugtir (Celik, 2002).

Egitim yonetimi alaninda Orgiin egitim goren lisansiistii 6grencilerin yasa-
diklar1 sorunlar, tniversitelerimizin uzaktan egitim icin gerekli alt yapt hizmet-
leri ile bu alanda ders verecek ogretim tyeleri agisindan hazir bulunusluk du-
zeyleri ve YOK’iin egitim yonetimi alaninda uzaktan egitim tezsiz yiiksek lisans
programlarina yonelik olarak akredite Olciitlerini hala belirlememis olmasi gibi
nedenlerle konunun arastirmaya deger oldugu gorilmiistiir. Arastirmada egitim
yonetimi alanindaki uzaktan tezsiz yiiksek lisans programlari bu alanda ders ve-
ren Ogretim tyelerinin gorislerine dayali olarak degerlendirilmistir.

Tirkiye’de Egitim Yonetimi

Egitim yonetiminin Tiirkiye’deki gelisimine ve durumuna bakildiginda, alan
yazinda pek cok kaynakta (Bursalioglu, 2000; Sakaoglu, 2003; Turan, 2000) de-
ginildigi gibi, bazi doniim noktalarinin alanin gelisimini etkiledigi bilinmektedir.
Cumbhuriyet’in kurulmasiyla birlikte 1924’te kabul edilen Tevhid-i Tedrisat Kanu-
nu, John Dewey’in Tiirkiye ziyareti ve yazdig1 rapor, 1926’da 0gretmen yetistir-
mek amaciyla Orta Muallim Mektebinin (simdiki Gazi Egitim Fakiiltesi) agilma-
s1, 1964’te Ankara Universitesi’nde Egitim Fakiiltesi’nin kurulmasi ve sonra yurt
genelinde acilan ilgili fakiilte ve boliimler, Milli Egitim Suralari, Yiiksekogretim
Kurulu'nun kurulmasi ve aldig1 kararlar, yillar iginde kanun ve yonetmelik degi-
siklikleri alana olumlu veya olumsuz etkide bulunmustur (Ozcan, 2014).

1953 yihinda Tiirkiye ve Orta Dogu Amme Idaresi Enstitiisii’niin kurulmasi,
Tirkiye’de kamu yonetiminin ve onun bir alt alani olarak egitim yonetiminin
ayr1 bir alan olarak ele alindigin1 gostermektedir. 1979-1980 6gretim yilindan
itibaren de egitim yonetimi uzmanlik programlari acilmistir. 1962 yilinda ha-
zirlanan Merkezi Hiikiimet Tegkilat1 Arastirma Projesi (MEHTAP) raporunda
Milli Egitim Bakanligi'nda (MEB) 6nemli yonetim pozisyonlarinin égretmenler
tarafindan dolduruldugu; bu oOgretmenlerin egitim yoneticiligi konusunda
herhangi bir egitimden ge¢cmedikleri ve dahasi 6gretmen kokenli yoneticilerin
egitim politikalarina 6gretmen goziiyle bakma egiliminde olduklar1 tespitinde
bulunularak (Ozdemir, 2011), egitim yoneticiliginin 6zel bir uzmanlik isi olmasi
gerektigi, bu alanda yOneticiler yetistirmek tizere tiniversitelerde boliimler agil-
mast Onerilmistir (Cemaloglu, 2005).
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MEHTAP raporunun Onerileri ve 7. Milli Egitim Suras: kararlar1 dogrultu-
sunda iiniversitelerde okul yoneticiligi ile ilgili ilk acilan fakiilte, Ankara Univer-
sitesi Egitim Fakiiltesi olmustur. 1965-1966 6gretim yilinda 6gretime baglamig
olan Ankara Universitesi Egitim Fakiiltesi, bu dénemde alaninda siiresi dort
yil olan ve tiirtindeki tek fakiiltedir. 1982 yilinda adi Egitim Bilimleri Fakiilte-
si olmustur. Bu fakiiltede Egitim YoOnetimi, Teftisi, Ekonomisi ve Planlamasi
Anabilim Dalr'nda Egitim Yonetimi ve Teftisi Bilim Dali, Egitim Ekonomisi ve
Planlamas: Bilim Dali kurulmustur. Bunlari sirastyla Gazi Egitim Fakiiltesi, Ha-
cettepe Universitesi Egitim Fakiiltesi, Istanbul Universitesi Egitim Fakiiltesi, 9
Eyliil Universitesi, Buca Egitim Fakiiltesi, 100. Y1l Universitesi Egitim Fakiiltesi,
Abant Izzet Baysal Universitesi Egitim Fakiiltesi izlemistir. Bu fakiilteler Tiirk
Egitim sisteminin ihtiyaci olan yOnetici, denetici ve uzman ihtiyacini kargilamig-
tir. Ancak YOK’iin 06.11.1997 giin ve B.30.0.000.0.01/534-22449 sayil yazis1 ile
egitim fakiiltelerinin ilgili boliimleri kapatilmig, sadece yiiksek lisans ve doktora
egitimi veren kurumlar olarak varligini siirdiirmektedirler (Cemaloglu, 2005).

Kamu yonetiminin bir pargasi olarak Tirk egitim sisteminde, egitim Orgiit-
lerinin yeniden yapilandirilmasi ve egitim yoneticilerinin yetistirilmesine doniik
bilimsel arayis ve ¢abalar siirdiriilmektedir. Tiirkiye’de yonetici yetistirme ve
atama uygulamalarinda Cumhuriyetin kurulusundan itibaren birincisi “Ciraklik
Modeli”, ikincisi 1970’lerde ortaya ¢ikan ve akademik cevrelerce kabul goren
“Egitim Bilimleri Modeli”, iiclinciisii de 1999°da Milli Egitim Bakanlig: tarafin-
dan uygulamaya konan yonetici atamalarinda bazi ek niteliklerin atamalarda ter-
cih nedeni olarak kullanilmasi modeli olmak iizere {i¢c temel yonelimin hakim
oldugu varsayilabilir. Yetistirme temeline dayanmayan birinci yonelim, meslekte
asil olan 6gretmenliktir anlayisinin sonucu olarak uzun yillar devam etmistir. Egi-
tim yOnetimi alaninin tiniversitelerde calisma alani olarak kendini kabul ettirme-
sinin ardindan yOnetici yetistirme isi adaylarin Orgiit, yonetim, liderlik gibi bazi
alanlarda belirli bir bilgi setiyle donatilmasi ile yeterli goriilmiistiir (Ozdemir,
Kose & Kavgaci, 2014).

Tiurkiye’de egitim yoOneticilerinin akademik olarak yetistirilmesi siirecine
bakildiginda ise baska bir sorunun varlig1 goze ¢carpmaktadir. Okul yOneticisinin
okuldaki insan ve madde kaynaklarini verimli bicimde kullanabilmesi icin, okul
yonetimi kavram ve siireclerini ¢ok iyi bilmesi, bu kavram ve stirecleri davrani-
sa cevirebilmesi icin de bu alanda akademik bir egitim gérmis olmasi gerekti-
gi goriisii (Bursalioglu, 2002), Tiirkiye’de egitim yonetimi alanindaki lisanststii
programlarin oturmus oldugu temel gergeveyi O6zet olarak aciklamaktadir. Bu
cerceveye bagl olarak akademik agirlikli yapilandirilmig programlarin, uygula-
ma boyutunun ayni 6l¢tide desteklenmedigi bircok arastirmaci tarafindan vurgu-
lanan temel bir sorundur (Balci, 1988; Celik, 2002; Karip, 2004).

“Crraklik Modeli’nin yerini “Egitim Bilimleri Modeli”ne birakmasiyla nite-
likli egitim yOneticisi ihtiyac, bilimsel yaklagimlarla ve agirlikli olarak iiniversite-
ler yoluyla giderilmeye calisildi. Bu diisiinceyle iiniversitelerimizde kirk yili agkin
zamandir cesitli adlar altinda ve cesitli diizeylerde egitim yOneticisi yetistirme
programlari agilmaktadir (Oriicii ve Simgek, 2011).
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Uzaktan Egitim ve Uzaktan Egitimde Kalite

Bilisim teknolojilerinde yasanan hizli degisim ve gelismeler egitimin yapi-
st ve bicimini etkilemekle birlikte egitimcileri yeni egitim programlarinin yani
sira farkli 6grenme ve dgretme modelleri gelistirmeye zorlamustir (Isman, 2011).
Bunun sonucunda ortaya ¢ikan modellerden biri olan uzaktan egitim kavramina
yonelik farkli tanimlar bulunmaktadir. Kearsley ve Moore’a (1996) gore uzaktan
egitim, 0grenci ve 0gretmenin zaman ve mekindan bagimsiz oldugu, planh bir
ders programi cercgevesinde yazili ve elektronik iletisim araclarinin kullanildig:
bir grenme tiirtidiir.

Uzaktan egitimin sagladig1 yararlar; firsat esitsizligini en aza indirme, kitle
egitimini kolaylastirarak daha fazla kisinin uzmanlardan yararlanmasini saglama,
egitimde maliyeti dlisiirme, bireysel ve bagimsiz 6grenmeyi saglama, yasam boyu
o0grenme destegi, her tiirlii teknolojiden yararlanarak daha kolay ve hizli iletisim
olarak ozetlenebilir (Kaya, 2002; Senkal & Dincer, 2012). Sagladig: yararlarin
yani sira uzaktan egitimin, 6grencilerin sosyallesmelerini engelleme, uygulamaya
doniik derslerden yeterince yararlanamama, beceri ve tutuma yonelik davranis-
larin gercgeklestirilmesinde etkili olamama, kirsal bolgelerden internete girebil-
menin hala bir sorun olmasi gibi bazi sinirliliklar1 bulunmaktadir (Gokkaya &
Akcicek, 2012; Kaya, 2002).

Kalite kavraminin, kullanim amacina gére ekonomistler tarafindan farkl
algilanarak, degisik sekillerde tanimlandigi goriilmektedir. Juran ve Godfrey
(1998) kaliteyi amaca ve kullanima uygunluk, Crosby (1961) sartlara uygunluk,
Feigenbaum (1956) bir tiriin veya hizmetin bedeli, Ishikawa (1962) en ekonomik,
en kullanigh ve misteriyi daima tatmin eden kaliteli tirtin gelistirmek, Uretmek
ve satig sonrasi hizmetleri vermek olarak tanimlamisgtir (Bursalioglu ve Tezsiirii-
cii, 2013; Ozdemir, 2015; Suarez, 1992). Toplam Kalite Y6netiminin Onciisii ola-
rak goriilen Deming’e gore ise kalite, misterinin gelecekteki beklentilerinin dog-
ru tahminine gore yapilan yeniliklerdir (Naktiyok ve Kiiciik, 2003; Suarez, 1992;
Yilmaz, Ozdil ve Kanar, 2006). ABD’de etkin bir kurulug olan Yiiksekdgretim
Akreditasyon Konseyi (Council for Higher Education Accreditation-CHEA) ise
kaliteyi “amag i¢in uygunluk” olarak tarif etmektedir (CHEA, 2001). Egitim bi-
limleri alaninda kalite ise 6gretimi tamamlama orani, 0grenci performansi ve
6grenme tecriibelerinin degerlendirilmesi gibi nicel bilesenlerin yaninda 6gretim
yontemleri, 6grenme olaylari, materyaller, 6grenme siireci, etkinlikler, icerik
ve Ogrencilere onerilen secenekler gibi nitel bilesenlerin nasil etkili ve verimli
uygulanabilecegine yol gdsteren bir gostergeler biitiinidiir (Cavanaugh, 2002).

Farkli yaklagimlarda uzaktan egitimin kalitesi sonug degil, stirec ya da sunu-
lan hizmet ve materyallerin nitelikleri ac¢isindan ele alinmaktadir. IHEP (2003)
uzaktan egitimde kalitenin Olciitlerini 6grenciye sunulan hizmet ve materyallerin
ozelliklerini temel alarak; kurumsal destek, ders yapisi, ders gelistirme, 6grenme-
Ogretme siirecleri, 6grenci destegi, 6gretim elemani destegi ve 6lcme-degerlen-
dirme boyutlart ile iliskilendirerek, ele almaktadir (Simsek, 2012). CHEA (2010)
inceledigi kuruluslar1 akredite etmek igin 6 standart belirlemis, bu standartla-
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rin akademik kalite glivencesine ve bir kurum veya programin iyilestirilmesine
birincil derecede 6nem verdigini vurgulamigtir. Bir kurumun CHEA tarafindan
akredite edilebilmesi i¢in tasimasi gereken standartlar: 1) Akademik kaliteyi ge-
listirme 2) Hesap verme sorumlulugunu gosterme 3) Uygun olan yerlerde, degi-
siklik ve gerekli iyilestirmeler i¢in 6z-inceleme ve planlama yapmay1 tesvik etme
4) Karar vermede uygun ve adil prosediirleri izleme 5) Akreditasyon uygulama-
sinin devam eden siirecini gosterme ve 6) Yeterli kaynaklara sahip olma olarak
belirlenmistir.

WICHE tarafindan yapilan aragtirmada ise ¢evrimici egitimde kalite stan-
dartlar1 ilk defa Egitim ve Ogretim, Kurumsal Baglam ve Yiikiimliiliik, Olgme ve
Degerlendirme temel alanlar1 dikkate alinarak belirlenmistir. Kurumsal Baglam
ve Yiikiimliliik temel alanin da Rol ve Gorev, Ogretim Eleman1 Destek, Og-
renme Kaynaklari, Ogrenciler ve Ogrenme Hizmetleri, Destek Yiikiimliiliikleri
olarak alt alanlara ayrilarak incelenmistir. WICHE (1995) 16 ilke belirleyerek
gevrimigi egitimde kaliteyi tanimlamaya ¢alismigtir (Uysal ve Kuzu, 2011).

Egitim kurumlarinin, organizasyonlarin, egitimcilerin kaliteli bir ¢evrimigci
egitim sunabilmesi icin kalitenin cercevesini ¢cizmeye yonelik arastirmalar yapan
Sloan-C ise egitimde kalitenin ne denli 6nemli oldugundan yola cikarak, 2002
yilinda Cevrimici Egitimde Kalite icin Elementler basglikli arastirmayi yayinlamis-
tir. Bu arastirmada kalitenin cercevesi belirlenmeye calisilmig ve ¢evrimici egi-
timde kalitenin cercevesi; etkili 6grenme, uygun maliyet, erisim, 0gretim elemani
memnuniyeti ve 6grenci memnuniyeti olmak tizere bes temel alan ile cizilmistir
(Uysal ve Kuzu, 2011).

Yontem

Aragtirma Modeli

Bu calisma nitel arastirma yontemini esas alan, genel tarama modelinde ya-
pilandirilmistir. Tarama modelleri, gecmisteki ya da su andaki bir durumu var
oldugu bicimiyle betimlemeyi amaclayan bir arastirma yaklagimidir. Bu yakla-
simda arastirmaya konu olan olay, birey ya da nesne kendi kosullari igerisinde var
oldugu bicimiyle tanimlanmaya calisilir. Onlar1 herhangi bir sekilde degistirme
ya da etkileme ¢abasi gosterilmez (Karasar, 2007). Nitel aragtirma olguyu ilgili
bireylerin bakis agilarindan gérebilmeye ve bu bakis acilarini olusturan sosyal ya-
piy1 ve siiregleri ortaya koymaya olanak vermektedir (Yildirim & Simsek, 2008).

Calisma Grubu

Arastirmada, ulasilabilen katilimci grubundan amach 6rneklem ve karto-
pu Ornekleme yontemine gore 9’u profesor, 4t docent ve 3’ yardimer docent
olmak iizere 16 Ogretim lyesi ile yari yapilandirilmis goriismeler yapilmistir.
Amacli 6rneklemede arastirmaci ilgili calisma grubunun 6zelliklerini belirler ve
sonra ayni Ozelliklere sahip bireyleri drnekleme almaya calisir (Budak & Budak,
2014). Arastirmaci kimlerin ¢alisma grubuna secilecegi konusunda kendi yargi-
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sint kullannir ve aragtirmanin amacina en uygun olan ¢aligma grubunu belirler
(Balcy, 2007). Kartopu 6rneklemede ise arastirmaya goniillii olarak katilan her
bir katilmcidan, belli 6zellikleri tastyan ve caligmaya katilmaya istekli olan, bir
veya daha fazla kisiyi belirlemesi istenir. Bu 6rnekleme yontemi 6zellikle bulmasi
zor ¢alisma grubundan tyeler segmek istenildiginde faydali olmaktadir (Budak
& Budak, 2014).

Nitel Veri Toplama Aract

Arastirmada nitel veri toplama amaciyla arastirmaci tarafindan gelistirilen
yar1 yapilandirilmig “Ogretim Uyesi Goriigme Formu” kullamilmugtir. Goriigsme
formu olusturulurken Oncelikle arastirmanin amaclar1 dogrultusunda yerli ve
yabanci literatiir ayrintili olarak taranmis ve egitim yonetimi alaninda uzaktan
egitim tecriibesi olan ii¢ alan uzman ile gorigmeler yapilarak konuya iliskin
maddeler belirlenmistir. Uzmanlarin goriisleri dogrultusunda 6 sorudan olusan
goriigme formu egitim bilimleri alan uzmanlar1 ve 6lgme ve degerlendirme uz-
manlarinin yani sira anlam ve anlagilirlik agilardan bir dil uzmani tarafindan da
incelendikten sonra 4 soruya disiriilmiistiir. Daha sonra ¢aligma grubunda yer
almayan iki 6gretim tiyesine uygulanarak kapsam ve bigim agisindan yeterli olup
olmadigi saglanmis ve bu kontrolden sonra goriisme formuna son hali verilmistir.

Ogretim iiyeleri ile yapilan ve ses kayit cihazi ile kaydedilen goriismeler ses
dosyasi olarak bilgisayara aktarilmig ve daha sonra arastirmaci tarafindan desif-
releri yapilmustir. Yar: yapilandirilmig gériisme formu ile yapilan goriismelerden
elde edilen ses verileri Word dosyasina oldugu gibi aktarilmistir. Katilimeilarin
bilgilerini sakli tutmak igin her bir katilimciya kodlar verilmistir. Ogretim iiyele-
rine “OU, (katiimer 1), OU, (katiimer 2)” vb. seklinde OU’den OU,'ya kadar
kodlar verilmistir. Daha sonra Word dosyalar1 Nvivo 8 paket programina yiiklen-
mistir. Paket programda ham verilere betimsel analizi ve icerik analizi yapilmig
elde edilen bulgular tablolara doniistiiriilerek frekanslari ve yiizdeleri ile birlikte
sunulmustur.

Nitel verilerin analizinde tutarliligl saglamak i¢in ya ayni arastirmaci ayni
analizi farkli zamanlarda ya da iki farkli arastirmact ayni analizi yaparak arada-
ki tutarlilik incelenir (Tavsancil ve Aslan, 2001). Bu aragtirmada arastirmaci ve
bir 6lcme ve degerlendirme uzmani ayni analizi birbirlerinden bagimsiz olarak
yapmis, daha sonra farkli kodlanan tema ve alt temalar tekrar gozden gegirilerek
raporlanmuistir.

Bulgular

Egitim Yonetiminin Gelecegine Iliskin Bulgular

Calisma grubundaki katilimcilara “Kiiresellesmenin yani sira teknolojide yasa-
nan hizl gelismeler ve degigen 21. yiizyll egitim paradigmalan goz oniine alindiginda,
egitim yonetimini nasu bir gelecek bekliyor?” sorusu yoneltilmistir. Katilimcilarin
verdikleri cevaplar, goriisme formunda bulunan maddelere bakilarak olusturu-
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lan temalar kapsaminda icerik analizi yapilarak kodlanmig ve ortaya ¢ikan tema-
lar ve goriigler Tablo 1’de sunulmugtur.

Tablo 1
Katiimcilann Egitim Yonetiminin Gelecegine Dair Goriislerine Iligkin Verileri

Temalar Alt Temalar Goriigler n  Katilimel
Bilgiye ulasmada teknolojik 2 007, C")U16
. imkanlar
Tyimser - P
Lisansiistli programlara 2 0u,o0u,
gosterilen ilgi
Batiin etkisi 3 OUz’ OUS, C")U15
Niteliksiz/benzer galigmalar 3 OUZ, OUg, Oﬁ6
Gelecek K 1 —— s 00. 60. 0. Ot
Kétiimser uram-uygulama kopuklugu OU,, OU;, OU,, OU,
ou,,
Mesleklesme sorunu 4 0Ou,0U,0U,,0U,,
MEB-YOK-STK kopuklugu 2 OU,, OU,, OU,,, OU4
Ogretim iyelerinin teknolojik 2 OU,, OU,,

yetersizligi

Egitim yonetimini nasil bir gelecegin bekledigini yoklayan ilk soruya yonelik
katilimceilarin verdikleri cevaplar; “gelecek” temasi altinda “iyimser” ve “kotiim-
ser” olmak iizere iki alt temada incelenmistir. Iyimser alt temasina ait goriisler
“Bilgiye ulagsmada teknolojik imkanlar” (n = 2) ve “Lisansiistli programlara gos-
terilen ilgi” (n = 2) iken kotiimser alt temasina ait goriisler ise; “Batinin etkisi”
(n = 3), “Niteliksiz/benzer ¢alismalar” (n = 3) “Kuram-uygulama kopuklugu”
(n =5), “Mesleklesme sorunu” (n = 4), “MEB- YOK-STK kopuklugu” (n = 2),
“Ogretim iiyelerinin teknolojik yetersizligi” (n = 2) olarak belirlenmistir. Egi-
tim yonetiminin gelecegine iligkin olarak katilimeilarin cevaplari incelendiginde
katilimeilarin biiyiik bir kismimin (n = 15) egitim yonetiminin gelecegine iliskin
karamsar bir tablo ¢izdikleri goriilmektedir.

Egitim yonetiminin gelecegine iligkin iyimser yaklagimlar sergileyen katilim-
cilar (OU OU1 0 OU16) lisansiistii programlara gosterilen ilginin fazla olmasi
(OU7, OU1 4) ve teknolojinin bilgiye ulasmada sagladig: yararlarin (OU7, OU16)
alanin gelisimine olumlu katkilar yaptigin1 belirtmislerdir. Bu konuda katilimei-
lardan OUm’nln “Teknolojik imkanlar sayesinde her istenilen bilgiye aninda ulagi-
labilmekte, aradigumiz herhangi bir makaleye rahatlikla erisebiliyoruz. Bununla be-
raber teknolojik imkdnlar sayesinde her istenlen yerde ve zamanda Ogrencilerimizle
bulugabiliyoruz...” ifadesi teknolojik gelismelerin alana sagladigi katkilarin ya-
ninda uzaktan egitim imkanlarina vurgu yapmaktadir. Katilimcilardan 0U7’nin
“Egitim yonetimi lisansiistii programlara ¢ok yogun bir ilgi var drnegin gecen dénem
sadece bizim iiniversitemize 250 nin iizerinde basvuru oldu. Diger tiniversitelerle bir-
likte bu say: binin tizerinde. Demek ki alana biiyiik bir ragbet var bu ¢ok olumlu bir
gelisme.” ifadesi ise alana biiyiik bir ragbet oldugunu gostermektedir.
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Katilimcilarin yariya yakini yapilan arastirmalarda batinin etkisinin 6n plan-
da oldugu ve calismalarin birbirine benzer ve niteliksiz olduklarina dikkat ¢ek-
mislerdir. Katilimcilardan OUlS’in “Mesela ontimde bir doktora tezi var ve bashgi-
na baktngimda orgiitsel baghlik, is doyumu, tiikenmiglik gibi kavramlan gériiyorum
ve bu li¢ kelimede Amerika’dan terciime edilmistiy, aktaridmistir ve uyarlanmustir.
Halbuki benim baghliginun, adannushginun, kadim geleneklerimdeki yeri nedir?
gibi konularnin calismast gereklidir. O nedenle ben bu teze itibar edecegime gider
Amerika’dan alir bakarim.” ifadesi yapilan calismalarda batinin etkisinde kalindi-
gmnin acik bir gostergesidir. Katilimcilardan (")U2 ve OUS’in konuya yonelik ifade-
leri durumun daha net goriilmesi agisindan Onem tagimaktadir:

OUzz (...) su anki haliyle egitim yonetimi alan1 ve 6gretmen yetistirme alani
basta Amerika ve Ingiltere olmak {izere daha ¢ok batil bilis tarzinin etkisinde
kalarak egitim yonetimi alaninda trettikleri bilgiyi, 6l¢ekleri, modelleri iil-
kemize aktararak ve uyarlayarak bir bilim disbritorliigii yapilmaktadir ve bu
gidis dogru bir gidis degildir. (...) Batili bilis tarzlarina elestirel yaklasarak
kendimize 6zgiin toplumumuza uygun egitimsel ve pedagojik sorunlarimiza
¢ozlim tretecek bir alan kimligine donmemiz gerekir aksi takdirde batidan
aktarma ve c¢evirme seklindeki faaliyetler bizdeki egitim ydnetimi alaninin
Amerikalagsmasindan baska bir sey degildir.

OUS:Ne yazik ki egitim yOnetimi alaninda ¢alisan akademisyenler batinin
¢ok fazla etkisi altisinda kalmislar ve onlari takip eden diger arastirmacilarda
ayni hataya diismiislerdir. Bunun sonucu olarak da ortaya kendi kiiltiiriimiize
ve liderlik anlayisimiza yonelik bir yaklagim gelistiremedik.

Bati’da 6teden beri egitim yonetimin entelektiiel temelleri ve sinirlari tarti-
silmakta olup alanda iiretilen bilginin tekrara dustiigii veya daha Once iiretilen
kavram ve teorilerin yeniden farkli kavram ve teoriler altinda tekrar giindeme ge-
tirildigi ifade edilmektedir (Oplatka, 2009). Katilimcilardan OU,’nin “landaki
aragtirmalarda akademik yiikselme kaygisi on plana ¢ikiyor, daha fazla yayin olmast
amactyla herhangi bir katkist olmayan niteliksiz arasturmalar ¢ogaliyor.” ifadesi ya-
pilan arastirmalarin bilyiik oranda akademik kaygiyla yapilmasi ve iilkenin egitim
sisteminin iyilestirilmesi ve gelistirilmesi adina kullanllamamasini vurgulamasi
bakimindan dikkat ¢cekmektedir. Katilimcilardan ikisinin (OU() ve C)Us) konuya
iliskin ifadeleri durumun daha net bir sekilde anlagilmasi agisindan 6nemli go-
rilmektedir:

006: (...) alandaki aragtirmalar daha ¢ok akademik yiikselme kaygisina da-
yali ¢alismalar (...). Makale sayisinin artmasina yonelik birbirinin benzeri ve
daha ¢ok nicel ¢alismalar yapilmakta.

OUS: (...) alandaki ¢alismalar siirekli kendini tekrar ediyor. (...) yeni galis-
malar kendimize 6zgii kiiltiiriimiize uygun calismalar yapmaliy1z.

399



Fatma Kesik & idris Sahin

Katilimcilardan (")US, OUQ, OUw OUlz’nin belirttikleri gibi kuram ve uy-
gulama arasindaki geleneksel kopukluk Tiirkiye’de kendini daha ciddi bir sekil-
de gostermektedir. Katilimcilardan (")Ul’de bu konuya dikkat cekerek var olan
programlarin daha cok akademik programlar olmasina ve egitim yoneticilerinin
isine yarayacak konular tizerinde durulmadigina dikkat ¢ekmistir. Katilimcilar-
dan OUl ve OU3’1"m goriigleri konu hakkinda ki hassasiyetleri gostermesi agisin-
dan 6nemli goriilmektedir:

©U3: (...) “yOnetici yetistirme programlarinin pratige yonelimli olmasi, do-
layistyla okul yoneticisine sinirli bilgi, beceri ve anlayis kazandirmasi, 21.
yiizy1l egitim kurumlarini yonetmeye, onlara liderlik etmeye yetecek mi?”
Bu soruya “evet” demek pek miimkiin degil. Bu yiizden de 6zellikle de
21.ytizyilda egitim yonetimi, akademik ¢aligma programu ile pratik yonelim-
li calisma programi arasinda bir denge kurmak miicadelesini vermek duru-
mundadir. (...) maalesef iilkemizde kuram ve uygulama arasinda ciddi bir
kopukluk vardir.

OUI: Yaparak ve yasayarak 6grenmeyi gerceklestirmeliyiz. Su anki program-
larimiz daha ¢ok akademik programlar, egitim yoneticilerin isine yarayacak
konular tizerinde durulmuyor. (...) kuram ve uygulama biitiinliigliniin saglan-
masi gerekir. Kuram olmadan uygulama olmaz (...).

Arastirmada alanin gelecegine kotiimser yaklasan akademisyenlerden ba-
zilan1 (OU,, OU,, OU, ve OU,,) egitim ydnetimi alaninin bir meslek olarak
degerlendirilmedigini ve bu durumun alanin gelismesi ve alana verilen 6nemin
artmas1 bakimindan olumsuz bir etki yaptigini belirtmisglerdir. Bu konuda kati-
Iimcilardan OUl 4, un “Egitim yonetimine hala bir meslek olarak bakilmiyor yonetici
atamalarinda dikkate alimmuyor. (...) okul yoneticisinin birkag yligina secildigi, ge-
cici yonetici anlayist hakim ve yonetici atamalarinda sadece miilakata dayall bir ata-
ma daha ¢ok siyasi kimlikleri on plana cikarmakta ve haksiz uygulamalara neden
olmaktadir. Gelisigiizel ¢ikarilan yonetmeliklerle sadece benim gibi diistineni miidiir
olarak atarim anlayismin hakim oldugu bir yerde derseniz zaten okul yoneticiliginin
profesyonel bir meslek olarak degerlendirilmesi diisiiniilemez.” ifadesi yonetmelik-
te yer alan yOnetici gorevlendirme esaslarmin alanin mesleklesmesine yonelik
olumsuz etkilerini gdstermesi bakimindan énemlidir.

MEP’in yOnetici atamalar1 basgta olmak iizere izledigi politikalarin egitim
yonetimi alanini olumsuz etkilemesinde akademisyenler ve sivil toplum kurulus-
lar1 ile olan igbirliginin yetersiz olmasi katihimcilarin (OU3, OUS, OUIO, OU15)
dikkat ¢ektigi bir baska 6nemli sorundur. Katilimeilardan OU10 nun “MEB ile
basta YOK olmak iizere sivil toplum kuruluglan arasinda alana ozgii bir isbirligi
bulunmamakta. Oysaki iiniversiteler, STK lar ve MEB birlikte politikalar olusturma-
Iy, etkin bir egitim yonetimi kuram ve uygulamann birlikte uyum icinde stirdiiriile-
bildigi bir yapr olusturulmali.” goriisii bu soruna isaret etmekte ve olusturulacak
politikalarda basta liniversiteler olmak tizere tiim paydaslarla isbirligi icerisinde
olmanin dnemine deginmektedir. Katilimcilardan (")U3 ise sendikal Orgiitlenme-
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lerin MEB ile siyasi iligkiler kurarak kendi tiyelerini yonetici olarak atadiklarina
deginerek bu durumun egitim yonetimi alaninda yapilan lisanstistii egitim kari-
yer yerine siyasi goriislerin cok daha 6énemli oldugu konusunda goriis bildirmistir.
Ozdemir (2013) bu yaklagimin egitim yonetimi egitiminin kredilendirilmedigine
sebep oldugunu belirmektedir.

Katilimeilardan OUB’iin “Teknolojik alandaki gelismeler su anki Ogretim
tiyelerini agikgasi zorluyor ve 6gretim tyeleri yeni teknolojileri kullanmaktan kact-
nworlar. Teknolojiyi islevsel kullanamiyoruz yeni nesil bizlerden ¢cok daha iyi kullani-
yor teknoloji okuryazar olan bir nesil gerekiyor ve bu nedenle egitim yonetiminin ¢cok
ciddi bir doniistim gergeklestirmesi gerekiyor.” ifadesi 6gretim iiyelerinin teknoloji
kullanima yonelik olarak kendilerini gelistirmeleri gerektigine vyrgy yapmakta-
dir.

Egitim Yonetimi Uzaktan Tezsiz Yiiksek Lisans Programlarina Yonelik Goriisleri

Caligma grubundaki katilimeilara “Egitim yonetimi alan uzmani olarak egitim
yonetimi uzaktan tezsiz yiiksek lisans programlanmn kalitesini nasil degerlendiriyor-
sunuz?” sorusu sonda sorulari ile birlikte yoneltilmistir. Katilimcilarin verdikleri
cevaplar goriisme formunda bulunan maddelere bakilarak olusturulan temalar
kapsaminda icerik analizi yapilarak kodlanmig ve ortaya cikan temalar ve goriis-
ler Tablo 2’de sunulmustur.

Tablo 2
Kanlimcilanin Egitim Yonetimi Uzaktan Tezsiz Yiiksek Lisans Programlarinin
Kalitesine Yonelik Goriiglerine Iligkin Verileri

Temalar Goriisler n  Katilimei
Gerekli ve Egitimde firsat esitligi 20U, 0U,
Yayginlastinlmali  Mesleki ve kisisel geligimi saglamast 3 OU,, OU,, OU,
Programlarin niteligi 7 0Oy, OU,, Oy, OU,,
ou,, 0u,, 0U,,
Ticari kaygi gozetilerek agilmalari 8 OUl, OU2, OU3 OUS,
ou,, Oy, OU,,,0U;
Sorunlu ve Program acma kriterlerinin olma- 4 OU 1 OUS, 0U7, 0U13
Kalitesiz masi
Ogrenci secme kriterlerinin 3 0Ou,o0u,0U,,
olmamasi
C)lgme ve degerlendirmede yasanan 5 OU3, C)US, OUB, OUlS,
sorunlar OoU,,

Egitim yOnetimi uzaktan tezsiz yiikksek lisans programlarina yonelik goriisle-
rinin soruldugu ikinci soruya katilimcilarin verdikleri cevaplar; “Gerekli ve Yay-
ginlagtirilmal” ve “Sorunlu ve Kalitesiz” olmak iizere iki temada incelenmistir.
Gerekli ve Yayginlastirilmali temasina ait goriisler “Egitimde firsat esitligi” (n =
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2), “Mesleki ve kisisel gelisimi saglamasi1” (n = 3) olarak belirlenmistir. Sorunlu
ve Kalitesiz temasina ait goriisler ise; “Programlarin kalitesizligi” (n = 2), “Ticari
kaygi gozetilerek agilmalar1” (n = 2), “Program a¢gma kriterlerinin olmamasi” (n
= 4), “Ogrenci segme kriterlerinin olmamasi” (n = 3) ve “Olg¢me ve degerlendir-
mede yasanan sorunlar” (n = 5) olarak belirlenmistir. Egitim yonetimi alaninda
acilan uzaktan tezsiz yiiksek lisans programlarina iligkin olarak katilimcilarin ce-
vaplari incelendiginde katilimeilari biiyiik bir kismmin (n = 14) programlarin
gereksiz ve kalitesiz oldugu ve kapatilmalar1 yoniinde goriis bildirdikleri goriil-
mektedir.

Egitimde firsat esitligi saglanmasi bakimindan bu tiir programlarin 6nemine
vurgu yapan katilimeilar alandaki yeniliklerden herkesin haberdar olmasi acisin-
dan en verimli yollardan biri olarak uzaktan egitim programlarini 6nermektedir-
ler. Katilimeilardan OUﬁ konu ile ilgili olarak “Bu tiir programlar iilkenin neresin-
de olursa olsun idarecilerin ve dgretmenlerin egitim yonetimi alaninda yiiksek lisans
diizeyinde Ggretim gormesi acisindan ¢ok 6nemlidir. Isteyen herkesin alandaki
giincel gelismelerden haberdar olmasi 6zellikle egitimin her alaninda firsat
esitligi saglanmasi acisindan da biiylik Onem arz etmektedir. Bu tiir programlarin
hem egitim yOnetimi alaninda hem de diger alanlarda yayginlastiriimasi ve
kontenjanlarinin artmasi gerektigini diigliniiyorum.” ifadesi ile uzaktan tezsiz
yiiksek lisans programlarinin herkese ulagim agisindan dnemine ve yayginlasti-
rilmasi gerektigine vurgu yapmaktadir. OU4’ﬁn ise “Gerek ogretmenlerin gerekse
idarecilerin hem kigisel hem de mesleki gelisimleri icin egitim diizeylerinin yiikseltil-
mesi gereklidir bu da uzaktan tezsiz yiiksek lisans programlarimin yayginlastindmast
icin onemli bir etkendir.” ifadesi kisisel ve mesleki gelisim agisindan programlarin
yayginlastirilmasinin dnemine vurgu yapmaktadir.

Egitim yonetimi alaninda uzaktan tezsiz yiiksek lisans programlarini sorunlu
ve kalitesiz bulan ve kapatilmasi gerektigini diigtinen katilimcilar bu program-
larin amaca hizmet etmekten uzak olduklari yoniinde gorts bildirmislerdir. Bu
programlari sorunlu ve kalitesiz bulan katilimcilarin cogunlugu (n = 7) program-
larin alanin itibarini zedeledigini belirmektedirler. Katilimcilardan ikisinin konu
ile ilgili goriisleri 6Gnemli goriilmektedir:

C")US: “Su an ydriitilen uzaktan tezsiz yiiksek lisans programlarimin niteligi-

nin ciddi anlamda sorgulanmasi gerekir. Yiiz yiize programlarda bile istenilen

kaliteyi yakalayamazken uzaktan egitim ile beklenen kaliteyi yakalamamiz
miimkiin degildir. Var olan programlar daha ¢ok iilkenin egitim diizeyini yiik-
seltmek amactyla yapilmis olup iiniversitelere ek gelir saglamaktadir.”

Ong “Oncelikle egitim ydnetimi alaninda ne kadar uzman birey var ne kadar
ogrenciye gercekten kaliteli egitim verebiliriz hesaplamalarini yapmaliyiz,
amag ve hedeflerimiz basta olmak lizere var olan programlari tezli/tezsiz,
uzaktan veya yiiz yiize hepsini yeniden gozde gegirmeliyiz. Uzaktan tezsiz
ylksek lisans programlar1 sadece sertifika sahibi olmak ya da ydnetici ata-
malarinda birka¢ puan fazla alacagim denilerek yapilmamali. Bu programlar
basit powerpoint sunular1 seklinde gergeklestirilmemeli.”
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Katilimcilardan OUl [ in “Var olan programlar amaca hizmet etmemekle birlik-
te herhangi bir on aragtirma yapilmadan tezli yiiksek lisans derslerinin adi degistirile-
rek hatta ¢ogu kez adi bile degistirilmeden uzaktan egitimle verilmeye calismaktadir
ki bu dogru ve isabetli bir yaklasim degildir. Buradaki amacin pastadan bende gerekli
payumt alayim diisiincesi oldugu agiknir:” ifadesi yiiriitiilen uzaktan tezsiz yiiksek li-
sans programlarinin belirlenen amaclar gerceklestirmekten ziyade ticari amacla
acildiklarini géstermesi agisindan 6nemlidir. Egitim yonetimi alaninda yiiriitiilen
tezli ve tezsiz yiiksek lisans programlarinda acilan derslerin karsilastirildig: bir
arastirmada (Karatas, 2014) bu programlarin belirlenen amaclari karsilamaktan
¢ok uzak olduklari ve programlarin saghkl bir ihtiya¢ analizi yapilmadan acildi-
g1 sonucuna ulagiimistir. Katimeilari bu konuya iligkin hassasiyetleri OU ve
OU in goriiglerinden yapilan iki aktarimda daha net bir sekilde goriilebilir:

OU2 :“Bunlar ticari yapilardir ve ticaretin oldugu yerde kalite olmaz. Egitim
yonetimi alanindaki uzaktan Yiiksek lisans programlar: bir ¢esit farkindalik
egitimleri gibidir. Oysaki bunlarin tek ¢iktisi para kazanmaktir. Yiriitilen
programlar tamamen ticarilesmistir buda programlari ciddi anlamda tartigilir
hale getirmistir.”

OU5 :“Bu programlart asla onaylamiyorum ¢iinkii ucuz, piyasaci ve yiiksek
lisans programlarint degersizlestiren bir yaklasim olarak tarihte yerini al-
mustir/ylritilmektedir. Bu programlar var olan ve yiiz yiize egitim yonetimi
programlarinin itibar kaybina ugratmistir.”

Katilimcilarin énemli bir kismi (n = 8) YOK’un genelde uzaktan egitimde
Ozelde ise egitim yonetimi uzaktan tezsiz yiiksek lisans programlarina yonelik
izlenebilir ve Olcilebilir kriterler getirmesi gerektigini belirtmislerdir. Katilimci-
lardan OU13’1"1n “Herkes program agmamaly, asgari kriterler belirlenmeli. Kurumun
yeterli derecede ogretim elemant olmali ve hem fiziksel hem de teknolojik acidan
progranu sorunsuz yuirtitebilecek alt yapiya sahip olmast gerekir. Uzaktan egitim
programlarmi YOK sadece sayt ile sinurlyor. 3 ogretim elemant olan programu agi-
yor. Kalite agisindan herhangi bir kriter getirmiyor. Tiim bunlarin sonucunda ortaya
kalitesiz kime/neye hizmet ettigi bilinmeyen uzaktan tezsiz yiiksek lisans programlar
¢tkiyor” ifadesi program agmadan Once kurumun sahip oldugu niteliklerin deger-
lendirilmesi ve 6gretim elemanu, fiziksel ve teknolojik imkanlar acisindan asgari
kriterler getirilmesinin dnemine vurgu yapmaktadir. Yiikksekogretim kurumlari-
nin uzaktan tezsiz yliksek lisans programlarina bagvurularda aranan sartlar in-
celendiginde tek sartin adaylarin herhangi bir lisans diplomasina sahip olmala-
1 oldugu goriilmektedir. Bu konu katilimcilarin dikkat cektigi bir diger 6nemli
sorunu tegkil etmektedir. Uzaktan tezsiz yiiksek lisans programlarina 0grenci
seciminde herhangi bir kriter bulunmamasi hususunda OUl’in “Yiiksek lisans
programlart belirli bir alanda uzmanlagsmak isteyen kisiler icin vardir ve bu program-
lara basvuran adaylar icin belirli kriterler;, ALES, YDS gibi, bulunmaktadir. Uzaktan
tezsiz yliksek lisans programlart da bu amacla acilmalarina ragmen bu programlara
ogrenci seciminde hicbir kriter bulunmaz. Ogrenci kalitesi program kalitesini etkiler
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bu nedenle bu programlara ogrenci secerken mutlaka diger lisansiistii programlarda
oldugu gibi kriterler getirilmelidir.” ifadesi 6grenci se¢iminin dnemini vurgulamasi
bakimindan 6nemlidir. Biilbiil (2003) lisansiistii 6gretime 6grenci se¢iminde kul-
lanilan ol¢iitlerin degerlendirildigi arastirmasinda benzer soruna dikkat ¢ekmis
ve lisansiistlii programlara 0grenci se¢ciminde var olan kriterlerin ilgili 6gretim
elemanlar tarafindan uygun bulunmadigini belirtmistir.

Katilimcilarin dikkat ¢ektigi bir diger Onemli sorun ise 6lgme ve degerlen-
dirmeden kaynaklanan verimsizlik. Bu tiir programlarda genellikle verilen proje
Odevleri ile 6grenci basarisinin degerlendirildigini belirten katilimcilar 6devlerin
bastan savma yapilmasi, birbirinin kopyasi olmasi, internetten kopyala-yapistir
biciminde hazirlanmasi gibi sorunlara deginmislerdir. Katiimcilardan OU3’1'in
konu ile ilgili asagidaki ifadesi 6nemli goriilmektedir:

OUS: Mevcut programlarda verilen ddevler tamamen internet iizerinden kop-

yala yapistir seklinde hazirlantyor. Ogrenci baska birinin 6devini birebir kop-

yalayip gonderiyor ve sifir aliyor fakat utanmadan 6devim ulagsmadi m1 diye
sorabiliyor. 5-10 sayfalik bir proje 6devi yapmaktan usantyor.

Kullanulan 0gretim Yonetim Sistemine (OYS) Yonelik Goriigleri

Calismagrubundakikatilimecilara“Uzaktantezsizyiikseklisansprogramustiresin-
ce kullandiginiz Ogretim Yonetimi Sistemi ile ilgili goriisleriniz nelerdir?” temel sorusu
(a) Olumlu Ozellikler ve (b) Olumsuz Ozellikler olmak iizere sonda maddeleri
ile yoneltilmistir. Katilimcilarin verdikleri cevaplar goriisme formunda bulunan
maddelere bakilarak olusturulan temalar kapsaminda igerik analizi yapilarak
kodlanmuis ve ortaya cikan temalar ve goriisler Tablo 3’te sunulmustur.

Tablo 3
Kanlimeilanin Kullandiklar Ogretim Yonetim Sistemine Yonelik Goriiglerine
Lliskin Verileri

Temalar Gortisler n  Katilimel

Kullanim kolaylig 4 OU3, (")UH’ OUu,
OU,,

Mesajlagsma modiilii 2 (5U7, OUm

Olumlu Ozellikler ~ Iceriklerin paylasilabilmesi 3 OUL OU4, OU16
Beyaz tahta ve ekran paylasma 6zel- 5 OU, OU, OU, OU,,
ligi ou,,
Sinav modiilii 3 0OU,0U,,0U,

Ogrenen-ogreten etkilegimsizligi 3 OGS OUS Oﬁg

Olumsuz Ozellikler - T
Gorintili sohbet imkani olmamas: 3 OU3~ OU,; OU,;

Uzaktan tezsiz yiiksek lisans programinda kullandiklar1 OYS ile ilgili go-
riglerinin soruldugu tgiincii soruya katiimeilarin verdikleri cevaplar; “Olum-
Iu Ozellikler” ve “Olumsuz Ozellikler” olmak tizere iki temada incelenmistir.
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Olumlu Ozellikler temasina ait goriisler, “Kullanim kolayhg1” (n = 4), “Mesaj-
lasma modiilii” (n = 2), “Iceriklerin paylagilabilmesi” (n = 3), “Beyaz tahta ve
ekran paylagsma 6zelligi” (n = 5) ve “Sinav modiilii” (n = 3) olarak belirlenmistir.
Olumsuz dzellikle temasina ait goriisler ise “Ogrenci-ogretici etkilesimsizligi” (n
= 3), “Gorintili sohbet imkani olmamas1” (n = 3) olarak belirlenmistir.

Uzaktan egitimde kullanilacak OYS’nin secilmeden énce nasil bir egitim
hizmetin sunulacagmin belirlenmesi ve ihtiyaca gbre se¢im yapilmasi oldukca
onemlidir. Kaynaklarin etkin kullanimi agisindan secilecek OYS’nin hem 6gre-
nenler hem de Ogretenler agisindan kolay ve hizli erisilebilir olmasi, kullanim
kolaylig1, esneklik gibi olciitlerin degerlendirilerek ele alinmasi gerekir. OYS
tizerine yapilan arastirmalar (Altiparmak, Kurt ve Kapidere, 2011; Arslan, 2013;
Gokeen, Siirek, Korkmaz ve Kantar, 2013; Ozan, 2008; Ozarslan, 2008) ince-
lendiginde sistemlerin en 6nemli 6zelliklerinin baginda kullanimlarinin kolay ve
anlagilabilir olmasinin geldigi goriilmektedir. Katilimeilarin biiyiikk ¢ogunlugu
(n=8) da kullandiklari sistem icin cok fazla IT bilgisine gerek olmadigini, siste-
min kullaniminin ¢ok kolay ve anlagilabilir oldugunu belirtmislerdir. Bu konuda
katilimcilardan OU 14 Un gortgleri 6rnek olarak verilebilir:

OU] 4. “Bazen teknoloji kullanimina y6nelik 6n yargili olabiliyoruz, bende
sistemi ilk gordiigiimde zorlanacagimi diistinmiistiim ancak sistemin kulla-
nimiin ¢ok kolay oldugunu gordiim. Simdi rahatca sistemi kullanityorum.
Baslarda sadece dersleri sunu seklinde veriyorken zamanla farkli 6zellikleri-
ni de kesfederek dersin daha etkili islenebilmesi i¢in bu &zelliklerinden ya-
rarlantyorum.”

Ogretim yonetim sistemlerinin sundugu hizmetlerden en cok kullanilani
ozellikle cevrimigi kullanicilar arasindaki iletisim ve etkilesimi saglamay1 amac-
layan mesajlagma 6zelligidir. Mesajlagma modiilii ile es zamanli dersler sirasinda
Ogrenen-Ogreten arasindaki iletisimin saglanmasinin yaninda kullanicilar ders
dis1 zamanlarda birbirleri ile mesajlagarak iletisime gegebilmektedirler. Katilim-
cilar mesajlagma 0zelligini en ¢cok cevrimici ders esnasinda kullandiklar1 yoniinde
sim kurmak adina olmazsa olmaz bir ozellik. Ders esnasinda mesajlasarak iletigime
geciyoruz ancak ogrenci sayisimin fazla olmast nedeniyle bir 6grencinin sorusunu
cevaplarken digerlerinin sorduklart sorulari ya da goriislerini o an icin kagirabiliyo-
rum. Neyse ki mesajlarin kaydedilmesi ozelligi sayesinde diger mesajlar istedigim za-
man gorebiliyor ve notlarimu ona gore alyyorum.” ifadesi ile mesajlagsma 6zelliginin
O6nemini belirtmenin yaninda mesajlarin kayit altina alinmasi 6zelligi sayesinde
ogrencilerden gelen doniitleri ve onlarin konu ile ilgili sorularinin istenilen za-
manda incelenebilmesinin miimkiin olduguna vurgu yapmaktadir.

Uzaktan egitim siirecindeki en 6nemli konularinin baginda 6grenme icerik-
leri gelmektedir. Ogrenme Icerigi, biitiiniiyle bir ders, ders malzemeleri, icerik
modiilleri, derse iliskin 0grenme nesneleri, bilgi kaynaklar1 ve siireli yayimlari
ifade etmektedir. Icerigin kalitesi uzaktan egitim sistemlerinde egitim kalitesini
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belirleyen etkenlerin baginda gelmektedir (Isman, 2011). Web tabanli ortamda
hizmet veren 6grenim yonetim yazilimlarinin cogu web tabanli icerik gelistirme-
ye imkan tanimamaktadir. Katilimeilar igerik gelistirmede sorun yasadiklarini
bu konuda kendilerine yeterince destek verilmedigini belirtmekle beraber ge-
listirilen igeriklerin dgrencinin istedigi zaman ulasmasina imkan verecek sekilde
depolanmasi ve gerektiginde paylasiimasini 6gretim yonetim sisteminin 6nemli
bir 6zelligi olarak vurgulamaktadirlar. Katilimcilardan OU 16 n konuya yonelik
goriigleri 0rnek olarak gosterilebilir:

OUM: “Ierik gelistirmek bash basina biiyiik bir sorun olarak karsimiza ¢ikmak-
tadir. Clinkii sadece basit bir sunu yapilarak islenen dersler 6grenciler tarafindan
elestirilmekte ve dersin verimliligini olumsuz etkilemektedir. Icerik gelistirmede
kurumsal destek yeterli degildir. (...)Gelistirdigimiz igerikleri sisteme yiikleme-
de herhangi bir problem yasamiyoruz. Bu igeriklerin dijital ortamda saklanmasi
ve dgrenci ile paylasilmast sistemin 6nemli 6zelliklerindendir.”

Katilimcilardan 0U3 OUG OUg OUw OU12 cevrimici derslerde dgretenler
ile 6grenenler arasinda iletisim ve etkilesimi saglamanin bir diger yolu olarak
beyaz tahta uygulamasina ve ekran paylasim 6zelligine deginmektedir. Katilimci-
lardan 0U6 “Cok etkili buldugum ve en begendigim ozellikleri arasinda beyaz tahta
uygulamasint sayabilirim. Hem beyaz tahta uygulamast hem de ekran paylasim ézel-
liklerinin birlikte calismayi tegvik etmesi, igbirligi acisindan cok faydali oldugunu
diigtiniiyorum. Bu ozellikleri sayesinde tiim ogrencilerin derste aktif olmasint sag-
layabiliyorum.” geklindeki goriisii sanal simif yonetimi agisindan beyaz tahta ve
ekran paylasim ozelliklerinin 6nemini vurgulamaktadir.

Tim egitim sistemlerinde oldugu gibi uzaktan egitimde de aktarilan bilginin
ogrenci tarafindan ne derecede alinabildigini ortaya koymak igin sinav ve testler
yapilmaktadir. Sinavlar icin iki farkli yontem tercih edilmektedir. Bunlardan
biri donem ya da egitim sonunda 6grencilerin bir merkezde toplanarak sinava
tabi tutulmalari bir digeri ise ¢evrimigi sinavlardir (Arat ve Bakan, 2011 ). OYS
programlari egitimcilere kolayca sinav hazirlama olanagi sunacak sekilde tasar-
lanmiglardir. Genelde sistemin kurulumunda standart olarak gelen sinav modiil-
leri bu is icin yeterli olmaktadir. Ayrica gelistirici kitlesi tarafindan hazirlanmig
cesitli sinav modiilleri de sisteme eklenebilir. OYS’lerin modiiler yapisi sayesin-
de bu tip iglemler kolayca yapilir. Sinav sonuglar1 ve diger istatistikler (6grenci-
nin derse devami, basar1 durumu, vs.) sistem tarafindan ayrintili olarak tutulur
ve istenildigi zaman bu veriler sayisal ya da gorsel olarak gériintiilenir (Arslan,
2013). Katihmcilardan OU,, “Uzaktan egitimde en onemli sorunlanin baginda si-
navlar gelmektedir. Hem verilen egitime uygun simavlarn yapilmas: hem de simavla-
nn giivenligi ¢okca tartisilan ve elestirilen konular arasinda gelmektedir. Sinav ha-
zirlama kismu ise ogretim yonetim sistemlerinin sinav modiilleri sayesinde ¢ok basit
bir gekilde gerceklesebilmektedir. Bu modiil sayesinde ¢coktan secmeli veya acik uclu
olmak iizere istenilen tarzda sinavlar hazirlayabiliyoruz.” ifadesi uzaktan egitimde
sinav hazirlamanin rahatlikla yapilabildigi ancak sinavin giivenligini saglamanin
zor oldugunu vurgulamaktadir.
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Katilimcilardan (")Us’il} “Ogrenci ile ogreten arasindaki etkilesimin en az
diizeyde gerceklestirilebilmesi Ogrenim Yonetim Sisteminin en olumsuz ozelliklerin-
den biridir. Kullandiginuz sistem daha ¢ok ogreten merkezli bir ortam sagladigindan
ogrenci ile aramuzdaki iletisim ve etkilesim istenilen seviyede degildir. Ogrenciler so-
rularmni ya da soylemek istediklerini yazarak ifade etmektedirler bu da beraberinde
iletisim sorununun getirmektedir.” ifadesi iletisim ve etkilesim kurmada yaganan
sikintilar1 gostermesi agisindan dnemli goriilmektedir.

Katilimeilardan 003 “Ogrencileri goremememiz sistemin eksikligi bana
gore ciinkil biz ders anlatiyoruz ama 6grenci dinliyor mu, hatta ekran baginda mi1
onu bilemiyoruz. Elbette ki bu durum katilimcilarin sahip olduklari baglanti hiz1
gibi baz1 donanimsal 6zellikler ile alakali ancak bence giiniimiiz teknoloji ile cok
fazla ozellik gerekmeden iyi kalitede karsilikli olarak birbirimizi gorebilmeliyiz.”
ifadesi ile sadece 6grencilerin 6greteni gdormesine karsilik kendilerinin 6grencile-
ri gdrememelerini sistemin olumsuz bir 6zelligi olarak dile getirmistir.

Egitim Yonetimi Uzaktan Tezsiz Yiiksek Lisans Egitiminin Gelistirilmesine Yonelik
Alinabilecek Onlemlere Yonelik Goriigleri

Calisma grubundaki katilimcilara “Egitim yonetimi uzaktan tezsiz yiiksek li-
sans egitiminin gelistirilmesine yonelik alinabilecek onlemler/tedbirler yonelik goriis-
leriniz nelerdir?” sorusu yoneltilmistir. Katilimcilarin verdikleri cevaplar goriisme
formunda bulunan maddelere bakilarak olusturulan temalar kapsaminda icerik
analizi yapilarak kodlanmis ve ortaya ¢ikan temalar ve goriisler Tablo 4’te sunul-
mustur.

Tablo 4
Kanlimcilanin Uzaktan Tezsiz Yiiksek Lisans Programlarimn Geligtirilmesine Yone-
lik Goriiglerine Iliskin Verileri

Tema Goriigler n  Katilimel
Karma egitim 4 0OU, 0U,0U,,0U,,
Bagimsiz akreditasyon kurumu 3 Oﬁl, O(JS, 0012
Politikalar Ogretim iiyelerine yonelik materyal 2 OU7, OU15
gelistirme egitimi
MEB tesviki 2 0y, 0U,

Egitim yonetimi alanindaki uzaktan tezsiz yiiksek lisans programlarinda var
olan sorunlara ¢6ziim olabilecek politikalarin soruldugu dordiincii soruya kati-
Iimcilarin verdikleri cevaplar; Politikalar temasi altinda incelenmistir. Temaya
ait goriisler, “Karma egitim” (n = 4), “Bagimsiz akreditasyon kurumu” (n = 3),
“Ogretim iiyelerine yonelik igerik gelistirme egitimi” (n = 2) ve “MEB tesviki”
(n = 2) olarak belirlenmistir.

Katilimcilar egitim yOnetimi alanindaki lisansiistii derslerin bazilarimin
uzaktan egitim ile verilmesi gerektigini ancak mutlaka yiiz yiize verilmesi gere-
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ken dersler de oldugundan en iyi model olarak karma egitim modelini 6nermek-
tedirler. Katilimeilardan (")U11 “ Ogrenciler ile olan etkilesimin saglikli olmasi
acisindan seslerin ve mimiklerin geri bildirim kaynagi olarak 6nemi ¢ok biiytiktiir.
Bu nedenledir ki sadece uzaktan Ogretimin egemen oldugu bir programin
benimsenmesi diisiiniilemez. Bu yiizden uzaktan 6gretimle verilebilecek bilgiye
dayali baz1 dersler uzaktan 0gretim teknolojisiyle, diger dersler ise yiiz yiize
verilmelidir. Uzaktan tezsiz yiiksek lisans programlan mutlaka yiiz yiize egitim ile
desteklenmesi gerekir.” ifadesi 6grenci ile etkilesimine vurgu yaparak uzaktan egi-
timde 6greten — 0grenci etkilesimsizliginin karma model ile ortadan kaldirilarak
daha etkili bir 6grenme gergeklestirilebilecegini belirtmektedir. Karma 6grenme
yontemi ile 6grenciler uzaktan egitimin getirdigi terk edilmislik ve izolasyon his-
sinden kaynakl sorunlarla daha az karsilastiklarindan, 6grenciler topluluk his-
si gelistirmekte ve daha etkili 6grenmeler gerceklestirmektedirler (Dogan vd.,
2011). (")U3 ise “Hem var olan yiiz-yiize lisansiistii programlarimin hem de uzak-
tan tezsiz yiiksek lisans programlarnnin karma model ile verilmesi gerekmektedir.
Boylelikle daha etkin ve verimli bir dersler yapilabilecegini diigiiniiyorum. Ozellik-
le kuramsal bilginin dogrudan verildigi dersler uzaktan egitim ile verilebilir Bunun
disinda tartigma ve uygulama agirlikly dersler ise yiiz yiize verilmelidir.” goriist ile
konuya farkl bir sekilde yaklagmakta ve yiiz yiize gerceklestirilen programlarda
da uzaktan egitim teknolojilerinden yararlanmanin énemini vurgulamaktadir.

Tiirkiye’de YOK biinyesinde bir akreditasyon kurumunun olusturulmasi
veya YOK’ten bagimsiz bir akreditasyon kurumunun kurulmasina yonelik fark-
It goriigler ve Oneriler bulunmaktadir (Aktan ve Gencel, 2007; Ergiider, Sahin,
Terzioglu ve Vardar, 2009; Giir ve Ozer, 2012). Ancak bu goriisler incelendiginde
YOK biinyesinde veya YOK’ten bagimsiz da olsa mutlaka bir akreditasyon ku-
rumunun olmasi ve akreditasyon siirecinin saglikli bir sekilde yiiriitiilmesi konu-
sunda birlestikleri goriilmektedir. Katilimeilarin konuya dair hassasiyetleri OUI
ve OUg’den yapilan aktarimlarla daha net bir sekilde gortilebilir:

OU] : “Uzaktan tezsiz yliksek lisans programlari i¢cin mutlaka bir akreditasyon
stireci baslatilmali. Her 6niine gelenin uzaktan tezsiz yiiksek lisans agmasinin
oniine gegilmeli. Bu siireci yiiriitecek YOK ten bagimsiz akreditasyon ku-
rumlari kurulmali ve kurumlarin/programlarin belirlenen kalite standartlarimi
ne Olglide gergeklestirdikleri belirlenmeli. Kaliteden 6diin evren kurumlar/
programlar ise mutlaka kapatilmali.”

OUy: “Su an var olan programlar sertifika dagitim merkezleri gibi ¢alismakta.
Ne denetim ne de herhangi bir degerlendirme s6z konusu. Bunlarin 6niine
nasil gecebiliriz? Elbette bagimsiz akreditasyon merkezleri bir ¢6ziim olarak
karsimiza ¢ikiyor. Ancak burada dikkat edilmesi ve unutulmamasi gereken
bu programlarin daha en bastan agilmalarina yonelik izin veren YOK iin ge-
rekli alt yap1 ve 6gretim elemant olmayan kurumlara izin vermemesi gerek-
tigidir. Belirlene kriterleri saglayan ve program a¢gma izni alan kurumlarin
daha sonra ytiriittiikleri stire¢ dikkatlice belirli periyotlarla izlenmelidir.”
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Katilimeilar uzaktan egitimde kalitenin yakalanmasi igin materyal gelistir-
menin 6nemine vurgu yapmakta ve kaliteli icerigin 6grenciyi pasif olmaktan kur-
tardig1 ve derste daha istekli oldugu yoniinde goriis belirtmektedirler. Katilime-
lardan OU 15 Uzaktan egitimde kalite hazirladigimiz icerik ve onu sunug seklinizle
birlikte gelmektedir. Ancak kaliteli igerik gelistirmek kolay degildir, her seyden énce
cok zaman almaktadir: Ogretim iiyelerinin da bu konuda cok istekli olmadiklarin
gortiyorum ¢iinkii teknolojiyi kullanmada zaten sorunlar yasiyoruz. Bu nedenle 6g-
retim liyelerine icerik gelistirme kursu ve materyal gelistirme safhalannda kurumsal
destek verilmesi gerektigini diisiiniiyorum. Icerik gelistirmede kullanilan resim vb.
ogeler icin de telif sorunu yasamamak icin icerik havuzu olusturulmasimin faydall
olacagi kanaatindeyim.” ifadesi ile 6gretim materyali gelistirmenin dnemine ve
bu konuda yasanan zorluklara dikkat ¢ekmesinin yani sira telif sorununa vurgu
yapmaktadir. OU7’nin “Ogretim iiyelerinin uzaktan egitim konusunda kendilerini
egitmeleri gerekmektedir. Uzaktan egitimde ders verecek hocalarimiz gerek zaman
almast gerekse bu konuda kendilerini yeterli hissetmedikleri gibi nedenlerle ¢ogu
zaman icerikleri asistanlarnina hazirlatabilmektedirler. Ders verecek akademisyenle-
re mutlaka materyal hazirlama kursu verilmeli ve telif haklan konulannda sorun
yasanmamasti icin de kurumsal destek saglanmaldir. Gelistirilen iceriklerin belirli
periyotlarla giincellenmesi de biiyiik onem tagimaktadw.” ifadesi uzaktan egitimde
ders verecek olan dgretim iiyelerine materyal hazirlanmasina yonelik egitim ve-
rilmesinin gerekli olduguna dair goriisleri gliclendirmektedir.

Katilimeilarin 6nemle itizerinde durduklar: bir bagka konu yiiz yiize veya
uzaktan lisansiistii egitimlere karst MEB’in genellikle personeline kolaylik sag-
lamadigidir. Milli Egitim Bakanhg Izin Yonergesinde yapilan son degisiklikler-
de katilimcilarin bu goriisiinii desteklemektedir. Yonergenin ilgili maddesinde
(Madde 18) yer alan “Yiiksek lisans égrenimine devam edenlere, gorevierini aksat-
mamak kaydiyla haftada iki yarnm giin izin verilebilir. Ogretmenlerin ders saatleri,
bu 6grenimlerine devam edebilmelerine olanak verecek sekilde diizenlenir.” ifadesi
“Lisansiistii 6grenimine devam edenlere, gorevierini aksatmamak sartiyla, izin veril-
mesi hususunda gerekli kolaylik saglanur. Ogretmenlerin ders programlan, lisansiis-
tii ogrenimlerine devam edebilmelerine imkan verecek sekilde diizenlenir” seklinde
degistirilmistir. Bu degisiklik ile lisansuistii egitim yapacak personelin izni amiri-
nin inisiyatifine birakilmigtir. Uzaktan egitim tezsiz yiiksek lisans programlarinin
MEB nezdinde kabul gdrmedigini belirten katilimcilar, bu durumun MEB per-
sonelinin egitim yonetimi alaninda agilan lisansiistii programlara olan taleplerini
olumsuz etkiledigini belirtmektedirler. Katilimeilardan OUS’ ve OUll’in bu ko-
nuda ki gorisleri onemli goriilmektedir:

Ong “MEB personelini yliksek lisans yapmalar1 i¢in tesvik etmesi gerekir-
ken aksine cezalandirma yoniine gitmektedir. Bu konuda mutlaka bir politika
degisikligine gitmeli ve personelini lisansiistli egitim almalart yoniinde tesvik
edici uygulamalar1 hayata gecirmelidir.”
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C")UH: “MEB 6gretmen, uzman veya idareci tiim personelini lisansiistii egi-
tim yapmalar1 hususunda tesvik etmelidir. Ozellikle egitim y&netimi alaninda
lisansiistii egitim yapmak isteyen personeline gerekli kolayligi saglamanin
yant sira gorevde yiikselmelerde bu personeline 6ncelik tanimalidir. Kesin-
likle siirecin Oniinii ttkamamalidir.”

Tartisma, Sonuc ve Oneriler

Arastirma bulgulan incelendiginde, katilimcilarin bilyiikk cogunlugunun
egitim yonetiminin hala mesleklesememis bir alan oldugu ve batinin etkisinde
kalan, kuram ve uygulama arasinda ciddi kopukluklarin bulundugu, alanda ni-
cel caligmalarin agirlikli olarak yer aldigi ve bu calismalarin birbirinin benzeri,
niteliksiz caligmalar oldugu yoniindeki goriisleri dikkat cekmektedir. Bunun-
la birlikte akademisyenlerin teknolojiden kopuk olmasi ve teknolojiyi islevsel
olarak kullanamamalarinin yani sira alanin gelecegine yon vermesi bakimindan
o6nemli sorumluluklar1 bulunan kurumlar arasinda verimli bir igbirliginin olma-
digina yonelik goriisler alanin gelecegine iliskin karamsar bir tablo ¢izmektedir.
Tirkiye’de egitim yonetimi alaninin akademik bir disiplin olarak giiniimiizdeki
durumunu akademisyenlerin algiladig1 bigimiyle irdeleyen bir ¢alismada (Oriicii
& Simsek, 2011) egitim yonetimi alaninin karmagik cesitli agilardan problem-
li bir yapida oldugu belirtilmektedir. S6z konusu arastirmada, alanda yer alan
6nemli sorunlardan birinin mesleklesme sorunu oldugu ve alanin tanimlanmasi
ve isimlendirilmesi konusunda dahi bir fikir birliginin bulunmadig: belirtilmek-
tedir. Turan ve Sisman (2013) ise Bat’da yapilan aragtirmalarin Tiirkiye icin de
gecerli olabilecegi savindan hareketle yola cikan arastirmalari ve bunun netice-
sinde yapilan 6l¢ek cevirme ve uyarlama calismalarini elestirmekte ve bilimin de-
gerlerden bagimsiz olmadigimi vurgulamaktadir. Tiirkiye’de egitim bilimleri ve
Ogretmen yetistirme alaninda yapilan aragtirmalarin ¢ogu, Batr’da gelistirilmis
teori ve modelleri uyarlama ve aktarmaya doniiktiir. Bu alanin temellerini insa
eden akademisyenler genelde Batr’da egitim gormiis ve orada 0grendiklerini iyi
niyetle Tirkiye’ye aktarmaya calismislardir. Bati’da egitim yonetimde egemen
olan teori ve yaklagimlar, diger sosyal ve dogal bilimlerden ‘insan davraniglarini
kontrol’ amacli uyarlanmistir. Greenfield’e (1977) gore kontrol amagh yoniiyle
Orgiit teorisi bir ideolojidir. Bu goriis, bagkalari tarafindan da ileri siiriilmiis, bili-
min 6ziinde, kontrol amagh bir eylem alani oldugu kabul edilmistir. Bu meyanda
egitim yonetimi alaninda yapisal-iglevselci paradigma ve sistem yaklagimi, egitim
yOnetimi arastirmalarinda ideolojik bir hegemonya olusturmustur. Bu baglamda
Batr’da yapilan arastirmalarin Tirkiye icin de gecerli olabilecegi varsayilmistir.
Egitim bilimleri ve 0gretmen yetistirme alaninda sik¢a bagvurulan dlcek cevirme
ve uyarlama ¢aligmalari, bunun en tipik 6rnegidir (Turan & Sisman, 2013).

Katilimeilarin dikkat cektigi bir bagka 6nemli nokta yapilan calismalarin ni-
teliksiz ve birbirine benzer olmalaridir. Tiirkiye’de egitim yonetimi alaninda ki
caligmalarin incelendigi aragtirmalarda da (Aydin, Erdag & Sarier, 2010; Aydin
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& Upysal, 2011; Karadag, 2009; Konan & Kis, 2013) yapilan calismalarda daha
¢ok nicel yontemin kullanildig1, aragtirmalarin birbirine benzer ve genellikle an-
ket yardimu ile yapildiklarindan dolayr derinlemesine bilgi tiretiminin gergekles-
tirilemedigi ve caligmalarin kuramsal bir temele dayandirilmadiklar1 goriilmek-
tedir. EYAK (2009) raporunda da ayni sorun dile getirilmis ve arastirmalarin
bilimsel kaygilardan ¢ok yayin yapma telasi icerisinde yiiriitiildiigii ve sonug ola-
rak tekrara dayali, 6zgiinliikten uzak ¢aligmalarin yapildig: belirtilmigtir. Yontem
ve igerik acisindan yenilikci, 6zgiin ve Tirkiye baglamindaki sorunlara yonelik
caligmalara ihtiyag vardir (Oriicii & Simgek, 2011).

Kuram ve uygulama arasindaki kopuklugun 6nemine vurgu yapan katilim-
cilar paydaglar arsindaki igbirliginin de istenilen diizeyde olmadigint ve bu ne-
denle akademik programlar ile pratik yonelimli programlar arasinda bir denge
kurulamadigini belirtmiglerdir. Kurami, yonetim acisindan degerlendiren Bur-
salioglu (2000), kuramin yoneticiyi gercege gotiiren en giivenilir ara¢ oldugunu
belirtmektedir. Keedy ve Achilles (1997) kuram-uygulama iligkisini degerlendi-
rirken, uygulamadaki bir kuramin uygulayici tarafindan planlandigini ve kuramla
uygulamanin birbirinden ayrilmadigini agiklamakta ve kuramlarin, geleneksel
varsayimlari elestiren uygulamalar sirasinda olusturuldugunu belirtmektedirler
(Beycioglu ve Donmez, 2006). Garret (2007) kuram ve uygulamanin igbirligi ice-
risinde olmasini, akademisyenlerin halka karismasi ve sahaya inmeleri gerekli-
ligi, gazete, dergi, komisyonlar gibi uygulamaya doniik etkinliklerde 6gretmen
ve okul mudiirlerinin anlayabilecegi dilden konusmalarinin zorunlulugunu be-
lirtmistir (Simsek & Oriicii, 2011). MEB’in kendini iiniversiteden ve bu alanda
¢alisanlardan soyutlamis olmasi, egitimin her alanina tek bir otoritenin egemen
olmasi aragtirma ve gelistirme etkinliklerini adeta yok etmektedir. Egitim yone-
timi alaninda lisans ve yiiksek lisans diizeylerinde egitilmis bireylerin istithdam
kosullarinin yaratilmamig olmasi alanin Tiirkiye’de sadece bir akademik yonelim
alani olarak kalmasina neden olmus, dolayist ile iretilen bilginin okullara akmasi
ve okullardan arastirma ve gelistirme isteklerinin dogmasini engellemistir (Sim-
sek, 2004).

Egitim yonetimi alaninda uzaktan tezsiz yiiksek lisans programlarina yone-
lik goriisleri degerlendirildiginde, 6gretim iiyelerinin programlar: kalitesiz bul-
duklar1 gorilmektedir. Ayrica egitim yonetimi alaninda var olan uzaktan tezsiz
yiiksek lisans programlarinin egitim yonetimi alaninda orgiin egitim ile verilen
yiiksek lisans programlarinin imajint olumsuz etkiledigini ve bu programlara ge-
reken Onemin verilmemesinin temel sebeplerinden biri oldugunu belirtmekte-
dirler. Programlarin daha ¢ok ticari nedenlerle acildigina deginen katilimcilar,
amaca hizmet etmedigini ve sadece diploma dagittigin1 vurgulamaktadir.

Ogretim iiyelerinin teknoloji kullanimina yonelik yapilan arastirmalar ince-
lendiginde (Cagiltay vd. 2007; Ganiyusufoglu, 2013; Oziidogru & Cakir, 2014;
Usluel & Seferoglu, 2004; Schoepp, 2005) bazi zorluklarla karsilagtiklart goriil-
mektedir. Cagiltay vd. (2007) yaptiklar1 ¢caligmada 6gretim iiyelerinin teknoloji
kullanmada bilgi eksikliklerinin oldugu sonucuna ulasilmistir. Ayni1 calismada
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ogrencilerin 6gretim iiyelerinin teknoloji kullanimina yonelik bilgi eksikleri ol-
duklarimi belirtmelerinin yaninda, 6gretim iiyelerinin teknolojiyi kullanmak is-
tememeleri de sorun olarak belirtilmektedir. Bu sonuglar calismada elde edilen
bulgular ile tutarlihk gdstermektedir.

Uzaktan egitimin en 6nemli 0zelliklerinden biri kendini kisisel ve mesleki
alanlarda gelistirmek isteyen herkes igin firsat esitligini saglamasi (Arat & Ba-
kan, 2011; Kaya, 2002) ve biiyiik kitlelere erisim acisindan diger 6gretim yontem-
lerine gore daha az maliyetli olmasidir (Balaban, 2012). Egitim yonetimi alaninda
uzaktan tezsiz yiiksek lisans programlarini gerekli gdren ve yayginlagtirilmasini
isteyen katilimcilar bu konulara vurgu yapmis olmakla beraber, alandaki yeni-
lik ve gelismelerden herkesin haberdar olmasi gerektiginin 6nemine deginerek,
idareci ve 0gretmenlerin kisisel ve mesleki gelisimleri agisindan en az maliyetli
yontemlerinden birinin bu tiir programlar oldugunu belirtmislerdir.

Tirkiye’de egitim yonetimi alaninin akademik bir disiplin olarak giiniimiiz-
deki durumunu belirlemeyi amaglayan bir aragtirmada (Oriicii & Simsek, 2011),
yuriitiilen yuksek lisans ve doktora programlarinin hem miifredatlarinin sorunlu
oldugunu hem de bu programlari nitelikli ytirtitebilecek akademisyen sayisinin
azligia deginerek programlarin istenilen kalitede olmadigina deginmislerdir.
Aragtirma kapsaminda goriistilen akademisyenler de egitim yonetimi alaninda
yiizyiize verilen lisanstistii programlarin istenilen kalitede olmadigini belirtmigler
ve egitim yonetimi uzaktan tezsiz yiiksek lisans programlarini kalitesiz, sorunlu
ve gereksiz olarak degerlendirmiglerdir. Programlariin kalitesizliginin en bii-
yiik nedeni olarak bunlarin ticari kaygi gozetilerek acilmasi oldugunu belirten
katilimcilar, alt yapi ve yeterli 6gretim tiyesi olmayan tiniversitelerde acilan bu
programlarin sosyal talepten dogan pazardan pay almak adina acildiklarini ve
yuriitiilen programlarin amaca hizmet etmediklerini vurgulamaktadirlar.

Yiiksekogretim kurumlarinda uzaktan 6gretim programlari agilmasina ilis-
kin usul ve esaslar (Yiiksekogretim Kurumlarinda Uzaktan Ogretime Iligkin
Usul Ve Esaslar, 2013) incelendiginde; program acacak yiiksekogretim kurumu-
nun ne zaman bagvurmasi gerektigi, kurumda ders verecek yeterli 6gretim ele-
mani olmamasi durumunda YOK tarafindan égretim elemani gérevlendirilebile-
cegi ve agilacak program hakkinda kamuoyunu bilgilendirmenin yiiksekdgretim
kurumunun sorumlulugunda oldugu (Madde 6) gibi maddelerin yer aldig: dikkat
¢ekmektedir. S6z konusu usul ve esaslarda yiiksekogretim kurumunun sahip ol-
mas1 gereken asgari fiziki ve teknolojik kapasiteye yonelik herhangi bir madde
olmadig goriilmektedir. Program agma konusunda bagka bir sorun ise Egitim
Yonetimi Profesorler Kurulunun (2009) “Egitim Yonetimi Tezsiz Yiiksek Lisans
Uzaktan Ogretim Programi A¢ma Ilke Ve Olgiitleri” baslikli kararlari incelendi-
ginde goriilmektedir. Kurulun 6. Egitim Yoénetimi Kongresi (2011) cergevesinde
aldig “Egitim Yonetimi Tezsiz Yiiksek Lisans Uzaktan Ogretim Programi Acma
Ilke Ve Olgiitleri'ne Islerlik Kazandirilmasi” bashkl kararda YOK'iin yeterli 63-
retim iyesi olmayan bir {liniversiteye egitim yonetimi alaninda uzaktan egitim
yiiksek lisans programi agma yetkisi verdigi, yeterli kapasiteye sahip {liniversitele-
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rin ise bu konudaki taleplerinin yerine getirilmedigi vurgulanmigtir. Katilimcilar
YOK’iin uzaktan dgretim programlari agma kriterlerini acilen belirlemesi gerek-
tigini ve belirleyecegi kriterlere sahip kurumlara program agma yetkisi vermesini,
kriterleri saglamayan kurumlara ise agma yetkisi verememekle birlikte agik olan
ve kriterleri saglamayan programlarin taviz verilmeden kapatilmasi gerektigini
belirtmiglerdir. Tiim bunlarin ise acilan programlara yonelik denetleme meka-
nizmasinin iglevsel olarak calismasiyla miimkiin olacagi yoniinde goriis bildirmis-
lerdir.

Kullanilan OYS ile ilgili olarak katilimcilar, sistemin anlagilabilir, kulla-
nimin kolay oldugunu ve sistemde yer alan beyaz tahta, ekran paylagimi, me-
sajlagsma, iceriklerin paylasilabilmesi, kolay sinav hazirlama gibi 6zelliklerinin
kendileri icin yeterli oldugunu belirtmislerdir. Cevrimici uzaktan egitim yolu ile
ortak zorunlu dersleri veren 0gretim iyelerinin uzaktan egitim sistemi hakkin-
daki goriislerini incelemeyi amagclayan bir arastirmada (Giirer, Tekinarslan ve
Yavuzalp, 2016) katilimcilarin cogunlugunun kullandiklart OYS’ni kolay ve hizli
bir sekilde 6grendiklerini, kullanilan sistemin dersi islemek i¢in yeterli oldugunu
ifade etmislerdir. Sistem icerisinde gerceklestirmek istediklerini yaparken bazen
zorlandiklarimi belirten katilimcilar, sistemde yer alan modiillerin birbiri ile ilis-
kili olmasinin kullanimi giiclestirdigi yoniinde goriis bildirmisledir. Katilimeilarin
OYS ile ilgili olarak dikkat cektikleri en énemli sorun 6grenen-ogretici etkilesi-
mini yeterince saglayamamasidir. Ogrenme-6gretme siireclerin temelinde etkile-
sim yatmaktadir. Uzaktan egitimde, genellikle (1) 6grenen-6gretici, (2) 6grenen-
ogrenen ve (3) 6grenen-igerik olmak tizere ig tiir etkilesimden s6z edilmektedir
(Aydin, 2001; Moore & Kearsley, 1996). Etkilesimin bu fi¢ tiirinden hangisi ge-
listirilen program igerigi icin gerekliyse, bu tiir etkilesime izin veren teknolojile-
rin secimine yonelmek gereklidir (Girginer & Ozkul, 2002). Tiirkiye’de cevrimici
egitim uygulamalarinda yapici 6grenme ilkelerine yer verilmemekte ve bu uygu-
lamalarin cogunda ortama yiiklenen metin agirliklh bilgilerin 6grenenlerce okun-
mas, cok azinda basit hareketli goriintiilerin izlenmesi beklenmektedir. Ogretim
yonetim sisteminin sagladigi olanaklar cercevesinde sorulan ¢oktan secmeli so-
rularla alistirma ve degerlendirme etkinlikleri gerceklestirilmeye ¢alisiimaktadir.
Ogrenen-6grenen, 6grenen-ogretici etkilesimleri ise ya hic yer almamakta ya da
soru cevap yontemi gibi dgretici merkezli basit etkinlikler gerceklestirilmektedir
(Aydin, 2001).

Katilimcilar, egitim yonetimi uzaktan tezsiz ytliksek lisans egitiminin gelisti-
rilmesi icin, bagimsiz akreditasyon kurumu kurulmasi, 6gretim iiyelerine icerik
hazirlama egitimleri verilmesi, MEB’nin personelini tesvik etmesi gerektigini be-
lirtmislerdir. Ayrica bazi 6gretim tiyelerinin ekonomik nedenler ya da teknolojik
yetersizlik nedeniyle uzaktan egitime direnc gosterebildikleri ifade eden katilim-
cilar, 6gretim tiyelerine yonelik egitimler verilmesi gerektigi ve telif haklari nede-
niyle dogabilecek yiikiimliiliiklerin ve sorunlarin ortadan kaldirilmasina yonelik
yasal dizenlemeler yapilmasi gerektigi yoniinde goris bildirmislerdir. Yapilan
arastirmalar 6gretim tiyelerinin cevrimigi derslere yonelik direng gosterebilecek-
leri (Giirer, Tekinarslan ve Yavuzalp, 2016), ¢cevrimici olarak ders verme deneyi-
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mi ile ¢cevrimici 6gretime yonelik direnc arasinda negatif bir iliski oldugunu gos-
termektedir (Alshangeeti, Alsaghier & Nguyen, 2012; Lloyd, Byrne & McCoy,

2012).

Arastirmadan elde edilen sonucglara dayali olarak uygulamacilar ve diger
arastirmacilar icin asagidaki oneriler sunulmustur:

1.
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Egitim yonetimi alanina 6zgii olarak uzaktan tezsiz ytiksek lisans prog-
ramlarina yonelik kalite standartlariin belirlenmesi ve kurulacak ba-
gimsiz akreditasyon kurumlari ile programlarin akredite edilmeleri
saglanmalidir.

Uzaktan egitim programlarinin acilmasi ciddi olarak ele alinmali ve ye-
terli teknik alt yapi, teknik destek i¢in gerekli personel ve nitelikli 68-
retim kadrosuna sahip olmayan kurumlarin uzaktan egitim programlari
acmalarina izin verilmemelidir.

Ders verecek olan §gretim iiyelerine yonelik sanal sinif yonetimi ve ma-
teryal hazirlama egitimleri verilmelidir.

Ogretim iiyelerine icerik gelistirmeleri ve gelistirdikleri icerikleri giin-
cellemeleri yoniinde tesvik etmek amaciyla basta telif haklar1 olmak
tizere gerekli goriilen yasal diizenlemeler yapilmalidir.

Ogrenci hazir bulunuslugu program kalitesini etkilediginden bu prog-
ramlara 6grenci segiminde tipki tezli yiiksek lisans programlarina 6g-
renci alirken uygulanan kriterlere (ALES vb.) benzer kriterler getiril-
melidir.

Egitim yonetimi alaninda gerceklestirilen tezli yiiksek lisans ve dokto-
ra calismalar: hali hazirda MEB personeline 6zliikk bakimidan higbir
fayda saglamamaktadir. Egitim yonetimi alaninda gerceklestirilen her
tirli lisanstistii calismalarin sagladigi mesleki ve kisisel katkilar diisii-
niilerek, bu programlara yonelik MEB personelini tesvik edecek On-
lemler gelistirilmelidir.
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