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Editorden

Degerli Arastirmacilar,

Bu sayy1 tanitmadan 6nce sizlere Kuram ve Uygulamada Egitim YOnetimi
(KUEY) Dergisi’nin, diinyanin dnde gelen 6nemli endekslerinden biri olan EL-
SEVIER-SCOPUS (SCIENCE DIRECT) tarafindan dizinlenmek iizere kabul
edildigini paylagsmak isteriz. Bilindigi tizere, SCOPUS tarafindan dizinlenen agik
erisim dergilerde yayinlanan makaleler SCIENCE DIRECT veri tabaninda dog-
rudan linkler araciligtyla diinyanin her yerinde daha goriiniir hale getirilmekte ve
makaleler daha fazla okura ulasabilmektedir. Ayrica dizinlenen dergiler metrik
verileri hesaplanarak gruplanmaktadir.

2019 yilinin ii¢lincii sayisinda 5 makaleyi sizlere ulastirtyoruz. Taner Atmaca
ve Aylin Koggu’ya ait olan, “Egitimsel Motivasyonun ve Algilanan Sosyal Deste-
gin Okula Baghlig1 Yordama Diizeyi” baslikl makale, ortadgretim 6grencilerinin
okul bagliliklarini, egitimsel motivasyon ve algiladiklar1 sosyal destek agisindan
irdelemektedir. Mehmet Sabir Cevik tarafindan yazilan “Okul Yonetiminde Kar-
silagilan Temel Sorunlar ve Coziim Onerileri: Nitel Bir Arastirma” adli calis-
masl ise, anaokulu, ilkokul, ortaokul ve liselerde gorev yapan okul miidiirleri-
nin yonetimde karsilastiklari sorunlar1 belirlemeyi ve bu sorunlara yonelik okul
miudirlerinin gelistirdikleri ¢6ziim Onerilerini ortaya ¢ikarmayr amaclamaktadir.
Onur Erdogan’in “Okul Yéneticilerinin ve Ogretmenlerm Yasadiklan Etik iki-
lemler: Demografik Degiskenler Acisindan Bir inceleme” baslikli calismasi, okul
yOneticilerinin ve 6gretmenlerin yasadiklar etik ikilem diizeylerini ve yasadikla-
11 etik ikilemleri bazi demografik degiskenlere gore incelemektedir. “Ogretmen
Liderligini Etkileyen Faktorlerin Incelenmesi: Nitel Bir Arastirma” baslikli ¢a-
lismada Ali Cagatay Kiling ve Mahmut Polatcan tarafindan, 6gretmen liderligini
etkileyen faktorlerin incelenmesi amaglanmistir. Mustafa Ozgenel ve Biisra Nur
Bozkurt'un “Lise Ogrencilerinin Akademik Basarilarim Yordayan Iki Faktor:
Siif Yonetiminde Adalet ve Okula Baghlik” baslikli sayinin son makalesi ise,
lise 6grencilerinin sinif yonetimindeki adalet algilar1 ile okula baghlik diizeyleri
ve akademik basarilari arasindaki iligkileri ve lise 6grencilerinin siif ici adalet
algilarinin ve okula bagliliklarinin birlikte, akademik basarilarinin bir yordayicisi
olup olmadigini ortaya ¢ikarmay1 hedeflemektedir.

Goriilecegi iizere bu saymin makaleleri daha ¢ok 6gretmen ve dgrencilerle
ilgili aragtirmalardan olugsmakta ve 6gretmen liderligi, adalet, okula baghlik mo-
tivasyon gibi olgularin dgrenciler, 6gretmenler ve okula olan etkilerini anlamaya
calismaktadir.

Gelecek sayida goriismek tlizere.
Editorler
Kadir Beycioglu
Yasar Kondakei
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Investigating the Factors Affecting Teacher Leadership:
A Qualitative Study*

Ogretmen Liderligini Etkileyen Faktorlerin Incelenmesi:
Nitel Bir Arastirma

Secil Aragkal!, Ali Cagatay Kiling?
Abstract

This study aims to investigate the factors affecting teacher leadership in high schools. This study was designed
as a qualitative case study and a total of 21 teachers employed in high schools in Karabuk province participated
in the study. Participants of the current study were chosen through maximum variation, convenient and crite-
rion sampling which are among purposeful sampling methods. A semi-structured interview form developed by
the researchers depending on both the related literature and expert opinions was used to gather data. Content
analysis was performed to analyze the data. The findings of the study were gathered under four themes entitled
the purpose of teacher leadership, the factors that impact teacher leadership, the problems encountered by
teacher leaders and the proliferation of teacher leadership. Results revealed that teachers reported supporting
each student’s learning, improving teaching in the school, and building an effective school culture have been
among the primary purposes of teacher leadership. According to the results principal leadership, school climate,
and school culture are the leading factors that affect teacher leadership. Results also revealed that teacher lea-
ders encountered problems depending on insufficient support of school administration for teacher leadership,
egalitarian norms among colleagues and exam-oriented education system and that they thought teachers’ career
opportunities should be expanded, an adequate increase in their salaries should be supported and practices en-
suring teacher autonomy should be performed in order to expand teacher leadership practices.

Keywords: Teacher leadership, high school, qualitative study, case study

Oz

Bu arastirmada, 6gretmen liderligini etkileyen faktorlerin incelenmesi amaglanmustir. Nitel arastirma yontemi ve
durum caligmasi deseninde kurgulanan bu arastirmaya Karabiik ilinde bulunan liselerde gorev yapan toplam 21
ogretmen katilmigtir. Katilimeilarm belirlenmesinde amacli 6rnekleme yontemlerinden 6lgiit, maksimum cesitlilik
ve kolay ulagilabilir 6rnekleme kullanilmigtir. Aragtirma verileri, ilgili alanyazina ve uzman goriiglerine dayali ola-
rak arastirmacilar tarafindan gelistirilen yar1 yapilandirilmig bir goriisme formuyla toplanmustir. Veriler icerik ana-
lizi kullanilarak ¢oziimlenmistir. Arastirma bulgulari, 6gretmen liderliginin amaci, 6gretmen liderligini etkileyen
degiskenler, 6gretmen liderlerin karsilastigi sorunlar ve 6gretmen liderliginin yayginlasmasi olarak isimlendirilen
dort tema altinda toplanmustir. Aragtirma sonuglart 6gretmenlerin, 6gretmen liderliginin amaclarint her 6grencinin
Ogrenmesini saglama, okulda yapilan 6gretimi gelistirme ve etkili bir okul kiiltiirii olusturma olarak algiladiklarmi
gostermektedir. Okul miidiiriiniin liderligi, okul iklimi ve okul kiiltiirii 6gretmen liderligini etkileyen degiskenlerdir.
Bununla birlikte aragtirma sonuglart okul yonetiminin desteginin yetersizliginin, meslektaslarin esitlikci normla-
rinin ve smav odakli egitim sisteminin ise dgretmen liderlerin karsilastiklart sorunlar oldugunu gostermektedir.
Ayrica katilimeilar 6gretmen liderligini yayginlastirmak igin 6gretmenlerin kariyer firsatlarini genigletmek, yeterli
ticret artigini saglamak ve dgretmen ozerkligini saglayict uygulamalar gerceklestirmek gerektigini diisinmektedir-
ler. Aragtirma sonuglart ilgili alanyazinla iligkili bir bicimde tartisilmis ve bazi 6neriler sunulmustur.

Anahtar Sozciikler: Ogretmen liderligi, lise, nitel arastirma, durum caligmast
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English Version

Introduction

In the face of economic, cultural, political, technological and ideological
changes affecting societies, all institutions feel obliged to review themselves and
adapt to developing and changing situations. The concept of leadership has also
been affected by the changes and new approaches to leadership have been ne-
eded in the literature. In order to increase the quality of teaching, which is the
technical essence of the school, approaches in which leadership is perceived dif-
ferently in the school context are necessary. In recent years, leadership styles
such as instructional leadership, teacher leadership, distributive leadership, visi-
onary leadership, transformational leadership, transactional leadership, servant
leadership, spiritual leadership, and quantum leadership have been discussed in
the literature (Harris and Lambert, 2003; Lambert, 1998).

The concept of leadership has been examined from a moral and cultural
perspective in the new approaches that have emerged recently, and collaborati-
ve organizational culture, democratic values, organizational innovation, change,
and transformation have been discussed in the literature as prominent concepts
(Cemaloglu, 2013). The school organization, which is a subsystem of the edu-
cation system, has also been affected by the changes in the concept of leaders-
hip. Traditional leadership approaches, which regard leadership as the role and
responsibility of only the school principal, are not sufficient for the school to
be effective and achieve its goals. In order to increase the quality of teaching,
approaches in which leadership is perceived differently in the school context are
necessary (Hargreaves, 1994; Harris and Lambert, 2003).

Since the mid-1980s, understanding of decentralization, career ladders for
teachers, mentoring programs of teachers have necessitated the restructuring of
leadership. There has been a shift from an understanding that attributed lea-
dership to only the school principal to the understanding that everyone has the
potential and responsibility to demonstrate leadership behaviors (Camburn,
Rowan and Taylor 2003; Gunter, 2003; Hargreaves, 2003; King, 2017; Wallace,
2001). As Leithwood and Jantzi (2000a) pointed out, in order to develop the
capacity of schools and to manage the processes of change and development,
the formation of a participatory and distributive leadership perspective has been
discussed extensively in the field. In the traditional perspective, student learning
and achievement are considered as solely the responsibility of the school admi-
nistrator. However, in a line of studies in the literature, it has been discussed that
the understanding, which advocates student learning, school development, the
effectiveness of the learning and teaching environment is the responsibility of
only the school principal, cannot meet the needs of society and students (Barth,
1990; Beachum and Dentith, 2004; Harris, 2002a, 2003, 2005a, 2005b; Harris and
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Teacher Leadership

Lambert, 2003; Lambert, 2002; Muijs and Harris, 2003; Murphy, 2005; Sergio-
vanni, 2007; York-Barr and Duke, 2004). In this respect, it can be expected that
teacher leadership may contribute to the improvement of the quality of teaching
in schools. Therefore, teacher leadership emphasizes different power relations
in schools, and the unclear distinction between leaders and followers makes it
possible for teachers to emerge as leaders in different conditions and times.

Teacher leadership aims to build capacity in schools and to increase the
intellectual and social capital of the school (Frost and Durrant, 2003; Smylie
and Eckert, 2018). Because, feeling the leadership all over the school without
throwing the responsibility of the official duties of leadership on only a few
people and the ability of each individual to use his or her influence on one
another are important arguments of teacher leadership (Fink, 2005). The pre-
liminary studies have shown that the learning motivation and performance of
the students depend on the leadership behaviors of teachers and they have
extraordinary power over the students in the school. In other words, teacher
leaders motivate students to learn and play key roles in realizing and achieving
school-related tasks (Becker and Luthar, 2002).

Another important argument for the emergence of teacher leadership is the
development of the human capacity of the school. In this regard, Kiling and Re-
cepoglu (2013) emphasized that one of the claims of teacher leadership is the
necessity to develop the human capacity of schools in order to cope with change,
transformation, and innovation. It is stated that every teacher can demonstrate
leadership behavior when he or she finds an opportunity (Barth, 1990). One of
the contributions of teacher leadership to schools is that it provides teachers an
opportunity to collaborate with their colleagues and increases their self-esteem
(Harris, 2005b). Davidson and Dell (2003) emphasized the importance of teacher
leadership in respect of collaboration with colleagues by stating that teachers co-
uld find opportunities to achieve the school goals by sharing their practices with
their peers while realizing their classroom practices and goals. Teacher leaders
work together to decide the goals and vision of the school, take responsibility for
the teaching activities carried out in the school and look for new ways to improve
their teaching practices (Leithwood and Jantzi, 2000b; Szeto and Cheng, 2017).

When the relevant research was examined in the literature, it was seen that
the perception of school principals and teachers about teacher leadership (Bey-
cioglu, 2009; Beycioglu and Aslan, 2012; Yigit, Dogan and Ugurlu, 2013), the
teacher leadership behaviors of teachers in the classroom and at school (Can,
2007, 2009a, 2009b), the effect of teacher leadership on school leadership ca-
pacity (Ozgetin, 2013), the relationship between teacher leadership and school
climate (Kiling, 2014), the perception and expectations of high school teachers
about teacher leadership (Kiling and Recepoglu, 2013) were investigated. It was
also seen that in addition to the scales to measure the perception and expectati-
ons of teachers and school administrators about teacher leadership (Beycioglu
and Aslan, 2010), there was a scale development study for the teacher leadership
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culture (Demir, 2014). On the other hand, it was seen that there is limited rese-
arch on the factors that affect teacher leadership. In the international literature,
Harris (2005b) mentioned the benefits of teacher leadership on behalf of schools
and drew attention to the lack of empirical studies to prove the claims about
teacher leadership. Furthermore, it is emphasized that further research findings
are needed for teacher leadership, which is considered as a potential force for
school development and student learning (Frost and Harris, 2003; Katzenmeyer
and Moller, 2013; York-Barr and Duke, 2004).

MoNE (2018), Turkey’s Education Vision 2023 document includes teacher
training and development, and practices to increase the cooperation between te-
achers. Therefore, it is argued that the findings obtained from this research may
constitute an important data source for policymakers in terms of how teacher
leadership in schools contributes to increasing student achievement, teachers’
professional development, and institutional development of the school. The fin-
dings obtained from this study can be considered an important contribution to
the school administrators in terms of overcoming the obstacles related to collea-
gue cooperation, mutual learning, interaction, the structure of schools and the
creation of the school culture which provides support and feedback mecha-
nisms in schools. In addition, it is considered that good practices in education
can be discovered by observing the actions of teachers in different high schools
and this can provide foresight for teachers in respect of the applicability and
practicality of these good practices.

Teacher Leadership

While Katzenmeyer and Moller (2013) assert that teacher leaders assume
leadership roles both within and out of the classroom, Boles and Troen (1994)
suggest that teacher leaders improve their teaching abilities by collaborating with
other teachers. Harris (2005b) evaluated teacher leadership as establishing col-
legial norms among teachers, influencing the teaching and learning process and
enhancing the effectiveness of schools by shaping the culture of educational ins-
titutions. Furhermore, York-Barr and Duke (2004) stated that teacher leadership
means leading the school’s financial, material and human resources and finally
Lambert (1998) stated it as learning together, building the meanings with collea-
gues and working in cooperation with other teachers and administrators.

In the literature, there is an intense debate as to what the roles of teacher
leaders should be and what responsibilities they should undertake (Can, 2009a,
Grant, 2006; Harris, 2002b; Harris and Muijs, 2003; Katzenmeyer and Moller,
2013; Lambert, 2003; Leithwood, 2003; Lieberman and Miller, 2005; Murphy,
2005). Harris and Muijs (2005) classified the leadership roles of teachers in four
categories. The authors explained brokering role as transferring the development
principles related to the school into the classroom; participative leadership as
being an active member of school development efforts and to support change;
mediating role as the ability of provision of resources if they are required; the
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role of forging close relationships as establishing close relationships by developing
positive relationships with school members. While Harris (2002b) stated that te-
acher leaders in school development processes have the role of influencing and
motivating other teachers, guiding, providing expertise and information support,
promoting effective collaboration and communication in schools, Grant (2006)
highlighted that teacher leaders play a central role in pedagogical leadership for
effective teaching in schools.

A series of studies on conceptual dimensioning of teacher leadership have
been conducted in the literature. For example, Katzenmeyer and Moller (2013)
argued that teacher leadership is based on a four-dimensional structure: (1)
improving organizational capacity, encouraging students and teachers to maxi-
mize their ability to cope with change, and encourage each student to acquire
the highest level of cognitive skills in changing circumstances, (2) establishing
a democratic school community, creating a democratic environment in schools
by sharing leadership and building a cooperative environment, (3) empowering
teachers, actively participating teachers in decision-making processes, increasing
their strength within the organization, and (4) increasing teacher professionalism,
to give teachers the ability to control their own work and to provide the opportu-
nity to determine their own principles.

In the national literature, the studies conducted to conceptualize teacher
leadership are noteworthy. In this context, Beycioglu and Aslan (2010) conside-
red teacher leadership as institutional development, professional development
and collaboration with colleagues. While institutional development dimension
refers to the need for school administrators to share the leadership and teachers’
contribution to the learning and teaching capacity of the school by taking part in
planning, coordination, and control processes in school management, professio-
nal development refers to the continuous and professional development of colle-
agues and themselves by developing new teaching methods and being willing and
pioneer in the development process, and finally collaboration with colleagues
is related to cooperation, solidarity and sharing knowledge and mentoring new
teachers.

Purpose

This study aims to investigate the factors that affect teacher leadership in
high schools. For this purpose, it seeks to address the following questions:

1. What is the purpose of teacher leadership according to the views of
teachers?

2. What are the variables that influence teacher leadership according to
the views of teachers?

3. What challenges do teacher leaders face in high schools?
4. What can be done in order to expand teacher leadership?
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Method

Research Design

This study aims to investigate the views of the teachers about the factors that
affect teacher leadership. In this research, single case study design of qualitative
research method was adopted. Saban and Ersoy (2017) stated that the case stu-
dies allow the researcher to make in-depth analysis, to understand and to make
inferences about the effects or relationships of the investigated phenomenon on
individuals and society without intervening in an event. In the current study, the
determination of teachers ‘opinions about the factors that affect the teachers’
leadership behaviors in high schools was chosen as a real-life situation and this
study aimed to reveal the factors that affect teachers’ these behaviors.

Participants

A total of 21 teachers employed in 5 different types of high schools in Ka-
rabiik province in 2018-2019 academic year participated in the present study. In
order to select the participants; maximum variation, convenient and criterion
sampling which are among purposeful sampling methods were used together in
a systematic manner. Accordingly, the criterion used in the selection of parti-
cipants in the present study was having worked as a teacher in a high school
affiliated to the Ministry of National Education in Karabiik for at least 2 years.
Another method used in sampling was the maximum variation technique. In this
context, teachers from different branches and from different high schools in the
2018-2019 academic year in Karabiik province were selected as participants. The
third method used in choosing the participants was convenient sampling. In this
context, 21 teachers who could participate in the interviews who meet these cri-
teria were selected as the participants of the study. The participants consisted
of 13 male and 8 female teachers. Participants are active teachers and some of
them were those with previous management experience. All participants were
between 30-50 years old. Six of the participants had 10 to 16 years of seniority,
14 of them had 17 to 25 years of seniority, and only 1 of them had more than 25
years of seniority.

Data Collection and Analysis

Interview and observation techniques were used to collect the data in this
study which aims to reveal the factors affecting teacher leadership. Best and
Kahn (2017) described the purpose of the interview to reveal perspectives, beli-
efs, feelings and demographic data that can provide in-depth data on individuals’
experience and knowledge. The interview form includes four questions related
to the research problem. These questions have been prepared in order to reveal
the views of teachers in depth. The process of preparing the observation form
started with a detailed literature review. In order to collect the data through
the interviews, an interview form was prepared based on the related literature
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and presented to expert opinions. “Having conducted studies on Leadership in
Educational Sciences” was determined as the criterion for the selection of these
experts. In this context, a draft interview form was sent to six faculty members
working in the Department of Educational Sciences at different universities. The
form has taken its final shape depending on the feedback from the field experts.
In this study, the participants were observed in their natural environments on the
days when they were on duty in their schools. During the preliminary interviews,
the participants were informed about the purpose of the research and what to
do. Before starting the interviews, participants were reminded that they could
terminate the interview at any time, their identity information would not be sha-
red, and the data would remain confidential. Interviews were conducted in the
environments and times determined by the participants. The interviews lasted
between 25 minutes to 70 minutes. All the participants, except two of them, gave
permission to record the interview. In addition, notes were taken during the in-
terviews.

The audio recordings and interview notes that form the data of the research
which were transcribed were analyzed using content analysis methods. In the
content analysis method, the data were classified by the researcher according
to the codes and themes and interpreted in a way that the reader can unders-
tand (Saban and Ersoy, 2017). In this study, a path was followed in line with
the recommendations of Yin (2017) before starting the analysis of the data. In
this direction, the data of the research were gathered, the interviews conducted
with voice recording were decoded. Four themes entitled the purpose of teacher
leadership, factors that impact teacher leadership, problems encountered by te-
acher leaders and the proliferation of teacher leadership were created from the
data obtained.

As Yin (2017) stated, codes were created in line with the data obtained from
each participant during the data extraction stage. Sub-themes were formed by
grouping the obtained codes. As Creswell (2016) stated, this phase is the pro-
cess of grouping the codes and creating sub-themes. Subsequently, four main
themes were reached. Lincoln and Guba (1985) defined credibility as trusting
the authenticity of the findings. In this context, the credibility of the research
necessitates sufficient time in the field to learn or understand the culture, social
environment or area of interest of the research environment. In this context,
teachers were visited in their work environment and researchers tried to behave
as a part of the environment. Another technique used to ensure the reliability of
the research is continuous observation. In this research, the main features of the
context related to the factors affecting teacher leadership in high schools were
tried to be understood by making long term observation; continuous notes about
the course of the research were kept and these notes were used to extract irre-
levant data. In the observations, the relations of the participants in the teachers’
room, the communication with the school administrators and the dialogues with
the students in the corridors were observed and the concept of teacher leaders-
hip was tried to be clarified. In the current research, observation technique was
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preferred apart from the individual interviews, the data collection techniques
were triangulated and so the scientific limitations of the research process were
tried to be eliminated. In the current research, peer questioning was carried out
with the help of two teachers who have a master’s degree in Educational Admi-
nistration. The member checking process was also used to increase the credibility
of the study. In this context, the participants were asked to record audio before
starting the interviews. Then, the recorded voice recordings were put down on
paper and the data obtained were forwarded to each participant and asked to
confirm, and the participants were asked if there were any points they wanted to
add or remove. Another method used to increase the confirmability of the study
is external audits. Miles and Huberman (1994) stated that external audit is an ex-
ternal researcher examining and evaluating the research process and the results
of the study. Within this context, the opinion of the two experts working in the
field of Educational Sciences who have comprehensive knowledge in the rese-
arch subject and qualitative research were asked to evaluate the research results.

Findings

In this section, findings obtained by analyzing the research data and com-
ments on these findings are presented. The findings of the research were grou-
ped under four themes: the purpose of teacher leadership, factors that impact
teacher leadership, problems encountered by teacher leaders and the prolifera-
tion of teacher leadership.

Table 1.
Themes and Sub-themes

Themes Sub-themes Participants n
¢ Supporting each student’s  pl, p2, p3, p4, pS, p6, p7, p9, p10, p11, 16
learning pl2, pl4, pl5, pl6, p17, p21
The purpose of . . . pL, p2, p3, p4, p5, p9, p13, p15, p19,
teacher leadership Improving teaching p20, p21 1
¢ Contributing to building an  p1, p2, p3, p5, p6, p7, p8, p9, p12, p15, 14
effective school culture pl6, p18, p19, p21

p1, p2, p3, p4, p5, p6, p7, p8, p9, p10,
pll, p12, p13, p14, p15, p16, p17, p18, 21
p19, p20, p21

Factors that P2, p3, p4, p5, p6, p7, p8, p9, p10, p11,
impact teacher * School climate pl2, p13, pl4, p15, pl6, p17, p18, p19, 20
leadership p20, p21
pL, p2, p3, p4, pS, p6, p7, p9, p10, p11,
School culture pl12, p13, p15, p16, p17, p18, p19, p20, 19
p21

¢ The leadership of the school
principal
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Table 1.
Themes and Sub-themes (Continued)

Themes Sub-themes Participants n

* Insufficient support of pl, p3, pS, p7, pl0, pl1, p12, pl3, pld,

school admlmstr?tlon for pl5, p18, p20, p21 13
Problems teacher leadership
encountered by * Egalitarian norms among pl, p4, pS, p6, p8, p10, p12, p13, p14, 1
teacher leaders colleagues pl7, p18, p19
¢ Exam-oriented education pL, p7, p9, p10, p12, p14, p16, p18, p19, 10

system p21

* Expansion of teachers’

career opportunities p6, p8, p9, p12, p13, p13, p16, p18, p21 9

Providing adequate increase p6, p9, 10, p13, pl4, pl5, pl6, pl8,

The proliferation in their salaries and non- p19, p20, p21 11
of teacher pecuniary rewards P
leadership ¢ Restructuring the teacher P2, p3, p6, p7, p10, p11, p12, p14, p15, 12
training system pl7, p18, p19
¢ Implementing practices to pl, p2, p7, pl3, pl4, pl6, p18, p19 8

ensure teacher autonomy

The purpose of teacher leadership

Supporting each student’s learning

The teachers who participated in this study emphasized the importance of
increasing the academic achievement of the students. In the research, most of the
participants shared the view that the positive relationship between teacher and
student is a key factor determining student success. In this context, a participant’s
opinion directly quoted below may be important to clarify the relevant point:

“Teachers devote time to each student individually and take care of each of them
individually because they love their jobs. They care about each student and so each
student’s success increases.” (P4)

In the research, some of the participants referred to the behaviors that teac-
her leaders should exhibit in order to increase students’ academic achievement.
In this context, the participants stated that one-to-one attention to each student
and gaining the support of parents were among the behaviors expected from
teacher leaders. Some of the participants stated that teacher leadership is an
important factor in increasing student motivation. The participants also stated
that teacher leaders help students to achieve their goals by establishing positive
communication with them in terms of increasing student motivation. In other
words, some of the participants used the expression of “moving students to the
center” during the interviews. The participants stated that teacher leaders had
a great responsibility for helping each student to find a way to success. Another
participant’s statement “Teacher leaders allow students to see the world from a dif-
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ferent perspective. They do not transfer only information.” (P2) can be explanatory
at this point. Another point that some of the participants mentioned is that teac-
her leaders provide strong guidance to each student. In this context, teacher lea-
ders are expected to guide students’ psychosocial processes as well as organizing
their academic processes. During the interviews, a participant’s expression “...if
we can provide guidance and lead the way to students appropriately to their persona-
lities and skills...” (P4) supports the idea that teacher leaders should support the
psychosocial development of students.

Improving Teaching

The participants in this study stated that teacher leaders cannot perform
effective teaching only with formal roles that teachers take on. In other words,
participants share the idea that teacher leaders should collaborate to meet the
specific needs of students and improve teaching. In order to clarify the relevant
this point, a participant’s opinion directly quoted below is as follows:

“Let’s give the teacher leader one more task; they transmit every behavior to the
stakeholders. Do not act on your own, then you will be lonely. There should always
be a team, always a crowd.” (P19)

Some of the participants stated that teacher leaders would set an example
for their colleagues with their strong pedagogical content knowledge and exper-
tise and would contribute to the teaching process in this way. In this context, the
following participant’s statement may be considered as important for clarifying
the situation:

“If there is a teacher leader, he or she can contribute to the development of collea-
gues and the development of teachers in the school” (P21).

Contributing to building an effective school culture

In the interviews, fourteen participants mentioned the importance of teac-
her leadership in creating an effective school culture. The participants stated that
teacher leaders were open to innovations and could take risks. In this context, it
can be considered that teacher leadership contributes to supporting innovation
and change which are the dimensions of school culture. In support of this argu-
ment, the following quoted opinions of the participants are presented below.

“Teachers’ leadership leads to change and school development and enhances scho-
ol effectiveness.” (P2)

“School is changing; when we share our ideas with students and parents in addition
to the administration, the administration feels obliged to realize innovations. (P6)

Some of the participant teachers stated that teacher leaders took responsi-
bility in respect of their work by taking initiative. Therefore, the participants sta-
ted that teacher leaders contribute to creating a working environment based on
responsibilities and taking initiatives in schools. In this context, it can be thought
that teacher leadership contributes to the creation of an environment in which
new ideas are supported and encouraged.
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When the opinions of the participants were examined, it was seen that al-
most all of them stated that teacher leadership provided opportunities for te-
achers to realize themselves. In other words, the participants pointed out that
teachers who had the opportunity to realize themselves will contribute to the
development of the school. A participant’s opinion is considered important in
terms of giving an example for this situation:

“I try to realize myself, being useful to people, being a role model is a good feeling,
teacher leadership has a lot of impacts in terms of self-realization.” (P12)

Factors that impact teacher leadership

The leadership of the school principal

During the interviews, the participants share the idea that school principals
have a line of responsibilities for the emergence of teacher leadership in schools.
Many of the participants thought that the leadership of school administrators
cannot be considered separately from teacher leadership. In this context, the
participants stated that school principals could create teacher leaders by sharing
their power. The following two participants touch upon this point in their views:

“If the school principal does not give the teacher an opportunity, the teacher may
not show leadership behavior. (P1)

“It’s nice to know the managers who support you. For example, you have a task or
there could be hundreds of projects, ideas in your mind but if the guy next to you
doesn’t trust you or he or she doesn’t support you, if he or she sees your work as cho-
re or is looking at your work just to look for your errors and to question everything,
or let’s say that a document needs to be sent to the Directorate of National Edu-
cation and if you remind the same person three times four times, if it still doesn’t
happen, then this situation will hinder you over time, it will affect your leadership
behaviors negatively. (P9)

The teachers participating in the research emphasized the word “support”
in the context of revealing teacher leaders by school administrators during the
interviews. As an element influencing teacher leadership, the school principal’s
creation of opportunities and especially providing material and moral support to
teachers in their work are the views shared by most of the participants. In addi-
tion, the school principal’s ability to provide autonomy to the teacher, the school
principal’s participation in the educational process with the teacher, the school
principal’s ability to provide team spirit, and most importantly, the trust of the
teacher are the points that the participants discussed during the interviews. In
order to understand the relationship between the school principal’s support and
teacher leadership which was emphasized by the participants, the views of the
one participant were cited directly below:

“The support of school principals affects teachers’ leadership. I forgot, I
missed this point while I was talking. We must all agree that the administrator
is a crucial factor in determining the teacher’s position and attitude within the
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school. If he does not support the teacher in his field as a first condition and does
not accept him or her as an authority there will be a serious problem. School
principals must absolutely and certainly support and guide the teachers and walk
with them in the field.” (P17)

As a result, it can be thought that teacher leaders will take more responsi-
bility and risk when they receive the support of school principals. In addition,
school administrators who give confidence and autonomy to their teachers will
pave the way for teacher leaders.

School Climate

Most of the respondents stated that the prevailing climate in their schools
affected their work. A significant number of teachers who participated in the in-
terviews pointed out the importance of the school climate in the successful comp-
letion of their studies at the school. In addition, most of the participants stated
that a respectful environment in schools would positively affect the work of te-
acher leaders. The following participant’s opinion may be important to demons-
trate the relationship between teacher leadership and respectful school climate:

“I am very pleased with my school, I love coming to school very much and I am
happy to work at this school. There are positive communication and kindness bet-
ween people in my school.” (P3)

During the interviews, some participants (P5, P9, P11, P14, P18, P20) used
the word “trust” in particular. In other words, the participants stated that the
trust-based relationship between teachers had a positive effect on both teacher
leaders and students. In this context, some participants stated that the positive
and trust-based relationship between teacher leaders also had an impact on scho-
ol management. A participant’s opinion may be important to clarify the point:

“The atmosphere of trust in the teachers’ room is important. If the relationship is
very strong, that is, the teachers’ relations, I think it reflects very well to students.
We have seen this in previous years. 1 think that the conflicts, resentments, and gro-
upings in the teachers’ room are very much reflected in the school success and the
behavior of the students. I believe that the student can see the unrest in the teachers’
room even from outside” (P19)

Most of the participants mentioned that teacher leadership more easily
emerges in a healthy school setting. Therefore, participants emphasized that
teacher leaders work more for the development of students in healthy school
settings and they focus on more activities. A participant’s opinion may be signi-
ficant in terms of revealing the relationship between positive school climate and
teacher leadership:

“School climate is important. Working in a place where people are peaceful is so-
mething different, it makes you do more. I focus on extracurricular activities and
think about what more I can do. But when there is unrest, you're completely drawn
to the shell. You say to yourself: I'll only take my classes, I'm a teacher, anybody
should not expect anything from me outside the class.” (P4)
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School Culture

In the theme of school culture, it was seen that some of the participants used
the word especially “democratism” during the interviews. In other words, most
of the participants stated that the democratic norms in the school culture would
encourage the creative practices of the teacher leaders and the cooperation with
the school administration and colleagues. The following participant’s view may
be important to demonstrate the impact of democratic school culture on teacher
leadership:

“The existence of a democratic environment and being appreciated at school affect
my work and my relations with my colleagues.” (P18)

The participants stated that cultural norms are very important. In the inter-
views, they stated that there is a culture focused on academic success in schools
other than vocational high schools. While some of the participants considered
this situation as positive in terms of improving student learning, many of the par-
ticipants stated that too much academic achievement-oriented culture hindered
teachers’ studies on children’s socialization. In other words, it can be thought
that school culture, which focuses on academic achievement very intensely, will
prevent the creativity of teacher leaders. The views of the two participants may
be important in supporting the above argument:

“For example, I'm questioning whether we’re raising robots that don’t have a hobby,
knows nothing apart from lessons or don’t care about anything.” (P5)

“Our students may get high grades, but most of them cannot express two words side
by side. We have a lot of deficiencies like this, but unfortunately, there is a percep-
tion that our only aim is to send students to the university exam, unfortunately our
culture is like this. (P12)

Problems encountered by teacher leaders

Insufficient support of school administration for teacher leadership

In the interviews with teachers, almost all of them mentioned the problems
arising from school administrators in the development of teacher leadership. In
the context of problems arising from school administrators, the primary point of
the participants is that school administrators want to limit the teachers referring
to the laws, regulations, and circulars. The statement of a participant given below
reflects this situation:

‘Administration... For example, imagine that you are going to do an activity or
organize a training. The expressions of management such as there is no time for
this, this is not in the curriculum or we have only limited opportunities can be de-
terminant on your behavior.” (P18)

Most of the participants also pointed out the managerial qualifications that
school administrators should have. In this context, the participants emphasized
that school administrators should be especially good leaders and mentioned that
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school administrators should behave professionally in school management pro-
cesses. The following statements of the participants may be important to clarify
this point:

‘An administrator who doesn’t use the language of communication brings down my

performance in my school. An administrator whose expressions to me is problema-
tic and takes my performance down.” (P13)

Egalitarian norms among colleagues

When the views of the participants were examined in the sub-theme of the
egalitarian norms of the colleagues, it was seen that almost all of the participants
stated that the egalitarian norms of the colleagues were an obstacle for teacher
leadership. In other words, the participants stated that all teachers had the per-
ception that they were equal in their professions and they underlined that the
emergence of a teacher as a leader would harm this norm. Therefore, teacher
leaders may challenge egalitarian norms or they give up leadership behaviors
in order to maintain positive relationships with colleagues. The following sta-
tements of the two teachers may be considered important in terms of clarifying
this situation:

“In a community of teachers who show no behaviors, what I do will already be
very noticeable. So, I don’t need to do anything more, it’s very important...” (P18)

“Tiving to do new things cause problems because of our colleagues, especially our
older colleagues, they are closed to change.” (P10)

Exam-oriented education system

Another factor that was specifically mentioned by the teachers participating
in the research and which prevented the teachers from assuming leadership roles
and responsibilities is the excessive focus on academic achievement of all sta-
keholders such as students, teachers, parents and administrators in the Turkish
National Education System. The participants stated that this would affect the le-
adership behaviors of the teachers. In addition, most of the participants pointed
out that the students approached all the studies with respect to academic success
and grade anxiety. According to this, the participants stated that the teachers
were faced with exams and grade anxieties of students while trying to do any kind
of activities. This was stated by one of the following participants:

“When we consider this situation in terms of students, most of the students avoid
doing some activities.” (P7)

Another point that almost all of the participants mentioned is that students
spend all their time preparing for the exams because of the tests such as YKS
(Higher Education Institutions Exam) and LGS (High School Entrance Exam)
in Turkish National Education System. Therefore, the participants stated that
teacher leaders were able to act only exam-oriented and could not develop stu-
dents in social-cultural skills as it is required. In this context, it can be thought
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that teachers’ leadership behavior is prevented in some way. The views of the
following participants clearly demonstrate this:

“Excessive focus on the exams, assessment and evaluation system, results-oriented
processes and national university entrance exams... Students do not want to give up
the exams nor any other things.” (P9)

“In fact, as most of us focus on academic achievement as teachers, we miss other
things, we don’t prepare students for real life. I cannot claim that we prepare the
children to real life very well after all their education life” (P10)

The proliferation of teacher leadership

Expansion of teachers’ career opportunities

One of the points that was emerged in the research and overemphasized by
all of the participants was that teachers need to develop their instructional know-
ledge and skills in order to expand their power of influence required by their
formal and informal roles. A significant part of the participants stated that not
all teachers have equal competence and therefore an effective teacher should be
given positive privileges in the process. In this context, it would be appropriate to
make a difference in their responsibilities and salaries. The need for career opti-
ons to expand teacher leadership is evident from the following participant views:

“Economic contribution should be provided. The teacher, who does something dif-

ferent, should see the economic return of his or her work or he or she can get ahead
in his or her career. Maybe there should be career stages in the system. For example,
only you work properly but all of the teachers get the same salary.” (P6)

“Teachers who do their job well should be employed as mentors and they should
train other teachers.” (P9)

“Teachers who have received certain training or the ones who have achieved certain
successes and those who have a high desire to work should be positively differenti-
ated from other teachers. It can be accomplished using the career stages. Not every
teacher should have the same conditions.” (P12)

Providing an adequate increase in their salaries and non-pecuniary rewards

Another issue that the participants mentioned during the interviews is the
inadequacy of the rewarding system for teachers who take leadership roles and
responsibilities in the school and behave in this direction. Accordingly, the fact
that teachers who work effectively and the ones who do not work effectively re-
ceive the same salary is one of the points that teachers especially criticize. The
following participant views may be important in demonstrating the relationship
between teacher leadership and ensuring adequate salary increase:

“The promotion of teachers who are successful in their fields may be effective.”
(P15)

‘Also reinforcements are needed, teachers should be encouraged.” (P16)
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Restructuring the teacher training system

When the opinions of the participants were examined under the theme of
restructuring the teacher training system, it was revealed that all of the teachers
thought that the teacher training system should be restructured. Accordingly,
the first point that teachers emphasize in this context is the necessity of rearran-
gement of student selection to the faculties that train teachers. In addition, the
participants stated that the right to teach should not be given to those who are
not graduated from the Faculty of Education. In this context, teachers think that
the balance between teacher needs and the number of students graduated from
faculties should be well established. The following views of the participants are
meaningful in terms of showing that the training process of teacher leaders is also
important in the expansion of teacher leadership.

“Well, I think the state should establish a multi-level system for the spreading of
this. When choosing a teacher leader; the state should consider a lot of specifica-
tions and faculties should be established for this purpose - maybe some regional
faculties.” (P19)

“The person who cannot do any job can become a teacher; so people who enter the
faculties of science and literature with very low scores can become teachers through
pedagogical formation training.” (P18)

Implementing Practices to Ensure Teacher Autonomy

All the participants stated that teachers want to choose their own teaching
materials and to be free in terms of the curriculum they follow. Some parti-
cipants stated that more involvement of teachers in decision-making processes
related to their classroom or school would make teachers more autonomous. In
addition, some of the participants stated that empowering teachers will make
school administrators stronger. In this context, the following statement of the
participant is considered important in terms of showing the relationship between
the school leader’s sharing leadership and teacher leadership:

“It is impossible for school administrators to think and see everything. Therefore,
teacher leaders are needed. Leadership behaviors should be distributed.” (P2)

Some of the participants thought that teachers should contribute more to
the decision-making process. In other words, the participants think that teachers
should have more voices about the curriculum and content, assessment and eva-
luation process, how to use technology in classrooms and even how the working
hours of schools should be. The following expressions of teachers may be impor-
tant in terms of clarifying the point:

“We need a more democratic and freer environment, but regulations, curriculum,

and decisions of teachers’ committee limit us; teachers are not free enough about

these points. Yes, the curriculum will be clear, but everyone will be able to change it

according to their preferences.” (P14)

“There should be freer working areas where teachers can express themselves much
more.” (P13)
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Discussion, Result, and Suggestions

When the findings of the research were examined, it was seen that the parti-
cipants perceived the purpose of teacher leadership as supporting each student’s
learning, improving teaching in the school and contributing to the creation of
effective school culture. Teacher leaders try to increase student motivation by
implementing teaching and learning activities to develop the academic success
of students and by adopting student-centered approach. This finding is similar to
the findings of Danielson’s (2006) study, which found that the primary purpose of
teacher leadership is to achieve student learning at the highest level. Katzenme-
yer and Moller (2013), on the other hand, emphasized the importance of trying
to increase student learning in the face of policy reports that demonstrate the fai-
lure of the education system. In this context, when the purposes and principles of
the Turkish National Education System in the National Education Basic Law No.
1739 are considered, it can be said that the participants internalized the idea that
every student can learn. The findings of the research show that teachers perceive
the concept of supporting each student’s learning as providing high motivation
to students. This finding on teacher leadership and strong student motivation
is consistent with the results of research showing that teacher leadership has a
strong effect on student motivation and that students’ motivation decreases when
teachers cannot lead (Oqvist and Malmstrém, 2017). In this context, the primary
behavior expected from teacher leaders is to carry out studies to maximize the
academic achievement of the students through conducting activities that provide
student motivation. It can be said that teacher leaders can implement different
practices in their classrooms and benefit from different teaching-learning activi-
ties in order to increase the academic success of each student.

Another finding that emerged in the sub-theme of supporting the learning
of each student under the theme entitled the purpose of teacher leadership in the
research is to organize the learning experiences towards the individual needs of
each student and to allow the students to realize themselves. In addition, rese-
arch findings show that teacher leadership supports students’ psychosocial deve-
lopment. Can (2014) listed teacher leaders’ skills as the involvement of students
in the teaching and learning process, encouraging students to take part in class-
room activities and paying attention to collaborative studies. From this point of
view, it can be said that the participants’ understanding of teacher leadership as
an academic and psychosocial development of students is in line with the concep-
tual literature. On the other hand, Harris and Muijs (2005) found that students’
self-confidence, social skills, mental health and self-esteem are shaped by the
teachers’ behaviors in the classroom. In this context, it can be expected that the
student who gets the necessary support from his/her teacher will realize himself/
herself better and be more adaptable and successful in social life. In other words,
it can be said that teacher leadership contributes to educational processes in or-
der to train each student as well-qualified individuals by going beyond traditional
teaching practices.

435



Secil Araskal & Ali Cagatay Kiling

Another finding of the study is that the purpose of teacher leadership is to
improve the quality of teaching. In this context, it can be thought that the for-
mal and informal roles of teachers in the schools make teacher leaders critical
in terms of the development of teaching. In other words, teacher leaders play
an important role in the development of teaching. In parallel with this situati-
on, York-Barr and Duke (2004) found that the purpose of teacher leadership
is to improve teaching and highlighted that teacher leaders contribute to the
development of teaching at school through their roles such as researcher, provi-
ding professional development, motivating the groups, mentoring, and coaching.
Another study conducted by the Teacher Leadership Exploratory Consortium
(2008) emphasized the role of teacher leaders in improving teaching and it was
determined that teacher leaders carry out teaching practices in accordance with
the values, mission, and vision of the school and share these practices with their
colleagues. It can be stated that this finding is similar to the findings of the cur-
rent research.

The necessity of the collaboration of teacher leaders with their colleagues
is another important finding that was found in the context of the theme entitled
improving teaching in the school. It can be thought that the collaboration of teac-
hers is very important in the academic development of students. It is known that
teachers cooperate with school administrators and colleagues in environments
such as branch teachers’ boards, coteries, disciplinary boards, social activities bo-
ards and they support the academic, cultural and psychosocial development of
students. Harris and Lambert (2003) emphasized the cooperation skills required
in the context of teacher leadership and they mentioned the cooperation skills of
teacher leaders in the decision-making, group work, problem-solving processes,
and reconciling of conflicts. Therefore, development of teaching somehow requ-
ires teacher leaders to cooperate. As a matter of fact, there are research findings
showing that teacher leadership is important in cooperation skills in the context
of the development of teaching (Musselman, Crittenden and Lyons, 2014).

Another sub-theme under the theme of the purpose of teacher leadership
was the contribution to the creation of effective school culture. Katzenmeyer
and Moller (2013) emphasized that school context is very important in teacher
leadership and stated that there is developmental emphasis, recognition, auto-
nomy, professional cooperation, participation and open communication in the
schools where teacher leadership is prominent. The results of the research show
that teacher leadership is associated with the creation of an effective culture for
learning at school. In this context, it is thought that the fact that teacher leaders
are individuals who are open to innovation and support changes will contribute
positively to school cultures. Therefore, it can be considered that teacher lea-
ders in high schools take part in the projects announced, play an active role in
the change process in the school by participating in social and cultural activities
and contribute to the formation of an effective school culture by taking part in
the activities related to the learning processes organized. The contribution of
teachers to school cultures by taking risks and responsibilities is another result of

436



Teacher Leadership

the research. In the relevant literature, there are some studies showing that teac-
her leaders should take responsibility for their work (Harris and Lambert, 2003;
Crowther, Kaagan, Ferguson and Hann, 2004; Danielson, 2006). The results of
the present study show that teachers’ morale level is high, and teachers work in
collaboration because teachers do their job with enthusiasm. In a study conduc-
ted by Harris and Muijs (2003), they found that teachers’ leadership behaviors
contribute to the formation of a strong culture for learning at school. This finding
is similar to the finding of the present study. From this point of view, it can be
said that the participants’ interpretations of teacher leadership as creating effec-
tive school culture match up with the literature related to the concept. In this
context, it is thought that teacher leaders play an important role in the effective-
ness of school culture through their actions. In this respect, it can be concluded
that the relevant literature and the concepts that form the sub-themes of teacher
leadership are closely related.

Another point examined in this research is to determine the variables that
affect teacher leadership. Research findings showed that teacher leadership is
influenced by school principal leadership, school culture, and school climate.
The findings of the research showed that one of the most important variables
affecting teacher leadership is school administrators’ leadership. Teacher le-
aders need the support of school principals in their studies. In this context, it
is expected that teachers who receive the necessary support from school admi-
nistrators tend to demonstrate more leadership behavior. In the literature, it is
seen that some researches have been carried out suggesting that the support of
school management is one of the important variables affecting teacher leaders-
hip (Beycioglu, 2009; Can, 2009a; Harris and Lambert, 2003; Katzenmeyer and
Moller, 2013; Mangin, 2005; York-Barr and Duke, 2004). This finding of the cur-
rent study is also consistent with Harris and Lambert’s (2003) research finding
that the leadership of school principals is an important variable affecting teacher
leadership. In another study, Mangin (2005) found that school administrators
could promote teacher leadership by supporting the studies of teacher leaders.
It can be expected that teacher leaders who have received sufficient support in
their studies are more willing to exhibit leadership behaviors. In addition, anot-
her finding obtained in the study shows that the autonomous behaviors of teac-
her leaders are influenced by the support of the school administration. In this
context, teacher leaders with adequate support from school administrators can
be expected to exhibit more autonomous behaviors. Based on the results of the
research, it can be said that it is important that school administrators support the
autonomy of teacher leaders in the emergence of teacher leaders, offer teacher
leaders the opportunity to use different teaching methods and techniques in the
classrooms or provide chances to develop themselves professionally and to make
collaborations at school.

Another finding that emerged under the theme of variables affecting teac-
her leadership is related to school climate. Accordingly, research findings show
that teacher leadership is influenced by the school climate. Teacher leadership is
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expected to develop better in school environments that support mutual love and
respect among colleagues. In this context, it can be thought that teachers can
demonstrate more leadership behaviors in healthy school climates. In the litera-
ture, it was seen that some researches have been done which reveal that a healthy
school climate is one of the factors that increase teacher leadership (Muijs and
Harris, 2007; Xie, 2008). In addition to this, positive effects of healthy school cli-
mates on teachers’ cooperation and their works were determined in the current
research. This result is consistent with the results of Muijs and Harris’s (2007)
study in which they focus on the teacher leadership in different school types and
showing that teachers exhibit more and more leadership behaviors in schools
that attach importance to trust, cooperation and shared vision. It is expected that
teacher leadership will find a living space in school environments where coope-
ration between colleagues is strong, support is provided by school administration
and teachers take part in decision-making processes.

In the present study, it was determined that school culture was another fac-
tor affecting teacher leadership. Ozdemir and Kiling (2015) stated that school
culture is an important variable that shapes teachers’ leadership behaviors and
leadership processes at school. At this point, a noteworthy finding of the present
study is that democratic culture in schools has a significant effect on teacher le-
adership behaviors. In this context, it can be thought that teacher leadership can
develop in school cultures that enable teachers to participate in school-related
decisions, support cooperation, and ensure effective participation of teachers in
school processes. Similarly, Hook’s (2006) research findings show that school
cultures, which involve teachers in decision-making processes and support colla-
boration among teachers, contribute to teachers’ leadership behaviors.

Another problem of the research is to identify the problems faced by teacher
leaders. Research findings show that one of the most common problems faced by
teacher leaders is the inadequate support of school administrators. The results
of the research show that administrators prevent teacher leaders from showing
their leadership behaviors by not sharing their power or not providing flexibility
to teacher leaders. This result is consistent with Harris and Lambert’s (2003) sta-
tement that school administrators should empower teachers and encourage lea-
dership. In particular, the results of research showing that administrators should
support teachers’ creativity and create a school culture based on trust by creating
a shared vision are consistent with Zinn’s (1997) research results showing that
school administrators are the most important factor in teacher leadership. Can
(2006) emphasized the importance of school principals’ personal abilities and
their encouraging practices in the realization of teachers’ leadership behaviors.
Accordingly, it is important for school administrators to know the potential of
teacher leadership at the point of school development and the importance of
developing practices that support teachers’ leadership behaviors.

The findings of the research show that teacher leaders also face obstacles
arising from the egalitarian norms of their colleagues. Research findings show
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that egalitarian norms prevent teacher leaders from taking initiatives. In other
words, teacher leadership is not compatible with egalitarian norms in schools.
Therefore, these norms adversely affect the development of teacher leadership.
At this point, Katzenmeyer and Moller (2013) emphasized that egalitarian norms
prevent teachers from taking leadership roles. This situation may lead to a com-
petitive climate and feelings of jealousy among colleagues in the school, and it
will be difficult for teachers to learn from each other in such a climate. In the
same study, it was stated that the prominence of teacher leaders with their studi-
es might be considered by some teachers as a violation of the norm that emphasi-
zes that every teacher has equal rights and responsibilities. In this context, it can
be thought that teachers do not want to take responsibility for leadership beha-
viors because they are afraid of the reactions of their colleagues and do not want
to draw attention to themselves and therefore they will abstain from taking active
part in school processes. As a matter of fact, Smylie and Denny (1990) found that
when teachers were expected to exhibit leadership behaviors in school processes,
they were reluctant to participate in studies to avoid violating egalitarian norms.
In addition to this, there are also other research findings that show the negative
effects of peer egalitarian norms on teachers’ leadership behaviors in the litera-
ture (Hart, 1990; Little, 1995; Smylie, 1992). Therefore, it can be thought that
teacher leaders will be reluctant to produce new projects and participate in social
and cultural activities in order to avoid negative reactions from their colleagues.

Another finding of the study that emerged in the context of the theme entit-
led the problems experienced by teacher leaders was the exam-oriented educa-
tion system. The participants emphasized that they have problems in the studies
or activities in which they will work together with students because of their test
and grade anxieties. In other words, it was seen that the expectation of academic
success of the stakeholders of the school from students is a factor that prevents
the social and cultural activities organized by teacher leaders. This result is con-
sistent with Can’s (2006) research findings that exam-oriented education system
is one of the factors that prevent teachers from demonstrating leadership behavi-
ors. On the other hand, in Turkey’s Education Vision 2023 Document of MoNE
(2018), it is emphasized that the main priority of education should not be the
grades and test results. Therefore, it can be said that students’ preparation for
the national exams such as YGS and LYS or their studies for the school exams
cause teacher leaders focus on only exam-oriented activities.

Another issue examined in this research is related to what needs to be done
for the proliferation of teacher leadership. Accordingly, the participants listed the
actions needed to expand teacher leadership as the expansion of teachers’ career
opportunities, providing adequate increase in their salaries and non-pecuniary
rewards, restructuring the teacher training system and implementing practices to
ensure teacher autonomy. Research findings showed that career steps should be
put into practice by assigning different responsibilities to teacher leaders becau-
se of the point that not all teachers have equal qualifications. Katzenmeyer and
Moller (2013) emphasized the necessity of environments in which teacher lea-
ders can perform their jobs with high motivation. According to this, it is thought
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that providing environments where teachers can demonstrate more leadership
behaviors and take opportunities are considered important in the proliferation
of teacher leadership. Harris and Muijs (2005) also emphasized that teachers’
leadership development should be supported by courses and pieces of training.
In summary, it can be said that systematic leadership training for teachers and
career steps for teacher leadership are likely to enable teachers to demonstrate
their leadership roles.

Another finding of the study is that teacher leaders expect to be rewarded
for their work in financial or sentimental terms in order to improve teacher lea-
dership. This finding of the current study is similar to the findings of Can (2007)
which suggests that successful teachers should be rewarded and encouraged in
order to become more productive and sociable. Another finding that emerged
in the context of the development of teacher leadership is the need to restruc-
ture the teacher training system. Research findings show that teacher training
system needs to be revised in order to develop teacher leadership. In addition,
the research findings show that the process of student selection to the faculties
of education and the training of teacher candidates in a system in which they can
exhibit leadership behavior is important in the training of teacher leaders. In this
context, the research results are consistent with the clauses related to the restruc-
turing of teacher education system and attention given in the context of student
selection to the faculties of education within the framework of cooperation with
YOK in MoNE’s Turkey’s Education Vision 2023 (MoNE, 2018). Accordingly, it
is considered that the selection of prospective teachers in the Faculties of Educa-
tion is important for the proliferation of teacher leaders in schools and that the
selected teacher candidates have a good education. Accordingly, the selection
of teacher candidates for the faculties of education and qualified training of the
selected teacher candidates is considered very important in order to increase the
number of teacher leaders in schools.

The final finding of the research on developing teacher leadership is the
implementation of practices that provide teacher autonomy. The participants
stated that teachers who can act autonomously can exhibit more leadership beha-
viors. In other words, participants of the current research thought that planning
their own teaching processes, choosing their own teaching materials and having a
say in all decisions about teaching in schools is important for teacher leadership.
Accordingly, autonomous teachers are expected to be involved in more decision-
making processes, feel more satisfied with their profession, and implement more
practices for student achievement. The research findings of Kiling, Bozkurt ve
Ilhan. (2018) showed that teachers perceive professional autonomy as having
more voices in the school-related processes and performing their profession with
high motivation. The fact that teachers are more autonomous can enable them
to do more creative work in schools and to design their courses by considering
students’ needs and expectations more. From this perspective, it can be expected
that teachers will exhibit more leadership behaviors thanks to the increase in
their levels of professional autonomy.
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Based on the results of the research, it can be expressed that sharing the ma-
nagerial strengths of administrators, creating a suitable school environment for
teacher leadership, supporting teachers to exhibit leadership behaviors and ensu-
ring that teachers participate in the school’s operational processes and decisions
are necessary not only in order to increase student achievement in high schools,
but also to ensure the institutional development at schools, to provide colleague
cooperation and professional development of teachers in schools. Considering
that the school principal’s support is a determining factor in the development
of teacher leadership, it is important for school principals to recognize the cont-
ribution of teachers’ leadership behaviors to school development and perceive
this as a potential power for improving teaching at school. In this respect, it can
be expected that organizing pieces of training by National Education Central
Organization in order to improve leadership behaviors of teachers at provincial
and district levels will be effective in terms of emergence of teachers’ leadership
behaviors.

Necessary legal arrangements should be made in order to increase the care-
er opportunities of teachers, to establish an effective reward or incentive system
and to ensure the sustainability of this. Besides, further studies may be conducted
in order to reveal the variables affecting teacher leadership from the perspecti-
ve of school administrators or provincial and ministerial administrators. Consi-
dering one of the results of this study which was entitled as the inadequacy of
the school principal’s support for teacher leadership as a case, further studies
can be carried out to determine the variables that affect this situation. Finally,
considering the limited number of studies on teacher leadership in the national
literature, it can be expected that the findings obtained from further correlati-
onal or causal research which are quantitative research method in order to test
the relationship between school leadership, school climate, school culture and
teacher leadership which were determined that they affect teacher leadership in
the current research may contribute to the literature.
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Giris

Toplumlar etkileyen ekonomik, kiltiirel, siyasi, teknolojik ve ideolojik
degisimler karsisinda tiim kurumlar kendilerini gelisen ve degisen durumlar
kargisinda gozden gecirmek ve degisime uymak zorunda hissetmektedirler. Li-
derlik kavrami da degisimlerden etkilenmis ve alanyazinda liderlikle ilgili yeni
yaklagimlara ihtiya¢ duyulmustur. Okulun teknik 6zl olan 6gretimin niteliginin
artirilmasi i¢in liderligin, okul baglaminda farkl bicimde algilandig yaklagimlar
gereklidir. Son yillarda bu baglamda 6gretim liderligi, 6gretmen liderligi, dagi-
timci liderlik, vizyoner liderlik, dontisimcii liderlik, islemci liderlik, hizmetkar
liderlik, ruhsal liderlik ve kuantum liderlik gibi liderlik stilleri alanyazinda tartis-
maya acilmig durumdadir (Harris ve Lambert, 2003; Lambert, 1998).

Ortaya c¢ikan yeni yaklagimlarda liderlige ahlaki ve kiiltiirel agidan bakil-
muis ve isbirlikgi orgiit kiltirt, demokratik degerler, orgiitsel yenilesme, degi-
sim ve doniisim One ¢ikan kavramlar olarak alanyazinda ele alinmaya baslan-
mistir (Cemaloglu, 2013). Egitim sisteminin bir alt sistemi olan okul 6rgiitii de
liderlik kavramindaki degisimlerden etkilenmistir. Liderligi yalnizca okul mii-
dirtniin rol ve sorumlulugu olarak goren geleneksel liderlik yaklagimlari okulun
etkili olmasi ve amaclarina ulasmasi icin yeterli degildir. Okulun teknik 6zl olan
Ogretimin niteliginin artirilmasi icin liderligin, okul baglaminda farkli bicimde
algilandig1 yaklagimlar gereklidir (Hargreaves, 1994; Harris ve Lambert, 2003).

1980’lerin ortalarindan itibaren yerinden yonetim anlayisi, 6gretmenler icin
kariyer basamaklari, 6gretmenlerin mentorlik programlar: liderlikle ilgili ye-
niden yapilanmayi zorunlu kilmustir. Liderligi yalnizca okul miidiiriine atfeden
bir anlayistan herkesin liderlik davraniglar1 gdsterme potansiyeli ve sorumlulugu
oldugu anlayisina dogru bir evrilme s6z konusu olmustur (Camburn, Rowan ve
Taylor 2003; Gunter, 2003; Hargreaves, 2003; King, 2017; Wallace, 2001). Le-
ithwood ve Jantzi’nin (2000a) de belirttigi gibi okul kapasitesinin gelistirilmesi
ve degisim ve gelisim siireglerinin yonetilebilmesi igin katilimeir ve dagitimer bir
liderlik anlayisinin olusturulmasi alanda yogun bir sekilde tartisilmaktadir. Gele-
neksel anlayista 6grenci 0grenmesi ve 6grenci basarisi yalnizca okul yoneticisinin
sorumlulugu olarak goriilmektedir. Bununla birlikte alanyazinda, bir¢ok arastir-
mada 6grenci 0grenmesi, okul gelisimi, 6§renme ve 0gretme ortaminin islerli-
ginin okul midiiriniin sorumlugunda olduguna iliskin anlayisin, toplumun ve
ogrencilerin ihtiyaglarini karsilayamadigi konusu tartisiimaktadir (Barth, 1990;
Beachum ve Dentith, 2004; Harris, 2002a, 2003, 2005a, 2005b; Harris ve Lam-
bert, 2003; Lambert, 2002; Muijs ve Harris, 2003; Murphy, 2005; Sergiovanni,
2007; York-Barr ve Duke, 2004). Bu bakimdan 6gretmen liderliginin okulda ya-
pilan 6gretimin niteliginin artirilmasina katki saglamasi beklenebilir. Dolayisiyla
ogretmen liderligi okullarda farkli gii¢ iligkilerine vurgu yapmakta ve lider ile
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izleyenler arasindaki ayrimin net olmamasi, 6gretmenlerin farkli zamanlarda ve
kosullarda liderler olarak ortaya cikmalarina imkan hazirlamaktadir.

Ogretmen liderligi okullarda kapasite gelistirmeyi, okulun entelektiiel ve
sosyal sermayesini iist seviyelere cikarmayr hedeflemektedir (Frost ve Durrant,
2003; Smylie ve Eckert, 2018). Zira liderligin sorumlulugunu birkag kisinin omuz-
larma yiiklemeden okulun her yerinde hissedilebilmesi ve her bireyin bir sekilde
digeri tizerinde olan etkileme giiciinii kullanabilmesi 6gretmen liderliginin 6nemli
arglimanlarini olusturmaktadir (Fink, 2005). Yapilan 6nciil calismalar 6grencinin
0grenme motivasyonunun ve performansinin 6gretmenlerin sergiledikleri liderlik
davranislarina bagli oldugunu ve 6gretmenlerin okulda 6grenci tizerinde sira dist
bir giice sahip oldugunu gostermistir. Bagka bir anlatimla 6gretmen liderler, 6g-
rencileri 0grenmeye glidillemede ve 0grencilerin okulla ilgili isleri gergeklestirip
basarmalarinda anahtar bir role sahiptirler (Becker ve Luthar, 2002).

Alanyazinda 6gretmen liderliginin ortaya ¢ikmasinda 6énemli olan diger bir
argiiman ise okulun insan kapasitesinin gelistirilmesidir. Bu bakimdan Kilin¢ ve
Recepoglu (2013), dgretmen liderliginin iddialarindan birinin degisim, dontisim
ve yenilesme ile bag edebilmek icin okullarin insan kapasitesinin gelistirilmesi yo-
niindeki gereklilik oldugunu vurgulamaktadirlar. Her 6gretmenin firsat buldugun-
da liderlik davramsi sergileyebildigi ifade edilmektedir (Barth, 1990). Ogretmen
liderliginin alanyazinda okullara sagladigi katkidan biri de 6gretmenlere meslek-
taglari ile isbirligi yapabilme imkan1 sunmasi ve 6zsaygilarini artirmasidir (Harris,
2005b). Davidson ve Dell (2003) 6gretmenlerin sinif i¢i uygulamalari ile amaglarim
gerceklestirirken uygulamalarint meslektaslari ile paylasarak okul amaclarii ger-
¢eklestirme imkani da bulabileceklerini belirterek 6gretmen liderliginin meslek-
taslarla isbirligi boyutuna vurgu yapmuslardir. Ogretmen liderler birlikte calisarak
okulun amaclarina ve vizyonuna karar vermekte, okulda yiiriitillen Ogretim
etkinliklerinde sorumluluk almakta ve 6gretim uygulamalarini gelistirmek igin yeni
yollar aramaktadirlar (Leithwood ve Jantzi, 2000b; Szeto ve Cheng, 2017).

Alanyazinda konuya iliskin yapilan calismalar incelendiginde daha ¢ok okul
yoneticileri ve 6gretmenlerin 6gretmen liderligine iligskin algilarinin (Beycioglu,
2009; Beycioglu ve Aslan, 2012; Yigit, Dogan ve Ugurlu, 2013), 6gretmenlerin
sinifta ve okulda sergiledikleri 6gretmen liderligi davramglarinin (Can, 2007,
2009a, 2009b), 6gretmen liderliginin okulun liderlik kapasitesine etkisinin (Oz-
getin, 2013), 6gretmen liderligi ve okul iklimi arasindaki iligkinin (Kiling, 2014),
ortadgretim okulu 6gretmenlerinin 6gretmen liderligine iligkin alg1 ve beklen-
tilerinin (Kilin¢ ve Recepoglu, 2013) incelendigi; bununla birlikte 6gretmen ve
okul yoneticilerinin 6gretmen liderligine iliskin alg1 ve beklentilerini dlcmeye
doniik dlceklerle birlikte (Beycioglu ve Aslan, 2010), 6gretmen liderligi kilttirii
6lgegi gelistirme ¢aligmasinin (Demir, 2014) yapildig1 goriilmektedir. Ancak 6g-
retmen liderligini etkileyen faktorlerin tespit edilmesine yonelik arastirmalarin
sinurl oldugu goriilmektedir. Uluslararas: alanyazinda ise Harris (2005b) 6gret-
men liderliginin okullar adina faydalarindan bahsederken 6gretmen liderligi ile
ilgili iddialar1 ispatlayacak ampirik ¢aligmalarin sinirliligina dikkat ¢cekmektedir.
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Ayrica, okul gelisimi ve 6grenci 6grenmesi noktasinda potansiyel bir gii¢ olarak
kabul edilen 6gretmen liderligine iligkin daha fazla arastirma bulgusuna ihtiyac
duyuldugu vurgulanmaktadir (Frost ve Harris, 2003; Katzenmeyer ve Moller,
2013; York-Barr ve Duke, 2004).

MEB (2018), Tiirkiye’nin Egitim Vizyonu 2023 Belgesi’'nde 6gretmen ye-
tistirmeye ve Ogretmenler arasi isbirligini artirmaya doniik uygulamalara yer
vermektedir. Dolayisiyla bu arastirmadan elde edilecek bulgularin, okullarda
ogretmen liderliginin 6grenci basarisinin artirilmasina, 6gretmenlerin mesleki
gelisimlerini siirdiirmelerine, okulun kurumsal gelisimine ne gibi katkilar sagla-
dig1 hususunda politika yapicilar icin 6nemli bir veri kaynagini teskil edebilecegi
disiintilmektedir. Yapilan bu ¢alismadan elde edilen bulgularin Tiirkiye’de mes-
lektas isbirligi, karsilikli 6grenme, etkilesim, destek ve geribildirim saglanabile-
cek bir okul kiiltiirtiniin tesisi ve okul yapust ile ilgili engellerin agilmasi noktasin-
da okul yoneticilerine yol gostermesi beklenmektedir. Ayrica farkli ortadgretim
kurumlarindaki 6gretmenlerin eylemleri gozlemlenerek egitimde iyi Orneklerin
agiga ¢ikarilmasi ve bu 6rnek uygulamalarin uygulanabilirligi ve pratikligi nokta-
sinda 6gretmen liderlere 6ngorii saglanabilecegi diisiiniilmektedir.

Ogretmen Liderligi

Katzenmeyer ve Moller (2013) 6gretmen liderlerin sinif icinde ve diginda li-
derlik rolleri iistlendiklerini, Boles ve Troen (1994) de 6gretmen liderlerin diger 6g-
retmenlerle birlikte calisarak 6gretim becerilerini gelistirdiklerini belirtmektedir.
Harris (2005b) 6gretmen liderligini, 6gretmenler arasinda meslektaglik normlari
olusturma, egitim-Ogretim siirecini etkileme ve okullarin kiiltiirlerini sekillendire-
rek etkililigini artirma olarak degerlendirmektedir. Bununla birlikte, York-Barr ve
Duke (2004) 6gretmen liderligini, okulun finansal, materyal ve insan kaynagina
liderlik etme, Lambert (1998) ise birlikte 6grenme, anlamui birlikte insa etme, diger
ogretmen ve okul yoneticileri ile igbirligi icinde ¢alisma olarak ifade etmektedirler.

Alanyazinda lider 6gretmenlerin rollerinin ne olmasi gerektigi ve ne tiir
sorumluluklar tstlenecekleri yogun bir bigimde tartisiimaktadir (Can, 2009a,
Grant, 2006; Harris, 2002b; Harris ve Muijs, 2003; Katzenmeyer ve Moller, 2013;
Lambert, 2003; Leithwood, 2003; Lieberman ve Miller, 2005; Murphy, 2005).
Ogretmenlerin sergiledikleri liderlik rollerini Harris ve Muijs (2005) dort baslik
altinda siiflandirmiglardir. Buna gore yazarlar aracilik roliinii, okulla ilgili geli-
sim ilkelerini sinif ortamina aktarabilme; katilimci liderlik roliini, okul gelisim
caligmalarmin etkin bir {iyesi olarak yer alip degisimi destekleme; arabuluculuk
roliinii, ihtiyac duyuldugunda kaynaklar1 temin edebilme; yakin iliskiler kurma
roliinii ise okul iiyeleriyle pozitif iligkiler kurarak isbirligini gelistirme seklinde
aciklamaktadirlar. Harris (2002b) okul gelisim siireclerinde lider 6gretmenlerin
diger 6gretmenleri etkileme ve motive etme, uzmanlik ve bilgi destegi saglama,
okulda etkili isbirligi ve iletisim saglama gibi rolleri oldugunu ifade ederken
Grant (2006), 6gretmen liderlerin okullarda etkili 6gretim icin pedagojik liderlik
rollerine dikkat ¢cekmistir.
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Alanyazinda 6gretmen liderliginin kavramsal olarak boyutlandirilmasina
iligkin bir dizi calismanin yapildigi goriilmektedir. Ornegin Katzenmeyer ve Mol-
ler (2013), 6gretmen liderliginin dort boyutlu bir yapiya dayandigini tartismak-
tadir: (1) orgiitsel kapasiteyi gelistirme, dgrencilerin ve 6gretmenlerin degisimle
bas edebilme becerilerini en {ist seviyeye cikarabilmeleri ve her 6grencinin de-
gisen kosullarda en st seviyede biligsel beceriler edinebilmesi icin onlar1 tegvik
etme, (2) demokratik bir okul toplumu olusturma, liderligin paylasilarak okullarda
demokratik bir ortamin olusturulmas: ve okulda igbirligine dayali bir ortamin
tesis edilmesi, (3) 6gretmenleri giiclendirme, dgretmenleri aktif olarak karar
stireclerine katma, orgiit icinde giiclerini artirma, (4) 6gretmen profesyonelligini
artirma, Ogretmenlere kendi islerini kontrol edebilme yetenegi kazandirma;
kendi ilkelerini belirleme imkani sunma seklinde ifade edilmektedir.

Ulusal alanyazinda da 6gretmen liderliginin kavramsallastirilmasina yonelik
yapilan calismalar dikkat cekmektedir. Bu baglamda, Beycioglu ve Aslan (2010)
ogretmen liderligini kurumsal gelisme, mesleki gelisim ve meslektaslarla isbirligi
olarak ele almaktadirlar. Kurumsal gelisme boyutu okul yoneticilerinin liderligi
paylagmasi gerektigine, 6gretmenlerin okul yonetiminde planlama, esgiidiimle-
me, kontrol siireglerinde yer alarak okulun 6grenme ve Ogretme kapasitesine
katki saglamalarina gondermede bulunurken mesleki gelisim 6gretmenlerin yeni
Ogretim yontemleri gelistirerek meslektaslarinin ve kendilerinin siirekli mesleki
gelisimini saglama ve gelisim stirecinde istekli olup oncii olmalariyla; meslektas-
larla igbirligi ise isbirligi, dayanigma, bilgi paylasimi ve gorevine yeni baglayan 6g-
retmenlere mentorlitk etme ile iligkilidir.

Aragtirmanin Amaci

Bu aragtirmanin amaci, liselerde 6gretmen liderligini etkileyen faktorlerin
belirlenmesidir. Bu amacla, asagidaki sorulara yanit aranmustir:

1. Ogretmenlerin goriislerine gore 6gretmen liderliginin amaci nedir?

2. Ogretmen goriislerine gore 6gretmen liderligi etkileyen degiskenler ne-
lerdir?

3. Ogretmen liderlerin okulda karsilastiklari sorunlar nelerdir?
Ogretmen liderliginin yayginlagmast igin neler yapilabilir?

Yontem

Aragtirmanin Modeli

Bu aragtirmada 6gretmen liderligini etkileyen faktorlere yonelik 0gretmen
gorislerinin belirlenmesi amaglanmaktadir. Arastirma nitel arastirma yontemi
ve tekli durum calismasi deseninde kurgulanmistir. Saban ve Ersoy (2017) durum
¢aligmalarimin bir olaya miidahale etmeden arastirmaciya derinlemesine incele-
me, anlama; arastirilan olgunun birey ve toplum tlizerinde etkisi ya da iligkisi hak-
kinda c¢ikarimlarda bulunma imkani sundugunu belirtmektedir. Bu arastirmada

445



Secil Araskal & Ali Cagatay Kiling

ortadgretim kurumlarinda 6gretmenlerin okulda liderlik davraniglar: sergileme-
lerini etkileyen faktorlere yonelik 6gretmen goriislerinin belirlenmesi gercek ya-
samda var olan bir durum olarak secilmis ve yapilan bu calisma ile 6gretmenlerin
bu davraniglarini etkileyen unsurlarin belirlenmesi amaclanmustir.

Katihmcilar

Bu aragtirmanin katilimcilarini 2018-2019 6gretim yilinda Karabiik ilinde
bulunan 5 farkl tiirdeki lisede gorev yapan toplam 21 6gretmen olusturmaktadir.
Aragtirmada katilimcilari belirlemek icin amacl 6rneklem yontemlerinden 6l¢iit,
maksimum ¢esitleme ve kolay ulagilabilir 6rnekleme bir sistematik iginde birlikte
kullanilmistir. Buna gore mevcut arastirmada katilimeilarinin seciminde kullani-
lan Olciit, Karabiik ilinde Milli Egitim Bakanligina (MEB) bagl bir ortadgretim
kurumunda en az 2 yildir gretmen olarak gérev yapmig olmaktir. Orneklem se-
¢iminde kullanilan bir diger yontem ise maksimum cesitlilik 6rneklemedir. Bu
baglamda aragtirmaya 2018-2019 6gretim yilinda Karabiik ilinde farkl liselerde
farkli branglardan, farkli caligma yilina sahip 6gretmenler katilimci olarak secil-
mistir. Orneklemin segiminde kullanilan bir diger yontem ise kolay ulasilabilir
orneklemedir. Bu baglamda bu kriterlere uygun 6gretmenler arasindan goriisme
yapilabilecek 21 6gretmen arastirmanin katilimer grubunu olusturmustur. Kati-
Iimcilar 13 erkek, 8 kadin 6gretmen olusturmaktadir. Katilimcilar aktif ogret-
menlik yapmaktadir ve iclerinde dnceden idarecilik deneyimi olanlar bulunmak-
tadir. Katilmceilari tamami 30-50 yas araliginda bulunmaktadir. Katilimcilardan
6’sinin meslekteki kidemi 10-16 yil, 14’tiniin ise 17-25 yil arasinda degisirken 1
katilimer 25 yildan fazla bir stiredir 6gretmenlik yapmaktadir.

Verilerin Toplanmast ve Analizi

Bu arastirmada, veri toplamak amaciyla goriisme ve gozlem teknikleri kul-
lanilmigtir. Best ve Kahn (2017) goriismenin amacini bireylerin deneyim ve bilgi-
lerine iliskin derinlemesine veri saglayabilen bakis agilari, inanglar, hisler ve de-
mografik verileri ortaya ¢ikarmak olarak ifade etmektedir. Goriigme formunda
arastirma problemine ait dort soru yer almaktadir. Bu sorular 6gretmen goriisle-
rinin derinlemesine ortaya cikarilmasina yonelik olarak hazirlanmistir. Gozlem
formunun hazirlanma siireci ayrintili bir alanyazin taramasiyla baglamistir. Bu
goriismelerde veri toplamak amaciyla ilgili alanyazina dayali olarak hazirlanan
goriisme formu uzman goriislerine sunulmustur. Bu uzmanlarin belirlenmesinde
Olciit olarak ‘Egitim Bilimlerinde Liderlik konusunda caligmalar yapmig olmak’
belirlenmistir. Bu baglamda farkli tiniversitelerde Egitim Bilimleri boliimiinde
gorev yapan alt1 0gretim lyesine taslak goriisme formu iletilmistir. Gelen do-
niitlere gore forma son hali verilmistir. Bu arastirmada katilimcilar okullarinda
nobetci olduklart giinlerde kendi dogal ortamlarinda gozlemlenmistir. Yapilan
on goriismelerde katilimeilara aragtirmanin amact ve yapilacaklarla ilgili bilgiler
verilmistir. Goriismelere baglamadan 6nce katilimcilart diledikleri an goriismeyi
sonlandirabilecekleri, kimlik bilgilerinin paylasilmayacagi ve verilerin gizli kala-
cagi hatirlatilmigtir. Katilimcilarin kendi belirledikleri ortamlarda ve zamanlarda
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goriismeler gerceklestirilmistir. Goriismeler 25 dakika ile 70 dakika arasi siir-
miistiir. Katilimcilardan ses kaydi yapilmast ile ilgili izin istenmis, iki katilimci
diginda tiim katilimcilar ses kaydina izin vermistir. Ayrica goriigmeler esnasinda,
goriisme formuna notlar alinmustir.

Arastirmanin verilerini olusturan ve yaziya dokilen ses kayitlari, gériisme
notlar icerik analizi yontemi kullanilarak analiz edilmistir. Icerik analizi yonte-
minde veriler, arastirmaci tarafindan kod ve temalara gore siniflandirilarak oku-
yucunun anlayabilecegi sekilde yorumlanir (Saban ve Ersoy, 2017). Bu arastir-
mada verilerin analizine baglamadan 6nce Yin’in (2017) dnerileri dogrultusunda
bir yol izlenmistir. Bu dogrultuda elde edilen veriler bir araya getirilmis ve ses
kaydu ile gergeklestirilen goriismeler desifre edilmistir. Elde edilen verilerden 6g-
retmen liderliginin amaci temasi; 6gretmen liderligi ile ilgili degiskenler temasi,
ogretmen liderlerin karsilagtigi sorunlar temasi ve 6gretmen liderliginin yaygin-
lagmas1 temasi olusturulmustur. Bu temalara ait on {i¢ kod ortaya ¢ikmustir.

Yin’in (2017) belirttigi gibi verilerin sokiilmesi asamasinda her bir katilimci-
dan elde edilen veriler dogrultusunda kodlar olusturulmustur. Elde edilen kodlar
gruplandirilarak alt temalar olusturulmustur. Bu agama, Creswell’in (2016) ifa-
de ettigi gibi kodlarin gruplandirilarak alt temalar olusturulmasi siirecidir. Daha
sonra alt temalardan dort ana temaya ulagilmistir. Lincoln ve Guba (1985) aras-
tirmada inandiriciligl bulgularin gercekligine giivenmek olarak tanimlamaktadir.
Bu baglamda arastirmanin inandiriciligl arastirma yapilan ortamin kilttrini,
sosyal ortami veya ilgi alanin1 6grenmek veya anlamak icin sahada yeterli za-
man harcamay: gerekli kilmaktadir. Bu dogrultuda calisma ortaminda 6gretmen
ziyaretleri yapilarak ortamin bir parcasiymis gibi davranilmistir. Arastirmanin
giivenirligini saglamak icin kullanilan diger bir teknik ise stirekli gozlemdir. Aras-
tirmada uzun siireli gozlem yapilarak ortadgretim kurumlarinda 6gretmen lider-
ligini etkileyen faktorlerle ilgili baglamin temel 6zelikleri kavranmaya calisilmis;
arastirmanin seyri ile ilgili siirekli notlar tutularak saklanmis ve tutulan bu notlar
ilgisiz verilerin ayiklanmasinda kullanilmistir. Yapilan gozlemlerde katilimcilarin
ogretmenler odasindaki iliskileri, okul yoneticileri ile olan iletisimi ve koridorlar-
da ogrencilerle olan diyaloglari gdzlenmis ve 6gretmen liderligi kavrami netles-
tirilmeye ¢alisilmigtir. Yapilan arastirmada bireysel goriismeler disinda gozlem
teknigi tercih edilerek siirecin yontem bakimindan bilimsel sinirliliklar ortadan
kaldirilmaya calisilmis ve veri toplama tekniklerinde cesitlilik saglanmistir. Bu
arastirmada Egitim Yonetimi alaninda yiiksek lisans yapan iki 6gretmen yardi-
miyla akran sorgulamasi gerceklestirilmistir. Arastirmanin inandiriciligini artir-
mak amaciyla katilimci teyidi mekanizmasi da kullanilmistir. Bu kapsamda go-
rismelere baglamadan once goriismecilerden ses kaydi yapilmasina yonelik izin
alimmustir. Daha sonra elde edilen ses kayitlar1 kagida dokiilmiis ve elde edilen
veriler her bir katilimciya iletilip onaylamalari istenmis, ayrica 6grencilere ekle-
mek ya da cikarmak istedigi bir nokta olup olmadig1 sorulmustur. Arastirmanin
teyit edilebilirligini artirmak icin kullanilan bir diger yontem dis denetimlerdir.
Miles ve Huberman (1994) dis denetimi digaridan bir arastirmacinin, aragtirma-
nin stirecini ve ¢alismanin sonuclarini inceleyip degerlendirmesi olarak ifade et-
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mektedir. Bu baglamda, arastirma konusuna ve nitel arastirmaya hakim, Egitim
Bilimleri alaninda ¢aligmalarini siirdiiren iki uzmanin goriisiine arastirma sonuc-
larmi degerlendirmek i¢in bagvurulmustur.

Bulgular

Bu bolimde arastirma verilerinin ¢oziimlenmesiyle ulasilan bulgular ve bun-
lara iligkin yorumlar yer almaktadir. Arastirma bulgulari, 6gretmen liderliginin
amaci, 0gretmen liderligini etkileyen degiskenler, 6gretmen liderlerin karsilagtig
sorunlar ve 6gretmen liderliginin yayginlagsmasi olarak isimlendirilen dort tema
altinda toplanmustir.

Tablo 1.
Temalar ve Alt Temalar

Temalar Alt temalar Katilimcilar n
Her 6grencinin 6grenmesini k1, k2, k3, k4, k5, ko6, k7, k9, k10, k11, k12, 16
Ogretmen saglama k14, k15, k16, k17, k21
liderliginin Opgretimi gelistirme k1, k2, k3, k4, k5, k9, k13, k15, k19, k20, k21 11
amact Etkili bir okul kiiltiiriiniin k1, k2, k3, k5, k6, k7, k8, k9, k12, k15, k16, 14
olusumuna katki saglama k18, k19, k21
k1, k2, k3, k4, k5, k6, k7, k8, k9, k10, k11,
. Okul miidiirtiniin liderligi k12, k13, k14, k15, k16, k17, k18, k19, k20, 21
Ogretmen k21
liderligini

k2, k3, k4, k5, ko, k7, k8, k9, k10, k11, k12,

Zg‘,‘ile]f:;‘m Ofkul iklimi K13, k14, k15, k16, k17, k18, k19, k20, k21~ 20
& Okul kiiltiirii k1, k2, k3, k4, k5, ko6, k7, k9, k10, k11, k12, 19
ul kufturu k13, k15, k16, k17, k18, k19, k20, k21
o Yénetim destesinin vetersizlisi k1, k3, k5, k7, k10, k11, k12, k13, k14, k15, 13
?dgreltmén Onetim desteginin yetersizligi K18, k20, k21
k‘arerle“t“v Meslektaslarmn esitlikei norm- k1, k4, ks, k6, k8, k10, k12, k13, k14, k17, )
SPASUEL  jap k18, k19
sorunlar
Sinav odakli egitim sistemi k1, k7, k9, k10, k12, k14, k16, k18, k19, k21 10
Ogretmenlerin kariyer firsatla- ¢ 4o 1o 11, k13, k15, k16, k18, K21 9
rin1 genisletmek
. Yeterli ticret artigini saglama ve k6, k9, k10, k13, k14, k15, k16, k18, k19, 1
Ogretmen ) hevi diillendirme k20, k21
liderliginin . .. . .
. e, Ogretmen yetistirme sisteminin k2, k3, k6, k7, k10, k11, k12 ,k14, k15, k17,
yayginlagmasi . 12
yeniden yapilandiriimasi k18, k19
Ogretmen Ozerkligini saglayici K1, k2, k7, k13, k14, k16, k18, k19 3

uygulamalar ger¢eklestirme
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Ogretmen Liderliginin Amaci

Her Ogrencinin Ogrenmesini Saglama

Bu calismaya katilan 6gretmenler, 6grencilerin akademik basarilarini artir-
manin énemine vurgu yapmisglardir. Arastirmada katilimeilarin ¢ogu, 6gretmen
ve 0grenci arasinda kurulan olumlu iligkinin, 6grenci basarisini belirleyen temel
bir faktor oldugu goriisiini paylagsmiglardir. Bu baglamda ilgili noktay: agikliga
kavusturmasi bakimindan bir katilimcinin asagida dogrudan alintilanan goriisii
onemli olabilir:

“Ogretmenler 6grencinin her birine bireysel anlamda zaman aywip her biriyle bi-
reysel ilgilenir ¢iinkil igini sever. Her ogrenciye dokunur ve her dgrencinin bagarist
artar.” (K4)

Arastirmada katilimcilardan bazilari ise 6grencilerin akademik basarilarinin
artirilmasi igin 6gretmen liderlerin sergilemesi gereken davraniglara gonderme-
de bulunmuslardir. Bagka bir anlatimla katilimcilar, “6grencilerin gereksinim-
leri” ifadesini kullanmiglardir. Bu baglamda katilimcilar 6gretmen liderlerden
beklenen davraniglar arasinda her bir 6grenci ile bire bir ilgilenmeyi ve velilerin
destegini saglamay1 vurgulamiglardir. Katilimcilarin bazilar1 6gretmen liderligi-
nin 6grenci motivasyonunu artirma noktasinda 6énemli bir unsur oldugunu be-
lirtmiglerdir. Katilimeilar, 6gretmen liderlerin 6grenci motivasyonunu artirma
noktasinda dgrenci ile olumlu bir iletisim kurarak onlara hedeflerini gercekles-
tirme noktasinda yardimci oldugunu da ifade etmislerdir. Bagka bir anlatimla
katilimcilarin bazilari, gériismeler esnasinda “6grenciyi merkeze alma” ifadesini
kullanmiglardir. Katilimcilar her bir 6grencinin kendini basariya ulastiracak yolu
bulmasi noktasinda 6gretmen liderlere biiyiik sorumluluk distigiini ifade et-
mislerdir. Baska bir katilimcinin “Ogretmen liderler 6grencinin daha farkl: bir
gozle diinyayr gormesini saglar. Salt bilgiden alikoyar.” (K2) seklindeki ifadesinin
bu noktada aciklayict oldugu diistiniilebilir. Katilimcilarin bazilarimin degindigi
bir diger nokta ise 6gretmen liderlerin her bir 6grenciye giiglii bir rehberlik yap-
masidir. Bu baglamda, 6gretmen liderlerden, 6grencilerin akademik siireclerini
organize etmelerinin yaninda, psiko-sosyal stireclerine de rehberlik etmeleri bek-
lenmektedir. Yapilan goriismelerde bir katilimcinin “... yapisina uygun becerisine
uygun bir alanda rehberlik yapabilirsek, yol gosterebilirsek...” (K4) seklindeki ifa-
desi, 6gretmen liderlerin 6grencilerin psiko-sosyal gelisimlerine destek olmast
gerektigi fikrini destekler niteliktedir.

Ogretimi Gelistirme

Bu aragtirmanin katilimcilari, 6gretmen liderlerin etkili 6gretimi yalnizca
ustlendikleri formel rollerle gerceklestiremeyeceklerini ifade etmiglerdir. Bagka
bir ifadeyle katiimcilar, 6gretmen liderlerin 6grencilerin 6zel ihtiyaglarini kargi-
lamak ve 6gretimi gelistirmek icin igbirligi yapmalar1 gerektigi fikrini paylasmak-
tadurlar. Tlgili noktay: acikliga kavusturmasi bakimindan bir katilimeinin asagida
dogrudan alintilanan goriist soyledir:
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“Lider ogretmene bir gorev daha verelim; yapacagt her davranisi paydaglara ak-
tarr: Kendi baginiza bireysel davranmayiniz o zaman siz yalnizlasirsiniz. Hep ekip
olmali hep kalabalik olmalidir.” (K19)

Katilimcilardan bazilari ise 6gretmen liderlerin giiglii alan bilgisi ve uzman-
l1ig1ile meslektaslarina 0rnek olacagini ve bu sekilde 6gretim siirecine katki sagla-
yacagini belirtmistir. Bu baglamda asagidaki katilimcinin ifadesi durumu agikliga
kavusturmasi bakimmdan 6nemli goriilebilir:

“Eger bir lider ogretmen varsa meslektaglarinin gelismesine ziimresinde bulunan
ogretmenlerin gelismesine katki saglayabilir.” (K21)

Etkili Bir Okul Kiiltiiriiniin Olusumuna Katki Saglama

Yapilan goriismelerde on dort katilimel, 6gretmen liderliginin etkili bir okul
kultiird olusturmadaki dnemine deginmistir. Katilimcilar, 6gretmen liderlerin
yeniliklere agik olduklarini ve risk alabildiklerini belirtmislerdir. Bu baglamda
ogretmen liderliginin okul kiiltliriintin yeniligi ve degisimi destekleme boyutuna
katki sagladigi diisiiniilebilir. Bu argiimani destekler nitelikte asagidaki katilim-
cilarin dogrudan alintilanan goriiglerine yer verilmistir.

“Ogretmenlerin liderligi degisim ve okul gelisimini saglar, okulun etkililigini artinr.”

(K2)

“Okul degisiyor; fikirlerimizi idare ve 6grenci ile paylastigumizda velilerle paylastigi-

muzda idare de yenilikleri gerceklestirmek zorunda hissediyor.” (K6)

Katilimer 6gretmenlerin bazilari, 6gretmen liderlerin inisiyatif kullanarak
yaptiklari igin sorumlulugunu istlendiklerini ifade etmiglerdir. Dolayisiyla kati-
Iimcilar, 6gretmen liderlerin okulda sorumluluga ve inisiyatif almaya dayali bir
¢aligma ortami olusturmaya katki sagladiklarini belirtmislerdir. Bu baglamda 6g-
retmen liderliginin okullarda yeni fikirlerin destek buldugu, tesvik edildigi bir
ortam yaratilmasina katki sagladig: diisiiniilebilir.

Katilimeilarin goriisleri incelendiginde, hemen hemen tamaminin Ogret-
men liderliginin, 6gretmenlere kendini gerceklestirme firsatlari sundugunu ifade
ettikleri goriilmektedir. Diger bir ifadeyle katilimcilar, kendini gerceklestirme
firsat1 bulan 6gretmenlerin, okulun gelisimine de katki saglayacagima dikkat
¢ekmislerdir. Bir katilimecinin goriisii bu duruma Ornek teskil etmesi agisindan
onemli goriilmektedir:

“Kendimi gerceklestiririm, insanlara faydali olmak, drnek olmak giizel bir duygu,
ogretmen liderliginin kendini gerceklestirmek anlaminda ¢ok etkisi olur.” (K12)

Ogretmen Liderligini Etkileyen Degiskenler

Okul Miidiiriiniin Liderligi

Yapilan goriismeler esnasinda katilimcilar, 6gretmen liderliginin okullarda
ortaya cikabilmesi noktasinda, okul yoneticilerine biiyiik sorumluluk diistigi
fikrini paylagmaktadirlar. Katilimcilarin bircogu okul yoneticilerinin liderligi-

450



Ogretmen Liderligi

nin 6gretmen liderliginden ayr1 diisiiniilemeyecegi goriisiindedir. Bu baglamda
katilimcilar okul yoneticilerinin giiciinii paylasarak 6gretmen liderleri ortaya ¢i-
karabileceklerini belirtmiglerdir. Asagidaki iki katilimcinin goriisleri bu noktaya
temas etmektedir:

“Okul miidiirii 6gretmenlerine eger firsat vermezse, ogretmen liderlik davranislar
gostermeyebilir.” (K1)

“Yoneticilerin arkanda oldugunu bilmek giizel. Aklinda bir is var, yiizlerce proje
olabilir, fikir olabilir ama arkandaki yamindaki adam sana giivenmiyorsa seni des-
teklemiyorsa yaptigin ise sadece hata aramak ve sorgulamak icin bakiyor angarya
olarak goriiyorsa ya da diyelim ki bu yazim islemlerinde diyelim ki Milli Egitime bir
yazisma gitmesi gerekiyor ayni adama isi ii¢ kez dort kez hatirlatiyorsan ve o yazi
hala gitmiyorsa ve bu ne yapiyor, zamanla sana ket vuruyor, senin liderlik davrani-
st negatif etkiliyor.” (K9)

Arasgtirmaya katilan 6gretmenler goriismeler esnasinda okul yoneticilerinin
ogretmen liderleri ortaya ¢ikarma noktasinda ‘destek’ kelimesine 6zellikle vurgu
yapmuslardir. Ogretmen liderligini etkileyen bir unsur olarak okul miidiiriiniin
firsatlar yaratmasi ve Ozellikle 6gretmenlere yaptiklari ¢alismalarda maddi ve
manevi destek saglamalari, katilimeilarin ¢ogunun paylastigi goriislerdir. Ayrica
okul mudiiriiniin 6gretmenine 0zerklik saglayabilmesi, okul miidiiriiniin 6gret-
meni ile birlikte egitim-6gretim siireclerinde yer almasi, okul midiriiniin ekip
ruhunu saglayabilmesi ve en Onemlisi de 6gretmenine giivenmesi, katilimcilarin
goriismeler esnasinda tizerinde durduklari hususlardir. Katilimcilar tarafindan
vurgulanan okul yoneticisinin destegi ve 6gretmen liderligi arasindaki iliskiyi an-
lamak icin asagida bir katilimcinin goriisii dogrudan alintilanarak verilmistir:

“Okul miidiirlerinin destegi ogretmenlerin liderlik sergilemelerini yiizde yiiz etkiler.
Onu ben konugurken kagirdum unuttum. Idarecinin 6gretmenin okul icerisindeki
pozisyonu ve tavrint belirleme noktasinda ¢ok onemli bir husus oldugunu hepi-
miz kabul etmeliyiz. Eger ozellikle birinci sart alaninda ogretmeni desteklemiyor
ve onu otorite olarak kabul etmiyorsa otoriteyi burada kotii anlamda kullandun,
ogrencilerine destek olma alamindaki onlart yonlendirmeleri, rehberligi agisindan
kesinlikle ve kesinlikle idareci ogretmenine destek olmak ve onunla beraber yiirii-
mek zorundaduw.” (K17)

Sonuc olarak 6gretmen liderlerin okul miidiirlerinin destegini aldiginda
daha fazla sorumluluk ve risk alacagi diigiintilebilir. Ayrica 6gretmenine giiven
veren, Ozerklik saglayan okul yoneticileri 6gretmen liderlerin Oniinii agacaktir.

Okul Iklimi

Katilimcilarin cogu, okullarinda hakim olan iklimin calismalarinmi etkiledi-
gini ifade etmistir. GOrlismelere katilan 6gretmenlerin 6énemli bir kismi, okulda
yaptiklari calismalarin basariyla tamamlanmasinda okul ikliminin 6nemine isaret
etmiglerdir. Ayrica katilimcilarin cogu okullarda saygiya dayali bir ortamin olma-
sinin 6gretmen liderlerin ¢aligmalarini olumlu yonde etkileyecegini belirtmisler-
dir. Asagidaki verilen bir katilimcinin goriisii, 6gretmen liderligi ve saygiya dayali
okul iklimi arasindaki iligkiyi gostermesi bakimindan dnemli olabilir:
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“Ben okulumdan ¢ok memnunum, okula da ¢ok severek geliyorum ve bu okulda
calismak da beni mutlu ediyor. Okulumda kigiler arast olumlu iletisim ve nezaket
hdkim.” (K3)

Gortismeler esnasinda bazi katiimeilar (K5, K9, K11, K14, K18, K20) ise
“gitven” kelimesini 0zelikle kullanmiglardir. Bagka bir ifadeyle katilimcilar 6gret-
menler arasinda kurulan giivene dayali iligkinin hem 6gretmen liderler hem de
ogrenciler lizerinde olumlu etkisi oldugunu ifade etmislerdir. Bu baglamda bazi
katilimcilar 6gretmen liderler arasindaki olumlu ve giivene dayal iligkinin okul
yOnetimi lizerinde de etkili oldugunu goriismeler esnasinda ifade etmislerdir. Bir
katilimeinin gorisi ilgili noktayr agikliga kavusturmasi bakimimdan énemli ola-
bilir:

“Ogretmenler odasindaki giiven ortami onemli. Orast cok saglam olursa yani ogret-

menlerin iliskileri, bunun 6grencilere ¢ok iyi yansidigun diigiintiyorum. Bunu daha

onceki yillarda gordiik. Ogretmenler odasindaki catismalann, kiiskiinliiklerin,
gruplagmalarin okul bagarisina, 6grencilerin davranmisina ¢ok yansidigin diistinii-
yorum. Digardan bile dgrencinin 6gretmenler odasindaki huzursuzlugu gorebildigi-

ne inanyorum.” (K19)

Katilimcilardan ¢ogu 6gretmen liderliginin saglikli okul ortamlarinda daha
kolay ortaya ¢iktigina deginmislerdir. Dolayisiyla katilimeilar saglikli okul ortam-
larinda 6gretmen liderlerin 6grencilerin gelisimi icin daha ¢ok calistigini, daha
fazla etkinlige yogunlastiklarini 6zellikle ifade etmislerdir. Bir katilimeinin olum-
lu okul iklimi ve 6gretmen liderligi arasindaki iligkiyi ortaya ¢ikarmast bakimin-
dan asagida verilen goriisti anlamli olabilir:

“Okul iklimi onemli. Insamin huzurlu oldugu yerde calismast bambagka bir sey;
daha fazla seyler yapmana sebep oluyor. Ders disi etkinliklere yogunlasip daha
fazla ne yapabilirim diye diisiiniiyorum. Ama huzursuzluk oldugunda tamamen
kabuguna ¢ekiliyorsun, dersime gireyim, ben ogretmenim, ders disinda benden bir
sey beklenmesin havasina giriyorsun.” (K4)

Okul Kiiltiirii

Okul kiltiri temasinda katilimeilarin bazilarinin goriismeler esnasinda
ozellikle “demokratiklik” ifadesini kullandiklari goriilmiistiir. Bagka bir anlatimla
katilimcilarin cogu okul kiiltiiriine demokratik normlari hakim olmasinin 6gret-
men liderlerin yaratict uygulamalarini, okul yonetimi ve meslektaslari ile isbirli-
gini tesvik edecegini ifade etmislerdir. Asagidaki katilimeinin goriisii demokra-
tik okul kiltiiriintin 6gretmen liderligi iizerinde etkisini gdstermesi bakimindan
onemli olabilir:

“Okulda demokratik bir ortam olmast benim ¢alismalarimi ve meslektaslarimla

iligkilerimi etkiler; takdir edilmek etkiler.” (K18)

Katilimcilar kiltiirel normlarin ¢ok 6nemli oldugunu ifade etmislerdir. Ya-
pilan goriismelerde meslek liseleri disinda goriisme yapilan okullarda akademik
basar1 odakli bir kiiltiir oldugunu ifade etmislerdir. Bu durumu bazi katilimcilar,
ogrencilerin 6grenmelerini gelistirme baglaminda olumlu olarak degerlendirir-
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ken katilimcilarin bir¢ogu fazlaca akademik basar1 odakl kiltiiriin, cocuklarin
sosyallesmeleri noktasinda §gretmenlerin yapacagi ¢alismalara engel teskil etti-
gini belirtmislerdir. Bagka bir anlatimla, akademik basariya ¢cok yogun bir sekilde
odaklanan okul kiiltiiriiniin 6gretmen liderlerin yaraticiliklarini engelleyecegi
diisiiniilebilir. Tki katilimcinin goriisleri yukaridaki argiimani desteklemesi baki-
mindan 6énemli olabilir:
“Ornegin dersten baska hicbir sey bilmeyen hicbir seyle ilgilenmeyen bir hobisi ol-
mayan robotlar mu yetistiriyoruz diye diistinmeden de edemiyorum.” (KS5)
“Ogrencilerimiz belki yiiksek notlar aliyor ama cogu iki kelimeyi yan yana getirip
kendini ifade edemiyor. Bu tarz eksiklerimiz ¢cok ama maalesef bizim tek amacimiz

tiniversite stnavinda dgrenci gondermekmis gibi, kiiltiiriimiiz maalesef bu sekilde.”
(K12)

Ogretmen Liderlerin Karsilastigi Sorunlar

Yonetim Desteginin Yetersizligi

Ogretmenlerle yapilan goriismelerde, dgretmenlerin hemen hemen tama-
mi1 6gretmen liderliginin gelisimi noktasinda okul yoneticilerinden kaynaklanan
sorunlara deginmislerdir. Okul yoneticilerinden kaynakli sorunlar baglaminda,
katilimcilarin 6ncelikle degindikleri nokta ise okul yoneticilerinin asir1 sekilde
Ogretmenleri yasa, yonetmelik ve genelgelerle sinirlandirmak istemeleridir. Asa-
gidaki verilen bir katilimcinin ifadesi bu durumu 6rneklendirmektedir:

“Idare. Mesela bir etkinlik yapacaksindir veya bir egitim diizenleyeceksindir iste
bunla ilgili zaman yok, miifredatta yok, imkdnlarimiz sumrly gibi séylemleri etkili
olabilir.” (K18)

Katilimcilardan cogu okul yoneticilerinin sahip olmast gereken yoneticilik
vasiflarina da dikkat cekmislerdir. Bu baglamda katilimcilar, okul yOneticisinin
ozellikle iyi bir lider olmasi gerektigine vurgu yapmislar ve okul yoneticilerinin
okul yonetim siireglerinde profesyonel davranmalarinin éneminden bahsetmis-
lerdir. Katilimcilarin asagidaki ifadeleri ilgili noktayr acikliga kavusturmasi baki-
mindan 6nemli olabilir:

“Iletigim dilini iyi kullanamayan bir idareci beni asagiya ceker okulumda. Hitaplar
stkintr olan bir idareci beni asagiya ceker.” (K13)

Meslektaslarin Egitlik¢i Normlart

Meslektaslarin esitlik¢i normlart alt temasinda katilimeilarin goriisleri in-
celendiginde, katilimcilarin hemen hemen tamaminin meslektaslarin esitlikgi
normlarmin dgretmen liderligi icin engel oldugunu ifade ettikleri anlagiimakta-
dir. Diger bir ifadeyle, katilimeilar tiim 0gretmenlerin mesleklerinde esit oldugu
algisini tagidiklar: ve aralarindan bir 6gretmenin lider olarak ortaya ¢ikmasinin
bu norma zarar verecegi yoniinde goriig bildirmiglerdir. Dolayisiyla lider 6gret-
menler esitlik¢i normlara meydan okuyabilir ya da meslektaglar ile olumlu ilis-
kilerini devam ettirebilmek icin liderlik davramisindan vazgecebilir. iki 6gretme-
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nin agagida alintilanan ifadeleri ilgili noktay: acikliga kavusturmasi bakimindan
onemli gorilebilir:
“Hi¢bir davranis sergilemeyen bir 6gretmen toplulugu icerisinde, benim yaptigim
seyler zaten siritacakt. Ben de daha fazla bir gey yapma geregi duymam; yani o
yiizden ¢ok onemli...” (K18)

“Meslektaslarin ozellikle yasca biiyiik meslektaslarimizin degisime kapalt olmalar
nedeniyle, bazi seyleri yapmak sikinti oluyor.” (K10)

Sinav Odakli Egitim Sistemi

Arastirmaya katilan 0gretmenler tarafindan ozellikle belirtilen ve Ogret-
menlerin liderlik rol ve sorumluluklarini iistlenmelerini engelleyen etmenlerden
bir digeri ise Turk Milli Egitim Sisteminde yer alan 6grenci, 6gretmen, veli ve
yonetici gibi egitim Ogretim silireclerinde yer alan tim paydaslarin akademik
basariya asirt odaklanmig olmalaridir. Katilimeilar bu durumun, 6gretmenlerin
sergileyecegi liderlik davraniglarini etkileyecegini ifade etmislerdir. Ayrica, ka-
tilimcilarin ¢ogu 6grencinin yapacag biitiin ¢alismalara not kaygisi ve akademik
basari ile yaklastigi hususuna dikkat ¢cekmislerdir. Buna gore, katilimcilar 6gret-
menlerin herhangi bir calisma yaparken 6grencilerin simav ve not kaygilar ile
karsilastiklarini ifade etmislerdir. Bir katilimer tarafindan bu durum su sekilde
dile getirilmistir:

“Ogrenci acisindan degerlendirdigimizde ise égrencilerin bircogu bazi etkinlikleri

yapmaktan kaginwyor.” (K7)

Katilimeilarin hemen hepsinin degindigi diger bir nokta Tiirk Milli Egitim
Sisteminde gerceklestirilen YKS, LGS gibi sinavlar yiiziinden 6grencilerin bii-
tlin zamanlarini bu simavlara hazirlanarak gegirdikleridir. Dolayisiyla katilimcei-
lar 6gretmen liderlerin, sadece sinav odakli hareket edebildiklerini, 6grencileri
sosyal kiiltiirel becerilerde gerekli sekilde donatamadiklarini belirtmislerdir. Bu
baglamda bir sekilde 6gretmenlerin liderlik davranisi sergilemelerinin engellen-
digi diisiintilebilir. Asagidaki katilimcilarin goriisleri bunu acik bir sekilde ortaya
koymaktadir:

“Cocuklarin sinaviara agiri odakli olmalari, 6lgme degerlendirme sistemi, stirece
degil sonuca odakly islemler.. YGS TYT AYT sinavlari ¢ocuk onu da birakmuyor,
digerini de yapmak istiyor.” (K9)

‘Ashinda dgretmenlerin de cogu akademik basariyr odaklandiklar icin diger seyleri
kagiryoruz, gercek hayata hazirlamiyoruz. Egitim hayati bittikten sonra, bu cocuk-
lant ¢ok iyi hayata hazirladiginuzt iddia edemem.” (K10)

Ogretmen Liderliginin Yaygilasmasi

Ogretmenlerin Kariyer Firsatlarint Genisletmek

Arastirmada ortaya ¢ikan ve katilimcilarin tamaminin tizerinde 6nemle dur-
duklar1 noktalardan biri de 6gretmenlerin bir sekilde formel ve informel rolle-
rinin gerekli kildig1 etkileme gliglerini genisletmek icin 6gretimsel bilgi ve bece-
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rilerini gelistirmeleridir. Katilimcilarin 6nemli bir kismi her bir 6gretmenin esit
yeterlilige sahip olmadigini, dolayisiyla etkili bir 6gretmenin bir sekilde siirecte
oniinii agmak gerektigini ifade etmiglerdir. Bu baglamda sorumluluklarinda ve
iicretlendirmelerinde bir farklilagsmaya gidilmesinin uygun olacag diisiintilebilir.
Ogretmen liderliginin yayginlagmasi icin kariyer segeneklerine olan ihtiyag, asa-
g1da verilen katilimci goriislerinden anlasiimaktadir:

“Ekonomik katki saglanmali. Farkli bir sey yapan ogretmene yaptigi igin ekonomik
katkisini gormeli ya da kariyerinde ilerleyebilmeli. Belki kariyer basamaklar gelme-
li. Mesela bir sen ¢alisiyorsun, ¢calisan da ¢alismayan da ayni parayt alyor.” (K6)

“Isini iyi yapan ogretmenleri mentér olarak almall ve diger ogretmenlere egitim
verdirmeli.” (K9)

“Belli egitimlerden gecmis 6gretmenler; igte belli bagarlara imza atnug 6gretmenler
ayrdmali; istekli olan ogretmenler yine ayrilmaly yine bir kariyer basamag seklinde
olabilir, her 6gretmen ayni olmamal.” (K12)

Yeterli Ucret Artisimi Saglama ve Manevi Odiillendirme

Katilimeilarin goriismeler esnasinda degindigi diger bir konu ise okulda li-
derlik rol ve sorumlulugunu tstlenen ve bu yonde davraniglar sergileyen ogret-
menlere yonelik odiillendirme sisteminin yetersizligidir. Buna gore, calisan ve
¢aligmayan O0gretmenin ayni ticreti almasi, 6gretmenlerin 6zellikle elestirdikleri
noktalardan biridir. Asagida verilen katilimci goriisleri, 6gretmen liderligi ve ye-
terli ticret artisini saglama arasindaki iligkiyi ortaya koymasi bakimimdan énemli
olabilir:

‘Alaninda bagar olan ogretmenlerin derece falan bir seyler almast mutlaka etkili
olabilir.” (K15)

Ayrica ozendiriciler gerekiyor; ogretmen tegvik edilmeli.” (K16)

Ogretmen Yetistirme Sisteminin Yeniden Yapandirimast

Ogretmen yetigtirme sisteminin yeniden yapilandirilmasi temasi altinda
katilimceilarin  goriigleri incelendiginde, Ogretmenlerin tamaminin 6gretmen
yetistirme sisteminin yeniden yapilandirilmasi gerektigini disiindiikleri orta-
ya konmustur. Buna gore, 6gretmenlerin bu kapsamda tizerinde durduklari ilk
nokta, 6gretmen yetistiren fakiiltelere 6grenci seciminin yeniden diizenlenmesi
gerekliligidir. Ayrica katilimeilar Egitim Fakiiltesi mezunu olmayanlara 6gret-
menlik hakki verilmemesi gerektigini belirtmislerdir. Bu baglamda 6gretmen-
ler, 6gretmen ihtiyaci ve fakiiltelerden mezun olan 0grenci sayilar1 arasindaki
dengenin iyi kurulmasi gerektigi diisiincesindedir. Katilimcilarin agagida verilen
goriisleri 6gretmen liderlerin yetistirilme siirecinin de 0gretmen liderliginin yay-
ginlasmasinda 6nemli oldugunu gostermesi bakimindan anlamhidir.

“Valla yayginlagmas icin devlet bence ¢ok asamali bir sistem kurmali. Lider 6g-
retmen secerken bir stirti doneye basvurmali ve bunla ilgili fakiilteler olusturmall,
bolge fakiilteleri mesela.” (K19)
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“Hicbir is yapamayan kisi ogretmen oluyor, yani artik fen edebiyat fakiiltelerin-
de ¢ok diisiik puanlarla giren insanlar formasyon alarak ogretmen olabilmekte.”
(K18)

Ogretmen Ozerkligini Saglayict Uygulamalar Gerceklestirme

Katilimcilarin tamami, 6gretmenlerin kendi 6gretim materyallerini segme
ve takip ettikleri miifredat noktasinda daha 0zgiir davranmak istediklerini ifade
etmiglerdir. Baz1 katiimcilar ise 6gretmenleri siniflariyla ilgili ya da okulla ilgili
karar siireclerine daha ¢cok dahil etmenin, 6gretmenleri daha 6zerk hale getirece-
gini ifade etmislerdir. Ayrica katilimcilarin bazilari, 6gretmeni yetkilendirmenin
okul yoneticilerini daha giicli kilacagini ifade etmislerdir. Bu baglamda bir kati-
limeinin agagida verilen goriisii, okul yoneticinin paylagimer liderligi ve 6gretmen
liderligi arasindaki iliskiyi gostermesi bakimindan 6nemli goriilmektedir:

“Okul yonetiminin her geyi diigiintip gorebilmesi de imkdnsiz. Bunun i¢in ogretmen
liderlere ihtiyag var. Ciinkii liderligin dagitilmasi gerekiyor.” (K2)

Katilimcilarin bazilart 6gretmenlerin karar stireclerine daha fazla katki sag-
lamas1 gerektigini diisiinmektedirler. Diger bir ifadeyle katilimcilar 6gretmenle-
rin ders programlari ve icerikleri, 0l¢me degerlendirme uygulamalari, teknoloji-
den sinifta nasil yararlanilacagi ve hatta okullarin ¢aligma saatlerinin nasil olmasi
gerektigi gibi konularda daha fazla s6z sahibi olmalar1 gerektigini diisiinmekle-
dirler. Ogretmenlerin asagida alintilanan ifadeleri ilgili noktayr acikliga kavus-
turmasi bakimindan 6nemli gorilebilir:

“Daha demokratik ve ozgiir bir ortama ihtiyacinuz var ama yonetmelikler, miifre-
dat ve bazi ziimre kararlar bizi baglyor, o konuda ogretmen yeterince ozgiir degil.
Evet, konular belli olacak ama herkes kendi ozelligine gore degistirebilecek.” (K14)

“Daha serbest calisma alanlari, 6gretmenlerin kendilerini daha ¢ok ifade edebile-
cekleri alanlar birakmalillar.” (K13)

Tartisma, Sonug ve Oneriler

Arastirma bulgular incelendiginde, katilimcilarin 6gretmen liderliginin
amacini her égrencinin 6grenmesini saglama, okulda yapian ogretimi gelistirme,
etkili bir okul kiilttiriiniin olusumuna katki saglama olarak anlamlandirdiklar1 an-
lagilmaktadir. Ogretmen liderler her 6grencinin 6grenebilmesi icin dgrencinin
akademik basarisini artirmaya dontik uygulamalar yapip 6grenci merkezli davra-
narak 0grenci motivasyonun artirmaya calismaktadir. Bu bulgu ile Danielson’un
(2006) ogretmen liderliginin 6ncelikli amacinin 6grenci 6grenmesini en st dii-
zeyde gerceklestirmek oldugunu bulguladigi aragtirmanin bulgular1 benzerlik
gostermektedir. Katzenmeyer ve Moller (2013) ise egitim sisteminin basarisiz-
ligin1 ortaya koyan politika raporlar1 karsisinda, 6grenci 6grenmesini artirmaya
¢alismanin 6nemine vurgu yapmaktadir. Bu baglamda, 1739 sayili Milli Egitim
Temel Kanununda yer alan Tirk Milli Egitim sisteminin amaclari ve ilkeleri dii-
stintldiigiinde, katihimcilarin her 6grencinin 6grenebilecegi fikrini icsellestirdik-
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leri sdylenebilir. Aragtirma bulgulari, katilimcilarin her §grencinin 6grenmesini
saglamay1 6grencilerde yitksek motivasyonu saglama olarak anlamlandirdiklari-
m1 gostermektedir. Ogretmen liderligi ve giiclii 6grenci motivasyonu ile ilgili bu
bulgu, 6gretmen liderliginin 6grenci motivasyonu iizerinde giiclii bir etkisi ol-
dugu, 6gretmenin liderlik yapamadig1 durumlarda dgrencilerin motivasyonunun
diistiigiinii gosteren aragtirma sonuglari ile tutarlilik gostermektedir (Oqvist ve
Malmstrom, 2017). Bu baglamda, 6gretmen liderlerden beklenen dncelikli dav-
ranig 6grenci motivasyonunu saglayict uygulamalar ile 6grencilerin akademik ba-
sarisini en iist seviyede saglayici calismalar yapmalaridir. Ogretmen liderlerin her
ogrencinin 6grenebilecegi noktasindan hareketle siniflarinda farkl uygulamalar
sergiledikleri ve her 6grencinin akademik bagarisimi artirmak icin farkli uygula-
malar gerceklestirdikleri sdylenebilir.

Arastirmada 6gretmen liderliginin amaci temasi her 6grencinin 6grenme-
sini saglama alt temasinda ortaya ¢ikan bir diger bulgu ise 6gretmen liderliginin
O0grenme yagantilarini her bir 6grencinin bireysel gereksinimlerine doniik ola-
rak diizenlemeye ve 0grencilerin kendilerini gerceklestirmesine firsat vermesi-
dir. Ayrica, arastirma bulgular1 6gretmen liderliginin 6grencilerin psiko-sosyal
gelisimlerinin destekledigini gostermektedir. Can (2014) 6gretmen liderlerin
sahip olduklar1 beceriler arasinda ogrencileri egitim dgretim siirecine katma, si-
nif etkinliklerinde rol almada 6grenciyi isteklendirme, birlikte calismaya 6zen
gosterme olarak siralamaktadir. Bu acidan bakildiginda, katilimeilarin 6gretmen
liderligini 6grenciyi hem akademik hem de psiko-sosyal yonden gelistirme sek-
linde anlamlandirmalarinin kavrama iligkin alanyazinla Ortiistiigi sOylenebilir.
Diger taraftan Harris ve Muijs (2005), 6grencilerin 6z giivenleri, sosyal bece-
rileri, ruhsal sagliklar1 ve 0z saygilarinin 6gretmenin sinif ortaminda sergiledigi
davraniglarla sekillendigini saptamiglardir. Bu baglamda 6gretmeninden gerekli
destegi alan 0grencinin kendini gerceklestirmesi ve sosyal hayatta daha uyumlu
ve basarili olmasi beklenebilir. Bagka bir anlatimla, 6gretmen liderliginin, gele-
neksel 0gretim uygulamalarinin disina ¢ikarak her bir 6grencinin tiim yonleriyle
donanimli bireyler olarak yetistirilmesi yoniinde egitim 6gretim siireclerine katki
sagladig1 soylenebilir.

Arastirmada ortaya ¢ikan bir diger bulgu ise 6gretmen liderliginin amacinin
Ogretimin niteligini gelistirme oldugu yoniindedir. Bu baglamda, 6gretmenlerin
okullarda tistlendikleri formel ve informel rollerin, 6gretmen liderleri 6gretimi
gelistirme noktasinda kritik bir konuma getirdigi dustiniilebilir. Baska bir ifa-
deyle, 6gretmen liderler 6gretimi gelistirme noktasinda énemli roller istlenmek-
tedirler. Bu duruma paralel bir bicimde York-Barr ve Duke (2004), 6gretmen
liderliginin amacinin 6gretimi gelistirmek oldugunu bulgulamis ve 6gretmen li-
derlerin tstlendikleri profesyonel gelisimi saglama, gruplar1 harekete gecirme,
kocluk, arastirmacilik, mentorlik gibi rollerle okulda yapilan 6gretimin gelis-
tirilmesine katki sagladiklarin1 ortaya koymuslardir. Ogretmen Liderleri Kesif
Konsorsiyumu (2008) (Teacher Leadership Exploratory Consortium) tarafindan
gerceklestirilen bagka bir arastirmada 6gretmen liderlerin 6gretimi gelistirme ro-
liine vurgu yapilmis; 6gretmen liderlerin okulun degerleri, misyonu ve vizyonu ile
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uyumlu 6gretim uygulamalarii gerceklestirdikleri ve meslektaslariyla bu uygula-
malari paylastiklar: tespit edilmistir. Bu bulgunun arastirma bulgusu ile benzerlik
gosterdigi goriilmektedir.

Ogretmen liderlerin 6gretimi gelistirme noktasinda meslektaslari ile isbirligi
yapmalarinin gerekli oldugu 6gretimi gelistirme temasinda ortaya ¢ikan onem-
li bir diger bulgudur. Zira 6grencilerin akademik gelisimlerinde 6gretmenlerin
yapacag isbirliginin ¢cok 6nemli oldugu diisiiniilebilir. Ogretmenler okullarda
okul yoneticileri ve meslektaglari ile sube 6gretmenler kurulu, ziimreler, disiplin
kurullari, sosyal etkinlikler kurulu gibi yapilarda isbirligi yapmakta ve 6grencile-
rin akademik, kiiltiirel ve psiko-sosyal yonden gelisimlerini destekledikleri bilin-
mektedir. Harris ve Lambert (2003) 6gretmen liderliginde gerekli olan igbirligi
becerilerine vurgu yapmislar ve 0gretmen liderlerin karar siireclerinde, grup ca-
lismalarinda, problem ¢6zme siireglerinde, catismalarda uzlasma saglamadaki is-
birligi becerilerine deginmislerdir. Dolayisiyla, 6gretimi gelistirme bir sekilde 6g-
retmen liderlerin igbirligi yapmasini zorunlu kilmaktadir. Nitekim alanyazinda,
ogretmen liderliginin 6gretimi gelistirme boyutunda isbirligi becerilerinin 6nemli
oldugunu gosteren arastirma bulgular1 da mevcuttur (Musselman, Crittenden ve
Lyons, 2014).

Arastirmada 6gretmen liderliginin amaci temasinin alt temalarindan bir di-
geri, etkili bir okul kiiltiirii olusturmaya katki saglamadir. Katzenmeyer ve Moller
(2013) 6gretmen liderliginde okul baglaminin cok 6énemli olduguna deginmis ve
ogretmen liderliginin 6ne ciktig1 okullarda gelisimsel vurgu, taninma, 6zerklik,
mesleki igbirligi, katilim ve acik iletisimin s6z konusu oldugunu ifade etmislerdir.
Arastirma sonuglari, 6gretmen liderliginin okulda 6grenmeye doniik etkili bir
kiltiiriin olusturulmastyla iligkili oldugunu gostermektedir. Bu baglamda, ogret-
men liderlerin yeniliklere acik ve degisimi destekleyen bireyler olmalarinin okul
kultiirlerine olumlu katki sunacagi distiniilmektedir. Dolayisiyla ortadgretim
kurumlarinda 6gretmen liderlerin, MEB tarafindan duyurulan projelerde yer al-
diklari, sosyal ve kiiltiirel faaliyetlere katilarak okuldaki degisim siirecinde etkin
rol iistlendikleri ve MEB tarafindan diizenlenen 6grenme siireclerini ilgilendiren
etkinliklerde yer alarak etkili okul kiltiirii olusumuna katki sagladiklar: distini-
lebilir. Ogretmenlerin risk ve sorumluluk alarak okul kiiltiirlerine sagladiklar:
katki arastirmanin bir diger sonucudur. Tlgili alanyazinda 6gretmen liderlerden
yaptiklari islerin sorumluluklarini iistlenmelerinin beklendigini gosteren ¢alisma-
lar mevcuttur (Harris ve Lambert, 2003; Crowther, Kaagan, Ferguson ve Hann,
2004; Danielson, 2006). Mevcut arastirmanin sonuglar1 da dgretmen liderlerin
islerini severek yapmalar1 nedeniyle okullarda moral diizeyinin yiiksek oldugu ve
ogretmenlerin isbirligi icinde calismalar gerceklestirdigini ortaya koymaktadir.
Harris ve Muijs (2003) yaptiklar1 bir calismada 6gretmenlerin sergiledikleri lider-
lik davraniglariyla okulda 6grenmeye doniik giiclii bir kiiltiirtin olugsmasina katki
sagladiklarini ortaya c¢ikarmiglardir. Bu bulgu, mevcut arastirmanin bulgusu ile
benzerlik gostermektedir. Bu acidan bakildiginda, katilimcilarin 6gretmen lider-
ligini etkili okul kiiltiirii olusturmaya dontk uygulamalar gerceklestirme seklin-
de anlamlandirmalarinin kavrama iliskin alanyazinla ortistiigii sdylenebilir. Bu
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baglamda, 6gretmen liderlerin gergeklestirdikleri eylemlerle okul kiiltiiriiniin et-
kililiginde oldukg¢a 6nemli yere sahip oldugu diisiiniilmektedir. Bu itibarla, ilgili
alanyazinla 6gretmen liderliginin amacinin alt temalarini olusturan kavramlarin
birbiriyle oldukga yakin iligkili oldugu yoniinde bir ¢ikarim yapilabilir.

Arastirmada incelenen bir diger nokta, 0gretmen liderligini etkileyen de-
giskenlerin belirlenmesine yoneliktir. Arastirma bulgular1 6gretmen liderliginin
okul miidirtniin liderligi, okul kiiltiirii ve okul ikliminden etkilendigini goster-
mektedir. Aragtirma bulgular1 6gretmen liderligi etkileyen degiskenlerin bagin-
da okul yéneticilerinin liderliginin geldigini gostermektedir. Ogretmen liderler
yaptiklar1 caligmalarda okul mudiirlerinin destegine ihtiya¢ duymaktadirlar. Bu
baglamda okul yoneticilerinden gerekli destegi alan 0gretmenlerin daha fazla
liderlik davranisi sergilemeleri beklenmektedir. Zira alanyazinda okul yonetimi-
nin desteginin 6gretmen liderligini etkileyen 6nemli degiskenlerden biri oldugu-
nu ortaya koyan bazi arastirmalarin yapildigi goriilmektedir (Beycioglu, 2009;
Can, 2009a; Harris ve Lambert, 2003; Katzenmeyer ve Moller, 2013; Mangin,
2005; York-Barr ve Duke, 2004). Arastirmanin bu bulgusu, Harris ve Lambert’in
(2003) okul yoneticilerinin liderliginin 6gretmen liderligini etkileyen énemli bir
degisken oldugu yoniindeki aragtirma bulgusu ile de tutarlidir. Bununla birlikte
bagka bir aragtirmada Mangin (2005), okul yoneticilerinin 6gretmen liderlerin
yaptiklar1 caligmalar1 destekleyerek dgretmen liderliginin gelisimini destekleye-
bilecegini saptamistir. Yaptigi calismalarda yeterli destegi alan 6gretmen lider-
lerin, liderlik davraniglar1 sergilemede daha istekli olmalar1 beklenebilir. Ayrica
arastirmada elde edilen bir diger bulgu, 6gretmen liderlerin 6zerk davranisla-
riin okul yonetiminin desteginden etkilendigini gostermektedir. Bu baglamda,
okul yOneticilerinden yeterli destegi alan 6gretmen liderlerin daha 6zerk davra-
niglar sergilemeleri beklenebilir. Arastirma sonuglarina dayali olarak okul yo-
neticilerinin 6gretmen liderlerin 6zerkligini desteklemeleri, 6gretmen liderlere
farkli 6gretim yontem ve tekniklerini deneme, mesleki acidan gelisme ve igbirligi
yapma olanagi sunmalarinin, 6gretmen liderlerin ortaya ¢cikmasinda 6nemli ol-
dugu soylenebilir.

Arastirmada ogretmen liderligini etkileyen degiskenler temasinda orta-
ya cikan bir diger bulgu okul iklimiyle iligkilidir. Buna gére arastirma bulgulari
ogretmen liderliginin okul ikliminden etkilendigini gostermektedir. Ogretmen
liderliginin saygiya ve sevgiye dayali okul ortamlarinda daha iyi gelismesi bek-
lenmektedir. Bu baglamda saglikli okul iklimlerinde 6gretmenlerin daha fazla
liderlik davranislar ile 6ne cikacaklart disiintilebilir. Alanyazinda saglikli okul
ikliminin 6gretmen liderligini artiran faktorlerden biri oldugunu ortaya koyan
bazi aragtirmalarin yapildig goriilmektedir (Muijs ve Harris, 2007; Xie, 2008).
Bununla birlikte mevcut arastirmada saglikli okul iklimlerinin 6gretmenlerin is-
birligi yapmalarini ve ¢alismalarina olumlu yonde etkileri saptanmuistir. Bu sonug,
Muijs ve Harris’in (2007) 6gretmen liderligini farkli okul tiirlerinde inceledik-
leri ve gliven, isbirligi ve paylasilan bir vizyonun oldugu okullarda 6gretmenle-
rin daha fazla liderlik davranisi sergilediklerini gdsteren arastirma sonuclariyla
tutarhidir. Meslektaglar arasi igbirliginin yapildigi, okul yonetiminin desteginin
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saglandig1 ve karar siireglerinde 6gretmenlerin yer aldigi okul ortamlarinda, 6g-
retmen liderliginin yagsam alan1 bulmasi beklenmektedir.

Arastirmada Ogretmen liderligini etkileyen degiskenlerden bir digerinin
okul kiiltiirii oldugu belirlenmistir. Ozdemir ve Kiling (2015) okul kiiltiiriiniin
ogretmenlerin liderlik davranisi sergilemelerini ve okuldaki liderlik siireclerini
sekillendiren 6nemli bir degisken oldugunu belirtmislerdir. Bu noktada mevcut
arastirmanin kayda deger bir bulgusu okullardaki demokratik kiiltiiriin 6gretmen
liderligi davraniglarina 6nemli etkisi oldugudur. Bu baglamda 6gretmen liderligi-
nin, 6gretmenleri okulda 6gretime iligkin kararlara katilimlarini saglayan, igbirli-
gini destekleyen, 6gretmenlerin okul stireclerine etkin katilimlarini saglayan okul
kiiltiirlerinde gelisebilecegi diistintilebilir. Benzer bicimde Hook un (2006) aras-
tirma bulgular1 da 6gretmenleri karara katan, 0gretmenler arasindaki igbirligini
destekleyen okul kiiltiirlerinin 6gretmenlerin liderlik davraniglari sergilemelerini
katkr sagladigini gostermektedir.

Arastirmanin bir diger problemi 6gretmen liderlerin karsilastigi sorunlarin
belirlenmesine yoneliktir. Arastirma bulgular1 6gretmen liderlerin en ¢ok karsi-
lastig1 sorunlardan birinin yonetim desteginin yetersizligi oldugunu gostermek-
tedir. Arastirma sonuglar1 yoneticilerin 6gretmen liderlerin liderlik davranislari
sergilemelerine giiclerini paylagsmayarak ya da 6gretmen liderlere esneklik tani-
mayarak engellediklerini géstermektedir. Bu sonug, Harris ve Lambert’in (2003)
okul yoneticilerinin 6gretmenleri giiclendirerek liderligi tesvik etmeleri gerek-
tigine yonelik ifadesiyle ortiismektedir. Ozellikle yoneticilerin 6gretmenlerin
yaraticiliklarint desteklemeleri, paylasilan bir vizyon olusturarak giivene dayali
bir okul kiiltirt olusturmalari gerektigini gésteren arastirma sonuglari, Zinn’in
(1997) okul yoneticilerinin 6gretmen liderliginde en 6nemli faktor oldugunu gos-
teren arastirma sonuclariyla tutarlidir. Can (2006) okul miidiirlerinin kisisel ye-
teneklerinin ve 6gretmenlere cesaret veren uygulamalarinin 6gretmenlerin lider-
lik davraniglar1 sergilemelerinde 6nemine vurgu yapmaktadir. Buna gore, okul
yoneticilerinin 6gretmen liderliginin okulu gelistirme noktasinda potansiyelini
bilmelerinin ve 6gretmenlerin liderlik davraniglarini destekleyici uygulamalar ge-
listirmelerinin 6nemli oldugu distiniilmektedir.

Arastirma bulgular1 6gretmen liderlerin meslektaslar arasindaki esitlikci
normlardan kaynakli engellerle de karsilastigini gdstermektedir. Aragtirma bul-
gular esitlikci normlarin 6gretmen liderlerin girisimde bulunmalarini engelledi-
gini gostermektedir. Basgka bir ifadeyle, 6gretmen liderligi okullardaki esitlik¢i
normlarla uyumlu degildir. Dolayisiyla bu normlar 6gretmen liderliginin gelisi-
mini olumsuz yonde etkilemektedir. Bu noktada, Katzenmeyer ve Moller (2013)
esitlikci normlarin 6gretmenlerin liderlik rolleri iistlenmelerini engelledigini
vurgulamis; bu durumun okulda yarigmaci bir iklimin olusmasina ve mesleki kis-
kangliga neden olabilecegini ve bdyle bir iklimde dgretmenlerin birbirlerinden
bir seyler 6grenmelerinin zorlagacagini belirtmistir. Ayn1 ¢alismada, 6gretmen
liderlerin yaptig1 caligmalarla dne ¢ikmalarinin bazi 6gretmenler tarafindan her
ogretmenin esit hak ve sorumluluklara sahip oldugunu vurgulayan normun ih-
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lali olarak diistiniilebilecegi ifade edilmistir. Bu baglamda 6gretmenlerin, mes-
lektaglarnin tepkilerinden korktuklar: ve dikkatleri iizerlerine ¢ekmek isteme-
dikleri i¢in liderlik davraniglarinin sorumlulugunu almak istemeyecekleri ve bu
nedenle okul siireclerinde etkin olarak yer alma noktasinda ¢ekimser bir tutum
sergileyecekleri disiiniilebilir. Nitekim Smylie ve Denny (1990), 6gretmenlerin
okula iligkin siireclerde liderlik davraniglari sergilemeleri beklendiginde, esitlikci
normlart ihlal etmemek icin yapilacak calismalara katilma noktasinda isteksiz
davrandiklarinmi bulgulamistir. Bununla birlikte alanyazinda meslektaglarin esit-
lik¢i normlarinin 6gretmenlerin liderlik davranigi sergilemeleri tizerindeki olum-
suz etkisini gosteren basgka arastirma bulgular1 da mevcuttur (Hart, 1990; Little,
1995; Smylie, 1992). Dolayisiyla 6gretmen liderlerin meslektaslarindan gelecek
olumsuz tepkilerden ka¢inmak i¢in yeni projeler iiretme, sosyal ve kiiltiirel faali-
yetlere katilma noktasinda isteksiz davranacaklari diisiiniilebilir.

Arastirmanin 6gretmen liderlerin yasadiklari sorunlar temasinda ortaya ¢i-
kan bir diger bulgusu ise sinav odakli egitim sistemidir. Katilimcilar, 6grencilerin
simav ve not kaygilari nedeniyle 6grenciyle birlikte yapacaklari calismalarda ya da
etkinliklerde sorunlar yasadiklarini vurgulamaktadirlar. Bagka bir anlatimla oku-
lun paydaglarinin 6grenciden akademik bagar1 beklentisinin, 6gretmen liderlerin
yapacaklari sosyal ve kiiltiirel faaliyetleri engelleyen bir unsur oldugu goriilmek-
tedir. Bu sonug, Can’in (2006) sinav odakli egitim sisteminin 6gretmenlerin lider-
lik davraniglar: sergilemeleri engelleyen unsurlardan biri olduguna dair arastir-
ma sonuglart ile tutarhidir. Nitekim MEB (2018) 2023 Egitim Vizyon Belgesinde
de egitimin temel Onceliginin ders notlar1 ve sinav sonuclart olmamasi gerektigi
vurgulanmustir. Dolayisiyla 6grencilerin YKS, LYS veya okul sinavlar1 odakl ca-
lismalarinin 6gretmen liderleri yapacaklari calismalarda sadece sinav odakli hale
getirdigi sOylenebilir.

Bu arastirmada incelenen bir diger husus ise 6gretmen liderliginin yaygin-
lagmasi i¢in yapilmasi gerekenlerle iligkilidir. Buna gore katilimcilar 6gretmen
liderligini yayginlastirmak icin yapilmasi gerekenleri; 6gretmenlerin kariyer fir-
satlarin1 genisletme, yeterli ticret artigint saglama ve manevi odillendirme, 6g-
retmen yetistirme sisteminin yeniden yapilandirilmasi ve 6gretmen Ozerkligini
saglayict uygulamalar gergeklestirme olarak siralamiglardir. Arastirma bulgusu
her 6gretmenin esit niteliklere sahip olmadigi1 noktasindan hareketle, 6gretmen
liderlere farkli sorumluluklar yiiklenerek kariyer basamaklarinin uygulanmasi
gerektigini gostermektedir. Katzenmeyer ve Moller (2013) 6gretmen liderlerin
mesleklerini yiiksek motivasyonla gerceklestirebilecekleri ortamlarin gerekliligi-
ne vurgu yapmislardir. Buna gore, 6gretmenlerin daha fazla liderlik davranisi
sergileyebilecekleri ortamlarin tesisinin, 6gretmen liderliginin yayginlasmasinda
o6nemli oldugu diistiniilmektedir. Harris ve Muijs (2005) de dgretmenlerin kurs-
larla, egitimlerle liderlik gelisimlerinin desteklenmesi gerektigini vurgulamis-
lardir. Ozetle, 6gretmenlerin kariyer basamaklari ile birlikte sistemli bir liderlik
egitiminden gecirilmesinin 6gretmenlerin liderlik rollerini daha fazla sergileme-
lerine imkan verecegi sOylenebilir.
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Ogretmen liderliginin gelistirilmesi icin 6gretmen liderlerin maddi veya ma-
nevi olarak yaptiklari igin karsiligini almayi bekledikleri aragtirmada ortaya ¢ikan
bir diger bulgudur. Can’in (2007) 6gretmenlerin daha iiretici ve girisken olabil-
meleri i¢in basarili 6gretmenlerin ddiillendirilmesinin ve cesaretlendirilmesinin
saglanmasi gerektigine yonelik aragtirma bulgulari, mevcut arastirma bulgular:
ile benzerlik gostermektedir. Arastirmada ogretmen liderliginin gelistirilmesi
baglaminda ortaya ¢ikan bir diger bulgu ise 6gretmen yetistirme sisteminin yeni-
den yapilandirilmasi gerektigidir. Arastirma bulgulari, 6gretmen liderliginin ge-
ligtirilebilmesi i¢in 6gretmen yetistirme sisteminin gozden gecirilmesi gerektigini
gostermektedir. Ayrica arastirma bulgulari 6gretmen liderlerin yetistirilmesinde,
egitim fakiiltelerine 6grenci seciminin ve fakiiltelerde 6gretmen adaylarinin li-
derlik davranis1 sergileyebilecekleri modellerde yetistirilmesinin 6nemli oldugu-
nu gostermektedir. Bu baglamda MEB (2018) Tiirkiye’nin Egitim Vizyonu 2023
Belgesi’nde yer alan YOK ile yapilacak isbirligi cercevesinde dgretmen yetistir-
me sisteminin yeniden yapilandirilmasi, 6grenci secimine dikkate edilmesi mad-
deleri aragtirma sonuclariyla tutarlidir. Buna gore, okullarda 6gretmen liderlerin
¢ogalmasi icin Egitim Fakiiltelerine 6gretmen aday1 seciminin, secilen 6gretmen
adaylarinin iyi bir egitimden ge¢melerinin 6nemli oldugu diistiniilmektedir.

Arastirmanin 0gretmen liderligini gelistirme noktasinda ortaya c¢ikan son
bulgusu ise 0gretmen Ozerkligini saglayici uygulamalarin gerceklestirilmesidir.
Katilimcilar 6zerk davranabilen 6gretmenlerin daha fazla liderlik davranisi ser-
gileyebileceklerini belirtmiglerdir. Bagka bir ifadeyle katilimcilar, 6gretmenlerin
egitim 0gretim stireclerini planlamalarinin, kullanacaklar1 6gretim materyallerini
secebilmelerinin ve 6gretimle ilgili tiim kararlarda sz sahibi olabilmelerinin 6g-
retmen liderligi icin 6nemli oldugunu diisiinmektedirler. Buna gore, 6zerk dav-
ranan Ogretmenlerin daha fazla karara katilmasi, mesleginden daha fazla doyum
saglamasi, 0grenci basarisi icin daha fazla uygulama yapmasi beklenmektedir.
Kiling, Bozkurt ve Ilhan’m (2018) arastirma bulgular1 6gretmenlerin mesleki
Ozerkligi, 0gretmenin okula iligkin stireclerde daha fazla s6z sahibi olmasi, yiik-
sek motivasyonla meslegini icra etmesi olarak algiladiklarimi gostermektedir.
Zira 6gretmenlerin daha 6zerk olmalar1 okullarda daha yaratici ¢calismalar yap-
malarini ve derslerini 6grenci ihtiya¢ ve beklentilerini daha fazla dikkate ala-
rak tasarlamalarini saglayabilir. Bu agidan bakildiginda 6gretmenlerin mesleki
ozerklik diizeylerinde artigla birlikte daha fazla liderlik davranist sergilemeleri
beklenebilir.

Arastirma sonuglarina dayali olarak ortadgretim kurumlarinda 6grenci
basarisinin artirilmasi, okullarda kurumsal gelisimin, meslektas isbirliginin ve
ogretmenlerin mesleki gelisimlerinin saglanabilmesi icin yoneticilerin yonetsel
gliclerini paylagmalari, 6gretmen liderligi i¢in uygun bir okul ortami saglamalari,
ogretmenleri liderlik davranislari sergilemeleri noktasinda desteklemeleri, 6gret-
menleri okulun isleyis siireclerine ve kararlara katilmalarini saglamalar1 gerektigi
sOylenebilir. Okul midiiriiniin desteginin 6gretmen liderliginin gelisiminde belir-
leyici bir faktor olarak bulundugu g6z 6niine alindiginda, okul miidiirlerinin 6g-
retmenlerin liderlik davraniglarinin okul gelisimine katkisinin farkina varmalari
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ve bunu okulda yapilan 6gretimin gelistirilmesine yonelik potansiyel bir gii¢ ola-
rak algilamalar1 6nem arz etmektedir. Bu bakimdan Milli Egitim Merkez 6rgiitii-
niin, il ve ilce diizeyinde 6gretmenlerin liderlik davraniglarini gelistirici egitimler
diizenlenmesinin 6gretmenlerin liderlik davraniglari sergilemeleri noktasinda et-
kili olmasi beklenebilir. Ogretmenlerin kariyer olanaklarinin artirilmasi ve etkili
bir ddiillendirme ya da tesvik sisteminin kurulmasi ve bunun siirdiiriilebilirliginin
saglanmasi i¢in gerekli yasal diizenlemelerin yapilmasi gerekmektedir. Bununla
birlikte bagka caligmalarda okul yoneticileri ya da tasra ve Bakanlik diizeyindeki
yoneticilerin perspektifinden hareket etmek suretiyle 6gretmen liderligini etkile-
yen degiskenlerin ortaya konmasi amaclanabilir. Bu aragtirmanin sonuglarindan
biri olan 6gretmen liderligine iligkin okul miidiiriiniin desteginin yetersizligi bir
durum olarak ele aliip bu durumu etkileyen degiskenleri belirlemeye yonelik
ardil ¢aligmalar gergeklestirilebilir. Son olarak ulusal alanyazinda 6gretmen li-
derligine yonelik yapilan ¢aligmalarin sinirli olmasi da géz 6niinde bulundurul-
dugunda, Ozellikle bu calismada 6gretmen liderligini etkiledigi belirlenen okul
miidiriiniin destegi, okul iklimi ve okul kiiltiirii gibi degiskenlerle 6gretmen li-
derliginin iligkisini test etmeye doniik nicel aragtirma yontemi ve korelasyonel ya
da nedensel desende kurgulanan aragtirmalardan elde edilecek bulgularin alan-
yazina katki saglamasi beklenebilir.
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Abstract

In this study, the school engagement of high school students was examined in terms of educational motivation
and perceived social support. The data was obtained from 826 secondary school students in Diizce in 2017-2018
academic year. The School Engagement Scale, the Educational Motivation Scale, and the Perceived Social Sup-
port Scale were used in the study. T-test, ANOVA, Pearson Correlation Analysis, and Stepwise Multiple Reg-
ression were used to analyze the data. According to the findings, there isn’t a statistically significant difference
between educational motivation and the gender of the students. However, there is a significant difference in the
peer support sub-dimension of perceived social support. The peer support average score of female students is
higher than that of male students. There is no significant difference in commitment to school when the gender
of the students considered. However, the psychological commitment of male students is higher than female
students. Also, there is no significant difference in educational motivation among students. There is a significant
difference in peer support sub-dimension of perceived social support according to the grades of students. There
is also a significant difference in the sub-dimension of psychological commitment in regards to school commit-
ment. Commitment to school amongst 12th-grade students is higher than others. The results of the correlation
showed that when educational motivation increases, students’ perceived social motivation increases, too. Mo-
reover, there is a positive correlation between perceived social support and school engagement. Furthermore,
regression results revealed that social support predicts school commitment.

Keywords: School Commitment, Motivation, Support

Oz

Bu arastirmada ortadgretim 6grencilerinin okul baghliklari, egitimsel motivasyon ve algiladiklari sosyal destek
agisindan incelenmistir. Aragtirmanin verileri 2017-2018 egitim 6gretim yilinda Diizce’de cesitli ortaggretim ku-
rumlarina devam eden 826 6grenciden elde edilmigtir. Aragtirmada Okul Baghligi Olgegi, Egitimsel Motivasyon
Olgegi ve Algilanan Sosyal Destek Olgegi kullanilmustir. Verilerin ¢dziimlenmesinde t-testi, ANOVA ve Coklu
Regresyon Analizi kullanilmistir. Elde edilen bulgulara gore 6grencilerin egitimsel motivasyon, sosyal destek ve
okul baghliklari her bir 6lgegin ortalama degerinin iizerindedir. Ogrencilerin cinsiyetine gore egitimsel motivas-
yon anlamli farklilik gostermemektedir. Algilanan sosyal destegin akran destegi alt boyutunda anlaml farklilik
vardir ve kiz 6grencilerin akran destegi algis1 daha yiiksektir. Okul bagliligi 6grencilerin cinsiyetine gore anlamli
farklilik gostermemekle beraber erkek 6grencilerin psikolojik baghiligi, kiz 6grencilerin de biligsel bagliligr daha
yiiksektir. Sinif diizeylerine gore egitimsel motivasyon anlamli farklilik gostermemektedir. Algilanan sosyal des-
tegin akran destegi alt boyutunda sinif diizeyine gore anlaml farklilik vardir. Okul baghhigmin da psikolojik
baglilik alt boyutunda smif diizeyine gore anlamli fark bulunmaktadir. Okul baglhilhig diizeyi en yiiksek 12. sinif
ogrencilerinde tespit edilmistir. Regresyon sonuglaria gore egitimsel motivasyon ve algilanan sosyal destek,
ogrencilerin okul baghligini yiiksek diizeyde yordamaktadir. Arastirmanin bulgulart literatiir ¢ergevesinde yo-
rumlanmis ve buna bagl olarak da arastirmaci ve uygulayicilara gesitli oneriler sunulmustur.
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English Version

Introduction

Although school commitment is not directly observed, it refers to the psycho-
logical states of students regarding learning and school activities (Schlechty,
2002; Skinner & Pitzer, 2012). Kuh (2009), on the other hand, defines school
commitment as the quality of learning-oriented actions, participation, and effort.
School commitment is examined in three subheadings in general terms as a be-
havioral, emotional, and cognitive commitment (Wang, Kiuru, Degol, Salmela-
Aro, 2018). However, there are many sub-dimensions of students’ commitment
to school. Among these, different components such as academic, cognitive, in-
tellectual, institutional, emotional, behavioral, social, and psychological commit-
ment are found in the literature (Taylor & Parsons, 2011). It is possible to men-
tion the various indicators of behavioral, emotional, and cognitive commitment
in the literature, which are the three main components of school commitment.
Behavioral commitment generally involves positive attitudes towards school and
compliance with school rules. Emotional commitment is intertwined with the
various moods of the student’s life and includes interest, curiosity, anxiety, sad-
ness, and happiness. Cognitive commitment is related to cognitive activities such
as learning, self-regulation, flexibility in problem-solving, and readiness for hard
work (Fredericks, Blumenfeld & Paris, 2004). In regards to behavioral commit-
ment, various observed behaviors are sought, such as participation in school-ba-
sed activities, effort and persistence, being careful, following the rules, and per-
forming the task which was assigned. Emotional commitment, positive reactions
to teachers and classmates, positive learning, accepting learning as a top value,
happiness, feeling a sense of belonging in school, such as strengthening academic
identity, are also mentioned. In cognitive commitment, cognitive situations such
as self-regulation, being goal-oriented, open to change, strong resilience, and
deep learning are included as well (Gibbs & Poskitt, 2010).

Various findings suggest that positive experiences in school enrich the aca-
demic learning of adolescents, integrate students into their school lives more,
and transform students into active learners (Wang & Degol, 2014). The primary
goals of the school and teachers are to help the students develop academic, so-
cial, and emotional aspects of this enrichment and transformation. It is closely
related to the student’s connection with the school, both in achieving academic
success and acquiring a variety of school-based knowledge and skills (Lee, 2014;
Wang et al., 2018; Wonglorsaichon, Wongwanich & Wiratchai, 2014). The strong
commitment of the student to the school contributes to learning of social values,
acquisition of various skills and gains, and the enrichment of social and cultural
capital (Wang & Holcombe, 2010). In particular, adolescents with low school
commitment have difficulties in coping with school problems and finding solu-
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tions to these problems (Wang & Fredericks, 2014), whereas adolescents with
strong school commitment have a lower chance of cognitive detachment from
school (Wang & Eccles, 2012). Ryan (2000) emphasizes the fact that adolescents
spend more time with their peers is a high-value factor in acquiring various scho-
ol norms and socializing the individual. In the literature, there are various rese-
arch findings where students who comply with school norms have higher school
commitment (Fredricks, Blumnfeld & Paris, 2004).

Recent research has included some factors that affect students’ commitment
to school. Among these factors, there are many factors such as academic achi-
evement, teacher competencies, active and collaborative learning environment,
school-student interaction, creating an enriched learning environment, future
goals, and peer culture in school (Almarghani & Mijatovic, 2017; Hu & Ching,
2012; Lynch, Lerner & Leventhal, 2013). Among the other factors related to
school loyalty that affect students ‘commitment to school, teachers’ positive app-
roach to the student and making him/her feel valuable, sensing that the student
is an important member of the school, feeling accepted by other students, and
respecting individual differences, are among the factors affecting school loyalty
(Ozkan, 2015). It is stated that among the extra-school factors that affect stu-
dents and their commitment to school, there are factors that stem from oneself
and from family. Self-esteem, learning capacity, interests and curiosity, cognitive
competence, various psychological causes, learning difficulties, behavioral prob-
lems, and academic performances are among the self-induced factors. Among
the factors originating from family, there are situations such as being a member
of dispersed family, unemployment, and socioeconomic welfare levels to consi-
der (Gibbs & Poskitt, 2010; Murray et al., 2004).

In the literature, there are many factors that directly or indirectly affect stu-
dents’ school commitment, but their educational motivation and perceived social
support are thought to affect school commitment. Motivation is a general term
used for all kinds of processes including initiating, managing, and maintaining
physical and psychological activities (Gerrig & Zimbardo, 2012). The factors that
motivate individuals are generally divided into two groups: internal and external
motivation. Intrinsic motivation can be thought of as factors that originate from
the individual, help him/her to do a job or activity of their own will, and provide
inner satisfaction to the individual (Ryan and Deci, 2000). External motivation is
the external factors offered by others to get a job done or to mobilize an indivi-
dual (Santrock, 2018). Academic or educational motivation refers to the internal
processes developed by the student for learning (Rowell & Hong, 2013). Moti-
vation in education is more about directing students to certain pedagogical goals
and making them willing (Akbaba, 2006). The student’s academic motivation can
be influenced by the school climate, teachers’ attitude and academic optimism,
family, and peer groups (Wang & Pomerantz, 2009).

According to Panisora, Duta, & Panisoara (2015) and Williams & Williams
(2011), there are five main factors that determine students’ educational motivati-
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on. These include student, teacher, content, methods, and environmental factors.
Among the factors stemming from the student, are the factors such as working
habits and punctuality of the student, long-term education plans, and the ability
to focus and spending energy on a target. It is stated that factors such as know-
ledge of the field, pedagogical competence, teaching quality and used methods,
scientific competence, dialogue with students, and professional teaching enthu-
siasm determine student’s motivation. In regards to the content of the student’s
ownership and internalization of the subject, the richness and experience of the
student’s overlap with the content, the use of effective technology, such as com-
ponents, and can affect the motivation of the student. Teaching methods include
different types of enriched teaching principles and techniques in the classroom,
objective evaluation, encouraging students, teaching based on experience, enab-
ling flexible learning, and cooperation. Finally, it is stated that factors such as
teamwork, family support, peer support, social support in the student’s environ-
ment determine the educational motivation of the student.

Although each of these factors have an effective level of their own, some stu-
dies draw attention to the importance of social support from families, teachers,
and peers, especially in the school life and educational motivation of adolescents
(Cirik, 2015; Iglesia, Stover & Liporace, 2014). According to Cobb (1976), the
perception of social support is the awareness that an individual is loved and cared
by others, so that they are a member of a social network with mutual responsibi-
lities (cited in Bayram, 2016). Perceived social support is related to both support
perception and acceptance perception (Fellows, 2003). Peer groups are not only
important environments for learning appropriate behavior but also giving and
receiving social support. These groups are important for young people to gain
and learn about interpersonal relationships in adolescence. Individuals can get
emotional support to the extent that they can while being included in a group.
During adolescence, there are clear changes in relationships and social settings.

The quality of the peer group being considered as a supporter, has various
effects on the individual’s life. It is an important quality to be with peer groups
that are desired and which show positive behavior, such as having success-orien-
ted friends. As a result, these social networks provide access to important resour-
ces. This strengthens school adaptation and contributes to academic success (Ka-
pikiran and Ozgiingér, 2009). Especially, the quality of the social support that
adolescents receive contributes to their becoming a qualified adult in the future
(Inang, Bilgin & Atici, 2015). In this context, it is not expected that students in
adolescence will receive social support only from their friends. They also receive
social support from their teachers and family. The social support of teachers and
family affects the cognitive, affective, and behavioral relationships of the student
with the school (Yildirim, 2016).

In some studies, conducted in the literature, it is stated that educa-
tional motivation increases school commitment (Atoum & Shalalfeh,
2018) and that educational commitment decreases students’ commit-
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ment (Glass & Rose, 2008; Janosz, Archmbault, Morizot, & Pagani,
2008). However, there are several studies on the correlation between
students’ perceived social support and school commitment (Karababa,
Oral and Dilmag, 2018; Mengi, 2011). However, considering the rela-
tionship between educational motivation and social support, with re-
gards to school commitment; there was a lack of studies on the pre-
dictive level—which is the main determinant in the emergence of this
research.

Purpose of the Research

The main purpose of this study was to examine the level of educational mo-
tivation and perceived social support to predict school commitment. In this con-
text, the following sub-problems were sought:

1. Do educational motivation, perceived social support, and school com-
mitment levels differ according to various demographic variables (gen-
der, grade level)?

2. Do educational motivation and perceived social support significantly
predict school commitment?

Method

In this section, information about the research model, universe and samp-
ling, measurement tools used in data collection, the application process, data
collection, and analysis of data are given.

Research Pattern

This research has been carried out in the relational survey model, one of the
descriptive research methods. The relational screening model is a research mo-
del aimed at revealing the existence and/or degree of co-change between two or
more variables. Educational motivation and social support were the independent
variables of the study, while school commitment was the dependent variable. In
this study, the relationship between educational motivation, social support, and
school commitment was examined.

Universe and Sample

The participants of the study consisted of 826 high school students study-
ing in the center of Diizce in the 2017-2018 academic year. In the 2017-2018
academic year, there were 12.050 students in the secondary schools in Diizce.
Although 373 people were able to represent a population of this quantity (Biiyii-
koztirk, Cakmak, Akgiin, Karadeniz & Demirel, 2012), the sample size was kept
in a wider range for a wider representation level. Participants were determined
by the simple random sampling technique. The majority of the participants were
419 students (50.7%) studying in the Anatolian High School category. 24.0%
(n = 198) of the students were in Vocational High School, 12.8% (n = 106) of
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the students were in Science High School and the students who are studying
in Imam Hatip High School were 12.5% (n = 103). In the sample, 285 people
(34.5%) were 9t-grade students, 237 people were 10-grade students (28.7%),
268 people were 111 -grade students (32.4%) and 36 people were 12t-grade
students (4.4%). When the distribution of the students according to gender was
examined, female students constitute 58.7% (n = 485) of the sample and 41.3%
(n = 341) include the male students.

Data Collection Tools

Motivation in Education Scale (EMS): The original version of the Educational
Motivation Scale (EMS) was developed in 1989 by Vallerand, Blais, Bricre, and
Pelletier and was adapted to Turkish by Kara (2008). The scale items are arranged
in a 5-point Likert type. They are rated as: Very frequent (5), Frequently (4), Oc-
casionally (3), Rarely (2), and Almost none (1). The original version of the scale
includes four sub-dimensions. These are Identified External Motivation, The Abi-
lity of Being Motivated, Internally Reflected External Motivation, and Internal
Motivation. The total variance ratio of the scale adapted to Turkish was calculated
as 63.47% for four sub-dimensions. The factor loads of the items were at least
0.35. The highest score in the entire scale is 60 and the lowest score is 16. The
maximum score in each sub-dimension is 20 and the lowest score is 4. The overall
Cronbach’s alpha value for the Turkish version of the scale was 0.84; 0.79 for the
first sub-dimension, 0.78 for the second sub-dimension, 0.80 for the third sub-
dimension, and 0.78 for the fourth subscale. In this study, Cronbach’s alpha value
was evaluated to calculate the reliability level of the scale and its overall reliability
coefficient was calculated as 0.64. Ozdamar (2011) states that Cronbach’s alpha
scales in the range of 0.60-0.70 have sufficient reliability. When these indicators of
the scale are examined, it can be said that they have valid and reliable conditions.

Perceived Social Support Scale (PSS-R): PSS-R was developed by Yildirim
(1997) to determine the perceived social support levels of students. The most
recent version of the scale was again performed by Yildirim (2004). In this study,
the revised version of the scale from 2004 was used. The scale consists of three
sub-dimensions and contains a total of 50 items. The subscales of the scale were
social support from family, social support from teachers, and social support from
friends. Six types of scores were obtained from ASLS. The total score of the in-
dividual obtained from five sub-scales gives the “General Social Support” score.
The higher the score, the higher the level of social support. The scale is filled
in with a triple grading format. (Not at all = 1, Partly appropriate = 2, Very
appropriate = 3) 47 of the scale items are positive and 3 are negative. Negative
expressions are items 17, 29, and 44 of the sub-dimensions for family, friends,
and teachers, respectively. Cronbach’s alpha internal consistency value, which
was calculated for the reliability level of the scale, was 0.93 for the whole scale. It
was calculated as 0.94 for the social support sub-dimension from the family, 0.93
for the social support sub-dimension from the teacher, and 0.91 for the social
support sub-dimension from friends.
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School Engagement Scale (SES): Student Engagement Instrument was de-
veloped by Appleton et al. (2006) and adapted to Turkish by Onen (2014). The
scale measures students’ cognitive and psychological commitment to school. A
4-point Likert type grading was used in the SRS and consisted of 35 items. It is
accepted that the Student’s School Loyalty Scale measures six components of
psychological and cognitive commitment. The calculated fit indices (GFI = 0.89-
0.91, AGFI = 0.88-0.90, CFI = 0.89-0.94, RMSEA = 0.029-0.037). Cronbach’s
alpha values of the sub-dimensions of the scale in the Turkish form ranged from
0.73 to 0.85 (Onen, 2014). The overall reliability coefficient of the scale for this
study was calculated as 0.82.

Data Analysis

The data obtained was processed into an SPSS 20 package program and
analyzed after the average of the series was assigned to cells which were left
blank. Assumptions about normality distributions were tested before data was
analyzed. Since the normality distribution was n> 50, the Kolmogorov Smirnov
test was used and p> 0.05. Also, it was found that the kurtosis and skew values
were within the = 1 range and the division of skew values into their error coef-
ficients was within = 1.96. A problem then occurs: a multitude of connections.
This problem occurs when the r-value between the two arguments is> .80. The
correlation value between the independent variables in this study is .308. The
VIF value is less than 5 and the tolerance value is greater than .20. When all the-
se indicators are analyzed, it can be said that the data is in a normal distribution.
Firstly, it was examined whether educational motivation, perceived social sup-
port, and school commitment variables showed significant differences according
to various demographic variables of students and independent groups’ t-test and
one-way ANOVA were used. Finally, stepwise, multiple linear regression analy-
sis was performed to determine the predictive power of two predictor variables
on one predicted variable (school commitment). Descriptive statistical techniqu-
es (frequency, percentage, mean, standard deviation) were also used in the study.
Test results of the study were interpreted at o = 0.01 or o = 0.05 error levels.

Results

When the motivation levels of the students are examined, it is seen that
the average is 2. = 2.87 (SD = 0.52). Based on this value, it can be said that the
motivation of the students is higher than the middle level. However, the diffe-
rences between the educational motivations of the students in terms of gender,
were also examined and the values related to this difference are presented in the
independent groups’ t-test in Table 1.

475



Taner Atmaca & Aylin Ko¢¢u

Table 1.
Independent groups’ t-test results show the difference of educational motivation
according to the gender of the students

Variables Gender n X S Sd t P
Educational Female 485 2.84 48 824 2,327 0.02
Motivation Male 341 292 57

Table 1 shows that there is a significant difference between the educatio-
nal motivation levels and gender of the independent groups according to t-test
results [t (824) = 2,327; p <.05]. The educational motivation levels of male stu-
dents (X (male) = 2.92) were higher than female students (X (female) = 2.84).

It was seen that the general average of the social support perceived by the
students was X = 2.47 (SD = 0.32) and this value was higher than the average.
When the subscales were examined, it was understood that the social support
received from the family had an average score of X = 2.62 (SD = 0.36), social
support from friends X = 2.56 (SD = 0.39), and social support from the teacher
X = 2.23 (SD = 0.49). However, findings showing the differences in the sub-
dimensions of social support perceived by the students in terms of gender are
presented in Table 2.

Table 2.
Independent groups’ t-test results showing the difference of perceived social support
according to the gender of the students

Variables Gender n X S Sd t p
. Female 485 2.63 .35
Family Support 824 1.280 0.20
Male 341 2.60 .36
Female 485 2.60 .39
Peer Support 824 3.386 0.00
Male 341 2.51 .39
Female 485 2.24 .49
Teacher Support 824 0.915 0.78
Male 341 2.23 .49
; Female 485 2.49 32
Social Support 824 1779 0.07
(Total) Male 341 245 33

According to Table 2, there was no statistically significant difference betwe-
en the gender and perceived social support subscale of family support [t (824) =
1,280; p> .05]. There was a statistically significant difference between the gender
and perceived social support subscale of the students [t (824) = 3,386; p <.05].
When the arithmetic averages are examined, it is seen that the average of fema-
le students (X (female) = 2.60) is considerably higher than male students (X
(male) = 2.51). From this point of view, it can be said that female students feel
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the support of friends more. Also, there was no statistically significant difference
between gender and perceived social support sub-dimensions of teacher support
[t (824) = 0.915; p> .05]. When the overall total score of social support was
examined, no significant difference was found according to the gender of the
students [t (824) = 1.779; p> .05]. In all sub-dimensions and the overall total
score of social support, the average of female students was higher than that of
male students.

The overall average of school commitment levels of students was calculated
as .12 = 3.12 (SD = 0.49). When the sub-dimensions were examined, it was ob-
served that psychological commitment was calculated at X = 2.99 (SD = 0.60)
and cognitive commitment at X = 3.22 (SD = 0.52). It is seen that these values
are above average. The findings are presented in Table 3 and they show the dif-
ferences of students’ school commitment in terms of gender.

Table 3.
Independent groups’ t-test results showing the difference of school commitment
according to the gender of the students

Sub-dimensions Gender n X S sd t p

Female 485 295 .61
Psychological Commitment 824 1,763  0.78
Male 341 3.03 .58

Female 485 3.24 51
Cognitive Commitment 824 1,759 0.79
Male 341 3.18 .53

. Female 485 3.12 .49
School Commitment (Total) 824 017 0.98
Male 341 3.12 49

There was no statistically significant difference between the students’ gen-
der and psychological commitment from the sub-dimensions of school commit-
ment [t (824) = 1,763; p> .05]. When the arithmetic means are examined, it is
seen that the mean of female students (X (female) = 2.95) is lower than male
students (X (female) = 3.03) in the psychological commitment sub-dimension.
There was no statistically significant difference between cognitive commitment,
the second sub-dimension of school commitment, and gender of students [t (824)
= 1,759; p> .05]. When the arithmetic means are examined, it is seen that the
mean of female students (X (female) = 3.24) is higher than the male students
(X (female) = 3.18) in the cognitive commitment sub-dimension. There is no
significant difference according to the gender of the students to the overall total
of school commitment [t (824) = 0.017; p> 05]. When the arithmetic means are
examined, it is seen that the average of female students (X (female) = 3.12) is
equal to the average of male students (X (male) = 3.12).
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Table 4 shows the results of the one-way analysis of variance (ANOVA) and
it shows the differences in the educational motivation of students in terms of
class levels.

Table 4.

One-way analysis of variance (ANOVA) between students’ class levels and educati-
onal motivation

Variables Grade Level n X SS Sumof df Meanof F p

Squares Squares
9th 285 285 44 1722 3 574 2,075 0.10
Tg" g 10th 237 292 .62 822
g § 11th 268 288 .51 825
é < 12th 36 271 .50
Total 826 287 .52

According to Table 4, the educational motivations of the students do not
show statistically significant differences according to class levels [F (3, 822) =
2,075; p> .05]. Furthermore, when the arithmetic means are considered, it is
seen that the 10th-grade has the highest average (X (10th-grade) = 2.92) and
the 12th-grade has the lowest average (X (12th-grade) = 2.71). Table 5 shows
the results of a one-way analysis of variance, which shows the differentiation of
perceived social support according to class levels.

Table 5.
One-way ANOVA results between students’ class levels and perceived social support

Sub- Grade — Sum of Mean of

dimension level © X S5 squares df squares F p  Scheffe
9th 285 2.66 .34
. 10th 237 258 38 3
Family © 1 268 261 38 0816 822 0272 2094 010 -
Support
12th 36 264 26 825

Total 826 2.62 .36

9th 285 257 .39

10th 237 249 41 3
Peer 11th 268 261 39 1,774 82 0591 3,788 0,01 10<11
support
12th 36 257 .29 825

Total 826 2.56 .39
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Table 5.
One-way ANOVA results between students’ class levels and perceived social support
(Continued)

‘Sub-. Grade n X ss Sum of daf Mean of F p  Scheffe
dimension level squares squares

9th 285 226 51

10th 237 222 48 3
Teacher 1 96 220 49 0420 822 0143 0576 063 -
support

12th 36 218 .49 825

Total 826 2.23 .49

9th 285 250 .32

Social | 10th 237 244 32 3
support  11th 268 248 33 0556 822 46326 1,760 0,15 -
(Total)  yoth 36 247 25 825

Total 826 247 .32

According to Table 5, there is no significant difference between family sup-
port and class levels among the sub-dimensions of perceived social support of
students [F (3, 822) = 2,094; p> .05]. When the arithmetic averages are taken
into consideration, it is seen that the highest average is in the 9th-grade (X (9th-
grade) = 2.66) and the lowest average is in the 10th-grade (X (10t-grade) =
2.58). Similarly, there is no significant difference between the class levels of the
students and teacher support from the sub-dimensions of perceived social sup-
port [F (3, 822) = 0.576; p> .05]. When the arithmetic averages are examined, it
is seen that the highest average is in 9th-grade (X (9th-grade) = 2.26) and the lo-
west average is in 12th-grade (X (12t-grade) = 2.18). There is a statistically sig-
nificant difference between peer support, which is another sub-dimension, and
grade levels of students [F (3, 822) = 3,788; p <.05]. According to Scheffe test on
the source of the difference, there is a significant difference between 11th-grade
students (X (11th-grade) = 2.61) and 10™-grade students (X (10"-grade) = 2.49)
and the average of 11"-grade students is higher. When the total sum of social

support is considered, there is no significant difference according to class level [F
(3, 822) = 1,760; p> .05].

Table 6 shows the results of a one-way analysis of variance which shows the
differentiation of the students’ school commitment according to their grade le-
vels.
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Table 6.
One-way analysis of variance (ANOVA) results between sub-dimensions of school
commitment to students’ class levels

Grade — Sum of Mean

Sub-dimension level D X SS squares df of sq. F p  Scheffe
9th 285 3.05 .63
Pachologica [0 237 29659 3
SYCHOIOBICAL  114h 268 292 58 2,900 822 0967 2,642 004 9>11
Commitment
12th 36 3.09 .60 25
Total 826 299 .60
9th 285 320 .52
Conniti 10th 237 324 55 3
ognitive 11th 268 319 .50 0518 82 0173 0628 059 -
commitment
12th 36 328 .46 25

Total 826 3.21 52
9th 285 3.15 .50

School 10th 237 311 50 3
Commitment ~ 11th 268 3.07 47 1,065 822 0355 1455 022 -
(Total) 12th 36 320 .46 825

Total 826 3.12 .49

According to Table 6, there is a statistically significant difference between
psychological commitment and class levels of students from the sub-dimensions
of school commitment [F (3, 822) = 2,642; p <.05]. According to Scheffe test on
the source of the difference, there is a significant difference between 9"-grade
(X (9t-grade) = 3.05) and 11™-grade (X (11th-grade) = 2.92) students. Arith-
metic average scores of 9™M-grade students are higher. There is no significant dif-
ference between Cognitive Commitment, which is the second sub-dimension of
school commitment, and class levels of students [F (3, 822) = 0.628; p> .05].
When the general total of school commitment is considered, there is no differen-
ce according to the students’ class levels [F (3, 822) = 1,455; p> .05].

In Table 7, findings related to educational motivation and perceived social
support, which predict the students’ school commitment, is given.

Table 7.
Results of multiple regression analysis of educational motivation and perceived
social support to predict the students’ commitment to school

Variable B Standard ErrorB 3 t p  Partialr Partir
(Constant) 315 A11 2.827  .005 - -
Educational Motivation .071 .023 076 3.033 .002 .105 075
Social Support 1.050 038 691 27.698 .000 .695 .688
R=.702 R2=.492

F(2,283)= 398,968  p<.01
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When the dual and partial correlations between independent variables and
dependent variables are examined, it is seen that there is a positive and low-level
correlation (r = .105) between educational motivation and school commitment.
When the other variable is taken under control, it is seen that this correlation
value is calculated as r = .075. There was a positive, significant, and high correla-
tion between social support and school commitment (r = .695). When the other
variable is taken under control, it is seen that this correlation value is calculated
asr = .688. It is seen that educational motivation and social support together,
explain school commitment significantly (R = .702; R2 = .492; p <0.01]. Accor-
ding to the standardized regression coefficients (f3), the relative importance of
independent variables on the dependent variable is social support and educatio-
nal motivation.

Discussion and Conclusion

This study aimed to investigate educational motivation, perceived social
support, and commitment levels of secondary school students according to vari-
ous demographic variables. According to the findings of the study, the educati-
onal motivation of secondary school students was higher than the average level.
As Erten (2014) states students have higher intrinsic motivation levels. Being
oriented towards learning and academic development and being in a success-
oriented school life increases the educational motivation of the students. Many
studies in the literature underline that academic achievement is positively and
significantly correlated with educational motivation (Amrai, Motlagh, Zalani &
Parhon, 2011; Schweinle & Helming, 2011). Different factors increase or decre-
ase the motivation of education. These include strong family support, learning
curiosity, peer groups, belief in the functionality of the information learned, and
a personality structure that is prone to learning (Tan, 2009). Fulton and Turner
(2008) state that the educational motivation of students is closely and positively
related to the fact that parents leave students autonomous in learning and give
them effective guidance.

Educational motivations differ significantly according to gender and grade
level of students. Shirtless and Serhatlioglu (2013) reported similar findings. The
educational motivation of male students is higher than female students. In the
study of Karatag and Erden (2014), it was stated that the external motivation
level of male students was higher than that of female students, whereas the mean
of female students was higher in the intrinsic motivation level. The study of Rus-
silo and Arias (2004) states that female students have low levels of external mo-
tivation and take more responsibility in the event of failure and are more enthu-
siastic in their learning processes. Research findings suggest that male students
with low academic achievement are also less motivated and that this situation
creates the basis for more frequent undesirable behaviors in the classroom (Bug-
ler, McGeown, Clair-Thompson, 2015). The motivation levels of the students can
be affected by their personality structures, abilities, being in an effective learning
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environment, family support, teacher behaviors, and efforts to make them reach
their personal goals. Particularly due to the influence of peer groups, adolescent
male students give less priority to academic studies than they may need to and
reduce their motivation from time to time.

The perceived social support of the students was above average. In terms
of sub-dimensions, it is seen that social support is mostly obtained from family,
then from friends, and lastly, from the teacher. The students find the support
they receive from their families more meaningful and functional. Various studies
indicate that academic achievement and social support are strongly related (Y1l-
dirim, 1999). It is thought that many family factors such as the family structure
of the student, the educational level of the parents, and their perspectives on
education, the capacity of the family to guide the education of the student, and
the socioeconomic level of the family, all affect the social support received from
the family. The fact that the family is an important source of social support points
to the role of the family in the education of the student and emphasizes the need
for parents to participate in the school environment. Therefore, it is seen that fa-
mily-school relations need to be strengthened, sustained on joint understanding
and cooperation in education and families need to take more responsibility for
their children’s education. It is seen that students who are prominent with their
academic success are accepted and supported by their teachers, friends, and fa-
milies. It can be argued that the approaches towards this type of student and the
words of praise used, increases the perception of support and motivation level
of the student. On the contrary, it can be said that the indifferent, judgmental,
and incriminatory style used for students with low academic performance and the
body language developed for the rejection of the students, reduces their percep-
tion of social support. Indeed, Kapikiran and Ozgiingor (2009) and Yildirim and
Ergene (2003) state that social support is an important predictor of academic
achievement. Various field studies have shown that the support of parents, teac-
hers, and peers contributes significantly to the improvement of an academic life
and achievement of disadvantaged students, especially in the risk group (Malecki
& Demeray, 2006; Croninger & Lee, 2001). It is underlined that high social sup-
port contributes positively to the reduction of various undesirable situations such
as fear of failure, self-efficacy, and negative self-assessment (Kapikiran, 1999).

Perceived social support shows a significant difference according to the gen-
der of the students. Female students perceive social support more strongly than
male students. When the sub-dimensions of social support are examined, there is
a significant difference between the peer support and gender perceptions of fe-
male students and the perception of peer support is higher. A similar finding can
be seen in the studies of Akkaya (2011), Aricioglu (2008), and Karatag (2012).
However, Aliyev and Tung (2017) found that social support from friends and
teachers was higher among male students. On the other hand, it is understood
from the average scores, that female students feel family and teacher support
more, although the support of family and teachers does not show a significant
difference according to the gender of the students. These findings are supported
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by the findings of Karacabey’s (2012) study. In adolescence, individuals receive
their social support needs mostly from their peers (Inang, Bilgin and Atici, 2015).
In adolescence, instead of family and teachers, individuals see their peers closer
and share their daily life with their peers more than any other social support.

There was no significant difference between the first sub-dimension of so-
cial support and family level. However, it is understood from the arithmetic me-
ans that family support is felt more in the first years of secondary education.
Acgikgoz’s (2013) study includes similar findings. Aliyev and Tung’s (2017) and
Turgut’s (2015) findings differ, and family support varies significantly according
to class levels. Karacabey (2012) also found a significant difference in family
support regarding to class levels. Also, in different studies, the perceived family
support of lower-level students (upper-secondary) compared to upper-secondary
students (Ulu, 2018) is significantly different (Ulu, 2018). It can be argued that
the students who are supported by their families adapt more easily to school life,
do not feel alone in regards to problems in school, and they find support in fin-
ding solutions to the problems. The fact that the family adopts the student and
makes them feel that they are always with them, also contributes to the increase
of trust between them.

Peer support, which is the second sub-dimension of perceived social sup-
port, shows a significant difference according to the class levels of the students.
The findings by Unsar, Sadirli, Dogan, and Zafer (2009) support this finding.
Karatag (2012) found that peer support did not differ according to class level.
Significant differences occur between the 10" and 11 grades and the average of
the 11%-grade students is higher. The reason for this difference is that students
want to develop more relationships based on solidarity with each other and sup-
port each other through the intensive and stressful exam period. Ates (2012),
Kahriman (2003) and Sencan (2009) state that secondary school students with
close friends have a stronger perception of social support. When social develop-
ment in adolescence is considered, it can be thought that having close friends in
which students can understand themselves, share and interact with each other
and support each other positively, affects the perception of social support. It can
be argued that individuals who do not have enough social support and solidarity
in adolescence are more likely to be involved in crime. To prevent the student
from seeing themselves as an undesired person by their friends or environment,
it is seen that specially qualified friend support is important to prevent them from
getting into various undesirable situations.

Teacher support, which is the last sub-dimension of perceived social sup-
port, does not show a significant difference according to the students’ class levels.
When the averages are examined, it is seen that the students in the 9"-grade have
a higher average than the students in the upper class and the average score of the
social support received from the teacher decreases as the grade level increases.
In other words, teacher support is considered more important by students of this
age group in the first years of secondary education. This may be because students
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who are starting a more difficult educational level after secondary school need
more teachers’ role in this academic process. In the studies of Turgut (2015) and
Demirdiizen (2013), there are similar findings. With perceived social support
in general, there is no significant difference according to class level. When the
average scores are examined, it is seen that perceived social support decreases
as the class level increases. In other words, secondary school students feel more
social support in the first years of this level of education. This finding is similar
to the findings of Giindogan (2016). The findings of Caliskan (2015) show that
perceived social support varies according to class level. As leaders in teaching,
teachers’ professional support and assistance in the areas and moments needed
by the students contribute to the increase in perceived teacher support. Consi-
dering the pedagogical competences of teachers, the ability to use these compe-
tencies functionally in the context of the development levels of the students and
to produce effective-lasting solutions to the problems they face, will increase the
level of support. It can be thought that the support that teachers will provide
to the student on various occasions will allow them to feel valued and reduce
their feelings of exclusion. It is thought that the social support provided by the
teachers for adolescents who are in the risk group, who are in a disadvantageous
position, and who have a tendency to commit crime will strengthen the bond and
contribute to the student’s desired behaviors.

Students’ cognitive school commitment is higher than psychological school
commitment. This may be related to the fact that cognitive activities are involved
in the school and that students spend most of their time with these activities.
Cognitive commitment points to the student’s psychological investment in scho-
ol, willingness to use the energy required for difficult and complex issues, and the
care it will take in this direction (Arastaman, 2009). It is seen that students who
show academic learning-oriented behavior have a higher cognitive commitment
to school. Students who are reluctant to participate in classroom activities, aca-
demic experiences at school, and learning environments are expected to have low
cognitive commitment. Connel and Wellborn (1991) stated that students with
high cognitive commitment were more willing and enthusiastic about learning
difficult subjects and they were students who could not resist the difficulties.
School commitment does not differ significantly according to the gender of the
students. In the psychological commitment sub-dimension, the arithmetic mean
of male students was higher. In the cognitive commitment sub-dimension, the
arithmetic mean of female students was found to be higher. On the other hand,
it is seen that arithmetic means are equal for male and female students. In the
studies of Arastaman (2006), Mengi (2011), Kartal (2017) and Turgut (2015), it is
seen that the level of school loyalty is higher in female students, and this situation
is different with the participation of girls and boys in out-of-school learning ac-
tivities. Socialization processes and school adaptation capacity are key points to
consider. The findings of Livumbaze and Achoka (2017) show that male students
have higher school commitment.
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Students’ psychological commitment to school varies significantly according
to grade levels. The arithmetic mean score was higher in 9P-grade students. Also,
there was no significant difference in the cognitive commitment subscale accor-
ding to grade levels. In general, the highest commitment level according to the
arithmetic mean scores is seen in 12"-grade students. This finding does not coin-
cide with the findings of Mengi (2011) and Bellici (2015) and it was stated in the-
se studies that lower classes showed a stronger commitment to school than upper
classes. It can be said that the various negative experiences of upper secondary
students in their four years of secondary school life negatively affect their school
commitment. Considering that academic expectations and success positively af-
fect school commitment, it can be argued that students with low school commit-
ment are also students with low academic achievement. School commitment has
a significant impact on the various achievements of students. It is involved in va-
rious studies where students with high school commitment have fewer problems
at school and have a higher academic achievement (Dottorer & Lowe, 2011; Ea-
des, 2014). School commitment also positively affects students’ relationships with
their peers and teachers and their future dreams (Xerri, Radford & Shacklock,
2018). The fact that students feel themselves ready and willing for the processes
in school, seeing them as close to school as cognitive, affective and behavioral,
loving and adopting in-school activities, also increases their school commitment
(Bilge, Dost and Cetin, 2014).

Social support perceived by educational motivation is an important predictor
of students’ school commitment. As the level of educational motivation and per-
ceived social support increases, school commitment also increases. Green et al.
(2012) state that academic motivation positively affects students’ self-regulation,
academic performances, and school commitment. Positive attitudes and a strong
commitment to school have positive effects on classroom teaching activities, out-
of-school learning, avoidance of crime, and teacher-student relations. Mai, Yusuf
and Saleh (2015) state that academic motivation and a high level of school com-
mitment increases students’ satisfaction with success. As a result, the increase
in students’ educational motivation and strong social support increases the stu-
dents’ commitment to school. This situation is thought to have a positive effect
on students’ academic achievement. Including activities and opportunities that
will increase students’ expectations from school to improve their sense of achi-
evement, and make them an important member of the school. All of which can
increase the school commitment of the students. For example, cooperation and
planning of school management and guidance services and social support group
activities can be carried out to increase student loyalty. It is thought that these
studies will increase the perception of both peer support and teacher support.
It is expected that students with increased school commitment will play a more
active role in their learning processes. The mediation effect between educational
motivation, perceived social support, and school commitment can be examined
in different studies. This study was conducted under quantitative research met-
hods. Qualitative and mixed methods can be used in different studies.
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Giris

Okul bagliligi, dogrudan gbézlenememekle beraber 6grencilerin 6grenmeye
ve okul etkinliklerine iliskin psikolojik durumunu ifade etmektedir (Schlechty,
2002; Skinner & Pitzer, 2012). Kuh ise (2009) okul bagliligin1 kisaca, 6grenme-
ye dontik eylemlerin, katilimin ve cabanin niteligi olarak belirtmektedir. Okul
baglhligi davranissal, duygusal ve biligsel baglilik olarak genel anlamda ¢ alt
baslik etrafinda incelenmektedir (Wang, Kiuru, Degol, Salmela-Aro, 2018). An-
cak bunun yaninda 6grencilerin okula bagliliklarinin pek cok alt boyutundan séz
edilebilir. Bunlar arasinda akademik, biligsel, entelektiiel, kurumsal, duygusal,
davranigsal, sosyal ve psikolojik baglilik gibi farkli bilesenlere literatiirde rastlan-
maktadir (Taylor & Parsons, 2011). Okul bagliliginin {i¢ ana bileseni olan davra-
nigsal, duygusal ve biligsel bagliligin literatiirde yer alan ¢esitli gostergelerinden
s0z etmek miimkiindiir. Davranigsal baglilik genel anlamiyla okula iligkin pozi-
tif davraniglar iginde olmay1 ve okul kurallarina uymayi icermektedir. Duygusal
baglilik, 6grencinin okul yasantilarina dair ¢esitli duygu durumlariyla ic icedir ve
okula iligkin ilgiyi, meraki, kaygiy1, iizlintiiyli, mutlulugu kapsamaktadir. Biligsel
bagllik ise 0grenme, 6z diizenleme, problem ¢6zmede esneklik, siki calismaya
doniik hazirbulunugluk gibi biligsel etkinliklerle ilgilidir (Fredericks, Blumen-
feld & Paris, 2004). Davranigsal baglilikta okul temelli aktivitelere katilim, ¢aba
gosterme, sebatkar olma, dikkatli davranma, kurallara uyma, kendisine verilen
gorevi yerine getirme gibi cesitli gozlemlenen davraniglar aranmaktadir. Duy-
gusal baglilikta, 6gretmenlere ve sif arkadaslarina karsi pozitif reaksiyonlar
gosterme, 6grenmeyi bir iist deger olarak kabul etme, mutluluk, okula ait oldu-
gunu hissetme, akademik kimligi giiclendirme gibi gostergelere deginilmektedir.
Biligsel baglilikta ise 6z dlizenleme yapabilme, amag¢ odakli olma, degisime acik
olma, yilmazlik diizeyinin gii¢lii olmasi, derin 6grenmelere yonelme gibi biligsel
durumlara yer verilmektedir (Gibbs & Poskitt, 2010).

Okulda yasanan pozitif deneyimlerin 6zellikle ergenlik cagindaki bireylerin
akademik 6grenmelerini zenginlestirdigine, 6grencileri okul yasantilarina daha
fazla entegre ettigine ve 6grencileri aktif 6grenen kisilere doniistiiklerine iligkin
¢gesitli bulgulara arastirmalarda yer verilmektedir (Wang & Degol, 2014). Oku-
lun ve 6gretmenlerin nihai amaglari arasinda ilk siralarda 6grencinin akademik,
sosyal ve duygusal yonlerden gelisim gostermesine yardimci olmak gelmekte-
dir. Ogrencinin hem akademik yonden 6nemli basarilar ve ilerleme gostermesi
hem de okula dayali cesitli bilgi-beceri edinmesi okulla kuracag: bagla olduk-
¢a yakindan ilgili bir durumdur (Lee, 2014; Wang vd., 2018; Wonglorsaichon,
Wongwanich & Wiratchai, 2014). Ogrencinin okula yonelik gelistirdigi giiclii
baglilik toplumsal degerlerin 6grenilmesine, ¢esitli beceri ve kazanimlarin elde
edilmesine, sosyal ve kiiltiirel sermayenin zenginlesmesine oldukca yiiksek katki
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sunmaktadir (Wang & Holcombe, 2010). Ozellikle, okul baglilig1 diisiik ergen
bireylerin okuldaki problemlerle bag etme konusunda ve bu problemlere ¢oziim
tiretme noktasinda zorluk yasadiklar1 (Wang & Fredericks, 2014) buna karsin
okul baglilig1 giiclii ergenlerin okuldan biligsel olarak kopma olasiliklarinin diis-
tiigl belirtilmektedir (Wang & Eccles, 2012). Ryan (2000), ergen bireylerin kendi
akranlari ile daha fazla zaman geciriyor olmalarinin okula iligkin cesitli normla-
rin kazanilmasinda ve bireyin sosyallesmesinde etki degeri yiiksek bir faktor ol-
dugunun altin1 ¢cizmektedir. Okul normlarina uyum saglayan 6grencilerinse okul
bagliliklarinin daha ytiksek olduguna iliskin gesitli arastirma bulgulart literatiirde
yer almaktadir (Fredricks, Blumnfeld & Paris, 2004).

Son zamanlarda yapilan ¢esitli aragtirmalarda 6grencilerin okula baglilik
diizeyini etkileyen bazi faktorlere yer verilmektedir. Bu faktorler icinde, okulla
baglantili olanlar arasinda akademik basari, 6gretmen yetkinlikleri, aktif ve isbir-
likci 6grenme ortami olusturma, okul-6grenci etkilesimi, zenginlestirilmis 6gren-
me ortamlar1 meydana getirme, gelecek hedefleri, okuldaki akran kiiltiirii gibi
pek cok etkenden sz edilmektedir (Almarghani & Mijatovic, 2017; Hu & Ching,
2012; Lynch, Lerner & Leventhal, 2013). Ogrencilerin okul baghhgim etkileyen
okulla ilgili diger faktorler arasinda 6gretmenlerin 6grenciye pozitif yaklagimi ve
onu degerli hissettirmesi, 0grencinin okulun énemli bir iiyesi oldugu sezdirmesi
ve diger ogrenciler tarafindan kabul edildigini hissetmesi, bireysel farkliliklarina
sayg1 gosterilmesi de yer almaktadir (Ozkan, 2015). Ogrencilerin okul baglilik-
larmi etkileyen okul digi faktorler arasinda kisinin kendinden ve ailesinden de
kaynakli etkenlerin oldugu dile getirilmektedir. Ogrencinin kendinden kaynakli
etkenler arasinda 0z saygi, 6grenme kapasitesi, ilgi ve merak, biligsel yetkinlik,
¢esitli psikolojik nedenler, 6grenme gii¢liikleri, davranigsal problemler, akade-
mik performans gibi faktorler siralanmaktadir. Aileden kaynakl faktorler icinde
ise aile baglari, igsizlik, sosyoekonomik refah diizeyi ailevi gibi durumlara yer
verilmektedir (Gibbs & Poskitt, 2010; Murray vd., 2004).

Literatiirde, 6grencilerin okul bagliliklarin1 dogrudan ya da dolayli olarak
etkileyen pek cok faktore yer verilmekle beraber onlarin egitimsel motivasyon-
larinin ve algiladiklari sosyal destegin de okul bagliligini etkiledigi diistiniilmek-
tedir. Motivasyon, fiziksel ve psikolojik aktiviteleri baslatma, yonetme ve devam
ettirmeyi kapsayan her tiirli siirec igin kullanilan genel bir terimdir (Gerrig ve
Zimbardo, 2012). Bireyi motive eden faktorler genel olarak, i¢sel ve digsal moti-
vayson olarak ikiye ayrilmaktadir. Icsel motivasyon, bireyin kendisinden kaynakl
olan, kendi istek ve iradesiyle bir isi veya faaliyeti yapmasina yardimci olan ve bi-
reyde i¢sel doyum saglayan faktorler olarak diisiintilebilir (Ryan ve Deci, 2000).
Digsal motivasyon ise bireye bir is yaptirmak veya bir konuda bireyi harekete
gegirmek i¢in bagkalar1 tarafindan sunulan harici faktorlerdir (Santrock, 2018).
Akademik ya da egitimsel motivasyon ise 6grencinin 6grenmeye yonelik gelistir-
digi icsel siirecleri ifade etmektedir (Rowell & Hong, 2013). Egitimde motivas-
yon daha cok, 6grencileri belirli pedagojik hedeflere yoneltmekle ve onlart bu
siirece istekli hale getirmekle ilgilidir (Akbaba, 2006). Ogrencinin akademik mo-
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tivasyonu okul ikliminden, 6gretmenlerin tutum ve akademik iyimserliklerinden,
aileden, akran gruplarindan etkilenebilmektedir (Wang & Pomerantz, 2009).

Panisora, Duta ve Panisoara’ya (2015) ve Williams & Williams’a (2011) gore
ogrencilerin egitimsel motivasyonlarini belirleyen bes ana faktdrden bahsedile-
bilir. Bunlar sirasiyla 6grenciden, 6gretmenden, igerikten, metottan ve ¢evreden
kaynakli faktorlerdir. Ogrenciden kaynakli faktorler arasinda 6grencinin calisma
aligkanliklar1 ve zamani, uzun vadeli egitim planlari, odagini ve enerjisini bir he-
defte toplayabilmesi gibi etkenlerden soz edilmektedir. Ogretmenin alan bilgisi,
pedagojik yeterlikleri, 6gretim niteligi ve kullandig1 metotlar, bilimsel yetkinligi,
ogrencilerle diyalogu, mesleki ve 6gretme coskusu gibi faktorlerin 6grenci moti-
vasyonunu belirledigi dile getirilmektedir. Icerikte ise 6grencinin konuyu sahip-
lenmesi ve icsellestirmesi, 0grencinin yasant1 zenginligi ve deneyimi ile igerigin
ortiismesi, etkin teknoloji kullanimi gibi bilesenler 6grenci motivasyonunu etki-
leyebilmektedir. Ogretim metotlarinda farkl tiirden ve zenginlestirilmis 6gretim
ilke ve tekniklerine sinifta yer verme, objektif degerlendirme, 0grenciyi cesaret-
lendirme, deneyime dayali 0gretme, esnek 0grenmeye olanak verme, isbirligi
icinde olma gibi faktorler siralanmaktadir. Son olarak, cevrede takim calismala-
11, aile destegi, akran destegi, sosyal destek gibi etkenlerin 6grencinin egitimsel
motivasyonunu belirledigi dile getirilmektedir.

Sayilan bu faktorlerin her birinin kendine gore bir etki diizeyi olmakla be-
raber Ozellikle ergenlik donemindeki bireylerin okul yasantilar1 ve egitimsel
motivasyonu uizerinde aileden, 6gretmenden ve akrandan alinan sosyal destegin
onemine dikkat ¢eken aragtirmalar s6z konusudur (Cirik, 2015; Iglesia, Stover
& Liporace, 2014). Cobb’a (1976) gore sosyal destek algisi, bireyin bagkalari ta-
rafindan sevildigine, kendisine 6nem verildigine ve karsilikli sorumluluklart bu-
lunan bir sosyal agin iiyesi olduguna iliskin gelistirdigi bilinctir (Akt. Bayram,
2016). Algilanan sosyal destek, kisinin hem destek algisiyla, hem de kabul edilme
algistyla iligkilidir (Fellows, 2003). Akran gruplari, uygun davranig sekillerini 6g-
renme ve sosyal destek alip verme icin 6nemli ortamlardir. Bu gruplar, genclerin,
kisiler aras iligkileri ergenlikte kazanmasi ve 6grenmesi icin 6nemlidir. Bireyler
bir gruba dahil olabildigi dlciide, duygusal destek elde edebilmektedir. Ergenlik
boyunca, iligskilerde ve sosyal ortamlarda net degisimler meydana gelmektedir.

Destekgi olarak kabul edilen akran grubunun niteliginin bireyin kendi ha-
yat1 iizerinde cesitli etkileri s6z konusudur. Istendik yonde ve olumlu davranis
sergileyen akran gruplariyla, 0rnegin basar1 yonelimli arkadaslarla birlikte olmak
o6nemli bir niteliktir. Cilinkii bu sosyal aglar 6nemli kaynaklara ulagim imkani
vermektedir. Bu da okula uyumu giiclendirmektedir ve akademik bagariya da
katki vermektedir (Kapikiran ve Ozgiingdr, 2009). Ozellikle ergenlik dénemin-
deki bireylerin aldiklar1 sosyal destegin niteligi onlarin ileride nitelikli bir yetigkin
olmalarinda 6nemli katki sunmaktadir (Inang, Bilgin ve Atici, 2015). Bu baglam-
da ele alindiginda ergenlik doneminde bulunan 6grencilerin sosyal destegi sade-
ce arkadaglarindan almasi beklenemez. Ayni zamanda bu bireyler 6gretmenleri
ve ailesinden de sosyal destek almaktadirlar. Ogretmenlerin ve ailenin verecegi
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sosyal destek 6grencinin okulla olan biligsel, duyugsal ve davranigsal iligkisini et-
kilemektedir (Yildirim, 2016).

Literatiirde yapilan bazi arastirmalarda egitimsel motivasyonun okul bagli-
ligint artirdigi (Atoum & Shalalfeh, 2018) ve egitimsel motivasyonun diismesiyse
ogrencilerin okul baghliklarinin da diistigii (Glass & Rose, 2008; Janosz, Arch-
mbault, Morizot, & Pagani, 2008) belirtilmektedir. Bununla beraber, dgrencile-
rin algiladiklar sosyal destek ve okul baghligi arasindaki korelasyona dair cesitli
caligmalara da rastlanmaktadir (Karababa, Oral ve Dilmag, 2018; Mengi, 2011).
Ancak egitimsel motivasyonun ve sosyal destegin bir arada okul bagliligi ile olan
iligkisi ve yordama diizeyine dair caligmaya rastlanmamis olmasi bu aragtirmanin
ortaya cikmasindaki temel belirleyici durum olmustur.

Arastirmanin Amact

Bu calismanin temel amaci, egitimsel motivasyon ve algilanan sosyal deste-
gin okul baghiligin1 yordama diizeyini incelemektir. Bu kapsamda asagidaki alt
problemlere cevap aranmustir:

1. Ogrencilerin cesitli demografik degiskenlerine (cinsiyet, simif diizeyi)
gore egitimsel motivasyon, algilanan sosyal destek ve okul baghlik dii-
zeyleri farklilik gostermekte midir?

2. Egitimsel motivasyon ve algilanan sosyal destek, okul bagliligint anlam-
I1 sekilde yordamakta midir?

Yontem

Bu boliimde arastirmanin modeline, evren ve ornekleme, veri toplamada
kullanilan 6lgme araglarina, uygulama siirecine, aragtirma ile ilgili verilerin top-
lanmasina ve verilerin analizine dair bilgilere yer verilmistir.

Arastirmamin Deseni

Bu arasgtirma, betimsel arastirma yontemlerinden iligkisel tarama modelinde
gerceklestirilmistir. Tliskisel tarama modeli, iki veya daha fazla degisken arasinda
birlikte degisim varligini ve/veya derecesini ortaya koymayi amaglayan bir arag-
tirma modeldir (Biiyiikoztiirk, Cakmak, Akgilin, Karadeniz & Demirel, 2012).
Aragtirmanin bagimsiz degiskenlerini egitimsel motivasyon ve sosyal destek olus-
tururken bagimli degiskenini okul baglilig1 olusturmaktadir. Bu aragtirmada egi-
timsel motivasyon, sosyal destek ve okul baglilig1 arasindaki iligki incelenmistir.

Evren ve Orneklem

Arastirmanin katilimeilar1 2017-2018 egitim 6gretim yilinda Diizce merkez-
de 6grenim gormekte olan 826 lise 6grencisinden olugsmaktadir. 2017-2018 egi-
tim 6gretim yilinda Diizce merkezde bulunan ortadgretim kurumlarinda 12.050
ogrenci bulunmaktadir. Bu nicelikteki bir evreni temsil icin 373 kisi yetmekle
(Buiytikoztirk vd., 2012) beraber daha genis bir temsil diizeyi i¢in 6rneklem bii-
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yukligii daha genig aralikta tutulmustur. Katilimcilar basit segkisiz 6rnekleme
teknigi ile belirlenmistir. Katilimer grubun biiylik kismin1 Anadolu Lisesi kate-
gorisinde bulunan okullarda 6grenim gérmekte olan 419 6grenci (% 50,7) olus-
turmaktadir. Meslek Lisesinde 6grenim gormekte olan 6grenciler 6rneklemin %
24,0’inid (n=198), Fen Lisesi’nde 6grenim gérmekte olan 6grenciler drneklemin
% 12,8’ini (n=106) ve Imam Hatip Lisesi’nde 6grenim gérmekte olan dgrenci-
ler 6rneklemin % 12,5’ini (n=103) olusturmaktadirlar. Orneklemde dokuzuncu
sinif 6grencisi 285 kisi (% 34,5), onuncu simif dgrencisi 237 kisi (% 28,7), on
birinci sinif dgrencisi 268 kisi (% 32,4) ve on ikinci sinif 6grencisi 36 kisi (%
4,4) bulunmaktadir. Ogrencilerin cinsiyetlerine gore dagilimlarina bakildiginda
kiz 6grenciler 6rneklemin % 58,7’sini (n=485) erkek 6grenciler ise % 41,3’inii
(n=341) olusturmaktadir.

Veri Toplama Araglart

Egitimde Motivasyon Olgegi (EMO): Egitimsel Motivasyon Olcegi’nin (EMO)
orijinal versiyonu 1989 yilinda Vallerand, Blais, Bricre, ve Pelletier tarafindan ge-
listirilmistir ve Tiirkceye Kara (2008) tarafindan uyarlanmistir. Olgek maddeleri
5li likert tipinde diizenlenmistir. Bunlar Cok sik: 5, Sik sik: 4, Ara sira:3, Nadi-
ren: 2 ve Hemen hemen hic:1 seklinde puanlanmistir. Olcek orijinal versiyonu
dort alt boyut icermektedir. Bunlar Ozdeslesmis Digsal Motivasyon, Motivas-
yonsuzluk, Ice Yansitilmig Digsal Motivasyon ve Icsel Motivasyon boyutlaridir.
Olgegin Tiirkceye uyarlanmis halinde aciklanan toplam varyans orami dért alt
boyut icin % 63.47 olarak hesap edilmistir. Maddelerin faktor yiikleri ise en az
0.35 olarak belirlenmistir. Olgegin tiimiinde alinabilecek en yiiksek puan 60, en
diisiik puan ise 16’dir. Her bir alt boyutta alinabilecek en yiiksek puan 20, en
disiik puan 4°tiir.

Olgegin Tiirkge versiyonu icin genel Cronbach’s alpha degeri 0.84; birinci alt
boyut icin 0.79; ikinci alt boyut i¢in 0.78; iiclincii alt boyut icin 0.80; dordiincii alt
boyut icin ise 0.78 olarak hesaplanmistir. Bu arastirmada da Olgegin giivenirlik
diizeyini hesap etmek icin Cronbach’s alpha degerine bakilmistir ve genel giive-
nirlik katsayis1 0.64 olarak hesaplanmustir. Ozdamar (2011) 0.60-0.70 araliginda-
ki Cronbach’s alpha degerinin yer aldig1 dlceklerin yeterli giivenirlik diizeyinde
oldugunu belirtmektedir. Olgegin bu gostergelerine bakildiginda gegerlilik ve
giivenirlik sartlarini tagidig sdylenebilir.

Algilanan Sosyal Destek Olcegi (ASDO-R): ASDO-R bgrencilerin algiladik-
lar1 sosyal destek diizeylerinin belirlenmek icin Yildirim (1997) tarafindan gelis-
tirilmistir. Olcegin en giincel hali ise yine Yildirim (2004) tarafindan gercekles-
tirilmistir. Bu caligmada ise 6lgegin 2004’te yeniden gozden gecirilmis versiyonu
kullanilmistir. Olgek iic alt boyuttan olusmakta ve toplam 50 madde icermek-
tedir. Olgegin alt boyutlar1 aileden alinan sosyal destek, dgretmenlerden alinan
sosyal destek ve arkadaglardan alinan sosyal destek seklindedir. ASDO’den alt1
¢esit puan elde edilmektedir. Bireyin bes alt dlcekten aldigi puanlarin toplami
ise, “Genel Sosyal Destek” puanini vermektedir. Puanin yiiksekligi, yliksek sos-
yal destek diizeyine belirtmektedir. Olgek iiclii derecelendirme biciminde doldu-
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rulmaktadir. (Hig uygun degil=1, Kismen uygun=2, Oldukga uygun=3) Olgek
maddelerinin 47’si olumlu 3’ olumsuz ifade seklindedir. Olumsuz ifadeler sira-
swyla ailem, arkadaglarim ve 6gretmenlerim alt boyutuna ait 17. 29. ve 44. mad-
delerdir. Olgegin giivenirlik diizeyi icin hesaplanan Cronbach’s alfa i¢ tutarlilik
degeri tiim Olgek icin 0.93’tiir. Aileden alinan sosyal destek alt boyutu igin 0.94,
o0gretmenden alinan sosyal destek alt boyutu icin 0.93 ve arkadastan alinan sosyal
destek alt boyutu i¢in 0.91 olarak hesaplanmistir.

Okula Baghlik Olgegi (OBO): Ogrencinin Okula Baglilik Olcegi (Student
Engagement Instrument) Appleton vd. (2006) tarafindan gelistirilmis ve Onen
(2014) tarafindan Tiirkceye uyarlanmistir. Olcek, dgrencinin okula biligsel ve
psikolojik bagliligini lgmektedir. OBO’de, 4’lii Likert tiirii dereceleme kulla-
milmustir ve 35 maddeden olusmaktadir. Ogrencinin Okula Bagliligi Olcegi’nin,
psikolojik ve biligsel baghiligin alt1 bilesenini Olctiigii kabul edilmektedir. He-
saplanan uyum indeksleri (GFI=0.89-0.91, AGFI=0.88-0.90, CF1=0.89-0.94,
RMSEA=0.029-0.037) seklindedir. Olcegin Tiirkce formunda alt boyutlarinin
Cronbach’s alpha degerleri 0.73 ile 0.85 arasinda degismektedir (Onen, 2014).
Olcegin bu caligma icin genel giivenirlik katsayisi 0.82 olarak hesaplanmistir.

Verilerin Analizi

Elde edilen veriler SPSS 20 paket programina islenmis ve bos birakilan hiic-
relere serilerin ortalamasi atandiktan sonra analizler yapilmistir. Veriler analiz
edilmeden 6nce normallik dagilimlarina iligkin varsayimlar test edilmistir. Nor-
mallik dagiliminda n>50 oldugu icin Kolmogrov Smirnov testine bakilmig ve
p>0.05 oldugu goriilmiistiir. Ayrica basiklik ve carpiklik degerlerinin =1 arali-
ginda, basiklik ve ¢arpiklik degerlerinin kendi hata katsayilarina boliimiiniin ise
+1,96 araliginda gerceklestigi anlasilmistir. Coklu baglant1 sorunu iki bagimsiz
degisken arasindaki r degerinin >.80 olmas1 halinde ortaya cikan bir durumdur.
Bu arastirmada yer alan bagimsiz degiskenler arasindaki korelasyon degerinin
.308 oldugu goriilmektedir. VIF degeri 5’ten kiigiik ve tolerans degeri .20’den
biiytiktiir. Tiim bu gostergelere bakildiginda verinin normal dagilim igerisinde
oldugu soylenebilir. Analizlerde Oncelikle, egitimsel motivasyon, algilanan sos-
yal destek ve okul baghilig degiskenlerinin 6grencilerin cesitli demografik degis-
kenlerine gore anlamh farklilik gosterip gdstermedigine bakilmistir ve bagimsiz
gruplar t-testi ve tek yonlii varyans Analizi (ANOVA) kullanilmigtir. En sonda
ise iki yordayici degiskenin bir yordanan (okul bagliligi) degisken tizerindeki
yordama giiciinii belirlemek amaciyla asgamali ¢oklu dogrusal regresyon analizi
yapilmistir. Aragtirmada, betimsel istatiksel teknikler (frekans, yiizde, ortalama,
standart sapma) kullanilmistir. Arastirmanin test sonuglart o = 0.01 veya o =
0.05 hata diizeylerinde yorumlanmustir.
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Bulgular

Ogrencilerin egitime iliskin motivasyon diizeylerine bakildiginda ortalama-
nin o= 2.87 (SS=0.52) iizerinde oldugu goriilmektedir. Bu degerden hareketle
ogrencilerin egitime iligkin motivasyonlarinin orta diizeyin iizerinde gerceklestigi
sOylenebilir. Bununla birlikte, 6grencilerin egitimsel motivasyonlarinin cinsiyet-
leri yoniinden farkliligina da bakilmis ve bu farka iligkin degerler Tablo 1’de ba-
gimsiz gruplar t-testinde sunulmustur.

Tablo 1.
Egitimsel motivasyonun 6grencilerin cinsiyetlerine gore farklihigini gosteren
bagimsiz gruplar t-testi sonuglar

Degiskenler Cinsiyet n X S Sd t p
Egitimsel Kiz 485 2.84 48 824 2,327 0.02
motivasyon Erkek 341 292 .57

Tablo 1’de yapilan bagimsiz gruplar t-testi sonuclarina gore 6grencilerin egi-
timsel motivasyon diizeyleri ile cinsiyetleri arasinda anlamh bir farkliik goriil-
mektedir [ (824) = 2,327; p<.05]. Erkek 6grencilerin (X 4 =2.92) egitimsel

motivasyon diizeyleri kiz 6grencilerden (i(klz)=2.84) daha ytiksektir.

Ogrencilerin algiladiklar1 sosyal destegin genel ortalamasinin X = 2.47
(§S=0.32) diizeyinde oldugu ve bu degerin ortalamanin istiinde gerceklesti-
gi goriilmektedir. Alt boyutlara bakildiginda ise aileden alinan sosyal destegin
X = 2.62 (SS=0.36), arkadastan alinan sosyal destegin X = 2.56 (S5=0.39), 6g-
retmenden alindan sosyal destegin X = 2.23 (SS=0.49) ortalama puanlara sahip
oldugu anlagiimaktadir. Ogrencilerin algiladiklar1 sosyal destegin alt boyutlarinin
cinsiyetleri yoniinden farklhiligini gésteren bulgular Tablo 2’de sunulmustur.

Tablo 2.
Algilanan sosyal destegin 6grencilerin cinsiyetlerine gore farklihgin gosteren
bagimsiz gruplar t-testi sonuglar

Degiskenler Cinsiyet n X S Sd t p
. . Kiz 485 263 35
Aile Destegi 824 1.280  0.20
Erkek 341 2.60 .36
Kiz 485 2.60 .39
Arkadag 824 3386 0.0
Destegi Erkek 341 2.51 .39
Kiz 485 224 49
Ogretmen 824 0915 078
Destegi Erkek 341 2.23 49
Kiz 485 2.49 32
Sosyal Destek 824 1.779 0,07
(Genel) Erkek 341 245 33
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Tablo 2’ye gore ogrencilerin cinsiyetleri ile algiladiklar: sosyal destegin aile
destegi alt boyutu arasinda istatistiksel olarak anlamli bir fark yoktur [t (824)=
1,280; p>.05]. Ogrencilerin cinsiyetleri ile algiladiklar1 sosyal destegin arkadas
destegi alt boyutu arasinda istatistiksel olarak anlamli fark vardir [# (824)= 3,386;
p<.05]. Aritmetik ortalamalara bakildig1 zaman kiz 6grencilerin ortalamasinin
(X kiz) = 2.60) erkek dgrencilerin ortalamasina gore (X (erkek)= 2D 1) anlamh se-
kilde farklilik gosterdigi ve daha ytiksek diizeyde oldugu goriilmektedir. Buradan
hareketle kiz 6grencilerin arkadas destegini daha fazla hissettikleri sdylenebilir.
Bunun yaninda, 6grencilerin cinsiyetleri ile algiladiklari sosyal destegin 6gretmen
destegi alt1 boyutu arasinda da istatistiksel olarak anlaml fark yoktur [f (824) =
0,915; p>.05]. Sosyal destegin genel toplam puanina bakildiginda 6grencilerin
cinsiyetlerine gore anlamli bir farklilik bulunamamustir [z (824)= 1.779; p>.05].
Tiim alt boyutlarda ve sosyal destegin genel toplam puaninda kiz 6grencilerin
ortalamasi erkek dgrencilere gore daha yiiksek diizeydedir.

Ogrencilerin okul baglilik diizeylerinin genel ortalamasi X = 3.12 (SS=0.49)
olarak hesaplanmustir. Alt boyutlara bakildiginda psikolojik baglihgin X = 2.99
(SS=0.60) ve biligsel bagliigin X = 3.22 (SS=0.52) diizeyinde hesaplandig1 go-
rillmektedir. Bu degerlerin ortalamanin iizerinde gerceklestigi goriilmektedir.
Ogrencilerin okul baghliginin cinsiyetleri yoniinden farkliligini gosteren bulgular
ise tablo 3’te sunulmustur.

Tablo 3.
Okul baghhiginin dgrencilerin cinsiyetlerine gore farkliligini gosteren bagimsiz
gruplar t-testi sonuglar

Alt boyutlar Cinsiyeti n X S sd t p

Kiz 485 295 .61

Psikolojik Baglilik 824 1,763  0.78
Erkek 341  3.03 .58
Kiz 485 324 51

Biligsel Baglilik 824 1,759  0.79
Erkek 341 318 .53
Kiz 485 312 .49

Okul Baglilig1 (Genel) 824 017  0.98

Erkek 341 312 .49

Ogrencilerin cinsiyetleriyle okul bagliliginin alt boyutlarindan psikolojik bag-
Ik arasinda istatistiksel olarak anlamli bir fark yoktur [# (824)= 1,763; p>.05].
Aritmetik ortalamalara bakildig1 zaman psikolojik baghlik alt boyutunda kiz 6g-
rencilerin ortalamasinin (X, =2.95) erkek ogrencilerden (X erkeky = 3-03) dii-
siik oldugu anlasilmaktadir. Okul bagliliginin ikinci alt boyutu oﬁan bilissel bagli-
ik ile 6grencilerin cinsiyetleri arasinda istatistiksel olarak anlamli bir fark yoktur
[t (824)= 1,759; p>.05]. Aritmetik ortalamalara bakildig1 zaman biligsel baglilik
alt boyutunda kiz 6grencilerin ortalamasinin (i(klz = 3.24) erkek 6grencilerden
(X (erkeky= 3,18) yiiksek oldugu anlagilmaktadr. dkul bagliliginin genel topla-
mina bakildiginda dgrencilerin cinsiyetlerine gére anlamli bir farklilik bulun-
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mamaktadir [¢ (824)= 0,017; p>05]. Aritmetik ortalamalara bakildigi zaman
kiz dgrencilerin ortalamasiyla (X (ki) = 3.12) erkek ogrencilerin ortalamasinin

(i(erkek)= 3.12) esit oldugu anlagiimaktadir.

Tablo 4’te 6grencilerin egitimsel motivasyonlariin sinif diizeyleri yoniinden
farkliligini gosteren tek yonlii varyans analizi (ANOVA) sonuclar1 verilmistir.
Tablo 4.

Ogrencilerin sumif diizeyleri ile egitimsel motivasyonlar: arasindaki tek yonlii
varyans analizi (ANOVA) sonuclar

Degisken sesxlls;fgsi X S8 ;(ozglzl;rl dt K;é)r:tl.er F p
9.smf 285 285 .44
35 10.smf 237 292 .62 3
EZ lLamf 268 288 51 1,722 822 5T 2075 0.0
HE amf 36 271 50 825

Toplam 826 2.87 .52

Tablo 4’e gore 0grencilerin egitimsel motivasyonlari, siif diizeylerine gore
istatistiksel olarak anlamli farklihk gostermemektedir [F (3, 822)= 2,075; p>
.05]. Ayrica, aritmetik ortalamalara bakildiginda 10. siiflarin en yiiksek ortala-
maya (i(lo.smlf): 2.92), 12. siiflarin ise en diisiik ortalamaya (i(IZ.sm]f): 2.71)
sahip oldugu goriilmektedir.

Tablo 5’te Ogrencilerin algiladiklar1 sosyal destegin smif diizeylerine gore
farklilasmasini gosteren tek yonli varyans analizi sonuclar1 verilmistir.

Tablo 5.
Ogrencilerin simif diizeyleri ile algiladiklar: sosyal destek arasindaki tek yonlii
varyans analizi (ANOVA) sonuclar

Alt Sinif — Kareler Kareler
Boyutlar  seviyesi | X S8 df F p  Scheffe

Top. Ort.
9.smif 285 2.66 .34

) 10.simif 237 258 .38 3

D:i:gi 1l.smif 268 261 38 0816 82 0272 209 0,10
12.smif 36 264 .20 825
Toplam 826 2.62 .36
9.smif 285 257 .39
10.smuf 237 249 41 3

Akran

Destei 11.smf 268 261 39 1,774 82 0591 3,788 0,01 10<11
12.smf 36 257 .29 825

Toplam 826 256 .39
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Tablo 5.
Ogrencilerin suif diizeyleri ile algiladiklan sosyal destek arasindaki tek yonlii
varyans analizi (ANOVA) sonuglart (Devami)

Alt Smif = Kareler Kareler
Boyutlar  seviyesi ! X 55 Top. d Ort. F p  Scheffe
9.smuf 285 226 .51
. 10.smf 237 222 48 3
ngttrcf‘gi“ Ilsmif 268 222 49 0429 822 0,143 0576 0,63
12.simif 36 2.18 .49 825

Toplam 826 223 .49
9.smif 285 250 .32

Sosyal 10. stuf 237 244 32 3
Destek  1l.smf 268 248 33 0556 822 46326 1,760 0,15
(Genel)  12.9mf 36 247 25 825

Toplam 826 247 .32

Tablo 5’e gore 6grencilerin algiladiklar: sosyal destegin alt boyutlarindan aile
destegi ile sinif diizeyleri arasinda anlamli farklilik bulunmamaktadir [F (3, 822)
= 2,094; p> .05]. Aritmetik ortalamalar dikkate alindiginda ise en yiiksek orta-
lamanin 9. siniflarda (X )= 2- 66), en diisiik ortalamanin ise 10. simiflarda (X
(10smif) = 2- 58) oldugu goriilmektedir. Ayni sekilde, 6grencilerin sinif diizeyleri ile
algiladiklar1 sosyal destegin alt boyutlarindan 6gretmen destegi arasinda anlaml
farkliik bulunmamaktadir [F (3, 822) = 0,576; p> .05]. Aritmetik ortalamalar
bakildiginda ise en yiiksek ortalamanmn 9. siniflarda (i(g )= 2 26), en diisiik
ortalamanin ise 12. smiflarda (X (12:5mf) = 2.18) oldugu goriilmektedir. Diger bir
alt boyut olan akran destegi ile 6grencilerin sinif diizeyleri arasinda istatistiksel
olarak anlamli fark vardir [F (3, 822) = 3,788; p< .05]. Farkin kaynagna iliskin
yapilan Scheffe testine gore 11. smif 6grencileri (X (1Lsmif)= 2 61) ile 10. sif
ogrencileri (X(10 anif)= 2 49) arasinda anlaml bir fark Vardlr ve 11. siif 6grenci-
lerinin ortalamasi daha yiiksektir. Sosyal destegin genel toplamina bakildiginda
ise sinif diizeyine gére anlaml farklilik gériilmemektedir [F (3, 822) = 1,760; p>
.05].

Tablo 6’da 6grencilerin okul bagliliklarinin sinif diizeylerine gore farklilas-
masini gosteren tek yonlil varyans analizi sonuglari verilmistir.
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Tablo 6.
Ogrencilerin suif diizeyleri okul baglhligiun alt boyutlar arasindaki tek yonlii var-
yans analizi (ANOVA) sonuclan

Alt Sinif — Kareler Kareler
Boyutlar  seviyesi X Ss df F p  Scheffe

Toplam1 Ort.
9.smif 285 3.05 .63

o 10.smif 237 296 .59 3
P;:;ﬂik ILsmf 268 292 58 2900 82 0967 2642 004 9>11
12.smf 36 309 .60 825
Toplam 826 299 .60
9. simif 285  3.20 52
. 10.simf 237 324 55 3
g;lglfflfll( ILsmf 268 319 .50 0518 82 0173 0,628 0,59 .
12.smif 36 328 .46 825
Toplam 826 321 .52
9.smif 285 3.15 .50
Okul 10.simif 237 311 50 3
Baghlg  1l.smif 268 3.07 47 1065 82 0355 1455 022 -
(Genel)  12.smif 36 320 .46 825

Toplam 826 3.12 .49

Tablo 6’ya gore okul baghliginin alt boyutlarindan psikolojik baghiik ile 68-
rencilerin sinif diizeyleri arasinda istatistiksel olarak anlaml fark bulunmaktadir
[F (3, 822) = 2,642; p< .05]. Farkin kaynagina iligkin yapilan Scheffe testine gore
9. Sinif (i(gﬂmf): 3.05) ve 11. siif (X (1Lsimf) = 2,92) dgrencileri arasinda anlamlt
bir fark goriilmektedir ve 9. sinif 6grencilerinin aritmetik ortalama puanlar: daha
yiksektir. Okul baghliginin ikinci alt boyutu olan Bilissel Baglilik ile 6grencilerin
sinif diizeyleri arasinda anlaml bir fark yoktur [F (3, 822) = 0,628; p>.05]. Okul
bagliliginin genel toplamina bakildiginda da 6grencilerin sinif diizeylerine gore
farkliik bulunmamaktadir [F (3, 822)= 1,455; p> .05].

Tablo 7°de egitimsel motivasyonun ve algilanan sosyal destegin 6grencilerin
okul baghligin1 yordamasina iligkin bulgular verilmistir.

Tablo 7.
Egitimsel motivasyonun ve algilanan sosyal destegin dgrencilerin okula bagliligini
yordamaswna iligkin ¢oklu regresyon analizi sonuclar

Degisken B Standart Hatay B t )4 ikilir  Kismir
(Sabit) 315 11 2.827  .005 - -
Egitimsel Motivasyon .071 .023 076  3.033 .002  .105 .075
Sosyal Destek 1.050 .038 691  27.698 .000  .695 .688
R=.702 R?= 492

F(2,283)= 398,968 p<.01
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Bagimsiz degiskenlerle bagimli degisken arasindaki ikili ve kismi korelas-
yonlara bakildig1 zaman egitimsel motivasyon ile okul baglilig1 arasinda pozitif
ve diisiik diizeyde bir korelasyon (r=.105) oldugu gériilmektedir. Diger degisken
kontrol altina alindiginda bu korelasyon degerinin r=.075 olarak hesaplandig:
goriilmektedir. Sosyal destek ile okul baglilig1 arasinda pozitif yonlii, anlaml ve
yiiksek diizeyde bir korelasyon (r=.695) sdz konusudur. Diger degisken kontrol
altina alindiginda bu korelasyon degerinin r=.688 olarak hesaplandig goriilmek-
tedir. Egitimsel motivasyon ve sosyal destegin bir arada okul bagliligini anlamh
ve yiiksek diizeyde acikladigi goriilmektedir (R=.702; R?= .492; p<0.01]. Her iki
degiskenin birlikte, bagimh degisken olan okul baghligindaki toplam varyansin
%49 unu acikladigr anlagilmaktadir. Standardize edilmig regresyon katsayilarina
(B) gore bagimsiz degiskenlerin bagimli degisken tizerindeki goreli 6nem sirast
sosyal destek ve egitimsel motivasyon seklindedir. Regresyon katsayilarinin an-
lamlihigina iligkin t-testi sonuglar incelendiginde her iki degiskenin de bagimh
degisken tizerinde anlaml bir yordayici oldugu goriilmektedir.

Tartisma ve Sonug

Bu caligmada, ortadgretim 6grencilerinin egitimsel motivasyon, algilanan
sosyal destek ve okula baglilik diizeylerinin ¢esitli demografik degiskenlere gore
farklilik gésterme durumunun incelenmesi amaclanmigtir. Bunun yaninda egi-
timsel motivasyon ve algilanan sosyal destegin 0grencilerin okul bagliligini ne
diizeyde yordadigini ortaya koymak arastirmanin diger bir amaci olarak belir-
lenmigtir. Arastirmadan elde edilen bulgulara gore ortadgretim dgrencilerinin
egitimsel motivasyonlar1 orta diizeyin iizerinde ger¢eklesmistir. Erten (2014)
caligmasinda 6grencilerin i¢sel motivasyon diizeylerinin daha yiiksek oldugunu
belirtmektedir. Ogrenmeye ve akademik gelisim gostermeye doniik olmak, ba-
sar1 odakli bir okul hayati icinde olmak 6grencilerin egitimsel motivasyonlari-
n1 artirmaktadir. Literatiirde yapilan pek cok arastirmada akademik bagarinin
egitimsel motivasyonla pozitif ve anlamli korelasyon i¢inde oldugunun alt1 ¢i-
zilmektedir (Amrai, Motlagh, Zalani & Parhon, 2011; Schweinle & Helming,
2011). Egitime iligkin motivasyonu artiran veya azaltan farkli faktorlerden s6z
edilebilir. Bunlar arasinda giiclii bir aile destegi, 6grenme meraki, akran gruplari,
ogrenilen bilgilerin islevselligine olan inang, 6grenmeye yatkin bir kisilik yapisi
gibi etkenler siralanabilir (Tan, 2009). Fulton ve Turner (2008) ise 6grencilerin
egitimsel motivasyonlarinin ailelerin 6grencileri 6grenme konusunda oOzerk
birakmalar1 ve onlara etkin rehberlikte bulunmalari ile yakindan ve pozitif iligkili
oldugunu belirtmektedir.

Ogrencilerin egitimsel motivasyonlar1 cinsiyetlerine ve smif diizeylerine
gore anlamh farklilik gostermektedir. Gomleksiz ve Serhathoglu'nun (2013)
arastirmasinda da benzer bulgular s6z konusudur. Erkek ¢grencilerin egitimsel
motivasyonlari kiz 6grencilere gore daha yiiksek diizeydedir. Karatas ve Erden’in
(2014) aragtirmasinda erkek 0grencilerin digsal motivasyon diizeyi kiz 6grenci-
lere gore yiiksek bulunmusgken igsel motivasyon diizeyinde ise kiz 6grencilerin
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ortalamasinin daha yiiksek oldugu ifade edilmektedir. Russilo ve Arias’in (2004)
arastirmasi, kiz 6grencilerin digsal motivasyon diizeylerinin diigiitk oldugunu ve
basarisizlik durumunda daha fazla sorumluluk aldiklarini, 6grenme siireglerinde
daha cogkulu olduklarini belirtmektedir. Diisiik akademik basar1 gosteren er-
kek ogrencilerin egitim motivasyonlarinin da diisiik oldugu ve bu durumun sinif
icinde istenmeyen davraniglarin daha sikliklar goriilmesine de zemin olusturdu-
guna iligkin arastirma bulgularina da rastlanmaktadir (Bugler, McGeown, Cla-
ir-Thompson, 2015). Ogrencilerin motivasyonlar kisilik yapilarindan, yetenekle-
rinden, etkili 6grenme ortaminda bulunmalarindan, aile desteginden, 6gretmen
davraniglarindan, kisisel hedeflere erisme cabalarindan etkilenebilmektedir.
Ozellikle ergenlik cagindaki erkek grencilerin akran gruplarinin etkisiyle aka-
demik caligmalara gerekenden daha az 6nem vermeleri motivasyonlarini zaman
zaman disiirebilmektedir.

Ogrencilerin algiladiklar sosyal destek ortalamanin iistiinde saptanmistir.
Alt boyutlar acisindan bakildiginda sosyal destegin en fazla aileden, daha
sonra arkadastan, en son ise 6gretmenden alindigi goriilmektedir. Ogrenciler
ailelerinden aldiklar1 destegi daha anlamli ve islevsel bulmaktadir. Cesitli
arastirmalar akademik basariile sosyal destegin giiclii bir iligki icerisinde oldugunu
belirtmektedir (Yildirim, 1999). Ogrencinin aile yapisi, anne-babanin egitim
diizeyi ve egitime bakig acilari, ailenin 0grencinin egitimine rehberlik edebilme
kapasitesi, ailenin sosyoekonomik diizeyi gibi pek cok ailevi faktoriin aileden
alian sosyal destegi etkiledigi diistiniilmektedir. Ailenin sosyal destekte dnemli
bir kaynak olmasi, 6grencinin egitiminde ailenin roliine isaret etmekte ve 0zellikle
anne-babalanin okul ortamina katilabilmelerinin gerekliligini vurgulamaktadir.
Bundan dolayi, aile-okul iligkilerinin daha da giiclii hale getirilmesine, egitimde
ortak anlayis ve isbirligi ortaya konulmasina ve ailelerin ¢ocuklarinin egitimi
konusunda daha fazla sorumluluk almalarina ihtiya¢ duyuldugu goriilmektedir.
Akademik basarisi ile 0ne c¢ikan 6grencilerin hem 6gretmenleri hem arkadaslari
hem de aileleri tarafindan kabul gormeleri ve desteklenmeleri daha yiiksek
olasilik igerisinde goriilmektedir. Bu nitelikteki 0grenciye karst olan yaklagimlar
ve kullanilan 6vgii icerikli sozlerin 6grencinin destek algisini ve giidiilenme dii-
zeyini artirdig ileri siiriilebilir. Bunun tam tersine ise akademik anlamda dusiik
performans gosteren 6grencilere yonelik kullanilan ilgisiz, yargilayici ve suglayici
islubun ve kabul edilmedigine yonelik gelistirilen beden dilinin 6grencinin sosyal
destek algisini diisiirdiigii soylenebilir. Nitekim Kapikiran ve Ozgiingor (2009),
Yildirim ve Ergene de (2003) sosyal destegin akademik basarinin 6nemli bir yor-
dayicisi oldugunu dile getirmektedir. Yapilan ¢esitli alan aragtirmalar1 anne-ba-
ba, 6gretmen ve akran desteginin ozellikle risk grubunda bulunan, dezavantajl
ogrencilerin akademik yasantilarinin diizelmesinde ve basarilarinin artmasinda
onemli katkilar sundugunu gostermektedir (Malecki & Demeray, 2006; Cronin-
ger & Lee, 2001). Sosyal destegin yiiksek olmasi 6grencilerin basarisizlik korku-
su, 0z yetersizlik, kendini olumsuz degerlendirme gibi ¢esitli istenmeyen durum-
larin da azalmasina pozitif katki verdiginin alt1 ¢izilmektedir (Kapikiran, 1999).
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Algilanan sosyal destek 6grencilerin cinsiyetlerine gore anlamli bir farkl-
lik gostermektedir. Kiz 6grenciler, erkek dgrencilere gore sosyal destegi daha
giiclii sekilde algilamaktadirlar. Sosyal destegin alt boyutlarina bakildiginda ise
ogrencilerin cinsiyetlerine gore sadece akran desteginde anlamli farklilik bulun-
maktadir ve kiz 6grencilerin akran destegi algis1 daha yiiksektir. Benzer bir bulgu
Akkaya’nin (2011), Aricioglu’nun (2008) ve Karatas'in (2012) caligmalarinda da
goriilebilir. Ancak Aliyev ve Tung (2017), arkadas ve dgretmenden alinan sosyal
destegin erkek dgrencilerde daha fazla oldugunu tespit etmiglerdir. Aile ve 6g-
retmen destegi ise her ne kadar dgrencilerin cinsiyetlerine goére anlaml farklilik
gostermese de kiz 6grencilerin aile ve 0gretmen destegini daha ¢ok hissettikleri
ortalama puanlardan anlasiimaktadir. Bu bulgular1 Karacabey’in (2012) calisma-
sindaki bulgular da desteklemektedir. Ergenlik doneminde bireyler sosyal destek
ihtiyaclarini daha ¢ok, akranlarindan saglamaktadirlar (Inang, Bilgin ve Atici,
2015). Ergenlik doneminde, bireyin aile ve 6gretmenleri yerine kendine yagitlari-
n1 daha yakin goérmesi ve giindelik yasamuyla ilgili paylagimlarini yagitlari ile daha
fazla yapmalari bu sosyal destegi digerlerine gére daha cok 6ne cikarmaktadir.

Sosyal destegin ilk alt boyutu olan aile destegi ile 6grencilerin sinif diizeyleri
arasinda anlaml farklilik tespit edilmemistir. Ancak bunun yaninda, ortadgreti-
min ilk yillarinda aile desteginin daha fazla hissedildigi aritmetik ortalamalardan
anlagilmaktadir. Acikgdz’iin (2013) arastirmasinda da benzer bulgulara yer veril-
mektedir. Aliyev ve Tun¢’un (2017) ve Turgut’un (2015) bulgularinda ise farklilik
vardir ve sinif diizeylerine gore aile destegi anlamli sekilde farklilik gostermekte-
dir. Karacabey de (2012) sinif diizeylerine gore aile desteginde anlamli farklilik
tespit etmistir. Ayrica farkli calismalarda daha alt egitim kademelerindeki (orta-
okul) 6grencilerin tst kademelerdeki (ortadgretim) ogrencilere gore algiladik-
lar1 aile destegi anlamli sekilde farklilik gosterdigi yer almaktadir (Ulu, 2018).
Ailesinden destek goren 0grencilerin okul yagantisina daha kolay uyum sagladigy,
okulda yasanan sorunlara iligkin kendini yalniz hissetmedigi ve sorunlara ¢6ziim
bulma konusunda destek bulabildigi ileri siiriilebilir. Ailenin, 6grenciyi sahiplen-
mesi ve her zaman yaninda oldugunu hissettirmesi ise ayrica aradaki glivenin
artmasina da katki sunmaktadir.

Algilanan sosyal destegin ikinci alt boyutu olan akran destegi d6grencilerin
smif diizeylerine gore anlamh farklilik gostermektedir. Unsar, Sadirli, Dogan ve
Zafer’in (2009) bulgular1 da bu bulguyu destekler niteliktedir. Karatas (2012) ise
akran desteginin sinif diizeyine gore farklilik gostermedigini tespit etmistir. An-
lamli farklilik 10 ve 11. siniflar arasinda ortaya cikmaktadir ve 11. simif 6grenci-
lerinin ortalamasi daha yiiksektir. Ogrencilerin yogun ve stresli sinav doneminin
etkisiyle birbirleri ile daha dayanismaci bir iliski gelistirmek ve birbirlerine bu
stirecte destek olmak istemeleri bu farkin kaynagini olusturabilir. Ates (2012),
Kahriman (2003) ve Sencan (2009) yakin arkadasi bulunan ortadgretim dgrenci-
lerinin sosyal destek algisinin daha giiclii oldugunu dile getirmektedir. Ergenlik
donemindeki sosyal gelisim diisiiniildigtinde 6grencilerin kendilerini anlayabi-
lecekleri, cesitli paylasim ve etkilesimde bulunabilecekleri ve birbirlerine destek
olabilecekleri yakin arkadaslarinin olmasinin sosyal desek algisini pozitif etki-
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ledigi diisiiniilebilir. Ozellikle ergenlik igerisinde yeteri kadar sosyal destek ve
arkadas dayanigmasi icerisinde olmayan bireylerin suca bulagma olasiliklarinin
daha yiiksek oldugu ileri siiriilebilir. Ogrencinin kendini diglanan, arkadaslar
veya cevresi tarafindan istenmeyen biri olarak gérmesinin 6niine gecmek ve ce-
sitli istenmeyen durumlara bulagmasini engellemek icin 0zellikle nitelikli arka-
das desteginin 6nemli oldugu goriilmektedir.

Algilanan sosyal destegin son alt boyutu olan 6gretmen destegi, 6grencilerin
siuf diizeylerine gore anlaml farklilik gostermemektedir. Ortalamalara bakildi-
ginda 9. simiftaki 6grencilerin tist siniftaki 6grencilerden daha yiiksek bir ortala-
maya sahip olduklar1 goriilmektedir ve sinif diizeyi arttik¢a 0gretmenden alinan
sosyal destegin ortalama puani da diismektedir. Bagka bir deyisle, bu yas grubu
ogrenciler tarafindan ortadgretimin ilk yillarinda 6gretmen destegi daha onem-
li kabul edilmektedir. Bu durum, ortaokuldan sonra daha zor bir egitim kade-
mesine yeni baglayan ogrencilerin bu akademik stirecte 6gretmenlere daha cok
ihtiyag hissettiklerinden kaynakli olabilir. Turgut’un (2015) ve Demirdiizen’in
(2013) caligmalarinda da ayni yonde bulgular yer almaktadir. Algilanan sosyal
destegin geneline bakildiginda ise sinif diizeyine gore anlamli farklilik gdsterme-
mektedir. Ortalama puanlara bakildiginda algilanan sosyal destegin sinif diize-
yi arttikca diistiigii goriilmektedir. Farkli bir deyisle, ortadgretim ogrencileri bu
egitim kademesinin ilk yillarinda sosyal destegi daha fazla hissetmektedirler. Bu
bulgu, Giindogan’in (2016) bulgular ile de benzerlik gostermektedir. Caliskan’in
(2015) bulgulari ise sinif diizeyine gore algilanan sosyal destegin farklilagtigini
gostermektedir. Ogretim lideri olarak égretmenlerin 6grencilerin ihtiyag duy-
duklar1 alanlarda ve anlarda kendilerine profesyonel destek ve yardim sunma-
lar1 6grencilerin algiladiklart 6gretmen desteginin artmasina katki sunmaktadir.
Ogretmenlerin pedagojik yetkinlikleri dikkate alindiginda, bu yetkinliklerini 6g-
rencilerin gelisim diizeyleri baglaminda islevsel sekilde kullanmalar1 ve 6grenci-
lerin yasadiklar1 sorunlara etkili-kalic1 ¢6ziim iiretmeleri de destek diizeyini ar-
tiracaktir. Ogretmenlerin cesitli vesileler ile 6grenciye sunacag destegin onlarmn
kendilerini degerli hissetmelerine olanak verecegi ve dislama hislerini azaltacagi
diisiiniilebilir. Ozellikle risk grubunda yer alan, dezavantajli konumda bulunan,
suca bulagsma egilimi giiclii ergen bireylere yonelik 6gretmenlerin sunacagi sos-
yal destegin aradaki bag1 gliclendirecegi ve dgrencinin daha istendik davraniglar
sergilemesine katki verecegi diisiiniilmektedir.

Ogrencilerin biligsel okul baghihig psikolojik okul bagliligma gore daha yiik-
sek diizeydedir. Bu durum okulda daha cok, biligsel aktivitelere yer verilmesiyle
ve ogrencilerin de zamanlarmin biiyiik bir kismin1 bu aktivitelerle gecirmesiyle
baglantili olabilir. Biligsel baglilik, 6grencinin okula yonelik psikolojik yatirimi-
n1, zor ve karmagik konulara karsi gerek duyulan enerjiyi kullanmaya yonelik
istekli olusunu ve bu yonde goOsterecegi Ozeni isaret etmektedir (Arastaman,
2009). Akademik 6grenme odakli davranig gosteren dgrencilerin okula biligsel
bagliliklariin daha ytiksek olmast anlamli goriinmektedir. Sinif ici etkinliklere,
okuldaki akademik yasantilara, 6grenme ortamlarina katilma konusunda isteksiz
olan dgrencilerin ise biligsel baghliklarinin dogal olarak diisiik ¢ikmasi beklen-
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mektedir. Connel ve Wellborn (1991), biligsel bagliligi yiiksek 6grencilerin zor
olan konular1 6grenme konusunda daha istekli ve gayretli olduklarini, zorluklar
karsisinda yilmayan 6grenciler olduklarini belirtmektedir. Okul baghiligi, 6gren-
cilerin cinsiyetlerine gore anlaml farklilik gostermemektedir. Psikolojik baglilik
alt boyutunda erkek 6grencilerin aritmetik ortalamasi daha yiiksektir. Biligsel
baglilik alt boyutunda ise kiz 6grencilerin aritmetik ortalamasi daha ytiksek bu-
lunmustur. Okul baghligin genelinde ise aritmetik ortalamalarin kiz ve erkek
ogrenciler icin esit oldugu goriilmektedir. Arastaman (2006), Mengi (2011),
Kartal (2017) ve Turgut’un (2015) ¢alismalarinda ise okul bagliligi diizeyinin kiz
ogrencilerde daha yiiksek oldugu goriilmektedir ve bu durumun kiz 6grencilerin
okul dis1 6grenme aktivitelerine daha ¢ok katilim gostermeleriyle, kizlarin ve er-
keklerin farkli sosyallesme siireclerinden gecmeleriyle, okula uyum kapasitesi ile
baglantili oldugu dile getirilmektedir. Livumbaze ve Achoka’nin (2017) bulgular1
ise erkek 6grencilerin okul bagliliginin daha yiiksek oldugunu gostermektedir.

Sinif diizeylerine gore 6grencilerin okula psikolojik baghiliklar: anlamli fark-
Iiik gostermektedir. Aritmetik ortalama puant dokuzuncu sinif 6grencilerinde
daha yiiksektir. Bunun yaninda biligsel baglilik alt boyutunda ise sinif diizeylerine
gore anlamli farklilik yoktur. Okul bagliliginin geneline bakildiginda ise aritme-
tik ortalama puanlaria gore en yiiksek baglilik diizeyi 12. sinif 6grencilerinde
goriilmektedir. Bu bulgu Mengi’'nin (2011) ve Bellici’nin (2015) bulgulariyla or-
tismemektedir ve alt siniflarin iist siniflara gore okula daha giicli baglilik gos-
terdigi bu arastirmalarda dile getirilmistir. Ust siniflarda yer alan ortadgretim
ogrencilerinin dort yillik ortadgretim hayati icerisinde yasadiklar ¢esitli olumsuz
deneyimlerin onlarin okul bagliliklarini negatif etkiledigi sdylenebilir. Akademik
beklentilerin ve basarinin okul bagliligini olumlu etkiledigi dikkate alindiginda
okul baglilig1 diisiik olan 6grencilerin ayn1 zamanda akademik bagarisi da disiik
ogrenciler oldugu ileri siiriilebilir. Okul baglhiliginin 6grencilerin ¢esitli kazanim-
larma 6nemli Olciide etkisi bulunmaktadir. Okul baglilig yiiksek olan 6grencile-
rin okulda yasadiklar1 sorunlarin daha az oldugu ve akademik basarilarinin daha
yiitksek oldugu cesitli galigmalarda yer almaktadir (Dottorer ve Lowe, 2011; Ea-
des, 2014). Okul bagliligi, 6grencilerin akranlariyla ve 6gretmenleriyle olan ilis-
kilerini ve gelecek hayallerini de olumlu sekilde etkilemektedir (Xerri, Radford
ve Shacklock, 2018). Ogrencilerin kendilerini okuldaki siireclere hazir ve istekli
hissetmeleri, biligsel, duyugsal ve davranigsal olarak okula yakin gdrmeleri, okul
ici-dig1 faaliyetleri severek ve benimseyerek yapmalart da onlarin okul baglilikla-
rin1 artirmaktadir (Bilge, Dost ve Cetin, 2014).

Egitimsel motivasyon ile algilanan sosyal destek ogrencilerin okul baglilik-
larinin 6nemli bir yordayicisidir. Egitimsel motivasyon ve algilanan sosyal destek
diizeyi arttik¢a okul bagliliginin da arttig1 goriilmektedir. Green vd. (2012) aka-
demik motivasyonun dgrencilerde 6z diizenlemeyi, akademik performanslari ve
okul baghiligini pozitif etkiledigini dile getirmektedir. Okula yonelik gelistirilen
pozitif tutum ve giiclii baghlik ise sinif i¢i 6gretim etkinliklerine, okul dis1 6gren-
melere, suctan kaginmaya, 6gretmen-0grenci iligkilerine olumlu yansimaktadir.
Mai, Yusuf ve Saleh (2015) akademik motivasyon ve yiiksek diizeyde okul bagli-
liginin 6grencilerin basaridan edindikleri tatmini yiikselttigini ifade etmektedir.
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Sonug olarak, 6grencilerin egitimsel motivasyonlarinin artmasi ve berabe-
rinde sosyal desteklerinin giiclii olmasi 6grencilerin okul baglihigini artirmak-
tadir. Bu durumun da 6grencilerin akademik basarilar tizerinde olumlu etkisi
olacagi diisiiniilmektedir. Ogrencilerin okuldan beklentilerini artiracak, onlarda
basar1 duygusunu gelistirecek, onlar1 okulun 6nemli bir iiyesi saydiracak etkinlik-
lere ve firsatlara yer verilmesi dgrencilerin okul bagliligini artirabilir. Ornegin,
okul yonetimi ve rehberlik servislerinin igbirligi ve planlamasi ile 6grencilerin
okul baglhiligin artiracak nitelikte sosyal destek grup caligmalar yiiriitiilebilir. Bu
caligmalarin 6grencilerde hem akran destegi hem de 6gretmen destegi algisini
artiracagl diisiiniilmektedir. Okul baghligi artan 6grencilerin 6grenme siireg-
lerinde daha aktif rol alacagi beklenmektedir. Egitimsel motivasyon, algilanan
sosyal destek ve okul baglhilig1 arasinda aracilik etkisine farkli calismalarda baki-
labilir. Bu ¢aligma nicel arastirma yontemlerine uygun sekilde yapilmigtir. Farkli
caligmalarda nitel ve karma metotlara yer verilebilir.
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Abstract

This study aims to determine the main problems faced in administration by the school principals of kindergar-
tens, primary, secondary and high schools, stemming from teachers, school personnel other than teachers, stu-
dents, parents, etc.; and to identify the solutions proposed for these main problems. The research is a qualitative
research modeled in the screening model and case study. Study group of the research consisted of 12 school
principals selected through maximum sampling method, and working in state kindergartens, primary, secondary
and high schools in the central district of Siirt in 2017-2018 school year. Research data was analysed through
descriptive analysis and content analysis by utilizing semi-structured interview method. According to the research
results, it was found out that school principals face with problems such as “teachers’ disregard and negligence of
their tasks, low qualifications of the school personnel other than teachers, disobedience to school and classro-
om rules by the students, accusatory and biased attitudes of the parents, under-allocation of funds to schools”.
Moreover, it was determined that in relation to these main problems, school principals suggested to “introduce
a payment system based on performance and career, to outsource cleaning services, to make home visits to meet
the parents, to organize guidance and training activities for parents, and to allocate a separate budget for each
school”, as solutions proposed.

Keywords: School principal, school administration, administrative problems, solution proposed

Oz

Bu arastirmanin amaci anaokulu, ilkokul, ortaokul ve liselerde gorev yapan okul miidiirlerinin yonetimde karsgi-
lagtiklari sorunlari belirlemek ve bu sorunlara yonelik okul mudiirlerinin gelistirdikleri ¢oziim 6nerilerini orta-
ya gikarmaktir. Arastirma, tarama modelinde ve durum ¢aligmasi biciminde desenlenmis nitel bir arastirmadir.
Aragtirmanin ¢alisma grubunu maksimum cesitlilik 6rnekleme yontemiyle segilen ve 2017-2018 egitim-6gretim
yilinda Siirt il merkezinde anaokulu, ilkokul, ortaokul ve lise devlet okullarinda gorev yapan 12 okul mudiri
olusturmaktadir. Arastirmanin verileri yar1 yapilandirilmig goriisme teknigi kullanilarak betimsel analiz ve icerik
analizi yontemiyle ¢oziimlenmigtir. Aragtirmaya gore okul miidiirlerinin “6gretmenlerin gorevlerini énemse-
memesi ve savsaklamasi, gretmen dist personelin yeterli donanima sahip olmamasi, 6grencilerin smnif ve okul
kurallaria uymamas, velilerin 6nyargili ve suglayici tavir sergilemesi ve okullara yeterince 6denek aktarilma-
mas1” gibi konularda sorun yasadiklari ortaya ¢ikmustir. Okul miidiirlerinin bu temel sorunlara iligkin olarak
“performans ve kariyer odakli iicret sisteminin kurulmasi, temizlik islerinin hizmet alim1 yoluyla yapilmasi, veli ev
ziyaretlerinin gergeklestirilmesi, velilere yonelik rehberlik ve egitim faaliyetlerinin yapilmasi ve her okulun ayri
bir biitceye sahip olmast” seklinde ¢oziim Onerileri sunduklari tespit edilmistir.

Anahtar Sozciikler: Okul miidiirii, okul yonetimi, yonetim sorunlari, ¢dziim onerileri
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Introduction

Rapid developments in information and communication technologies in
today’s world have brought along radical changes in the Turkish education system,
as in all education systems. As a result of these changes, school administration
has become more challenging and complex, and thus, it also become a requisite
that school principals are equipped with an adequate level of knowledge and
skills (Kapusuzoglu, 2004; Cinkir, 2010). Moreover, factors such as globalizati-
on, modernization, and increase in population and in the demand for education
have also caused a change in the administrative skills of the administrators in the
field of education. This fundamental transition in the world of organization and
administration has affected schools and necessitated that school principals to be
one step ahead of themselves (Arslanargun and Bozkurt, 2012).

Schools are systems composed of administrators and those who are admi-
nistered. Success of the school depends on the success of both the administrators
and those administered. However, considering that the administrators pioneer
the ones administered, effects of school administrators in the success of school is
significant (Kogak, 2011). In a sense, school principal is a person responsible for
the functioning of the school system, achieving the school objectives and ensu-
ring success (Acikgdz, 1994; Gorton, 1987; Giirsel, 2003; Hoy and Miskel, 2010;
Ozdemir, 2012; Saxe, 1980; Sisman, 2002; Thom, 1993).

According to Basaran (2006) school administrator is the person who is res-
ponsible for ensuring the functioning of the school with organizational effecti-
veness, improving school’s quality, and guiding school’s relation with the neigh-
bourhood. However, school administrators may also face with problems related
to issues such as administration processes in their area of responsibility, use of
resources, bureaucratic procedures, student success, concern about different
groups related to schools, lack of budget, lack of communication with parents,
lack of support from senior administrators, and disinterest of teachers (Babaog-
lan, 2007). Therefore, a prerequisite of increasing school’s efficiency is to find
solutions to problems. Permanent solution to problems in schools necessitates a
problem-focused approach (T6sten, Han and Ergiil, 2016). In order to eliminate
problems and find permanent solutions, school administrators should have a bro-
ad perspective, be qualified and informed. In other words, school administrator
is expected to develop himself/herself to overcome the problems.

School administrators are obliged to ensure the organizational development
of school, and to increase the qualitative and quantitative efficiency of the school
by optimizing the present resources. School administrators exercise their legal
authority in fulfilling these obligations. However, it is inevitable that the school
administrators face with several problems while practising their authority (S6n-
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mez, 2010). These problems may stem from factors related to school or also fac-
tors not pertaining to school. Problems caused by students, teachers; problems
resulting from the school premises, and social, cultural and political environment
of the school, and management mentality of the school principals may be listed
among the most important problems (Demirtas, Ustiiner and Ozer, 2007).

In Turkish education system, there are various problems both at micro and
macro levels at each school. Principals at every educational stage have to bear
certain administrative qualifications. These qualifications may include skills such
as decision taking, planning, organizing and motivating people as well as prob-
lem solving skills. This is because the success of a school administrator is closely
associated with his/her success in problem solving. Accordingly, problem solving
may be seen as one of the main tasks of a school administrator (Erdogan, 2002).
In this sense, Taymaz (2000) pointed that the performance of the tasks pursuant
to school’s objectives, and long-lasting existence depend on problem solving.

While the interest in and value attached to education are rapidly increasing
each day in Turkey, it is also known that the problems encountered in schools
are increasing and diversifying. Therefore, responsibilities assumed by school
administrators and teachers are becoming more challenging each day (Demirtas,
2010). In a sense, it is inevitable that school administrators face with several
problems in school administration. Basaran (1996) classified the main problems
of the schools as those stemming from the environment of the school, the scho-
ol itself and the school personnel; and Giimiiseli (2002) stated lack of physical
resources, classrooms and insufficient wages as the most common problems of
schools. In short, it may be stated that tasks and responsibilities such as the ma-
nagement of the curriculum, management of general services, management of
physical resources and management of students are related with the problems
encountered in school administration (Basaran, 2008).

Fruitful school administrators who can meet the rapidly developing and
changing expectations of schools are required for efficient and effective schools.
However, efficiency of the school administrators depends on the surrounding
conditions and facilities. Therefore, types of problems that the school administ-
rators tackle with and their approach to problems that have a negative effect on
them professionally are also important (Yasaroglu, 2010). Thus, how a school
is administered has a determinative role in its efficiency, and achievement of
school’s objectives (Memduhoglu, 2007). Indeed, it is very natural that the school
administrators face with problems. It should not be forgotten that school admi-
nistrators should not ignore the problems and should solve them with goodwill
and by being recognized by the addressees (Celikkaya, 2012).

According to Erdogan (2006), success of administrators is mainly measured
with problem solving skills. Moreover, problem-solving skills are considered as
the technical part of problem-solving process. Erdogan formulates the problem-
solving process as the acceptance of the problem, decision to take action for the
solution, definition of the problem, development of different solutions (options),
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making a selection among alternative solutions, application of the selected solu-
tion, and evaluation process.

Administrators may display three different behaviours in solving problems.
First one is solving the problem based on experiences, second is facing with di-
lemma and selecting one of two solutions, and the third one is subjecting oneself
to radical changes and looking for new processes and new types of administration
(Basaran, 1982). In fact, problem solving process can also be regarded as a deci-
sion-making process, in every aspect. Thus, a single approach cannot be set forth
for decision-making and problem-solving processes. Accordingly, best approach
should be adopted depending on the case (Balci, 2001; Hoy and Miskel, 2010).
It may be asserted that the academic success of the school is associated with the
decisions of the school administrator and his/her problem-solving skills (Celik-
ten, 2000).

Dealing with problems and finding proper ways of solution are achievable
when the school administrator is well aware of the concepts and problems related
to school administration. In other words, school administrator can put concepts
and processes into practice when they receive an academic training in the field of
school administrator (Bursalioglu, 2010). Therefore, for an education administ-
rator to render the school effective he/she should be a good and effective leader
in his/her profession (Basaran, 2000). Thus, educational development can only
be achieved through training of people with leadership characteristics and assig-
ning them these positions. Moreover, leadership in school administration means
predicting problems in advance and then bearing the skills to solve them. A real
leader is the person who can challenge the problems and take advantage of them
in favour of the educational institution (Ilgar, 2005).

With regard to the area of responsibility of school administrators, problems
such as excessive bureaucratic processes, high expectations of the circle and the
society, limited time, lack of resources, discipline problems, disinterest of pa-
rents, Professional dissatisfaction, attitudes and behaviours of the senior admi-
nistrators, crowded classrooms and disinterest of teachers may be mentioned
(Babaoglan, 2007). With this perspective, school administrator is the most effec-
tive and important individual in the school, for the solution of the problems, as
he/she is the person that directs several factors such as the learning atmosphere
in schools, cooperation with parents and learning efficiency (M. Korkmaz, 2005).
Moreover, main way of training qualified individuals is the schools. However,
schools can only fulfil their vital functions when administered properly. Therefo-
re, school principal and school administration have an undeniable effect on the
education system (Bursalioglu, 1987).

In Turkey, several researches on the problems encountered by school prin-
cipals have been carried out in recent years. According to research results of Gii-
miseli (2002), administrative problems encountered by school principals differ
based on the place of work, urban or rural location of the school, and the level of
development of the school’s surroundings. As a result of the research carried out
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by Semerci and Celik (2002), it was determined that beside the problems related
to students, teachers also have problems with each other and with the school
administrators due to communication problems. Sarice (2006) determined in a
research that school administrators commonly face with problems like the lack
of equipment, lack of allowance, physical deficiencies of schools, and those stem-
ming from school servants and officials. According to the research of Demirtas,
Ustiiner and Ozer (2007), school principals working in general high schools face
with more administrative problems than those working in other schools. It was
determined that the preschool institutions are the schools experiencing administ-
rative problems at the very least. In his research, Turan (2007) determined that
main problems of the school principals are based on various factors such as the
lack of teachers, insufficient number of school servants, unethical behaviours of
the teachers, intense pressure of parents, financial impossibilities and lack of se-
curity personnel in schools. Cinkir (2010) identified that school principals mostly
face with problems related to school budget, and at least with problems related to
education management. In their research, Aslanargun and Bozkurt (2012) found
out that problems related to school budget, school servants, school surroundings
and teachers are among the most common problems of school principals. Tagdan,
Tosten, Bulut and Karakaya (2013) identified the most common problems of
school principals as indifference to students, teachers’ failure to improve them-
selves, lack of sufficient financial support, supervision services’ failure to serve
for guidance, lack of evacuation facilities for emergencies in schools. In their
research, Kayikct and Akan (2014) determined that school principals mostly face
with problems stemming from lack of financial resources. Memduhoglu and Me-
ri¢ (2014) found out in their research that the main problems faced by the school
principals during the administration process are insufficient physical structure
of the schools, indifference of parents to schools, inefficiency of teachers due to
inadequate personnel benefits, school budget’s inadequacy to meet the needs,
failure to meet school’s maintenance and repair needs on time, lack of approp-
riate places for cultural activities in schools. According to the research results
of Tosten, Han and Ergiil (2016) main problems of the school principals are
reluctance of teachers for self-improvement, informal behaviours of the teachers
to students, insufficiency of school premises in certain aspects, indifference of
parents to schools.

When the researches carried out abroad on the main problems faced by
school principals in school administration are examined, it is seen that beside the
problems related to the practices of preceding school principals, most common
ones are dealing with multiple tasks, managing time and school budget, reflec-
tions of government’s innovative initiatives on education, and school premises
(Daresh, 1986; Dunning, 1996; Draper, 2000; Webster, 1989; Male, 2001).

Besides the above mentioned problems, several researches point that school
principals also have to tackle with various problems such as robbery in schools,
damaging school equipment, aggression, tyranny, discipline issues, lack of com-
munication because of teachers, resorting to violence by teachers against the
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students, pressure of politicians on school administration, lack of course materi-
als, insufficiency of school facilities and classrooms (Celikten, 2001; Erol, 1995;
Cinkir and Kepenekgi, 2003; Giiven and Dénmez, 2002; Kapci, 2004; Kisioglu,
Demirel and Oztiirk, 2005; Ogﬁlmﬁ§ and Ozdemir, 1995; Ozer, 2006; Sarpkaya,
2007; Semerci and Celik, 2002; Tiirkmen, 2004).

As mentioned above, it may be stated that in school administration, school
principals have to tackle with various problems stemming from the personnel,
parents, students, senior administrators, school premises, surroundings, budget
and school building. This causes negligence among school principals in fulfilling
their essential task, which are to maximize student success and achieve school’s
objectives. In other words, that the school principals face intensely with various
and several problems in school administration might hinder the efficiency and
effectiveness of schools. Accordingly, it has become compulsory to identify the
problems that the school principals are encountering and to find solutions to
these problems.

This research has been projected to attract attention to the problems of
school principals and to provide guidance in decisions and practices related to
school administration. Moreover, it is also considered that this research will
contribute to the literature on education management by pointing to the fact that
school administration is a serious field of specialization, experience and know-
ledge. Most distinctive feature of this research in comparison to other similar
researches is that school principals display an integrated approach by addressing
the problems they face in kindergartens, primary, secondary and high schools
together with proposed solutions. In other words, this research is important as
it presents similar and different problems in various educational stages together
with proper solutions proposed. Finally, it is also considered that this research
will make remarkable contributions to the improvement of problem-solving skills
and enhancement of the awareness of school principals.

The Purpose of the Research

This research aims to determine the main problems faced in administration
by the school principals of kindergartens, primary, secondary and high schools,
stemming from teachers, school personnel other than teachers (school servants,
officials, etc.), students, parents, etc.; and to identify the proposed solutions for
these main problems.

Method

Research Model

This research is a qualitative research in descriptive survey model, conduc-
ted in case study pattern. Survey model means definition of the individual or
case constituting the subject matter of the research, within their own conditions
and as they are. Researches in survey model aim to take a Picture and describe
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the current case of the research (Karakaya, 2012; Karasar, 2002). Case study is a
research method that deals with a current event or phenomenon in depth within
its own life frame (Yildirim and Simsek, 2013). Qualitative researches are those
benefiting from various qualitative methods such as interviews, observations and
document analysis; and presenting perceptions and cases related to the research,
in their natural environment in an integrated, systemic and realistic way (Ekiz,
2003; Yildirim and Simsek, 2013). Qualitative researchers are interested in how
people shape their World and make sense of their experiences (Merriam, 2013).

Participants

Study group of the research consisted of 12 school principals working in
state kindergartens, primary, secondary and high schools in the central district
of Siirt in 2017-2018 school year. School principals in the study group were se-
lected through “maximum variation sampling method” from schools in different
socio-economic and cultural surroundings of the province. Maximum variation
sampling method means determining the similar and different conditions of the
problem studied among the research population in itself, and carrying out the
research based on these (Biiyiikoztiirk, Kilic Cakmak, Akgiin, Karadeniz and
Demirel, 2014). Information about the school principals in the study group is
presented in Table 1.

Table 1.
Information about the school principals in the study group

Number of

princon Gnger el ol St i Bt
the School

K1 Male  Married Kindergarten 37 5 140 Bachelor
K2 Male Married  Kindergarten 34 7 110 Bachelor
K3 Male Married ~ Kindergarten 35 5 120 Bachelor
P1 Male  Married  Primary School 60 23 623 Associate
P2 Male  Married  Primary School 47 17 564 Bachelor
P3 Male  Married  Primary School 49 4 682 Bachelor
S1 Male  Married Secondary School 35 3 190 Bachelor
S2 Male  Married Secondary School 40 9 650 Bachelor
S3 Male  Married Secondary School 41 8 548 Bachelor
H1 Male  Married High School 39 12 547 Bachelor
H2 Male  Married High School 37 8 510 Bachelor
H3 Male  Married High School 35 9 550 Master

(K, represents kindergarten principals; P, primary school principals; S, secondary school
principals; and H, high school principals).
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Asseen in Table 1, each educational stage-kindergarten, primary, secondary
and high school- is represented by three school principals and in total 12 school
principals were interviewed. All the participants were male and married. The
average age of school principals is about 41 and the oldest school principal is 60
years old; the youngest school principal is 34 years old. A remarkable part of the
school principals had a seniority level of 5 years and above. In terms of the educa-
tional stages of the schools, each school had close number of students. Moreover,
1 of the school principals had associate’s degree, while one had master’s degree,
and the rest has all bachelor’s degree.

Data Collection and Analysis

Research data was collected through interview technique. To this end, the
researcher prepared a semi-structured interview form. Semi-structured intervi-
ews were preferred as they are not as strict as structured interviews and also
as they are not as flexible as unstructured interviews. Semi-structured intervi-
ew form included these questions: (1) what are the main problems “stemming
from teachers”, in school administration? Which solutions may be developed for
the main problems stemming from teachers? (2) What are the main problems
“stemming from school personnel other than teachers (school servant, officials,
etc.)”, in school administration? Which solutions may be developed for the main
problems stemming from school personnel other than teachers (school servant,
officials, etc.)? (3) What are the main problems “stemming from students”, in
school administration? Which solutions may be developed for the main problems
stemming from students? (4) What are the main problems “stemming from stu-
dents’ parents”, in school administration? Which solutions may be developed for
the main problems stemming from stemming from students’ parents? (5) What
are the other main problems in school administration? Which solutions may be
developed for these main problems?

Only 5 of the school principals participating in the research allowed their
interview to be recorded with voice recorder but the rest 7 school principals did
not allow using voice recorder in their individual interviews and stated their opi-
nions in writing. Interviews recorded in voice recorder lasted nearly 70 minutes.
Moreover, to prevent the loss of data in the research, school principals were
asked to fill in the semi-structured interview form. Information in the semi-struc-
tured interview form were decoded through voice recordings, and opinions of the
school principals were coded and got down on paper. Accordingly, kindergarten
principals were coded as “K”; primary school teachers as “P”; secondary school
principals as “S”; and high school principals as “H”; and a number was given
nearby the code of each participant.

In the analysis of the research data, descriptive analysis and content analysis,
one of the qualitative analysis methods was used. Descriptive analysis is sum-
mering and interpreting data according to the pre-determined themes. Content
analysis is to bring together similar data within the framework of certain concepts
and themes (Yidirim and Simsek, 2013). Accordingly, opinions of the school
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principals participating in the research were categorized based on the questions
in the interview form. Moreover, statements of the participants were listed by
prevalence (frequency) and interpreted with inductive method. In addition, the
qualitative data obtained from the research process were coded by two researc-
hers and it was found that the consistency between the codes was very good with
Cohen’s Kappa coefficient (k = 0.94).

Validity and Reliability

In order to ensure the validity and reliability of the research, questions in the
semi-structured interview forms were prepared after a comprehensive literature
review and based on expert opinions. Questions in the interview forms were ob-
served to comply with the research objectives. A pre-application was made with
two school principals who are known to be experienced and knowledgeable. Fol-
lowing this pre-application and the expert opinions, interviews were carried out
actually. Interviews were carried out just like a conservation, at a time and place
determined by the participants themselves. During the interviews, the researcher
occasionally took notes. When the school principals began to stray from the rese-
arch questions, additional questions were asked to enable school principals to be
clearer and more expressive. Coherence of the opinions obtained as a result of
the research was reviewed, and decoded recordings were examined for confirma-
tion. Moreover, all the interviews were put down on paper, by paying attention to
use a plain language; and when necessary, direct quotations were taken. In direct
quotations, suitability in terms of the theme, explanatoriness, and impressiveness
criteria were considered (Unver, Biimen and Basbay, 2010).

Findings

In this section, findings of the research are presented under sub-categories
covering questions asked to school principals.

Main Problems “Stemming from Teachers”, in School Administration and Solutions
Proposed

Under this sub-heading, school principals were asked “What are the main
problems “stemming from teachers”, in school administration? Which solutions
may be developed for the main problems stemming from teachers?” Accordingly,
frequency distribution of the fields of main problems “stemming from teachers”
are presented in Table 2.
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Table 2.

Main fields of problem of school principals “stemming from teachers”

Problems Stemming from Teachers

School Principals Stating the Source of

the Problem f

Disregarding and neglecting the tasks

K1, K3, P1, P2, P3, S1, S2, S3, H2, H3 10

Neglecting watch duty at school P1, P2, P3, S1, S2, S3, H1, H2, H3 9
Being late to courses P1, P2, P3, S1, S2, S3, H1, H2 8
Not acting in cooperation and team spirit P1, P2, P3, S1, S2, S3, H1, H3 8
Willingness to be inactive in activities and works  P1, P2, P3, S1, S2, S3, H1, H3 8
Taking medical reports or leaves K3, P2, S1, S2, S3, H2, H3 7
gi::);tzyiirlllsgt ittl:lt:iglillses on dress applicable to staff P2,S1, 2, S3, H2, H3 6
;,2:§m0f supervision and a deterrent penalty K1, P3,S1, 2, S3, H2 6
Frequent teacher circulation S1, S2, S3, H1, H2 5
Inexperience of substitute teachers P1, P2, P3, H2 4
Failure to keep up with the times K2, P3, H2, H3 4
::tlggoﬁ :ﬁglpm;ziizte with the school admi P3,S1, 2, 3
Reflecting personal issues to school P2, S3 2
Total 80

As seen in Table 2, within the framework of main problems “stemming from
teachers”, school principals mostly face with problems in disregarding the tasks
(f = 10), neglecting the watch duty at school (f = 9), being late to courses (f =
8), not acting in cooperation and team spirit (f = 8), willingness to be inactive
in activities and works (f = 8). The least common problems faced by the school
principals are reflecting personal issues to school (f = 2) and failure to communi-
cate with the school administration, and parents (f = 3). Frequency distribution
of the remaining problems were found out to vary between four and seven. Opi-
nions of some school principals regarding the main problems “stemming from

teachers” are as follows:

“I think that teachers do not develop themselves professionally in a way to keep up
with the times, and this causes teachers to fail in self-improvement and over time, to
consider teaching profession as a usual official work (K2).”

“In activities and works either at school or outside the school, teachers make up ex-
cuses not to assume tasks and, in a sense, this falls into a habit. Therefore, as admi-
nistrators we, the school principals have to oppose to teachers. I believe that teachers
do not understand school administration and show sufficient empathy towards the

school administration (P3).”

“One of the greatest problems is teachers’ disregarding their profession. We observe
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that teachers who should act as an example all the time do not serve as a good role
model unfortunately. We also witness that teachers do not exactly know how to com-

municate with people (S2).”

“Teachers can receive medical reports, upon their request. Of course, teachers may be
ill and take medical reports. This is very usual. However, there are teachers who take
medical reports needlessly. Medical reports taken unnecessarily are not inspected.
Absence of teachers taking medical reports disrupts the order and functioning of the

schools(H3).”

Frequency distribution of the solutions proposed of the school principals for
the main problems “stemming from teachers” are displayed in Table 3.

Table 3.

Solutions proposed of the school principals for the main problems “stemming from

teachers”

Solutions Proposed for the Problems Stemming
from Teachers

School Principals Suggesting £

Solutions Proposed

Introducing a performance and career-based salary system

K1, P2, P3,S1,S2,S3, H2,H3 8

Keeping a spare teacher at each school P1, P2, P3, S1, S2, S3, H1 7
Examination of medical reports by the health boards K1, P1, S1, S2, H2 5
Granting salary bonus to successful teachers P1, P2, P3, S1 4
Improvement of salaries and additional course fees P3,S2, H1 3
Ensuring a mild competition among the teachers K2, 52, S3 3
Applying a sound inspection mechanism P1,S2 2
f;lgigying only the graduates of education faculties as te- K1, H2 5
Appointing unsuccessful teachers as officials H2 1
Empowerment of the school principals P1 1
Rearrangement of teachers’ traineeship practices S1 1
Total 37

As seen it Table 3, with regard to main problems “stemming from teachers”,
school principals mostly suggested introducing a performance and career based
salary system (f = 8), keeping a spare teacher at each school (f = 7), examination
of medical reports by the health boards (f = 5), granting salary bonus to success-
ful teachers (f = 4). Moreover, frequency distribution of the remaining proposals
were observed to vary between one and three. Opinions of some school princi-
pals regarding the solutions to main problems “stemming from teachers” are as

follows:

‘As in other official positions, a performance and career-based system must certainly
be introduced for teachers. Teachers must be able to see their level. Same system sho-
uld also be introduced for school principals and vice principals. Teachers and school

administrators should receive their salaries based on this system (K1).”
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“School principals do not have enough power over teachers. Firstly, position of scho-
ol principals should be empowered. School principals should have the power to as-
sign teachers with low performance to other schools. For example, a school principal
should be able to assign a teacher from an A-type school to a B or C-type school, on
the grounds of his/her low performance (P1).”

‘A teacher should first of all love the school, as a teacher who does not like his/her
school cannot be successful. Moreover, a mild competition should be ensured among
the teachers. School principals have great responsibilities in this regard (S3).”

“There should be awareness that teaching is not just a profession to find a job but a
profession aiming to raise future generations. Graduates of departments other than
education faculties should not be appointed as teachers. If so, most of the problems
stemming from teachers will be prevented automatically(H2).”

Main Problems “Stemming from School Personnel Other Than Teachers (school ser-
vants, officials, etc.)”, in School Administration and Solutions Proposed

Under this sub-heading, school principals were asked “What are the main
problems “stemming from school personnel other than teachers (school servant,
officials, etc.)”, in school administration? Which solutions may be developed for
the main problems stemming from school personnel other than teachers (school
servant, officials, etc.)? Accordingly, frequency distribution of the fields of main
problems “stemming from school personnel other than teachers (school servant,
officials, etc.)” are presented in Table 4.

Table 4.
Main fields of problem of school principals “stemming from school personnel other
than teachers (school servant, officials, etc.)”

Problems Stemming from School Personnel Other than School Principals Stating the

Teachers Source of the Problem f
Lacking sufficient qualifications K1, K3,P2, P3,S1,S2,S3,HI,H2 9
Insufficient number of personnel P1, P2, P3, S1, S2, S3, H1, H2 8
Taking medical reports or leaves unnecessarily K3, P1, P2, P3, S2, S3, H1 7
Relying on being a permanent staff K1, P1, P3, S1, S2, H2, H3 7
Appointment of disabled personnel as school servants P1, P2, P3, S1, S2, H1 6
igi\}grgittilel: problems through the pressure of political P2, S1,S3, H1, H2

Problems of communication and wording P2, S2, H1, H3 4
Non-observance of working hours P3,81, 82 3
Leaving the working place without permission K1, S1, S2 3
All the school servants’ being male K1, K3 2
Total 55

As seen in Table 4, within the framework of main problems “stemming from
school personnel other than teachers”, school principals mostly face with prob-
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lems in lacking sufficient qualifications (f = 9), insufficient number of person-
nel (f = 8), taking medical reports or leaves unnecessarily (f = 7), and relying
on being a permanent staff (f = 7). According to the table, the least common
problems faced by the school principals are non-observance of working hours
(f = 3), leaving the working place without permission (f = 3) and all the school
servants’ being male (f = 2). Frequency distribution of the remaining problems
were found out to vary between four and six. Opinions of some school principals
regarding the main problems “stemming from school personnel other than teac-
hers” are as follows:

“It is difficult to find qualified personnel observing the codes of conduct. Most of the
personnel other than teachers are not competent. Therefore, school principals face
with difficulties in making them work. When administrative procedures are initiated
about the personnel, other people intervene. This makes us become enmeshed (K3).”

“School personnel (especially school servants) can easily receive medical reports,
when they are bored; and only a small amount is deducted from their salaries. There-
fore, we witness that school personnel uses medical reports as a threat against school
administrators (P2).”

“Officials have a lot to do in terms of correspondences and file tracking. Today is the
age of technology and computers. However, in schools, there are unfortunately offici-
als who do not improve themselves, cannot use computers well, and even who always
make mistakes. These kinds of officials hinder the fulfilment of tasks on time (S1).”

‘Administrative proceedings and problems related to personnel are increasing each

day. When we have any problem with the personnel, right after, we face with political

pressure or pressure by the unions. We want to launch official investigation, but we

cannot; we want to impose penalties, but we cannot. We stand by with folded arms

(H1).”

Frequency distribution of the solutions proposed of the school principals for
the main problems “stemming from school personnel other than teachers (school
servants, officials, etc.)” are displayed in Table 5.

Table 5.
Solutions proposed of the school principals for the main problems “stemming from
school personnel other than teachers”

Solutions Proposed for the Problems Stemming School Principals Suggesting Solutions

from School Personnel Other Than Teachers Proposed f
Outsourcing the cleaning services E;’ K2, K3, P1, P2, P3, §1, 82, H1, H, 11
Employing school servants as contracting K1, K2, K3, P3, S1, S3, H2, H3 3
personnel

Rotating the school personnel P3,S3, H1, H2 4
Referring to objective criteria in personnel K3, P2, P3, H3 4

distribution
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Table 5.
Solutions proposed of the school principals for the main problems “stemming from
school personnel other than teachers” (Continued)

Solutions Proposed for the Problems Stemming School Principals Suggesting Solutions

from School Personnel Other Than Teachers Proposed f
Employing female school servants in each K1, K2, P2 3
school

Transferring excess personnel to other schools P1, H1, 2
Employing personnel based on the number of $3. H3 2
students

Appointing the personnel who do not fulfil his/ S1 1
her tasks to a lower position

Total 35
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As seen in Table 3, with regard to main problems “stemming from school
personnel other than teachers”, school principals mostly suggested outsourcing
cleaning services (f = 11), and employing school servants as contracting person-
nel (f = 8). The least common proposed solution was appointing the personnel
who do not fulfil his/her tasks to a lower position (f = 1). Moreover, frequency
distribution of the remaining proposals varies between two and four. Opinions
of some school principals regarding the main problems “stemming from school
personnel other than teachers” are as follows:

“School servants should be outsourced under the authority and control of the school

principals. Trusting in the state guarantee, permanent staff do not work heartily. If
the school personnel have the power to pay a salary according to the performance,
problems related to servants will be solved automatically (K2).”

“For me, at least half of the school servants should be female, as cleaning is rather
woman’s task ... This year, Turkish employment agency placed two female personnel
to our school. I witnessed that there is a great difference between the labour of female
and male servants. We did not receive any complaint about the work of female per-
sonnel in the whole year (P2).”

“Upon determining that the personnel appointed as an official is not sufficient for
the position, he/she should be able to be assigned to a lower position such as ser-
vant or a lower one. Perhaps through this, the personnel may be encouraged for
self-improvement (S1).”

“School servants are appointed randomly. In other words, there is no criteria in this
regard. Big and small schools have the same number of servants. Most of the servants
want to work in small schools. For example, appointing servants according to the
number of students may eliminate this problem (H3).”
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Main Problems “Stemming From Students”, in School Administration and Solutions
Proposed

Under this sub-heading, school principals were asked “What are the main
problems “stemming from students”, in school administration? Which solutions
may be developed for the main problems stemming from students?” Accor-
dingly, frequency distribution of the fields of main problems “stemming from
students” are presented in Table 6.

Table 6.
Main fields of problem of school principals “stemming from students”

School Principals Stating the Source

Problems Stemming from Students of the Problem f
Disobeying the classroom and school rules P1, P2, P3, S1, S2, S3, H1, H2, H3 9
Not embracing the school P1, P3, S1, S2, S3, H1, H2, H3 8
Tendency to violence and fight P1, P2, P3, S1, S2, H1, H2, H3 8
Absenteeism P1, P2, P3, S1, S2, S3, H1, H2 8
Damaging school equipment P1, S2, S3, H1, H2, H3 6
Lack of a sense of responsibility S2,S3, H1, H2, H3 5
Spoiled and informal behaviours of the students S1, H1, H2, H3 4
Imitating television serials S2, H1, H2, H3 4
Coming to school with unconventional clothes S2,S3, H1 3
Attending the class with a mobile phone H1, H2 2
Misuse of tablets H1, H2 2
Not keeping the balance in man-women relations ~ H2, H3 2
Habit of smoking H1, H3 2
Mother tongues other than Turkish K1 1
Excessive use of social media H2 1
Total 65

As seen in Table 6, within the framework of main problems “stemming from
students”, school principals mostly face with problems in disobeying the classro-
om and school rules (f = 9), not embracing the school (f = 8), tendency to vio-
lence and fight (f = 8), and absenteeism (f = 8). According to the table, the least
common problems faced by the school principals are mother tongue other than
Turkish (f = 1), and excessive use of social media (f = 1). Frequency distribution
of the remaining problems were found out to vary between twoand eight. Opi-
nions of some school principals regarding the main problems “stemming from
students” are as follows:

“Our school is a kindergarten in a rural area ... Mother tongue of most of our stu-
dents is not Turkish. Therefore, at the beginning of the school year, we have difficulty
in communicating with the students, and even we cannot communicate with the
parents. Although diminished in comparison to the past, this problem continues un-
fortunately (K1).”
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“Some of our students always damage the classroom and school equipment. They do
not have a sense of ownership for the school equipment. Sometimes, we have to have
faucets and classroom doors repaired every other day. I cannot understand such kind
of a behaviour by a child (P1).”

“Our students imitate negative behaviours they see in television serials and in social
media. Upon watching violence in television serials, they commit violence to their
own friends like that. They try to solve problems with an unclear, slang language.
They do not respect each other (S2).”

“With regard to absenteeism, students feel excessively relaxed. They do not come to
school, at their will. Especially when the university exams get closer, absenteeism is
at the top. Students think that they will not face with any sanction because of absen-
teeism. When we try to impose sanctions because of absenteeism, students begin to
dislike school (H2).”

Frequency distribution of the solutions proposed of the school principals for
the main problems “stemming from students” are displayed in Table 7.

Table 7.
Proposed solutions of the school principals for the main problems “stemming from
students”

Solutions Proposed for the Problems Stemming from School Principals Suggesting ¢
Students Solutions Proposed

Making home visits to parents P2, P3, S1, S2, S3, H1, H2 7
Enhancing the guidance services for students P3, S1, S2, S3, H1, H3 6
Organizing trainings for parents K3, S2,S3, H1, H2 5
Organizing social activities for students P3,S1, S3, H2, H3 5
Establishing persuasion teams for attendance to school S2,S3, H1 3
Rendering student discipline regulations deterrent S3, H2, H3 3
Restricting the use of social networking sites S1, H2, H3 3
Identifying the sources of problems properly P2, H1 2
Focusing on values education in the courses S1, H2 2
Total 36

As seen it Table 7, with regard to main problems “stemming from students”,
school principals mostly suggested making home visits to parents (f = 7), and en-
hancing the guidance services for students (f = 6). The least common proposed
solutions were ensuring cooperation with parents (f = 2), and focusing on values
education in the courses (f = 2). Moreover, frequency distribution of the remai-
ning proposals varies between three and five. Opinions of some school principals
regarding the main problems “stemming from students” are as follows:

“Only school or teachers are not sufficient to raise students well. When students ob-
tain good behaviours at school but do not observe them among their parents, these
good behaviours cannot be permanent. Therefore, we should begin with training the
parents. Especially with regard to role-modelling, mother and fathers play an impor-
tant (K3).”
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“Directing students to social, sportive and cultural activities that they can spend their
energies and display their skills will diminish bad behaviours of the students. As each
student has his/her own world, we should organize activities attractive for their world
(P3).”

‘A student may be very smart or successful. However, if he/she does not respect ot-
hers, uses slang language, lies often and cheats others, that success does not mean
anything for me. ... Focusing on academic success has unfortunately led us to ignore
some of our values. It would be beneficial to focus on courses of “values education”
to make students obtain good behaviours(S1).”

“I sometimes think that we behave unjustly to our students. Upon a mistake by the
student, we immediately begin to scold and put pressure over them. However, we
should focus on the questions why the student displayed unwanted behaviours and
what are the reasons pushing him/her to these behaviours? I think the best approach
is to address problems in a more realistic and detailed way by finding the source of
problems (HI1).”

Main Problems “Stemming from Students’ Parents”, in School Administration and
Solutions Proposed

Under this sub-heading, school principals were asked “What are the main
problems “stemming from students’ parents”, in school administration? Which
solutions may be developed for the main problems stemming from stemming
from students’ parents? Accordingly, frequency distribution of the fields of main
problems “stemming from students’ parents” are presented in Table 8.

Table 8.
Main fields of problem of school principals “stemming from students’ parents”

School Principals Stating the

Problems Stemming from Students’ Parents Source of the Problem f
Biased and accusatory attitudes K2, P1, P2, S1, S2, S3, H1, H2 8
Disinterest in school and students K1, K2, P3, S1, S3, H1 6
Believing everything told by children P1, P3, S1, S2, S3, 5
Making no contribution to the school K2, P2,S2,S3 4
Excessively spoiling children P2, S1, S2, 03 4
Expecting everything from the state K3, P1, P2, P3, 4
Trying to solve problems in their own way K1, S2, H2 3
Expectation of high marks S1, S2, S3 3
Resorting to ALO 147 call line communication centre

asa centfe for complaints P2,52, Hl 3
Considering schools as childcare centre K1, K2 2
Intervening in everything related to school P1 1
Occupying the office of administrators for a long time H3 1
Total 44

Asseen in Table 8, within the framework of main problems “stemming from
students’ parents”, school principals mostly face with problems in displaying bi-
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ased and accusatory attitudes (f = 8), disinterest in school and students (f = 6),
and believing everything told by children (f = 5). According to the Table, the
least common problems faced by the school principals are intervening in every-
thing related to school (f = 1), and occupying the office of administrators for a
long time (f = 1). Frequency values of the remaining problems varies between
two and four. Opinions of some school principals regarding the main problems
“stemming from students’ parents” are as follows:

“Explaining something to uneducated people is especially harder than swimming
upstream. There are many parents who know nothing but pontificating and interve-
ning in our job. We spent most of our time in trying to convince these types of parents
(K1).”

“I witness that when we are trying to do something about the school, some parents
do not help in any way but try to shackle. There is an approach of ‘expecting every-
thing from the state’. This approach is observed more clearly especially in financial
matters. Because of this, we even come across with parents who do not attend infor-
mation meetings (P2).”

“Parents centring teachers on every problem and failure complicate the problem se-

ven more. Excessively sensitive and insensitive parents are also problems by themsel-

ves. There is a considerable number of parents justifying themselves in every matter,

by trusting in the legislation (S3).”

“When the parents intervene in the problems between students, the case becomes

more complicated. Some of the parents try to solve the problems of students in their

own way without consulting to school administration and teachers, and this brings

along several different problems. We even witness incidents of violence and aggres-

sion (H2).”

Frequency distribution of the proposed solutions of the school principals for
the main problems “stemming from students’ parents” are displayed in Table 9.

Table 9.
Solutions proposed of the school principals for the main problems “stemming from
students’ parents”

Solutions Proposed for the Problems Stemming from  School Principals Suggesting

Students’ Parents Solutions Proposed f
Organizing guidance and training activities K2, P1, S3, H1, H2, H3 6
Reiterating parent-teacher meetings periodically P1, P3, S1, S2, S3 5
Giving active role to parents in school activities P2, 83, H3 3
Visiting parents periodically P3,S2, H1 3
Taking tuition fee from parents who can afford P1, H3 2
Charging compens?tions from the parents lodging S 1
groundless complaints

Placing wish-suggestion boxes in schools H1 1
Total 21

As seen in Table 9, with regard to main problems “stemming from students’
parents”, school principals mostly suggested organizing guidance and training
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activities (f = 6) and reiterating parent-teacher meetings periodically (f = 5).
The least common proposed solutions were charging compensations from the
parents lodging groundless complaints (f = 1), and placing wish-suggestion bo-
xes in schools (f = 1). Frequency distribution of the remaining proposals were
observed to vary between two and three. Opinions of some school principals re-
garding the solutions to main problems “stemming from students’ parents” are

as follows:

“Guidance and family trainings should be organized for parents. In these trainings, it
should be explained that the most important investment is made in people. Literacy
courses should be opened for illiterate parents. “School-parent” friendship activities
should be organized at least once in each semester (K2).”

“Parents’ visits should be reiterated often, and this should not be limited with parents’
visits only. Parent — school dialogue may be enhanced for example, through social
activities, as these activities reinforce the idea that ‘we are a family’ (P3).”

“Parents lodging complaints in ALO 147 call line of the Ministry about the school
administration and teachers on purpose should pay immaterial compensation. Thus,
ALO 147 call line has been abused and almost become a complaint centre. Comp-
laints demoralize and discourage both us as administrators and the teachers (S2).”

‘A reasonable financial support should be taken from parents who can afford. Thus,
when the state covers all the expenses, parents feel slackness. We witness that parents
who do not provide financial support to schools pay a great amount of Money to
private schools or training centres (H3).”

Other Main Problems in School Administration and Solutions Proposed

Under this sub-heading, school principals were asked “What are the other
main problems in school administration? Which solutions may be developed for
these main problems?” Accordingly, frequency distribution of the fields of other
main problems faced by school principals are presented in Table 10.

Table 10.

Other main problems of school principals

School Principals Stating the Source

Other Main Problems of the Problem f
Allocation of insufficient funds to schools P1, P2, P3, S1, S2, S3 6
Old and insufficient school premises P1, P3,S2, H1, H2 5
Lack of security personnel in schools K2, P1, P3, H3 4
Scarcity of guidance and supervision P1,P2,S2, H1 4
Frequent amendment of the legislation K3, S1, H3 3
Incompetence of administrators in rural areas HI1, H2 2
Imbalanced distribution of school equipment P2, S1 2
Absence of emergency exits in schools P3,S2 2
Use of same premises by multiple schools P1,S2 2
High number of special days and weeks P1, P3 2
Slow internet connection of the school H2 1
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Table 10.
Other main problems of school principals (Continued)

School Principals Stating the Source

Other Main Problems of the Problem f
Execution of the proceedings by friends S2 1
Inactiveness of Parent-Teacher Associations K1 1
Appointing administrators through interviews K3 1
Practice of dual education P2 1
Using the classrooms also as mess halls H1 1
Lack of a multi-purpose meeting room P3 1
Political pressure or pressure by the unions H2 1
Total 40

As seen in Table 10, within the framework of the other main problems,

school principals mostly face with problems in allocation of insufficient funds to
schools (f = 6), old and insufficient school premises (f = 5), and lack of security
personnel in schools (f = 4). Frequency distribution of the remaining problems
varies between one and three. Opinions of some school principals regarding the
other main problems:
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“There are serious problems with regard to the appointment of administrators. I can-
not select the administrator I want to work with. All the interviews are perfunctory...
We have to work with people we do not like. Therefore, our determination and eager-
ness to work dampen and we do not want to do anything for school (K3).”

“Most of the schools have financial difficulties. As the phrase is most schools mana-
ge off their own bat. Because of this, school principals cannot execute their essential
task of education. I think that the Ministry is incapable of allocating funds to every
(P1).”

“Our school building is very old. Our school is insufficient physically. There are al-
ways problems with electricity, water and heating systems. Each year, we have the
painting and repair works done by our own means with difficulty. However, as the
building itself is old, the works done are not useful (P3).”

“We do not have our own building. We share the building with another school. Our
courses start at 06.30 a.m. This is a great problem, especially in winter times. Most of
our students and teachers are late to classes. Then, the first classes are very inefficient
(82).”

“Frequent amendments in legislation might affect the teachers and administrators
very negatively. As the by-laws are not drafted in cooperation and by the experts of
the field, practices differ among provinces and regions. Also, we sometimes witness
that as it is not amended, the old regulations do not meet today’s requirements (S1).”

“Our senior administrators do not sufficiently understand us, the administrators at
the coalface. When they hear about a problem, they either ignore it or find solutions
to save the day. In other words, they try to solve problems inexhaustively, with super-
ficial approaches. Everybody passes the buck. Nobody wants to take responsibility
(H1).”
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“Interventions at the administrative level with political or ideological interests hinder

out work, and this causes favouritism among the personnel. Appointments not based

on seniority and expertise may lock the system instantly. Moreover, people gaining

power with several references cannot be beneficial and feel debted to the authority

empowering them (H2).”

Frequency distribution of the proposed solutions of the school principals for
the other main problems are displayed in Table 11.

Table 11.
Solutions proposed of the school principals for the other main problems

School Principals Suggesting

Solutions Proposed for the Other Main Problems . f
Solutions Proposed

Allocating a separate budget for each school K3, P1, P2, P3, S1, S2, S3, H1 8
Transferring spending authority to school principals K1, P2, S1, S2, H3

;Acils(i)irlling security personnel according to the size of the 2, H2 2
Establishing units for renovation and repair works P3, S1 2
Making legislation amendments together with shareholders H1, H2 2
Placing administrators by examination K2, S3 2
Fixing night vision cameras in schools H2 1
Control of school buildings by independent supervisors K1 1
Enhancement of supervision and control mechanisms S2 1
Establishing education campuses H3 1
Total 25

As seen in Table 11, with regard to other main problems, school principals
mostly suggested allocating a separate budget for each school (f = 8), and trans-
ferring spending authority to school principals (f = 5). Frequency distribution
of the remaining proposals are observed to vary between one and two. Opinions
of some school principals regarding the solutions to other main problems are as
follows:

“Constructing school premises as only concrete jungles is not a right thing. All the
annexes and parts of the school from practice gardens to conference halls should be
constructed to discharge students. Students should feel themselves happy at school
(K1).”

“There is an imbalanced allocation of funds among schools. The Ministry directly
allocates funds to the budgets of some schools, while renders others in need of the
contributions of parents. In fact, the solution of this problem is very easy. For examp-
le, funds may be allocated to the school according to the number of students. More-
over; also in schools like ours, school principals should be spending authority (P2).”

“Interviewing system should not be used for promotions. For the appointment to an
important position, seniority and year of service should be taken as basis. Master-
apprentice relationship should not be forgotten. One should not be assigned as a
master before working as apprentice. For a sound and proper structure, people sho-
uld be promoted gradually (S3).”
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“There are several renovation and repair work of school. We spend an important
part of our budget for these renovation and repair works. Directorates of national
education may establish a unit under themselves for the renovation and repair works
of schools. By this means, school principals will be able to avoid a great financial
burden (S1).”

“Legislation is amended without asking our opinions, as the shareholders of edu-
cation. And sometimes, our opinions are asked but not taken into account. I think
that individuals and shareholders with experience and trained from the cradle should
take part in the drafting of legislation. Legislation is not drafted by pontificating from
ivory towers (HI).”

“Currently, there is a great lack of supervision and control in schools. It is not known
who does what. There is not a mechanism to warn individuals making mistakes.
Works are done superficially and through conventional methods. To this end, schools
and institutions should be controlled for guidance in the first semester and for super-
vision in the second semester (H3).”

Discussion, Conclusion and Suggestions

This study aims to determine the main problems faced in administration
by the school principals of kindergartens, primary, secondary and high schools,
stemming from teachers, school personnel other than teachers (school servant,
official, etc.), students, parents, etc.; and to identify the proposed solutions for
these main problems from the perspective of school principals. Findings of the
research support the fact that school principals face with many problems in
school administration. Accordingly, findings of the research are similar to that of
previous studies in the literature(Aksu, Gemici and Isler, 2006; Aslanargun and
Bozkurt, 2012; Biyik, 2014; Calik and Sehitoglu, 2006; Celikten, 2001; Cinkir and
Kepenekgei, 2003; Cinkir, 2010; Ciimen, 2014; Daresh, 1986; Demirtas et.al., 2007;
Draper, 2000; Dunning, 1996; Erol, 1995; Gedikoglu, 2005; Geng, 2005;Gtiler,
2006; Gumiiseli, 2002; Giiven and Donmez, 2002; Kapgi, 2004; Kayik¢r and
Akan, 2014; Kaykanaci, 2003; Kisioglu et al., 2005; I. Korkmaz, 2005; Male,
2001; Memduhoglu and Meric, 2014; Ogiilmiis andOzdemir, 1995; Ozer, 2006;
Sarice, 2006; Sarpkaya, 2007; Semerci and Celik, 2002; Sonmez, 2010; Tagdan et
al., 2013; Teyfur, 2000; Tosten et al., 2016; Turan, 2007; Tirkmen, 2004; Ustiin
and Bozkurt, 2003; Webster, 1989).

Examining the sub-heading of main problems stemming from teachers, it
is seen that the problems of school principals related to this sub-heading is var-
ied. Similarly, researches carried out by Giiler (2006), Demirtas et al. (2007),
Cmkir (2010), Sonmez (2010), Aslanargun and Bozkurt (2012), Tasdan et al.
(2013), Catal (2013), Cimen (2014), Memduhoglu and Meri¢ (2014), Biyik
(2014), Cereci (2016), Tosten et al. (2016) and Yesilmen (2016) revealed that
the problems stemming from teachers are diverse. With regard to the problems
stemming from teachers, most common ones are “teachers’ disregarding and
neglecting the tasks and, neglecting the watch duty at school”. Accordingly, it
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is understood that teachers do not duly fulfil their tasks and responsibilities laid
down by the laws. It is presumed that especially neglecting the watch duty at
school may lead to serious problems such as the injury of students or jeopardiz-
ing their safety. Being late to courses, not acting in cooperation and team spirit,
and willingness to be inactive in activities and Works are among the other signifi-
cant problems. It is remarkable that these kinds of problems are more intense in
primary, secondary and high schools rather than in kindergartens. This may be
the result of the fact that in kindergartens, there is no break time and teachers
have to take more responsibility due to the younger age group of the children.
Lack of unity among the teachers and their willingness to be inactive in activities
may be considered as a reflection of their job burnout. Union activities and in-
culcations with regard to clothing are considered to be effective in the emergence
of this problem. It is viewed that considering freedom of clothing as a union and
legal right delays the solution of the problem.

With regard to solutions proposed for the main problems stemming from
teachers, most of the school principals suggested “introducing a performance
and career-based salary system and keeping a spare teacher at each school”.
These proposed solutions are considered to be related with the teachers’ qualifi-
cations and circulation of teachers. According to the “By-law on the Career Ad-
vancement of Teachers” issued by the Ministry of National Education (MoNE),
following the candidate period, teachers’ career advancement was graded into
three periods as teacher, expert teacher and head teacher. (By-law on the Career
Advancement of Teachers, 2005, Article 6). However, it is seen that this By-law
which entered into force in 2005 could not provide a permanent and consistent
solution in terms of the performance and career system. However, 2017-2018
Teacher Strategy Document prepared by MoNE provides for the development of
a compulsory performance and evaluation system by the end of 2018, to employ
highly qualified and well-trained people suitable for the profession, as teachers
(MoNE, 2017). Accordingly, it may be asserted that the MoNE’ efforts in this
regard may diminish the problems faced by the school principals, related to teac-
hers. Proposed solutions of keeping a spare teacher at each school may prevent
students’ grievance from the absence of teachers when using their legal rights of
leave and medical report. It may be said that schoolprincipals working especially
in eastern and south-eastern Turkey aim to fill in the gap caused by the teacher
circulation by this means. As a whole, it may be concluded that proposed solu-
tions of the school principals, stemming from teachers have been shaped with
material improvements and teacher policies.

Most important problems of the school principals stemming from school
personnel other than teachers (school servant and officials) were found out to be
“personnel’ lacking sufficient qualifications, and insufficient number of person-
nel”. This result of the research is in line with the results of the researches in the
literature, carried out by Cimkir (2010), Aslanargun and Bozkurt (2012), Biyik
(2014), Ciimen (2014) and Cereci (2016) from various perspectives. According
to the research, school principals are of the same opinion that the personnel
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working as school servant or officials are not competent, and that they face with
problems as the personnel lacks the sufficient qualifications. This is considered
to be the result of not taking objective criteria and merit principles as basis in
the recruitment of school servant and officials. In a sense, school principals want
to work with qualified and skilled personnel. According to Bursalioglu (2011),
school personnel other than teachers have an indirect responsibility of educa-
tion, as they may affect the intramural and extramural factors both negatively
and positively. Therefore, these personnel should also be selected carefully and
meticulously. Accordingly, decrease of the problem of insufficient number of
personnel to the second rank in the list can be considered as a positive develop-
ment in terms of the schools. “Taking medical reports or leaves unnecessarily
and relying on being a permanent staff” are among the other problems consid-
ered to be equally important. In fact, these two problems are correlated. Thus,
like teachers, the school servant or official relying on being a permanent staff
may resort to the right to leave and medical report as a threat against school prin-
cipals. The fact that all the school servants are male was ranked at the bottom of
the list of problems faced by the school principals. In other words, only the school
principals of kindergartens viewed that employing only men as school servants
is a problem. Considering the ages and needs of the children in kindergartens, it
may be stated that employing female school servants is a reasonable and justified
requirement.

With regard to the main problems stemming from the school personnel ot-
her than teachers, nearly all the school principals suggested, “outsourcing the
cleaning services”. Research carried out by Turan (2007) revealed that school
principals outsourced cleaning services through school’s means. Outsourcing cle-
aning services may enhance the power of school principals over school servants
and also ensure the desired cleaning standards. Moreover, this proposal may be
beneficial for the clean-out of the personnel abusing being a permanent staff.
More than a half of the school principals suggested “employing school servants
as contracting personnel”. This proposal may be considered to be in line with the
proposal aiming to prevent misconduct by the public officials. In other words,
only by this means, school principals make maximum use of the personnel such
as school servants and officials. Under this heading, only one school personnel
suggested “appointing the personnel who do not fulfil his/her tasks to a lower
position”. Thus, it may be said that the number of penalty-based proposals is not
high. This is considered to be the result of the fact that administrators working in
small provinces like Siirt are exposed to intense political pressures and interrup-
ted by old boy network.

With regard to main problems stemming from students, it was determined
that school principals face mostly with problems of students’ “disobeying the
classroom and school rules, not embracing the school, tendency to violence and
fight and being absent”. In the literature, researches carried out by Demirtas et
al. (2007), Turan (2007), Cinkir (2010), Tasdan et al. (2013), Biyik (2014), Mem-
duhoglu and Meric (2014), Tosten et al. (2016) revealed similar problems stem-
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ming from students. According to Aydin (2004), indiscipline and disinterest are
among the most important problems related to students. From this perspective,
results of the research are supported by the literature. According to the research,
problems stemming from students are presumed to result from the fact that stu-
dents undervalue school and do not internalizing it. Moreover, most of the school
principals stated that students have a tendency to violence and fight. Children’s
tendency to violence and fight may be explained with their experience and/or
exposure to incidents of violence in the family and social circles. In other words,
it may be said that the family structure affects the upbringing and social relations
of children. Absenteeism is also among the other important problems stemming
from students. Factors such as very low socio-economic levels and reluctance of
the families to send girls to school may hinder attendance to school. Moreover,
perception of parents that children should provide financial support to the family
might have a negative effect on attendance to school. When the problems stem-
ming from students are examined as a whole, it was determined that almost all
the kindergarten principals do not face with serious problems under this heading.
This may be because of the younger age group of the children in kindergartens.
Similarly, research carried out by Demirtas et al (2007) revealed that problems
stemming from students are faced in kindergartens at the least. According to
Demirtag et al (2007), this is related with the age of students in kindergartens and
with their developmental features. Moreover, based on the research, high school
principals face with problems stemming from students’ use of media and from
their social relations more than the principals of other schools. These problems
are considered to be related with the critical features of the current period high
school students live in.

With regard to main problems stemming from students, it was found out
that school principals suggested “making home visits to parents and enhancing
the guidance services for students” more than any other proposed solutions. Ac-
cordingly, it may be stated that school principals aim to have influence on the
students by communicating with the parents in home visits. In other words, the
view that home visits play an important role in the solution of problems stem-
ming from students prevails among the school principals. School principals who
suggested enhancing the guidance services for students in order to diminish the
problems stemming from students are considered to provide “student-centred”
proposed solutions. Another remarkable proposal of the school principals was
focusing on values education in the courses. This proposal may indicate a mo-
ral corruption among the students. Thus, according to Aydin and Akyol Giirler
(2014), feeling of insignificance may cause moral corruption. In this regard, it
may be concluded that school principals aim to prevent moral corruption thro-
ugh values education.

With regard to problems stemming from students’ parents, it was determi-
ned that school principals face more commonly with the problems of “biased and
accusatory attitudes, disinterest in school and students, believing everything told
by children”. Findings of the researches carried out by Demirtag et al (2007),
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Turan (2007), Cinkir (2010), Aslanargun and Bozkurt (2012), Ciimen (2014), Tas-
dan et al (2013),Memduhoglu and Merig¢ (2014), Tosten et al (2016) provided
similar results. Single sided approach of parents who are far from solution might
have caused an accusatory attitude towards the school and the teachers. Low
level of education and bad economic conditions may enhance disinterest in scho-
ol and students. Parents who do not believe in the importance and necessity of
education cannot be expected to embrace schools. This may have a negative ef-
fect on school principals’ efforts to deal with problems stemming from parents.
According to Tdsten et al (2016), lack of sufficient and desired support from
parents causes pessimism about the teaching profession among the teachers and
administrators. Moreover, Demirbulak (2000) determined in a research that pa-
rents with low income have less interest in school activities such as parent-teac-
her meetings. This result supports the research findings. It may be stated that
the problem of “believing everything told by children” is more common among
helicopter parents. This may cause the emergence of problems with teachers,
school administration and even with other parents. Another important finding of
the research under this heading is that parents use ALO 147 call line as a centre
for complaint rather than a communication centre. Misuse of ALO 147 call line
by the parents is considered to cause loss of time and effort among school prin-
cipals.

When the proposed solutions to the main problems stemming from stu-
dents’ parents are examined, it is seen that school principals mostly suggested
“organizing guidance and training activities and reiterating parent-teacher me-
etings periodically”. Within the framework of these proposed solutions, it may
be concluded that school guidance services should provide trainings for parents.
School principals’ proposal of guidance and training activities may be related
with their will to train uneducated parents up to a desired level and to enhance
active participation of parents to learning-teaching process of students. Proposal
of reiterating parent-teacher meetings periodically may be set forth to ensure
parent-school cooperation. This proposal might have resulted from the inter-
ruption of parent-school interaction due to the low profile of the parents. Mo-
reover, most remarkable proposal under this heading may be “taking tuition fee
from parents who can afford” This proposal may be interpreted as a reaction of
parents’ understanding of “expecting everything from the state”. In other words, it
is understood that school principals try to make parents embrace school by this
means.

Considering the other main problems of the school principals, it is seen that
school principals face mostly with the problems of “Allocation of insufficient
funds to schools, old and insufficient school premises, lack of security person-
nel in schools, scarcity of guidance and supervision”. Similarly, researches car-
ried out by Erol (1995), Sahin (1996), Giimiiseli (2002), Altuntas (2005), Sarice
(2006), Turan (2007), Cmnkir(2010), Yamag (2010), Aslanargun and Bozkurt
(2012), Biyik (2014), Climen (2014), Kayikct and Akan (2014), Memduhoglu and
Merig (2014) revealed that school principals face with problems of budget. Ac-
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cording to Cimnkir (2010), Memduhoglu and Meri¢ (2014) lack of funds causes
school principals to ask for tuition fee from parents, which leads to conflicts be-
tween school administrators and parents. Based on the research, primary and
secondary schools except for kindergartens and high schools experience serious
difficulties about funds. This may be the result of the fact that it is legal to collect
monthly fees from the parents of kindergarten students, and high schools have
income from their pensions and also high school principals are the spending au-
thority in their schools. In other words, primary and secondary school principals
do not have the spending authority of their funds, and this increases the problem
of funds in these schools.

Old and insufficient school premises was also stated among the other im-
portant problems. In their researches, Demirtag et al (2007), Turan (2007), Biyik
(2014), Cimen (2014), Memduhoglu and Meri¢ (2014), Tosten et al (2016) fo-
und out that school principals face with various problems with regard to school
premises. According to Climen (2014), school premises cannot meet the requi-
rements as they were designed to fit the conditions of that period, ignoring the
possible changes in the future. Also, the construction mentality prevailing in Tur-
key increases the problems related to the school premises (Demirtas et al, 2007).
Based on the research, it may be concluded that school premises other than kin-
dergarten buildings cannot meet the requirements and that there is a need for
new school buildings. It is presumed that increase in the schooling rates in line
with the population increase has led to a need for new school premises.

On the basis of the results of the research, school principals equally stated
the problems of the lack of security personnel in schools and scarcity of guidance
and supervision. Accordingly, it may be stated that some of the school principals
face with security problems resulting from the school environment. It is estima-
ted that security problem is more intense in schools where there is a lack of family
and acquaintance support. In the research of Memduhoglu and Merig (2014), it
was determined that school principals face with security problems and incidents
of robbery due to the lack of security personnel and night watchman. Accor-
dingly, failure to ensure school security is one of the most important threat risks
(Tosten et al, 2016). Considering the problems of the school principals regarding
the scarcity of guidance and supervision, it may be said that the school procedu-
res cannot be carried out in the desired quality. This is presumed to result from
lack of a serious supervision and control mechanism in schools. Therefore, the
fact that guidance and supervision activities are not at a sufficient level might
have caused the emergence of other problems. Thus, guidance and supervision
are two important factors in identifying and eliminating problems.

With regard to other main problems, it was determined that school princi-
pals mostly suggested “allocating a separate budget for each school, and transfer-
ring spending authority to school principals”. In the literature, researches carried
out by Oztiirk (2002), Ozgelik (2007), Cinkir (2010), Yamag (2010), Kayikgi and
Akan (2014) also revealed that as regards the source problem, school principals
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suggested allocation of a separate and independent budget. These proposals are
remarkable in that they point to the financial difficulties experienced by schools.
Share allocated from the central budget is not directly transferred to schools, and
this may lead to problems for schools. Moreover, despite the gradual increase
in the budget allocated for education in the recent years, schools are known to
experience financial difficulties. Budget allocated to the Ministry of Education is
used for personnel expenses rather than for investments in education, pointing
that the financial difficulties of schools will continue. In this regard, it is consi-
dered that increasing the share of investments in education may preclude the
financial difficulties of schools.

Leaving schools alone in terms of financial matters, obliging them to carry
out their tasks with a low budget and making primary education compulsory and
free are among the other factors causing problems for school principals (Arsla-
nargun and Bozkurt, 2012). The fact that school principals do not have funds,
and the spending authority is the Provincial Directorates of National Education
may decrease the service quality in schools. It may also be asserted that school
principals are busy with finding funds for the school and therefore, cannot spa-
re enough time for their essential tasks. This forces school principals to collect
donations from the parents. Then, it is inevitable that several conflicts emerge
between the school principals and parents. According to Cinkir (2010), schools
are the basic sub-structures but despite this, school principals have been exerting
effort to manage their schools with low and limited funds, for years. Therefore,
funds allocated to education should be transferred to and used for the priority
areas leading to problems in education. As an outgrowth of all these, problem
of finding financial sources makes primary school administrators and teachers to
search for alternatives and thus, their efficiency decreases (Kayik¢t and Akan,
2014).

According to the overall research results, it was found out that school prin-
cipals face with problems like “teachers’ disregard and negligence of their tasks,
low qualifications of the school personnel other than teachers (school servant
and official), disobedience to school and classroom rules by the students, accu-
satory and biased attitudes of the parents, under-allocation of funds to schools”.
Moreover, it was determined that in relation to these main problems, school
principals suggested to “introduce a payment system based on performance and
career, to outsource cleaning services, to make home visits to meet the parents,
to organize guidance and training activities for parents, and to allocate a separa-
te budget for each school”, as proposed solutions.

Considering all the results of the research, following suggestions may be
provided for practitioners and researchers:

* Asinall professions, career advancements and an objective performan-
ce-based payment system should be introduced also in teaching profes-
sion.
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Appointment of teachers, school servants and officials should be made
on the basis of merit and competence.

School principals should be authorized to outsource cleaning services.

Home visits, family training programs and guidance activities should be
organized for parents.

Funds should be allocated to schools according to the size of the school
and number of students.

Mobile teams should be established under the Provincial Directora-
tes of National Education, for the repair and maintenance work of the
schools.

Mixed researches revealing whether there is a significant difference
among the problems of school principals in terms of different variables
such as school type, number of students, socio-economic environment
of the school, number of teachers and profile of the parents may be
carried out.
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Tiirkce Siiriim

Giris

Giintimiiz diinyasinda bilgi ve iletisim teknolojisindeki hizli gelismeler, bii-
tlin egitim sistemlerinde oldugu gibi Tiirk egitim sisteminde de koklii degisimleri
beraberinde getirmistir. Bu degisim, okul yonetimini giderek daha sorunlu ve
karmasgik bir hale doniistiirerek okul miidiirlerinin yeterli diizeyde bilgiye ve be-
ceriye sahip olmasini zorunlu hale getirmistir (Kapusuzoglu, 2004; Cinkir, 2010).
Kiiresellesme, modernlesme, niifus artig1 ve egitime yonelik talebin artmasi gibi
faktorler de egitim yoneticilerinin yonetim becerilerini degistirmistir. Orgiit ve
yonetim diinyasindaki bu temel dontisiimler okullar etkilemis ve okul midiirle-

rinin kendilerinin bir adim dnde olmasini gerekli kilmistir (Arslanargun ve Boz-
kurt, 2012).

Okullar, yonetenler ve yonetilenlerden olusan sistemlerdir. Okulun basarisi
hem yoneticilerin hem de yonetilenlerin basarisina baghdir. Ancak yonetenlerin,
yonetilenlere Onciiliik ettigi goz 6niinde bulunduruldugunda, okul miidiirlerinin
okul basarisindaki payr daha da 6nemli bir hal almaktadir (Kogak, 2011). Bir
bakima okul yoneticisi, okul sisteminin isleyisinden, okulun amaclarindan ve ba-
sartya ulagsmasindan sorumlu olan kisidir (Ag¢ikgoz, 1994; Gorton, 1987; Giirsel,
2003; Hoy ve Miskel, 2010; Ozdemir, 2012; Saxe, 1980; Sisman, 2002; Thom,
1993).

Bagaran’a (2006) gore okul yoneticisi, Orgiitsel etkinligi saglayarak okulun
islevini yerine getirmek, okulun niteligini artirmak ve okulun cevreyle etkilegimi-
ni yonetmekten sorumlu olan kisidir. Ancak, okul yoneticileri, sorumluluk alan-
larinda yonetim siirecleri, kaynak kullanimi, biirokratik isler, 6grenci basarisi,
okulla iligkili farkli gruplarla ilgilenme, biitce yetersizligi, velilerle olan iletisim-
sizlik, destek vermeyen iist yoneticiler ve 6gretmenlerin ilgisiz davraniglar1 gibi
farkli sorunlarla da kars1 karsiya kalabilmektedir (Babaoglan, 2007). Bu nedenle
okul verimliligini artirmanin kosulu sorunlara ¢6ziim yollar1 bulmaktir. Okullar-
daki sorunlara kalic1 ¢6ziim icin problem ¢6zme odakl yaklagima ihtiya¢ vardir
(Tosten, Han ve Ergiil, 2016). Sorunlar1 bertaraf etmek ve kalic1 ¢oziim yollari
bulmak, okul yoneticilerinin genig bir bakis acisina sahip, donanimli ve bilgili
olmalariyla olanaklidir. Bagka bir deyisle okul yoneticisinin sorunlarla miicadele
etme noktasinda kendisini gelistirmis olmasi beklenir.

Okul yoneticileri, okulun Orgiit olarak geligsmesi i¢in mevcut kaynaklar1 en
iyi bicimde kullanip egitimin nitel ve nicel verimliligini artirmakla yiikiimliidiir-
ler. Okul yoneticileri, tiim bu yiikiimliliikleri yerine getirirken yasal yetkilerini
kullanirlar. Ancak okul yoneticilerinin, yetkilerin kullanimi esnasinda degisik so-
runlarla karg1 karstya kalmalar1 da kaginilmazdir (S6nmez, 2010). Bu sorunlarin
kaynagi, okulla alakali etmenler olabilecegi gibi okul disindan kaynakli etmenler
de olabilir. Ogrencilerden, dgretmenlerden, okul binasindan, okulun bulundugu
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sosyal, kultiirel, politik cevreden ve okul miidiirlerinin yonetim anlayisindan kay-
nakli sorunlar en 6nemli sorun kaynaklari olarak gortilebilir (Demirtas, Ustiiner
ve Ozer, 2007).

Tirk egitim sisteminde hem makro diizeyde hem de mikro diizeyde okul
bazinda degisik sorunlar mevcuttur. Egitim sisteminin biitiin kademelerinde yer
alan kigilerin yonetime iligkin belli yeterliliklere sahip olmasi gerekmektedir. Bu
yerlilikler karar verme, planlama, drgiitleme ve giidiileme gibi becerilerinin yani
sira sorun ¢ozme becerileri olarak da ele alinabilir. Ciinkii okul yoneticisinin ba-
saris1, sorun ¢cozme basarisiyla paralellik gosterir. Dolayisiyla sorunlarin ¢oziil-
mesi okul yoneticisinin en asli ugragindan biri olarak goriilebilir (Erdogan, 2002).
Bu noktada Taymaz (2000) okullarin amaglarina uygun bir sekilde gorevlerini
yerine getirebilmesi ve uzun bir siire yagsamini stirdiirebilmesini karsilagilan so-
runlarin ¢oziimiine baglamaktadir.

Ulkemizde her gecen giin egitime verilen 6nem ve gosterilen ilgi hiz
kesmeden artmakta iken, okullarda yasanan sorunlarin da gesitlenerek arttigi
bilinmektedir. Bu sebeple okul yoneticilerinin ve 6gretmenlerin istelendikleri
sorumluluklar giin gectik¢e artmaktadir (Demirtas, 2010). Bir bakima okul yo-
neticilerinin okul yonetiminde ¢ok degisik sorunlarla karsilasmalart kacinilmaz
olmaktadir. Bagaran’a (1996) gore okul yonetiminin belli bagl sorunlar1 okulun
cevresinden, okulun kendisinden ve okulun calisanlarindan kaynakli sorunlar
olarak ifade ederken; Giimiiseli (2002) ise okullarda en sik rastlanan sorunlarin
maddi kaynak, derslik ve ticret yetersizligi oldugunu ifade etmektedir. Kisacasi
okul yoneticilerinin gorev ve sorumluluklari okul yonetiminde karsilagilan sorun-
larla iligkili oldugu soylenebilir (Basaran, 2008).

Etkili ve verimli okullar icin toplumun hizla gelisen ve degisen beklentileri-
ne cevap verebilecek etkili okul yoneticilerine ihtiya¢ vardir. Ancak okul yone-
ticilerinin etkililigi, icinde bulunulan ¢evresel kosullara ve olanaklara baghdir.
Dolayisiyla okul yoneticilerinin okul yonetiminde ne tiir sorunlarla miicadele
ettikleri ve onlar1 mesleki acidan olumsuz yonde etkileyen sorunlara nasil yaklas-
tiklar1 ayr1 bir onem gostermektedir (Yasaroglu, 2010). Cilinkii okullarin etkililigi
ve amaca ulagsmasin saglayan temel belirleyicilerden biri okullarin nasil yone-
tildigiyle dogrudan iligkilidir (Memduhoglu, 2007). Aslinda okul yoneticilerinin
sorunlarla kars1 karsiya kalmalar1 gayet dogaldir. Okul yoneticisinin bu sorunlari
gormezden gelmeyerek iyi niyetli ve kendisini muhataplarina kabul ettirerek ¢6z-
mesi gerektigi unutulmamalidir (Celikkaya, 2012).

Erdogan’a (2006) gore yoneticilerin basarisi biiyiik 6l¢iide sorun ¢ézme be-
cerisiyle Olgiiliir. Sorun ¢cdzme becerisi ise sorun ¢ozme siirecinin teknik bir sii-
reci olarak goriilir. Erdogan, sorun ¢ozme siirecini sorunun kabullenilmesi ve
¢OzUiimii icin girisime karar verilmesi, sorunun tanimi, farkli ¢dziimlerin (sege-
neklerin) gelistirilmesi, alternatif ¢oziimler arasinda secim yapma, secilen ¢ozii-
miin uygulanmasi ve degerlendirme siirecleri seklinde yapilandirmaktadir.

Yoneticiler sorun ¢ozme karsisinda farkli tic davranig gosterebilmekte-
dir. Bunlardan ilki, sorun ¢oziiciilerin karsilastiklari sorunu ge¢mis tecriibeleri
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dogrultusunda cozmeye ¢aligmalari; ikincisi sorun ¢oziiciilerin ikilem icerisinde
kalarak iki coziimden birini secmeleri; sonuncusu ise, sorun ¢oziiciilerin kokli
degisimler gostererek yeni siirecler ve yonetim bicimleri arayisina yonelmeleri-
dir (Bagaran, 1982). Aslinda sorun ¢c6zme siireci her yoniiyle karar verme siireci
olarak da goriilebilir. Ciinkii karar verme ve sorun ¢dzme siirecinde tek bir yakla-
simdan soz edilemez. Bu bakimdan duruma gore en iyi yaklagimin benimsenmesi
gerekir (Balci, 2001; Hoy ve Miskel, 2010). Okulun akademik basarisinin da okul
yOneticisinin aldig1 kararlarla ve sorunlari ¢cozme becerisiyle orantili oldugu soy-
lenebilir (Celikten, 2000).

Sorunlarla bag etme ve uygun ¢6ziim arayislar: bulmanin yolu, okul yone-
ticisinin okul yonetimine iligkin kavram ve stirecleri iyi bilmesiyle miimkiindiir.
Baska bir deyisle okul yoneticisinin kavram ve siiregleri davranisa dontistiirebil-
mesi, okul yonetimi alaninda akademik bir egitim almasina baghdir (Bursalioglu,
2010). Bu nedenle okulu etkili kilacak bir egitim yoneticisinin mesleginde iyi ve
etkili bir lider olmasi gerekmektedir (Basaran, 2000). Ciinki egitimde kalkinma
ancak liderlik 6zelligi tastyan kisilerin yetistirilip goreve getirilmesiyle gercek-
lesebilir. Bunun yani sira okul yonetiminde liderlik, sorunlar1 6nceden tahmin
etmeyi ve sonra onlar1 ¢ozebilecek beceriye sahip olmayi da ifade etmektedir.
Gercek lider, sorunlara meydan okuyabilen ve sorunlari egitim Orgiitiiniin yara-
ria cevirebilen kisidir (Ilgar, 2005).

Okul yoneticilerinin sorumluluk alanlarinda asir1 biirokratik islemler, cev-
renin ve toplumun okula karsi yiiksek beklentisi, zaman sinirhiligi, kaynaklarin
yetersiz olusu, disiplin sorunlari, velilerin ilgisizligi, mesleki tatminsizlik, st
yoneticilerin tutum ve davraniglari, siniflarin kalabalik olmasi ve 6gretmenlerin
ilgisizligi gibi sorunlardan bahsedilebilir (Babaoglan, 2007). Bu bakimdan okul
yoneticisi sorunlarin ¢o6ziimii noktasinda, okulun en etkili ve en dnemli bireyi-
dir. Ciinkii okul yoneticisi 6grenme iklimi, veli isbirligi ve 6grenme verimliligi
gibi cesitli faktdrlere yon verebilen kisidir (M. Korkmaz, 2005). Bununla birlikte
vasifl bireyleri yetistirmenin temel araci okullardir. Okullarin hayati énem ta-
styan iglevlerini yerine getirebilmesi ise iyi yonetilmesine baghdir. Bu sebeple
okul miidiirii ve okul yonetiminin egitim sistemi iizerindeki etkisi inkar edilemez
(Bursalioglu, 1987).

Ulkemizde son yillarda okul miidiirlerinin yonetimde karsilastiklar1 sorun-
lara yonelik gesitli aragtirmalar yapilmistir. Giimiiseli’'nin (2002) arastirma so-
nuclarma gore okul midiirlerinin yonetim sorunlar1 gorev yapilan yere, okulun
kir-kent olusu ve cevrenin gelismislik seviyesine gore farklilasmaktadir. Semerci
ve Celik’in (2002) arastirmasinda okullarda 6grenci sorunlarinin yani sira 6g-
retmenlerin birbirleriyle ve okul yoneticileriyle iletisim kaynakli bazi sorunlar
yasadiklar1 belirlenmistir. Sarice (2006) ise arastirmasinda okul miidiirlerinin
ders arag-gerec yetersizligi, 6denek yetersizligi, okullarin fiziki eksiklikleri, hiz-
metli ve memurlardan kaynakli sorunlarin yogunlukta oldugunu tespit etmistir.
Demirtas, Ustiiner ve Ozer’in (2007) arastirmalarinin sonucunda, genel lise-
lerde gorev yapan okul miidiirlerinin diger okullardaki yoneticilere gore daha
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cok yonetimsel sorunlarla karsilastiklan belirlenmistir. Yonetimsel sorunlarin en az
gomildiigii okul tiiriiniin ise okul oncesi egitim kurumlarinin oldugu saptanmustir
Turan (2007) arastirmasinda okul miidiirlerinin baslica sorunlarinin 6gretmen
eksikligi, hizmetli sayisinin yetersiz olmasi, 6gretmenlerin etik digt davraniglar
gostermesi, veli baskisinin yogun olmasi, maddi imkansizliklar ve okul giivenlik
elemanin olmamasi gibi degisik faktodrlerden kaynaklandigini saptamigtir. Cinkir
(2010) arastirmasinda okul miidiirlerinin en cok okul biitcesi kaynakli sorunlar,
en az ise egitim-0gretim yonetimi ile ilgili sorunlar yagsadiklarini tespit etmistir.
Aslanargun ve Bozkurt (2012) tarafindan yapilan arastirmada okul midirleri-
nin en cok okul biitcesi, yardimer hizmetli, okul cevresi ve 6gretmenlerden kay-
nakli sorunlar yasadiklar1 ortaya ¢ikmistir. Tagdan, Tosten, Bulut ve Karakaya
(2013), okul miidiirlerinin en ¢ok, cocuklara gereken ilginin gosterilmemesi,
ogretmenlerin kendilerini iyi yetistirmemesi, okul i¢in yeterli mali destegin sag-
lanmamasi, denetim hizmetlerinin rehberlik amagh olmamasi ve acil durumlar
icin okulun tahliye imkanlarinin olmamasindan kaynakli sorunlarla karsilagtik-
lar1 belirlenmistir. Kayik¢l ve Akan (2014) tarafindan yapilan arastirmada okul
miidiirlerinin daha ¢ok mali kaynak sikintisi ¢ektikleri tespit edilmistir. Memdu-
hoglu ve Meri¢’in (2014) arastirmasinda ise okul midiirlerinin yonetim siirecin-
de en cok kargilagtiklar: temel sorunlarin; okullarn fiziki yapisinin yeterli olma-
masl, 6grenci velilerinin okula karg: ilgisiz olmasi, 6zliik haklarinin yetersizligi
sebebiyle o0gretmenlerin okulda verimli ¢aligmamalari, okul biit¢esinin ihtiyaci
karsilayamamasi, okullardaki bakim ve onarim ihtiyaglarinin zamaninda karsila-
namamasi ve okullarda kiiltiirel etkinlikler i¢in uygun yerlerin olmamas: gibi ko-
nularda yasandigi bulgulanmustir. Tésten, Han ve Ergiil’iin (2016) arastirma so-
nucuna gore de okul miidiirlerinin baslica sorunlarinin égretmenlerin kendilerini
gelistirmede isteksiz olmast, 6gretmenlerin 6grencilere karst laubali davranmast, okul
binasmn cesitli ozellikler acisindan yetersiz olmasi ve ailelerin okula karst ilgisizIligi
gibi degisik konular oldugu belirlenmigtir.

Okul yonetiminde karsilasilan sorunlara yonelik yurt diginda yapilan aras-
tirmalar incelendiginde okul miidirlerinin 6nceki yonetimin uygulamalarindan
kaynakli sorunlarin yani sira, birden cok isle ugrasmak, zamani ve okul biit¢esini
yonetmek ve okul binasindan kaynakl cesitli sorunlariin oldugu ortaya ¢ikmis-
tir (Daresh, 1986; Dunning, 1996; Draper, 2000; Webster, 1989; Male, 2001) ko-
nular1 yer almaktadir.

Okul miidiirlerinin yukarida bahsedilen sorunlarin disinda okullarda hirsiz-
lik, okul esyasina zarar verme, saldirganlik, zorbalik, disiplin problemleri, 6gret-
menden kaynakli iletisim eksikligi, 6gretmenlerin 6grencilere karsi siddet uygu-
lamas, politikacilarin okul yonetimi tizerinde baski olusturmasi, ders arac-gereg
eksikligi, bina ve derslik yetersizligi gibi farkli sorunlarla da miicadele etmek
zorunda kaldiklar cesitli aragtirmalarla ortaya cikmistir (Celikten, 2001; Erol,
1995; Cinkir ve Kepenekgi, 2003; Giiven ve Donmez, 2002; Kapci, 2004; Kisioglu,
Demirel ve Oztiirk, 2005; Ogﬁlmﬁ§ ve Ozdemir, 1995; Ozer, 2006; Sarpkaya,
2007; Semerci ve Celik, 2002; Tirkmen, 2004).
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Goriildiigii gibi okul miidiirlerinin okul yénetiminde personelden, veliler-
den, 6grencilerden, st yoneticilerden, okul isletmesinden, ¢evreden, biitceden
ve okul binasindan kaynakli ¢esitli sorunlarla bas etmek zorunda kaldiklart soy-
lenebilir. Bu durum, okul miidiirlerinin asli gérevi olan 6grencilerin bagarilarini
en st diizeyde gergeklestirip okulu amaclarina ulastirma gorevini olumsuz yon-
de etkileyebilir. Bagka bir anlatimla okul miidiirlerinin, okul yonetiminde yogun
bir bicimde farkli ve degisik sorunlarla karsilasmalari, okulun etkin ve verimli
olmasimi engelleyebilmektedir. Bu bakimdan okul miidiirlerinin karsilastiklar:
sorunlar1 ortaya ¢ikarmak ve sorunlara karsi uygun ¢oziim yollar: bulma ihtiyact
bu arastirmanin en 6nemli gerekcelerinden biri olarak degerlendirilebilir.

Bu arastirmayla birlikte okul miudiirlerinin karsilastiklar: sorunlara dikkat
¢ekilecegi Ongoriilmekte, arastirmanin okul yonetimiyle ilgili alinacak karar ve
uygulamalarda ise yol gosterici nitelikte olmasi beklenmektedir. Bunun yani sira
bu arastirmanin okul yonetiminin ciddi bilgi, tecriibe ve uzmanlik alani oldu-
gunu gostermesi bakimindan da egitim yonetimi literatiiriine katki saglayacagi
disintilmektedir. Arastirmayr diger benzer aragtirmalardan ayiran en Onemli
ozellik ise okul miidiirlerinin anaokul, ilkokul, ortaokul ve liselerde karsilastik-
lar1 sorunlar1 ¢6ziim Oneriyle birlikte biitiinciil bir yaklagimla sunmasidir. Yani
arastirma farkli 6gretim kademelerindeki benzer ve farkli yonetim sorunlarini,
uygun ¢Oziim yollariyla gdstermesi bakimindan 6nemli olmaktadir. Son olarak bu
arastirmanin okul miidirlerinin sorun ¢ézme becerilerinin ve sorunlara yonelik
farkindalik diizeylerinin artmasi konusunda da kayda deger katkilar saglayacagi
distniilmektedir.

Arastirmanin Amact

Bu aragtirmanin amact anaokulu, ilkokul, ortaokul ve liselerde gérev yapan
okul miidiirlerinin yonetimde karsilagtiklart sorunlari belirlemek ve bu sorunlara
iliskin okul miidiirlerinin gelistirdikleri ¢6ziim Onerilerini ortaya ¢ikarmaktir.

Yontem

Arastirmanin Modeli

Bu arastirma, betimsel tarama modelinde durum calismast (case study)
yontemi kullanilarak yapilmig nitel bir aragtirmadir. Tarama modeli, aragtirmaya
konu olan birey veya durumun, kendi kosullar1 iginde ve oldugu gibi tanimlan-
maya calisiimasidir. Tarama arastirmalarinin amaci arastirma konusuna iligkin
var olan durumun fotografini cekip bir betimleme yapmaktir (Karakaya, 2012;
Karasar, 2002). Durum ¢aligmasi giincel bir olay veya olguyu kendi yagsam cerge-
vesi iginde derinlemesine ele alan bir arastirma yontemidir (Yildirim ve Simsek,
2013). Nitel arastirma ise; goriisme, gézlem ve dokiiman analizi gibi degisik nitel
yontemlerin kullanildigi, aragtirmaya iligkin algi ve olaylarin, dogal ortamda bii-
tlinciil, sistematik ve gergekgi bir sekilde ortaya konmasini saglayan arastirmalar-
dir (Ekiz, 2003; Yildirim ve Simsek, 2013). Nitel aragtirmacilar, insanlarin diinya-
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larini nasil sekillendirdikleriyle ve deneyimlerine ne gibi manalar yiikledikleriyle
ilgilenirler (Merriam, 2013).

Calisma Grubu

Arastirmanin ¢aligma grubu, 2017-2018 egitim-6gretim yilinda Siirt il merke-
zindeki anaokulu, ilkokul, ortaokul ve lise seviyesindeki devlet okullarinda gorev
yapan 12 okul midiiriinden olusmaktadir. Calisma grubunda yer alan okul mii-
diirleri, ildeki farkli sosyo-ekonomik ve kiiltiirel ¢cevrelerdeki okullardan “maksi-
mum cesitlilik 6rnekleme” yontemi ile secilmistir. Maksimum cesitlilik 6rnekle-
me, evrende iizerinde ¢alisilan problemle ilgili olarak kendi i¢erisinde benzesik
farkli durumlarin belirlenerek, arastirmanin bu durumlar iizerinde yapilmasidir
(Buytikoztiirk, Kili¢ Cakmak, Akgiin, Karadeniz ve Demirel, 2014). Caligma gru-
bunda yer alan okul miidiirlerine iligskin bilgiler Tablo 1’de verilmistir.

Tablo 1.
Calisma grubunda yer alan okul miidiirlerine iliskin bilgiler

Midiir Cinsiyet Medeni  Gorev Yapllan‘ Yas Yoneticilikteki %l;l::lf::l Ogrenim
Durum  Okul Kademesi Kidem Sayst Durumu
Al Erkek Evli Anaokulu 37 5 140 Lisans
A2 Erkek Evli Anaokulu 34 7 110 Lisans
A3 Erkek Evli Anaokulu 35 5 120 Lisans
i1 Erkek Evli Ilkokul 60 23 623 On Lisans
2 Erkek Evli Ilkokul 47 17 564 Lisans
3 Erkek Evli Ilkokul 49 4 682 Lisans
01 Erkek Evli Ortaokul 35 3 190 Lisans
02 Erkek Evli Ortaokul 40 9 650 Lisans
03 Erkek Evli Ortaokul 41 8 548 Lisans
L1 Erkek Evli Lise 39 12 547 Lisans
L2 Erkek Evli Lise 37 8 510 Lisans
L3 Erkek Evli Lise 35 9 550 Y. Lisans

(A: Anaokulu midiirlerini, I: Tlkokul miidiirlerini, O: Ortaokul miidiirlerini, L: Lise mii-
diirlerini temsil etmektedir)

Tablo 1’de goriildigii gibi anaokulu, ilkokul, ortaokul ve lisede gorev yapan
her okul kademesi, 3’er okul miidiirii ile temsil edilmekte olup toplamda 12 okul
miidiriyle goriisme yapilmistir. Katilimeilarin tiimii evli ve erkektir. Okul mii-
diirlerinin yas ortalamasi yaklagik 41°dir ve en yash okul miidiirii 60 yasindayken;
en gen¢ okul miidiird ise 34 yagindadir. Okul miidiirlerinin kayda deger bir kism1
5 yil ve lizeri yoneticilik kidemine sahiptir. Okullarin, okul kademesi bakimindan
ogrenci sayilar1 birbirine yakindir. Bunun yani sira birer okul miidiirii 6n lisans ve
yiiksek lisans mezunu iken, geriye kalan okul miidiirleri lisans mezunudur.
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Verilerin Toplanmast ve Céziimlenmesi

Arastirmanin verileri, goriisme teknigiyle toplanmigstir. Bunun icin arastir-
maci tarafindan yar1 yapilandirilmig goriisme formu hazirlanmistir. Yar1 yapi-
landirilmig goriigsmeler, yapilandirilmig goriismeler kadar kati olmamasi ve ya-
pilandirilmamig goriismeler kadar esnek olmamasi nedeniyle tercih edilmistir.
Yar1 yapilandirilmig goriisme formunda su sorulara yer verilmistir; (1) Okul yo-
netiminde karsilagilan “6gretmen kaynakli” temel sorunlar nelerdir? Ogretmen
kaynakli temel sorunlara yonelik hangi ¢oziim yollar gelistirilebilir? (2) Okul
yonetiminde karsilasilan “6gretmen disindaki idari personel (yardimci hizmetli
ve memur gibi) kaynakli” temel sorunlar nelerdir? Ogretmen Digindaki Personel
(yardimcr hizmetli ve memur gibi) kaynakli temel sorunlara yonelik hangi ¢6ziim
yollar1 gelistirilebilir? (3) Okul yonetiminde karsilagilan “6grenci kaynakli” temel
sorunlar nelerdir? Ogrenci kaynakli temel sorunlara yonelik hangi ¢6ziim yollart
gelistirilebilir? (4) Okul yonetiminde karsilagilan “6grenci velilerinden kaynakli”
temel sorunlar nelerdir? Ogrenci velilerinden kaynakli temel sorunlara yonelik
hangi ¢6ztim yollar gelistirilebilir? (5) Okul ydonetiminde karsilasilan diger temel
sorunlar nelerdir? Bu temel sorunlara iliskin hangi ¢dziim yollar1 gelistirilebilir?

Arasgtirmaya katilan okul miidiirlerinden sadece besi bireysel goriismelerin
ses kayit cihaziyla kaydedilmesine izin vermis, geriye kalan yedi okul miidiirii ise
bireysel goriigmeler esnasinda ses kayit cihazinin kullanilmasini kabul etmeye-
rek goriislerini yazil olarak ifade etmistir. Ses kayit cihaziyla yapilan goriismeler
yaklagik 70 dakika siirmiigtiir. Ayrica arastirmada veri kaybinin Oniine ge¢gmek
i¢in, okul miidiirlerinden, yar1 yapilandirilmig goériisme formunu doldurmalari da
istenmisgtir. Ses kayitlar ile yar yapilandirilmig goriisme formundaki bilgiler de-
sifre edilmis, okul midiirlerinin gorisleri kodlanarak yaziya aktarilmistir. Buna
gore anaokulu midirleri “A”; Ilkokul midirleri “I”;ortaokul midirleri “O”; lise
miudiirleri “L harfiyle kodlanmig ve her katilimcinin kodunun yanina bir numara
verilmistir.

Arastirma verilerinin ¢oziimlenmesinde, nitel analiz yontemlerinden biri
olan betimsel analiz ile icerik analizi kullanilmigtir. Betimsel analiz, 6nceden tes-
pit edilmis temalara gore verilerin 6zetlenmesi ve yorumlanmasidir. Igerik analizi
ise birbirine benzeyen verilerin belli kavramlar ve temalar cercevesinde bir araya
getirilmesidir (Yildirim ve Simsek, 2013). Bu kapsamda arastirmaya katilan okul
mildirlerinin gorisleri gorigsme formundaki sorular esas alinarak kategorilendi-
rilmig ve ifadeleri tekrarlanma sayilarina (frekans) gore belirlenerek tiimevarim
yontemiyle yorumlanmistir. Ayrica arastirma siirecinde elde edilen nitel veriler
iki aragtirmaci tarafindan kodlanmis ve kodlamalar arasindaki uyumun Cohen’in
Kappa katsayistyla (x = 0.94) ¢ok iyi diizeyde oldugu saptanmistir.

Gecgerlik ve Giivenirlik

Arastirmanin gegerligini ve gilivenirligini saglamak icin yar1 yapilandirilmig
goriisme formundaki sorular genis bir literatiir taramasi yapilarak, uzman gorii-
sl dogrultusunda hazirlanmistir. Goriisme formundaki sorularin, arastirmanin
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amacina uygun olmasia dikkat edilmistir. Tecriibesine ve bilgisine giivenilen
iki okul miidiiriiyle bir 6n uygulama gergeklestirilmistir. On uygulama ve uzman
goriisli alindiktan sonra asil goriismelere gecilmistir. Gortismeler, katilimeilarin
uygun gordiikleri yerde ve zamanda bir sohbet havasi icinde gerceklestirilmis-
tir. Goriigmeler esnasinda arastirmaci tarafindan zaman zaman not alma yoluna
gidilmistir. Okul miidiirlerinin arastirma sorularmin disina ¢iktigr durumlarda
ise daha net ve aciklayict olmalarini saglamak i¢in okul miidiirlerine ek sorular
yOneltilmistir. Arastirma sonucunda ortaya cikan goriisler arasindaki tutarlilik
incelenmis; desifre edilen kayitlar teyit incelemesine tabi tutulmustur. Ayrica
yapilan biitiin gértigmeler dokiiman haline getirilmis, anlagilabilir bir dil kulla-
nilmasina 6zen gosterilmis ve gereken yerlerde dogrudan alintilar yapilmustir.
Dogrudan alintilarda temaya uygunluk, agiklayicilik ve carpicilik olgiitleri goz
oniinde bulundurulmustur (Unver, Biimen ve Basbay, 2010).

Bulgular

Bu béliimde aragtirma sonucunda elde edilen bulgular, okul miidiirlerine
yoneltilen sorulari iceren alt kategoriler halinde verilmistir.

Okul Yonetiminde Karsilasilan “Ogretmen Kaynakli” Temel Sorunlar ve Coziim
Onerileri

Bu alt baglikta okul miidiirlerine “Okul yonetiminde karsilagilan ‘Ogretmen
kaynaklr’ temel sorunlar nelerdir? Ogretmen kaynakli temel sorunlara yonelik
hangi ¢6ziim yollar1 gelistirilebilir?” sorusu yoneltilmistir. Buna gore okul mii-
dirlerinin “6gretmen kaynakli” yasadiklar1 temel sorun alanlarina iliskin frekans
dagilimlar1 Tablo 2°’de gosterilmistir.

Tablo 2.
Okul miidiirlerinin “6gretmen kaynakl” temel sorun alanlar

Sorun Kaynagim Belirten Okul

Ogretmen Kaynakl Sorunlar Miidiirleri f
Gorevi 6nemsememe ve savsaklama Al, A3,11,12,13,01,02,03,1.2,1L3 10
Nobet gorevini aksatma i1,12,13,01,02,03,L1,12, L3 9
Derse zamaninda girmeme i1, 12,13, 01,02, 03, L1, L2 8
Takim ve ig birligi ruhuyla hareket etmeme I1,12,13,01,02,03,L1,L3 8
Etkinlik ve calismalarda pasif kalma istegi 11,12, 13, 01, 02,03, L1, L3 8
Sik stk rapor ve izin kullanma A3,12,01,02,03, 12,13 7
Kilik-kiyafet yonetmeligine aykiri hareket etme i2,01,02,03, 12,13 6
Denetim ve caydirici bir ceza sisteminin olmamast ~ Al, 3,01, 02,03,L2 6
Ogretmen sirkiilasyonunun fazla olmasi 01,02,03,L1,1.2 5
Ucretli ogretmenlerin deneyimsiz olmasi 11,12, 13, L2 4
Kendini cagin gereklerine gore gelistirmeme A2,13,1.2,L3 4
Okul yonetimi ve velilerle iletisim kuramama i3, 01, 02, 3
Ozel sorunlari okul ortamina tagima 2,03 2
Toplam 80

545



Mehmet Sabir Cevik

Tablo 2’de goriildigii gibi okul midiirleri “6gretmen kaynakli” temel sorun
alanlar1 kapsaminda en ¢ok gorevi 6nemsememe (f = 10), ndbet gorevini ak-
satma (f = 9), derse zamaninda girmeme (f = 8), takim ve is birligiyle hareket
etmeme (f = 8), etkinlik ve calismalarda pasif kalma istegi (f = 8) konularinda
sorun yasamaktadir. Tabloya 2’ye gore okul miidiirleri en az ise 0zel sorunlari
okul ortamina tagima (f = 2), okul yonetimi ve velilerle iletisim kuramama (f =
3) konularinda sorun yasamaktadir. Geriye kalan sorunlarin siklik dagilimlarinin

ise dort ile yedi arasinda degistigi bulgulanmustir.

Ogretmen kaynakli temel sorunlara iliskin bazi okul miidiirlerinin goriisleri

su sekildedir;

“Ogretmenler, mesleki anlamda kendilerini cagin gerektirdigi ihtiyaca cevap
verebilecek sekilde gelistirmediklerini diigiiniiyorum. Bu da égretmenlerin kendini
yenilememesine ve zamanla ogretmenligi siradan bir memuriyet olarak gérmesine
neden oluyor (A2).”

“Okul icinde veya disinda yapuacak ¢aligma ve etkinliklerde 6gretmenler, kendilerine
gorev verilmemesi i¢in olur olmaz mazeretler iiretmekte ve bu durum adeta aliskan-
Itk haline gelmektedir. Bu sebeple okulun basi olarak biz miidiirler, siirekli 6gretmen-
lerle karst karstya kalmaktayiz. Ogretmenlerin okul idaresini anlamadigint ve yeterli
empati kurmadiklarim diisiiniiyorum (I3).”

“Ogretmenlerin yaptigi isi onemsememesi en biiyiik sorunlardan biridir. Her yerde
ornek alinmasi gereken ogretmenlerin ne yazik ki iyi bir rol model olmadiklarin
goriiyoruz. Ayrica ogretmenlerin karst tarafla nasu iletisim kuracaklannt tam olarak
bilmediklerine de sahit oluyoruz (02).”

“Ogretmenler, istedikleri zaman rapor alabilmektedir. Elbette Ggretmen de hasta ola-
bilir, rapor alabilir: Bu, ¢ok dogal bir durumdur. Ancak incir kabugunu doldurmayan
gerekgelerle rapor alan ogretmenlerimiz var. Gelisigiizel alinan raporlar denetlen-
memektedir. Raporlu 6gretmenin eksikligi ise okullardaki diizen ve isleyisi bozuyor
(L3).”

Okul mudiirlerinin “6gretmen kaynakli” yasadiklari temel sorun alanlarina

iliskin ¢oziim 6nerilerine yonelik frekans dagilimlar1 Tablo 3’te gosterilmistir.

Tablo 3.
Okul miidiirlerinin “6gretmen kaynakl” temel sorunlara yonelik ¢oziim onerileri

Ogretmen Kaynakh Sorunlara Yonelik Coziim Onerileri

Coziim Onerisi Belirten Okul

Miidiirleri f

Performans ve kariyer odakli ticret sisteminin kurulmasi Al,12,13,01,02,03, L2,L3 8

Her okulda yedek bir 6gretmenin bulundurulmasi 11, 12, 13, 01, 02, 03, L1 7
Saglik raporlarinin saglik kurullarinca incelenmesi Al,11,01,02, 12 5
Basarili 6gretmenlere maag ikramiyesinin verilmesi 11, 12, i3, O1 4
Maas ve ekders ticretlerinin iyilestirilmesi 3,02, L1 3
Ogretmenler arasinda tath bir rekabetin saglanmasi A2,02, 03 3
Ciddi bir denetim mekanizmasinin uygulanmasi i1, 02 2
Sadece egitim fakiiltesi mezunlarinin 6gretmen yapilmast ~ Al1,L2 2
Basarisiz 6gretmenlerin memur olarak atanmasi L2 1

546



Okul Yénetiminde Karsilasilan Sorunlar ve Oneriler

Tablo 3.
Okul miidiirlerinin “6gretmen kaynakl” temel sorunlara yonelik ¢oziim onerileri
(Devami)

Coziim Onerisi Belirten Okul

Ogretmen Kaynakh Sorunlara Yonelik Coziim Onerileri Miidiirleri f
Miidirlik makaminin giiclendirilmesi i1 1
Ogretmenlik staj uygulamalarinin yeniden diizenlenmesi o1 1
Toplam 37

Tablo 3’te goriildiigt gibi okul miidirleri “6gretmen kaynakli” temel sorun-
lara yonelik en cok performans ve kariyer odakli ticret sisteminin kurulmasi (f =
8), her okulda yedek bir 6gretmenin bulundurulmasi (f = 7) ve saglik raporlari-
nin saglik kurullarinca incelenmesi (f = 5), basarili 6gretmenlere maas ikramiye-
sinin verilmesi (f = 4) 6nerileri yer almaktadir. Ayrica geri kalan 6nerilerin siklik
dagilimlariin bir ile ti¢ arasinda degistigi gortilmektedir.

Okul miidiirlerinin bir kismmnin 6gretmen kaynakli temel sorunlara iligkin
Onerilerini igeren goriisleri ise su sekildedir;

“Diger memuriyetlerde oldugu gibi 6gretmenlere de mutlaka performans ve kariyer

sistemi getirilmelidir. Ogretmen hangi basmakta oldugunu gorebilmelidir. Okul mii-

diir ve miidiir yardimedarna da aym sistemin getirilmesi lazim. Ogretmen ve okul

yoneticileri ayliklarini bu sisteme gore almall (A1).”

“Okul miidiirlerinin 6gretmenler iizerindeki yetkisi oldukca yetersiz. Oncelikli olarak
okul miidiirlitk makanu giiglendirilmeli. Okul miidiirleri, diigiik performans goste-
ren Ggretmenleri bagka okullara gonderebilme yetkileriyle donatilmali. Ornegin; okul
miidiirii performanst diisiik oldugu gerekcesiyle bir dgretmeni A tipi bir okuldan B
veya C tipi bir okula gonderebilmeli (I1).”

“Ogretmen, her seyden once okulunu sevecek. Ciinkii, okulunu sevmeyen égretme-
nin basarili olmast miimkiin degildir. Ayni zamanda 6gretmenler arasinda tatlt bir
rekabet saglanmali. Okul yoneticilerine bu konuda biyiik bir sorumluluk diismek-
tedir (03).”

“Ogretmenlik meslegi istihdam icin degil, gelecek nesilleri yetistirmek icin yapilmast
gereken bir meslek oldugu bilincinde olunmali. Egitim fakiiltesinden mezun olma-
yanlarin 6gretmen olarak atamalart yapdmamalidr. Boyle olmasi halinde 6gretmen
kaynakli sorunlar ¢ogu kendiliginden ¢oziilecektir (L2).”

Okul Yonetiminde Karsuagilan “Ogretmen Disindaki Personel (yardimct hizmetli ve
memur gibi) Kaynakh Temel Sorunlar ve Coziim Onerileri

Bu alt baslikta okul miidiirlerine “Okul yonetiminde karsilasilan ‘0gretmen
disindaki personel (yardimcei hizmetli ve memur gibi) kaynakl’’ temel sorunlar
nelerdir? Ogretmen disindaki personel (yardimer hizmetli ve memur gibi) kay-
nakli temel sorunlara yonelik hangi ¢6ziim yollar1 gelistirilebilir?” sorusu yonel-
tilmistir. Buna gore okul midiirlerinin “6gretmen disindaki personel (yardimci
hizmetli ve memur gibi) kaynakli” yasadiklar1 temel sorun alanlarina iligkin fre-
kans dagilimlar1 Tablo 4’te gosterilmistir.
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Tablo 4.
Okul miidiirlerinin “6gretmen disi (yardimci hizmetli ve memur gibi) kaynakl”
temel sorun alanlar

Ogretmen Dis1 Personelden Kaynakh Sorunlar Sorun Kaynagim Belirten Okul Miidiirleri £
Yeterli donanima sahip olmama Al, A3,12,13,01,02,03,L1, 1.2 9
Personel sayisinin az olmasi I1,12,13,01, 02,03, L1, L2 8
Gelisigiizel rapor ve izin kullanma A3,11, 12,13, 02,03, L1 7
Kadrolu olmanin verdigi giiven Al,11,13,01,02,1.2, L3 7
Engelli personelin hizmetli olarak atanmasi i1,12,13, 01,02, L1 6
Yasanan sorunlari siyasi otorite baskisiyla ¢ozme i2,01,03,L1,12 5
Tletisim ve iislup sorunu i2,02,L1,L3 4
Mesai saatlerine uymama 3,01, 02 3
Gorev yerini izinsiz terk etme Al, 01, 02 3
Hizmetlilerin sadece erkeklerden olugmasi Al, A3 2
Toplam 55

Tablo 4’te goriilldigii gibi okul midiirleri “6gretmen dis1 personelden kay-
nakli” temel sorun alanlar1 kapsaminda en ¢ok yeterli donanima sahip olmama
(f = 9), personel sayisinin az olmasi (f = 8), gelisigiizel rapor ve izin kullanma
(f = 7) ve kadrolu olmanin verdigi giiven (f = 7) konularinda sorun yasadiklar1
goriilmektedir. Tabloya gore okul miidiirlerinin en az sorun alanlar1 ise mesai
saatlerine uymama (f = 3), gorev yerini izinsiz terk etme (f = 3) ve hizmetlilerin
sadece erkelerden olusmasi (f = 2) konularinda yasamaktadir. Geriye kalan so-
runlarin siklik dagilimlarinin ise dort ile alt arasinda degistigi saptanmustir.

Ogretmen disindaki personelden kaynakli temel sorunlara iliskin bazi okul
miudiirlerinin gorisleri su sekildedir;

“Donamimli ve etik kurallara bagl personel bulmak zor. Ogretmen kadrosu disinda-
ki personelin ¢cogu, isin ehli degil. Haliyle okul idarecileri, bunlar calistrmakta zor-
luk cekiyor. Personel hakkinda idari islem baslatildiginda, araya baskalar: devreye
giriyor. Bu da, bizi zor duruma diigiiriiyor (A3).”

“Okul personeli (ozellikle hizmetliler) cant sikilinca ¢ok rahat bir gekilde rapor al-
makta ve alinan rapordan dolay: personelin maagsindan ¢ok az bir kesinti yapilmak-
tadw: Bu sebeple okul personellerinin saglhk raporunu okul idarecilerine karst bir
silah olarak kullandiklarina sahit oluyoruz (12).”

“Yazigmalarda ve evrak takibinde memura ¢ok ig diismektedir. Gtintimiiz artik bil-
gisayar ve teknoloji ¢cag... Ne yazik ki okullarda kendini yenilemeyen, bilgisayar kul-
lanmaswni ¢ok iyi bilmeyen ve siirekli hata yapan memurlar oluyor. Bu tiir memurlar,
okul iglerinin zamaninda yapimasint engelliyor (O1).”

“Personel ile ilgili idari isler ve sorunlar giin gectik¢e artiyor. Personelle herhangi bir
sorun yasadigimizda hemen sonrasinda siyasi veya sendikal bir baskiyla kargt karsiya
kaliyoruz. Sorusturma a¢mak istiyoruz, acamiyoruz; ceza vermek istiyoruz, veremi-
yoruz. Elimiz, kolumuz bagl kaliyor (L1).”
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Okul miidiirlerinin “6gretmen dist personelden (yardimci hizmetli ve me-
mur gibi) kaynakli” yasadiklari temel sorun alanlarina iliskin ¢6ziim Onerilerine
yonelik frekans dagilimlar: Tablo 5’te gosterilmistir.

Tablo 5.
Okul miidiirlerinin “6gretmen disi personelden kaynaklt” temel sorunlara yonelik
¢oziim onerileri

Ogretmen Das1 P"ersonelden Kaynakl Sorunlara Coziim Onerisi Belirten Okul £
Yonelik Coziim Onerileri Miidiirleri

Temizlik iglerinin hizmet alimi yoluyla yapilmasi 15217’ ]1;)2, A3, 11, 12,13, 01, 02, L1, 11
Hizmetli kadrolarinin sozlesmeli statiisiine gegirilmesi ~ Al, A2, A3, 13,01, 03,12,13 8
Okul personelinin rotasyona tabi tutulmasi 13,03,L1,L2 4
Personel dagitiminda nesnel 6l¢iitlerin olmasi A3,12,13,13 4
Her okulda bayan hizmetlilerin bulunmasi Al, A2, 12 3
Fazla personelin bagka okullara kaydirilmasi i1, L1, 2
Ogrenci sayisina gore personel aliminin yapilmasi 03,13 2
Gorevini yapmayan personelin bir alt kadroya atanmasi  O1 1
Toplam 35

Tablo 5’te gortldiigii gibi okul midirlerinin “6gretmen disi personelden
kaynakli” temel sorunlara yonelik ¢6ziim Onerileri en cok temizlik islerinin hiz-
met alimi yoluyla yapilmasi (f = 11) ve hizmetli kadrolarinin sdzlesmeli statiisii-
ne gegirilmesi (f = 8) yoniindedir. En az dneri ise gérevini yapmayan personelin
bir alt kadroya atanmasi (f = 1) seklinde olmustur. Bununla beraber geri kalan
onerilerin siklik dagilimlar iki ile dort arasinda degismektedir.

Bazi okul midiirlerinin 6gretmen digindaki personelden kaynakli temel so-
runlara yonelik Onerilerini kapsayan goriisleri su sekildedir;

“Hizmetli alimlarimin hizmet alimi seklinde okul miidiirlerinin yetki ve kontrolii
altinda yapilmast gerekir. Kadrolu hizmetliler; arkalarinda devlet giivencesini his-
settikleri icin canla basla ¢alignmuyorlar. Eger okul miidiirleri, hizmetlinin maasin
performansina gore verme yetkisine sahip olsa, okullardaki hizmetli sorununu da
kendiliginden ¢oziiliir (A2).”

“Bana gore okullardaki hizmetlilerin en az yarisimin bayanlardan olusmast lazim.
Crinkii temizlik isi, erkeklerden ziyade bayanlarin isi... Bu sene okulumuza iki bayan
iskur elamani gonderildi. Bayan iskur elamanlarinin temizligiyle erkek iskur elaman-
lanmin temizligi arasinda daglar kadar fark oldugunu gordiim. Sene boyunca da
bayan elamanlarin gorev alaniyla ilgili velilerden bir sikayet dahi gelmedi (12).”

“Memur olarak gorevlendirilen personelin yetersiz oldugu tespit edildigi anda hiz-
metli veya daha alt bir kadroya atamast yapuabilmelidir. Belki bu yolla personelin
kendini gelistirmesi saglanabilir (O1).”

“Okullara hizmetli dagitim gelisigiizel yapiliyor. Yani belli bir kriter yok. Kiiciik ve
biiyiik okullara ayni sayida hizmetli veriliyor. Hizmetlilerin cogu da kiiciik okullarda
gorev yapmak istiyor. Mesela dgrenci sayisina gore hizmetli verilmesi bu sorunu
ortadan kaldirabilir (L3).”
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Okul Yonetiminde Karsilagilan “Ogrenci Kaynakly” Temel Sorunlar ve Coziim Onerileri

Bu alt baghkta okul miidiirlerine “Okul yonetiminde kargilagilan ‘0gren-
ci kaynaklr’ temel sorunlar nelerdir? Ogrenci kaynakli temel sorunlara yonelik
hangi ¢oziim yollar1 gelistirilebilir?” sorusu yoneltilmistir. Buna gére okul mii-
diirlerinin “6grenci kaynakli” yasadiklar1 temel sorun alanlarina iligkin frekans
dagilimlar1 Tablo 6’da gosterilmistir.

Tablo 6. Okul miidiirlerinin “6grenci kaynakli” temel sorun alanlan

Ogrenci Kaynakli Sorunlar Sorun Kaynagimi Belirten Okul Miidiirleri f
Sinif ve okul kurallarina uymama I1,12,13,01,02,03,L1,12,1L3 9
Okulu sahiplenmeme I1,13, 01,02, 03,L1,12,L3 8
Siddete ve kavgaya meyilli olma I1,12,13,01, 02, L1, 12, L3 8
Devamsizlik yapma I1,12,13,01,02,03,L1, L2 8
Okul esyasina zarar verme i1,02,03,L1,12, L3 6
Sorumluluk duygusunun gelismemis olmasi 02,03,L1,L2,L3 5
Ogrencilerin simarik ve laubali olmasi O1,L1,1L2,L3 4
Televizyon dizilerinin 6rnek alinmasi 02,L1,12,L3 4
Uygunsuz kilik-kiyafetle okula gelme 02,03,L1 3
Cep telefonuyla derse girme L1, L2 2
Tablet bilgisayarlari amaci disinda kullanma L1, L2 2
Kiz-erkek iligkisinde dengeyi saglayamama L2,L3 2
Sigara igme alisgkanliginin olmasi L1,L3 2
Anadilin Tiirk¢e olmamasi Al 1
Abartil bir sekilde sosyal medyayr kullanma L2 1

Toplam 65

Tablo 6’da goriildiigii gibi okul miidiirleri “6gretmen kaynakli” temel so-
run alanlar1 kapsaminda en ¢ok sinif ve okul kurallarina uymama (f = 9), okulu
sahiplenmeme (f = 8), siddete ve kavgaya meyilli olma (f = 8) ve devamsizlik
yapma (f = 8) konularinda sorun yasamaktadir. Tabloya gore okul miidiirleri en
az soru yasadiklari konular; anadilin Tiirkce olmamasi (f = 1) ve abartil bir se-
kilde sosyal medyay1 kullanma (f = 1) konularidir. Geriye kalan sorunlarin siklik
dagilimlarinin ise iki ile sekiz arasinda degistigi bulgulanmustir.

Ogrenci kaynakl temel sorunlara iliskin bazi okul miidiirlerinin goriisleri su
sekildedir;

“Okulumuz cevre bir anaokulu. .. Ogrencilerimizin cogunun da anadili Tiirkee degil.
Bu sebeple okula gelen ogrencilerimizin bir boliimiiyle ilk zamanlarda iletigim kur-
makta zorlanwyoruz.Hatta bundan dolay: velilerimizle bile iletisim kuramiyoruz. Ne
yazik ki bu sorun, eskiye nazaren daha az olsa bile hald devam etmektedir (A1).”

“Ogrencilerimizin bir kisnu siirekli sinif ve okul esyasina zarar veriyor. Siif ve okul
esyasmnt sahiplenmiyorlar. Bazen giin agint lavabo musluklanini ve sinif kapilarnm
tamir ettirdigimiz oluyor. Bir ¢cocugun bu sekilde davranmasina anlam veremiyorum
(i1).”
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“Ogrencilerimiz televizyon dizilerinden ve sosyal medyadan égrendikleri olumsuz
davraniglan kendilerine drnek aliyorlar. Televizyon dizilerindeki siddeti kendi arka-
daslar tizerinde uyguluyorlar. Anlasimayan, argolu bir dille sorunlart ¢ozmeye cali-
swyorlar. Ogrencilerin birbirlerine karst saygilar yok (02).”

“Ogrenciler okula devam konusunda asin rahatlar. Istedikleri vakit devamsiziik
yapabiliyorlar. Ozellikle iiniversite sinavlanmn yaklastigi giinlerde ogrencilerin
devamsizliklar: tavan yapiyor. Ogrencilerimiz, devamsizliktan dolay hicbir yaptirim-
la karsilasmayacaklarim diisiiniiyorlar. Devamsizliktan dolay: 6grencilerimize yapti-
rim uygulamaya ¢alistigimizda ise ¢cogu ogrenci okuldan soguyor (L2).”

Okul miidiirlerinin “6grenci kaynakli” yasadiklar: temel sorun alanlarma
iliskin ¢Oziim Onerilerine yonelik frekans dagilimlar: Tablo 7°de gosterilmistir.

Tablo 7.
Okul miidiirlerinin “6grenci kaynakl” temel sorunlara yonelik ¢oziim onerileri

(:)grenci Kaynakl Sorunlara Yonelik Coziim Coziim Onerisi Belirten Okul £
Onerileri Miidiirleri

Veli ev ziyaretlerinin yapilmasi 2, 13,01,02, 03, L1, L2 7
Ogrenci rehberlik hizmetlerinin artirilmasi 13,01,02,03,L1,L3 6
Aile egitimlerinin yapilmasi A3,02,03,L1,1L2 5
Ogrencilere yonelik sosyal etkinliklere yer verilmesi 3,01,03,12,L3 5
Okula devam konusunda ikna ekiplerinin kurulmast 02, O3, L1 3
Ogrenci disiplin yonetmeliginin caydirict olmast 03,1L2,1L3 3
Sosyal paylagim sitelerine kisitlama getirilmesi O1,L2,1L3 3
Sorun kaynaklarinin iyi tespit edilmesi 2,11 2
Islenen derslerde degerler egitimine agirlik verilmesi  O1, L2 2
Toplam 36

Tablo 7’de goriildiigl gibi okul miidiirleri “6grenci kaynakli” temel sorun-
lara yonelik 6neriler kapsaminda en ¢ok veli ev ziyaretlerinin yapilmasi (f = 7)
ve Ogrenci rehberlik hizmetlerinin artirilmasi (f = 6) seklindedir. En az 6neri ise
veli igbirliginin saglanmasi (f = 2) ve iglenen derslerde degerler egitimine agirlik
verilmesi (f = 2) seklinde olmustur. Bununla birlikte geri kalan 6nerilerin siklik
dagilimlar ii¢ ile bes arasinda degismektedir.

Bazi okul mudiirlerinin 6grenci kaynakli temel sorunlara yonelik 6nerilerini
kapsayan gortsleri ise su sekilde olmustur;

“Ogrencilerin iyi yetismesi icin dgretmen veya okul yeterli degil. Ogrenci, okulda iyi
davranig kazanip ailede 6grendigi iyi davraniglart sergileyen anne-baba gormezse ka-
lict iyi davramislar elde edemez. O yiizden ise aileyi egitmekle baslamak gerekir. Ozel-
likle rol model davranislar konusunda anne ve baba faktorii cok onemlidir (A3).”

“Ogrencilerin enerjilerini bosaltabilecekleri ve yeteneklerini sergileyebilecekleri sos-
yal, sportif ve kiiltiirel etkinliklere yonlendirilmesi, 6grenci davranislarini azaltacak-
tr. Her ogrenci ayri bir diinya olduguna gore, dgrencinin diinyasina hitap edecek
faaliyetler yapmalyiz (13).”
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“Bir dgrenci ¢ok zeki veya bagsarili olabilir. Ancak arkadaglarina kotii davraniyorsa,
baskalarina kargt saygili degilse, bozuk bir agza sahipse, siirekli yalan soyleyip bas-
kalarimi kanduryorsa o bagarinin benim goziimde hicbir kiymeti yok...Ne yazik ki
akademik bagariya agirt odaklanmak, bazi degerlerimizi arka plana itti. Okullarda
ogrencilere giizel davramglarn kazandwracak ‘degerler egitimi’ derslerine yer vermek
faydali olacaknr (O1).”

“Ogrencilerimize bazen haksizlik ettigimizi diisiiniiyorum. Bir 6grenci hata yaptigt
gibi o dgrenciyi hemen azarlayip bastiriyoruz. Halbuki dgrenci, istenmeyen davra-
nist neden gostermigtir ve bu davraniga onu siiriikleyen nedenler nelerdir? sorusuna
odaklanmanuz lazim. Sorunlann kaynagina inerek ve sorunlara daha gergekgi, ay-
nintil yaklasmak en dogru bir yaklagim olsa gerek (L1).”

Okul Yonetiminde Karsilagilan “Ogrenci Velilerinden Kaynaklh” Temel Sorunlar ve
Coziim Onerileri

Bu alt baglikta okul midiirlerine “Okul yonetiminde karsilasilan ‘6grenci
velilerinden kaynaklr’ temel sorunlar nelerdir? Ogrenci velilerinden kaynakli te-
mel sorunlara yonelik hangi ¢oztim yollar gelistirilebilir?” sorusu yoneltilmistir.
Buna gore okul miidiirlerinin “6grenci velilerinden kaynakli” yasadiklar: temel
sorun alanlarma iliskin frekans dagilimlar: Tablo 8’de gOsterilmistir.

Tablo 8. Okul miidiirlerinin “6grenci velilerinden kaynakl” temel sorun alanlan

Sorun Kaynagim Belirten Okul

Ogrenci Velilerinden Kaynakli Sorunlar Miidiirleri f
Onyarglh ve suglayici tavir sergileme A2,11,12,01,02,03,L1,L.2 8
Okula ve 6grencilere kars: ilgisiz olma Al, A2,13, 01, 03, L1 6
Cocuklarmin her dedigine inanma 11, i3, 01, 02, 03, 5
Okula higbir katkida bulunmama A2, 12,02, 03 4
Cocuklarini agir1 gimartma 2,01, 02, 03 4
Her seyi devletten bekleme A3, 11,12, 13, 4
Sorunlar1 kendi yontemleriyle ¢cozmeye caligma Al,02, L2 3
Yiiksek not beklentisi 01, 02,03 3
ALO 147 iletisim merkezini sikayet birimi olarak kullanma 12, 02, L1 3
Okullar1 kreg yuvasi olarak gorme Al, A2 2
Okulla ilgili her seye miidahil olma i1 1
Makam odalarini uzun siire isgal etme L3 1
Toplam 44

Tablo 8de gorildiigii gibi okul miidiirleri “6grenci velilerinden kaynakli”
temel sorunlar bakimindan en ¢ok dnyargili ve suclayici tavir sergileme (f = 8),
okula ve 6grencilere karst ilgisiz olma (f = 6) ve cocuklarinin her dedigine inan-
ma (f = 5) konularinda sorunlar yasamaktadir. Tabloya gore okul miidiirleri en
az soru yasadiklar1 konular; okulla ilgili her seye miidahil olma (f = 1) ve makam
odalarint uzun siire isgal etme (f = 1) konularidir. Geriye kalan sorunlarin siklik
degeri iki ile dort arasinda degismektedir.
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Okul miidiirlerinin bir kisminin 6grenci velilerinden kaynakli temel sorunla-
ra yonelik goriisleri su sekilde olmustur;

“Ozellikle egitim seviyesi diisiik velilere bir sey anlatmak, bu velilerle iletisim kurmak
deveye hendek atlatmaktan zor. Hicbir sey bilmemelerine ragmen bilgiclik taslayip,
isimize karisan ¢ok sayida veli var. Zamanmizin ¢ogu, bu tiirden velileri ikna etmek-
le geciyor(Al).”

“Okulla ilgili bir sey yapmak istedigimizde bazi velilerin hi¢ yardim etmeyip, kos-
tek olmaya calistiklarini biliyorum. ‘Her geyi devlet yapsin’ anlayist var. Bu anlayig
ozellikle maddi konularda kendisini daha fazla hissettiriyor. Bunun icin bilgilendir-
me toplantilarina bile katmayan velilerimiz var (12).”

“Ogretmeni biitiin sorunlarin ve baganisizliklarin merkezine koyan velilerimiz, prob-
lemleri icinden ctkilmaz bir hale getiriyor. Velinin asut duyarl veya duyarsiz olmasi
da baglt basina bir problemdir. Mevzuati arkasina alarak her konuda kendini hakl
gosteren velilerimizin sayist azimsanacak diizeyde degil (O3).”

“Ogrenciler arasindaki bir problemin velilerin olaya miidahil olmaswla icinden ci-
kilmaz bir hal aldigi oluyor. Velilerin bir kismu, 6grencilerinin yagadiklart problemleri
okul idaresi ve 6gretmene danigmadan kendi yontemleriyle ¢ozmeleri farkl sikintilar
da beraberinde getiriyor. Hatta giddet ve saldirganlik boyutuna ulagan olaylarla da
kargilasiyoruz (L2).”

Okul miidirlerinin “6grenci velilerinden kaynakli” yasadiklar: temel sorun
alanlarina iliskin ¢oziim Onerilerine yonelik frekans dagilimlar1 Tablo 9’da gos-
terilmistir.

Tablo 9.
Okul miidiirlerinin “6grenci velilerinden kaynakli” temel sorunlara yonelik ¢oziim
onerileri

Coziim Onerisi Belirten Okul

Velileri Kaynakli Sorunlara Yonelik Coziim Onerileri Miidiirleri f
Rehberlik ve egitim faaliyetlerinin yapilmasi A2,11,03,L1,12,1L3 6
Veli toplantilarinin rutin araliklarla tekrarlanmasi 11,13, 01,02, 03 5
Okul etkinliklerinde velilere aktif rol verilmesi i2,03,L3 3
Belli araliklarla veli ziyaretlerinin yapilmasi 3,02, L1 3
Maddi giicii iyi olan velilerden katki payr alinmasi 1,13 2
Asilsiz sikayetlerde velilere tazminat ddettirilmesi 02 1
Okullarda dilek ve dneri kutularinin olmasi L1 1
Toplam 21

Tablo 9’da goriildiigii gibi okul miidiirleri “6grenci velilerinden kaynakli”
temel sorunlara yonelik Oneriler kapsaminda en ¢ok rehberlik ve egitim faaliyet-
lerinin yapilmasi (f = 6) ve veli toplantilarinin rutin araliklarla tekrarlanmasi (f
= 5) seklindedir. En az 6neri ise asilsiz sikayetlerde velilere tazminat ddettirme
(f = 1) ve okullarda dilek ve 6neri kutularinin olmasi (f = 1) seklinde olmustur.
Geri kalan Onerilerin siklik dagilimlarinin iki ile {ic arasinda degistigi goriilmek-
tedir.
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Baz1 okul miidiirlerinin 6grenci velilerinden kaynakli temel sorunlara yone-
lik 6nerilerini igeren goriisleri ise su sekildedir;

“Velilere yonelik rehberlik ve aile egitimleri faaliyetleri diizenlenmeli. Bu egitimler-

de en onemli yatirinun insana yapilan yatirnm oldugu anlatilmalidir: Okuma-yazma

bilmeyen velilere okuma-yazma kurslart a¢ilmali. Her donem en az bir defa olmak

tizere ‘okul-veli’ dostlugu etkinlikleri yapumaldir (A2).”

“Veli ziyaretlerinin stk stk tekrarlanmasi gerekir ve bu durum sadece veli ziyaretleriyle
de siirl olmamal. Ornegin sosyal etkinlikler yoluyla veli okul diyalogu artinlabilir.
Ciinkii bu tiir etkinlikler velilerde ‘biz bir aileyiz’ diistincesini yerlestirir (I3).”

“Okul idaresini ve ogretmenleri bilingli bir sekilde bakanlik ALO 147 iletisim merke-
zine gikayet eden velilerin manevi tazminat odemeleri lazim. Ciinkii ALO 147 hatt
amact digina ¢tkarak adeta bir sikayet mercii haline gelmigtir. Sikayetler hem biz
idarecileri hem de 6gretmenlerin moralini ve gevkini kirtyor (02).”

“Maddi giicii iyi olan velilerden makul bir sekilde maddi destek alinmal. Ciinkii
biitiin masraflarin devletten karsilantyor olmast veliyi rehavete itmektedir. Okul icin
maddi destekte bulunmayan velilerin etiit, 6zel okul veya dershanelere yiikliice para
verdiklerine sahit oluyoruz (L3).”

Okul Yonetiminde Kargilasilan Diger Temel Sorunlar ve Coziim Onerileri

Bu alt baslikta okul mudiirlerine “Okul yonetiminde karsilasilan diger temel
sorunlar nelerdir? Diger temel sorunlara yonelik hangi coziim yollar gelistiri-
lebilir?” sorusu yoneltilmistir.Buna gore okul midirlerinin diger temel sorun
alanlarina iliskin frekans dagilimlar1 Tablo 10’da gosterilmistir.

Tablo 10.
Okul miidiirlerinin diger temel sorunlar

Sorun Kaynagim Belirten Okul

Diger Temel Sorunlar Miidiirleri f
Okullara yeterince 6denek aktarilmamasi i1, 12,13, 01, 02, 03 6
Okul binalarmin eski ve yetersiz olmast 1,13,02,L1,12 5
Okullarda giivenlik gorevlisinin olmamasi A2,11,13,13 4
Rehberlik ve denetim eksikligi I1,12,02, L1 4
Mevzuatta sik sik degisikliklerin olmast A3,01,L3 3
Tagra yoneticilerinin isin ehli olmamasi L1, L2 2
Okul donatimlarinin dengeli dagitilmamast 2,01 2
Okullarda acil ¢ikis kapilarinin olmamasi 3,02 2
Ayni binay1 birden fazla okulun kullanmasi 1,02 2
Belirli giin ve haftalarin sayica fazla olmasi i1, 13 2
Okul internet baglantisinin agir olmast L2 1
Is ve islemlerin dost-ahbap gercevesinde yiiriitiilmesi 02 1
Okul-Aile Birliklerinin aktif olmamasi Al 1
Yonetici atamalariin milakatla yapilmasi A3 1
Ikili egitimin yapilmasi 2 1
Derslik ve yemekhanelerin ayr1 olmamasi L1 1
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Tablo 10.
Okul miidiirlerinin diger temel sorunlart (Devami)

Sorun Kaynagini Belirten Okul

Diger Temel Sorunlar Miidiirleri f
Cok amagli toplant salonunun olmamasi 3 1
Sendikal ve siyasi baskilarin olmasi L2 1
Toplam 40

Tablo 10’da goriildigi gibi okul miidiirleri diger temel sorunlar kapsaminda
en ¢ok okullara yeterince 6denek aktarilmamasi (f = 6), okul binalarinin eski ve
yetersiz olmast (f = 5) ve okullarda giivenlik gorevlisinin olmamasi (f = 4) gibi
konularda sorunlar yasamaktadir. Geriye kalan sorunlarin siklik degeri bir ile ii¢
arasinda degismektedir. Bazi okul miidiirlerinin diger temel sorunlara yonelik
goriisleri ise su sekildedir;

“Yonetici atamalannda ciddi stkintilar var. Istedigim yoneticiyi kendim segemiyo-
rum. Yapilan miilakatlann timii de gostermelik. . . Istemedigimiz kisilerle calismak
zorunda kalyyoruz. Bu sebeple ¢alisma azmimiz ve sevkimiz kirliyor, okulla ilgili bir
sey yapmak istemiyoruz (A3).”

“Okullanin ¢ogu maddi anlamda cegsitli sikintilar yasamaktadir. Tabiri caizse ¢ogu
okul ‘kendi yaginda’ kavruluyor. Bundan dolayt okul miidiirleri asli gorevleri olan
egitim-ogretim gorevini yerine getiremiyor. Bakanligin, tiim okullara 6denek aktarma
konusunda yetersiz oldugunu diigiiniiyorum (11).”

“Okulumuzun binast ¢ok eski. Okulumuz, fiziki anlamda her geyiyle yetersiz kal-
maktadwr: Elektrik, su ve kalorifer tesisatinda siirekli arizalar oluyor. Her sene tiirlii
gticliiklerle kendi imkdnlarinuz olgtisiinde boya, tamirat iglerini yapryoruz. Ancak
bina eski oldugu icin yapilanlarin da hicbir faydast olmuyor (I3).”

“Kendimize ait bir binamiz yok. Aym binayi, bagka bir okulla paylasiyoruz. Sabah-
leyin derslerimiz 06.30°da bashyor. Ozellikle kis saatlerinde bu durum, bizim i¢in
biiyiik bir sorun oluyor. Cogu 6grencimiz ve dgretmenlerimiz ilk derslere zamanminda
yetisemiyor: Ilk derslerimiz cok verimsiz geciyor (02).”

“Mevzuatta sik sik degisikliklere gidilmesi 6gretmen ve idarecileri ¢ok olumsuz et-
kileyebilmektedir. Yonetmelikler, isin uzmanlaninca ve isbirligi icerisinde hazirlan-
madigi icin iller ve bolgeler arast uygulama farkliliklar: ortaya ¢ikiyor. Bazen de eski
mevzuatlarn revize edilmediginden, giiniin ihtiyaclarina da cevap vermedigine sahit
oluyoruz (0O1).”

Amirlerimiz, isin mutfagindaki biz miidiirleri yeterince anlamamaktadir: Onlara bir
sorun ulagtiginda, bu sorunu ya gérmezden geliyorlar ya da giinii kurtarmaya yone-
lik ¢oziimler tiretiyorlar. Yani sorunlart derinlemesine inmeden, suni yaklagimlarla
¢ozmeye calisiyorlar. Herkes, birbirine topu atiyor. Hi¢ kimse sorumluluk almak is-
temiyor (L1).”

“Yonetim kademelerinde siyasi ve ideolojik ¢tkarlar ugruna yapilan miidahaleler,
islerimizi aksatmaktad:. Bu da, personel arasinda kayirmaciiga yol aciyor. Liyakata
ve uzmanlhga gore yapumayan atamalar bir anda sistemi kitleyebiliyor. Dahasu, tiirlii
referanslarla bir yere gelen kisiler faydali olamamakta ve kendilerini o makama geti-
ren otoriteye gebe kalmakta (L2).”
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Okul miidiirlerinin diger temel sorun alanlarina iligkin ¢6ziim Onerilerine
yonelik frekans dagilimlar: Tablo 11°de gOsterilmigtir.

Tablo 11.
Okul miidiirlerinin diger temel sorunlara yonelik ¢oziim onerileri

Coziim Onerisi Belirten Okul

Diger Temel Sorunlara Yonelik Coziim Onerileri Miidiirleri f
Her okulun ayr1 bir biit¢esinin olmasi A3, 11, 12,13, 01, 02, 03, L1 8
Harcama yetkisinin okul miidiirlerine devredilmesi Al,12,01,02,L3 5
Okul biiyiikliigiine gore glivenlik gorevlisi verilmesi 02,12 2
Tamirat ve onarimlar igin ilgili birimlerin kurulmasi 3,01 2
Mevzuat degisikliklerinin paydaslarla birlikte yapilmasi L1, L2 2
Yonetici atamalarmin sinav odakli olmasi A2,03 2
Okullara gece goriislii kameralarin takilmasi L2 1
Okul binalarinin bagimsiz denetgilerce kontrol edilmesi Al 1
Denetim ve kontrol mekanizmasinin gii¢lendirilmesi 02 1
Egitim kampiislerinin kurulmasi L3 1
Toplam 25
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Tablo 11’de goriildigii gibi okul midirleri diger temel sorunlara yonelik
oneriler kapsaminda en ¢ok her okulun ayri bir biit¢esinin olmasi (f = 8) ve har-
cama yetkisinin okul midiirlerine devredilmesi (f = 5) seklindedir. Geri kalan
Onerilerin siklik dagilimlarimin bir ile iki arasinda degistigi goriillmektedir.

Bazi okul midiirlerinin diger temel sorunlara iliskin 6nerilerini iceren go-
riisleriise su sekildedir;

“Okul binalanim, sadece beton yiginlart seklinde insa etmek dogru degil. Uygula-
ma bahgesinden, konferans salonuna kadar okulun tiim eklenti ve boliimleri,
ogrencilerin desarj olabilecekleri sekilde insa edilmesi lazim. Yani cocugun okul ha-
yati sadece siniftan ibaret olmamalidir. Cocuk okulda kendini mutlu hissetmelidir
(A1).”

“Okul tiirleri arasinda édenek tahsisinde bir dengesizlik var. Bakanlik bazi okullarin
biitcelerine dogrudan para aktarrken, diger okullart ise veli katki paylarina muh-
ta¢ burakmaktad: Aslinda bu sorunun ¢ok basit bir ¢oziimii var. Mesela dgrenci
sayisina gore okullara 6denek aktarlabilir. Ayrica bizim gibi okullarda da okul mii-
diirlerinin mutlaka harcama yetkilisi olmas gerekir (12).”

“Gorevde yiikselmelerde miildkat sisteminden vazgecilmeli. Onemli bir yere atana-
cak kisilerde hizmet yiui ve liyakat aranmal. Usta-cirak iliskisi unutulmamal. Kigi,
¢wrak olmadan usta yapimamaldw: Saglam ve diizgiin bir yapt icin asama asama
yiikselme olmalidir (03).”

“Okulun cesitli onarim ve tamirat isleri oluyor. Biitcelerimizin énemli bir kismini
bu onarim ve tamiratlara harciyoruz. Milli egitim miidiirliikleri, okullara yonlen-
dirilmek tizere onarum ve tamirat igleri icin kendi biinyesinde bir birim kurabilir.
Okul miidiirleri de bu birimler aracihigyla biiyiik bir maddi kiilfetten kurtulmus olur
(01).”
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“Mevzuat degisiklikleri egitim paydagslart olarak bizim goriislerimiz alinmadan ha-
zirlaniyor. Bazen de goriis istenir; ancak onerileriniz onemsenmez. Mevzuat hazirla-
nirken mutlaka tecriibesi olan ve isin cekirdeginden gelmis kigi ve paydaglardan ya-
rarlanilmast gerektigi kanaatindeyim. Fil digi kulelerinden ahkam keserek, mevzuat
hazirlanmaz (L1).”

“Su anda okullarda ciddi bir denetim ve kontrol eksikligi var. Kimin ne yaptigr belli
degil. Hata veya yanlis yapani uyaracak bir mekanizma yok. Isler iistiinkorii ve gele-
neksel yontemlerle yiirtiyor. Bunun icin okullarin ve kurumlarin birinci donem reh-
berlik amach, ikinci donem ise denetim amach kontrollerden gecmesi gerekir (L3).”

Tartisma, Sonuc ve Oneriler

Bu arastirmanin amacit anaokulu, ilkokul, ortaokul ve liselerde gérev yapan
okul miidiirlerinin yonetimde karsilastiklar1 6gretmen, 0gretmen dis1 personel
(hizmetli ve memur gibi), 6grenci, velilerle ilgili olan ve diger temel sorun kay-
naklarini tespit etmek ve bu sorunlara yonelik ¢oziim Onerilerini okul miidiirle-
rinin bakis agisindan ortaya koymaktir. Arastirma bulgular1 okul miidiirlerinin
yonetimde bir¢ok konuda sorun yasadiklarini destekler niteliktedir. Bu nedenle
arastirmanin bulgular ¢esitli yonleriyle daha once alanyazinda yapilmig arastir-
ma bulgulariyla (Aksu, Gemici ve Isler, 2006; Aslanargun ve Bozkurt, 2012; Bi-
yik, 2014; Calik ve Sehitoglu, 2006; Celikten, 2001; Cinkir ve Kepenekei, 2003;
Cinkir, 2010; Cimen, 2014; Daresh, 1986; Demirtas vd., 2007; Draper, 2000;
Dunning, 1996; Erol, 1995; Gedikoglu, 2005; Geng, 2005; Giiler, 2006; Giimiseli,
2002; Giiven ve Donmez, 2002; Kapci, 2004; Kayikci ve Akan, 2014; Kaykanacl,
2003; Kisioglu vd., 2005; I. Korkmaz, 2005; Male, 2001; Memduhoglu ve Me-
ric, 2014; Ogiilmiis ve Ozdemir, 1995; Ozer, 2006; Sarice, 2006; Sarpkaya, 2007;
Semerci ve Celik, 2002; Sonmez, 2010; Tasdan vd., 2013; Teyfur, 2000; Tosten
vd., 2016; Turan, 2007; Tirkmen, 2004; Ustiin ve Bozkurt, 2003; Webster, 1989)
benzer sonuglar gostermektedir.

Ogretmen kaynakli temel sorunlar alt baslig incelendiginde okul miidiirleri-
nin bu alt baghga iliskin sorunlarinin cesitlilik gosterdigi saptanmistir. Nitekim al-
nayazinda yapilan diger arastirmalarda da (Aslanargun ve Bozkurt, 2012; Biyik,
2014; Cereci, 2016; Catal, 2013; Cimnkir, 2010; Ciimen, 2014; Demirtas vd., 2007,
Giiler, 2006; Memduhoglu ve Merig, 2014; Sonmez, 2010; Tasdan, 2013; Tos-
den vd., 2016; Yesilmen, 2016) 6gretmen kaynakli sorunlarin cesitlilik gosterdigi
belirlenmistir. Ogretmen kaynakli sorunlar kapsaminda en cok “dgretmenlerin
verilen gorevi 6nemsememesi ve savsaklamasi ile ndbet gorevini aksatmasit” so-
runlar1 yasanmaktadir. Buna gore 6gretmenlerin yasal olarak belirlenmis gorev-
leri ve sorumluluklari tam olarak yerine getirmedikleri anlagiimaktadir. Ozellikle
nobet hizmetlerindeki aksamalarin 6grenci yaralanmalar1 ve 6grenci gilivenligi
gibi ciddi problemlere neden olabilecegi tahmin edilmektedir. Derse zamaninda
girmeme, takim ve is birligi ruhuna uygun hareket etmeme, etkinlik ve ¢aligma-
larda pasif kalma istegi ise diger dnemli sorunlar arasinda yer almaktadir. Bu
tiir sorunlarin anaokullarindan ziyade ilkokul, ortaokul ve liselerde yogunlagmasi
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dikkat cekicidir. Anaokullarinda teneffiisiin olmamasi ve yas grubunun kiiciik
olmasi nedeniyle 6gretmenlerin daha fazla sorumluluk almasini zorunlu kilmas,
bu tiirden bir sonucu ortaya gikarmig olabilir. Ogretmenlerin kilik-kiyafet yo-
netmeligine aykir1 hareket etme sorunu ise okul miidiirlerinin son zamanlarda
karsilastiklar yeni bir sorun olmasi sebebiyle 6nemlidir. Kilik-kiyafet konusunda
sendikal faaliyetlerin ve telkinlerin bu sorunun ortaya cikmasinda etkili oldugu
sanilmaktadir. Kilik-kiyafet serbestligini sendikal ve yasal bir hak olarak gérme
anlayisinin bu sorunun ¢oziilmesini geciktirdigi diisiiniilmektedir.

Okul midiirlerinin ¢ogunun, 6gretmen kaynakl temel sorunlara iligkin ¢6-
ziim Onerileri “performans ve kariyer odakli bir ticret sisteminin kurulmasi ve
her okulda yedek bir 6gretmenin bulundurulmasi” seklinde olmustur. Bu ¢6ziim
onerilerinin 6gretmen niteligi ve 6gretmen sirkiilasyonuyla ilgili oldugu sanil-
maktadir. Nitekim Milli Egitim Bakanhg [MEB] “Ogretmenlik Kariyer Basa-
maklarinda Yiikselme Yonetmeligi” ne gore Ogretmenlik, adaylik doneminden
sonra 0gretmen, uzman Ogretmen ve basogretmen olmak tizere ti¢ kariyer basa-
magma ayrilmistir (Ogretmenlik Kariyer Basamaklarinda Yiikselme Yénetme-
ligi [OKBYY], 2005: madde 6). Ancak 2005 yilindan itibaren yiiriirliikte olan
bu yonetmeligin performans ve kariyer sistemi noktasinda siirekli ve kalici bir
¢oziim getirmedigi anlagilmaktadir. Bununla beraber MEB’in 2017-2023 Ogret-
men Strateji Belgesinde de yiiksek nitelikli, iyi yetismis ve meslege uygun birey-
lerin 6gretmen olarak istihdamini saglamak amaciyla 2018 yilinin sonuna kadar
tiim 6gretmenler icin zorunlu bir performans ve degerlendirme sisteminin gelis-
tirilmesi Ongorilmektedir (MEB, 2017). Bu bakimdan Bakanligin bu konudaki
¢aligmalarmin okul miidirlerinin 6gretmen kaynakli sorunlarini azaltabilecegi
sOylenebilir. Her okulda yedek bir 6gretmenin bulundurulmast onerisi ise 0g-
retmenlerin rapor ve izin gibi yasal haklarini kullanirken 6grencilerin magdur
olmamasini 6nlemeye yonelik oldugu diisiiniilmektedir. Ozellikle dogu ve giiney-
doguda gorev yapan okul miidiirlerinin 6gretmen sirkiilasyonundan dogan agig1
da bu sekilde kapatma gayretlerinin oldugu ifade edilebilir. Bir biitiin olarak okul
miudiirlerinin 6gretmen kaynakli sorunlara yonelik ¢6ziim Onerilerinin maddi iyi-
lestirmeler ve 6gretmen politikalar1 dogrultusunda sekillendigi sonucuna ulagi-
labilir.

Okul miidiirlerinin 6gretmen dist (yardimci hizmetli ve memur gibi) per-
sonelden kaynakli en 6nemli sorunu “personelin yeterli donanima sahip olma-
masi ve personel sayisinin az olmasi” seklinde ortaya cikmistir. Arastirmanin bu
sonucu alanyazinda Cinkir (2010), Aslanargun ve Bozkurt (2012), Biyik (2014),
Ciimen (2014) ve Cereci’'nin (2016) arastirma sonuclaryla cesitli agilardan pa-
ralellik gostermektedir. Arastirmaya gore okul miidiirleri, hizmetli veya memur
olarak calisan personelin isin ehli olmadig1 konusunda hemfikirdir ve persone-
lin yeterli donanima sahip olmayisindan dolay1 da cesitli sikintilarla karsilas-
maktadir. Bu duruma, hizmetli ve memur aliminda nesnel Olciitlere ve liyakat
ilkelerine gore hareket edilmemesinin neden oldugu tahmin edilmektedir. Bir
anlamda okul miidurleri, nitelikli ve becerikli personelle calismak istemektedir.
Bursalioglu'na (2011) gére 6gretmen digindaki personelin dolayli bir sekilde egi-
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tim-6gretim gorevleri vardir. Ciinkil 6gretmen disindaki personel, okul ici ve di-
sindaki 6geler tizerinde olumlu ya da olumsuz etkiler birakabilir. Bu sebeple bu
personellerin de dikkatli ve 6zenli secilmesi gerekir. Personel sayisinin az olmasi
sorununun ikinci siraya gerilemesi okullar acisindan olumlu bir gelisme olarak
goriilebilir.“Gelisigiizel rapor ve izin kullanma ile kadrolu olmanin verdigi gii-
ven” ayn1 onem derecesine sahip diger sorunlar arasindadir. Aslinda bu iki sorun
birbirleriyle baglantili sorunlardir. Ciinkii kadrolu olmanin verdigi giiveni arka-
sinda hisseden hizmetli veya memur, 6gretmenlerde oldugu gibi istedigi zaman
rapor ve izin hakkini okul miidiirlerine bir silah gibi kullanabilmektedir. Hizmet-
lilerin sadece erkeklerden olusmasi ise okul miidiirlerince en az sorun konusu
olarak gOrilmiistiir. Bagka bir deyisle sadece anaokulu miidiirleri personelin ta-
maminin erkeklerden olusmasini bir sorun olarak ifade etmistir. Anaokullarin-
da egitim goren cocuklarin yaslar1 ve ihtiyaclar1 géz 6niinde bulunduruldugunda
kadin hizmetli gereksiniminin makul ve hakli bir talep oldugu soylenebilir.

Ogretmen dis1 personelden kaynakl temel sorunlara yonelik olarak okul
miudiirlerinin tamamina yakini “temizlik iglerinin hizmet alimi yoluyla yapilmasi”
onerisinde bulunmustur. Turan’in (2007) yaptigi arastirmada da okul miidiirle-
rinin temizlik isleri i¢in okulun imkanlariyla hizmet satin alma yoluna gittikleri
ortaya ¢ikmustir. Temizlik islerinin hizmet alimi yoluyla gerceklesmesi okul mii-
diirlerinin hem hizmetli izerindeki etkisini artirabilir, hem de okullarin arzula-
nan temizlik standartlarina sahip olmasini saglayabilir. Ayrica bu 6neri kadrolu
olmanin verdigi giiveni suistimal eden personelin ayiklanmasinda faydali olabilir.
Okul mudiirlerinin yarisindan fazlasi ise “hizmetli kadrolarinin soézlesmeli sta-
tlstine gegirilmesi” Onerisinde bulunmustur. Bu 6neri de devlet memuru ola-
rak calisan personelin gorevini suistimal etmesini engellemeye yonelik paralel
bir Oneri olarak disiiniilebilir. Bagka bir anlatimla okul miidiirlerinin ancak bu
sekilde yardimer hizmetli ve memur gibi personelden st diizeyde istifade etmesi
muimkiin olabilir. Bu baslik altinda sadece bir okul miidiirii “gdrevini yapmayan
personelin bir alt kadroya atanmas1” Onerisinde bulunmustur. Yani genel ola-
rak personele yonelik ceza odakli Onerilerin sayica fazla olmadig1 sdylenebilir.
Bu durumun ortaya ¢cikmasinda Siirt gibi kiiciik illerde gérev yapan yoneticilerin
personele ceza uygulamak zorunda kaldiklarinda yogun siyasi baskilara maruz
kalmalarmin ve ahbap-dost iligkilerinin devreye girmesinin etkili oldugu diisii-
niilmektedir.

Okul miidurlerinin 6grenci kaynakli temel sorun alanlar icerisinde 6grenci-
lerin en ¢ok “sinif ve okul kurallarina uymamasi, okulu sahiplenmemesi, siddete
ve kavgaya meyilli olmasi ve devamsizlik yapmast” seklindeki sorunlarla karsi-
lastiklar1 belirlenmistir. Alanyazinda Demirtag vd. (2007), Turan (2007), Cinkir
(2010), Tasdan vd. (2013), Biyik (2014), Memduhoglu ve Meric (2014), Tosten
vd.’nin (2016) yapmis oldugu arastirmalarda da &grencilerden kaynakli benzer
sorunlar tespit edilmistir. Aydin’a (2004) gore de 6grenci sorunlarinin basinda
okula kars1 disiplinsizlik ve ilgisizlik sorunlari yer almaktadir. Bu agidan bakildi-
ginda arastirmanin sonugclari ile alanyazinin sonugclari birbirini desteklemektedir.
Arastirmaya gore 0grenci kaynakli sorunlarin yasanmasinda 6grencilerin yeterli
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diizeyde okulu sevmemesi ve i¢sellestirmemesi etkili olabilmektedir. Ayrica ¢cogu
okul midiirii, 6grencilerinin siddete ve kavgaya meyilli oldugunu belirtmistir.
Cocuklarin siddete, kavgaya meyilli olmast ailede ve sosyal ¢evrede gordiikleri ve/
veya kargilagtiklar1 siddet olaylariyla izah edilebilir. Yani aile yapisinin ¢ocuklarin
yetisme sartlar1 ve sosyal iligkileri iizerinde etki yaptig1 sdylenebilir. Ogrencile-
rin devamsizlik sorunu ise 6grenci kaynakl diger dnemli sorunlar arasinda yer
almistir. Ailelerin sosyo-ekonomik seviyesinin ¢ok diisiitk olmasi ve ailelerin kiz-
lar1 okula gonderme konusunda isteksiz olmast gibi faktorler 6grencilerin okula
devamlarini 6nleyebilmektedir. Velilerin cocuklarin aileye maddi destek olmast
gerektigine yonelik algilar1 nedeniyle de 6grencilerin okula devamlar: engellen-
mis olabilir. Ogrenci kaynakli temel sorunlar bir biitiin olarak incelendiginde
anaokulu miidiirlerinin neredeyse tamaminin bu alt baghk altinda ciddi sorunlar:
olmadig1 saptanmistir. Anaokulu 6grencilerinin yasca kiiglik olmasi 6grenci kay-
nakli sorunlarin az olmasini saglamis olabilir. Nitekim Demirtag vd.’nin (2007)
arastirmasinda da 6grenci kaynakli sorunlarin en az anaokullarinda oldugu tespit
edilmistir. Demirtas vd.’ye (2007) gdre 6grenci sorunlarinin anaokullarinda daha
az goriilmesinin sebebi dgrenci kitlesinin yaglar: ve gelisimsel ozellikleriyle ilgi-
lidir. Bununla birlikte arastirmaya gore lise okul miidiirleri, 6grencilerin biligim
araglarinin kullanimindan ve sosyal iligkilerinden kaynakli sorunlarla daha cok
karsilagmaktadir. Bu sorunlarin liseli 6grencilerin icinde bulunduklart dénemin
kritik ozellikleriyle ilgili oldugu tahmin edilmektedir.

Ogrenci kaynakli temel sorunlara iliskin olarak okul miidiirlerinin “veli ev
ziyaretlerinin yapilmasi ve 6grenci rehberlik hizmetlerinin artirilmasi” onerile-
rini diger Onerilere gore daha fazla ifade ettikleri ortaya cikmigtir. Buna gore
okul mudiirlerinin ev ziyaretleriyle velilerle iletisime gecip 0grenciler iizerinde
etkili olmaya calistiklar1 sOylenebilir. Yani okul miidiirlerinde veli ev ziyaretle-
rinin 6grenci kaynakli sorunlarin ¢oziimiinde 6nemli bir rol oynadig diistincesi
hakimdir. Ogrenci sorunlarmin azaltilmasinda 6grenci rehberlik hizmetlerinin
artirilmasi gerektigi yoniinde Oneri dile getiren okul miidiirlerinin ise “0grenci
odakli” ¢oziim Onerileri irettikleri dustiniilmektedir. Okul miidiirlerinin dik-
kat ¢ceken Onerilerinden biri de islenen derslerde degerler egitimine agirlik ve-
rilmesine yonelik Oneri olmustur. Bu 6neri 6grencilerde ahlaki bozulmanin bir
gostergesi olabilir. Nitekim Aydin ve Akyol Giirler’e (2014) gore degersizlesme,
kisilerde ahlaki bozulmaya neden olabilmektedir. Bu bakimdan okul miidiirle-
rinin degerler egitimiyle ahlaki bozulmanin 6niine ge¢gmek istedikleri sonucuna
ulagilabilir.

Okul miidiirlerinin 6grenci velilerinden kaynakli sorunlar icerisinde “ve-
lilerin 6nyargili ve suclayici tavir sergilemesi, okula ve 6grencilere karsi ilgisiz
olmalari ile ¢ocuklarin her dedigine inanmalar1” sorunlarini diger sorunlara
nazaran daha sik yasadiklari saptanmistir. Demirtag vd. (2007), Turan (2007),
Cinkir (2010), Aslanargun ve Bozkurt (2012), Ciimen (2014),Tagdan vd. (2013),
Memduhoglu ve Merig (2014), Tosten vd. (2016) arastirma bulgularinda da ben-
zer sonugclar ortaya cikmustir. Velilerin ¢oziimden uzak tek tarafli yaklagiminin
okula ve 6gretmene karsi suclayici bir tavir sergilemesine sebep olmus olabilir.
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Velilerin egitim seviyesinin ve ekonomik durumunun diisitk olmasi ise okula
ve Ogrencilere kars ilgisizligi de artirabilmektedir. Ciinkii egitimin 6nemine ve
gerekliligine inanmayan velilerin okula sahip ctkmasi beklenemez. Bu da okul
miudiirlerinin veli kaynakli sorunlarla bas etme miicadelesini olumsuz etkileye-
bilmektedir. Tosten vd.’ye (2016) gore okul yoneticilerinin ailelerden yeterli ve
gerekli destegi alamamasi, yonetici ve 6gretmenlerde meslege kargi kotiimserlige
neden olmaktadir. Buna ilaveten Demirbulak’in (2000) aragtirmasinda da maddi
geliri diisiik ailelerin veli toplantilar1 gibi okulla ilgili etkinliklere daha az ilgi
duyduklar: tespit edilmistir. Bu sonug, arastirma bulgularini desteklemektedir.
“Cocugunun her dedigine inanma” sorununun ise ¢ocuguna asirt koruyuculuk
gosteren velilerde daha sik oldugu sdylenebilir. Bu durum 6gretmenle, okul yo-
netimiyle ve hatta diger velilerle olan sorunlarin ortaya ¢ikmasina neden ola-
bilir. Aragtirmanin bu baghk altindaki diger énemli bulgusu da velilerin ALO
147 hattin bir iletisim merkezinden ziyade bir sikayet araci olarak kullanmasidir.
Velilerin ALO 147 hattin1 amaci disinda kullanmalar1 okul miidiirlerinin zaman
ve emek kayiplarina yol actig1 diisiiniilmektedir.

Ogrenci velilerinden kaynakli temel sorunlara iligkin 6neriler incelendigin-
de okul miidiirlerinin velilere yonelik olarak “rehberlik ve egitim faaliyetlerinin
yapilmast ile veli toplantilarinin rutin araliklarla tekrarlanmasi” 6nerilerini daha
sik ifade ettikleri saptanmistir. Bu Oneriler kapsaminda velilerin okul rehber-
lik servisleri araciligiyla aile egitimlerinden gecmeleri gerektigi sonucuna vari-
labilir. Rehberlik ve egitim faaliyetleri Onerisinin okul miidiirlerinin egitimsiz
ebeveynleri istendik seviyeye ulastirip 6grencilerin 6grenme-0gretme siirecine
aktif katilimlarimi artirma istegiyle de ilgili olabilir. Veli toplantilarinin rutin
araliklarla tekrarlanmasi yoniindeki Onerinin ise veli-okul igbirligini saglamaya
yonelik oldugu sdylenebilir. Veli profilinin ¢ok diisitk olmasi sebebiyle okul-veli
etkilesiminin sekteye ugramasi boyle bir Onerinin ortaya ¢ikmasini saglamis ola-
bilir. Bununla beraber “maddi giicti iyi olan velilerden katki payr alinmas1” 6ne-
risi bu baslik altinda en dikkat cekici 6neri olarak goriilebilir. Bu 6neri, velilerin
“her seyi devletten bekleme” anlayisina bir tepki olarak yorumlanabilir. Bagka bir
deyisle okul midiirlerinin, velilerin okulu sahiplenmesini bu yolla gerceklestir-
mek istedikleri anlagilmaktadir.

Okul mudiirlerinin diger temel sorunlari incelendiginde okul miidiirlerinin
en ¢ok “okullara yeterince 6denek aktarilmamasi, okul binalarinin eski ve yeter-
siz olmasi, okul giivenlik gorevlisinin olmamasi ile rehberlik ve denetim eksikligi”
gibi cesitli konularda sorun yasadiklar1 belirlenmistir. Arastirmanin sonuglarina
benzer bir sekilde Erol (1995), Sahin (1996), Glimiiseli (2002), Altuntas (2005),
Sarice (2006), Turan (2007), Cinkir (2010), Yamag (2010), Aslanargun ve Boz-
kurt (2012), Biyik (2014), Ciimen (2014), Kayik¢i ve Akan (2014), Memduhoglu
ve Meri¢’in (2014) arastirmasinda da okul miidiirlerinin biit¢e konusunda sorun
yasadiklar1 saptanmustir. Cinkir’a (2010), Memduhoglu ve Meri¢’e (2014) gore
O0denek yetersizligi, okul midiirlerini velilerden katki pay1 istemelerine yol ac-
makta, bu da okul yoneticileri ile velileri kars1 karstya getirmektedir. Arastir-
maya gore 6denek konusunda anaokullar ve liselerin disinda kalan ilk ve ortao-
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kullarin ciddi sikintilar yasadiklar1 ortaya cikmigtir. Anaokulu velilerinden aylik
yasal licret toplama olanaginin olmasi ve liselerin pansiyon geliri ile liselerde har-
cama yetkisinin okul miidiirlerinde toplanmig olmasi bu sonugta etkili olmus ola-
bilir. Bagka bir deyisle ilk ve ortaokul miidiirlerinin 6denek konusunda harcama
yetkisine sahip olmamasi bu tiir okullarda 6denek sorununu artirabilmektedir.

Arastirmada okul binalarinin eski ve yetersiz olmasi da diger dnemli sorun-
lar arasinda yer almigtir. Demirtag vd. (2007), Turan (2007), Biyik (2014), Ciimen
(2014), Memduhoglu ve Merig (2014), Tosten vd. (2016) arastirmasinda da okul
miudiirlerinin okul binalarina iligkin cesitli sorunlar yasadiklar1 bulgulanmistir.
Ciimen’e (2014) gore okul binalari insa edilirken giiniibirlik disiiniilmekte ve
gelecekte olabilecek gelismeler goz oniinde bulundurulmamaktadir. Ulkemizde
genel olarak var olan ingaat mantiginin da okul binalarindaki sorunlari artirdi-
&1 sdylenebilir (Demirtag vd., 2007). Arastirmaya gore anaokullar disinda kalan
okul binalarimin ihtiyaca cevap vermedigi ve yeni okul binalarinin yapilmasi ge-
rektigi sonucuna varilabilir. Niifus artisiyla birlikte okullagsma oraninin yiiksel-
mesinin yeni okul binalarina olan gereksinimi ortaya ¢ikardigi sanilmaktadir.

Arastirma sonuclarina gore okul mudirlerinin okullarda giivenlik gorevlisi-
nin olmamasi ile rehberlik ve denetim eksikligi sorunlarini ayni siklikta ifade et-
tikleri saptanmistir. Buna gore okul miidiirlerinin bir kisminin okul ¢evresinden
kaynakli glivenlik sikintis1 yasadiklari sdylenebilir. Aile ve cevre desteginin yeter-
siz oldugu okullarda giivenlik sorunun daha fazla oldugu tahmin edilmektedir.
Nitekim Memduhoglu ve Meri¢’in (2014) arasgtirmasinda da okul miidiirlerinin
okullarda giivenlik gorevlisinin ve gece bekcisinin olmamasindan kaynakli giiven-
lik sorunlar1 ve hirsizlik olaylariyla karsilastiklari tespit edilmistir. Bu bakimdan
okul giivenliginin yeterince saglanmamasi okullarda goriilebilecek 6nemli tehdit
unsurlarindan biridir (Tosten vd., 2016). Okul miidiirlerinin rehberlik ve dene-
tim eksikligi sorunlarina bakildiginda ise okul iginde yiiriitiilen is ve islemlerin
istenen kalitede ve nitelikte olmadigi sdylenebilir. Bu sonucun ortaya ¢ikmasin-
da okullarin ciddi bir denetim ve kontrol mekanizmasindan gegmemesinin etkili
oldugu sanilmaktadir. Dolayisiyla rehberlik ve denetim faaliyetlerinin yeterli dii-
zeyde gerceklesmemis olmasi diger sorunlarin ortaya ¢cikmasina da yol agmis ola-
bilir. Ctinkii rehberlik ve denetim, sorunlarin tespit edilip giderilmesinde islevsel
nitelige sahip iki 6nemli unsurdur.

Okul miidiirlerinin diger temel sorunlara yonelik onerilerinin en ¢ok “her
okulun ayr1 bir biitcesinin olmasi ve harcama yetkisinin okul miidiirlerine
devredilmesi” seklinde oldugu tespit edilmistir. Literatiir incelendiginde Oztiirk
(2002), Ozgelik (2007), Cinkir (2010), Yamag (2010), Kayikci ve Akan’in (2014)
arastirmalarinda da kaynak sorununa iligkin okul miidiirlerinin ayr1 ve bagimsiz
bir biitce tahsis edilmesi gerektigi yoniinde oneriler gelistirdikleri saptanmustir.
Bu o6nerilerin okullarin maddi yetersizlikler iginde oldugunu gostermesi baki-
mindan dikkat cekicidir. Merkezi biitceden ayrilan payin okullara dogrudan ak-
tarilmamasi okullarin 6denek konusunda sorun yasamalarina sebep olabilmekte-
dir. Bunun yani sira son yillarda egitime ayrilan biitce miktarinda siirekli bir artig
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olmasina ragmen okullarin maddi sikint1 yagadig bilinmektedir. Milli Egitim Ba-
kanlhgina tahsis edilen biitgenin egitim yatirimlarindan ziyade personel giderle-
rine harcanmasi okullardaki maddi sikintilarin daha da devam edecegini goster-
mektedir. Bu bakimdan egitim yatirimlarinin biit¢edeki oraninin artirilmasinin
okullardaki maddi sikintilar1 6nleyebilecegi diisiiniilmektedir.

Okullarin maddi yonden kaderlerine terk edildigi, dar biitceyle is yapmak
zorunda olduklari ve ilkdgretimin parasiz ve zorunlu olmasinin okul miidiirlerini
zor durumda birakan bagka etkenler oldugu ifade edilmektedir (Arslanargun ve
Bozkurt, 2012). Ozellikle ilk ve ortaokullarda okul miidiirlerinin deneklerinin
olmamasi ve harcama yetkisinin Il Milli Egitim Miidiirliiklerinde bulunmasi
okullarin hizmet kalitesini diistirebilmektedir. Ayrica okul mudiirlerinin ¢ogu-
nun okula kaynak bulma telagina distiigli ve asli gorevlerine yeterince zaman
ayiramadigi soylenebilir. Bu da okul mudiirlerini velilerden bagis toplamaya zor-
lamaktadir. Velilerden bagis toplama noktasinda ise okul midiirleri ile veliler
arasinda farkli sorunlarin ortaya ¢ikmasi kacinilmaz olmaktadir. Cikir’a (2010)
gore de okullar, temel alt sistemler olmasina karsin okul yoneticileri yillardir az
ve sinirlt kaynakla okullarini yonetmeye ¢alismaktadir. Bu nedenle egitime ayri-
lan kaynaklarin egitimin sorun yasanan oncelikli alanlarina aktarilarak kullanil-
mas1 gerekmektedir. Tiim bunlarin dogal bir sonucu olarak okullarda yasanan
mali kaynak sorunu ilkogretim kurumlarinda gorev yapan yonetici ve 6gretmen-
leri gesitli alternatifler bulmaya yonlendirerek yonetici ve 6gretmenlerin verimli-
liginin dismesine neden olmaktadir (Kayik¢i ve Akan, 2014).

Arastirmanin genel sonuclarina gore okul miidurlerinin okul yonetimin-
de “Ogretmenlerin gorevlerini dnemsememesi ve savsaklamasi, 6gretmen dist
personelin (yardimci hizmetli ve memur) yeterli donanima sahip olmamasi,
ogrencilerin sinif ve okul kurallarina uymamasi, velilerin 6nyargili ve suclayici
tavir sergilemesi ve okullara yeterince 6denek aktarilmamasi” gibi konularda so-
run yasadiklari ortaya ¢ikmistir. Ayrica arastirmaya gore okul miidirlerinin bu
temel sorunlara yonelik olarak “performans ve kariyer odakl ticret sisteminin
kurulmasi, temizlik islerinin hizmet alimi yoluyla yapilmasi, veli ev ziyaretleri-
nin yapilmasi, velilere yonelik rehberlik ve egitim faaliyetlerinin yapilmasi ve her
okulun ayr1 bir biitceye sahip olmasi” seklinde ¢coziim Onerileri sunduklari tespit
edilmistir.

Arastirmanin tiim sonuglar1 g6z 6niinde bulunduruldugunda uygulayicilara
ve arastirmacilara yonelik olarak su Onerilerde bulunulabilir;

e Her meslekte oldugu gibi 6gretmenlik mesleginde de kariyer basamak-
lar1 ve performans odakli nesnel bir ticret sistemi kurulmalidir.

»  Ogretmen, hizmetli ve memur alimlar1 liyakat ve isin ehli olma olgiitle-
rine gore yapilmalidir.

e Okul miidirlerine temizlik igleri icin hizmet alimi yetkisi verilmelidir.

*  Ogrenci velilerine yonelik ev ziyaretleri, aile egitim programlari ve reh-
berlik faaliyetleri diizenlenmelidir.
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e Okullara biiytikliiklerine ve 6grenci sayisina gore 6denek ayrilmalidir.

e Okullarm ihtiyag¢ duydugu bakim ve onarim igleri i¢in il milli egitim mii-
durlikleri biinyelerinde gezici ekipler kurulmalidir.

e Okul tirt, 6grenci sayisi, okulun sosyo-ekonomik cevresi, 6gretmen sa-
yis1 ve veli profili gibi farkli degiskenler bakimindan okul miidiirlerinin
sorunlariin anlamh bir farklilik gosterip gostermedigini ortaya ¢ikaran
karma arastirmalar yiiriitiilebilir.
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Abstract

The aim of this research is to analyse the levels of ethical dilemmas that the school administrators and the te-
achers experience, and to document their ethical dilemmas according to demographic variables. In this study,
540 teachers, 60 principal assistants and 30 school principals who participated in the sampling were chosen from
public middle schools in Ankara by stratified sampling method. The data were collected by “Ethical Dilemmas
Scale at Schools”. The results of the research revealed that school administrators and the teachers experience
ethical dilemmas mainly at medium level. Although school administrators’ and teachers’ ethical dilemmas do not
change according to their gender, on the part of teachers ethical dilemmas change in relations to their position.
Besides, the analyses pointed out that the teachers in the middle-age group experience more ethical dilemmas.
According to these results, principal assistants who are mid-senior experience more ethical dilemmas related
to behavioural and systemic aspects, mid-senior teachers experience more behavioural and structural ethical
dilemmas. The research results are discussed in terms of the situations that cause ethical dilemmas in the context
of preventing them.

Keywords: Ethical dilemma, ethical dilemma scale, school administrator, teacher

Oz

Bu aragtirmanin amaci, okul yoneticilerinin ve 6gretmenlerin yasadiklar etik ikilem diizeylerini ve yasadiklar1
etik ikilemleri baz1 demografik degigskenlere gore incelemektir. Arastirmada drneklemi olusturan 540 6gretmen,
60 miidiir yardimcisi ve 30 okul miidiirii Ankara’da bulunan kamu ortaokullarindan tabakali 6rnekleme yontemi
ile secilmistir. Veriler “Okullarda Etik Ikilemler Olcegi” ile toplanmistir. Arastirma sonuglari okul yoneticileri-
nin ve 6gretmenlerin agirlikli olarak orta diizeyde etik ikilem yagsadiklarini ortaya koymustur. Okul yoneticile-
rinin ve 6gretmenlerin yasadiklari etik ikilemler cinsiyet degiskenine anlaml bir farklihik gostermezken gorev
degiskenine gore 6gretmenler lehine anlamli sekilde farklilagmistir. Bununla birlikte aragtirma sonugclari orta yas
grubundaki 6gretmenlerin daha fazla etik ikilem yagadiklarina isaret etmistir. Arastirma sonuglarina gére orta
diizeyde kideme sahip miidiir yardimcilar1 davranissal ve sistemsel boyutlarda, orta diizeyde kideme sahip 6g-
retmenler davranigsal ve yapisal boyutlarda daha fazla etik ikilem yasamaktadir. Arastirma sonuglari etik ikilem
yaratan durumlarin 6nlenmesi baglaminda tartistimistir.
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Introduction

Education is a multidimensional, multi-stakeholder and therefore complica-
ted task that involving the majority of society. Today, the demand of the societies
has been increasing; education has been obliged to answer changes and increa-
sing complication. As a result of this demand, change and complication the scho-
ol administrators and the teachers have found themselves around challenging
responsibilities and benefits so they have been exposed to gradually increasing
stress having to evaluate more for the most situations they have to make deci-
sions. In this complicated environment school administrators and the teachers
have to come up against conflicting benefits and find solutions to this situation.
The school administrators and the teachers have been obliged to try to balance
various values and expectations in the phase of making decisions. Some of these
decisions have been requiring critical choices entailing value conflicts and this
situation has ended up with ethical dilemmas. According to the literature ethical
dilemmas frequently taking place during school’s daily routine but this situation
hasn’t found place properly enough in studies.

It is stated that administrators have to make various decisions by being in
the decision process regardless of their position in the organization (Szarucki,
2013). The right decision is both ethical and legal. However, the situations which
require a decision can be unethical but legal or legal but unethical (Millerborg
and Hyle, 1991). In this regard, administrators have to make or support some
decisions which are not coherent with their own values at some point in the ca-
reers (Elizer, 2000). Similarly, teachers also take part in the decision making
and implementing the decision processes and these processes can conflict with
their values (Bigbee, 2011). Occasionally the right decisions and implementati-
ons conflict with the aims of the organization or the decision which is on behalf
of the organization conflict with the individual’s values (Pontiff, 2007). The cases
in which individuals have to choose one of two value-sets in the organizations,
ethical dilemmas arise and individuals try to find the balance between their own
ethical principles and organization’s policies and implementations (Moreno,
2011). Ethical dilemmas are frequently experienced by administrators and teac-
hers at school which are described as moral endeavours (Bigbee, 2011) and they
attract increasing attention in the researches (Bateman, 2014; Catacutan and de
Guzman, 2016; Cranston, Ehrich and Kimber, 2004; Cross, 2013; Dowd, 2012;
Norberg and Johansson, 2007; Roche, 1997).

In the literature various classifications towards the dilemmas school admi-
nistrators and the teachers face have been encountered. While Roche (1997) att-
racted attention on professional principles, educational practices, choices, beli-
efs, system, politics and instructions Marshall (1992) indicated to the application
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of the rules, inspection and evaluation, social problems and pressure of parents
towards the dimensions of ethical dilemmas. Catacutan and de Guzman (2016)
have classified ethical dilemmas as behavioral, structural and political dilemmas.
This mentioned classification has been relatively offering a broad perspective.
However, the previous studies indicated that school administrators and the te-
achers could face ethical dilemmas stemming from systemic. In this context, be-
havioral, structural and political dilemmas classification can be criticized for not
referring to dilemmas stemming from education system itself. Starting from this
point of view, the ethical dilemmas the school administrators and the teachers
face in this study can be relatively classified through a broader perspective as
in four basic dimensions which are behavioral, structural, political and systemic
dilemmas.

It is stated that behavioural ethical dilemmas derive from intramural rea-
sons. It is indicated that administrators’ ethical dilemmas arise from the conflicts
between organizational context and accompanying dynamic variables and their
ethical belief system (Pontiff, 2007). According to this approach school principals
can experience ethical dilemmas in the behavioural aspect due to teacher-student
conflicts, maintaining discipline for the students who act improperly with regard
to school rules and negative relationships in the parents’ groups (Kirby, Para-
dise and Protti, 1992). Crowson (1989), on the other hand, indicates that ethi-
cal dilemmas of school administrators can arise during the process of protecting
the teacher and students. Tekel’s (2018) research results indicated that school
principals experienced ethical dilemmas between giving opportunity to teachers,
defending the teacher supporting the principal and defending the student’s right,
helping A student and helping B student in behavioral dimension.

It is indicated that there are also ethical dilemmas related to structural pro-
cesses of the school as well as the behavioural dilemmas related to personal rela-
tionships. Ehrich, Cranston, Kimber and Starr’s (2012) research results about the
university administrators point out that universities” dispersed structure forms
an effective basis for ethical dilemmas in the structural aspect. According to this,
ethical dilemmas of the administrators derive from the conflicts between their
strong sense of professional ethics with the ethics of care and superintendent’s
directives and organizational rules and policies. It is also stated that they feel
anxiety and tension as a result of these ethical dilemmas. Catacutan and de
Guzman (2016) state that administrators experience ethical dilemmas especi-
ally while implementing a group decision which is not appropriate according to
their points of view in the structural aspect. Tekel and Karadag (2017) state that
school administrators have ethical dilemmas in terms of how to create an envi-
ronment in which teacher, giving teachers free day in timetable and interrupting
additional lessons fee in terms of school rules. Crowson (1989) refers that orga-
nizational rules or directives can cause ethical dilemmas in the organization’s
structural processes. According to this, school principals consider school area’s
control, productive usage of time and effective usage of resources in the structu-
ral aspect. When there is a conflict between mentioned rules or opinions, school

571



Onur Erdogan

administrators experience dilemmas about which one out of two or more value
sets that are in conflict is of top priority.

It is stated that schools are open systems and as a result of this they are orga-
nizations which are open to external influence. In this regard, there can be power
struggles of internal or external factors and these can cause ethical dilemmas in
the political aspect. The results of the study about deans of faculty point out that
faculty deans experience dilemmas in the political aspect in the cases when seni-
or officials attempt to influence the decisions when they use their appreciation
power. Deans experience ethical dilemmas between obeying the authority and
autonomy especially when senior managers force deans to employ their kinsmen
and friends at the university (Catacutan and de Guzman, 2016).

Apart from behavioural, structural and political ethical dilemmas, the issues
related to the education system can cause ethical dilemmas as well. Marshall
(1992) states the fact that administrators’ ethical dilemmas in the systemic aspect
derive from the basic chronic tension in public education. According to idea,
administrators can experience ethical dilemmas due to questioning bureaucratic
supervision, hierarchic authority, specialising and standardization. Additionally,
Catacutan and de Guzman (2016) indicate that the circumstances in which the
regulations of the system and the moral understanding conflict with each other
are one of the main causes of ethical dilemmas. It is also stated that one of the
main systemic ethical dilemmas that are experienced by the administrators at
schools is accountability. Along with legal, bureaucratic and vocational accoun-
tability, standardised exams that are used to evaluate the success of schools in
terms of accountability also cause ethical dilemmas. It indicated that the standar-
dised exam results can be seen as a structure that causes accusations in terms of
evaluation of the success by the administrators and they may cause value conflicts
as underlying reasons for ethical dilemmas. In addition to this, focusing only on
the test results may cause ethical dilemmas for the administrators when there
is a conflict between the conditions which lead to success and values or moral
understanding (Middlewood and Cardano, 2001; Rosano, Gates, Zaretsky and
Kurilko, 2005).

Teachers face ethical dilemmas as much as the school administrators during
the daily routine of the schools. They have to make decisions in the complex and
changing contexts and along with these; education conditions also cause vario-
us ethical dilemmas (Fitzmaurice, 2008). Teachers can experience many ethical
dilemmas in the behavioural aspect due to teaching and evaluation and the re-
lationships with other teachers, students and parents. Some of the behavioural
ethical dilemmas arise from the issues related to confidentiality. According to
this, teachers can experience ethical dilemmas in the behavioural aspect due
to their wish for keeping secrets in their teacher-student relationships and the
obligation for obeying rules. At this point, it is stated that teaching profession
includes the issues related to confidentiality and teachers experience ethical di-
lemmas whether to reveal the students’ secrets or not when the content of the
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secret constitutes a problem related to the school rules (Shapira-Lishchinsky,
2011). It is implied that teachers also experience ethical dilemmas about their
colleagues’ discriminatory attitudes towards the students and other employees
(Helton and Ray, 2006). Teachers can experience conflicts with their colleagues
about teacher-student relationships, the responsibilities of their occupation, the
issues which require confidentiality, the attitude towards the students, personal
problems and supervision (Husu, 2001). It is pointed out that teachers can ex-
perience ethical dilemmas when they witness incompetency of their colleagues,
their negligence or their malicious acts. Teachers experience ethical dilemmas
when they observe detrimental behaviours of their colleagues such as shouting at
students, humiliating, beating, physically or sexually abusing the students, when a
student asks for help about other teachers’ inappropriate behaviours, when their
colleagues do not follow the curriculum in a provocative and brainwashing way
or in a way that is harmful to students (Campbell, 2000).

Teachers’ ethical dilemmas can also arise in the organization’s structural le-
vel as well as the behavioural level. It is indicated that teachers experience ethical
dilemmas when a school’s cultural values and structural regulations conflict with
each other (Walker and Dimmock, 2000). Unfair decisions and implementations,
inconsistent policies, imbalance and decisions that are based on insufficient evi-
dence can cause ethical dilemmas for the teachers (Dowd, 2012). In addition to
this, teachers can experience ethical dilemmas in the structural aspect about the
conflicts between their personal needs and following school rules, relevant re-
warding for the effort and school standards which represent open criteria about
decision-making (Shapira-Lishchinsky, 2011). Pope, Green, Johnson and Mitc-
hell (2009) remark the there is a conflict of needs in the structural ethical dilem-
mas of teachers. According to this, teachers can experience ethical dilemmas in
the conflicts between organizational requirements and students’ needs (Schools’
or senior managements’ rules can conflict with teachers’ opinions about students’
well being), organizational requirements and teachers’ needs (Schools’ or senior
managements’ rules can conflict with teachers’ needs or requests) and organiza-
tional requirements and parents’ needs (Schools’ or senior managements’ rules
can conflict with parents’ needs or requests). According to Husu (2001), teachers
can experience ethical dilemmas due to in-house cultural conflicts in the struc-
tural aspect. Teachers can experience ethical dilemmas related to lack of proper
regulations, equality of opportunity for the students, aggressive behaviours of
foreign students, teachers’ professional authority and students’ well being.

Some of the teachers’ ethical dilemmas derive from political issues such
as inter-organizational or external pressures and power struggles. Teachers ex-
perience ethical dilemmas, especially about favouritism. This fact refers to the
pressure of the senior managers to have an impact on the situation and this is an
example for political dilemmas. This situation humiliates teachers’ philosophy,
their points of view and their knowledge (Dowd, 2012). In addition to this, ad-
ministrative pressures for unethical implementations in the political aspect can
also cause ethical dilemmas for the teachers (Helton and Ray, 2009). Campbell
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(2000) indicates that teachers experience ethical dilemmas in the political as-
pect when they are forced to change grades of written exams, when one of their
colleagues steal exam paper to tell the questions to a certain student to make
the student get ready for the exam, when they suffer oppression from the admi-
nistrators about students’ reports, when they are forced by the administrators to
explain students’ failures in front of other students, when they have to support an
attempt of the school administration in front of the parents although they oppo-
se it and when they find the content of the lesson valuable whereas they receive
complaints from the parents about it.

Teachers’ ethical dilemmas can derive from the policies and regulations that
are decided by the central authority as well as in-house behavioural processes,
school structure and political struggles. Standardized exams play an important
role in the ethical dilemmas in the systemic aspect. As it is mentioned before,
determining administrators’ or teachers’ success according to the standardised
exam results can cause ethical dilemmas in the systemic aspect (Middlewood and
Cardano, 2001). In the Turkish education system, the exams called LGS (Liselere
Gegis Sinavi) which is taken by middle school students to enter high schools and
YKS (Yiiksekogretim Kurumlart Sinavi) which is taken by high schools students to
enter the university attract attention as standardised exams. Evaluating the suc-
cess of schools according to these exams can legitimize the methods which lead
to success only for these exams. In this regard, teachers can experience ethical di-
lemmas between achieving national education’s main goals or implementing the
methods which will lead to success only in these exams. Additionally, students’
inequality of opportunity (Husu, 2001), regulations and policies (Helton and
Ray, 2006) can cause ethical dilemmas for teachers in the systemic aspect as well.

It is understood from the mentioned statements that school administrators
and teachers can experience various ethical dilemmas in the behavioural, struc-
tural, political and systemic aspects. Administrators and teachers have to choose
one option which is right according to their points of view and ignore the other
one or they cannot make a decision in the case of these dilemmas. It is indicated
in the literature that this situation can cause negative emotions. The research
results of Bouckenooghe, Buelens, Fontaine and Vanderheyden (2004) indicate
that value conflicts in organizations cause professional stress. This can be seen as
important in terms of motivation, commitment and performance. Additionally,
the decision which is made to solve the dilemma can also have some negative
reflections at the school. According to Cranston, Ehrich and Kimber (2004), de-
cisions taken in case of ethical dilemma perception of individual’s reputation at
individual level and one’s career, the reputation of the school at the organization
level, and the perception of the school at the community level can be affected.
Administrators and teachers can use a wide range of strategies to cope with ethi-
cal dilemmas. However, it is possible to say that coping with ethical dilemmas is a
complex and a difficult process regardless of the strategy they use. It can be said
that identifying ethical dilemmas at schools can be beneficial for taking precau-
tions to prevent them. However, value conflicts underlie ethical dilemmas and
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values vary from culture to culture. In this context, it can be expressed to contrib-
ute to the education system which research on ethical dilemmas experienced in
schools in Turkey. In the detailed survey research of the literature, it is seen that
ethical dilemmas are discussed qualitatively in the researches. It can be said that
this research as a quantitative study makes a contribution to the literature. In this
regard, the answers to the questions below are searched:

1. In which aspect do the school administrators and the teachers experi-
ence ethical dilemmas?

2. Do the school administrators’ and the teachers’ ethical dilemmas dif-
ferentiate according to some demographic variables (position, gender,
age and seniority)?

Method

Model

In this research, it is aimed to identify the dimensions of the ethical dilem-
mas of school principals, principal assistants and teachers and to identify whether
their ethical dilemmas differentiate according to demographic variables or not.
In this regard, correlational research design was used in this study. Correlational
studies are quantitative ones, which aim to find out relationship between variab-
les (Lodico, Spaulding and Voegtle, 2006).

Population and Sample

This research’s population consists of the school principals, principal assis-
tants and teachers who work in the official middle schools in Cankaya, Etimes-
gut, Golbasi, Kegioren, Mamak, Pursaklar, Sincan and Yenimahalle districts in
Ankara. According to the data of 2015-2016 academic years, in these districts
of Ankara, there are 14868 teachers, 506 principal assistants and 256 school
principals who are registered as staff at 393 official middle schools. Multi-stage
sampling is used to collect data in this research. It is possible to follow different
methods in each stage of multi-stage sampling (Biyiikdztiirk, Cakmak, Akgiin,
Karadeniz and Demirel, 2010). In this regard, stratified sampling and simple ran-
dom sampling are used incrementally and sampling is chosen this way in this
research. In the researches which have 30 or bigger sample size, it is asserted that
variance does not deviate excessively from the normal variance (Biiyiikoztiirk,
2011). Thus, in order to reach 30 school principals, 30 schools are incorporated
into research sampling. Stratified sampling is used to decide how many schools
from which district would be incorporated into the sampling. It can be said that
the population of 14868 teachers is represented by 375 individuals with a 95 per
cent confidence interval. In this context, from each school that is mentioned abo-
ve, one principal, two principal assistants and 18 teachers are incorporated in the
sampling. In this regard, the sampling of the research’s quantitative dimension
is formed by 540 teachers, 60 principal assistants and 30 school principals. Teac-
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hers’, principal assistants’ and principals’ distribution according to variables in
the research sampling is represented in Table 1.

Table 1
The Distribution of the Teachers, Principal Assistants and Principals According to
Some Variables in the Sampling

Positi Gender Age Seniority Term of service In total
osttion Female Male 2335 36-48 49+ 1-10 1120 21+ 15 6-10 11+ @
n 367 173 231 241 68 213 190 137 341 141 58 540
Teacher
% 68 32 43 45 12 39 35 26 63 26 11 100

Principal n 19 41 13 39 8 8 37 15 41 12 7 60
assistant 9 32 68 22 65 13 13 62 25 68 20 12 100
School n 3 27 4 13 13 3 6 21 20 7 3 30
principal % 10 90 14 43 43 10 20 70 67 23 10 100

When the distribution according to the teachers’, principal assistants’ and
principals’ gender, age, seniority and terms of service at their current school is
analysed, it is seen that more than half of the teachers are females, whereas more
than half of the principal assistants are males. Almost all of the school principals
are males. Teachers and principal assistants become dense in the 23-48 age ran-
ge, whereas school principals become dense in the age range of 49 and above.
In terms of seniority, although most of the teachers have 1-10 years of seniority,
most of the principal assistants have 11-20 years of seniority. Most of the school
principals have 21 years or more years of seniority. As for terms of service at the
school, teachers, principal assistants and principals mostly have 1-5 years of ser-
vice at their current schools.

Data Collecting Tools

In the literature, a quantitative scale measuring ethical dilemmas was not
found in the detailed searches. For this reason, within the scope of the rese-
arch “Ethical Dilemma Scale in Schools” was developed and data were collected
with this scale. During the process of developing the Ethical Dilemmas Scale at
Schools, five principals, assistant principals and teachers were asked to write a
composition related to the ethical dilemmas at schools. During the essay writing
process, the participants were first given a description of the ethical dilemmas
and then the participants were asked to explain the ethical dilemmas they faced
in the daily operation of the school in writing. A question pool was created by
45 items based on the participants’ views and the literature. The prepared form
was presented to experts for their opinion and it was decided to remove four
items from the question pool which assessed does not conform to the definition
of ethical dilemmas. The scale with 41 items was offered for the consideration of
Turkish language experts and necessary adjustments were done. The scale with
41 items was applied to 151 people. Exploratory factor analysis (EFA) and the
results of the credibility are represented in Table 2.
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Table 2
Exploratory Factor Analysis and the Results of the Reliability for Ethical Dilemmas
Scale at Schools

. . Item Barlett’s Varla.nce Factor loading Cronbach’s
Sub-dimension KMO > explained . .
number X % Minimum Maximum Alpha

Behavioural 7 11.37 50 80 79
dimension

Structural

dimension 8 “ 2601.64 15.19 .55 77 .88
Political 8 p<.001 4796 65 80 92
dimension

Systemic 7 11.87 53 79 84
dimension

In the results of the study which is conducted for the validity and reliability of
the Ethical Dilemmas Scale at Schools, it seen related to this scale that KMO value
is .88, Barlett’s (X?) parameter is 2601.64 (p < .001). These values indicate that the
scale is appropriate for the exploratory factor analysis. According to EFA results of
the scale, it was seen that scale items are accumulated in four factors such as behav-
ioural, structural, political and systemic dimensions, however, some of these items’
factor loadings did not distribute appropriately. Thus, these items were removed from
the scale and the remaining 30 items were evaluated. Factor loading values of the
behavioural dimension vary between .50 and .80, its Cronbach’s Alpha coefficient
is .79 and this dimension explains 11.37% of total variance, however, factor loading
values of the structural dimension vary between .55 and .77, its Cronbach’s Alpha
coefficient is .88 and it explains 15.19% of total variance. In the political dimension,
factor loading values vary between .65 and .80, whereas Cronbach’s Alpha coefficient
is .92 and this dimension explains 17.96% of the total variance. Additionally, the
systemic dimension’s factor loadings vary between .53 and .79, its Cronbach’s Alpha
coefficient is .84 and it explains 11.87% of the total variance. After EFA was applied
to the structure which includes 30 items and four factors, confirmatory factor analysis
(CFA) was applied. The findings of the confirmatory factor analysis of the Ethical
Dilemma Scale at Schools showed that that chi-square (?) value is 707.51 and the
degree of freedom (df) is 396. According to chi-square/degree of freedom, the value is
1.79. This finding shows that the data set supports the factor structure (y*/sd = 1.79).
Additionally, RMSEA (0.072) and CFI (0.87) values show that the model fits well.
GFI, AGFIL, RMR and NFI values show that the model fits in a weak way, however, in
the literature chi-square/degree of freedom and RMSEA are considered as significant
for the model’s compatibility and it is stated that fit index should be evaluated in an in-
tegrative way (Cokluk et al., 2010). When all the criteria are taken into consideration,
it can be said that the structure with four factors is an acceptable model. Item-factor
correlation coefficients which are calculated with CFA and first-level path diagram are
represented in Figure 1.
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Figure 1. The path diagram of “Ethical Dilemma Scale at Schools”

In Figure 1, every item’s regression power on implicit dependent variable
and correlation coefficients are seen. It is seen in the model with four factors,
items’ regression coefficient vary between .43 and .88. The items’ regression co-
efficients vary between .43 and .74 in the behavioural dimension, the regression
coefficients vary between .55 and .81 in the structural dimension, in the political
dimension regression coefficients vary between .67 and .88 and in systemic di-
mension regression coefficients vary between .52 and .76. In consideration of
these data, it can be implied that regression coefficients are at a good level. It can
be said that this model is acceptable when it is evaluated in an integrative way.

The Analysis of the Data

In order to analyse the data in this research, SPSS 22 (Statistical Package for
the Social Sciences) and Amos 18.0 programs were used. During the analysis of
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the data, data set was primarily examined in terms of incorrect value and the out-
lier. During this process, the data which was incorrectly entered were corrected
according to the participants’ answers in the scales. Besides, during the missing
value analysis, registrations were done with the EM algorithm to a few items
which were left blank accidentally. Subsequently, for the scales, explanatory factor
analysis was done via SPSS and confirmatory factor analysis was done via Amos
programs. It is examined that whether the ethical dilemmas that are experienced
by the school principals, principal assistants and teachers differentiate signifi-
cantly according to the factors such as gender, age, seniority, terms of service at
that school or not. In the statistical techniques which are used in these analyses,
the number 30 was taken as a reference for normal distribution of test choices
which are parametric or nonparametric. According to Bilyiikoztirk (2011), the
size of the data affects the choice of statistics. It can be assumed that for the
samplings which are 30 or more, the distribution does not show more excessive
deviation than the normal distribution. In addition to this, it is stated that in the
cases when each subgroup’s size is 15 or more, using parametric statistics do not
cause an important deviation at the level of significance. It is indicated that for
smaller groups, it is a necessity to prefer non-parametric tests. In this regard, in
this study parametric tests were used when each subgroup’s size was 30 or more,
non-parametric tests were used when subgroup’s size was less than 30. From this
point of view, single direction variance analysis was used to identify whether the
levels of ethical dilemmas of school principals, principal assistants and teachers
differ meaningfully according to position factor or not. Mann Whitney U-test
was used to identify whether school principals’ and principal assistants’ ethical
dilemma levels differ meaningfully related to their gender, independent samples
t-test was used in order to identify whether teachers’ ethical dilemma levels dif-
fer meaningfully related to their gender. Additionally, Kruskal Wallis H-test was
used in order to identify whether the school principals’ and principal assistants’
ethical dilemmas differ meaningfully related to the factors such as age, seniority
and period of service in their current school, single direction variance analysis
was used in order to identify whether teachers’ ethical dilemmas level differ mea-
ningfully related to the factors such as age, seniority and period of service in their
current school. In the cases when single direction variance analysis was used and
there was a meaningful difference, Tukey-HSD multiple comparisons test was
used in order to identify where the difference is between groups as the variations
are equal according to the Levene test results. In the cases when Kruskal Wallis
H-test was used and there was a meaningful difference, Mann Whitney U-test
was used to identify where the difference is between groups.
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Findings

The Levels of Experiencing Ethical Dilemmas for School Principals, Principal As-
sistants and Teachers

The findings related to the levels of experiencing ethical dilemmas for scho-
ol principals, principal assistants and teachers are represented in Table 3.

Table 3
The Levels of Experiencing Ethical Dilemmas for School Principals, Principal
Assistants and Teachers

1. Principal 2. Principal assistant 3. Teacher

Ethical dilemma (n = 30) (n = 60) (n =540)
X S X S X S

Behavioural 2.13 92 2.28 .76 2.58 .76
Structural 3.06 79 2.72 78 2.92 1.01
Political 2.49 1.16 2.44 1.14 2.34 1.10
Systemic 2.23 .94 2.08 .79 2.26 .88
Total 2.50 71 2.39 .66 2.53 74

When the Table 3 is analysed, it is seen that in the behavioural aspect, ethical
dilemmas are experienced by school principals (X = 2.13), principal assistants
(X = 2.28) below average level, teachers (X = 2.58) at average level. When the
averages of ethical dilemmas in the structural aspect are analysed, it is seen
that school principals (X = 3.06), principal assistants (X = 2.72) and teachers
(X = 2.92) experience ethical dilemmas at average level. According to Table 4, it
can be said that school principals (X = 2.49), principal assistants (X = 2.44) and
teachers (X = 2.34) experience ethical dilemmas at average level in the politi-
cal aspect. In addition to this, school principals (X = 2.23), principal assistants
(X = 2.08), and teachers (X = 2.26) experience ethical dilemmas below the ave-
rage level in the systemic aspect, whereas school principals (X = 2.50), principal
assistants (X = 2.39) and teachers (X = 2.53) experience ethical dilemmas at the
average level in terms of all ethical dilemmas. When standard deviation value is
analysed in Table 3, it is seen that the most homogenous distribution is in princi-
pal assistants’ total ethical dilemmas (S = .66), whereas the most heterogeneous
distribution is in school principals’ political ethical dilemmas (S = 1.16).

Comparison of Ethical Dilemmas According to Position Variable

One-way variance analysis (ANOVA) was used in order to test whether the
research participants’ ethical dilemmas levels differ meaningfully related to the
position variable. ANOVA results of school principals’, principal assistants’ and
teachers’ ethical dilemmas related to the position variable are represented in
Table 4.
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Table 4
ANOVA Results of School Principals’, Principal Assistants’ and Teachers’ Ethical
Dilemmas Related to the Duty Variable

Variables The source of the variation SS df MS F p Difference (Tukey)
Intergroup 10.06 2 5.03 1-3:
Behavioural Intragroup 368.40 627 .59 856 .00
Total 378.46 629 >3
Intergroup 2.88 2 144
Structural ~ Intragroup 604.14 627 96 149 23 -
Total 607.02 629
Intergroup 1.11 2 55
Political Intragroup 766.63 627 122 45 .64 -
Total 767.74 629
Intergroup 1.77 2 .88
Systemic Intragroup 483.17 627 .77 1.15 .32 -
Total 484.94 629
Intergroup 1.06 2 53 )
Total Intragroup 33251 627 .53 .99 .37
Total 333.57 629

When Table 4 is analysed, it is seen that school principals’, principal assis-
tants’ and teachers’ structural [F (2, 627) = 1.49, p > .05], political [F (2, 627) =
A4S, p > .05], systemic [F (2, 627) = 1.15, p > .05] and total [F (2, 627) = .99,p >
.05] ethical dilemmas do not differ meaningfully according to position variable,
whereas their behavioural ethical dilemmas [F (2, 627) = 8.56, p < .05] differ
meaningfully related to position variable. According to the results of the Tukey
test which was done in order to identify in which positions there are differences
between ethical dilemmas of school principals, principal assistants and teachers
in the behavioural aspect, teachers experience meaningfully more ethical dilem-
mas than school principals and the principal assistants in the behavioural aspect.

Comparison of Ethical Dilemmas Related to Gender

Mann Whitney U-test was used in order to test whether the principals’ and
principal assistants’ ethical dilemmas differ meaningfully related to the gender
variable, samples t-test was used in order to identify whether teachers’ ethical
dilemma levels differ meaningfully related to their gender variable. Mann Whit-
ney U-test results of school principals’ ethical dilemmas related to the gender
variable are represented in Table 5.
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Table 5
Mann Whitney U-Test Results of School Principals’ Ethical Dilemmas Related to
the Gender Variable

. Female (n = 3) Male (n = 27)
Variables
Mean rank Rank sum Mean rank Rank sum U p

Behavioural 14.33 43.00 15.63 422.00 37.00 .85
Structural 12.17 36.50 15.87 428.50 30.50 S1
Political 11.50 34.50 15.94 430.50 28.50 43
Systemic 10.67 32.00 16.04 433.00 26.00 35
Total 11.67 35.00 15.93 430.00 29.00 A7

According to Table 5, school principals’ ethical dilemmas in behavioural (U
= 37.00, p > .05), structural (U = 30.50, p > .05), political (U = 28.50, p > .05)
and systemic (U = 26.00, p > .05) aspects do not differ meaningfully related to
gender. Additionally, school principals’ ethical dilemmas do not differ meaning-
fully in total aspects (U = 29.00, p > .05) related to the gender. This finding
indicates that school principals’ ethical dilemmas do not differ according to their
gender. Mann Whitney U-test results of principal assistants’ ethical dilemmas
related to the gender variable are represented in Table 6.

Table 6
Mann Whitney U-Test Results of Principal Assistants’ Ethical Dilemmas Related to
the Gender Variable

. Female (n = 19) Male (n = 41)
Variables
Mean rank Rank sum Mean rank Rank sum U p

Behavioural 28.16 535.00 31.59 1295.00 345.00 48
Structural 26.61 505.50 32.30 1324.50 315.50 24
Political 29.39 558.50 31.01 1271.50 368.50 74
Systemic 26.55 504.50 32.33 1325.50 314.50 23
Total 27.58 524.00 31.85 1306.00 334.00 .38

When Table 6 is analysed, it is seen that principal assistants’ ethical dilem-
mas in the behavioural (U = 345.00, p > .05), structural (U = 315.50, p > .05),
political (U = 368.50, p > .05) and systemic (U = 314.50, p > .05) aspects do
not differ meaningfully related to the gender. Additionally, principal assistants’
ethical dilemmas do not differ meaningfully in the total aspects (U = 344.00, p
> .05) related to the gender as well. T-test results of teachers’ ethical dilemmas
related to the gender variable are represented in Table 7.
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Table 7
T-Test Results of Teachers’ Ethical Dilemmas Related to the Gender Variable

Female (n = 367) Male (n = 173)

Variables < S < s ; df »

Behavioural 2.59 14 2.57 .80 23 538 .82
Structural 2.94 97 2.89 1.10 54 538 .59
Political 2.29 1.08 2.46 1.14 -1.71 538 .09
Systemic 2.23 .86 2.32 93 -1.10 538 27
Total 2.52 71 2.57 .80 -72 538 47

When the Table 7 which is related to t-test results of teachers’ ethical dilem-
mas in relation with the gender is analysed, it is seen that ethical dilemmas of
teachers in behavioural [¢ (538) = .23, p > .05], structural [¢ (538) = .54, p > .05],
political [¢ (538) = -1.71, p > .05], systemic [¢ (538) = -1.10, p > .05] and total [¢
(538) = -.72, p > .05] aspects do not differ meaningfully related to the gender.

Comparison of Ethical Dilemmas Related to Age

Kruskal Wallis H-test was used in order to identify whether ethical dilemmas
of school principals and principal assistants differ meaningfully related to age
variable, whereas one way variance analysis was used in order to identify whet-
her teachers’ ethical dilemmas differ meaningfully according to the age variable.
Kruskal Wallis H-test results related to the ethical dilemmas of school principals
according to the age variable are represented in Table 8.

Table 8
Kruskal Wallis H-Test Results Related to the Ethical Dilemmas of School Principals
According to the Age Variable

Variables Age Mean rank af x P
23-35(n=4) 13.00

Behavioural 36-48 (n = 13) 18.04 2 1.94 .38
49 + (n = 13) 13.73
23-35(n=4) 10.88

Structural 36-48 (n = 13) 14.69 2 2.06 .36
49 + (n = 13) 17.73
23-35(n=4) 16.50

Political 36-48 (n = 13) 13.77 2 .90 .64
49 + (n = 13) 16.92
23-35(n=4) 19.88

Systemic 36-48 (n = 13) 16.65 2 2.28 32
49 + (n = 13) 13.00
23-35(n=4) 14.75

Total 36-48 (n = 13) 15.50 2 .04 .98
49 + (n = 13) 15.73
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According to Table 8, ethical dilemmas that are experienced by the school
principals do not differ meaningfully related to age variable in the behavioural
[%*(2) = 1.94, p > .05], structural [x? (2) = 2.06, p > .05], political [%* (2) = .90,
p > .05] and systemic [x? (2) = 2.28, p > .05] aspects. Additionally school princi-
pals ethical dilemmas do not differ meaningfully in total aspects [x? (2) = .04, p
> .05] related to age.

Kruskal Wallis H-test results related to the ethical dilemmas of principal
assistants according to the age variable are represented in Table 9.

Table 9
Kruskal Wallis H-Test Results Related to the Ethical Dilemmas of Principal Assis-
tants According to the Age Variable

Variables Age Mean rank df %2 P
23-35(n = 13) 24.19

Behavioural 36-48 (n = 39) 33.19 2 2.86 24
49 + (n = 8) 27.63
23-35(n = 13) 31.15

Structural 36-48 (n = 39) 32.69 2 4.28 12
49 + (n=28) 18.75
23-35 (n = 13) 31.46

Political 36-48 (n = 39) 31.22 2 78 .68
49 + (n = 8) 25.44
23-35(n = 13) 27.85

Systemic 36-48 (n = 39) 32.81 2 2.26 .32
49 + (n = 8) 23.56
23-35 (n = 13) 28.12

Total 36-48 (n = 39) 33.08 2 3.07 22
49 + (n = 8) 21.81

According to Table 9, the ethical dilemmas that are experienced by the prin-
cipal assistants do not differ meaningfully in behavioural [%? (2) = 2.86,p > .05],
structural [y (2) = 4.28, p > .05], political [x* (2) = .78, p > .05] and systemic
[%?(2) = 2.26, p > .05] aspects related to age. Additionally, principals assistants’
ethical dilemmas related to age do not differ meaningfully in total [ (2) = 3.07,
p > .05] aspects.

ANOVA results related to the ethical dilemmas of teachers according to the
age variable are represented in Table 10.
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Table 10
ANOVA Results Related to the Ethical Dilemmas of Teachers According to the Age
Variable

Age
- 1.23-35 2.36-48  3.49(+) The Source of Difference
Variables ' _931) (n=241) (1=68) the Variation o> 4 MS F (Tukey)
S S N

Intergroup 4.50 2 225
Behavioural 249 .76 268 .75 253 .77 Intragroup 30559 537 57 395 .02 1-2
Total 310.09 539

Intergroup 11.47 2 574
Structural ~ 2.83 .94 3.08 1.04 268 1.08 Intragroup  538.73 537 1.00 5.72 .00
Total 550.20 539

1-2;
2-3

Intergroup 11.95 2 597
Political 226 1.06 249 1.13 207 1.05 Intragroup  639.79 537 1.19 5.01 .01 2-3
Total 651.74 539

Intergroup 2.61 2 131
Systemic 226 90 230 .88 207 .83 Intragroup 41843 537 .78 1.68 .19

Total 421.04 539
Intergroup 6.62 2 331 1-2;

Total 246 .72 265 .74 234 75 Intragroup 28583 537 .53 527 g0 23
Total 29245 539

When Table 10 is analysed, it is seen that teachers’ ethical dilemmas differ
meaningfully related to age variable in behavioural [F (2, 537) = 3.95, p < .05],
structural [F (2, 537) = 5.72, p < .05], political [F (2, 537) = 5.01, p < .05] and
total [F (2, 537) = 6.22, p < .05] aspects, whereas ethical dilemmas in the syste-
mic aspect [F (2, 537) = .19, p > .05] do not differ meaningfully related to the
age variable. According to the Tukey test which was done in order to identify in
which age rank there are differences between ethical dilemmas of teachers in
the behavioural, structural, political aspects and at a total level, teachers who are
aged between 36-48 experience meaningfully more ethical dilemmas than the
teachers who are aged between 23-35. Additionally, teachers who are aged bet-
ween 36-48 experience more ethical dilemmas in the structural, political aspects
and at a total level than the teachers who are 49 and older. This finding indicates
the fact that teachers’ ethical dilemmas increase until a certain age however they
decrease thereafter.

Comparison of Ethical Dilemmas Related to Seniority

Kruskal Wallis H-test was used in order to identify whether ethical dilemmas
that are experienced by school principals and principal assistants differ meaning-
fully related to seniority variable or not, whereas one way variance analysis was
used in order to identify whether the ethical dilemmas that are experienced by
teachers differ meaningfully according to the seniority variable or not.
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Kruskal Wallis H-test results related to the ethical dilemmas of school prin-
cipals according to the seniority variable are represented in Table 11.

Table 11
Kruskal Wallis H-Test Results Related to the Ethical Dilemmas of School Principals
According to the Seniority Variable

Variables Seniority (year) Mean rank df %2 p
1-10 (n = 3) 13.67

Behavioural 11-20 (n = 6) 14.92 2 21 .90
21+ (n = 21) 15.93
1-10 (n = 3) 13.17

Structural 11-20 (n = 6) 11.58 2 1.98 37
21+ (n = 21) 16.95
1-10 (n = 3) 21.50

Political 11-20 (n = 6) 12.00 2 2.35 31
21+ (n = 21) 15.64
1-10 (n = 3) 24.33

Systemic 11-20 (n = 6) 13.92 2 3.42 18
214 (n = 21) 14.69
1-10 (n = 3) 18.67

Total 11-20 (n = 6) 12.17 2 1.32 52
21+ (n =21) 16.00

According to Table 11, the behavioural [x? (2) = .21, p > .05], structural 2
(2) = 1.98, p > .05], political [x? (2) = 2.35, p > .05] and systemic [y? (2) = 3.42,
p > .05] ethical dilemmas which are experienced by the school principals do not
differ meaningfully related to the seniority. Additionally school principals ethi-
cal dilemmas do not differ meaningfully at a total level [x? (2) = 1.32, p > .05]
related to seniority as well. Kruskal Wallis H-test results related to the ethical di-
lemmas of principal assistants according to the seniority variable are represented
in Table 12.

Table 12
Kruskal Wallis H-Test Results Related to the Ethical Dilemmas of Principal
Assistants According to the Seniority Variable

Variables Seniority (year) Mean rank df x? p Difference
1-10 (n = 8) 18.94

Behavioural 11-20 (n = 37) 34.36 2 591 .05 1-2
21+ (n = 15) 27.13
1-10 (n = 8) 26.44

Structural 11-20 (n = 37) 34.05 2 413 13
21+ (n = 15) 23.90
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Table 12
Kruskal Wallis H-Test Results Related to the Ethical Dilemmas of Principal
Assistants According to the Seniority Variable (Continued)

Variables Seniority (year) Mean rank df x> p Difference
1-10 (n = 8) 27.88

Political 11-20 (n = 37) 3234 2 1.08 .58
21+ (n = 15) 27.37
1-10 (n = 8) 19.63

Systemic 11-20 (n = 37) 35.23 2 755 .02 1-2;2-3
21+ (n = 15) 24.63
1-10 (n = 8) 22.50

Total 11-20 (n = 37) 34.65 2 552 .06
214 (n = 15) 24.53

According to Table 12, the ethical dilemmas that are experienced by the
principal assistants differ meaningfully in the behavioural [¢?(2) = 5.91, p < .05]
and systemic [?(2) = 7.55, p < .05] aspects related to the seniority whereas their
ethical dilemmas do not differ meaningfully in the structural [x*(2) = .13, p >
.05], political [%?(2) = .58, p > .05] aspects and at a total level [x? (2) = .06, p
> .05]. According to the Mann Whitney U-Test results which was done in order
to identify in which seniority groups there are differences among ethical dilem-
mas of principal assistants in the behavioural and systemic aspects, the principal
assistants who have between 11-20 years of seniority experience more ethical di-
lemmas than the principal assistants who have between 1-10 years of seniority in
the behavioural aspect. Additionally, the principal assistants who have between
11-20 years of seniority experience more ethical dilemmas than the principal as-
sistants who have between 1-10 years of seniority and 21 years of seniority and
more in the systemic aspect. This finding indicates that principal assistants expe-
rience more ethical dilemmas as their length of service increases until 20 years
of seniority. However, in the systemic aspect, the ethical dilemmas of principal
assistants increase until 20 years of seniority as their length of service increases,
whereas they decrease after 20 years of seniority as their length of service in-
creases. The descriptive data of teachers’ ethical dilemmas related to the age
variable are represented in Table 13.
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Table 13
ANOVA Results Related to Teachers’ Ethical Dilemmas According Seniority Variable
Age
_ L 110yl 2.1120yil  3.21+yil Thesource Difference
Variables (n=211) (n=189) (n=140) of the SS df MS F (Tukey)

variation

X 5 X S5 X

Intergroup  4.14 2207
Behavioural 248 .73 269 .78 259 .76 Intragroup 305.94 537 .57 3.63 .03 1-2
Total 310.08 539
Intergroup  8.91 2 445
Structural 282 .93 310 1.04 285 1.07 Intragroup 541.30 537 1.01 4.42 .01 1-2
Total 550.21 539
Intergroup  1.60 2 .80
Political 230 1.06 242 1.15 230 1.09 Intragroup 650.14 537 121 .66 .52 -
Total 651.74 539
Intergroup  1.06 252
Systemic 226 .90 230 .85 219 91 Intragroup 41999 537 .78 .68 .51 -
Total 421.05 539
Intergroup  3.03 2 152
Total 247 72 263 .75 249 .74 |Intragroup 289.42 537 .54 281 .06
Total 29245 539

When the Table 13 is analysed, it is seen that teachers’ ethical dilemmas dif-
fer meaningfully related to the seniority variable in the behavioural [F (2, 537) =
3.63, p < .05] and structural aspects [F (2, 537) = 4.42, p < .05], whereas their et-
hical dilemmas related to the seniority variable do not differ meaningfully in the
political [F (2, 537) = .66, p > .05], systemic [F (2, 537) = .68, p > .05] and total
[F(2,537) = 2.81,p > .05] aspects. According to the Tukey test results which was
done in order to identify in which seniority groups there are differences among
ethical dilemmas of teachers in the behavioural and structural aspects, the teach-
ers who have between 11-20 years of seniority experience meaningfully more
ethical dilemmas than the teachers who have between 1-10 years of seniority in
the behavioural aspect and structural aspects. This finding indicates that teach-
ers experience more ethical dilemmas as their length of service increases until 20
years of seniority.

In this research, it is precipitated that school principals’ ethical dilemma
levels do not differ meaningfully related to the seniority, whereas school princi-
pal assisstants’ behavioural and systemic ethical dilemmas differ meaningfully on
behalf of 11-20 years of seniority, similarly teachers’ ethical dilemma levels differ
meaningfully on behalf of 11-20 years of seniority. In this regard, it can be said
that the research results in terms of seniority in the behavioural and structural
aspects are consistent with the results in terms of age. The results related to the
seniority of teachers in the political and total aspects and principal assistants’ in
the behavioural and systemic aspects are not consistent with the results related to
age. It can be asserted that the reason for this can be the fact that teachers ages
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are not always directly proportional to their seniority. According to the assigning
system in Turkey, as teachers in their 20s can be assigned to the job, teachers in
their 30s can also be assigned and become a teacher. In this regard, it can be said
that there can be differences in the analysis of ethical dilemma levels related to
the variables of age and seniority.

Discussion, Result and Suggestions

The research results reveal that school administrators and teachers mainly
experience average level ethical dilemmas. In the literature, it is stated that scho-
ol administrators have ethical and legal concerns on a daily basis (Cross, 2013).
It is referred that school administrators try to find the balance among goals, imp-
lementations and policies and their ethical understanding and these cause ethical
dilemmas for them on a daily basis (Bass and Steidlmeier, 1999; Moreno, 2011).
According to Sprouse’s (2009) research results, administrators frequently experi-
ence ethical dilemmas. In addition to this, ethical dilemmas cannot be predicted
due to their nature and administrators have to solve them transiently. In the
mentioned researches, it can be interpreted that school administrators frequ-
ently experience ethical dilemmas. It is also inferred in this research that school
administrators experience ethical dilemmas at the average level. In this regard,
it can be said that the results of this study are consistent with the literature in
terms of frequency of ethical dilemmas that are experienced by the school admi-
nistrators.

The literature points out that the teachers also experience ethical dilemmas
frequently and in a wide range in a similar way with the administrators. Accor-
ding to this, the teaching profession is complex and the interaction between te-
achers’ values and tension among school principal, other teachers and students
cause multiple ethical dilemmas for them. In addition to this, the teachers’ in-
teractions with their own moral compass also cause them to experience ethi-
cal dilemmas (Shapira-Lishchinsky, 2009). Correspondingly, Ehrich and others
(2011) point out that the teaching profession is a value-based profession and thus
teachers frequently face ethical dilemmas during their daily work life. Maslovaty
(2000), on the other hand, states that the teaching profession includes dynamic,
reflective and complex decision-making processes and teachers face ethical di-
lemmas on the levels of class, school and community. In consideration of these
studies, it can be interpreted that the teaching profession is complex due to its
nature; teachers need to meet the needs of students, school administration and
school community, they also try not to conflict with their values, regulations and
education policies while they try to meet the needs. In this regard, it can be said
that the teaching profession inherently includes ethical dilemmas. It can be said
in this research that, the result that teachers experience ethical dilemmas at the
average level is consistent with the literature.

589



Onur Erdogan

According to the results of the research, school administrators and teachers
are affected by different ethical dimensions on different levels. Teachers face
higher levels of ethical dilemmas in the behavioural aspect. Additionally, school
administrators and teachers experience the same levels of general ethical dilem-
mas in the structural, political and systemic aspects. The critical incidents which
are the basis of ethical dilemmas of school administrators and teachers differen-
tiate as a matter of course according to their positions. As for the structural et-
hical dilemmas that are experienced by the administrators, implementing group
decisions, control of the school area and efficient usage of the resources are the
basis of their ethical dilemmas however the quality of school administration’s de-
cisions and the conflict between teachers’ values and school culture and its struc-
tural features are the basis of teachers’ structural ethical dilemmas (Catacutan
and de Guzman, 2016; Dowd, 2012; Ehrich et al.., 2012; Walker and Dimmock,
2000; Pope et al., 2009; Shapira-Lishchinsky, 2011). Additionally, senior mana-
gers’ attempts to affect the decisions and their requisition for favouritism (Ca-
tacutan and de Guzman, 2016) are the basis of administrators’ ethical dilemmas
in the political aspect, similarly the basis of the teachers’ political dilemmas are
administrators and parents attempts to affect the decisions and implementations,
their requisition for favouritism, clash of interests and false declaration of the
truth (Dowd, 2012; Helton and Ray, 2009). In the systemic aspect, administra-
tors and the teachers commonly experience ethical dilemmas about standardiza-
tion, regulations and policies, whereas administrators experience ethical dilem-
mas differently from the teachers about bureaucratic supervision, accountability
and hierarchy, however, teachers experience ethical dilemmas differently from
the administrators about equality of opportunity (Helton and Ray, 2006; Husu,
2001; Middlewood and Cardano, 2001; Rosano et al., 2005). In this regard, it can
be said that the school administrators and the teachers experience relatively si-
milar ethical dilemmas in the structural, political and systemic aspects according
to the literature.

In the literature, when we analyse the behavioural ethical dilemmas of scho-
ol administrators and the teachers, it is pointed out that school administrators’
and teachers’ behavioural ethical dilemmas are also similar like the other as-
pects. According to this, teachers’ ethical dilemmas in the behavioural aspect
is related to keeping secrets, negative attitude of other teachers towards the
students, parents’ beliefs, teachers’ discriminative attitude, the conflict between
mercy and consistent behaviour, the suspicious attitude of other employees, re-
porting students’ undesired behaviours to the parents and other teachers incom-
petency (Campbell, 2000; Helton and Ray, 2006; Husu, 2001; Pope et al., 2009;
Shapira-Lishchinsky, 2011), whereas the school administrators experience ethi-
cal dilemmas related to dishonest academic behaviours, inappropriate behavio-
urs towards the students, inflicting a disciplinary punishment on teachers and the
students, conflicts of teachers and students, conflicts in the parents’ groups and
protection of teachers and students (Catacutan and de Guzman, 2016; Crowson,
1989; Ehrich et al., 2012; Kirby et al., 1992; Pontiff, 2007). With reference to the
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mentioned studies, it can be said that the behavioural ethical dilemmas which are
experienced by both school administrators and the teachers are based on other
teachers, students and parents. However, it can be asserted that teachers get in
contact with other teachers, students and the parents more than the administra-
tors because of their job’s nature. The ethical dilemmas which are related to the
school’s relationship with the people from internal and external environment of
the school are addressed in the behavioural aspect (Catacutan and de Guzman,
2016). In this regard, it can be asserted that the reason why the teachers experi-
ence more ethical dilemmas in the behavioural aspect is that they get in contact
more with the stakeholders.

According to the results of this study, the ethical dilemmas of the school ad-
ministrators and the teachers do not differ meaningfully related to their gender.
In other words, male and female administrators and teachers experience ethical
dilemmas equally in all aspects. According to the Dowd’s (2012) research re-
sults, it is asserted that the factors which are thought to have a role in the ethical
dilemmas such as personal and religious values, cultural point of view, code of
ethics and attitude towards regulations are experienced at the same level for both
female and male teachers. Additionally, the mentioned study points out female
teachers are affected by the organization’s mission and ethical theories more
than males in an inconsistent way with this study’s results. Cross’s (2013) study
results collaterally with this study’s results point out that administrators’ answers
related to the ethical dilemmas do not differ meaningfully based on their gender.

Although mentioned studies’ results show parallelism with this study’s re-
sults, Haines’s and Leonard’s (2007) study results contrarily with this study’s re-
sults indicate that gender is an important factor in ethical decision-making. Ac-
cording to this, females’ and males’ beliefs and attitudes differ meaningfully from
each other during the ethical decision-making process. Females’ moral beliefs do
not show an alteration during identifying their behavioural intention and these
moral beliefs are the driving force of the behaviour. When teachers’ roles and
attitudes are analysed according to their gender, according to a research which is
conducted in teacher candidates, teacher candidates’ attitudes towards teaching
profession do not change based on their gender (Demirtas, Cémert and Ozer,
2011). However, according to another research’s results, female teachers take
more positive attitudes towards teaching profession than males. In this research,
it is indicated that the reason for this can be the perception that the teaching
profession is more suitable for females in Turkey (Capri and Celikkaleli, 2008).
In this regard, the literature points out that school administrators’ and teachers’
ethical evaluations, beliefs and attitude towards the profession both change and
do not change according to their gender. In this research, the ethical dilemmas
that are experienced by the administrators do not differ according to gender.
It can be indicated that cultural differences can be one of the reasons. The fact
that the population of this research which was conducted in Ankara, females and
males attribute a similar meaning to gender can be relatively interpreted as this
fact cause their ethical dilemmas’ levels to be equal.
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According to the results of this study, school administrators’ ethical dilem-
ma levels do not differ according to their ages whereas teachers’ ethical dilemma
levels differ meaningfully in the countenance of middle age. Although no study
related to the relationship between ethical dilemmas’ level and age is encounte-
red during the detailed scanning of the literature, Cross’s (2013) research results
give some clues. According to this, as the educational administrators get older,
their level of giving ethical answers increases. However, this study is not con-
sistent with the research results about the fact that age does not change their
ethical dilemma levels. Shapiro and Stefkovich (2011) similarly indicate that age,
gender and race affect educators’ decisions. In this study, ethical dilemmas differ
according to ethical dilemmas levels and middle-aged teachers experience more
ethical dilemmas. The research results of Sahin-Firat and Acikgoz (2012) indica-
te that some of the teachers’ values change according to their age. Accordingly,
their values related to success diminish in the middle-aged group whereas their
excitation levels diminish in the groups of middle-aged and older. Conformity, on
the other hand, is more in older age groups. Thus, it can be expressed that youn-
ger groups of teachers experience more emotional and intellectual uncertainty,
whereas older groups of teachers are attached more with organizations traditi-
ons. In this regard, it can be said that teachers have a clearer attitude during their
early ages; however, they have an insusceptible attitude during their older ages.
It can be interpreted that teachers during early ages solve the situations which
include conflicts with their open structured values more decisively, whereas du-
ring their older ages they prefer to comply with organizational structure and do
not experience value conflicts with their insusceptible values. The middle-aged
group is the transitional stage of these basic values. In this regard, it can be asser-
ted that it is consistent with the literature that middle-aged teachers experience
more value conflicts; therefore they experience more ethical dilemmas.

Research results indicate that principal assistants with mid-senior levels
experience behavioural and systemic ethical dilemmas more, mid-senior level
teachers experience behavioural and structural ethical dilemmas more. It is sup-
posed that seniority increases the quality of the job according to the classical
paradigm in teaching and administration professions. Additionally, it is pointed
out that a large amount of experience is also supposed to increase the teaching
skills and thus, increase the effectiveness of the education according to this pa-
radigm (Creemers, Kyriakides and Antoniou, 2013). In regard to this classical
paradigm, it can be expected that administrators and teachers qualifications inc-
rease in relation to their seniority; therefore they are supposed to experience
less ethical dilemmas by using their more effective decision-making mechanisms.
Rice (2010) indicates that the employees’ knowledge, skills and productivity inc-
rease in relation with their enhanced seniority in many organizations. However,
it is stated that experience is an important factor during the first years of teaching
and it shows a parabolic structure in terms of success and values. From this point
of view, it can be interpreted that low or high seniority levels have common cha-
racteristics in terms of effects and values, whereas the mid-senior level differs.
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Cross’s (2013) research results indicate that educational administrators’ ethi-
cal answers to ethical dilemmas reduce to a certain level with enhanced seniority,
however they increase after a certain level. In this regard, it can be expressed that
the level of administrators’ ethical answers changes collaterally with this study.
In other words, administrators with low and high seniorities give more higher-up
ethical answers for ethical dilemmas than the mid-senior level administrators. In
this regard, it can be said that the reason for mid-senior level principal assistants
and teachers experience more ethical dilemmas can be that individual’s value
system change in relation with the enhanced seniority and mid-seniority level
individuals experience value conflicts during the transition of these values.

The literature refers that ethical dilemmas have negative psychological re-
sults on people. In addition to this, not being able to solve the ethical dilemmas
effectively also has negative impacts on the individual and the organization. In
this regard, it can be said that preventing ethical dilemmas before being experi-
enced is the best solution strategy. From this point of view, analysing the ethical
dilemmas is regarded as significant. In this study, ethical dilemmas are revie-
wed with some demographic variables. According to the results of the research,
school administrators and teachers mainly experience medium-level ethical di-
lemmas. It can be said determining ethical standards for the teaching professi-
on and school management, conveying these ethical standards to teachers and
administrators in an effective way, setting a budget for the school that can be
used practically, disambiguating and stabilizing legislations, sharing more openly
the surveillance of private educational institutions with the stakeholders, giving
school administrators authorization of giving teachers time off, promoting career
development in a perceptible way, using perceptible criteria for assigning admi-
nistrators would be beneficial to be done by MOE. Additionally, the quantitative
researches which deal with psychological correlations of ethical dilemmas and
qualitative researches which deal with the reasons for the ethical dilemmas of
different educational grades can contribute to the literature.
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Giris

Egitim toplumun biiyiik cogunlugunu kapsayan ¢ok boyutlu, cok paydasl ve
bu sebeple de karmagik bir istir. Giiniimiizde toplumlarin okullara doniik talep-
leri artmakta, egitim degisimlere ve artan karmagikliga cevap vermek zorunda
kalmaktadir. Bu talep, degisim ve karmagikligin sonucu olarak okul yoneticile-
ri ve Ogretmenler kendilerini rekabet eden yiikiimliilikler ve menfaatler icinde
bulmakta ve karar almalar1 gereken durumlarin cogunda kararlari icin daha fazla
degerlendirme yapmak zorunda kalarak giderek artan strese maruz kalmaktadir.
Bu karmagik ortamda okul yoneticilerinin ve dgretmenlerin catisan cikarlarla
yiizlesmeleri ve bu durumu ¢cozmeleri gerekmektedir. Okul yoneticileri ve dgret-
menler karar verme siireglerinde ¢esitli deger ve beklentileri dengelemeye gayret
etmek durumunda kalmaktadir. Bu kararlarin bazilar1 deger catismalar iceren
kritik secimler gerektirmekte ve bu durum etik ikilemlerle sonuclanmaktadir.
Alanyazina gore etik ikilemler okulun giinliik rutini iginde siklikla yasanmakta
ancak arastirmalarda yeterince kendine yer bulamamaktadir.

Yoneticilerin Orgiitteki konumlar1 ne olursa olsun karar verme siirecinde
yer alarak cesitli kararlar almak zorunda olduklar: belirtilmektedir (Szarucki,
2013). Dogru karar hem etik hem yasal olandir. Ancak karara temel tegkil eden
durumlar etik fakat yasa dig1 veya yasal fakat etik dig1 olabilmektedir (Miller-
borg ve Hyle, 1991). Bu baglamda yoneticiler kariyerlerinde bir noktada kendi
degerleri ile uyumlu olmayan bazi kararlar1 almak ya da desteklemek zorunda
kalmaktadir (Elizer, 2000). Benzer sekilde 6gretmenler de okullarda karar ve uy-
gulama stireclerinde yer almakta ve bu siireclerde degerleri ile catisma yasayabil-
mektedir (Bigbee, 2011). Bazen dogru karar ve uygulamalar orgiitiin hedefleriyle
catismakta bazen ise Orgiitiin ¢ikarina olan karar ve uygulamalar kisinin degerleri
ile catismaktadir (Pontiff, 2007). Bu baglamda orgiitlerde bireylerin iki deger
setinden birini secmesi gerektigi durumlarda etik ikilemler ortaya cikmakta ve
bireyler kendi etik ilkeleri ile Orgiitiin politika ve uygulamalari arasinda denge
kurmaya calismaktadir (Moreno, 2011). Etik ikilemler ahlaki bir girigsim oldugu
belirtilen (Bigbee, 2011) okullarda yonetici ve 6gretmenler tarafindan siklikla ya-
sanmakta ve aragtirmalarda da giderek artan bir ilgiyi tizerine cekmektedir (Ba-
teman, 2014; Catacutan ve de Guzman, 2016; Cranston, Ehrich ve Kimber, 2004;
Cross, 2013; Dowd, 2012; Norberg ve Johansson, 2007; Roche, 1997).

Alanyazinda egitim yOneticilerinin ve dgretmenlerin yasadiklari ikilemlere
doniik cesitli siniflamalara rastlanmaktadir. Roche (1997) etik ikilemlerin bo-
yutlaria yonelik olarak mesleki ilkeler, egitim uygulamalari, secimler, inanclar,
sistem, politika ve talimatlara dikkat cekerken Mashall (1992) etik ikilemlerin
boyutlarina doniik olarak kurallarin uygulanmasi, denetim ve degerlendirme,
toplumsal sorunlar ve veli baskisina isaret etmektedir. Catacutan ve de Guzman
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(2016) ise etik ikilemleri davranigsal, yapisal ve politik ikilemler olarak siniflan-
dirmaktadir. Orgiitlerde yasanabilecek ikilemlere yonelik bahsi gegen davranis-
sal, yapisal ve politik ikilem simiflamasi goreli olarak genig bir perspektif sun-
maktadir. Bununla birlikte daha 6nce bahsi gecen ¢alismalar okul yoneticileri
ve 0gretmenlerin sistemsel konulardan kaynaklanan etik ikilemler de yasayabi-
leceklerine isaret etmektedir. Bu baglamda davranigsal, yapisal ve politik ikilem
siniflamasi egitim sisteminden kaynakli ikilemlere atif yapmadigi yoniinde eles-
tirilebilir. Buradan hareketle sz konusu bu arastirmada okul yoneticilerinin ve
ogretmenlerin yasadiklar etik ikilemler goreli olarak daha genis bir bakis acisiyla
davranigsal, yapisal, politik ve sistemsel ikilemler olmak tizere dort temel boyutta
siniflandirilabilir.

Okullarda yasanan davranigsal boyuttaki etik ikilemlerin okul i¢i nedenler-
den kaynaklandig1 ifade edilmektedir. Yoneticilerin oOrgiitsel baglam ve buna
eslik eden dinamik degiskenler ile etik inang sistemleri arasindaki catismalarin
etik ikilemleri ortaya cikardig: belirtilmektedir (Pontiff, 2007). Buna gore okul
miudiirleri davranigsal boyutta 6gretmen-6grenci ¢atismalarindan, okul kuralla-
ria aykirir davranig sergileyen 0grencilere doniik disiplin eylemlerinden ve veli
gruplar1 arasindaki olumsuz iligkilerden kaynaklanan etik ikilemler yasayabil-
mektedir (Kirby, Paradise ve Protti, 1992). Crowson (1989) okullarda yoneticiler
tarafindan yasanan etik ikilemlerin 6gretmen ve dgrencilerin korunmasi siire-
cinde agiga cikabildigine isaret etmektedir. Tekel’in (2018) arastirma sonuglari
ise okul miidirlerinin davranigsal boyutta 0gretmenlere firsat tanima, miidiire
destek veren 6gretmeni savunmak ile 6grencinin hakkini savunmak arasinda, A
Ogrencisine yardim etmek ile B 0grencisine yardim etmek arasinda etik ikilem
yasadiklarina isaret etmistir.

Okullarda kigisel iliskilerden kaynaklanan davranissal ikilemler kadar oku-
lun yapisal siireglerinden kaynaklanan etik ikilemlerin de yasandigi belirtilmek-
tedir. Ehrich, Cranston, Kimber ve Starr’in (2012) iiniversite yoneticileri iize-
rinde gergeklestirdikleri arastirmanin sonuclari yapisal boyutta tiniversitelerin
daginik yapisinin etik ikilemlerin gelismesi icin verimli bir zemin olusturdugu-
na isaret etmektedir. Buna gore yoneticilerin etik ikilemleri giicli mesleki etik
anlayislari ile 6zen etigi, denetcinin direktifleri ve orgiitiin kural ve politikalari
arasindaki ¢atismalardan ortaya ¢cikmaktadir. S6z konusu bu etik ikilemler sonu-
cunda yoneticilerin kaygi ve gerilim hissettikleri de belirtilmektedir. Catacutan
ve de Guzman (2016) ise yoneticilerin yapisal boyutta 6zellikle uygun bulmadik-
lar1 bir grup kararini uygularken ikilem yasadiklarini ifade etmektedir. Tekel ve
Karadag (2017) okul yoneticilerinin okul kurallar1 baglaminda hangi 6gretmene
nasil bir ortam yaratmasi gerektigi, 6gretmenlere bos giin verme ve ek ders kesin-
tisi yapma konularinda etik ikilem yasadiklarini belirtmektedir. Crowson (1989)
ise Orgiitiin yapisal siireglerinde Orgiitsel kural veya direktiflerin etik ikilemlere
neden olabilecegine isaret etmektedir. Buna gore okul midirlerinin yapisal
boyutta okul alaninin kontroli, zaman kullaniminda verimlilik ve kaynaklarin
etkin kullanimi gibi diistinceleri bulunmaktadir. S6z konusu bu kural ya da

595



Onur Erdogan

diisiinceler arasinda bir catisma oldugunda okul miidiirleri catisan iki veya daha
fazla deger setinden hangisinin 6ncelikli oldugu konusunda ikilem yasamaktadir.

Okullarin acik sistemler oldugu ve bunun bir sonucu olarak dis etkilere acik
orgiitler olduklar1 belirtilmektedir. Bu baglamda okullarda dis ve i¢ unsurlarin
giic miicadeleleri yagsanabilmekte ve bu durum politik boyuttaki etik ikilemleri
aciga cikarabilmektedir. Universite dekanlar iizerinde gerceklestirilen bir aras-
tirmanin sonugclart dekanlarin politik boyutta takdir giiclerini kullanirken {ini-
versitenin ust diizey yetkililerinin kararlara tesir etmeye calistiklar1 durumlarda
ikilem yasadiklarina isaret etmektedir. Ozellikle iist diizey yoneticilerin yakin-
larmin veya arkadaglarinin tiniversitede istihdam edilmesi igin baski yaptig1 du-
rumlarda dekanlar otoriteye itaat ile Ozerklik arasinda ikilem yasamaktadirlar
(Catacutan ve de Guzman, 2016).

Davranigsal, yapisal ve politik etik ikilemlerin yani sira okullarda egitim
sisteminden kaynakli konular da etik ikilemlere neden olabilir. Marshall (1992)
yoneticilerin yasadiklar sistemsel etik ikilemlerin kamu egitiminde yasanan te-
mel kronik gerilimlerden kaynaklandigini belirtmektedir. Buna gore yOneticiler
biirokratik denetimi sorgulamaktan, hiyerarsik otoriteden, uzmanlagmadan ve
standartlasmadan kaynakli etik ikilemler yasayabilmektedir. Bununla birlikte
Catacutan ve de Guzman (2016) sistemin sundugu yasalar ile ahlaki anlayisin
catistigt durumlarin yoneticilerin etik ikilem yasamasina neden olan temel catis-
malardan biri olduguna isaret etmektedir. Okullarda yoneticiler tarafindan yasa-
nan baglica sistemsel etik ikilemlerden birinin ise hesapverebilirlik baglaminda
yasandigi belirtilmektedir. Yasal, biirokratik ve mesleki hesapverebilirligin yani
sira hesapverebilirlik baglaminda okullarin basarilarinin degerlendirilmesinde
kullanilan standartlastirilmig sinavlarin etik ikilemlere neden oldugu belirtilmek-
tedir. Okullarin ve dolayisiyla yoneticilerin basarilarinin degerlendirilmesinde
standartlastirilmig sinav sonuclarinin kullanilmasinin suclayicilik yaratan bir yapi
olarak goriilebilecegi ve bunun etik ikilemlere temel teskil eden deger catisma-
larina neden olabilecegi ifade edilmektedir. Bununla birlikte basarinin degerlen-
dirilmesinde sadece test sonuglarina odaklanilmasi yoneticileri test sonuglarinda
basariya gotiirecek durumlarla degerlere veya ahlaki anlayisa uygun durumlar
catistiginda etik ikilemlere siirtikleyebilir (Middlewood ve Cardano, 2001; Rosa-
no, Gates, Zaretsky ve Kurilko, 2005).

Okulun giinliik rutini icinde okul yoneticileri kadar 6gretmenler de etik
ikilemlerle karsilasmaktadir. Ogretmenlerin karmasik ve degisen baglamlarda
kararlar vermeleri gerekmektedir ve bununla birlikte 6gretim durumu da bir-
¢ok etik ikilem yaratmaktadir (Fitzmaurice, 2008). Okullarda 6gretmenler 6g-
retimin izlenmesi ve degerlendirilmesi ile diger 6gretmenlerle, 6grencilerle ve
velilerle iligkileri baglaminda davranigsal boyutta pek cok etik ikilem yasayabil-
mektedir. Davranigsal etik ikilemlerin bazilar1 mahremiyetle ilgili konulardan
aciga citkmaktadir. Buna gore davranigsal boyutta 6gretmen-6grenci iligkilerinde
ogretmenler sir saklama istegi ile okul kurallarina uyma zorunlulugu arasinda
ikilemler yasayabilmektedir. Bu noktada 6gretmenlik mesleginin mahremiyet
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iceren konulari i¢cinde barindirdigi ve 6gretmenlerin dgrencileri kendileriyle sir-
larmi paylastiklarinda bu sirrin konusu okul kurallari acisindan sorun teskil edi-
yorsa sirr1 agiga vurmakla vurmamak arasinda ikilem yasadiklari belirtilmektedir
(Shapira-Lishchinsky, 2011). Ogretmenlerin 6grenci ve caliganlarla ilgili ayrimci
meslektas davraniglari kargisinda da etik ikilemler yasadiklari ifade edilmektedir
(Helton ve Ray, 2006). Ogretmenler meslektaslari ile 6gretmen-6grenci iligkileri,
gorevin gerektirdigi sorumluluklar, 6grencilere karst davranislar, gizlilik gerek-
tiren konular, kisisel sorunlar ve denetim gibi konularda da ¢atismalar yasaya-
bilmektedirler (Husu, 2001). Ogretmenlerin bagka bir meslektagmin yetersizli-
gine, ihmaline veya kotii niyetli davraniglarina tanik oldugunda da etik ikilem
yasayabilecegi ifade edilmektedir. Ogretmenler meslektaglarinin bir dgrenciye
bagirmak, kiiclimsemek, vurmak, fiziksel veya cinsel istismarda bulunmak gibi
zarar verici davraniglari karsisinda, bir 6grenci 6gretmenden bagka bir 6gretme-
nin uygunsuz davraniglar1 konusunda yardim istediginde, bir meslektaginin pro-
vakatif, beyin yikayici veya 6grenciye zararl olacak sekilde miifredat: ihlal ettigi
durumlarda etik ikilemler yasamaktadir (Campbell, 2000).

Ogretmenlerin yasadiklari etik ikilemler davramssal diizeyde oldugu kadar
orgiitiin yapisal diizeyinde de ortaya cikabilmektedir. Ogretmenlerin degerleri
ile okulun kiiltiirel degerleri ve yapisal diizenlemeler catistiginda 6gretmenlerin
etik ikilem yasadiklar1 belirtilmektedir (Walker ve Dimmock, 2000). Okullardaki
adaletsiz karar ve uygulamalar, tutarsiz politikalar, dengesizlik ve yetersiz kanit-
lara dayali karar ve uygulamalar da 6gretmenleri etik ikilemde birakabilmektedir
(Dowd, 2012). Buna ek olarak dgretmenler yapisal boyutta kisisel ihtiyaglari ile
okul kurallarina uyulmasi arasindaki catigmalarda, ¢abaya uygun odiiller veril-
mesi ve okulda karar verme ile ilgili acik kriterleri temsil eden okul standart-
lar1 konularinda ikilemler yagayabilmektedir (Shapira-Lishchinsky, 2011). Pope,
Green, Johnson ve Mitchell (2009) 6gretmenlerin yasadiklari yapisal etik ikilem-
lerde ihtiyaclarin catismasina dikkat cekmektedir. Buna gore 0gretmenler Orgiit-
sel gereksinimler ile 6grenci ihtiyaclari arasinda (Okul veya iist yonetimin ku-
rallar1 6gretmenin 6grencinin iyiligine gdrdiigii durumlarla ¢atigabilmektedir.),
orgiitsel gereksinimler ile 6gretmen ihtiyaglari arasinda (Okul veya iist yonetimin
kurallar1 6gretmenin ihtiyaclari veya istekleri ile catisabilmektedir.) ve orgiitsel
gereksinimler ile veli ihtiyaglar1 arasinda (Okul veya iist yonetimin kurallari veli-
nin ihtiyaclari veya istekleri ile ¢atigsabilmektedir.) gerceklesen catigmalarda etik
ikilemler yasayabilmektedir. Husu’ya (2001) gore 6gretmenler yapisal boyutta
kurum ici kiltiirel catismalardan kaynaklanan etik ikilemler yasayabilmektedir.
Ogretmenler uygulamalar icin dogru kurallarin eksikligi, 6grenciler icin firsat
esitligi, yabanci 6grencilerin saldirgan davraniglari, 6gretmenlerin profesyonel
otoritesi ve 0grenci iyi olusu konularinda etik ikilemler yasayabilmektedir.

Ogretmenlerin yasadiklar etik ikilemlerin bazilari orgiit ici veya dis1 baskilar
ve giic miicadeleleri gibi politik konulardan kaynaklanmaktadir. Ogretmenlerin
en ¢ok iltimas konusunda ikilem yasadiklarina isaret etmektedir. Bu durum st
diizey yoneticilerin duruma etki etmek icin baski uygulamasini ifade etmektedir
ve politik ikilemlere ornek teskil etmektedir. Bu durum Ogretmenlerin felsefe-
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sini, bakis acisin1 ve bilgisini kiiciimsemektedir (Dowd, 2012). Bununla birlikte
politik boyutta etik dig1 uygulama konusundaki yonetimsel baskilar da 6gretmen-
lerin etik ikilem yagamasina neden olabilmektedir (Helton ve Ray, 2009). Camp-
bell (2000) 6gretmenlerin politik boyutta meslektaglarindan 6grencilerin sinav
notlarini degistirmesi konusunda baski gordiigiinde, meslektaglarindan birinin
siav sorularmi c¢alarak belirli bir 6grenciye hazirlanmasi igin verdigi durum-
larda, 6grenci raporlar1 konusunda yonetimden baski gordiigiinde, 6grencilerin
basarisizliklarii diger dgrencilerin 6niinde bildirmesi konusunda yonetimden
baski gordiigiinde, okul yonetiminin bir girisimine karsi ciktig1 halde velilerin
oniinde bunu desteklemek zorunda kaldiginda ve ders icerigini degerli bulurken
bu konuda velilerden sikdyet aldigi durumlarda etik ikilem yasadiklarina isaret
etmektedir.

Ogretmenlerin yasadiklar etik ikilemler okul ici davranigsal siirecler, okul
yapist ve politik miicadelelerin yani sira merkezi otorite tarafindan belirlenen
politika ve yasalardan da kaynaklanabilmektedir. Sistemsel diizeyde yasanan etik
ikilemlerde onemli bir pay: standartlagtirilmis simavlar olusturmaktadir. Daha
once bahsi gectigi gibi okullarda yoneticiler ve 0gretmenlerin basarilarinin stan-
dartlagtirilmig sinav sonuglarina gore belirlenmesi sistemsel diizeyde etik ikilem-
lerin ortaya ¢ikmasina neden olabilmektedir (Middlewood ve Cardano, 2001).
Tiirk egitim sisteminde ortaokuldan liseye gegiste LGS (Liselere Gegis Siste-
mi) ve liseden yiiksekdgrenime geciste YKS (Yiiksekogretim Kurumlari Sinavi)
standartlagtirilmig sinavlar olarak dikkat cekmektedir. Okullarin basarilarinin
bu smavlarin sonuclarina gore degerlendirilmesi sadece bu sinavlarda basariya
ulasilmasini saglayan yollar1 mesru gosterebilir. Bu baglamda 6gretmenler mil-
li egitimin temel amaclarini gerceklestirmeye calismakla sadece bu sinavlarda
basariya ulastiracak yontemleri uygulamak konusunda ikilemler yasayabilirler.
Buna ek olarak 6grenciler icin firsat esitsizligi (Husu, 2001), yasalar ve politika-
larin (Helton ve Ray, 2006) da 6gretmenlerin sistemsel diizeyde etik ikilemler
yasamasina neden olabilecegi belirtilmektedir.

Yukarida bahsi gecen ifadelerden okul yoneticilerinin ve 6gretmenlerin dav-
ranigsal, yapisal, politik ve sistemsel diizeyde cesitli etik ikilemler yasayabildikleri
anlasilmaktadir. Yoneticiler ve 6gretmenler bu ikilemlerde kendileri acisindan
dogru olan iki durumdan birini secerek diger durumu g6z ardi etmek zorunda
kalabilmekte veya karar verememektedir. Bouckenooghe, Buelens, Fontaine ve
Vanderheyden’in (2004) arastirma sonuglar1 orgiitlerde yasanan deger catigma-
larinin mesleki strese neden olduguna isaret etmektedir.Bu durum motivasyon,
baglilik ve performans baglaminda 6nemli goriilebilir.Buna ek olarak etik ikilem
durumunda verilen kararin okul diizeyindeki yansimalar1 bazi olumsuzluklar ya-
ratabilir.Cranston, Ehrich ve Kimber’e (2004) gore etik ikilem durumunda ali-
nan kararlar sonrasinda bireysel diizeyde kisinin itibarina iligkin alg1 ve kisinin
kariyeri, Orgiit dizeyinde okulun itibar1 ve topluluk diizeyinde ise okula doniik
algi etkilenebilmektedir. Yoneticiler ve 6gretmenler etik ikilemlerle bas etmede
genis bir yelpazede cesitlilik gosteren stratejiler kullanabilmektedir. Ancak hangi
strateji kullanilirsa kullanilsin etik ikilemlerle bag etmenin karmasik ve zor bir
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stirec oldugu ifade edilebilir. Okullarda yasanan etik ikilemlerin belirlenmesinin
onleyici tedbirlerin alinmasinda faydali olacagi yorumu yapilabilir. Bununla bir-
likte etik ikilemlerin temelinde deger catigsmalar: yatmaktadir ve degerler kiiltiir-
den kiiltiire farkliliklar gdstermektedir. Bu baglamda Tiirkiye 6zelinde okullarda
yasanan etik ikilemlere doniik aragtirmalarin egitim sistemine katki saglayacagi
ifade edilebilir. Alanyazinda yapilan detayh taramalarda calismalarda etik iki-
lemlerin nitel olarak ele alindig1 goriilmistiir. Etik ikilemlere doniik olarak nicel
boyutta gergeklestirilen bu arastirmanin alanyazina katk: saglayacagi sdylenebi-
lir. Bu baglamda bu arastirmada agagidaki sorulara yanit aranmistir:

1. Okul yoneticileri ve 6gretmenler hangi etik ikilemleri ne diizeyde yasa-
maktadirlar?

2. Okul yoneticilerinin ve 6gretmenlerin yasadiklart etik ikilemler bazi
demografik degigkenlere (gorev, cinsiyet, yas ve kidem) gére anlamli
farklilik gostermekte midir?

Yontem

Model

Arastirmada okul midiirlerinin, miidiir yardimcilarinin ve Ogretmenle-
rin yasadiklar etik ikilemlerin diizeyinin ve yasadiklar1 etik ikilemlerin de-
mografik degiskenlere gore farklilagip farklilasmadiginin belirlenmesi amac-
lanmigtir. Bu baglamda arastirma iligkisel tarama modelinde olusturulmustur.
Iliskisel arastirmalar degiskenler arasindaki iliskileri gostermeyi amaclayan nicel
arastirmalardir (Lodico, Spaulding ve Voegtle, 2006).

Evren ve Orneklem

Aragtirmanin evrenini, Ankara’nin Altindag, Cankaya, Etimesgut, Golbasi,
Kecioren, Mamak, Pursaklar, Sincan ve Yenimahalle ilgelerinde bulunan resmi
ortaokullarda gorev yapan okul miidiirleri, midiir yardimcilar1 ve 6gretmenler
olusturmustur. 2015-2016 6gretim yili verilerine gére Ankara’min soz konusu
bu ilgelerindeki 393 resmi ortaokulda kadro kayd ilgili okulda bulunan 14868
ogretmen, 506 miidir yardimcist ve256 okul midiirii gérev yapmaktadir. Aras-
tirmada verilerin toplanmasi amaciyla ¢ok agsamali 6rnekleme yontemi kullanil-
mistir. Cok asamali 6rnekleme yonteminde drneklemenin her asamasinda farkl
yontemler izlenebilmektedir (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz ve De-
mirel, 2010). Bu baglamda bu arastirmada tabakali 6rnekleme ve basit seckisiz
ornekleme yontemleri asamali olarak uygulanarak drneklem secilmistir. Ornek-
lem biyiikligii 30 ve daha biiyiik aragtirmalarda dagilimin normal dagilimdan
asir1 sapma gostermedigi varsayimi ileri siiriilebilmektedir (Biiytikoztiirk, 2011).
Buradan hareketle ortaokullarda 30 okul miidiiriine ulagmak amaciyla aragtirma
orneklemine 30 okul dahil edilmistir. Hangi ilgeden kag¢ okulun 6rnekleme dahil
edilecegi tabakali 0rnekleme yontemi ile belirlenmistir. Yiizde 95 giiven araligin-
da 14868 6gretmenden olugan bir evreni 375 kisinin temsil edebilecegi sdylenebi-
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lir. Bu baglamda yukarida bahsi gecen sekilde belirlenen her okuldan bir miidiir,
iki miidiir yardimeist ve 18 dgretmen 6rnekleme dahil edilmistir. Bu baglamda
arastirmanin nicel boyutunun 6rneklemini 540 6gretmen, 60 miidiir yardimcisi
ve 30 okul midiirii olusturmustur. Arastirma érneklemindeki 6gretmen, mudiir
yardimcisi ve miidiirlerin degiskenlere gore dagilimi Tablo 1’de sunulmustur.

Tablo 1
Aragtirma Orneklemindeki Ogretmenlerin, Miidiir Yardimcilariun ve Miidiirlerin
Bazi Degiskenlere Gore Dagilinu

. Cinsiyet Yas Kidem O kuld‘.l.kl .
Gérev hizmet stiresi__ Toplam

Kadin  Erkek 23-35 36-48 49+ 1-10 11-20 21+ 1-5 6-10 11+
367 173 231 241 68 213 190 137 341 141 58 540

Ogretmen
% 68 32 43 45 12 39 35 26 63 206 11 100
n 19 41 13 39 8 8 37 15 41 12 7 60
Mrd. Yrd.
% 32 68 22 65 13 13 62 25 68 20 12 100
n 3 27 4 13 13 3 6 21 20 7 3 30
Okul Mrd.

% 10 90 14 43 43 10 20 70 67 23 10 100

Arastirma Orneklemindeki dgretmenlerin, miidiir yardimcilarinin ve mii-
diirlerin cinsiyet, yas, kidem ve bulunduklar1 okuldaki hizmet siirelerine iligkin
dagilim incelendiginde 6gretmenlerin yaridan fazlasinin kadinlardan olustugu
gorilirken midiir yardimeilarinin yaridan fazlasi erkeklerden olugsmustur. Okul
miidiirlerinin ise tamamma yakini erkeklerden olugsmustur. Ogretmenlerin ve
miidiir yardimcilarinin 23-48 yasa araliginda yogunlastig: goriilirken okul mii-
diirlerinin 49 yas ve iizerinde yogunlastig1 goriilmiistiir. Kidem agisindan 6gret-
menlerin ¢ogunlugu 1-10 yil kideme sahipken miidiir yardimeilarinin cogunlugu
11-20 y1l aras1 kideme sahiptir. Okul miidiirlerinin ise ¢ogunlugu 21 yil ve tizeri
kideme sahiptir. Okulda bulunulan hizmet siiresi bakimindan 6gretmenler, mii-
diir yardimeilar: ve miidiirlerin cogunlukla okullarinda 1-5 yil aras1 hizmete sahip
olduklar1 goriilmektedir.

Veri Toplama Araglart

Alanyazinda yapilan detayli taramalarda etik ikilemleri 6lgen nicel bir 6lge-
ge rastlanamamustir. Bu sebeple arastirma kapsaminda “Okullarda Etik Ikilem
Olgegi” gelistirilmis ve veriler bu élcek ile toplanmistir. Okullarda Etik Ikilem
Olgeginin gelistirilme siirecinde éncelikle beser miidiir, miidiir yardimcisi ve 6-
retmenden okullarda yasanan etik ikilemlere doniik kompozisyon yazmalart is-
tenmistir. Kompozisyon yazimi siirecinde dnce katilimcilara etik ikilemlerin tani-
mi verilmis ardindan katilimcilardan okulun giinliik isleyisi icinde karsilastiklari
etik ikilemleri yazili olarak anlatmalari istenmistir. Katilimcilarin goriislerine ve
alanyazina dayali olarak 45 maddelik soru havuzu olusturulmustur. Olusturulan
form uzman goriisiine sunulmusg ve etik ikilem tanimina uymadig1 degerlendiri-
len dort maddenin havuzdan cikarilmasina karar verilmistir. 41 maddelik 6lcek
Tiirkge dil uzmanlariin goriisiine sunulmus ve dil agisindan gerekli diizenleme-
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ler yapilmugtir. 41 maddelik 6lcek 151 kisiye uygulanmugtir. Olgege iliskin Acimla-
yic1 Faktor Analizi (AFA) ve giivenirlik sonuglar1 Tablo 2’de sunulmustur.

Tablo 2
Okullarda Etik Ikilem Olgeginin Acimlayict Faktor Analizi ve Giivenirlik Sonuglarn

Aciklanan Faktor yiiki

Barlett’ ’

Alt boyutlar Madde KMO ar; * varyans . . Cronbach’s

sayisi X % En diigiik En yiiksek Alpha
Davranigsal = 1137 50 80 79
boyut
Yapisal
boyut 8 " 2601.64 15.19 55 77 .88
Politik 8 p<-00 4796 65 80 92
boyut
Sistemscl 7 11.87 53 79 84
boyut

Okullarda Etik Ikilem Olcegine yonelik gerceklestirilen gecerlik ve giive-
nirlik ¢aligmalari sonucunda 6lgege iliskin KMO degerinin .88, Barlett’s (X?)
katsayisinin 2601.64 (p < .01) oldugu goriilmektedir. Bu degerler 6lgegin AFA
icin uygun olduguna isaret etmektedir. Olgege uygulanan AFA sonuclaria gore
Olcek maddelerinin davranigsal, yapisal, politik ve sistemsel boyutlar olmak iize-
re dort faktorde toplandigi ancak bu maddelerden bazilarinin faktor yiiklerinin
uygun sekilde dagilim gostermedigi goriilmiistiir. Bu nedenle bu maddeler dlgek-
ten ¢ikarilarak kalan 30 madde degerlendirmeye alinmistir. Davranissal boyutun
faktor yiik degerlerinin .50 ile .80 arasinda degistigi, Cronbach’s Alpha katsayi-
sinin .79 oldugu ve toplam varyansin %11.37’sini agikladig1 goriiliirken yapisal
boyutun faktor yiik degerlerinin .55 ve .77 arasinda degistigi, Cronbach’s Alpha
katsayisinin .88 oldugu ve toplam varyansin %15.19’unu agikladig1 goriilmekte-
dir. Politik boyutta ise faktor yiik degerleri .65 ile .80 arasinda degismekte iken
Cronbach’s Alpha katsayis1 .92 olarak hesaplanmakta ve s6z konusu bu boyut
toplam varyansin %17.96’sin1 agiklamaktadir. Bununla birlikte sistemsel boyutun
faktor yiik degerlerinin .53 ve .79 arasinda degistigi, Cronbach’s Alpha katsayi-
sinin .84 oldugu ve toplam varyansin %11.87’sini agikladig1 goriilmektedir. AFA
sonucunda toplam 30 maddeden olusan dort faktorlii yapiya dogrulayic faktor
analizi (DFA) uygulanmistir. Okullarda Etik Ikilem Olgeginin dogrulayici faktér
analizine iliskin bulgular ki-kare (?) degerinin 707.51 ve serbestlik derecesinin
(sd) 396 oldugu gostermistir. Ki-kare/serbestlik derecesine bakildiginda dege-
rin 1.79 oldugu goriilmiistiir. Bu bulgu veri setinin faktor yapisini destekledigini
gostermektedir (y%/sd = 1.79). Bununla birlikte RMSEA (.07) ve CFI (.87) de-
gerleri modelin iyi uyum gosterdigine isaret etmektedir. GFI, AGFI, RMR ve
NFI degerleri modelin zayif uyum gosterdigine isaret etmekle birlikte alanyazin-
da Ki-kare/serbestlik derecesi ve RMSEA uyum indeksleri modelin uyumunda
onemli goriilmekte ve uyum indekslerinin biitiinciil bir sekilde degerlendirilmesi
gerektigi belirtilmektedir (Cokluk vd., 2010). Ttim 6l¢iitler g6z dniinde bulundu-
ruldugunda dort faktorlii yapinin kabul edilebilir bir model oldugu sdylenebilir.
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DFA ile hesaplanan madde-faktor iligkilerine ait katsayilar ve birinci diizey yol
diyagrami Sekil 1’de verilmistir.
38
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Sekil 1. “Okullarda Etik Ikilem Olgeginin” yol diyagramu

Sekil 1’de her bir maddenin Ortiikk bagimli degisken iizerindeki yordama
miktarlar1 ve korelasyon katsayilar1 goriilmektedir. Dort faktorli modelde mad-
delerin regresyon katsayilarinin .43 ile .88 arasinda degistigi goriilmektedir. Dav-
ranigsal boyuta iligkin maddelerin regresyon katsayilarinin .43 ile .74 arasinda,
yapisal boyuta iligkin maddelerin regresyon katsayilarinin .55 ile .81, politik bo-
yuta iliskin maddelerin regresyon katsayilarinin .67 ile .88 arasinda ve sistemsel
boyuta iliskin maddelerin regresyon katsayilarinin .52 ile .76 arasinda degistigi
goriilmektedir. Bu veriler 1s181nda maddeler arasindaki regresyon katsayilarinin
iyi diizeyde oldugu ifade edilebilir. Biitiinciil sekilde degerlendirildiginde mode-

lin kabul edilebilir oldugu sdylenebilir.
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Verilerin Analizi

Arastirmada verilerin ¢6ziimlenmesi amaciyla SPSS 22 (Statistical Package
for the Social Sciences) ve Amos 18.0 programlari kullanilmigtir. Verilerin anali-
zinde Oncelikli olarak veri seti hatali deger ve aykir1 deger agisindan incelenmis-
tir. Bu siirecte hatali olarak girilen veriler lgeklerde katilimcilarin cevaplarina
uygun olarak diizeltilmistir. Ayrica eksik deger analizinde rastlantisal olarak cok
az sayida bog birakilan maddelere EM algoritmasi yoluyla atama yapilmstir. Ar-
dindan 6lgeklere iligkin agimlayici faktor analizleri SPSS ve dogrulayici faktor
analizleri Amos programlar: araciligi ile yapilmistir. Okul miidiirlerinin, miidir
yardimcilarinin ve 0gretmenlerin yasadiklar etik ikilemlerin gorev, cinsiyet, yas,
kidem ve bulunulan okuldaki hizmet stiresi degiskenlerine anlaml farklilik gos-
terip gostermedigi incelenmistir. S0z konusu bu analizlerde kullanilan istatistiki
tekniklerde parametrik ve parametrik olmayan test secimlerinde dagilimin
normalligi i¢in her bir alt grup i¢in 30 sayis1 referans alinmistir. Biiyiikoztiirk’e
(2011) gore veri buytikliigi istatistik se¢imini etkilemektedir. 30 ve daha biiyiik
orneklemler icin dagilimin normal dagilimdan agir1 sapma gostermedigi varsayi-
labilmektedir. Buna ek olarak her bir alt grubun biiyiikligiiniin 15 ve {izerinde
oldugu durumlarda parametrik bir istatisti§in kullanilmasinin anlamlilik diize-
yinde 6nemli bir sapmaya neden olmadig: belirtiimektedir. Daha kiiciik grup-
larda ise parametrik olmayan testlerin tercih edilmesinin bir zorunluluk oldugu
ifade edilmektedir. Bu baglamda s6z konusu bu calismada her bir alt grubun
30 veya daha biiyiik oldugu durumlarda parametrik testler 30’dan kiiciik oldugu
durumlarda parametrik olmayan testler kullanilmistir. Buradan hareketle okul
midirlerinin, miidiir yardimcilarinin ve dgretmenlerin yasadiklar: etik ikilem
diizeylerinin gorev degiskenine gore anlamli sekilde farklilagip farklilasmadigin
belirlemek amaciyla tek yonlii varyans analizi kullanilmigtir. Okul miidiirleri ve
miidir yardimcilarinin yasadiklar etik ikilem diizeylerinin cinsiyete gére anlaml
sekilde farklilagip farklilasmadigini belirlemek amaciyla Mann Whitney U-testi,
ogretmenlerin yasadiklar etik ikilem diizeylerinin cinsiyete gore anlamh sekil-
de farklilagip farklilasmadigini belirlemek amaciyla bagimsiz gruplar igin t-testi
kullanilmistir. Bununla birlikte okul miidiirlerinin ve miidiir yardimeilarinin ya-
sadiklar etik ikilem diizeylerinin yas, kidem ve bulunulan okuldaki hizmet siiresi
degiskenlerine gore anlaml sekilde farklilagip farklilasmadigini belirlemek ama-
ciyla Kruskal Wallis H-testi, 6gretmenlerin yasadiklar etik ikilem diizeylerinin
yas, kidem ve bulunulan okuldaki hizmet siiresi degiskenlerine gére anlamli se-
kilde farklilagip farklilagmadigini belirlemek amaciyla tek yonlii varyans analizi
kullanilmistir. Tek yonlii varyans analizi kullanilan ve anlaml farkliligin olustugu
durumlarda farklihgmm hangi gruplar arasinda olustugunu belirlemek amaciyla
Levene testi sonuclarina gore varyanslarin esit ¢ikmasi sebebiyle Tukey-HSD
coklu karsilastirma testi kullanilmistir. Kruskal Wallis H-testi kullanilan ve an-
laml1 farkliligin olustugu durumlarda ise anlaml farklihgin hangi gruplar arasin-
da olustugunu belirlemek amaciyla Mann Whitney U-testi kullanilmistir.
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Bulgular

Okul Miidiirlerinin, Miidiir Yardimcilarinin ve Ogretmenlerin Etik Ikilem Yasama
Diizeyleri

Okul miidiirlerinin, midiir yardimcilarinin ve 6gretmenlerin etik ikilem ya-
sama duzeylerine iligskin bulgular Tablo 3’te sunulmustur.

Tablo 3
Okul Miidiirlerinin, Miidiir Yardimcilarimin ve Ogretmenlerin Etik Ikilem Yasama
Diizeyleri

1. Miidiir 2. Miidiir yardimeisi 3. Ogretmen
Etik ikilem (n =30) (n = 60) (n =540)
X S X S X S
Davranigsal 2.13 92 2.28 .76 2.58 .76
Yapisal 3.06 .79 2.72 78 2.92 1.01
Politik 2.49 1.16 2.44 1.14 2.34 1.10
Sistemsel 2.23 .94 2.08 .79 2.26 .88
Toplam 2.50 it 2.39 .66 2.53 74

Tablo 3 incelendiginde davranissal boyutta okul miidiirlerinin (X = 2.13) ve
midir yardimeilarinin (X = 2.28) orta diizeyin altinda, 6gretmenlerin (X = 2.58)
orta diizeyde etik ikilem yasadiklar1 goriilmektedir. Yapisal boyutta yasanan etik
ikilemlere doniik ortalamalar incelendiginde okul midiirlerinin (X = 3.06), mii-
diir yardimcilarinin (X = 2.72) ve 6gretmenlerin (X = 2.92) orta diizeyde etik
ikilem yasadiklar1 goriilmektedir. Tablo 4’e gore okul miidiirlerinin (X = 2.49),
midir yardimcilarinin (X = 2.44) ve 6gretmenlerin (X = 2.34) politik boyutta
orta diizeyde etik ikilem yasadiklari ifade edilebilir. Bununla birlikte sistemsel
boyutta okul midiirleri (X = 2.23), miidiir yardimcilar1 (X = 2.08) ve 6gretmen-
ler (X = 2.26) orta diizeyin altinda etik ikilem yasarken toplam etik ikilem boyu-
tunda okul mudiirleri (X = 2.50), miidiir yardimeilar1 (X = 2.39) ve 6gretmenler
(X = 2.53) orta diizeyde etik ikilem yagamaktadir. Tablo 3’te standart sapma de-
gerleri incelendiginde en homojen dagilimin miidir yardimcilarinin yasadiklari
toplam etik ikilemlerde (S = .66) en heterojen dagilimin ise okul midiirlerinin
yasadiklari politik etik ikilemlerde (S = 1.16) oldugu goriilmektedir.

Etik Ikilemlerin Gorev Degiskenine Gire Karsilastirimast

Arasgtirmaya katilan katilimcilarin yasadiklar etik ikilemlerin gorev degigke-
nine gore anlaml farklilik gosterip gdstermedigini test etmek amaciyla tek yonli
varyans analizi yapilmistir. Okul miidiirleri, miidiir yardimcilar: ve 6gretmenlerin
yasadiklari etik ikilemlerin gorev degiskenine gore ANOVA sonugclar1 Tablo 4’te
sunulmustur.
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Tablo 4
Okul Miidiirleri, Miidiir Yardimcilar ve Ogretmenlerin Yasadiklan Etik Ikilemlerin
Gorev Degiskenine Gore ANOVA Sonucglan

Degiskenler \ﬁgizgln KT sd KO F P (;1 Ei;lfy)
Gruplar arasi 10.06 2 5.03 1-3:
Davranigsal Gruplar ici 368.40 627 .59 8.56 .00
Toplam 378.46 629 23
Gruplar arast 2.88 2 1.44
Yapisal Gruplar ici 604.14 627 .96 149 .23
Toplam 607.02 629
Gruplar arast 1.11 2 55
Politik Gruplar ici 766.63 627 1.22 45 .64
Toplam 767.74 629
Gruplar arasi 1.77 2 .88
Sistemsel Gruplar ici 483.17 627 77 115 32
Toplam 484.94 629
Gruplar arasi 1.06 2 53
Toplam Gruplar ici 332.51 627 53 99 37
Toplam 333.57 629

Tablo 4 incelendiginde okul midiirleri, midiir yardimcilar1 ve 6gretmenle-
rinyapisal [F (2, 627) = 1.49,p > .05], politik [F (2, 627) = .45, p > .05], sistemsel
[F (2,627) = 1.15, p > .05] ve toplam [F (2, 627) = .99, p > .05] boyutlarda yasa-
diklar etik ikilemlerin gorev degiskenine gore anlamli farklilik gdstermedigi go-
rillirken davranigsal boyutta yasanan etik ikilemlerin [F (2, 627) = 8.56,p < .05]
gorev degiskenine gore anlaml farklilik gosterdigi goriilmektedir. Okul miidiir-
lerinin, midir yardimcilarinin ve dgretmenlerin davranigsal boyutta yasadiklar:
etik ikilemler arasindaki farkliliklarin hangi gorevlerde olustugunu belirlemek
amaciyla yapilan Tukey testi sonuclarina goére davranigsal boyutta 6gretmenler
okul mudiirlerinden ve miidiir yardimcilarindan anlaml sekilde daha fazla etik
ikilem yagamaktadir.

Etik Ikilemlerin Cinsiyete Gore Karsilagtirilmast

Miidir ve midiir yardimcilarinin yasadiklar etik ikilemlerin cinsiyet degis-
kenine gore anlaml farklilik gosterip gostermedigini test etmek amaciyla Mann
Whitney U-testi, 6gretmenlerin yasadiklari etik ikilemlerin cinsiyet degiskenine
gore anlamli farklilik gosterip gostermedigini test etmek amaciyla ise bagimsiz
gruplar t-testi uygulanmistir. Okul miidiirlerinin yasadiklari etik ikilemlerin cin-
siyet degiskenine gore Mann Whitney U-testi sonuglar1 Tablo 5°de verilmistir.
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Tablo 5
Okul Miidiirlerinin Yasadiklan Etik Ikilemlerin Cinsiyet Degiskenine Gore Mann
Whitney U-Testi Sonuclan

Kadin (n = 3) Erkek (n = 27)
Degiskenler
Sira ortalamast ~ Sira toplam1  Sira ortalamasi  Sira toplamu U p

Davranigsal 14.33 43.00 15.63 422.00 37.00 .85
Yapisal 12.17 36.50 15.87 428.50 30.50 .51
Politik 11.50 34.50 15.94 430.50 2850 .43
Sistemsel 10.67 32.00 16.04 433.00 26.00 .35
Toplam 11.67 35.00 15.93 430.00 29.00 .47

Tablo 5’e gore okul miidiirlerinin davranigsal (U = 37.00, p > .05), yapisal
(U = 30.50, p > .05), politik (U = 28.50, p > .05) ve sistemsel (U = 26.00, p >
.05) boyutlarda yasadiklari etik ikilemler cinsiyete gore anlaml farklilik goster-
memektedir. Bununla birlikte okul miidiirlerinin toplam diizeyinde yasadiklar1
etik ikilemler de (U = 29.00, p > .05) cinsiyete gore anlamli farklilik gosterme-
mektedir. Bu bulgu okul miidiirleri tarafindan yasanan etik ikilemlerin cinsiyete
gore farklilasmadigina isaret etmektedir. Miidiir yardimeilarinin yasadiklari etik
ikilemlerin cinsiyet degiskenine gére Mann Whitney U-Testi sonuglar1 Tablo 6’da
verilmistir.
Tablo 6

Miidiir Yardimcilanimin Yagadiklan Etik Ikilemlerin Cinsiyet Degiskenine Gore
Mann Whitney U-Testi Sonuglart

Kadm (n = 19) Erkek (n = 41)

Degiskenler

Sira ortalamast  Sira toplami  Sira ortalamasi  Sira toplami U p
Davranigsal 28.16 535.00 31.59 1295.00 345.00 .48
Yapisal 26.61 505.50 32.30 1324.50 31550 .24
Politik 29.39 558.50 31.01 1271.50 368.50 .74
Sistemsel 26.55 504.50 32.33 1325.50 31450 .23
Toplam 27.58 524.00 31.85 1306.00 334.00 .38

Tablo 6 incelendiginde miidiir yardimcilarinin davranigsal (U = 345.00, p >
.05), yapisal (U = 315.50, p > .05), politik (U = 368.50, p > .05) ve sistemsel (U
= 314.50, p > .05) boyutlarda yasadiklari etik ikilemlerin cinsiyete gore anlam-
I1 farklilik gostermedigi goriilmektedir. Buna ek olarak miidiir yardimeilarinin
toplam diizeyinde yasadiklar1 etik ikilemler de (U = 344.00, p > .05) cinsiyete
gore anlaml farklilik gostermemektedir. Bu bulgu miidiir yardimeilar tarafin-
dan yasanan etik ikilemlerin cinsiyete gore farklilasmadigina isaret etmektedir.
Ogretmenlerin yasadiklari etik ikilemlerin cinsiyet degiskenine gore t-testi so-
nuclar1 Tablo 7’de verilmistir.
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Tablo 7
Ogretmenlerin Yasadiklan Etik Ikilemlerin Cinsiyet Degiskenine Gore T-Testi
Sonucglan

Kadimn (n = 367) Erkek (n = 173)

Degiskenler X s X S ; o »

Davranigsal 2.59 74 2.57 .80 23 538 .82
Yapisal 2.94 97 2.89 1.10 54 538 .59
Politik 2.29 1.08 2.46 1.14 -1.71 538 .09
Sistemsel 2.23 .86 2.32 .93 -1.10 538 27
Toplam 2.52 71 2.57 .80 -72 538 47

Ogretmenlerin yasadiklari etik ikilemlerin cinsiyete gore t-testi sonuglarina
iliskin Tablo 7 incelendiginde 6gretmenlerin yasadiklari davranigsal [¢ (538) =
.23, p > .05], yapisal [t (538) = .54, p > .05], politik [ (538) = -1.71, p > .05], sis-
temsel [¢ (538) = -1.10, p > .05] ve toplam boyuttaki [¢ (538) = -.72, p > .05] etik
ikilemlerin cinsiyete gore anlamli farklilik gostermedigi goriilmektedir.

Etik Ikilemlerin Yasa Gire Karsilastirimast

Miidiir ve midiir yardimcilariin yasadiklar etik ikilemlerin yas degiskenine
gore anlaml farklilik gosterip gostermedigini test etmek amaciyla Kruskal Wallis
H-testi, 6gretmenlerin yasadiklari etik ikilemlerin yas degiskenine gore anlaml
farklilik gosterip gostermedigini test etmek amaciyla ise tek yonlii varyans anali-
zi kullanilmigtir. Okul midiirlerinin yasadiklari etik ikilemlerin yas degiskenine
gore Kruskal Wallis H-testi sonuglar1 Tablo 8’de verilmistir.

Tablo 8
Okul Miidiirlerinin Yasadiklan Etik Ikilemlerin Yas Degiskenine Gore Kruskal
Wallis H-Testi Sonuglan

Degiskenler Yag Sira Ort. sd x> p
2335 (n = 4) 13.00

Davranigsal 36-48 (n = 13) 18.04 2 1.94 .38
49 + (n = 13) 13.73
2335 (n = 4) 10.88

Yapisal 36-48 (n = 13) 14.69 2 206 36
49 + (n = 13) 17.73
2335 (n = 4) 1650

Politik 36-48 (n = 13) 13.77 2 .90 .64
49 + (n = 13) 16.92
2335 (n = 4) 19.88

Sistemsel 36-48 (n = 13) 16.65 2 2.28 32
49 + (n = 13) 13.00
2335 (n = 4) 14.75

Toplam 36-48 (n = 13) 15.50 2 .04 98
49 + (n = 13) 15.73
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Tablo 8¢ gore okul miidiirlerinin yasadiklari davranigsal [x?(2) = 1.94,p >
.05], yapisal [? (2) = 2.06, p > .05], politik [%?(2) = .90, p > .05] ve sistemsel [x?
(2) = 2.28, p > .05] etik ikilemler yasa gore anlamli farklilik géstermemektedir.
Bununla birlikte okul miidiirlerinin toplam boyutta yasadiklari [y (2) = .04, p >
.05] etik ikilemler de yasa gore anlaml sekilde farklilasmamaktadir.

Miidir yardimcilarinin yasadiklar: etik ikilemlerin yas degiskenine gore
Kruskal Wallis H-Testi sonuclar1 Tablo 9°’da sunulmustur.

Tablo 9
Miidiir Yardimcilarimin Yasadiklar Etik Ikilemlerin Yas Degiskenine Gore Kruskal
Wallis H-Testi Sonuglarn

Degiskenler Yas Sira Ort. sd X2 P
23-35(n = 13) 24.19

Davranigsal 36-48 (n = 39) 33.19 2 2.86 24
49+ (n=28) 27.63
23-35(n = 13) 31.15

Yapisal 36-48 (n = 39) 32.69 2 4.28 12
49+ (n=28) 18.75
23-35(n = 13) 31.46

Politik 36-48 (n = 39) 31.22 2 78 .68
49+ (n=28) 25.44
23-35(n = 13) 27.85

Sistemsel 36-48 (n = 39) 32.81 2 2.26 32
49+ (n=28) 23.56
23-35(n = 13) 28.12

Toplam 36-48 (n = 39) 33.08 2 3.07 22
49+ (n=28) 21.81

Tablo 9’a gore miidiir yardimeilarinin yasadiklar: davranigsal [y (2) = 2.86,
p > .05], yapisal [¢? (2) = 4.28, p > .05], politik [x?(2) = .78, p > .05] ve sistemsel
[%*(2) = 2.26, p > .05] etik ikilemler yasa gore anlamli farklilik gostermemekte-
dir. Bununla birlikte okul miidiirlerinin toplam boyutta yasadiklari [x? (2) = 3.07,
p > .05] etik ikilemler de yasa gore anlaml sekilde farklilasmamaktadir.

Ogretmenlerin yasadiklari etik ikilemlerin yas degiskenine gére tek yonlii
ANOVA sonuglar1 Tablo 10°da verilmistir.
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Tablo 10
Ogretmenlerin Yasadiklan Etik Ikilemlerin Yas Degiskenine Gore ANOVA Sonuglar
Yag
= 1.23-35  2.36-48  3.49(+)  Varyans Fark
Deglgkenler (” - 231) (Il = 241) (n = 68) Kz;{la;;m KT sd KO F P (T:krey)

X S x S x S

Gruplar arast 4.50 2225
Davramigsal 249 .76 268 .75 253 .77 Gruplar igi 30559 537 .57 395 .02 12

Toplam 310.09 539
Gruplar aras1 ~ 11.47 2 574 1-2:
Yapisal 2.83 94 3.08 1.04 2.68 1.08 Gruplarici 53873 537 1.00 5.72 .00
Toplam 550.20 539 23
Gruplar arast1 1195 2 597
Politik 226 1.06 249 1.13 2.07 1.05 Gruplarici 639.79 537 1.19 5.01 .01 2-3
Toplam 651.74 539
Gruplar arasi 2.61 2 1.31
Sistemsel 226 .90 230 .88 2.07 .83 Gruplarici 41843 537 78 1.68 .19
Toplam 421.04 539
Gruplar arasi 6.62 2 3.31 1-2:
Toplam 246 72 265 .74 234 75 Gruplarici 28583 537 .53 622 .00
Toplam 29245 539 23

Tablo 10 incelendiginde dgretmenlerin davranigsal [F (2, 537) = 3.95,p <
.05], yapisal [F (2, 537) = 5.72, p < .05], politik [F (2, 537) = 5.01, p < .05] ve
toplam [F (2, 537) = 6.22, p < .05] boyutlarda yasadiklari etik ikilemlerin yag
degiskenine gore anlamh farklilik gosterdigi goriiliirken sistemsel boyutta yasa-
nan etik ikilemlerin [F (2, 537) = .19, p > .05] yas degiskenine gore anlamli
farklilik gostermedigi goriilmektedir. Ogretmenlerin davranissal, yapisal, politik
ve toplam boyutta yasadiklari etik ikilemler arasindaki farkliliklarin hangi yas
araliklarinda olustugunu belirlemek amaciyla yapilan Tukey testi sonuglarina
gore davranigsal, yapisal ve toplam boyutlarinda 36-48 yas arasi1 6gretmenler 23-
35 yas aras1 6gretmenlere gore anlamli sekilde daha fazla etik ikilem yasamakta-
dir. Bununla birlikte yapisal, politik ve toplam boyutlarinda 36-48 yas arasi 6gret-
menler 49 yas ve Uizeri 6gretmenlere gore daha fazla etik ikilem yasamaktadir. Bu
bulgu 6gretmenlerin yasadiklari etik ikilemlerin belirli bir yasa kadar arttigina
daha sonrasinda ise azaldigina isaret etmektedir.

Etik Ikilemlerin Kideme Gore Karsiagtirilmast

Miidiir ve miidiir yardimeilarinin yasadiklari etik ikilemlerin kidem degiske-
nine gore anlaml farklilik gosterip gostermedigini test etmek amaciyla Kruskal
Wallis H-testi, 6gretmenlerin yasadiklar etik ikilemlerin kidem degiskenine gore
anlamli farklilik gosterip gostermedigini test etmek amaciyla ise tek yonlii var-
yans analizi kullanilmistir. Okul miidiirlerinin yasadiklar: etik ikilemlerin kidem
degiskenine gore Kruskal Wallis H-testi sonuglar1 Tablo 11°de sunulmustur.
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Tablo 11

Okul Miidiirlerinin Yasadiklan Etik Ikilemlerin Kidem Degiskenine Gore Kruskal

Wallis H-Testi Sonuglan

Degiskenler Kidem (y1l) Sira Ort. sd %2 p
1-10 (n = 3) 13.67

Davranigsal 11-20 (n = 6) 14.92 2 21 .90
21+ (n = 21) 15.93
1-10 (n = 3) 13.17

Yapisal 11-20 (n = 6) 11.58 2 1.98 37
214 (n = 21) 16.95
1-10 (n = 3) 21.50

Politik 1120 (n = 6) 12.00 2 235 31
21+ (n =21) 15.64
1-10 (n = 3) 2433

Sistemsel 11-20 (n = 6) 13.92 2 3.42 18
21+ (n = 21) 14.69
1-10 (n = 3) 18.67

Toplam 1120 (n = 6) 12.17 2 1.32 52
21+ (n = 21) 16.00

Tablo 11°e gore okul midiirlerinin yasadiklari davramigsal [x?(2) = .21,p >
.05], yapisal [%?(2) = 1.98, p > .05], politik [x?(2) = 2.35, p > .05] ve sistemsel [x?
(2) = 3.42, p > .05] etik ikilemler kideme gore anlamli farklilik géstermemekte-
dir. Bununla birlikte okul miidiirlerinin toplam boyutta yasadiklari [x? (2) = 1.32,
p > .05] etik ikilemler de kideme gore anlamli sekilde farklilasmamaktadir. Mii-
diir yardimcilariin yasadiklar etik ikilemlerin kidem degiskenine gore Kruskal
Wallis H-Testi sonuglar1 Tablo 12°de verilmistir.

Tablo 12

Miidiir Yardimcilannin Yasadiklan Etik Ikilemlerin Kidem Degiskenine Gore

Kruskal Wallis H-Testi Sonuclart

Degiskenler Kidem (y11) Sira Ort. sd %2 p Fark
1-10 (n = 8) 18.94
Davranigsal 11-20 (n = 37) 34.36 2 5.91 .05 1-2
21+ (n = 15) 27.13
1-10 (n = 8) 26.44
Yapisal 11-20 (n = 37) 34.05 2 4.13 13
21+ (n =15) 23.90
1-10 (n = 8) 27.88
Politik 11-20 (n = 37) 32.34 2 1.08 .58
21+ (n =15) 2737
1-10 (n = 8) 19.63
Sistemsel 11-20 (n = 37) 35.23 2 7.55 .02 1-2;2-3
21+ (n = 15) 24.63
1-10 (n = 8) 22.50
Toplam 11-20 (n = 37) 34.65 2 5.52 .06
21+ (n =15) 24.53
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Tablo 12’ye gore miidiir yardimcilarinin yasadiklari davranigsal [x? (2) =
5.91, p < .05] ve sistemsel [}? (2) = 7.55, p < .05] etik ikilemler kideme gore
anlamli sekilde farklilik gosterirken yapisal [x? (2) = .13, p > .05], politik [x? (2)
= .58, p > .05] ve toplam boyutta yasadiklari [x* (2) = .06, p > .05] etik ikilemler
kideme gore anlaml farklilik gostermemektedir. Miidiir yardimcilarinin yagadik-
lar1 davranigsal ve sistemsel boyutlardaki etik ikilemler arasindaki farkliliklarin
hangi kidem gruplarinda meydana geldigini belirlemek amaciyla yapilan Mann
Whitney U-Testi sonuclarina gére davranigsal boyutta 11-20 yil aras: kideme sa-
hip miidiir yardimcilar: 1-10 y1l arast kideme sahip miidiir yardimcilarina gore
daha fazla etik ikilem yasamaktadir. Bununla birlikte sistemsel boyutta 11-20 yil
arast kideme sahip miidiir yardimeilar: 1-10 yil aras1 kideme sahip midiir yar-
dimcilarindan ve 21 yil ve tizeri kideme sahip miidiir yardimcilarindan daha fazla
etik ikilem yasamaktadir. Bu bulgu 20 kidem yilina kadar artan kidemle birlikte
miidiir yardimcilarinin daha fazla etik ikilem yasadiklarina isaret etmektedir. Sis-
temsel boyutta ise miidiir yardimcilarmin yasadiklar etik ikilemler 20 yila kadar
kidemle artarken 20 yil kidemden sonra artan kidemle azalmaktadir. Ogretmen-
lerin yasadiklar: etik ikilemlerin kidem degiskenine gore betimsel verileri Tablo
13’te verilmistir.

Tablo 13
Ogretmenlerin Yasadiklan Etik Ikilemlerin Kidem Degiskenine Gore ANOVA
Sonuglar

Yas
< 1.1-10yil  2.11-20y1l  3.21+ yil  Varyansin Fark
Degiskenler — '_ )11y (m=189) (n=140) Kaynag KT sd KO F P ey
S S S

Gruplar aras1 ~ 4.14 2 207
Davranigsal 248 .73 269 .78 259 .76 Gruplar ici 305.94 537 .57 3.63 .03 1-2

Toplam 310.08 539
Gruplar aras1 891 2 445

Yapisal 282 93 310 1.04 285 1.07 Gruplarici 54130 537 1.01 442 .01 1-2
Toplam 550.21 539
Gruplar aras1 ~ 1.60 2 .80

Politik 230 1.06 242 1.15 230 1.09 Gruplar ici 650.14 537 121 .66 .52
Toplam 651.74 539

Gruplar arast ~ 1.06 2 52
Sistemsel 226 90 230 .85 219 .91 Gruplarici 419.99 537 .78 .68 51

Toplam 421.05 539
Gruplar arast ~ 3.03 2 1.52

Toplam 247 72 263 75 249 74  Gruplarici 289.42 537 .54 281 .06
Toplam 29245 539

Tablo 13 incelendiginde 6gretmenlerin davranissal [F (2, 537) = 3.63,p <
.05] ve yapisal [F (2, 537) = 4.42, p < .05] boyutlarda yasadiklari etik ikilem-
lerin kidem degigkenine gore anlamli farklihk gosterdigi goriiliirken politik [F
(2, 537) = .66, p > .05], sistemsel [F (2, 537) = .68, p > .05] ve toplam [F (2,
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537) = 2.81, p > .05] boyutlarinda yasadiklar etik ikilemlerin kidem degiskenine
gore anlamli farklilik gostermedigi goriilmektedir. Ogretmenlerin davramgsal ve
yapisal boyutlarda yasadiklari etik ikilemler arasindaki farkliliklarin hangi kidem
araliklarinda olustugunu belirlemek amaciyla yapilan Tukey testi sonuglarina
gore davranigsal ve yapisal boyutlarda 11-20 yil aras1 kideme sahip 6gretmenler
1-10 yil arast kideme sahip 6gretmenlere gore anlamli sekilde daha fazla etik
ikilem yasamaktadir. Bu bulgu 6gretmenlerin yasadiklar: etik ikilemlerin 20 yila
kadar artan kidem birlikte arttigina isaret etmektedir.

Bu calismada okul midiirlerinin yasadiklar: etik ikilem diizeyinin kideme
gore anlaml sekilde degismedigi sonucuna ulagilirken mudir yardimcilarinin
davranigsal ve sistemsel boyutta yasadiklari etik ikilemlerin 11-20 y1l kidem lehi-
ne, benzer sekilde 6gretmenlerin yasadiklari etik ikilem diizeylerinin de 11-20 y1l
kidem lehine anlamli sekilde degistigi sonucuna ulasilmistir. Bu baglamda 6gret-
menler icin davranigsal ve yapisal diizeyde kidem bakimindan arastirma sonug-
larmin yas bakimindan sonuglarla tutarlilik gosterdigi sdylenebilir. Ogretmenler
i¢in politik ve toplam boyutlar ile miidiir yardimeilari i¢in davranigsal ve sistem-
sel boyutlarda kidem bakimindan sonuglar ile yas bakimindan sonuclar tutarlilik
gostermemektedir. Bunun nedeninin 6gretmenlerin yaslari ile kidemlerinin her
zaman dogru orantili olmamasi oldugu ileri siiriilebilir. Tiirkiye’deki 6gretmen
atama sistemi baglaminda 6gretmenleri 20’li yaslarin baglarinda 6gretmenlige
atanabildigi gibi 30’lu yaslarinda da 0gretmenlige atanabilmektedir. Bu baglam-
da etik ikilem diizeylerinin yas ve kidem degiskenlerine gore incelenmesinde
farkliliklar olabilecegi sOylenebilir.

Tartisma, Sonuc ve Oneriler

Aragtirma sonuglar1 okul yoneticilerinin ve 0gretmenlerin agirlikli olarak
orta diizeyde etik ikilemler yasadiklarini ortaya koymustur. Alanyazinda okul
yoneticilerinin giinliik olarak etik ve yasal kaygilar yasadiklar1 belirtilmektedir
(Cross, 2013). Bu etik ve yasal kaygilarla birlikte okul yoneticilerinin hedefler,
uygulamalar ve politikalarla kendi etik anlayiglar1 arasinda denge kurmaya calis-
tiklar1 ve bunun da giinliik olarak etik ikilem yasamalarina neden oldugu ifade
edilmektedir (Bass ve Steidlmeier, 1999; Moreno, 2011). Sprouse’un (2009) aras-
tirma sonuclaria gore yoneticiler siklikla etik ikilem yasamaktadir. Bununla bir-
likte etik ikilemler dogasi geregi 6nceden Ongorillememekte ve yoneticilerin etik
ikilemlere anlik olarak cevap vermeleri gerekmektedir. Bahsi gecen arastirmala-
ra gore okul yoneticilerinin siklikla etik ikilem yasadiklar1 yorumu yapilabilir. Bu
caligmada da okul yOneticilerinin orta diizeyde etik ikilem yasadiklar1 sonucuna
ulagilmistir. Bu baglamda okul yoneticilerinin yasadiklari etik ikilemlerin siklig
bakimindan bu calismanin sonuclarinin alanyazinla tutarh oldugu soylenebilir.

Ogretmenlerinyasadiklarietikikilemlereiliskinalanyazinydneticilerle benzer
sekilde Ogretmenlerin siklikla ve genis yelpazede etik ikilemler yasadiklarina
isaret etmektedir. Buna gore Ogretmenlik meslegi karmasik bir yapidadir ve
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ogretmenlerin degerleri ve okul miidiiri, diger 6gretmenler ve 6grencilerle olan
etkilesimleri arasindaki gerilimler ¢ok yonlii etik ikilemler yagamalarina neden
olmaktadir. Buna ek olarak §gretmenlerin kendi vicdanlariyla olan etkilesimleri
de etik ikilem yasamalarina neden olmaktadir (Shapira-Lishchinsky, 2009). Buna
paralel olarak Ehrich ve digerleri (2011) 6gretmenlik mesleginin deger temelli
bir meslek olduguna ve bu nedenle dgretmenlerin giinliik is yasami iginde sik-
likla etik ikilemlerle karsi karstya geldigine isaret etmektedir. Maslovaty (2000)
ise 0gretmenlik mesleginin etik agidan dinamik, yansitici ve karmagik karar ver-
me siireclerini icerdigini ve 0gretmenlerin sinif, okul ve topluluk diizeyinde etik
ikilemlerle karsi karstya kaldiklarini belirtmektedir. S6z konusu caligmalardan
yola cikarak 6gretmenlik mesleginin dogasi geregi karmagik oldugu, 6gretmen-
lerin ayn1 anda 6grencilerin, okul yonetiminin ve okul toplulugunun ihtiyaclari-
na cevap vermelerinin gerektigi, bu cevap verme ¢abas iginde de degerleriyle,
yasalarla ve egitim politikasiyla catismamaya ¢aligtiklar1 yorumu yapilabilir. Bu
baglamda 6gretmenlik mesleginin dogasi geregi etik ikilemleri icinde barmdirdi-
&1 sdylenebilir. Bu calismada 6gretmenlerin orta diizeyde etik ikilem yasadiklar:
sonucuna ulagiimasi baglaminda alanyazinla tutarh oldugu sdylenebilir.

Arastirmanin sonuclaria gore okul yoneticileri ve 6gretmenler farkli bo-
yutlardaki etik ikilemlerden farkl diizeyde etkilenmektedir. Davranigsal boyutta
ogretmenler daha yiiksek diizeyde etik ikilemle karsilasmaktadir. Bununla bir-
likte yapisal, politik ve sistemsel boyutlarla genel etik ikilem yagsama boyutunda
okul yoneticileri ve 6gretmenler ayni diizeyde etik ikilem yasamaktadir. Okul
yoneticilerinin ve 0gretmenlerin yasadiklari etik ikilemlere temel tegkil eden
kritik olaylar gorevlerinin dogasi geregi farkliliklar gostermektedir. Yoneticile-
rin yasadiklar1 yapisal etik ikilemlere grup kararlarinin uygulanmasi, okul ala-
ninin kontrolil, zamanin ve kaynaklarin etkin kullanilmasi temel tegkil ederken
ogretmenlerin yasadiklari yapisal etik ikilemlere daha ¢ok okul yOnetiminin al-
dig1 kararlarin niteligi ve Ogretmenlerin degerleri ile okul kiltiiriinlin ve yapi-
sal ozelliklerinin ¢atigmasi temel teskil etmektedir (Catacutan ve de Guzman,
2016; Dowd, 2012; Ehrich vd., 2012; Walker ve Dimmock, 2000; Pope vd., 2009;
Shapira-Lishchinsky, 2011). Bununla birlikte okul yoneticilerinin politik boyutta
yasadiklari etik ikilemlere st diizey yoneticilerin kararlara tesir etmeye calisma-
lar1 ve ayricalik istekleri (Catacutan ve de Guzman, 2016) temel teskil ederken
benzer sekilde 6gretmenlerin yasadiklari politik ikilemlere de yoneticilerin ve ve-
lilerin kararlara ve uygulamalara tesir etme cabalari, ayricalik istekleri, cikar ¢a-
tismalari ve gerceklerin yanlis beyani temel teskil etmektedir (Dowd, 2012; Hel-
ton ve Ray, 2009). Sistemsel boyutta ise yoneticiler ve dgretmenler ortak olarak
standartlagma, yasalar ve politikalar konusunda etik ikilem yasarken yOneticiler
ogretmenlerden farkli olarak biirokratik denetim, hesapverebilirlik ve hiyerarsi
konusunda, 6gretmenler ise yoneticilerden farkl olarak firsat esitligi konularin-
da etik ikilem yasamaktadir (Helton ve Ray, 2006; Husu, 2001; Middlewood ve
Cardano, 2001; Rosano vd., 2005). Bu baglamda alanyazina gore goreli olarak
okul yoneticileri ve 6gretmenlerin yapisal, politik ve sistemsel diizeyde benzer
konularda etik ikilemler yasadiklari sOylenebilir.
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Alanyazinda okul yoneticileri ve 6gretmenlerin yagadiklar: davranigsal etik
ikilemler incelendiginde diger boyutlardakilerle paralel sekilde yasadiklar: dav-
ranigsal etik ikilemlerin de benzer oldugu dikkat cekmektedir. Buna gore ogret-
menler davranigsal boyutta 6grencilerin sirlarinin saklanmasi, diger 6gretmenle-
rin dgrencilere olumsuz davraniglari, velilerin inanglari, 6gretmenlerin ayrimci
davraniglari, 6grencilere karst merhamet ile tutarlilik arasindaki ¢atismalar, di-
ger ¢alisanlarin siipheli davraniglari, 6grencilerin istenmeyen davraniglarinin ve-
lilere iletilmesi ve diger 6gretmenlerin yetersizlikleri ve ihmalleri konularinda
etik ikilem yasarken (Campbell, 2000; Helton ve Ray, 2006; Husu, 2001; Pope
vd., 2009; Shapira-Lishchinsky, 2011) okul yoneticileri diiriist olmayan akademik
davraniglar, 6grencilere yonelik uygun olmayan davraniglar, 6grencilere ve 0g-
retmenlere disiplin cezasi verilmesi, 6gretmen 6grenci catigmalari, veli gruplar
arasindaki ¢atismalar ile 6gretmen ve 6grencilerin korunmasi konularinda etik
ikilem yasamaktadir (Catacutan ve de Guzman, 2016; Crowson, 1989; Ehrich vd.,
2012; Kirby vd., 1992; Pontiff, 2007). S6z konusu ¢alismalardan hareketle hem
okul yoneticilerinin hem de 0gretmenlerin yasadiklar1 davranigsal etik ikilemle-
rin diger 0gretmenler, dgrenciler ve veliler temelinde gergeklestigi sdylenebilir.
Ancak gorevlerinin dogasi geregi 6gretmenlerin hem diger 6gretmenlerle hem
ogrencilerle hem de velilerle yoneticilere gore daha fazla iligki kurduklar: ileri
stiriilebilir. Okulun i¢ ve dis ¢evresindeki insanlarla iligkili olan etik ikilemler
davranigsal boyutta ele alinmaktadir (Catacutan ve de Guzman, 2016). Bu bag-
lamda 6gretmenlerin davranigsal boyutta daha fazla etik ikilem yagamalarinin
nedeninin paydaslarla daha fazla iliski kurmalar1 oldugu ileri siiriilebilir.

S6z konusu bu aragtirmanin sonuclaria gore okul yoneticilerinin ve 6gret-
menlerin yasadiklari etik ikilemler cinsiyete gore anlamli sekilde farklilagma-
maktadir. Bagka bir anlatimla kadin ve erkek yoneticiler ve 0gretmenler tiim
boyutlarda esit diizeyde etik ikilem yasamaktadir. Dowd’un (2012) arastirma
sonuglar1 6gretmenlerin yasadiklari etik ikilemlerde role sahip oldugu diisiinii-
len degiskenlerden olan kisisel ve dini degerlerin, kiiltiirel bakis acisinin, etik
kodlarin ve yasalara bakigin kadin ve erkek dgretmenlerde esit diizeyde olduguna
isaret etmektedir. Bununla birlikte bahsi gecen arastirma bu arastirmanin
sonuglariyla tutarli olmayan bir sekilde kadin 6gretmenlerin Orgiit misyonundan
ve etik teorilerinden erkeklere gore daha fazla etkilendiklerine isaret etmektedir.
Cross’un (2013) aragtirma sonuglari ise bu ¢aligmanin sonuglariyla paralel sekilde
yoneticilerin etik ikilemler karsisindaki etik cevaplarinin cinsiyete gore anlamli
sekilde farklilasmadigina isaret etmektedir.

Her ne kadar yukarida bahsi gecen arastirmalarin sonuglart bu ¢alismanin
sonuclariyla paralellik gosterse de Haines ve Leonard’in (2007) arastirma sonug-
lar1 bu ¢alismanin tersine cinsiyetin etik karar vermede 6nemli bir etken oldugu-
na isaret etmektedir. Buna gore kadinlarla erkeklerin etik karar alma siirecinde
inanclari ve tutumlari1 anlamli farklilik gostermektedir. Kadinlarin ahlaki inanc-
lar1 davranigsal niyetlerini belirleme stirecinde degismeden kalmakta ve bu ah-
laki inan¢ davramsin itici giicii olmaktadir. Ogretmenlerin cinsiyete gore rolleri
ve tutumlari incelendiginde Tiirkiye’de 6gretmen adaylar tizerinde gerceklesti-
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rilen bir arastirmanin sonuglarma goére 6gretmen adaylarinin 6gretmenlik mes-
legine yonelik tutumlar cinsiyete gore degismemektedir (Demirtas, Comert ve
Ozer, 2011). Bagka bir aragtirmanin sonuglarma gore ise kadin 6gretmen aday-
lar1 erkeklere gore 0gretmenlik meslegine karsi daha olumlu tutum i¢indedir.
S6z konusu aragtirmada bunun nedenin ise Tiirkiye’de 6gretmenlik mesleginin
kadmlara daha cok yakistirilmasi algisinin olabilecegine isaret edilmigtir (Capri
ve Celikkaleli, 2008). Bu baglamda alanyazinin yoneticilerin ve 6gretmenlerin
etik degerlendirmelerinin, inanc¢lariin ve meslege karsi tutumlarinin cinsiyete
gore hem degistigine hem degismedigine isaret ettigi sdylenebilir. S6z konusu
bu arastirmada yoOneticilerin yasadiklar: etik ikilemler cinsiyete gore farkliik
gostermemektedir. Bunun bir nedeni olarak kiiltiirel farkliliklara isaret edilebilir.
Bu arastirmanin gergeklestirildigi Ankara evreninde kadinlarin ve erkeklerin
gorevleriyle iligkili olarak cinsiyetlere yiikledikleri anlamlarin benzer olmasinin
yasadiklari etik ikilem diizeylerinin de esit olmasina neden oldugu yorumu goreli
olarak yapilabilir.

Bu ¢alismanin sonuglarina gore okul yoneticilerinin yasadiklar: etik ikilem
diizeyi yaslarina gore degismezken ogretmenlerin yasadiklar etik ikilem diizeyi
orta yas lehine anlaml sekilde degismektedir. Alanyazinda yapilan detayh tara-
malarda okul yoneticilerinin ve 0gretmenlerin yasadiklar etik ikilem diizeyi ile
yas iligkisini inceleyen calismaya rastlanmamakla birlikte Cross™un (2013) arastir-
ma sonuglar1 bazi ipuglart sunmaktadir. Buna gore egitim yoneticilerinin yaglari
arttikga etik cevap verme diizeyleri de artmaktadir. Ancak bu aragtirmada yone-
ticilerin yaglariyla birlikte yasadiklar: etik ikilem diizeyinin degismemesi bagla-
minda arastirma sonuglari tutarlilik gostermemektedir. Benzer sekilde Shapiro
ve Stetkovich (2011) egitimcilerin kararlarinin yas, cinsiyet ve irk degiskenlerin-
den etkilendigini belirtmektedir. Bu arastirmada da 6gretmenlerin etik ikilem
diizeyleri yasla birlikte degismekte ve orta yag grubunda bulunan 6gretmenler
daha cok etik ikilem yasamaktadir. Sahin-Firat ve Acikgdz’iin (2012) arastirma
sonuglar1 6gretmenlerin sahip olduklari bazi degerlerin yasa gore degistigine isa-
ret etmektedir. Buna gore 0gretmenlerin basartya dontik degerleri orta yas gru-
bunda azalirken, uyarihim degerleri orta ve iist yas grubunda azalmaktadir. Uyma
degeri ise Ust yag grubunda daha fazladir. Buradan hareketle alt yas grubunda
ogretmenlerin duygusal ve diisiinsel belirsizliklerinin daha fazla oldugu, st yas
grubundaki 6gretmenlerin ise Orgiitiin geleneklerine daha baglh olduklari ifade
edilebilir. Bu baglamda degerler acisindan 0gretmenlerin erken yaslarda daha
acik bir tutum sergiledikleri ileri yaslarda ise daha duyarsiz bir tutum sergiledik-
leri sOylenebilir. Erken yaslarda 6gretmenlerin acik bir yap1 gosteren degerleriyle
catisma iceren durumlar1 daha kararh bir sekilde ¢ozdiikleri, ileri yaslarda ise
daha duyarsiz bir yap1 gosteren degerleri ile Orglitsel yapiya uymay tercih ettik-
leri ve deger gatismasi yasamadiklar1 yorumu yapilabilir. Orta yas grubu ise bu
temel degerler arasinda gegcis yaslarini olusturmaktadir. Bu baglamda orta yas
grubundaki 6gretmenlerin daha fazla deger catismasi dolayisiyla da daha fazla
etik ikilem yagamasinin alanyazinla tutarl oldugu ileri siiriilebilir.
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Aragtirma sonuclart orta diizeyde kideme sahip miidiir yardimcilarinin
davranigsal ve sistemsel boyutlarda, orta diizeyde kideme sahip 6gretmenlerin
davranigsal ve yapisal boyutlarda daha fazla etik ikilem yasadiklarina isaret et-
mistir. Ogretmenlik ve yoneticilik meslegi acisindan klasik paradigmaya gore
kidemin yapilan igin kalitesini artiracag: diisiiniilmektedir. Ayrica deneyimin
fazla olmasmin 6gretim yetenegini artiracagl ve dolayisiyla egitimin etkililigini
artiracagiyine bu paradigma tarafindan isaret edilmektedir (Creemers, Kyriakides
ve Antoniou, 2013). Bu baglamda klasik paradigma acisindan diistiniildiigtinde
yOneticilerin ve 0gretmenlerin artan kidemle birlikte niteliklerinin de artmasi
buna bagl olarak da daha etkili karar verme mekanizmalar: kullanarak daha az
etik ikilem yagsamalar1 beklenebilir. Rice (2010) bircok 6rgiitiin ¢alisanlarin artan
kidemle birlikte bilgisinin, becerisinin ve iiretkenliginin arttigini distindigiini
belirtmektedir. Ancak deneyimin Ogretmenligin ilk yillarinda etkili bir
faktor oldugu ve basar1 ve degerler baglaminda parabolik bir yapr gosterdigi
belirtilmektedir. Buradan hareketle 6gretmenlikte etki ve degerler bakimindan
diistik ve yiiksek kidemin benzer Ozelikler gosterdigi orta diizeyde kidemin ise
farklilik gosterdigi yorumu yapilabilir.

Cross’un (2013) arastirma sonuglari egitim yoneticilerinin etik ikilemlere
verdikleri etik cevap diizeylerinin artan kidemle birlikte belirli bir diizeye kadar
azaldigina belirli bir diizeyden sonra ise arttigina isaret etmektedir. Bu baglamda
yoneticilerin etik cevap verme diizeylerinin bu ¢alismayla paralel sekilde degistigi
ifade edilebilir. Bagka bir anlatimla diigiik ve yiiksek kideme sahip yoneticiler
orta dlizeyde kideme sahip yoneticilere gore etik ikilemler karsisinda daha ytik-
sek diizeyde etik cevap vermektedir. Bu baglamda daha Once bahsi gectigi gibi
orta dlizeyde kideme sahip miidiir yardimcilar1 ve 0gretmenlerin daha yiliksek
diizeyde etik ikilem yasamasinin nedeninin kisilerin deger sistemlerinin artan
kidemle degismesi ve orta diizeyde kideme sahip kisilerin bu deger degisimi sira-
sinda yasadiklar1 ¢atismalar olabilecegi soylenebilir.

Alanyazin etik ikilemlerin kisiler tizerinde olumsuz psikolojik sonuclar1 ol-
duguna isaret etmektedir. Bununla birlikte etik ikilemleri etkin sekilde ¢cozeme-
menin birey ve orgiit tizerinde olumsuz etkileri olmaktadir. Bu baglamda etik
ikilemlerin yasanmadan 6ntline ge¢menin en iyi ¢0ziim stratejisi oldugu sdylene-
bilir. Buradan hareketle etik ikilemlerin coziimlenmesi dnemli goriilmektedir.
Bu calismada etik ikilemler baz1 demografik degiskenler acisindan ele alinmaistir.
Arastirma sonuclarina gore okul yoneticileri ve 6gretmenler agirlikli olarak orta
duzeyde etik ikilemler yasamaktadir. Yasanan etik ikilemleri azaltmak baglamin-
da MEB tarafindan 6gretmenlik meslegi ve okul yoneticiligi icin etik standartla-
rin belirlenmesinin ve bu etik standartlarin 6gretmenlere ve yoneticilere saglikli
bir sekilde aktarilmasinin, kamu okullarina pratik sekilde kullanilabilir bir biitce
ayrilmasinin, mevzuatin acik, anlasilir ve istikrarli hale getirilmesinin, 6zel 6g-
retim kurumlarda yapilan denetimlerin daha acik bir sekilde paydaslarla pay-
lagilmasinin, okul yoneticilerine 6gretmenlere izin yetkisi verilmesinin, mesleki
gelisimi somut sekilde tesvik edilmesinin ve yonetici gorevlendirmelerinde somut
kriterler kullanilmasinin saglanmasinin faydali olacagi sdylenebilir. Bununla bir-
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likte etik ikilemlerle psikolojik degiskenlerin iligkilerini ele alan nicel calismalar
ile farkli egitim kademelerinde yasanan etik ikilemlerin nedenlerini inceleyen
nitel ¢aligmalar alanyazina katki saglayabilir.
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Abstract

The purpose of this study was to determine the predictive value of classroom justice perceptions and school
engagement for academic success of high school students. The sample of the study consisted of 650 high school
students studying in Istanbul City in the 2018-2019 academic year. The study was designed as a correlational
survey study. The data were collected by classroom justice perception of students and the school engagement
scales. The data were analyzed by independent t-test, one-way analysis of variance (ANOVA), correlation and
regression analyses. The results suggest that there is a significant difference between high school students’ per-
ceptions of justice in classroom management and their school engagement levels according to their gender, class
levels and the types of schools they were educated. Besides, positive and low correlation was found between
school engagement levels with distributive and awarding justice. It was concluded that the teachers should be fair
in evaluating the students while ensuring fair classroom conduct.

Keywords: classroom management, justice, school engagement, academic success.

Oz

Bu calismanin amaci, lise 6grencilerinin sinif yonetimindeki adalet algilari ile okula baglilik diizeyleri ve akade-
mik basarilar1 arasindaki iligkileri ve lise 6grencilerinin sinif ici adalet algilarinin ve okula bagliliklarinin birlikte,
akademik basarilarinin bir yordayicist olup olmadigini belirlemektir. Aragtirmanin 6rneklemini 2018-2019 egi-
tim-6gretim yilinda Istanbul ilinde egitim goren 650 lise 6grencisi olusturmaktadir. Arastirma modeli olarak
iligkisel tarama modeli kullanilmustir. Veriler “Smif Yonetiminde Adalet Algisi Olgegi” ve “Okula Baglilik Olge-
gi” yardimiyla toplanmistir. Veriler bagimsiz gruplar t-testi, tek yonlii varyans analizi (ANOVA), korelasyon ve
regresyon analizleri ile ¢oziimlenmistir. Arastirma sonucuna gore lise 6grencilerinin siif yonetimindeki adalet
algilar1 ve okula baghlik diizeylerinde cinsiyetlerine, sinif seviyelerine ve egitim gordiikleri okul tiirlerine gore
anlamh bir farklilik bulunmustur. Ogretmenler, Ggrenciler icin adil bir simif yonetimi saglarken yaptiklari deger-
lendirmelerde adil olmalar gerektigi sonucuna varildi.
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Introduction

Justice is the most effective moral feature that makes human beings hu-
man. When we look at the Arabic origin of justice, it is seen that the root of
a-d-1 means true, honest and balanced. There is no exact definition of the word
of justice. In general, justice is defined as an individual’s compliance with the
limits of rights and law (Toremen & Tan, 2006). When the concept of justice
is considered as organizational justice; It is the employees’ perception of jus-
tice and their reactions to the behaviors of the organizational structure or the
managers of the organization towards individuals working in the organization
(Kiiciikgene & Aydogan, 2018). Organizational justice is basically examined in
three dimensions; interactional justice, distributive justice and procedural justice
(Folger, 1987). Distributive justice, in general, stands for equal distribution of
goods (Nural, 2015; Ngodo, 2008; Devonish & Greenidge, 2010; Ozmen, Arbak
& Ozer, 2007; Wu & Wang., 2008; Foley, Deborah & Gary, 2002). Procedural jus-
tice means the process of distribution of goods (Cohen-Charash & Spector, 2001;
Greenberg, 1987; Schimnke, Ambrose & Noel, 1997; Beugre, 2002). Interac-
tional justice is the fairness of communication between employees (Nural, 2015;
Bies & Shapiro, 1988). When we consider organizational justice in the context of
school and classroom management, distributive justice is an accurate and realis-
tic assessment of students’ performance assignments and giving fair grades; pro-
cedural justice is the fairness of evaluation criteria when evaluating performance
assignment; interactional justice is the communication and interaction between
the teacher and the student during the evaluation process in the framework of
respect and love and the teacher’s fairness. When we consider organizational
justice in the context of school and classroom management, distributive justice is
an accurate and realistic assessment of students’ performance assignments and
fair grades; procedural fairness, fairness of evaluation criteria when evaluating
performance assignment; interactional justice in the evaluation process is the
communication and interaction between teacher and student taking place within
the framework of respect and love and the teacher’s fairness.

There have been many studies on organizational justice. For example, the-
re are studies, which estimate that organizational justice affects organizational
efficiency (Cremer, 2005; Zapata, et al., 2009; Acquach & Tukamushaba, 2009;
Dzansi & Dzansi, 2010). There are also studies illustrate that procedural justice
influences organizational commitment and job satisfaction (Folger & Konovsky,
1989), operational (Moorman, 1991), and studies show interactive justice affects
organizational citizenship behaviors (Malatesta & Byrne, 1997). Job satisfaction
(Lam et al., 2002; Liao, 2007) and human resources systems (Whitener, et al.,
1998) are related to procedural justice. There are also studies in which the con-
cept of justice is considered as a value in different fields of work (Skitka, 2002;
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Skitka & Muellen, 2002; De Cremer, 2002; Lippopen, Olkkonen & Myyry, 2004).
In the literature, it is encountered studies, which are addressing organizational
justice and organizational commitment in tourism sector (Ekiztepe, 2011), or-
ganizational justice in mergers and acquisitions in the economic sector (Meyer,
2001), the effect of procedural and distribution justice on productivity levels of
bank employees (McFarlin & Sweeney, 1992), university students ‘perceptions
of fair learning environment (Lizzio, Wilson & Hadaway, 2007), health workers’
perception of organizational justice and organizational commitment (Byrne &
Cropanzano, 2001) and the history of organizational justice from past to present
(Greenberg, 1990).

The concept of justice has emotional, logical and social characteristics
(Chechen, 1993). If a society respects the principle of mutual justice and fulfills
its responsibilities, it becomes a just society (Yilmaz, 2010). The most important
source of a just society is undoubtedly the school where people receive charac-
ter education and grow as an individual beneficial to society. School is a social
system that accomplishes the aims of education (Elkatmis, 2013). The education
of individuals who will contribute to the society and humanity takes place in the
school and individuals become a part of the social life. Therefore, the existence
of school environment in general and effective classroom management in parti-
cular is an important need (Terzi, 2002).

Classroom management is the provision and maintenance of an environ-
ment that is conducive to learning (Cetin, 2009; Basar, 2003), the competen-
ce of the teacher in class dominance (Turan & Sisman, 2018) and the activities
that will ensure the academic, emotional and social development of the students
(2006). In other words, providing all kinds of conditions to create the learning
environment in the classroom. Elements of classroom management; the creation
of a classroom management program (Erden, 2003; Glasser, 1999). According
to Glasser (1999), the coordination of the process was determined as making
the environment suitable for teaching, evaluating the students and solving the
problems that might occur.

An effective classroom management can be achieved by motivating students
with a number of criteria including healthy communication between teacher and
student, time management, student motivation (Giindiiz, 2004) and physical ar-
rangements (Aydin, 2008; Karip, 2017). The teacher who is responsible for the
classroom management should have these criteria (Nural, 2015). Because the
teacher is not only the person who transfers the information in the classroom, but
also the person who can influence the student with his/her behaviors. The posi-
tive behaviors of the teacher in the classroom affect the students positively and
negatively affect the negative behaviors (Terzi, 2002). This leads to the conclusi-
on that the attitudes of the teachers in the classroom are carefully examined by
the students. Because the student is the most beautiful analyst in the classroom.
Effective behavior of teachers in the classroom affects students’ academic deve-
lopment as well as their social and behavioral development positively (Brouwers
& Tomic, 2000; Dilekmen, 2008; Sahin, 2011).
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When teachers behave unfairly in classroom management and education
processes, there is a negative perception on students and students can reflect this
on their behavior. For example, when teachers do not behave fairly in classroom
management, students exhibit aggressive behavior, decrease motivation, resist
learning and adversely affect classroom communication (Chory-Assad, 2002;
Chory-Assad & Paulsel, 2004; Paulsel, Chory-Assad, & Dunleavy, 2005). Effec-
tive classroom management is only possible if the teacher-student relationship is
interactive. The teacher should always behave moderately towards the student,
in other words, it must be neither too hard nor too soft (Biiylikkaragoz & Civi,
1996). In the study conducted by Sezer (2018), positive attitudes and behaviors
of the teachers increase students’ perception of justice. The justice provided by
teachers in the classroom environment is an important factor in ensuring that
students use the resources of the class equally (Cummings, 2000) and that they
are fair in their relations with other people (Finger & Bamford, 2010). At the
same time, teachers’ failure to behave according to the principle of equality and
justice prevents the perception of justice in students (Sheets & Gay, 1996; Ville-
gas & Lucas, 2002; Weinstein, Tomlinson-Clarke & Curran, 2004). In a nutshell,
students’ perception of justice improves school education (Lizzio, Wilson & Ha-
daway, 2007), makes them feel at school and contributes to the development of
trust (Beugre, 2002). In this sense, fair behaviors of teachers in the classroom can
affect students’ engagement to school.

The concept of school engagement is considered as the feelings of the stu-
dents have towards their schools. In general, students’ commitment to school can
be explained through the features of feeling positive emotions about education,
being able to have positive relations with staff and students in the school, not at-
tending absenteeism, participating in social activities (McNeal, 1995; Fall & Rob-
erts, 2012), devoting more time to school related studies, following school rules
(Finn, 1993), to be able to express their ideas in class, to be academically suc-
cessful (Lee, 2008; Maddox & Prinz, 2003) and to provide intrinsic motivation to
learn (Newman, 1992). Engagement to school has many factors. Correct choice
of friends is a positive factor in school engagement, while wrong choices are a
negative factor in the emergence of risky behaviors such as aggression, substance
dependence and loneliness in the individual (Simsek & Copli, 2018; Manzeske
& Estell, 2009; Tas, 2017; Black et al., 2010; Altinsoy & Karakaya Ozyer, 2018).

According to the studies, it has been concluded that school attachment has
three dimensions: affective, behavioral and cognitive (Fredricks, Blumenfeld &
Paris, 2004; Robinson, 2016). In general, behavioral commitment is the obser-
vable behaviors such as students’ participation in academic and social activiti-
es in the school (Alparslan, 2016). Affective commitment explains the student’s
positive or negative response to the school (Connell & Welborn, 1991; Alpars-
lan, 2016). Cognitive commitment contains student’s behavior in school and the
understanding of why and how he/she behave (Newman, Wehlage & Lamborn,
1992).
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Since school engagement is an important element of education, it has
been the subject of studies by many researchers. In the literature, it is possi-
ble to encounter with the studies that are examining the relationships between
school engagement and school climate (Ozdemir et al., 2010; Ozgenel, Caligkan
Yilmaz & Baydar, 2018; Pistacelli & Lee, 2011; Saufler, 2011; Wang, 2010), so-
cial support and self-efficacy (Mengi, 2011; Karababa, Oral & Dilmag) , 2018;
Alparslan, 2016; Goldschmidt, 2008), exam anxiety (Onuk, 2017), achievement
levels (Yilmaz, 2015; Wang & Holcombe, 2010; LeCroy & Krysik, 2008; Eades,
2014), school burnout (Ozdemir, 2015) ), life satisfaction (Ozdemir, 2013; Blum,
2005), tamily participation (Erol, 2016), teacher behaviors (Perry, 2008; Phillips,
2013; Arias, 2013), violent tendencies (Scott & Twin, 2017), organizational trust
(Arabikoglu, 2016). However, there were no studies that examined high school
students’ perceptions of in-class justice, their level of engagement and academ-
ic achievement. Therefore, the aim of this study is to determine whether high
school students’ perceptions of in-class justice and their engagement to school
are predictors of their academic achievement. To this end, the following ques-
tions were also sought:

1. Do high school students’ perceptions of interactional, rewarding, pro-
cedural and distributive justice in school management and school enga-
gement levels differ significantly according to their gender, grade level
and school types?

2. Is there a meaningful relationship between high school students’ level
of interactional, rewarding, procedural and distributive justice percep-
tions, academic achievement and school engagement?

3. Do high school students’ perceptions of interactional, rewarding, pro-
cedural and distributive justice in classroom management significantly
predict their academic achievement and engagement to school?

4. Do high school students’ engagement to school significantly predict
their academic achievement?

5. Do high school students’ perceptions of interactional, rewarding, pro-
cedural and distributive justice in classroom management and school
engagement together predict their academic achievement?

Method

In this section, information about the research model, universe-sample, data
collection tools, data collection and data analysis are given.

Research Model

In this research, it is aimed to determine the relationships between high
school students ‘perceptions of classroom justice, school commitment and aca-
demic achievement, and to determine whether high school students’ perceptions
of classroom justice and their engagement to school together are a predictor of
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their academic achievement. With this aim correlational survey design, which is
one version of general survey model, was used. correlational survey design is a
statistical model used to determine the tendency or pattern to change together
between two and more variables (Creswell, 2017).

Population and Sample

The population of this study is the students of Anatolian High School (AL),
Anatolian Vocational High School (AML) and Anatolian Imam Hatip High
School (AIHL) in Sancaktepe, Cekmekdy and Sultanbeyli districts of the Ana-
tolian side of Istanbul in 2018-2019 academic year. The sample consisted of 650
high school students who were reached through stratified sampling. Stratified
sampling method is formed by combining the samples selected from the layers by
dividing the universe into homogeneous groups (Kilig, 2013).

Of the high school students who participated in the study, 369 were female
(56.8%) and 281 were female (43.2%). 218 of the students were in 9th grade
(33.5%), 223 of them were in 10th grade (34.3%), 112 of them were in 11th grade
(17.2%) and 97 of them were in 12th grade. 366 of the participating students
are attending Anatolian Imam Hatip High School (56.3%), 145 of them are in
Anatolian Vocational High School (22.3%) and 139 of them are studying in Ana-
tolian High School (21.4%).

Data Collection Tools

In this study; Personal Information Form, Justice Perception Scale in Class-
room Management and School Engagement Scale were used.

Justice Perception Scale in Classroom Management; In this study, Justice Per-
ception in Classroom Management Scale developed, by Nural (2015), was used
as a data collection tool in order to measure students’ perception of justice in
classroom management. The scale was developed in 5-point Likert type: “Strong-
ly Disagree (1), Disagree (2), No Idea (3), Agree (4), Strongly Agree (5)”. The
Justice Perception Scale in Classroom Management consists of 16 items and has
four sub-dimensions. Among the scale items, 1-2-3-4-5 refers to the Interactional
Justice Dimension, 6-7-8 states Rewarding Justice Dimension, 9-10-11-12 stands
for Procedural Justice Dimension and 13-14-15-16 expresses Distributive Justice
Dimension. In this study, confirmatory factor analysis was performed to test the
structure of the scale (x*/df=2.404; GFI=.930; AGFI=.903; SRMR=.048; RM-
SEA=.060) and it was found to be between acceptable compliance values (Hu
& Bentler, 1999). Interactional justice reliability coefficient was 0.793; reward
justice 0.790; procedural justice 0.735; The distribution reliability was 0.694 and
the overall reliability coefficient of the scale was calculated as 0.875 and the scale
was found to be reliable (Biiyiikoztiirk, 2012).

School Engagement Scale; In the research, in order to measure students’ en-
gagement to school, the School Engagement Scale, developed by Fredricks et al.
(2005) and adapted to Turkish by Cengel, Totan and C6gmen (2017) was used.

626



Justice in Classroom Management and School Engogement

The scale was developed in 5-point likert type: “Very accurate (5), Mostly correct
(4), Sometimes correct (3), Occasionally correct (2), Not true at all (1)’. In the
scale, there are 19 items and 3 sub-dimensions, 3 of which are reverse items. Re-
versal items (6-11-18) are converted to total points. The high scores indicate that
the level of school engagement is high, and the low scores indicate that the level
of school engagement is low. Sub-dimensions of the scale are identified as be-
havioral dimension (1-11-6-9-3), affective dimension (7-16-4-14-12-18) and cog-
nitive dimension (2-5-8-10-13-15-17-19). this study, confirmatory factor analysis
was conducted to test the construct validity of the scale (x?/df=2.524; GFI=.921;
AGFI=.893; SRMR=.066; RMSEA=.062) and it was found to be between ac-
ceptable compliance values (Hu & Bentler, 1999). The overall reliability coef-
ficient of the scale in this study was calculated as 0.836 and it was found to be
reliable (Biiyiikoztiirk, 2012).

Academic success; In the research, academic success of students is conside-
red as end-of-year grade point averages. Year-end grade point averages of the
students were provided by the school administration. Students’ year-end grades
are determined by the Ministry of National Education (2017) 100 grade system
(0-49.99 = Does not pass; 50.00-59.99 = Passes; 60.00-69.99 = Medium; 70.00-
84.99 = Good; 85.00-100 = Very good).

Data Collection

After obtaining the necessary permissions to collect the study data, Justice
Perception Scale in Classroom Management” and “School Engagement Scale”
were applied to the students in the 2018-2019 academic year. While applying the
scales, the principle of volunteering was taken into consideration and in line with
the principle of confidentiality, personal information was not given to anyone
and the students’ trust was tried to be ensured.

Data Analysis

The data collected in the study were analyzed with SPSS program. One-way
ANOVA test was used to analyze whether the perception of high school students’
perception of justice in school administration and their level of school engagement
differed according to their class levels and school types. T-test was used to analyze
whether students’ perceptions of justice in classroom management and school en-
gagement levels differ significantly according to gender. Correlation analysis was
performed to determine the relationship between high school students’ perception
of justice in classroom management, academic achievement and school engage-
ment. Multiple regression analysis was conducted to determine the level of high
school students’ perceptions of justice in classroom management and their level of
engagement to school, and to predict their academic achievement.

Findings

In order to determine whether high school students’ perceptions of justice in
school management and their level of engagement to school differ significantly
according to their gender, the conducted t-test results are given in Table 1.
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Table 1
T-test results of students’ perceptions of justice and their commitment to school in
classroom management according to gender

t test
Variables Groups N X~ SD s
t df p
Femal 4 .
Interactional Justice emate 3693403930 s s 3
Male 281 3327 980
Femal 369 3149 1.021 009
Rewarding Justice emate 2625 648
Male 281 3361 1.027
p dural Tusti Female 369 3.706 912 3.901 648 .000
rocedurat Justice Male 281 3422 929 :
Distrabutive Justi Female 369 3279 900 o s 482
1SIr 1 1 -.
strubutive Justice Male 369 3403 930
School E ‘ Female 369 3.476 641 2739 648 006
n men . .
chool Engageme Male 281 3333 683

When Table 1 is examined, the perception of rewarding (t[648]=2.625;
p<.01) and procedural (t[648]=3.9()1; p<.01) justice in classroom management
showed a significant difference according to gender. The perceptions of inter-
actional (t[648]=1.013; p>.01) and distributive (ts,5,=.704; p>.01) justice did
not show significant differences according to gender. Male students ‘perception
of rewarding justice in classroom management (X =3.36) is more positive than
female students’ perception of rewarding justice in classroom management (X
=3.14). However, female students ‘perception of procedural justice in classroom
management (X =3.70) is more positive than male students’ perception of pro-
cedural justice in classroom management (X =3.42). The level of school engage-
ment of high school students showed a significant difference according to gender
(t{645)=2.739; p<.01). Female students had higher levels of school engagement
(X=3.47) than male students (X =3.33).

Table 2 shows the results of one-way ANOVA to determine whether high
school students’ perceptions of justice in classroom management and their level
of engagement to school differ according to grade level.

628



Justice in Classroom Management and School Engogement

Table 2
ANOVA results of students’ perceptions of justice in classroom management and
their levels of school engagement according to grade levels

Class N X SD Sou.r ce of Sum of df Mean F p Difference
Variance Squares Square

9 218 3.56 .064 Between Groups 12.233 3 4.078

10 223 327 .059 Within Groups  576.532 646 .892

11 112 323 .086 Total 588.765 649 4569 .004 9>10-11-12
12 97 332 .110

Tot. 650 3.37 .037

9 218 3.41 .066 Between Groups 17.549 3 5.850

10 223 3.16 .065 Within Groups  668.913 646 1.035

11 112 331 .097 Total 686.462 649 5.649 .001 9>10-12;11>12
12 97 293 .116

Tot. 650 3.24 .040

9 218 3.83 .058 Between Groups 22.276 3 7.425

10 223 3.44 058 Within Groups  538.655 646 .834

11 112 340 .093 Total 560.930 649 8.905 .000 9>10-11-12
12 97 352 .103

Tot. 650 3.58 .036

9 218 3.47 .057 Between Groups 10.132 3 3.377

10 223 3.18 .060 Within Groups  550.892 646 .853

11 112 324 .093 Total 561.023 649 3.960 .008 9>10-11

12 97 326 .105

Tot. 650 3.30 .036

9 218 3.63 .042 Between Groups 15998 3  5.333

10 223 331 .043 Within Groups  269.33 646 .417

11 112 328 .064 Total 28533 649 12.790 .000 9>10-11-12
12 97 329 .062

Top. 650 3.41 .026

Interactional
Justice

Rewarding
Justice

Procedural
Justice

Distributive
Justice

School
Engagement

When Table 2 is examined, it is seen that there is a significant difference
between students’ perceptions of justice in classroom management according to
their grade levels. According to the results of LSD test, which is used to de-
termine the different classes of students’ perceptions of justice in classroom
management 9™ grade students’ perception of interactional justice in classroom
management (X =3.56) is higher than 10t grade students (X =3.27), 11'h grade
students (X-=3.23), and 12" grade students (X =3.32). 9" grade students’ per-
ception of rewarding justice in classroom management (X =3.41) is higher than
10" grade students (X-=3.16) and 12" grade students (X'=2.93); 11" grade
students’ perception of rewarding justice (X =3.23) is perceived to be higher
than 12t grade students (X-=3.32). 9" grade students’ perception of procedural
justice in classroom management (X =3.83) is higher than 10th grade students
(X-=3.44), 11" grade students (X" =3.40) and 12 grade students (X-=3.52). 9
grade students’ perception of distributional justice in classroom management
(X=3.47) is higher than 10" grade students (X =3.18) and 11" grade students
(X=3.24).
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When Table 2 is examined, it is seen that there is a significant difference
between the school engagement levels of the students according to their grade
levels (F=12.790; p <.001). According to the results of LSD test which was done
in order to determine which classes the students? 9t grade students’ school en-
gagement levels (X'=3.63), 10" grade students (X =3.31), 11" grade students
(X"=3.28) and 12" grade students (X =3.29) were found to be higher.

Table 3 shows the results of conducted one-way ANOVA to determine whet-
her high school students’ perceptions of justice in school administration and their
level of attachment to school differ according to school type.

Table 3
ANOVA results of students’ justice perception in classroom management and level
of school engagement according to school types

School X sD Sou‘rce of  Sum of df Mean F P Difference
Type Variance  Squares Square
iHHS 366 336 049 DCMVEMgus o 404
'—é’ Groups
£ 8 Within '
S5 VHS M5 319 077 Gl SS0281 647 897 4730 09 iHHL>VHS
£7 AHS 139 330 079 Total 588.765 649
Tot. 650 337 .037
iHHS 366 337 054 CON 605 2 8026
= Groups
—_ . . .
S 9 Within IHHL>
52 VHS 145 299 086 670409 647 1.036 7. |
¥ Groups 16000 G
~ AHS 139 315 077 Total 686.462 649
Tot. 650 324 040
iHHS 366 3.66 048 CON oo 2 3109
= Groups
’5 [} e
22 vas 145 341 o081 WM ssio3 w7 857 3626 027 IHHL>VHS
] Groups
&  AHS 139 355 073 Total 560.930 649
Tot. 650 358 .036
iHHS 366 334 050 DM o4 o a7
S Groups
S o .
22 vas 145 318 077 VN ssese0 647 863 1409 245 -
s 2 Groups
A AHS 139 331 .069 Total 651.013 649
Tot. 650 330 .036
_ iHHS 366 354 033 DN 3055 5 6978
£ Groups
= Within THHL>
S VHS 145 320 .053 271378 647 419
: Groups 16635000 e e
5 AHS 139 329 056 Total 285333 649
Tot. 650 341 .026

When Table 3 is examined, it is seen that there is a significant difference be-
tween the students’ perceptions of interaction, rewarding and procedural justice
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and their engagement to school in classroom management (p<.001). According
to the results of LSD test conducted to determine which school types differ in
the perception of justice in classroom management, the students’ perception of
interactional justice in classroom management (X"=3.36) is higher than that of
Vocational High School (X =3.19). The perception of rewarding justice in the
classroom management of the students attending Anatolian Imam Hatip High
School (X-=3.37) is higher than that of the Vocational High School students
(X-=2.99) and Anatolian High School students (X =3.15). The perceptions of
procedural justice in the classroom management of the students attending the
Anatolian Imam Hatip High School (X"=3.66) were higher than those of the
Vocational High School (X-=3.41).

When Table 3 is examined, it is seen that there is a significant difference
between the school engagement levels of the students according to school types
(p<.001). According to the results of LSD test which was done in order to de-
termine which school types the students’ level of engagement to school differed,
the level of school engagement of the students studying at Anatolian Imam
Hatip High School (X-= 3.54), from Anatolian Vocational High School students
(X*=3.20) and from Anatolian High School students (X =3.29) was found to be
higher.

The results of the correlation analysis conducted in order to determine the
relationship between high school students’ perception of justice and their com-
mitment to school are given in Table 4.

Table 4
Correlation analysis results between students’ perceptions of justice and classroom
engagement in classroom management

Variables School Engagement Academic Success
Interactional Justice r 318%* 213%*
Rewarding Justice r 122 .049
Procedural Justice r 316 .199%*
Distributive Justice r 265%* 170%*
Academic Success r .203%* 1

According to the correlation analysis given in Table 4 significant relationship
is found among students’ level of engagement to school and academic success
(r=.203; p<01), perceptions of interactional justice in classroom management
(r=.318; p<.01), rewarding justice (r=.122; p<.01), procedural justice (r=.316;
p<.01), and distributive justice (r=.265; p<.01). Another significant relationship
is found among students’ academic success and the perception of interactional
justice in classroom management (r=.213; p <.01), transactional justice (r=.199;
p<.01), and distributive justice (r=.170; p<.01). However, there is no significant
relationship between academic success and rewarding justice (r=.049; p>.05).
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Table 5 shows the results of multiple regression analysis in order to determi-
ne whether the perceptions of justice in the classroom management perceived by
students predict students’ level of engagement and academic success.

Table 5
Results of multiple regression analysis on whether students’ perception of justice in

classroom management predicted school engagement and academic achievement
levels

Independent  Dependent Std.

2

Variable Variable B Error ()t p R R F p

Constant 2318 114 20368 .00

Interactional .108 .034 .156 3.168 .002

Rewarding  Sonool 037 027 058 1380 168 368 .135 25262 .000
Engagement

Procedural 117 034 163 3477 001

Distributive 058 032 082 1809 071

Constant 2428 105 23208 000

Interactional  SoP°! 142 031 204 4549 000 357 .128 47.288 .000
Engagement

Procedural 141 .032 198 4.415 .000

Constant 2158 215 10.058 000

Interactional 183 .064 145 2.834 .005

Rewarding ~ 2%9°MIC 009 051 _085 -1.948 052 248 062 10.598 .000
Success

Procedural 155 063 120 2457 014

Distributive 083 061 064 1367 172

Constant 2127 197 10793 000

Interactional  229MIC g0 059 147 3454 002 233 054 18573 000
Success

Procedural 148 .060 115 2.453 014

When Table 5 is analyzed, the interactional and procedural justice dimen-
sions, one of the sub-dimensions of perception of justice in classroom manage-
ment, significantly predict students’ engagement to school (p<.01), while dimen-
sions of rewarding and distributive justice do not significantly predict school
commitment (p>.05). Rewarding and distributive justice perceptions were ex-
cluded from the analysis because they did not predict the level of school en-
gagement, and multiple regression analysis was re-performed. Interactional and
procedural justice perceptions of high school students in classroom management
together predict 13% of students’ engagement to school. In other words, 13% of
the total variance in students’ level of school engagement is explained by their
perceptions of interactional and procedural justice in classroom management. In
addition, students’ perceptions of interactional and procedural justice in class-
room management predict 5% of their academic success. In other words, 5% of
the total variance in students’ academic success is explained by their perceptions
of interactional and procedural justice.
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Table 6 shows the results of simple regression analysis to determine whether
students’ engagement to school predicts their academic success.
Table 6

The results of simple regression analysis of students’ engagement to school predic-
ted their academic success levels

Independent  Dependent Std. )
Variable Variable. B Mis. ®) p R R F P
Constant Academ 2.026 .242 8.372  .000
cademic
203 .041  27.990 .000
School Success 368 070 203 5291 000
engagement

When Table 6 is examined, students’ engagement to school significantly pre-
dicts their academic success (p <.05). Students’ engagement to school predicts 4%
of their academic success (r=.203; r>=.04). In other words, students’ engagement
is explained by 4% of the total variance in the academic success of the students.

The results of the hierarchical regression analysis conducted in order to de-
termine whether the perceptions of justice and their engagement to school pre-
dicted academic success are given in Table 7.

Table 7
Multiple regression analysis results regarding whether students’ perception of justice
and school engagement levels predicted academic achievement levels together

Independent Dependent Std.

Variables Variable B Eror. ®) p R R F p
Constant 1.571 273 5.759  .000

Interactional 155 064 123 2410 016

Rewarding Academic --108 .050 -.093 -2.148 .032

Procedural Success 126 .063 097 1988 .047 280079 10959000
Distributive 068 .060 .053 1.131 .259

School Engagement 253 074 140 3.441 .001

Constant 1.623 269 6.038 .000

Interactional ) 179 061 142 2940 .003

Rewarding ‘g‘lfscdeesrsmc S101 050 -087 -2.025 043 277 077 13411 .000
Procedural 140 062 108 2.253  .025

School Engagement 259 073 143 3529 .000

As can be seen in Table 7, students’ perceptions of interactional, rewarding
and procedural justice and school engagement levels significantly predict their
academic success (p<.05). However, as perceptions of distributive justice did
not significantly predict academic achievement, multiple regression analysis was
omitted, and the analysis was renewed. Interactional, rewarding, and procedural
justice perceptions and engagement levels of high school students in classroom
management predict 7.7% of their academic success. In other words, 7.7% of
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the total variance in students’ academic success is explained by students’ level of
interactional, rewarding and procedural justice perceptions and engagement to
school in classroom management.

Discussion, Conclusions and Suggestions

In this study, it was aimed to determine whether high school students’ percep-
tion of justice related to classroom management and their levels of school engage-
ment predicted their academic achievement. As a result of analysis, high school
students’ perception of rewarding and procedural justice in classroom manage-
ment showed a significant difference according to gender. The perceptions of in-
teractional and distributive justice do not differ significantly according to gender.
Male students ‘perception of rewarding justice in classroom management is more
positive than female students’ perception of rewarding justice in classroom man-
agement. However, female students ‘perception of procedural justice in classroom
management is more positive than male students’ perception of procedural justice
in classroom management. In addition, female students ‘level of school engage-
ment is higher than male students’ level of school engagement. According to Celik-
kaya’s (2008) study on 6" and 7" grade students, there is a significant difference in
terms of rewarding, procedural, interactional and distributive justice perceptions
in class management in favor of female students. This study supports the stud-
ies (Arastaman, 2006; Ozgenel, Caliskan Yilmaz & Baydar, 2018; Alpaslan, 2016;
Mengi, 2011), which concluded that female students’ perception of procedural jus-
tice (Nural, 2015) and distributive justice (Kepekgioglu, 2015) is higher than male
students and their engagement to school is higher than male students. The main
reason why female students’ engagement to school is higher than male students
may be due to the meaning and importance they attach to school. While female
students perceive the school as a place where they set up their future, boys can
perceive the school as a place where there is always discipline and rules.

According to another result, 9" grade students’ perceptions of interaction-
al, rewarding, procedural and distributive justice in classroom management were
higher than 10®, 11" and 12! grades. In the study conducted by Nural (2015), it
was determined that 9™ grade students’ perceptions of justice were higher than
other grades. This study supports the fact that perception of justice differs accord-
ing to class levels in classroom management. 9" grade students perceive the school
and teachers fairer in class management since they are in the stage/level of getting
to know and adapt to school. Grade 9 students may have evaluated their teachers’
attitudes and behaviors more comfortably and positively because they do not know
the school and their teachers more fully and they are not worried about the univer-
sity exam. As high school students ‘stress, anxiety and dissatisfaction increase as the
class level rises, they evaluate teachers’ attitudes and behaviors more sensitively
(Kayik¢1 & Sayin, 2010). According to the findings, it is seen that there is a signifi-
cant difference between the school engagement levels of the students according
to their class levels. 9™ grade students’ engagement to school is higher than other
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grade levels. According to the study conducted by Turgut (2015), 9t and 10t grade
students’ level of school engagement was higher than 11% and 12t grade students.
In addition, Wang and Holcombe (2010), Schotland (2011) and Simons-Morton et
al. (1999) found similar findings. This shows that as the grade level increases, the
engagement to school decreases. In other words, it could be concluded that with
the higher-class level, students become more acquainted with the school. And for
this reason, their expectations and dissatisfaction from the school increase, and
therefore their engagement to the school decreases.

According to the findings, students’ perceptions of interactional, rewarding
and procedural justice and their engagement to school were found to be signifi-
cantly different according to school types. It was determined that the students
who are studying Anatolian Imam Hatip High School had higher levels of inter-
actional, procedural and rewarding justice perceptions and engagement to the
school in the classroom management than other high school types. The results
obtained are in parallel with other studies (Molinari, Sipeltini & Passini, 2013;
Nural, 2015; Luyten & Dejong, 1998; Kepekcioglu, 2015) conducted on the point
that students’ perceptions of justice in classroom management show a significant
difference according to the type of school, and other studies on the level of en-
gagement to school show a significant difference according to the type of school
(Mengi, 2011; Yilmaz, 2015). This can be explained by the religious education of
the students in Imam Hatip High Schools. Religious education at Imam Hatip
High Schools often reminds students of the religious value and sacredness of
the school and teachers and reminds it by constantly emphasizing it. Teachers in
Imam Hatip High Schools may be more sincere and more interested in students.
In addition, the increase in the number of Imam Hatip High Schools in recent
years, the opening of Anatolian Imam Hatip High Schools applying Science and
Social Sciences program and the lack of coefficient problem in the university
exam may have contributed positively to the high level of school engagement.

According to the results of the research significant relationships were deter-
mined among students’ perceptions of interactional, procedural, rewarding and
distributive justice and levels of their engagement to school. Likewise, school en-
gagement levels with academic successes and perceptions of interactional, pro-
cedural and distributive justice with academic successes have significant relation-
ships among each other. However, there was no significant relationship between
rewarding justice and academic success. It was understood that the students’ per-
ceptions of interactional and procedural justice in classroom management sig-
nificantly predicted their level of engagement and academic success. Perceptions
of rewarding and distributive justice did not significantly predict school engage-
ment and academic success It was concluded that students’ engagement to school
significantly predicted their academic achievement. At the same time, students’
perception of interactional, rewarding and procedural justice and their engage-
ment to school together predicted their academic success significantly in class-
room management perceived by students; however, it was found that perceptions
of distributive justice did not predict academic success significantly. This situa-
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tion can be interpreted as a fair distribution of prizes is not a factor in increas-
ing students’ academic success, but it can also be interpreted that interactional,
procedural, and rewarding perception is a factor that increases academic success
(Nural, 2015). According to the results of another study, students’ perceptions of
justice affect their academic success (Celikkaya, 2008). This study supports the
other studies which concluded that students’ engagement to school significantly
predicted their academic success (Alpaslan, 2016; Cornell, Shukla, & Konold,
2016; Eith, 2005; Griffin, 2014; Ozgok, 2013; Sar1, 2013; Wang, Chow, Hofkens
& Salmela-Aro, 2015). In this context, it can be stated that students’ interaction
with their teachers and fair behaviors in classroom management increase stu-
dents’ engagement to the school and consequently affect their academic success
positively. To put it another way, teachers who exhibit fair attitudes and behaviors
in classroom management enable students to develop positive emotions, behav-
ior and cognition/thinking towards their school and teachers, and these positive
elements support students’ success in exams and increase their academic success.

Distributive and procedural justice perception is a significant predictor of
the engagement of both students and teachers to school (Selvitopu & Sahin,
2013). Distributive justice in schools defined as equal distribution of grades by
teachers (Deutsch, 1979). Procedural justice is defined as whether the grading
process is fair or not (Nural, 2015). According to these definitions, it can be said
that high school students with high perceptions of procedural justice have high
levels of school engagement. Students expect their teachers to behave fairly whi-
le interacting with them (Whalen & Koerning, 2009). In particular, it can be
concluded that the dimension of procedural justice which includes in-class or
out-of-class rules (Chesebro, Martin & Bulson, 2004; Rawnsley, 1997; Nural,
2015) affects the behavioral engagement. However, it can also be claimed that
the interactional dimension of justice reflecting the behaviors of the teacher such
as mocking speech, embarrassing the student with his / her friend and leaving
the student unanswered (Chory-Assad & Pausel, 2004; Nural, 2015; Rodabaugh,
1996) may affect the affective engagement of the students. According to Chory-
Assad (2002), students who consider their teachers as fair are more successful
than other students. Because students associate their thoughts about justice with
the grades they receive within the scope of distributive justice (Wendorf & Ale-
xander, 2005). In this regard, it is illustrated that teachers’ fair behaviors and
positive attitudes and school support of students in classroom management and
education process have positive effect on their academic successes.

As a conclusion, research shows that interactional and procedural justice
can positively affect students’ engagement to the school and consequently contri-
bute to their academic success. Rewarding and distributional justice are the least
predictive dimensions of school engagement. In future research, other variables
may be added that affect students’ level of engagement and academic achieve-
ment. Qualitative research can be conducted to explore the students’ perceptions
of justice in the classroom according to the behaviors of the teachers. It may be
suggested that teachers evaluate whether their behaviors in classroom manage-
ment are fair and pay attention to their classroom practices.
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Tiirkce Siiriim

Giris

Adalet, insan1 insan yapan en etkili ahlaki 0zelliktir. Adaletin Arapga ko-
kenine baktigimizda a-d-1 kokiiniin dogru, diiriist ve dengeli manasina geldigi
goriilmektedir. Adalet kelimesinin yapilmis kesin bir tanimi bulunmamaktadir.
Genel itibariyle adalet, bireyin hak ve hukuk sinirlarina riayet etmesi olarak ta-
nimlanmistir (Téremen & Tan, 2006). Adalet kavrami, drgiitsel adalet olarak ele
alindiginda; Orgiit yapisinin veya Orgiit yoneticilerinin Orgiitte calisan bireylere
yonelik sergiledikleri davraniglar karsisinda calisanlarin adalet algilar1 ve buna
bagh olarak gosterdikleri tepkilerdir (Kiiciikgene & Aydogan, 2018). Orgiitsel
adalet temelde {i¢ boyutta incelenir. Bu boyutlar; etkilesimsel adalet, dagitim-
sal adalet ve iglemsel adalet olarak bilinmektedir (Folger, 1987). Genel olarak
dagitimsal adalet; mallarin esit bir sekilde dagitimi (Nural, 2015; Ngodo, 2008;
Devonish & Greenidge, 2010; Ozmen, Arbak, & Ozer, 2007; Wu & Wang., 2008;
Foley, Deborah & Gary, 2002), islemsel adalet; mallarin dagitimi esnasindaki
stire¢ (Cohen-Charash & Spector, 2001; Greenberg, 1987; Schimnke, Ambrose
& Noel, 1997; Beugre, 2002), etkilesimsel adalet; ¢alisanlar arasindaki iletisimin
adaletli olmasi (Nural, 2015; Bies & Shapiro, 1988) olarak yorumlanmigtir. Orgiit-
sel adaleti, okul ve sinif yonetimi baglaminda ele aldigimizda dagitimsal adalet,
ogrencilerin performans 6devlerinin dogru ve gercekgi sekilde degerlendirilmesi
ve notlarin adil verilmesi; islemsel adalet, performans 6devi degerlendirilirken
degerlendirme Olciitlerinin adil olmasi; etkilesimsel adalet ise degerlendirme sii-
recinde 6grenmen ve Ogrenci arasindaki iletisimin ve etkilesimin saygi ve sevgi
cercevesinde gerceklesmesi ve 6gretmenin adil davranmasi 6rnek verilebilir.

Orgiitsel adaleti konu alan bircok arastirma yapilmustir. Ornegin, orgiitsel
adalet oOrgiitsel verimliligi (Cremer, 2005; Zapata, vd., 2009; Acquach & Tuka-
mushaba, 2009; Dzansi & Dzansi, 2010), islemsel adalet orgiitsel baglhilig1 ve ig
tatminini (Folger & Konovsky, 1989), islemsel (Moorman, 1991) ve etkilesimsel
adalet Orgiitsel vatandashik davraniglarini etkiledigi (Malatesta & Byrne, 1997)
sonucuna ulagan arastirmalar bulunmaktadir. Yine is tatmininin (Lam vd., 2002;
Liao, 2007) ve insan kaynaklar1 sistemlerinin (Whitener, vd., 1998) islemsel ada-
let ile iligkili olduguna dair caligmalar yapilmustir. Farkli calisma alanlarinda
adalet kavraminin bir deger olarak ele alindig1 (Skitka, 2002; Skitka & Muellen,
2002; De Cremer, 2002; Lippopen, Olkkonen & Myyry, 2004), turizm sektoriinde
orgiitsel adalet ile orgiitsel bagliligi (Ekiztepe, 2011), ekonomi sektdriinde birles-
me ve satin almalarda Orgiitsel adaleti (Meyer, 2001), usul ve dagitim adaletinin
banka c¢alisanlar1 tizerindeki verimlilik diizeylerine etkisini (McFarlin & Swee-
ney, 1992), tiniversite 6grencilerinin adil 6grenme ortamina iligkin algilarini (Liz-
zio, Wilson & Hadaway, 2007), saglik ¢alisanlarinin Orgiitsel adalet algilar ile
orgiitsel bagliliklarini (Byrne & Cropanzano, 2001) ve Orgiitsel adaletin gegmis-
ten giiniimiize tarihini (Greenberg, 1990) inceleyen calismalara rastlanmaktadir.
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Adalet kavraminin duygusal, mantiksal ve toplumsal 6zelligi vardir (Cegen,
1993). Bir toplum karsilikli adalet ilkesini gozetirse ve sorumluluklarini yerine
getirirse adaletli bir toplum olur (Yilmaz, 2010). Adaletli bir toplumun en énemli
kaynagi ise hi¢ kuskusuz insanlarin karakter egitimini aldiklar1 ve topluma fay-
dal1 bir birey olarak yetistikleri egitim yuvasi olan okuldur. Okul, egitimin amag-
larin1 gergeklestiren sosyal bir sistemdir (Elkatmis, 2013). Topluma ve insanliga
katk: saglayacak bireylerin egitimleri okulda gerceklesir ve bireyler toplumsal
yasamin bir parcast olur. Bu nedenle genelde okul ortaminin, 6zelde ise etkili
sinif yonetiminin varligi 6nemli bir ihtiyactir (Terzi, 2002).

Sinif yonetimi, 6grenmeye elverigli bir ortam ve diizenin saglanmasi ve siir-
diiriilmesi (Cetin, 2009; Basar, 2003), 6gretmenin sinif hakimiyeti noktasinda yet-
kin olmasi (Turan & Sisman, 2018) ve 6grencilerin akademik, duygusal ve sosyal
gelisimlerini saglayacak etkinliklerin yapilmasidir (Evertson & Weinstein, 2006).
Baska bir ifadeyle siniftaki 6grenme ortamini olusturacak her tiirlii sartlarin sag-
lanmasidir. Sinif yonetiminin 6geleri; sinif yonetim programinin olusturulmasidir
(Erden, 2003; Glasser, 1999). Glasser’e (1999) gore siirecin koordine edilmesi,
ortamin Ogretim icin uygun hale getirilmesi, 6grencilerin degerlendirilmesi ve
olugabilecek sorunlarin ¢oziilmesi olarak belirlenmistir. Etkili bir sinif yonetimi
O0gretmen-0grenci arasindaki iletisimin saglikli olmasi, zaman yOnetimi, 0grenci
motivasyonu (Giindiiz, 2004) ve fiziksel diizenlemeleri igeren birtakim kriterlerle
ogrencilerin giidilenmesi saglanabilir (Aydin, 2008; Karip, 2017). Bu kriterlere
sahip olmasi gereken ise sinif yonetiminden sorumlu olan 6gretmendir (Nural,
2015). Cinki 6gretmen sinifta sadece bilgiyi aktaran kisi degil ayn1 zamanda
davranislariyla da 6grenciyi etkileyebilen kisidir. Ogretmenin smnif icindeki olum-
Iu davranislar1 6grencileri olumlu etkilerken olumsuz davraniglart da olumsuz
etkiler (Terzi, 2002). Bu durum 6gretmenlerin sinif icindeki tutumlarinin 6gren-
ciler tarafindan dikkatle incelendigi sonucunu dogurur. Ciinkii 6grenci, siniftaki
en giizel analizcidir. Ogretmenlerin smif icindeki etkili davranislari, 6grencilerin
akademik gelisiminin yani sira sosyal ve davranigsal geligsimlerini de olumlu yon-
de etkilemektedir (Brouwers & Tomic, 2000; Dilekmen, 2008; Sahin, 2011).

Ogretmenler smif yonetimi ve egitim-6gretim siireclerinde adaletsiz dav-
randiginda 6grenciler tizerinde olumsuz bir algi olusur ve 6grenciler bunu dav-
ramiglaria yansitabilir. Ornegin, 6gretmenlerin simf yonetiminde adaletli dav-
ranmadigr durumlarda 6grenciler saldirgan davranis sergilemekte, motivasyonu
dismekte, 6grenmeye direng gostermekte ve sinif ici iletisimi olumsuz etkile-
mektedir (Chory-Assad, 2002; Chory-Assad & Paulsel, 2004; Paulsel, Chory-
Assad, & Dunleavy, 2005). Sinifin etkili bir sekilde yonetilmesi, 6gretmen-6g-
renci iligkisinin etkilesimli olmasiyla miimkiindiir. Ogretmen 6grenciye kars: her
zaman Olciilii davranmali, bagka bir anlatimla ne ¢ok sert ne de cok yumusak
olmalidir (Bityiikkaragdz & Civi, 1996). Sezer (2018) tarafindan yapilan arastir-
mada ogretmenlerin olumlu tutum ve davranislar1 6grencilerin adalet algilarini
artirmaktadir. Ogretmenlerin sinif ortaminda sagladiklar1 adalet, 6grencilerin
sinifin kaynaklarini esit olarak kullanmalar1 (Cummings, 2000) ve diger insan-
larla iligkilerinde adil olmalar1 noktasinda dnemli bir etken olmaktadir (Finger
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& Bamford, 2010). Ayn1 zamanda 6gretmenlerin esitlik ve adalet ilkesine uy-
gun davranmamalan 6grencilerde adalet algisinin olugsmasina da engel olmakta-
dir (Sheets & Gay, 1996; Villegas & Lucas, 2002; Weinstein, Tomlinson-Clarke
& Curran, 2004). Ozetle, 6grencilerdeki adalet algisi okuldaki egitimi gelistirir
(Lizzio, Wilson & Hadaway, 2007), kendilerini okula ait hissettirir ve giiven duy-
gusunun olusmasina katki saglar (Beugre, 2002). Bu anlamda 6gretmenlerin si-
nif iginde sergilemis olduklar1 adil davraniglar, 6grencilerin okula baghliklarin
etkileyebilir.

Okula baghlik kavrami, 6grencilerin okullarina karst besledikleri duygular
olarak ele alinmaktadir. Genel olarak 6grencilerin okula bagliliklari; egitimle il-
gili olumlu duygular hissetme, okuldaki personel ve 6grencilerle olumlu iligkiler
icerisinde olabilme, devamsizlik yapmama, sosyal etkinliklere katilma (McNeal,
1995; Fall & Roberts, 2012), okulla alakali calismalara daha fazla zaman ayirabil-
me, okul kurallarina uyma (Finn, 1993), fikirlerini sinifta sdyleyebilme, akademik
anlamda basarili olabilme (Lee, 2008; Maddox & Prinz, 2003) ve 6grenmeye kar-
st icsel motivasyonu saglama (Newman, 1992) ozellikleri ile agiklanabilir. Oku-
la baghiligin bircok etkeni vardir. Dogru arkadas se¢imi, okula bagliligin olumlu
etkeni olurken, yanlig secimler ise bireydeki saldirganlasma, madde bagimlilig
ve yalnizlagma gibi riskli davraniglarin ortaya ¢ikmasinda olumsuz bir etken ol-
maktadir (Simsek & Coplii, 2018; Manzeske & Estell, 2009; Tas, 2017; Black vd.,
2010; Altinsoy & Karakaya Ozyer, 2018).

Yapilan arastirmalara gore okula bagliligin duyussal, davranigsal ve biligsel
olmak tizere ii¢ boyutunun oldugu sonucuna varilmistir (Fredricks, Blumenfeld
& Paris, 2004; Robinson, 2016). Genel itibariyle davranigsal baglilik, 6grencilerin
okuldaki akademik ve sosyal etkinliklere katilimi gibi gozlenebilen davranisla-
rin1 (Alparslan, 2016), duyussal baglilik, 6grencinin okuluna kargi olumlu veya
olumsuz tepkisini (Connell & Welborn, 1991; Alparslan, 2016), biligsel baglilik,
ogrencinin okuldaki davraniglarini nigin ve nasil yaptigi hakkinda anlayisini igerir
(Newman, Wehlage & Lamborn, 1992).

Okula baglilik, egitimin dnemli bir unsuru oldugu i¢in bir¢ok arastirmaci ta-
rafindan galismalara konu olmustur. Okula baglilik ile okul iklimi (Ozdemir vd.,
2010; Ozgenel, Caliskan Yilmaz & Baydar, 2018; Pistacelli & Lee, 2011; Saufler,
2011; Wang, 2010), sosyal destek ve ozyeterlilik (Mengi, 2011; Karababa, Oral &
Dilmag, 2018; Alparslan, 2016; Goldschmidt, 2008), sinav kaygis: (Onuk, 2017),
basan diizeyleri (Y1lmaz, 2015; Wang & Holcombe, 2010; LeCroy & Krysik, 2008;
Eades, 2014), okul titkenmisligi (Ozdemir, 2015), yasam memnuniyeti (Ozdemir,
2013; Blum, 2005), aile katilimi (Erol, 2016), 6gretmen davraniglar1 (Perry, 2008;
Phillips, 2013; Arias, 2013), siddet egilimleri (Saglam ve Ikiz, 2017), orgiitsel
giiven (Arabikoglu, 2016) arasindaki iligkileri ele alan caligmalara rastlamak
miimkiindiir. Ancak lise 6grencilerinin sinif ici adalet algilarinin, okula baglhilik
diizeylerinin ve akademik basarilariin birlikte ele alindig1 aragtirmalara rastlan-
mamistir. Bu nedenle bu aragtirmanin amaci lise 6grencilerinin sinif i¢i adalet
algilarinin ve okula baghliklarinin birlikte, akademik basarilarinin bir yordayicisi
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olup olmadigini belirlemektir. Bu temel amagc dogrultusunda asagidaki sorulara
da yanit aranmustir:

1. Lise ogrencilerinin smif yOnetimindeki etkilesimsel, odiillendirme,
islemsel ve dagitimsal adalet algilar1 ve okula baglilik diizeyleri cinsi-
yetlerine, sinif diizeylerine ve 6grenim gordiikleri okul tiirlerine gore
anlamli farklilik gostermekte midir?

2. Lise Ogrencilerinin sinif yonetimindeki etkilesimsel, odiillendirme, is-
lemsel ve dagitimsal adalet algilari, akademik basar1 ve okula baglilik
diizeyleri arasinda anlamli bir iligki var midir?

3. Lise 0grencilerinin siif yonetimindeki etkilesimsel, ddillendirme, is-
lemsel ve dagitimsal adalet algilari, akademik basar1 ve okula baglilik
diizeylerini anlaml bir sekilde yordamakta midir?

4. Lise ogrencilerinin okula baghlik diizeyleri, akademik basarilarini an-
laml1 bir sekilde yordamakta midir?

5. Lise 0grencilerinin sinif yonetimindeki etkilesimsel, ¢dillendirme, is-
lemsel ve dagitimsal adalet algilar1 ve okula baglilik diizeyleri birlikte,
akademik basarilarini anlaml bir sekilde yordamakta midir?

Yontem

Bu boliimde arastirmanin modeli, evren-Orneklem, veri toplama araclari,
verilerin toplanmasi ve verilerin analizi ile ilgili bilgiler verilmistir.

Aragtirmamin Modeli

Bu arastirmada, lise 6grencilerinin sinif ici adalet algilari, okula bagliliklari
ve akademik basarilar1 arasindaki iliskileri belirlemek ve lise 6grencilerinin sinif
ici adalet algilarinin ve okula baglhliklarinin birlikte, akademik basarilarinin bir
yordayicisi olup olmadigini tespit etmek amaclandigindan nicel arastirma model-
lerinden genel tarama modelinin bir alt tiirii olan iligkisel tarama modeli kullanil-
mustir. Iliskisel tarama modeli; iki ve daha cok sayidaki degisken arasinda birlikte
degisime yonelim veya Oriintiistinii belirlemek i¢in kullanilan bir istatistiksel mo-
deldir (Creswell, 2017).

Evren ve Orneklem

Bu calismanin evrenini 2018-2019 egitim-6gretim yilinda Istanbul ili Ana-
dolu yakasindaki Sancaktepe, Cekmekdy ve Sultanbeyli Ilgelerinde bulunan
Anadolu Lisesi (AL), Anadolu Meslek Lisesi (AML) ve Anadolu Imam Hatip
Lisesi'nde (AITHL) egitim goren 6grenciler; orneklemi ise tabakali 6rnekleme
yoluyla ulagilan 650 lise 6grencisi olusturmaktadir. Tabakali 6rnekleme yontemi;
evrenin homojen gruplara ayrilarak tabakalardan secilen 6rneklerin birlestiril-
mesiyle olusturulan yontemdir (Kilig, 2013).

Aragtirmaya katilan lise ogrencilerinin 369u kiz (%56.8) ve 281’i (%43.2)
erkek ogrencilerden olugmaktadir. Ogrencilerin 218’1 9. sinifa (%33.5), 223’u
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10. sinifa (%34.3), 112’si 11. sinifa (%17.2) ve 97’si 12. sinifa devam etmektedir.
Katilimei 6grencilerin 366’s1 Anadolu imam Hatip Lisesinde (%56.3), 145’i Ana-
dolu Meslek Lisesinde (%22.3) ve 139’u Anadolu Lisesinde (%21.4) 6grenim
gormektedir.

Veri Toplama Araglart

Bu calismada veri toplama araci olarak; Kisisel Bilgi Formu, Smif Yoneti-
minde Adalet Algisi Olgegi ve Okula Baglilik Olgegi kullanilmisgtir.

Suf Yonetiminde Adalet Algist Olgegi: Arastirmada, dgrencilerin sinif yoneti-
minde algiladiklar1 adalet algisini 6lgmek amaciyla veri toplama araci olarak Nu-
ral (2015) tarafindan gelistirilen “Siif Yonetiminde Adalet Algist Olgegi” kulla-
milmistir. Olgek “Kesinlikle Katilmiyorum (1), Katilmiyorum (2), Fikrim Yok (3),
Katiliyorum (4), Kesinlikle Katiliyorum (5)” olmak iizere 5°1i Likert tiiriinde gelis-
tirilmigtir. Smif Yénetiminde Adalet Algisi Olgegi 16 maddeden olusmaktadir ve
dort alt boyuta sahiptir. Olgek maddelerinden 1-2-3-4-5 Etkilesimsel Adalet Bo-
yutunu, 6-7-8 Odiillendirme Adaleti Boyutunu, 9-10-11-12 Islemsel Adalet Boyu-
tunu ve 13-14-15-16 Dagitimsal Adalet Boyutunu ifade etmektedir. Bu aragtirma-
da 6lgegin yapisini test etmek icin dogrulayici faktor analizi yapilmius (x?/df=2.404;
GFI1=.930; AGFI=903; SRMR=.048; RMSEA=.060) ve kabul edilebilir uyum
degerleri arasinda oldugu goriilmiistiir (Hu & Bentler, 1999). Etkilesimsel adalet
giivenirlik katsayis1 0.793; ddiillendirme adaleti 0.790; islemsel adalet 0.735; dagi-
timsal adalet 0.694 ve Olcegin genel giivenirlik katsayisi 0.875 olarak hesaplanmig
ve Olcegin giivenilir oldugu goriilmiistiir (Biiylikoztiirk, 2012).

Okula Baghlik Olgegi: Arastirmada, 6grencilerin okula bagliliklarmi 6lgmek
amaciyla Fredricks vd. (2005) tarafindan gelistirilen ve Cengel, Totan ve C6gmen
(2017) tarafindan Tiirkgeye uyarlamasi yapilan Okula Baglilik Olgegi (School En-
gagement Scale) kullanilmistir. Olcek, “Cok dogru (5), Cogu zaman dogru (4),
Bazen dogru (3), Arada sirada dogru (2), Hi¢ dogru degil (1)” olmak tizere besli
likert tiiriinde gelistirilmistir. Olgekte 3ii ters madde olmak iizere toplamda 19
madde ve ii¢ alt boyut bulunmaktadir. Ters maddeler (6-11-18) cevrilerek toplam
puan alinmaktadir. Alinan yiliksek puanlar okula bagllik diizeyinin yiiksek oldu-
guna alinan diisiik puanlar ise okula baglilik diizeyinin diisiik olduguna isaret et-
mektedir. Olcegin alt boyutlari; davranigsal boyut (1-11-6-9-3), duyussal boyut (7-
16-4-14-12-18) ve biligsel boyut (2-5-8-10-13-15-17-19) olarak belirlenmistir. Bu
arastirmada olgegin yap1 gegerligini test etmek amaciyla dogrulayici faktor analizi
yapilmig (x*/df=2.524; GF1=.921; AGFI=.893; SRMR=.066; RMSEA=.062)
ve kabul edilebilir uyum degerleri arasinda oldugu goriilmiistir (Hu & Bentler,
1999). Olgegin bu arastirmada genel giivenirlik katsayisi 0.836 olarak hesaplanmis
ve 6lgegin giivenilir oldugu gorilmiistiir (Biytkoztirk, 2012).

Akademik Bagsari: Aragtirmada Ogrencilerin akademik basarilari, yil sonu
not ortalamalar1 olarak ele alinmistir. Ogrencﬂerm yilsonu not ortalamalari
okul idaresi tarafindan temin edilmistir. Ogrencilerin yilsonu notlar1 Milli Egi-
tim Bakanlhigi'nin (2017) belirledigi 100’li not sistemine (0-49.99=Gec¢mez;
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50.00-59.99=Geger; 60.00-69.99=Orta; 70.00-84.99=1yi; 85.00-100=Pekiyi)
gore degerlendirilmistir.

Verilerin Toplanmast

Caligma verilerinin toplanmasi i¢in gerekli izinler alindiktan sonra “Sinif
Yonetiminde Adalet Algis1 Olgegi” ve “Okula Baglilik Olgegi” 2018-2019 egitim
ogretim yili igerisinde dgrencilere uygulanmustir. Olgekler uygulanirken goniillii-
liik esas1 dikkate alinmig ve gizlilik ilkesi dogrultusunda kisisel bilgilerin kimseye
verilmeyecegi aciklanarak dgrencilerin giiveni saglanmaya ¢aligilmustir.

Verilerin Analizi

Calisma kapsaminda toplanan veriler SPSS programui ile analiz edilmistir.
SPSS paket programi yardimiyla lise dgrencilerinin sinif yonetimindeki adalet
algilar1 ve okula baglilik diizeylerinin 6grencilerin sinif seviyelerine ve egitim gor-
diikleri okul tiirlerine gore farklilasma olup olmadigini analiz etmek igin one-way
ANOVA; ogrencilerin siif yonetimindeki adalet algilari ile okula baghlik dii-
zeyleri 6grencilerin cinsiyetlerine gore anlamh farklilagip farklilasmadigini analiz
etmek icin ¢-testi; lise 6grencilerinin sinif yonetimindeki adalet algilari, akademik
basar1 ve okula baghliklar1 arasindaki iligkiyi tespit edebilmek i¢in korelasyon
analizi; lise 6grencilerinin sinif yonetimindeki adalet algilari ile okula baglhiliklari
duzeylerinin birlikte, akademik basarilarini yordama diizeyini belirlemek icin
¢oklu regresyon analizi yapilmustir.

Bulgular

Lise 6grencilerinin sinif yonetiminde adalet algilarinin ve okula baglilik dii-
zeylerinin cinsiyetlerine gore anlamli farklilik gosterip-gostermedigini belirle-
mek amaciyla yapilan t testi sonuclart Tablo 1’de verilmistir.

Tablo 1
Ogrencilerin simif yonetimindeki adalet algilarimin ve okula baghlik diizeylerinin
cinsiyetlerine gore t-testi sonuglar

. t test
Degiskenler Gruplar N X SD
t df p
_— Kiz 369 3.403 .930 311
Etkilesimsel Adalet 1.013 648
Erkek 281 3.327 .980
.. Kiz 369 3.149 1.021
Odiillendirme Adaleti -2.625 648 .009
Erkek 281 3.361 1.027
. K 369 3.706 912
Islemsel Adalet o 3.901 648 .000
Erkek 281 3.422 .929
Kiz 369 3.279 .900
Dagitimsal Adalet -.704 648 482
Erkek 369 3.403 .930
K1 369 3.476 .641 .006
Okula Baghlik ? 2.739 648
Erkek 281 3.333 .683

642



Swnif Yonetiminde Adalet ve Okula Baghlik

Tablo 1 incelendiginde lise 6grencilerinin sinif yonetimindeki ddiillendirme
('[[648 =2.625; p<.01) ve islemsel (t (645;=3-901; p<.01) adalet algilar1 cinsiyetle-
rine gore anlaml bir farklilik gosterlr en; etkilesimsel (t (648] =1.013; p>.01) ve
dagitimsal (t,, 45)=-704; p>. 01) adalet algilar1 c1n51yetler1ne gore anlamh farklilik
gostermeme{(tedlr Erkek ogrencilerin sinif yonetimindeki ddiillendirme adalet
algilar1 (X"=3.36), kiz 6grencilerin smnif yonetimindeki odiillendirme adalet alg1-
larindan (X =3.14) daha olumludur. Ancak kiz 6grencilerin sinif yonetimindeki
islemsel adalet algilar1 (X =3.70), erkek 6grencilerin sinif yonetimindeki iglemsel
adalet algilarindan (X =3.42) daha olumludur. Lise 6grencilerinin okula baglhilik
diizeyleri cinsiyetlerine gore anlaml bir farklilik géstermektedir (t 6a8)=2-139;
p<.01). Kiz 6grencilerin okula baglilik diizeyleri (X =3.47), erkek ogrencilerin
okula baglilik diizeylerinden (X =3.33) daha yiiksektir.

Lise ogrencilerinin sinif yonetimindeki adalet algilarimin ve okula baglilik
diizeylerinin sinif kademesine gore farklilagip farklilasmadigini belirlemek ama-
ciyla yapilan tek yonlii varyans (ANOVA) analizi sonugclari Tablo 2’de verilmistir.

Tablo 2
Ogrencilerin simif yonetimindeki adalet algilarimin ve okula baghlik diizeylerinin
sinif kademelerine gore ANOVA sonuclar

Varyansim
X' '
Boyut Smif N Ss Kayna KT sd KO F p Fark
9 218 3.56 .064 G.Arast 12233 3 4.078
10 223 327 .059 G.lgi 576.532 646 .892 4569 .004 9>10-11-12

11 112 323 .086 Toplam 588.765 649
12 97 332 .110
Top. 650 3.37 .037

Etkilegimsel
Adalet

9 218 341 .066 G.Arast 17.549 3 5.850

10 223 3.16 .065 G. 1§i 668913 646 1.035 5.649 .001 9>10-12;11>12
11 112 331 .097 Toplam 686.462 649

12 97 293 .116

Top. 650 3.24 .040

Odiillendirme
Adaleti

9 218 3.83 .058 G.Arast 22276 3 7.425

35 10 223 344 058 G.id 538.655 646 834 8905 .000 9>10-11-12
EZ 11 112 340 .093 Toplam  560.930 649
Z< 12 97 352 103

Top. 650 3.58 .036

9 218 347 057 G.Arast 10132 3 3.377

10 223 318 .060 G.Igi 550.892 646 .853  3.960 .008 9>10-11
11 112 324 .093 Toplam 561.023 649

12 97 326 .105

Top. 650 3.30 .036

Dagitimsal
Adalet

9 218 3.63 .042 G.Arast 15998 3 5.333  12.790 .000

10 223 331 .043 G.igi 269.335 646 417 9>10-11-12
11 112 328 .064 Toplam 285.333 649

12 97 329 .062

Top. 650 3.41 .026

Okula
Baglilik
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Tablo 2 incelendiginde 6grencilerin simif yonetimindeki adalet algilar: ara-
sinda sinif seviyelerine gore anlamh bir farklihigin oldugu gériilmektedir. Og-
rencilerin sinif yonetimindeki adalet algilariin hangi siniflar arasinda farklilik
gosterdigini belirlemek amaciyla yapilan LSD testi sonuclarina gore 9. sinif 6g-
rencilerinin siif yonetimindeki etkilesimsel adalet algilar1 (X=3.56), 10. sinif
ogrencilerinden (X =3.27), 11. smif 6grencilerinden (X =3.23) ve 12. sinif 6g-
rencilerinden (X =3.32); 9. sinif 6grencilerinin sinif yonetimindeki 6dillendir-
me adalet algilart (X"=3.41), 10. siif 6grencilerinden (X =3.16) ve 12. sif
ogrencilerinden (X =2.93); 11. sinif 6grencilerinin ddiillendirme adalet algilar
(X°=3.23), 12. sinuf 6grencilerinden (X =3.32); 9. sinif 6grencilerinin sinif yone-
timindeki islemsel adalet algilar: (X 3.83), 10. simif 6grencilerinden (X =3.44),
11. smuf 6grencilerinden (v=3.40) ve 12. siif 6grencilerinden (X =3.52); 9. sinif
ogrencilerinin sinif yonetimindeki dagitimsal adalet algilar (X =3.47), 10. sinif
ogrencilerinden (X =3.18) ve 11. sinif 6grencilerinden (X =3.24) daha yiiksektir.

Tablo 2 incelendiginde Ogrencilerin okula baghilik diizeyleri arasinda si-
nif seviyelerine gore anlamli bir farkliligin oldugu gorilmektedir (F=12.790;
p<.001). Ogrencilerin okula baghlik diizeylerinin hangi smiflar arasinda
farkliik gosterdigini belirlemek amaciyla yapilan LSD testi sonuclarina gore
9. sinif 6grencilerinin okula baglilik diizeyleri (X =3.63), 10. sinif 6grencilerin-
den (X'=3.31), 11. sinif dgrencilerinden (X =3.28) ve 12. sinif 6grencilerinden
(X=3.29) daha yiiksek oldugu tespit edilmistir.

Lise 6grencilerinin sinif yonetiminde adalet algilarinin ve okula baglhlik di-

zeylerinin okul tiiriine gore farklilagip farklilasmadigini belirlemek amaciyla ya-
pilan tek yonlii varyans (ANOVA) analizi sonuclar1 Tablo 3’te verilmistir.

Tablo 3
Ogrencilerin sumif yonetimindeki adalet algilarimin ve okula baghlik diizeylerinin
okul tiirlerine gére ANOVA sonuclan

Okul N Varyansin

Boyut Tiirii X Ss Kaynag KT sd KO F p Fark
IHL 366 3.36 .049 G.Arasi 8.484 2 4.242
ML 145 319 .077 G.ldi 580.281 647 897

4730 .009 IHL>ML;
AL 139 330 .079 Toplam 588.765 649

Top. 650 3.37 .037
[HL 366 337 054 G.Aras 16052 2 8026

ML 145 299 086 G.lci 670409 647 1.036 {HL>ML.
139 315 077 Toplam 686462 649 7746000

Etkilegimsel
Adalet

Odiillendirme
Adaleti

Top. 650 3.24 .040

HL 366 3.66 .048 G.Arast 6.218 2 3.109
gi» ML 145 341 .081 G.lici 554713 647 857 .
EE 3.626 .027 IHL>ML
%< AL 139 355 073 Toplam  560.930 649

Top. 650 3.58 .036
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Tablo 3
Ogrencilerin sinif yonetimindeki adalet algilaninin ve okula baghlik diizeylerinin
okul tiirlerine gére ANOVA sonuglart (Devami)

Boyut OFUl N x5 vAmAmSIn g sd KO F p  Fark
Tiru Kaynagi
—  IHL 366 334 050 G.Arasi 2433 2 1217
ES ML 145 318 077 G.igi 558590 647 863
i 1409 245 -
BZ AL 139 331 069 Toplam  651.013 649
2 Top. 650 330 .036
IHL 366 354 033 G.Arast 13955 2 6978
SE ML 145 320 053 G.igi 271378 647 419 {HL>ML-
FE=) 16.635 000
S& AL 139 329 056 Toplam 285333 649 AL

Top. 650 3.41 .026

Tablo 3 incelendiginde dgrencilerin sinif yonetimindeki etkilesimsel, 6diil-
lendirme ve islemsel adalet algilar1 ve okula baglilik diizeyleri arasinda okul tiir-
lerine gore anlaml bir farkliligin oldugu gorillmektedir (p<.001).

Ogrencilerin simif yonetimindeki adalet algilarin hangi okul tiirleri arasinda
farklilik gosterdigini belirlemek amaciyla yapilan LSD testi sonuglarina gore
Anadolu Imam Hatip Lisesinde 6grenim goren dgrencilerin sinif yonetimindeki
etkilesimsel adalet algilar1 (X =3.36), Meslek Lisesinde dgrenim goren 6grenci-
lerinden (X=3.19); Anadolu Imam Hatip Lisesinde 6grenim géren dgrencilerin
sinif yonetimindeki 6diillendirme adalet algilar1 (X"=3.37), Meslek Lisesinde
ogrenim goren Ogrencilerinden (X =2.99) ve Anadolu Lisesi 6grencilerinden
(X'=3.15); Anadolu Tmam Hatip Lisesinde 6grenim géren 6grencilerin smif yo-
netimindeki islemsel adalet algilar (X =3.66), Meslek Lisesinde dgrenim goren
ogrencilerinden (X =3.41) daha yiiksektir.

Tablo 3 incelendiginde 6grencilerin okula baglilik diizeyleri arasinda okul
tiirlerine gore anlamli bir farklihgin oldugu goriilmektedir (p<.001). Ogrencilerin
okula baglilik diizeylerinin hangi okul tiirleri arasinda farklilik gosterdigini
belirlemek amaciyla yapilan LSD testi sonuclarina gore Anadolu Imam Hatip
Lisesinde 6grenim goren 6grencilerin okula baghlik diizeyleri (X =3.54), Ana-
dolu Meslek Lisesi 6grencilerinden (X =3.20) ve Anadolu Lisesi 0grencilerinden
(X=3.29) daha yiiksek oldugu tespit edilmistir.

Lise 6grencilerinin sinif yonetiminde adalet algilari ile okula baglilik diizey-
leri arasindaki iligkiyi belirlemek amaciyla yapilan korelasyon analizi sonuglari
Tablo 4’te verilmistir.
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Tablo 4
Ogrencilerin sunif yonetimindeki adalet algilar ile okula baghlik diizeyleri
arasindaki korelasyon analizi sonuglar

Degiskenler Okula Baghlik Toplam Akademik Basar1
Etkilesimsel Adalet r 318%* 213%*
Odiillendirme Adaleti r 122%* .049
Islemsel Adalet T 316%* 199%*
Dagitimsal Adalet r .265%* 170%*
Akademik Basar1 r .203%* 1

*p<.05; **p<.01; N=650

Tablo 4’te verilen korelasyon analizine gore 0grencilerin okula baglhilik dii-
zeyleri ile akademik basarilart (r=.203; p<01), simif yonetiminde etkilesimsel
adalet algilar1 (r=.318; p<.01), ddillendirme adaleti (r=.122; p<.01), islemsel
adalet (r=.316; p<.01) ve dagitimsal adalet (r=.265; p<.01) arasinda anlaml
iliski oldugu goriilmektedir. Ogrencilerin akademik basarilari ile simf yonetimin-
de etkilesimsel adalet algilar1 (r=.213; p<.01), islemsel adalet (r=.199; p<.01)
ve dagitimsal adalet (r=.170; p<.01) arasinda anlaml iliski oldugu belirlenmis-
tir. Ancak akademik basari ile ddiillendirme adaleti arasinda anlamli iligki bulun-
mamaktadir (r=.049; p>.05).

Ogrenciler tarafindan algilanan sinif ydnetiminde adalet algilarmin, 6gren-
cilerin okula baglhilik diizeylerini ve akademik basarilarini yordayip-yordamadig-
n1 belirlemek amaciyla yapilan ¢oklu regresyon analizine iliskin analiz sonuglari
Tablo 5’te verilmistir.

Tablo 5
Ogrencilerin sunif yonetimindeki adalet algilaninin, okula baghhk diizeylerini ve

akademik basan diizeylerini yordayip yordamadigina iliskin coklu regresyon analizi
sonucglar

B.siz Deg. B.1 Deg. B Std. Hata  (B) t P R R? F p
Sabit 2318 114 20368 000
Etkilegimsel 108 .034 156 3168 002
Odillendirme g:;lllik 037 027 058 1380 168 368 .135 25262 .000
Islemsel 117 .034 163 3.477 .001
Dagitimsal 058 032 082 1809 071
Sabit 2428 105 23208 000
Etkilesimsel g:;lllik 142031 204 4549 000 357 128 47.288 .00
Islemsel 141032 198 4415 000
Sabit 2158 215 10.058  .000
Etkilegimsel 183 064 145 2834 005
Odiillendirme ﬁaka‘:]em‘k 099 051 085 1948 052 248 062 10.598 .000
Islemsel s 155 063 120 2457 014
Dagitimsal .083 .061 .064 1.367 172
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Tablo 5

Ogrencilerin sinif yonetimindeki adalet algilarinin, okula baghhk diizeylerini ve
akademik basan diizeylerini yordayip yordamadigina iliskin ¢coklu regresyon analizi
sonuglart (Devami)

B.siz Deg. B.I1 Deg. B Std. Hata  (B) t p R R?2 F p
Sabit 2127 197 10793 .000
Etkilesimsel bAaI;Z‘r‘fm‘k 186 059 147 3154 002 233 054 18573 000
Islemsel .148 .060 115 2.453 .014

Tablo 5 incelendiginde sinif yonetiminde adalet algisinin alt boyutlarindan
etkilesimsel ile islemsel adalet boyutlari, 6grencilerinin okula baglilik diizeylerini
anlaml bir sekilde yordarken (p<.01); ddiillendirme ve dagitimsal adalet bo-
yutlar1 okula baghlik diizeylerini anlaml bir sekilde yordamamaktadir (p>.05).
Odiillendirme ve dagitimsal adalet algilar1 okula baghlik diizeylerini yordama-
digindan analizden c¢ikarilmis, coklu regresyon analizi yeniden yapilmistir. Lise
ogrencilerinin siif yonetiminde etkilesimsel ve iglemsel adalet algilar1 birlikte,
ogrencilerin okula baglhiliklarinin %13’tinii yordamaktadir. Baska bir ifade ile
ogrencilerinin okula baghlik diizeylerindeki toplam varyansin %13inii 6grenci-
lerin stif yonetimindeki etkilesimsel ve iglemsel adalet algilar1 agiklamaktadir.
Ayrica ¢grencilerin sinif yonetimindeki etkilesimsel ve islemsel adalet algilari,
akademik basarilarinin %5’ini yordamaktadir. Bagka bir anlatimla 6grencilerin
akademik basarilarindaki toplam varyansin %5’ini etkilesimsel ve islemsel adalet
algilar1 actklamaktadir.

Ogrencilerin okula bagliliklarinin, akademik bagarilarini yordayip yordama-
digin1 belirlemek amaciyla yapilan basit regresyon analizine iligkin analiz sonug-
lar1 Tablo 6’da verilmistir.

Tablo 6
Ogrencilerin okula baghliklarinin, akademik basan diizeylerini yordayp
yordamadigina iligkin basit regresyon analizi sonuclar

B.siz Deg. BliDeg. B Std. Hata () t p R R? F p
Sabit Akademik 2.026 .242 8.372  .000
Okula baglilik ~ Basar 368 .070 203 5291 .000

203 .041  27.990 .000

Tablo 6 incelendiginde 6grencilerin okula bagliliklari, akademik basarilarini
anlamli bir sekilde yordamaktadir (p<.05). Ogrencilerin okula bagliliklari, aka-
demik bagarilarinin %4’iinii yordamaktadir (r=.203; r>=.04). Bagka bir anlatim-
la 6grencilerin akademik basarilarindaki toplam varyansin %47inii 6grencilerin
bagliliklart aciklamaktadir.

Ogrenciler tarafindan algilanan smif ydnetiminde adalet algilari ile okula bag-
liliklarinin, akademik bagarilarini yordayip yordamadigimi belirlemek amaciyla ya-
pilan hiyerarsik regresyon analizine iligkin analiz sonuglar1 Tablo 7’de verilmistir.
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Tablo 7

Ogrencilerin sunif yonetiminde adalet algist ile okul baghlik diizeyleri birlikte,
ogrencilerin akademik bagan diizeylerini yordayip yordamadigina iliskin ¢oklu
regresyon analizi sonuglar

B.siz Deg. BliDeg. B Std. Hata () t p R R F p
Sabit 1571 273 5759 000

Etkilesimsel 155 064 123 2410 .016

Odiillendirme 4 -108 050 093 -2.148 .032

Islemsel bA;(;(f m 126 .063 097 1988 a7 220 079 10989000
Dagitimsal 068 060 053 1131 259

Okula Baghilik 253 074 140 3.441 001

Sabit 1623 269 6.038 000

Etkilegimsel C 79 061 142 2.940 003

Odiillendirme bAal;z(jfmlk -101 050 087 2025 .043 277 077 13411 .000
islemsel 140 062 108 2253 .025

Okula Baghlik 259 073 143 3529 .000

Tablo 7°de goriildigi iizere 6grenciler tarafindan algilanan siif yoneti-
minde etkilesimsel, ddiillendirme ve islemsel adalet algilar ile okula baghilik
diizeyleri, akademik bagarilarini anlamli bir sekilde yordamaktadir (p<.05). An-
cak dagitimsal adalet algilari, akademik basarilarin1 anlaml bir sekilde yorda-
madigindan coklu regresyon analizinden ¢ikarilmig ve analiz yenilenmistir. Lise
ogrencilerinin sinif yonetimindeki etkilesimsel, ddiillendirme ve islemsel adalet
algilar1 ile okula baglilik diizeyleri, akademik basarilarinin %7.7’sini yordamak-
tadir. Bagka bir ifadeyle 6grencilerin akademik basarilarindaki toplam varyansin
%7.7’sini 6grencilerin stif yonetimindeki etkilesimsel, 6diillendirme ve islemsel
adalet algilari ile okula baglilik diizeyleri aciklamaktadir.

Tartisma, Sonug ve Oneriler

Bu arastirmada lise 6grencilerinin sinif yonetimine iligkin adalet algilart ile
okula baglilik diizeylerinin birlikte, akademik basarilarini yordayip yordamadigini
belirlemek amaclanmustir. Yapilan analizler sonucunda lise 6grencilerinin sinif yo-
netimindeki 6dillendirme ve islemsel adalet algilari cinsiyetlerine gére anlaml bir
farklilik gosterirken; etkilesimsel ve dagitimsal adalet algilari cinsiyetlerine gore
anlaml farklilik gostermemektedir. Erkek ogrencilerin smif yonetimindeki 6diil-
lendirme adalet algilari, kiz 6grencilerin sinif yonetimindeki ddiillendirme adalet
algilarindan daha olumludur. Ancak kiz 6grencilerin simif yonetimindeki islemsel
adalet algilar, erkek 6grencilerin siif yonetimindeki iglemsel adalet algilarindan
daha olumludur. Ayrica kiz 6grencilerin okula baglilik diizeyleri, erkek 6grencile-
rin okula baglilik diizeylerinden daha yiiksektir. Celikkaya’nin (2008) ortaokul 6.
ve 7. Siif 6grencileri iizerinde yaptig1 arastirma sonucuna gore sinif yonetiminde
odiillendirme, iglemsel, etkilesimsel ve dagitimsal adalet algilarinda kiz 6grencile-
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rin lehine anlamh farklilik oldugu goriilmektedir. Bu arastirma sonucu, kiz 6gren-
cilerin sinif yonetiminde islemsel adalet (Nural, 2015) ve dagitimsal adalet (Kepek-
¢ioglu, 2015) algisinin erkek 6grencilere gore daha yiliksek oldugu sonucuna ulasan
calismalart ve kiz 6grencilerin okula baghliklarinin erkek ogrencilere gore daha
yiiksek oldugu sonucuna ulasan ¢alismalari (Arastaman, 2006; Ozgenel, Caliskan
Yilmaz & Baydar, 2018; Alpaslan, 2016; Mengi, 2011) destekler niteliktedir. Kiz
ogrencilerin okula bagliliklarinin erkek 6grencilerden ytiksek olmasinin temel ne-
deni kiz ve erkek 6grencilerin okula yiikledikleri anlam ve verdikleri nemden kay-
naklanabilir. Kiz 6grencileri okulu, geleceklerini kurduklari bir yer olarak algilar-
ken, erkekler ise okulu stirekli disiplin ve kurallarin oldugu yer olarak algilayabilir.

Arastirmada ulagilan bagka bir sonuca gore 9. sinif 6grencilerinin sinif yoneti-
mindeki etkilesimsel, 6diillendirme, islemsel ve dagitimsal adalet algilarinin 10., 11.
ve 12. siniflara gore daha yiiksek oldugu tespit edilmistir. Nural (2015) tarafindan
yapilan aragtirmada, 9. smif 6grencilerinin adalet algilarinin diger smiflara gore
daha yiiksek oldugu belirlenmistir. Bu caligma sinif yonetiminde adalet algisinin
sinif diizeylerine gore farklilik gosterdigini destekler niteliktedir. 9. sinif 6grencileri
okulu ve 6gretmenlerini tanima ve okula uyum saglamaya asamasinda/seviyesinde
olduklarindan 6gretmenlerinin sinif yonetiminde daha adaletli algilamaktadirlar.
9. Sinif 6grenciler okulu ve 6gretmenlerini daha tam olarak tanimadiklari ve {ini-
versite siavinin kaygisindan uzak olduklari igin 6gretmenlerinin tutum ve davra-
niglarin1 degerlendirirken daha rahat ve olumlu degerlendirmis olabilirler. Lise
ogrencilerinin sinif diizeyi yiikseldikce stresleri, kaygilari ve memnuniyetsizlikleri
arttigindan 6gretmenlerin tutum ve davraniglarini daha duyarh degerlendirmekte-
dirler (Kayiket ve Sayin, 2010). Bulgulara gore 6grencilerin okula baglilik diizey-
leri arasinda sinif seviyelerine gore anlamli bir farkliligin oldugu goriilmektedir. 9.
siif ogrencilerinin okula baghliklar1 diger sinif diizeylerine gore daha ytksektir.
Turgut’un (2015) yaptig1 arastirmaya gore 9. ve 10. sinif 6grencilerinin okula bagli-
lik diizeyleri 11. ve 12. simif 6grencilerine gore daha yiiksek ¢ikmigtir. Ayrica Wang
ve Holcombe, (2010), Schotland (2011) ve Simons-Morton ve arkadaslar1 da (1999)
benzer bulgulara ulasmislardir. Bu durum simif seviyesi arttikca okula bagliligin
azaldigini gostermektedir. Bagka bir ifadeyle 6grencilerin sinif seviyesi yiikseldikce
okulu daha iyi tanidigi, okuldan beklentilerinin ve memnuniyetsizlerinin arttig1 ve
bu nedenle okula baglhiliklarinin azaldig: sdylenebilir.

Bulgulara gore ogrencilerin simif yonetimindeki etkilesimsel, ddiillendirme ve
islemsel adalet algilar1 ve okula baghlik, okul tiirlerine gore anlamh bir farkhligin
oldugu tespit edilmistir. Anadolu Imam Hatip Lisesinde 6grenim géren 6grencile-
rin sinif yonetimindeki etkilesimsel, islemsel ve ddiillendirme adalet algilarimin ve
okula baglilik diizeylerinin diger lise tiirlerine gore daha yiiksek oldugu belirlenmis-
tir. Ulagilan sonuglar 6grencilerin sinif yonetimindeki adalet algilarinin okul tiiriine
gore anlamh bir farklilik gosterdigi noktasinda yapilan diger calismalarla (Molinari,
Sipeltini & Passini, 2013; Nural, 2015; Luyten & Dejong, 1998; Kepekgioglu, 2015)
ve okula baglilik diizeylerinin okul tiiriine gore anlaml bir farklilik gésterdigi nok-
tasinda yapilan diger calismalarla (Mengi, 2011; Yilmaz, 2015) paralellik goster-
mektedir. Bu durum Imam Hatip Liselerinde égrencilerin aldiklari dini egitim ile
aciklanabilir. Imam Hatip Liselerinde verilen dini egitim, okulun ve &gretmenlerin
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dini agidan degerini ve kutsalligini 6grencilere siklikla hatirlatmakta ve siirekli 6n
plana gikararak vurgulamaktadir. Imama hatip Liselerindeki 6gretmenler 6grenci-
lere samimi ve daha fazla ilgi gosteriyor olabilirler. Ayrica son yillarda Imam Hatip
Liselerinin sayisinin artmasi, Fen ve Sosyal Bilimler programi uygulayan Anadolu
Imam Hatip Liselerinin acilmasi ve {iniversite smavindaki katsay1 sorunun olmama-
s1 okula baglilik diizeylerinin yiiksek olmasina olumlu katki saglamis olabilir.

Arastirma sonucuna gore 6grencilerin etkilesimsel, islemsel, 6diillendirme
ve dagitimsal adalet algilart ile okula baglilik diizeyleri; okul baghlik diizeyleri ile
akademik basarilari etkilesimsel, islemsel ve dagitimsal adalet algilari ile akade-
mik basarilari; arasinda anlamli iligki belirlenmistir. Ancak 6diillendirme adaleti
ile akademik basar1 arasinda anlamli bir iligki bulunamamustir. Ogrencilerin simif
yonetimindeki etkilesimsel ve islemsel adalet algilar1 okula baglilik diizeylerini
ve akademik basarilarini anlamli bir sekilde yordadigy; ddiillendirme ve dagitim-
sal adalet algilariin okula baghlik diizeylerini ve akademik basarilarini anlamli
bir sekilde yordamadigi; 6grencilerin okula baghliklarinin, akademik basarilarini
anlaml bir sekilde yordadigi sonucuna ulagilmistir. Ayn1 zamanda 6grenciler ta-
rafindan algilanan sinif yonetiminde etkilesimsel, 6diillendirme ve islemsel ada-
let algilari ile okula baglilik diizeylerinin birlikte, akademik basarilarin1 anlamli
bir sekilde yordadigy; ancak dagitimsal adalet algilarinin akademik basarilarimi
anlamli bir sekilde yordamadig tespit edilmistir. Bu durum odiillerin adaletli
bir sekilde dagitiminin 6grencilerin akademik basarilarimi artirmada bir etken
olmadig, ancak etkilesimsel, islemsel ve ddiillendirme adalet algisinin akademik
basarilarini artiran bir etken oldugu seklinde yorumlanabilir (Nural, 2015). Yine
bagka bir arastirma sonucuna gore ogrencilerin adalet algilar1 akademik basari-
larmi etkilemektedir (Celikkaya, 2008). Bu arastirma, 6grencilerin okula baglilik
diizeylerinin, akademik basarilarin1 anlaml bir sekilde yordadigi sonucuna ula-
san diger caligmalar1 destekler niteliktedir (Alpaslan, 2016; Cornell, Shukla, &
Konold, 2016; Eith, 2005; Griffin, 2014; Ozg(’jk, 2013; Sari, 2013; Wang, Chow,
Hofkens, & Salmela-Aro, 2015). Bu baglamda 6grencilerin 6gretmenleriyle olan
etkilesimi ve sinif yonetimindeki adil davranislar, 6grencilerin okula bagliligini
artirdigl ve buna bagl olarak da akademik basarilarini olumlu etkiledigi soyle-
nebilir. Bagka bir ifadeyle sinif yonetiminde adil tutum ve davraniglar sergileyen
ogretmenler 6grencilerin okula ve 6gretmenlerine yonelik olumlu duygu, davra-
nig ve diislince gelistirmesini saglayabilir ve bu olumlu unsurlar 6grencilerin si-
navlarda basarili olmalarini ve akademik basarilarinin artmasini destekleyebilir.

Dagitimsal ve islemsel adalet algist hem 6grencilerin hem de 6gretmenlerin
okula bagliliklarinin anlamli bir yordayicisidir (Selvitopu & Sahin, 2013). Okul-
lardaki dagitimsal adalet; 6gretmenlerin notlari esit bir sekilde dagitmasi olarak
tanimlanirken (Deutsch, 1979); islemsel adalet, not verme siirecinin adil olup ol-
madig1 (Nural, 2015) seklinde tanimlanmaktadir. Bu sonuca gore islemsel adalet
algis1 yiiksek olan lise 6grencilerinin okula baglilik diizeyleri de yiiksektir denile-
bilir. Ogrenciler, 6gretmenlerinin kendileriyle etkilesim halindeyken adil davran-
malarini beklemektedirler (Whalen & Koerning, 2009). Ozellikle 6gretmenlerin,
smuf icindeki ders planlama siireci, dersin takibi sirasindaki tutarlilik ve program-
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lama siirecindeki sinif ici veya siif dis1 kurallart igeren islemsel adalet boyutu-
nun (Chesebro, Martin & Bulson, 2004; Rawnsley,1997; Nural, 2015) davranigsal
baglihig; 6gretmenin alayci konusmasi, 6grenciyi arkadasinin yaninda utandir-
masl, Ogrencinin sorularini cevapsiz birakmasi gibi davraniglarini yansitan etkile-
simsel adalet boyutunun (Chory-Assad & Pausel, 2004; Nural, 2015; Rodabaugh,
1996) 6grencilerin duyussal baglilig etkileyebilecegi soylenebilir. Chory-Assad’a
(2002) gore 0gretmenlerini adil olarak goren 0grencilerin akademik basarilari
diger ogrencilere gore daha fazladir. Ciinkii 6grenciler adaletle ilgili diisiince-
lerini dagitimsal adalet kapsaminda aldiklar1 notlarla iliskilendirirler (Wendorf
& Alexander, 2005). Bu anlamda 6gretmenlerin sinif yonetiminde ve egitim-0g-
retim stirecinde Ogrencilere adil davraniglar gostermesi ve pozitif tutumlari ile
okul destegi 6grencilerin okula, arkadaglarina ve 6gretmenlerine yonelik biligsel,
duyussal ve davranigsal olarak olumlu bag kurmasi (okula baghliklarr) akademik
basarilari iizerinde 6nemli bir etkiye sahip oldugu sonucuna ulagilmistir.

Sonuc olarak, aragtirmalar etkilesimsel ve igslemsel adaletin 6grencinin oku-
la bagliligini olumlu yonde etkileyebildigini ve buna bagl olarak da akademik
basarilarinin artmasina katki saglayabilecegini gostermektedir. Odiillendirme ve
dagitimsal adalet boyutunun okula bagliligi en az yordayici boyut oldugu dikkat
cekmektedir. Ileride yapilacak arastirmalarda 6grencilerin okula baglilik diizey-
lerini ve akademik basarilarini etkileyen baska degiskenler eklenebilir. Ogren-
cilerin siif icindeki adalet algilarinin 6gretmenlerin hangi davraniglarina gore
olustugunu kesfedici nitel aragtirmalar yapilabilir. Ogretmenlerin, sinif yoneti-
mindeki davraniglarinin adaletli olup olmadigini degerlendirmesi ve sif igi uy-
gulamalarina dikkat etmesi Onerilebilir.
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