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The applications and interventions related to classroom management are often based
on behaviorist learning theories. While focusing on the individual and the behavior,
behaviorist learning theories often neglect the context and the patterns of
communication through which the behavior arises. This study aims to examine the
structure of a classroom by exploring the similarities between classroom and family
life. General Systems Theory and Structural Family Therapy were used to explore and
interpret preschool teachers' classroom management experiences. In this study, eight
teachers working in an independent preschool in Yuregir, Adana, were chosen to be
interviewed twice during different time in a year. These interviews were done to
identify their classroom management approaches and explore the management
problems that they were experiencing. The data were analyzed through qualitative
content analysis. The findings fell into three main categories: behavioral patterns,
belief systems and context. It was found that when teachers established a sense of
authority in the classroom, when the rules and the expectations were clear and
consistent, and when students formed a sense of belongingness in the classroom
without sacrificing their sense of autonomy, then behavioral problems seemed to
decrease. These findings correspond with those of family studies.

Genel Sistemler Kuraminin ve Yapisal Aile Terapisi Yaklasiminin Okul
Oncesinde Sinif Yonetimine Uyarlanmasi
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Anahtar Kelimeler:
Genel Sistemler Kurami,
Aile terapisi,

Sinif igi etkilesim,

Sinif yonetimi,

Davranis yonetimi

Sinif yonetimine yonelik uygulamalar ve midahaleler ¢cogunlukla davranisgi-bireysel
6grenme kuramlarini temel almaktadir. Davranisgl 6grenme kuramlari bireyi ve bireyin
davraniglarini uyarici-tepki bagi igerisinde 6n plana gikartarak cogu zaman davranigin
ortaya ¢iktigl baglami ve etkilesim orintllerini gormezden gelmektedir. Bu
arastirmanin temel amaci, sinif ortami ile aile yasami arasindaki benzerlikleri ortaya
koyarak sinif icerisinde olusan yapiyl incelemektir. Bu arastirma kapsaminda, okul
oncesi 6gretmenlerinin sinif yonetimi kapsamindaki deneyimleri Genel Sistemler
Kurami ve Yapisal Aile Terapisi kuramsal gergevesi temel alinarak analiz edilmistir. Bu
arastirmada, Adana ili Yiregir ilgesinde bulunan bir bagimsiz anaokulunda galisan sekiz
ogretmenle yil icerisinde farkli dénemlerde olmak lzere ikiser defa gorismeler
yapilmistir. Bu goriismelerde 6gretmenin sinif igindeki deneyimleri ve karsilastigi
durumlari nasil algiladiklari sorulmus, bu gérismeler kaydedilmis ve birebir dokimi
alinmistir. Toplanan veriler igerik analizi yapilarak analiz edilmistir. Bulgular temel
olarak; dongisel davranis kaliplari, inang ve degerler ve gevresel etkenler olmak Gzere
U¢ ana kategoride toplanmaktadir. Sonug olarak, 6gretmenlerin otorite kurabildigi,
kurallarin net ve beklentilerin tutarl oldugu ve cocuklarin kendilerini ait hissettikleri
siniflarda davranis problemlerinin azaldigi ve pozitif bir sinif atmosferinin olustugu
gorilmektedir. Bu bulgular aile arastirmalari bulgulariyla értiismektedir.
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Introduction

General Systems Theory is a theoretical framework developed to explain the properties of
organic and inorganic complex structures (Carr, 2006). According to the systems view, an organism or a
living system has some holistic properties that cannot be found completely in the parts of the system
(Capra, 1996). These properties arise as a result of the interaction between the parts and they disappear
if the system is reduced to physical or theoretical independent parts. All the parts become meaningful
when they relate to each other. Contrary to Cartesian view that argues in order to understand the
whole, each part should be analyzed separately; the systems view suggests that the parts can only be
understood within the whole and within a context where the parts interact with the other parts (Capra,
1996).

There are three main concepts that family therapy approaches in the systemic tradition focus
on their applications. These concepts are behavioral patterns, beliefs and values, and context. Family
therapy approaches differentiate according to their emphasis on these three main concepts (Carr,
2006). The ones that focus on behavioral patterns among family members argue that family members
develop problematic behaviors as a result of dysfunctional interaction among family members and that
these interactions form a behavioral pattern that perpetuates the problematic behavior. In addition,
some other family therapy approaches are interested in the belief structure that creates these
behavioral patterns. The ones that emphasize on context support the idea that beliefs and values that
create behavioral patterns are formed in the family and social context and that these beliefs and
behavioral patterns are transferred from one generation to the next one.

Structural Family Therapy is one of the family therapy approaches that utilized the principles of
General Systems Theory. This approach was created in 1960’s by Salvador Minuchin and his colleagues.
Structural Family Therapy is interested in how parts in a system interact, how homeostasis is achieved in
a system, how system feedback works, and how dysfunctional communication patterns develop in a
system (Goldenberg & Goldenberg, 2008; Vetere, 2001). Minuchin (1974) views families as entities that
function in their life cycle and struggle to keep fragile balance between stability and change. In his
approach, family structure refers to a series of invisible structural necessity that organize the interaction
between family members (Minuchin, 1974). Structural Family Therapy focuses on dysfunctional
structural organization of family instead of visible problems that family members are experiencing
(Heatherington, 1987). The most basic claim of Structural Family Therapy is that symptoms in an
individual can be understood better when these symptoms are examined in the context of family
interaction patterns (Minuchin& Fishman, 1981). The purposes of Structural Family Therapy are to
change the dysfunctional structure of family, reorganize the relationships between family subsystems,
and create hierarchical borders to make system function properly. When these achieved, family
structure is reorganized, borders are well-defined, coalitions are dissolved and power is redistributed in
a more functional hierarchy.

Many researchers tried to apply General Systems Theory and family therapy approaches to
different contexts and situations (Boverie, 1991; Campbell, Coldicott & Kinsella, 1994; Deacon, 1996;
Greif, 1994; Kast & Rosenzweig, 1972; Lindsay & Murphy, 1996; McCaughan& Palmer, 2004; Mele,
Pels&Polese, 2010; Yalginkaya, 2002). It is not surprising when it is considered that General Systems
Theory sees all biological and social structures as systems. System theorists argue that there are some
common principles in every system’s function and structure regardless of its shape or size (Skyttner,
2001). Deacon (1996) adapted principles of General Systems Theory and Structural Family Therapy
approach into business world and organizational management. Mele, Pels and Polese (2010) used some
principles of systems perspective on management and marketing areas and concluded the usefulness of
systemic thinking in service business. Boverie (1991) adapted systemic view and family therapy
approaches to business context and commercial organizations. Kast and Rosenzweig (1972) presented
systems theory to understand organizational styles and management systems and to develop more
effective practices. Campbell, Coldicott and Kinsella (1994) presented systems approach as a way to
create positive change in organizations. McCaughan and Palmer (2004) adapted systems approach to
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situations where there were problematic workers. Lindsay and Murphy (1996) utilized General Systems
Theory in the use of marketing companies for charity organizations.

Furthermore, there are studies that adapt systems perspective and family therapy approaches
to education system, school and classroom contexts. Greif (1994) used family therapy approaches in
schools during group works with families. Yalginkaya (2002) adapted systems theory to schools and
school administration. Smith and King (2017) used Dynamic Systems Theory as a base to explore wait
time in foreign language teaching. Similarly, Dong (2016) used Dynamic Systems Theory to explore
development of listening strategies and evaluate listening performance in foreign language teaching.
While examining the program, “Health Promoting Schools,” Keshavarz, Nutbeam, Rowling and
Khavarpour (2010) approached schools as complex adaptive systems. Georgiou, Zahn, and Meira (2008)
adapted the principles of systems theory into learning process and teaching styles in
classrooms.Valentine (1988, as cited in Tauber, 2007) adapted systemic view and family therapy
approaches to classroom management.

Apart from this positive approach to General Systems Theory and efforts to transfer the
principals in different areas, Sahin (2007) argues that if the systems perspective is applied to educational
context, it would result in limiting teaching and learning process by turning schools into factories and
students into products. By suggesting that position, Sahin (2007) places systems theory in a similar plane
with positivism, behaviorism, and scientific management and bureaucracy. This approach to systems
theory presents a view that does not fit with the nature of the systemic thought. The systemic thought is
based on constructivist paradigm, which emphasizes the subjective nature of the meaning, rather than
positivist paradigm that gives objectivity prominence (Watzlawick, 1984). Furthermore, systems theory
replaces the linear causality of behaviorism with circular causality in interpersonal relations. These
differences require these two theoretical positions to have clear distinction (Worden, 2003). Similarly,
contrary to negative perception of human nature in scientific management and bureaucracy, systems
theory sees people as active agents of social change (Capra, 1996).

Classroom structure and family structure have many similar features. According to systems
view, a classroom is a living system consisted of a teacher and children. Classroom system is open to
environmental stress, but each member of classroom interacts with the others according to his or her
perception and motivation. As in family system, classrooms provide a web of relationships in which
children grow. In both cases, members affect the system and the system affects each member. A
classroom is a special system that has structure, involves interactional patterns and some properties to
organize stability and change. According to systems view, a classroom is a system with borders and
organized as subsystems(Carr, 2006). A classroom is subsystem of a school and each member of a
classroom is a subsystem of the classroom.

Classroom management plays a central role in developing a secure and functional structure in a
classroom, emergence of positive and negative behavior, and reaching the educational goals (Reinke,
Lewis-Palmer & Merrell, 2008). For school administrators and experienced teachers, classroom
management skills are the most basic and valuable set of skills that new teachers should have (Brophy,
1988; Brophy &McCaslin, 1992; Emmer, Evertson&Worsham, 2000; Sempowicz& Hudson,
2011;Unal&Unal, 2012). However, classroom management comes first in the list of issues that cause
anxiety and stress for both preservice teachers and experienced and novice teachers (Cothran,
Kulinna&Garrahy, 2003). Joram and Gabriele (1998) found that pre-service teachers made a difference
between teaching and classroom management, and while they felt confident in teaching they felt
nervous and insecure in managing a classroom. In-service teachers also stated that the most stressful
part of their professional lives is to cope with challenging and maladaptive student behavior (Allday et
al. 2012).

Research shows that teacher education programs cannot prepare teachers sufficiently in terms
of classroom management and traditional in-service educational programs often fails to help teacher
develop necessary skills for effective classroom management (Boz, 2008; Landau, 2001; Macsuga &
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Simonsen, 2011; O’Neill & Stephenson, 2012). Consequently, teachers often cry for help to deal with
negative behavior and problems related to classroom management (Macsuga & Simonsen, 2011) and
schools are in need of supporting teachers for classroom management (Allday et al. 2012). Although it
seems that there are plenty of resources for educators in terms of classroom management, the search
of teachers for new and more effective management strategies seems to continue (Tobin & Simpson,
2012). Besides teachers; researchers, families, and school administrators also continue to call for
developing more comprehensive and evidence based on new approaches to deal with challenging
behavior and prevent potential management problems (Benedict, Horner & Squires, 2007).

To manage children’s behavior successfully requires a comprehensive understanding of their
emotional, social and moral development (Sempowicz & Hudson, 2011). This is possible only through
exploring the function of children’s behaviors, the context in which their behaviors occur, and the
environmental factors that perpetuate those behaviors (Trussell, Lewis & Stichter, 2008). How the
behavior is perceived by others, especially by teachers, becomes an important factor for the control of
that behavior. When they believe that students do not have control over their problematic behavior,
teachers have a tendency to be more permissive for those behaviors and feel that nothing they do in the
classroom would change the behavioral outcome. As a result, teachers would search solution to
students’ behavioral problems outside (family, society, etc.) and this attitude would free them from the
responsibility to change that behavior (Johansen, Little & Akin-Little, 2011). On the other hand, when
teachers believed that students do behavior intentionally, teachers would have to consider the role of
their own, classroom and school context for this behavior and they would feel the need to interfere with
these negative behaviors (Johansen et al. 2011).

Theories provide teachers many practical advises for successful behavior management
(Sempowicz & Hudson, 2011). The advices for effective classroom management present variety from
forming clear expectations regarding to reward and punishment to include children into management
process (Cothran et al. 2003). The classroom management models have a wide range of beliefs
regarding teacher’s role, the place of children in the classroom, and the educational purposes of the
society (Evertson & Weinstein, 2006). While some models of classroom management focus on discipline
in the classroom, some others focus on the relationship between teacher and child to develop self-
discipline in children (Tauber, 2007). For example, Lee Canter emphasizes on teacher’s authority, while
Thomas Gordon focuses on the nature of teacher-child relationship (Tauber, 2007). However, the
applications and interventions related to classroom management are often based on behaviorist
learning theory (Kubany, Sloggett & Ogata, 1974).

While focusing on individuals and the behavior connected to stimulus-response, behaviorist
learning theories neglect the context and the patterns of communication in which the behavior arises.
Most of the behavioral interventions to deal with children’s negative behaviors are oriented
individualistic reward and punishment (Murphy, Theodore, Aloiso, Alric-Edwards & Hughes, 2007).
Landau (2001) determined that the faculty members who give classroom management courses (if such a
course is available) generally knowledgeable in main subject matter (e.g. early childhood education,
primary school subjects, social sciences) but not the issues related to classroom management.
Consequently, because of lack of expertise and time, these faculty members have tendency to teach
reward and punishment system as relatively easy and quick to use classroom management strategies.
Landau (2001) argues that this situation is both unfair to the future teachers and inadequate to meet
the cultural, emotional and specific needs and interests of children to whom they teach.

One limitation of available/existing models of classroom management is that these models
mostly focus on changing behavior of an individual child rather than trying to change classroom ecology
to provide an environment for children to develop positive habits (Reinke et al. 2008). Many classroom
management theorists (see Tauber, 2007) argue that teachers should go beyond the idea of control over
children and focus on the necessity of working together with children and teachers should focus on the
whole classroom instead of focusing just on individual child. Contrary to individual intervention, the
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intervention approaches that emphasize on the structure, climate and organization of classrooms were
found to be more successful in decreasing aggressive and unwanted behaviors, increasing children’s
concentration in educational activities, and promoting positive social interaction in the classroom
(Murphy et al. 2007;Trussell et al. 2008). Cuardino and Fullerton (2010) found that there is a close
relationship between the physical environment and children’s negative behaviors. Whenever physical
environment changes, the behaviors change with it. Similarly, Downer, Rimm-Kaufman and Pianta
(2007) concluded that how well children will act in the classroom could be predicted by quality of
classroom and teaching context as two aspects of classroom environment, by getting together with risks
that the school presents. In classrooms with dysfunctional structure, children’s negative behaviors such
as aggression, moving in and around the classroom without adult control seem to be increasing while
positive behaviors such as participating in class activities are decreasing. On the other hand, in positive
classroom environment, negative and maladaptive social behaviors seem to be decreasing (Trussell et al.
2008). In order to increase the effectiveness of classroom management, targeting classroom system is
more beneficial than focusing on individual child and his or her behaviors because in this way both the
existing behavioral and educational problems can be decreased and the future management problems
can be prevented (Reinke et al. 2008). Strein, Hoagwood and Cohn (2003) points out that in terms of
evaluation and intervention there is a tendency among public health approaches to move from
individual child level to systems (classrooms, schools, etc.) level.

There are some approaches and models that explore school administration and social life in
schools by using systems perspective (Abbott, 1969; Bozkus, 2014; Getzels & Guba, 1957; Hallinan,
2001; Jensen, 1954; Lundgren, 1982; Lunenburg, 2010). However, this approach has not reached the
level to explore the interaction between teacher and students in behavioral and relationship levels.
Structural family therapists are experts in analyzing the hierarchy and structure of a family, determining
what is functional and what is not functional, defining the emerging problems and providing strategies
for change (Deacon, 1996). Therefore, considering that classroom is another system, by following the
examples of family therapists, educators can gain several benefits such as analyzing the classroom
structure, identifying solving the problems and developing an effective and functional classroom
management.

Purpose of study

The purpose of this study is to examine the structure of a classroom in depth by exploring the
similarities between classroom environment and family life. This study also aims to explore preschool
teachers' experiences related to classroom management and to interpret these experiences through a
different theoretical framework. For this purpose, General Systems Theory and Structural Family
Therapy were used as theoretical frameworks. For this purpose the following questions are sought to
answer:

1. What are the circular behavioral patterns that cause and perpetuate classroom management
and behavioral problems in the classrooms?

2. What are the beliefs and values that cause and perpetuate classroom management and
behavioral problems in the classrooms?

3. What are the contextual factors that cause and perpetuate classroom management and
behavioral problems in the classrooms?

Method
Participants

In this study, seven teachers in an independent preschool located in Yuregir, Adana were
chosen as participants. The main criteria for this choice were accessibility of the school, and
voluntariness and willingness of the teachers. This preschool was located in a low socioeconomic and
sociocultural neighborhood, typical star shaped building, 4 classrooms with large playground. The school
669



Mustafa YASAR — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 665-696

provides education in two periods as morning and afternoon. There were seven preschool and one
special education teachers in the school. Apart from the school director, all the staff was female. Tablo 1
presents details for participants.

Table 1.

Participants’ information

Teachers Gender Age Years of Classroom Number of adults in Age of the

code experience size the classroom group

T1 F 29 5 25 2 (teacher + intern) 5

T2 F 24 4 22 2 (teacher + intern) 3

T3 F 25 8 18 3 (teacher + special 3-4
ed. teacher + intern)

T4 F 26 6 27 2 (teacher + intern) 5

T5 (replaced F 31 6 27 2 (teacher + intern) 5

T4)

T6 F 28 5 25 2 (teacher + intern) 4

T7 F 30 4 25 2 (teacher + intern) 5

T8 F 32 8 27 2 (teacher + intern) 3-4-5

As seen in Table 1, features of participants and working conditions among participants were
similar. The age range among participants was between 24 and 32; the years of experience were
between four and eight. The classroom size was between 18 and 24.

Data Collection Process

At the beginning, the study was explained in a meeting that all the teachers attended. In this
meeting the teachers were informed and invited to join as participants. Verbal consent was taken from
all teachers in that meeting. The data were collected through interviews with each teacher twice during
different time in a year. All interviews conducted as semi-structured interviews. These interviews were
done to get to know the teachers better, to identify their classroom management approaches and to
determine the management problems that they were experiencing. The interviews consisted of 10
questions that were prepared in accordance with the principles of General Systems Theory and related
literature within the framework of clinical interviews. Because the researcher was a family therapist
with trained in systemic theory, expert opinion was not needed. The interviews were conducted in the
school director’s office where the teachers could freely express their views and experiences. During
these interviews the teachers were asked to talk about their experiences in the classroom and their
perceptions on different situations that they encounter in the classroom. These interviews lasted
between 30 and 60 minutes and were recorded with video camera. During data collection one teacher
left for maternity leave and the study continued with a substitute teacher.

Data Analysis

The data were transcribed word by word and analyzed through qualitative content analysis.
Constant comparison method was used during this analysis process (Glasser & Straus, 1967). During this
process the researcher produced new codes and concepts by using theoretical framework and
constantly comparing new data with previous findings and findings from one class to the other classes.
After that, by using these codes and concepts the researcher formed new categories and themes. In
order to ensure validity and reliability issues, during this process the researcher did member check and
used an additional coder. The researcher provided three random pages from the data to a colleague
who was an expert both in the areas of qualitative research and classroom management. When the
codes and categories that additional coder produced were examined, the compatibility was found high
between the researcher and the additional coder. The themes and categories were finalized by taking
the differences into account.
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Result

As a result of analysis, it was found that emotional relationships in the classrooms were seemed to
be distant while behavioral borders were vague and unclear. This contradictory situation seems to make
difficult for children to develop belongingness to the class, but at the same time it allows the children to
invade each other’s personal space. The borders in the classroom had dysfunctional permeability and
children in the classroom could wander in and out of the classroom and interact with each other outside
of the teachers’ knowledge. The participating teachers had similar ways of determining the classroom
rules, enforcing these rules, choosing classroom activities and intervening unwanted behaviors. The
teachers tried to include the whole class in their chosen activities and preferred individual interventions
for unwanted behaviors in their classrooms. The teachers often used individualistic reward and
punishment strategies as a discipline method. In order to get children behave the teachers often yelled,
searched help from school director or parents, or applied some punishment such as sending the child
with problem behavior to another classroom. The pressure on teachers to prepare special activities for
national and religious holidays disrupted the educational process, teacher-children relationship quality
decreased, and classroom management problems and challenges increased.

1. Circular Behavioral Patterns in Classrooms

Three themes aroused when the situations that caused and perpetuated classroom
management and behavioral problems in the classrooms were examined. These themes were: the
process of choosing and applying the classroom rules, the intervention techniques for problematic
behaviors, and teaching strategies. All of the participants in this study preferred similar strategies to
determine the classroom rules, organize the behavioral patterns in their classrooms, and intervene the
behavioral problems. Circular behavioral patterns, both positive and negative, start forming in the
context of classroom rules from the first days of the school. All of the teachers stated that they began
the first days with some certain rules. To ensure that these rules were followed teachers used some
strategies such as visualizing the rules, reminding them often, using reward and punishment. While the
rules were becoming part of the classroom routines, positive and negative behaviors would become
clear and positive and negative behaviors would begin to be identified with some children. For example,
T6 explains this situation as follows.

T6: It will be too classical, but when they all come to the classroom the first time we tell them
the rules. You can do this and you cannot do that. | give reward to the ones who obey the rules.
If there is no reward, kissing them, loving them, or applauding them become the best rewards
for them. For example, if | see something nice that one child did, | tell the class “Your friend’s
behavior was very nice’ and ask them to clap for him or her. Or let’s say one child climbed on
top of a table; | ask the class “Is your friend’s behavior right?” and the other children say “No.”
And the child goes down from the table and hopefully never does that again.

Teachers stated that they preferred mostly individualistic and behavioristic intervention
strategies to prevent unwanted behaviors or fix already present negative behaviors. Some of the
preferred intervention strategies were reward-punishment, yelling, referring the child to a higher
authority, excluding the child from the group and with the consent of the family sending the child to get
professional help from outside. Teachers mostly used individual reward-punishment strategies and
social learning principals by making comparisons in the classroom and presenting one child’s behavior to
the whole class as an example. Although all the participating teachers used positive language and giving
responsibility as a behavior management strategy, they seemed to turn to reactional-behavioristic
strategies when the problem behaviors continued. The teacher statements below illustrate these
findings.

T5: We are doing like this with four children. For example reward and punishment, our
punishment is to sit in a chair and think. Our reward is, depending on the situation, | try to give
responsibilities very often. For example, | say “Can you help me with this.” | would like to draw
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their attention to something else, for example. When they are engaged with something they do
not do naughty behaviors. | put them to work so that they would not find chance, they could
not think, and when | give them work | have them applauded. | tell them “Thank you,
congratulations, you made me happy; you were big help, etc.” They got happy very much.
When this happens they got away from previous mistakes, | mean, they try to help more
because they enjoy helping and they see that they are more loved because they helped. For
example, | have them applauded when they do nice thing to their friends, “How nice you did,
you helped your friends.” | do it like this, “Here our model student.” Sometimes | give a star
when they do something nice.

T3: He is creating more distress than the other three because he has the habit of biting. For
example, when something he does not want to happen while he is with his friends, when he is
frustrated, he bites. | talked to his family. | deprive him of things that he likes. | told his family
so they try to stop him by saying “I would not send you to school” or “There is theatre, | would
not send you.”

After all these interventions when they could not achieve the behavioral change, teachers start
attributing the causes of negative behaviors to either the child’s personal or family characteristics
without any consideration of their role in this situation. They often view the situation unchangeable.
When the negative behavior is perceived independent from the teacher and the classroom context, it
seemed to relieve the teacher from the responsibility to do anything about it. Consequently, to solve the
behavioral problems teachers did not have to do anything else any more. When a child insisted on a
negative behavior, he or she began to be ignored by the teacher and in the classroom the child’s
behaviors are overlooked. At this level teachers accept the situation in a fatalistic manner and give up
trying to change it.

T3: The child loves me, trying to impress me. He is showing some efforts, but as | told you, he
cannot help it because he is too hyperactive.

T8: There is not something he particularly wants. | should say he tries to get some attention.
Maybe he wants all attention on him all the time? You know there are some difficult people,
you say something and they say something like “No, why should | do it?” He acts like this. |
could not catch anything. | treated him nicely. Nothing changed when | was nice with him. |
treated him bad, | got angry at him, | punished him, but nothing changed. The mother kept
saying, “I took him to psychologist, | took him to a psychiatrist, he gave us medicine and we use
it, it does not work, nothing changes.”

T6: Now, maybe because the parents got divorced. They do not know if the mother’s behaviors
are contrary to the father’s behaviors, they don’t know. One of them is maybe not happy with
his behavior, not pleased with it, maybe reacting to it. Maybe the other one do not care and say
something like, “Go ahead my son, continue, you are good like this.” Maybe the child is
experiencing the confusion between them, | don’t know.

T6: If it is not in the child’s character, | do not push it. | mean, if | put too much pressure, then
he does not want to come to the school. | say to myself, “l guess he does not have it.” What we
do is that with either the mother or the father we talk, “Your child does not want to do this.
You support this behavior at home and | will do the same in here.” It may or may not do any
good. | don’t push it to much if it was not a very negative situation.

Teaching styles and strategies of teachers play an important role in causing and perpetuating
problematic behaviors in classrooms. All of the participating teachers stated that they mainly do whole
group activities. Whole group activities turn the classroom structure into teacher oriented and also
make activities in the classroom last too long.

T7 : Yes, it is 5-year- old group. | have students who do not recognize numbers. Mathematics
study with 25 students takes 1-1.30 hours. We do an art activity, it takes two hours. Our
672



Mustafa YASAR — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 665-696

preparation for 23th of April celebration takes one hour. | mean, we are going to lunch and
when we come back, already 1-1.30 hours passed. Should not children be idle, at all? | mean,
from arts to mathematics, from mathematics to poetry, from poetry to story time. | take them
to playground for 15 minutes, but it is not enough.

These teaching styles and strategies create a circular interaction pattern in the classroom. In
this cycle teachers gather children, get their attention to the current activity, pay special attention to
children who do not want to attend or have low interest in the activity, and do the transition to the next
activity. This classroom structure provides a suitable context for negative behaviors to both develop and
continue.

T2: While we are doing art activity, they get bored because you have to deal with too many
children at that time. He or she does not complete the activity. For example, everybody
completes their activity, we put them on aside to a board, and they show them to their families
at the evening before they leave the school. | say, “We are not going to complete your activity
because you were naughty today.” This would stop him. | mean, the other activities we are
doing them in whole group so we do not have any problem with them.

Circular behavioral patterns in classrooms that teachers create through the process of developing
and applying the classroom rules, and intervening the unwanted behaviors provide a context for
children to develop negative behaviors. How teachers applied the intervention strategies (reward,
punishment, ignoring the behavior, etc.) seemed to prolong the behavioral and management problems
in the classroom.

2. Beliefs and Values in Classroom

There are three themes that link beliefs and values in the classroom with classroom
management and behavioral problems. These themes are borders, authority, and teachers’ perception
on negative behavior. The emotionally distant relationship between teachers and children seemed to
make the classroom rules and borders become vague and dysfunctional, hence teachers’ authority over
children becomes ineffective.

Especially in the classrooms of three teachers, children wander in an out of the classroom
without the teacher’s control and knowledge. In general in the school, children were often seen going
around in other classrooms or in the playground outside teachers’ knowledge and permission and it
seems that this situation was accepted as normal in the school. Similarly, in all classrooms it was
accepted as natural that children walk around in the classroom without teachers’ consent. This situation
indicates that the borders in the classrooms had dysfunctional permeability and that classroom system
had problems related to borders both with its subsystems and the larger schools system. The following
statements of teachers illustrate this finding.

T3: The task of getting children together, | have three hyperactive children in my classroom and
each one is more hyperactive than the others. | keep telling them “Silence, stop, don’t do that,
come on son, sit down.” Sometimes they go out and come back. Yesterday, for example, | was
really scared. Clowns were going to come to our classroom. Of course, when | say clown, |
mean one teacher and one intern were dressing up as clowns. | guess with the excitement of
this coming event, one child went to the classroom where the clowns were going to perform.
We were doing art activities at the moment. During art activity, suddenly it came to my mind
and | called out the child’s name. Where is he? | said. We looked at each other, where was he,
nowhere. Then | looked in the restroom, no; | looked in the kitchen, no; | looked in the other
classrooms, | was really shocked at that moment. When | went to the classroom that the
clowns were going to come | saw the child sitting over there, waiting with excitement.

The intervention strategies and punishments such as yelling, punishing, getting help from school
director or from parents or sending the child with negative behavior to another classroom that teachers

used were rarely worked to change the unwanted behavior. In fact, despite all these efforts children
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seemed to continue doing similar behaviors. Consequently, behavioral problems in classrooms kept
increasing instead of decreasing. Teachers seemed to feel some level of hopelessness when they could
not establish authority on children and when the hierarchy in the classroom lost its function. The
examples below describe this situation.

T8: Recently we experienced a similar event. | called the school director, because | could not
deal with it any longer. | called the director and he came to my class. The child went down
under a table, he was shouting over there top of his lung. He was lifting the table and hitting
with it to the ground. Even the director could not get him out.

T1: Really, | started losing my self-thing, let me tell you. Because, you use your authority and
weigh upon him, you say, “You need to sit.” He or she really takes a chair and sit, but when you
turn your back in two minutes you are where you started.

T4: One of my students has this problem. | could not figure it out; | could not solve it; | could
not deal with it alone. There are some things family has to do for their child as well. The name
of the child is Mehmet Ali (male, 5-year-old). The kid always wants things his way, very
stubborn, would not share any toys with his classmates. Recently, | took the toy and put it
away, | don’t know if I did right or wrong, | said “You both are not going to play with it.” This
time the kid attacked me, he fought with me, literally, tooth and claw. Zeynep teacher was
there too, she tried to pull the kid back. The kid is well-built. He took off my headscarf by then.
After that | talked to the family. They said, “He is doing the same at home as well, he is
stubborn, we also cannot say anything to him.” In the classroom while he is with his friends
when he says “It is mine” it has to be his, otherwise he gets aggressive. We have not solved this
situation yet. | don’t know what we can do? He is harming himself as well. He is either harming
himself by hitting, scratching or harming me or his friends.

The fact that teachers could not build authority during their interaction with children and that
their interventions for behavioral problems were not successful indicates that the power balance and
hierarchy in classrooms were not functional. The interview excerpts below reflect the case of lack of
authority.

T4: When it increases too much, for example | am saying it, saying it, but he does not
understand. You get them on the corner, sit on the chair. He sits, but he says to his friends what
he wants and he does what he wants to do it anyhow. His punishment finishes and he resumes
the same behaviors eventually.

T1: But he never sits. You have to run after him all the time. He should come and sit on his own.
If | do some compromise for him, he continues to do the same things. My hand has to be on his
shoulder all the time, which is not possible. In a sense | am helpless.

Except T7, the other teachers pointed out that in their classrooms there were several students
who made classroom management difficult by showing some negative behaviors. T7 stated that she
could build a functional system by giving regular feedback to children and expressing her expectations
clearly, and described the problems in her classroom as temporary and related to classroom context.
The statements below reflect her point of view.

T7: A few students were going to restroom without asking permission. | constantly told them
they needed to ask permission even if you wanted to drink water. Now it is quite organized, if
they want to go to restroom, they say, “Can | go, teacher?”, if they want to drink water “My
teacher, can | drink water?”, “Can | take my pencil?” This system is settled now.

T7: 1 have 25 students, while | am dealing with one student, the other interacts each other. Also
| have too many male students. Male students are more active. They are too active, my children
do not sit. Especially 2-3 of my students are too energetic, no use of getting angry.
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T7: There is no problem in my classroom right now. Only thing, maybe it is the energy that
spring has brought to our classroom. They want to go outside to the garden all the time. |try to
get them outside even for 15 minutes, but 15 minutes is not enough for them.

After a while, children who have behavioral problems and difficulty to adapt in the classroom
started sometimes to be considered as the source of all the problems in the classroom. T3 stated “If
these three students are not in my classroom my classroom would be perfect.” When teachers see these
children as the source of all problems they start focusing more on their negative behaviors than positive
behavior. The following example shows how one child can be seen as a source of all classroom
problems.

T1: My biggest problem is Turan (male, 5-year-old). Because, we are sitting all together doing
some activity, for example cut and fold or coloring activity. He is walking around, holding a toy
car passing under the other kids. He is passing over the tables, chairs and cabinets. Constantly |
take the kid and put him on a chair, get him and make him sit again. One, we are invading the
other children’s rights, he is breaking the others’ concentration. Two, he bothers us. Three, he
has a habit of hitting. In here one child’s problem becomes all the children’s problem. Because
you have to warn him and look after him all the time, you cannot meet the needs of the other
children.

3. Environmental Factors

Besides teachers’ practices in the classroom and in-class interactions, some environmental
factors related to school and families play an important role in creating and maintaining behavioral
problems in classrooms. The themes related environment factors were family issues, school program
and applications, and children of teachers. Parenting styles, the rules and regulations in families, and
family-school interaction were important factors that played essential roles in children’s behavior in
schools. All of the participating teachers pointed out that in their opinion the factors related to families
were one of the most important factors that caused them to have classroom management problems.
The interview excerpt below illustrates this perspective.

T2: Families send their kids to school usually when they have a new child. | have students in my
classroom they have two siblings at home. “I cannot deal with both of them, that is why | send
one to school.” Normally, many of them were supposed to begin to school next year. In other
words, they do not send their kids to be prepared for school. Maybe one of them. Either they
say “l cannot manage him/her at home” or “He/she has a sibling, we cannot manage them
both.”

During Spring semester, because of the preparation for special days and weeks (e.g. red
crescent week, independence day) and the end of the year spectacles, educational activities begin to
decrease and in this process teachers’ classroom management approaches change. Because celebrating
special days and weeks and preparing some performance for the end of the year were accepted as a
school policy by most of the public and private schools, all participating teachers were working in similar
conditions. The activities for special days and weeks in the school were mostly carried out with small
group of children. During these preparations, the other children were left, either with an unqualified
adult or alone without adult monitoring. In addition, during these spectacles and events children involve
activities that challenge children developmentally. They interrupt teachers’ classroom strategies, already
established rules, rituals and classroom systems and create a suitable context for behavioral problems.

T1: Sometimes time is not sufficient. Because it is the second semester. Now we work on both
whirling dervish and we formed a janissary band. We practice for the band. At the same time
we are going to make a different Caucasian folk dance. When you spend time for these
activities there is not much time left for anything else.

The researcher: They are for..? Janissary band and Caucasian dance are for the end of the year
celebration?
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T1: Yes. Whirling dervish will be on this Thursday for Holy Birthday of the prophet, if God
permits. There is not much thing left. Our problems will be related to the need to be faster and
to do more. To give children everything we are at the last period, that is why we have to give
them everything really fast. We are out of time.

T7: Yes, for example yesterday we did Holy Birthday week; our whole day was spent with it. We
have 23th of April preparation. It was 2.30, 3.30, 4.00 and we were still having children
memorize some poems related to 23th of April. We are trying to make children to do the
performance. It takes some time really, but the parents also want it a lot. But it takes a lot of
our time; we have only five hours to teach anyway.

The researcher: How does it affect your classroom management?

T7: Children think that our classroom management means free time activity. For example,
sometimes they with each other... for example, we have this circle movement; during this
activity suddenly they hit each other. | do not interfere there either, well, they play at that
moment. They become more active and energetic selves as if they are in free play time. Of
course, our classroom management is in the hands of children at that moment.

T8: It is like this, we are not doing a lot of things during 23th of April anyway. For next week we
are planning like this: we have a program for Holy Birthday week, we will continue. We are
preparing a whirling dervish spectacle for it. Even we chose 4-5 male children from the other
classes, we are preparing together. During that | leave the class to a intern. She is taking care of
them.

As the number of adults increases in classrooms and the school, the differences in thought and
practice among them might sometime create behavioral problems in classrooms. This situation might
arise as a result of the differences of attitude and behavior between teachers and parents, or it might
happen in the context of the relationships between teachers and school administration or teachers and
interns. Participating teachers seemed to have some problems in the beginning of school year, but later
they could manage a system in their classroom. The example statements below explain this situation.

T3:...When you say “Leave it” he does not leave it. When you go to breakfast he does
something. When you eventually make him leave the thing, he starts crying. He goes to intern
this time. Intern holds him and comforts him, | noticed it. | told her, “Whatever | do, when the
child comes to you do not hug him, you just tell the child ‘Whatever teacher says’.” Then she
said, “Alright teacher.” It was like this. She does not do like that anymore. She does whatever |
say. Earlier, the child was going to different people, from me to an intern, if intern does not
give what he wants then the other intern.

Besides, the fact that two teachers’ children were student in this school and that they had
some privileges, created some discipline and management problems for all the teachers. These children
were exempt from general classroom rules and they were permitted to go the other classrooms to see
their mothers or walk around in the school whenever they felt like it. As a result, the rules that teachers
trying to establish in their classrooms lost their credibility and teachers’ authority got weakened. The
excerpts below illustrate this situation.

T3: Ege (male child, 4-year-old) of the beginning of September was quite different that Ege of
today. Then, he was not going in the classroom at all. He was staying in the play house in the
middle area; he was going around the other classrooms. Later, his friends got used to this
situation. Sometimes he goes out in between activities; he goes to the other classes to see
what they are doing. One teacher or one intern hold him in her arms and bring him to our class,
saying, “Ege came to our class again.”

The researcher: As | remember your son is in your classroom.
T6: He is in my group of age, correct. My son is younger but in my classroom.
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The researcher: How is it working, any difference?
T6: How it happens, | get children to accept this situation like this. My son has to come here,
because there is nobody at home to take care of him. | have to bring him with me. But if...
The researcher: How old was he?
T6: He finished four. He was four years old when we started, five in March, last week of March.
| explained it to children like this: My son is smaller than you, he cannot do many things that
you can do. Because he cannot do, he has different tendencies. For example, if | make you do
some activities such as reading, writing, counting; my son will not be able to do them. Because
of that he will not be interested in them. He will do different things. Children accepted that.
For example, during play activity, even when Erdem gets a toy from there, most of the
children...
The researcher: Ignore him.
T6: Ignore him.

Discussion & Conclusion

In this study, which aimed to investigate preschool teachers’ experiences related to
management and discipline in their classrooms, it was found that teachers perceive classroom as
collection of individuals rather than a system and as a result their interventions to negative behaviors
happen in the behavioristic-individualistic level. How teachers apply classroom activities, how they
perceive negative behaviors, and how they intervene negative behaviors play an important role in
creating and maintaining unwanted behaviors in classrooms. Classroom structure is influenced by
factors such as teacher’s authority, rules and expectations in classrooms, and the intimacy level of the
relationships among children and between children and their teachers. In the classrooms where
teachers fail to establish functional authority, rules and expectations become vague and inconsistent,
and children cannot develop the feeling of belongingness. As a result, behavioral problems are seen to
be increased in classrooms.

A classroom is not only a collection of children and teachers. In a classroom, as in a family,
there are recurring and predictable interactional patterns. These patterns give meaning to behaviors
and relationships by reflecting some important concepts like sense of belongingness, stress and conflict,
and hierarchy (Gladding, 2011). Structural Family Therapy emphasizes on the relationship between
negative behavior in a system and the attitude of system toward change (Minuchin, 1974). A functional
structure requires reflexivity for both stability and change (Goldenberg & Goldenberg, 2008). Therefore,
a classroom needs change as much as it needs stability. The need for change in a classroom can be seen
clearly when one considers the facts that children change and develop rapidly, that social relationships
in classrooms have dynamic structure, and that classroom systems have close relationships with other
systems such as school, family, and society. Whenever a system cannot show the ability to change, one
member develops some sort of problem behavior (Minuchin, 1974). This problem behavior serves a
positive purpose for the system to continue homeostasis. In other words, when the balance in a system
is threatened by a new change, one member protects the balance by developing a problematic
behavior.

Problematic behaviors in classrooms have function for the stability and homeostasis of the
classroom system. In this case, when one child displays most of the problems in a classroom, this child
might be chosen or declared as a scapegoat. Scapegoat is a name given to the class member who is
blamed for all the problems in a classroom (Gladding, 2011). When teachers consider behavioral
problems as independent of their classroom management problems and classroom context and as a
consequence of the nature of the child or child’s family, not only does it perpetuate the problems but
also creates scapegoats in classrooms (Gladding, 2011). This sort of looking for blame is related to the
view of linear causality (Carr, 2006). A teacher who approaches to events from a linear causality
perspective (A->B->C) would not see his or her own role in the development of child’s negative
behavior. Circular causality prevents the search for guilt. Circular causality is to explain the result with
the cause and cause with the result. In a system each individual is affected by the others. Therefore,
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systemic approach and circular causality perspective (A->B->A) requires to include teachers and the
classroom context in evaluating children’s negative behaviors. This will prevent teachers from blaming
children or their parents for problems in their classrooms.

Stability in a system is related to the clarity and applicability of the rules. Every system needs
open and close rules to operate (Minuchin, 1974). The teachers participating in this study seemed to
have similar strategies to form and establish the classroom rules, but they also had some difficulties to
get students to be used to and follow these rules. When the rules are not established well in the
classroom, it creates some problems for the interaction both among children and between children and
their teacher. These problems arise related to borders in the classroom and borders of the classroom
with outside of the classroom.

When the rules and relationships are too strict in a classroom, as a system the classroom starts
losing the flexibility to change and hence classroom structure loses functionality (Goldenberg &
Goldenberg, 2008). In this study, there was some level of emotional disconnection between classroom
members. Rigid borders are inflexible borders that separate individuals from each other (Gladding,
2011). Family studies show that; when the borders are rigid in families, family members act independent
of each other and they cannot develop sense of belongingness (Gladding, 2011; Goldenberg &
Goldenberg, 2008; Minuchin, Colapinto & Minuchin, 2007). In such situations the distance between
people gets wider and members cannot develop loyalty or ask help when they need it (Goldenberg &
Goldenberg, 2008). Consequently, when there are rigid borders in a classroom the interaction among
the class members become distant and disconnected (Gladding, 2011). Intimacy is sacrificed for
independence and individuality. In these classrooms communication is limited and lacks interpersonal
support. Sharing the thoughts and feelings is in minimum level. Class members look for support outside
of the classroom such as family, friends, or other teachers.

While there was emotional distance, there were also unclear behavioral borders in classrooms.
In this sense, individuals seemed to disappear and classrooms present an impression of a web of
interwoven relationships. Some teachers let the borders too permeable by helping children too much
and even doing the tasks themselves because of some concerns. The roles that children and teachers
have in classrooms determine their borders with the other class members. When there is too permeable
border in a classroom, class members start talking in behalf of each other and teachers tell children how
they really feel or how they should feel and think. The emotion guilt is used to control the others.
Instead of creating freedom and autonomy, unclear borders encourage dependency (Gladding, 2011).
Because of these vague and unclear borders, children become emotionally distant but dependent to the
others in terms of competence and discipline. These situations where borders present both properties
of rigidity and hyper permeability create negative consequences for children’s wellbeing and
development as well as for functional classroom management (Gladding, 2011). In such cases children
cannot gain independence, find a suitable context for personal development or develop a sense of
belongingness. As a result, classroom becomes a context in which each child can develop negative or
maladaptive behaviors.

Functional hierarchy is one of the most salient systemic features of a classroom to establish the
balance between stability and change (Minuchin, 1974). Hierarchy means power structure in a system
(Deacon, 1996; Minuchin, 1974; Minuchin & Fishman, 1981). The leadership and power in a classroom
are very similar to those in family structure. They can be authoritarian, democratic, oppressive or
extremely permissive. Each of these styles differs in terms of how power is utilized and distributed
among members in a system. In every system there is power struggle among the members of that
system and therefore there is hierarchy (Goldenberg & Goldenberg, 2008).

Families organize themselves as subsystems to realize their basic functions (Minuchin, 1974).
Each individual belongs to different subsystems and has different levels of power in these subsystems.
For example, adults in families have different functions and relationships that separate them from
children (Minuchin, 1974).Structural family therapists observe that in dysfunctional families power is
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exclusively held by few members. In these families, family members have limited opportunity to join in
decision making. Family members who lost their power in family hierarchy might isolate themselves
from other members; they might too closely attach to the powerful members, or in order to gain a little
control they might fight openly or covertly (Gladding, 2011). Functional hierarchy requires clear borders.
In functional classrooms, the roles and rules that students and teachers will follow are evident.
Structural family theorists agreed that all functional families need to organize themselves hierarchically
in a way that parents have more authority and power compare to their children, and that older children
have more responsibilities and more privileges than younger children (Goldenberg & Goldenberg, 2008).
Consequently, when in classrooms the borders between teachers and children become uncertain, and
teachers cannot form the necessary authority to carry out their executive functions, then more
behavioral problems in classrooms arise and ineffective interventions make the unwanted behaviors
increase and become more persistent.

As family therapy widens its study areas, its accumulation of theoretical and practical
knowledge is associated more with other areas (Deacon, 1996). Similarly, as interventions designed by
family therapists get more success with families, these interventions will be applied to problematic
situation in different areas (Boverie, 1991; Campbell, Coldicottve Kinsella, 1994; Deacon, 1996; Kast and
Rosenzweig, 1972; Lindsay & Murphy, 1996; McCaughan & Palmer, 2004; Mele, Pels & Polese, 2010).
Related studies focused on mostly business world and firm management and only few studies were
designed to explore the relationship between systemic approach and education (Dong, 2016; Georgiou
et al. 2008;,Greif, 1994; Keshavarz et al. 2010; Smith & King, 2017; Yalginkaya, 2002). Classroom
management is often reduced to a narrow understanding of the interaction between teacher and
students (Bell, 1984). There are many insights that school directors and teachers can gain from the
systems theory and family therapy approaches. First of all, when teachers accept that behaviors in a
classroom cannot be independent from the classroom system, they will start to see that every behavior
has a function in the classroom and they will focus on the system rather than children’s individual
behavior. Besides, this change of focus will prevent teachers from showing the tendency to blame
children and their families for unwanted behaviors in the classroom. Educational studies based on the
systems theory will increase the teachers’ level of consciousness and help them become more effective
in the classroom by being aware of the overt and covert interactional patterns in classrooms.

Structural Family Therapy approach that this study is based on is only one of the many
aproaches that utilize the systems’ perspective. Discussing education in the lights of the other family
therapy approaches would contribute to the development of systemic understanding in education.
Adapting and using the systemic concepts such as borders, hierarchy and subsystems would help us not
only understand the nature of educational practices but also enhance this process to develop new
practices. When we consider the practical applications and theoretical perspectives that General
Systems Theory and family therapy approaches provide for us, it is recommended that preservice and
in-service teachers should be taught these approaches during teacher training and professional
development.
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Turkge Stirumii

Girig

Genel Sistemler Kurami, Ludwig von Bertalanffy tarafindan, organizmalarin ve biyolojik olmayan
karmasik yapilarin 6zelliklerini agiklamak amaciyla olusturulmus bir kuramsal gcercevedir (Carr, 2006).
Sistemler bakis agisina gore bir organizma ya da yasayan bir sistem bitincuil olarak bazi temel 6zelliklere
sahiptir ve bu ozellikler, bUtini olusturan higbir par¢ada tamamiyla bulunmaz (Capra, 1996). Bu
ozellikler, pargalarin birbirleriyle etkilesimi sonucu ortaya ¢ikar ve eger sistem fiziksel veya teorik olarak
bagimsiz pargalara indirgenirse yok olurlar. Tim pargalar, birbirleriyle iliskili olduklarinda anlamli hale
gelmektedirler. Bu anlayis, butuni anlamak igin tek tek pargalarin incelenmesi gerektigini 6ne siiren
Kartezyen anlayisinin tersine; parcalarin ancak bitin icerisinde ve diger parcalarla etkilesim siirecinde
bir baglam cercevesinde anlasilabilecegini savunur (Capra, 1996).

Genel Sistemler Kurami icerisinde aile terapileri davranigsal ériintiler, inanglar ve baglam olmak
lizere ¢ temel kavram (izerinde durmakta ve bu temel temalara gore farklilasmaktadirlar (Carr, 2006).
Aile terapisi yaklasimlari aile Uyeleri arasindaki davranigsal orintiilere odaklanmaktadir. Problemli
davraniglar aile Uyeleri arasindaki islevsel olmayan etkilesim sonucunda ortaya g¢ikmakta ve aile igi
davranigsal orlintuler problemli davranisin devamini saglamaktadir. Bunun yaninda, bu davranigsal
ortntilere neden olan inang¢ yapilari ve bu inan¢ yapilarinin olusmasinda ve kusaktan kusaga
aktarilmasinda rol oynayan ailesel ve cevresel unsurlar da aile terapilerinin ilgilendigi konular
arasindadir.

Genel Sistemler Kurami icerisinde yer alan Yapisal Aile Terapisi, 1960’larda Salvador Minuchin
ve c¢alisma arkadaslari tarafindan olusturulan bir yaklasimdir. Yapisal Aile Terapisi, bir sistemin
parcalarinin nasil etkilesim icinde oldugu, sistem icerisinde dengenin nasil basarildigl, sistemin geri
bildirim mekanizmasinin nasil ¢alistigi ve islevsel olmayan iletisim oriintilerinin nasil gelistigi gibi konular
ile ilgilenir (Goldenberg & Goldenberg, 2008; Vetere, 2001). Minuchin (1974), aileleri kendi yasam
dongileri icinde hareket eden ve duraganlik ile degisim arasindaki nazik dengeyi siirdlirmeye calisan
birimler olarak gorir. Bu yaklasimda aile yapisi, aile Gyelerinin birbirleriyle etkilesimini organize eden bir
dizi gorinmez yapisal gereklilikleri ifade eder (Minuchin, 1974). Yapisal Aile Terapisi, goriinen problem
ya da problemlere odaklanmak yerine daha ¢ok ailenin islevsel olmayan yapisal organizasyonuna
odaklanir (Heatherington, 1987). Yapisal aile terapisinin en temel iddiasi, bir bireydeki semptomlarin en
iyi aile etkilesim oriintileri baglaminda incelendiginde anlasildigidir (Minuchin & Fishman, 1981). Bu
yaklasimda islevsel olmayan aile yapisi, aile igindeki alt sistemler arasindaki sinirlarin ya ¢ok kati ya da
cok gevsek oldugu ve hiyerarsinin belirsiz oldugu durumlari icermektedir. Yapisal Aile Terapisinin amaci
ailenin yapisini degistirmek, alt sistemler arasindaki iliskileri dizenlemek ve sistemi islevsel hale
getirmek icin hiyerarsik sinirlar yaratmaktir. Bu gerceklestirildiginde yeniden yapilandirma meydana
gelir, sinirlar netlestirilir, koalisyonlar ve ortakliklar bozulur ve gii¢ hiyerarsi icinde yeniden dagitilir.

Daha once pek ¢ok arastirmaci Genel Sistemler Kuramini ve aile terapisi yaklasimlarini farkh
ortam ve sorunlara uygulamaya ¢alismistir (Boverie, 1991; Campbell, Coldicott & Kinsella, 1994; Deacon,
1996; Greif, 1994; Kast & Rosenzweig, 1972; Lindsay & Murphy, 1996; McCaughan & Palmer, 2004;
Mele, Pels & Polese, 2010; Yalcinkaya, 2002). Sistemler kuraminin tim biyolojik ve sosyal yapilari birer
sistem olarak gérdigi ve bu sistemlerin alt sistemler seklinde organize edildigi diisiintldigiinde, bu
durum cok da sasirtici degildir. Sistem kuramcilari, sekli ya da biyiklGgi ne olursa olsun tim sistemlerin
isleyisinde ve yapisinda ortak prensiplerin var oldugunu savunmaktadir (Skyttner, 2001). Deacon (1996)
sistemler kuraminin genel prensiplerini ve yapisal aile terapisi yaklasimini is diinyasina ve sirket
yonetimine uyarlamistir. Mele, Pels ve Polese (2010) sistemler kuraminin bazi unsurlarini yonetim ve
pazarlama alanina uyarlamislar ve sistemik yaklasimin ve duslince yapisinin hizmet sektoriindeki
faydalarina vurgu yapmislardir. Boverie (1991), sistemik yaklasimi ve aile kuramlarini isyeri ortamlarina
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ve ticari organizasyonlara uyarlamistir. Kast ve Rosenzweig (1972) organizasyon tarzlarini ve yonetim
sistemlerini anlamak ve daha etkili yonetim uygulamalari olusturmak icin bir cerceve olarak
sunmaktadir. Campbell, Coldicott ve Kinsella, (1994), sistemler yaklasimini organizasyonlarda olumlu
yonde degisim yaratmanin bir yolu olarak sunmaktadir. McCaughan ve Palmer (2004) sistemler
yaklasimini problemli ¢alisanlarin oldugu durumlara uyarlamis ve yodneticilere rehberlik sunmustur.
Lindsay ve Murphy (1996), pazarlamacilik kuramlarinin hayir organizasyonlarinda kullaniminda Genel
Sistemler Kuramini kullanmiglardir.

Bunlarin yaninda sistemler yaklagimini egitim sistemi, okula ve sinif uygulamalarina uyarlayan
arastirmalar da mevcuttur. Greif (1994) okullarda ailelere yonelik grup ¢alismasinda aile terapisi
yaklasimlarini kullanmistir. Yalgcinkaya (2002) sistemler kuramini okula ve okul yénetimine uyarlamistir.
Smith ve King (2017) yabanci dil 6gretiminde bekleme zamanini Dinamik Sistemler kuramini temel alarak
incelemistir. Benzer sekilde Dong (2016), Dinamik Sistemler Kuramini yabanci dil egitiminde dinleme
stratejilerinin gelisimini incelemek ve dinleme performansini belirlemek amaciyla kullanmistir.
Keshavarz, Nutbeam, Rowling ve Khavarpour (2010), “saghigi destekleyen okullar” programinin
uygulanmasi siirecini incelerken okullari uyum saglayabilen karmasik sistemler olarak ele alarak bu
programin uygulanmasinda ortaya c¢ikan zorluklari raporlastirmistir. Georgiou, Zahn ve Meira,
(2008),sistemlerkuramininprensiplerinisinificindekiégrenmesiirecinevedgretimsekillerineuyarlamislardir.
Valentine (1988, akt: Tauber, 2007), sistemik ve aile terapilerini sinif ydnetimine uyarlamistir.

Sistemler kuramina yonelik olumlu yaklasimlarin ve bu kuramin pratik uygulamalarina yonelik
bu cabalarin yaninda, Sahin (2007) sistemler kuramini elestirerek egitim baglamina uygulanmasinin
egitim ve 0gretim slrecini sinirlandirici sonuglar doguracagini ileri sirmektedir. Sahin (2007), sistemik
disiincenin okullara uygulanmasinin okullari fabrikaya, 6gretmenleri isgilere ve 6grencileri de (irline
donistlrdigiini savunarak sistemler kuramini pozitivizm, davranisgilik, bilimsel yénetim ve burokrasi ile
benzer bir dizleme yerlestirmektedir. Sistemler kuramina yonelik bu yaklagim, &ncelikle sistemik
disincenin dogasina uygun olmayan bir bakis acisi sunmaktadir. Sistemik disiince nesnelligi 6n plana
koyan pozitivist bir anlayistan ¢ok, anlamin 6znel yapisina vurgu yapan yapilandirmacilik paradigmasina
dayanir (Watzlawick, 1984). Ayrica, sistemler kurami davranisgi kuramin ortaya koydugu cizgisel
nedensellige karsi cikarak kisiler arasi iliskilerde dongisel bir nedensellik anlayisi getirmistir. Bu da
distinsel anlamda iki kuramsal pozisyonun net gizgilerle ayrilmasini gerektirmektedir (Worden, 2003).
Benzer sekilde bilimsel yonetim anlayisinin ve biirokrasinin benimsedigi olumsuz insan algisina karsilik
sistemler kurami bireyi sosyal donusiimde aktif etken olarak gérmektedir (Capra, 1996).

Sinif yapisi ve ailenin yapisi birbirine cok benzer 6zelliktedir. Sistemler kurami bakis agisindan
sinif, cevresel baskilara agik ama her sinif iyesinin algisi ve motivasyonu dogrultusunda etkilesim icinde
bulundugu 6gretmen ve cocuklardan olusan canli bir sistemdir. Tipki aile gibi, okul ve 6zellikle sinif
ortami da gocuklara igcinde biyiyip gelistikleri iliskiler agi sunar. Her ikisinde de Uyeler sistemi etkilerken
sistem de her bir Uyeyi etkiler. Sinif, bir yapisi olan, ériintiler igeren, istikrari ve degisimi organize eden
ozelliklere sahip 6zel bir sistemdir. Sistemik bakis agisina gore sinif, sinirlari olan bir sistemdir ve alt
sistemler seklinde organize edilmistir (Carr, 2006). Sinif okulun alt sistemidir ve igindeki her bir birey
sinifin alt sistemidir.

Sinif yonetimi sinif icerisinde givenli ve islevsel bir yapinin olusumunda, uyumlu ve uyumsuz
davranislarin ortaya c¢ikmasinda ve sinifin egitimsel hedeflerine ulasilmasinda merkezi bir rol
oynamaktadir (Reinke, Lewis-Palmer & Merrell, 2008). Okul yéneticilerinin ve tecribeli 6gretmenlerin
goziinde sinif yonetimi yeni 6gretmenlerin sahip olmasi gereken en temel ve en degerli beceridir
(Brophy, 1988; Brophy & McCaslin, 1992; Emmer, Evertson & Worsham, 2000; Sempowicz & Hudson,
2011; Unal & Unal, 2012). Bununla birlikte, dgretmen adaylarinin ve dgretmenlerin giindeminde ¢ogu
zaman sinif yonetimi ilk siralarda bulunmaktadir. Sinif yonetimi ve ilgili konular hem 06gretmen
adaylarinin hem de tecribeli veya meslege yeni baslamis 6gretmenlerin mesleki anlamda en ¢ok
kaygilandiklari ve stres yasadiklari konularin basinda gelmektedir (Cothran, Kulinna & Garrahy, 2003).
Joram ve Gabriele (1998), 6gretmen adaylarinin lisans egitimi sliresince egitim ve sinif yénetimini ayri
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ayri dusinduklerini ve egitim konusunda kendilerini yetkin hissederken sinifi idare etme konusunda
kaygili ve giivensiz olduklarini belirlemistir. Ogretmenler ise profesyonel yasamlarinin en stresli yaninin
zorlayicl ve uyumsuz 6grenci davranislari oldugunu belirtmektedirler (Allday, Hinkson-Lee, Hudson,
Neilsen-Gatti, Kleinke & Riissel, 2012).

Yapilan arastirmalar 6gretmen egitimi programlarinin 6gretmenleri sinifi ydonetme konusunda
yeterince hazirlayamadiklarini ve geleneksel hizmet igi egitim programlarinin da bu konuda ¢ogunlukla
yetersiz kaldigini gostermektedir (Boz, 2008; Landau, 2001; Macsuga & Simonsen, 2011;0’Neill &
Stephenson, 2012). Bunun sonucu olarak da 6gretmenler, uyumsuz davranislarla bas etme ve sinif
yonetimi konusunda sik sik yardim talebinde bulunmakta (Macsuga & Simonsen, 2011) ve okullar
ogretmenlerin sinif yénetimini etkili bir sekilde destekleme yollarina ihtiyac duymaktadir (Allday,
Hinkson-Lee vd., 2012). Egitimciler i¢in sinif yonetimi acgisindan pek ¢ok kaynak var gibi gorilmesine
ragmen Ogretmenlerin yeni ve daha gelismis yonetim stratejileri icin arayislarinin devam etmektedir
(Tobin & Simpson, 2012). Sadece egitimciler degil, ayni zamanda arastirmacilar, aileler ve okul
yoneticileri de ¢ocuklarin zorlayici davranislariyla basa gikabilmek ve ¢ikabilecek davranis problemlerini
onlemek adina kapsamli ve arastirma odakh yeni yaklasimlarin gelistiriimesi ¢cagrisini sirdiirmektedirler
(Benedict, Horner & Squires, 2007).

Cocuklarin davranislarini basarili bir sekilde yonetmek onlarin duygusal, sosyal ve ahlaki
gelisimleri hakkinda iyi bir anlayis gerektirir (Sempowicz & Hudson, 2011). Bu da ¢ocuklarin yaptiklari
davranislarin islevinin, davranisin ortaya ciktigl baglamin ve bu davranisin devam etmesini saglayan
cevresel unsurlarin incelenmesini ile mimkiindir (Trussell, Lewis & Stichter, 2008). Uyumsuz davranisin
devam etmesinde davranisin ¢evre, Ozellikle de 6gretmen, tarafindan nasil algilandigi hem davranigin
siirekliligi hem de davranisa miidahale agisindan &nemli bir unsur haline gelmektedir. Ogretmenler,
olumsuz davranisi ¢ocugun kendi kontroll disinda yaptigini diisindiigiinde, bu davranisa karsi daha
hosgorullii davranma egiliminde olmakta ve sinifta yapilan hi¢ bir midahalenin davranigi
degistirmeyecegini dlstnebilmektedir. Bunun sonucu olarak da, 6gretmenler problemin ¢6zimini
okulun disinda (aile, toplum, vb.) aramaya baslamakta ve kendilerini davranisi degistirme
sorumlulugundan kurtulmus hissetmektedirler (Johansen, Little & Akin-Little, 2011). Ote yandan
uyumsuz davranislari ¢ocugun bilingli olarak yaptigini dislindigiinde ©gretmenler, problemi
degerlendirirken 6gretmeni, sinifi ve okulu kapsayacak sekilde ele almak zorunda kalacak ve bu
davranisa yonelik miidahale yapma ihtiyaci hissedecektir (Johansen vd., 2011).

Kuramcilar 6gretmenlere basarili davranis yonetimi igin pek ¢ok yol sunmaktadir (Sempowicz &
Hudson, 2011). Etkili sinif yonetimi i¢cin 6gretmene sunulan o6neriler, 6dil ve ceza agisindan net
beklentiler olusturmaktan ¢ocuklari yonetim siirecine dahil etmeye cesitlilik gostermektedir (Cothran
vd., 2003). Sinif yonetimi modelleri 6gretmenin roll, cocugun sinif icindeki yeri ve toplumun egitim
amaglari agisindan oldukga genis inang yelpazesi olusturmaktadir (Evertson & Weinstein, 2006). Bazi sinif
yonetimi modelleri sinif ici disipline odaklanirken, bazilari da daha ¢ok cocuklarda igsel disiplinin
olusturulmasi adina 6gretmen ile gocuklar arasinda kurulacak iliskiye odaklanirlar (Tauber, 2007).
Ornegin, Lee Canter sinif ydnetiminde 6gretmenin otoritesini vurgularken Thomas Gordon cocuk ile
o6gretmen arasindaki etkilesimin dogasina odaklanmaktadir (Tauber, 2007).

Bununla birlikte, sinif ydnetimine yonelik egitim ve midahaleler cogunlukla davranis¢i 6grenme
kuramlarini temel almaktadir (Kubany, Sloggett & Ogata, 1974). Davranis¢i 6grenme kuramlari temelli
yaklasimlar bireyi ve bireyin davranislarini uyarici-tepki bag icerisinde 6n plana gikartarak ¢cogu zaman
davranisin ortaya ciktigi baglami ve etkilesim oOruntilerini gérmezden gelmektedir. Okul oOncesi
cocuklarinin uyumsuz davranislarini azaltmaya yonelik davranigsal miidahale yontemlerinin bliylk bir
bolimi 6dul veya ceza seklinde bireye yonelik yapilan midahalelerdir (Murphy, Theodore Aloiso, Alric-
Edwards & Hughes, 2007). Landau (2001) 6gretmen egitimi programlarinda sunulan sinif yonetimi
derslerinde (eger boyle bir ders sunulmussa) dersi veren 6gretim elemaninin genellikle ana konu (okul
oncesi, sinif 6gretmenligi, sosyal bilgiler, vb.) hakkinda uzmanliga sahip oldugunu ama sinif yonetimi
konusunda yeterince bilgi sahibi olmadigini belirlemistir. Bunun sonucu olarak da bu dersi veren 6gretim
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elemanlarinin, sinirh zaman ve vyetersiz bilgi nedeniyle yonetim stratejileri olarak hizli ve kolay
uygulanabilecek 6diil ve ceza sistemi Ogrettikleri gorilmektedir. Landau (2001), bu durumun hem
gelecegin 6gretmenlerine haksizlik oldugunu hem de bu uygulamalarin onlarin egitecegi cocuklarin
kilturel, duygusal ve 6zel ihtiyacglarina ve ilgilerine cevap veremeyecegini belirtmektedir.

Sinif yonetimi ile ilgili mevcut modellerin bir sinirlihigl, modellerin ¢ogunun tim sinif ekolojisini
degistirmek yerine miidahalenin hedefi olarak tek tek ¢cocuklara odaklanmasidir (Reinke vd., 2008). Pek
¢ok sinif yonetimi kuramcisi (bknz. Tauber, 2007) 6gretmenlerin ¢ocuklarin tizerinde kontrol olusturma
diistincesinin Otesine gegip ilgili konularda g¢ocuklarla birlikte calismalari gerektigini ve bireye
odaklanmaktan ¢ok butin sinifa odaklanmalar gerektigini savunmaktadir. Bireysel miidahalelerin
aksine, sinifin yapisini, iklimini ve organizasyonunu dikkate alan (Trussell, vd., 2008), sinifi bir bltin
olarak ele alan yaklasimlar ve miidahaleler, saldirgan, uyumsuz ve uygun olmayan davranislari
azaltmada, ¢ocuklarin yapilan etkinlige daha iyi odaklanmalarini saglamada ve siniflarda sosyal etkilesimi
arttirmada daha etkili oldugu bulunmustur (Murphy vd., 2007). Cuardino ve Fullerton (2010), ¢ocuklarin
icinde bulunduklari fiziksel ortam ile olumsuz davranislari arasinda yakin iliski oldugunu, sinifin fiziksel
ortami degistiginde davraniglarin da degistigini ortaya koymustur. Benzer sekilde Downer, Rimm-
Kaufman ve Pianta (2007), sinif ortaminin iki boyutu olan sinif kalitesi ve 6gretim baglaminin okuldaki
problemlere yonelik cocuklarin icinde bulunduklari riskle birleserek ¢ocuklarin sinif ici davranislarini
yordadigini belirlemislerdir. islevsel olmayan bir yapisinin oldugu siniflarda saldirganligin artigi,
cocuklarin kontrolsiiz olarak sinifta daha ¢ok dolastiklari, duygusal davranis bozuklugu olan gocuklarin
etkinliklere katilimin ve uyumlu davranislarinin azaldigi goruliirken olumlu sinif ortamlarinda uyumsuz
sosyal davraniglarin azaldigi gorilmektedir (Trussell vd., 2008). Etkili sinif yénetimi uygulamalarini
arttirmak icin sinif sistemini hedef almak, tek tek ¢ocuklari hedef almaktan daha verimlidir; ¢lnki
boylelikle hem daha etkili bir sekilde var olan davranig ve egitim sorunlari azaltilabilir, hem de ¢ocuklarin
gelecekteki problemleri daha biyik 6lgeklerde 6nlenebilir (Reinke vd., 2008).

Strein, Hoagwood ve Cohn (2003) toplum saghigi vyaklasimlarindaki degerlendirme ve
midahalelerde, bireysel ¢ocuk diizeyinden sistemler (siniflar, okullar, vb.) diizeyine dogru bir yonelme
olduguna isaret etmektedir. Okul yonetimini ve okul icindeki sosyal yasami sistemik bakis agisina gore
inceleyen, destekleyen 6nemli yaklasimlar ve modeller alanyazinda yer almaktadir (Abbott, 1969;
Bozkus, 2014; Getzels & Guba, 1957; Hallinan, 2001; Jensen, 1954; Lundgren, 1982; Lunenburg, 2010).
Bununla birlikte, bu bakis agisi henlz sinif igerisindeki 6gretmen ve 0&grencilerin etkilesimlerini
davranissal ve iliskisel boyutta ortaya koyacak diizeye gelememistir. Yapisal aile terapistleri,
organizasyonlarin hiyerarsi ve yapisini anlamada ve bu yapi icerisinde islevsel olan ve islevsel olmayan
davranislari belirlemede, bir sistem olarak ailelerin yapisal 6zelliklerini belirlemek, ¢cikan problemleri
tanimlamak ve ¢6ziim lretmek konusunda uzmanlasmis bireylerdir (Deacon, 1996). Dolayisiyla bir baska
sistem olan sinifin yapisal 6zelliklerini belirlemede, sinif icerisinde ortaya ¢ikan problemleri tanimlamada
ve c¢oOzimlemede, etkili ve islevsel bir sinif yonetiminin olusturulmasinda egitimcilerin aile
terapistlerinden alabilecekleri gesitli kazanglar vardir.

Aragtirmanin Amaci

Bu arastirmanin amaci, sinif ortami ile aile yasami arasindaki benzerlikleri ortaya koyarak sinif
icerisinde olusan yapiylr daha derinlemesine incelemek ve okul dncesi 6gretmenlerinin sinif yénetimi
deneyimlerini Genel Sistemler Kurami ve Yapisal Aile Terapisi kuramsal cercevesi icerisinde
yorumlamaktir. Bu amaclar ve kapsam dogrultusunda asagidaki sorulara cevap aranmaktadir:

4. Sinif igerisindeki sinif yonetimi ve davranis problemlerinin ortaya ¢ikmasina ve devamina neden
olan kisir dongusel davranis kaliplari nelerdir?

5. Sinif igerisindeki sinif yonetimi ve davranis problemlerinin ortaya ¢ikmasina ve devamina neden
olan sinif ici inanglar ve degerler nelerdir?

6. Sinif igerisindeki sinif yonetimi ve davranis problemlerinin ortaya ¢ikmasina ve devamina neden
olan gevresel etkenler nelerdir?
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Yontem
Katilimailar

Bu arastirmaya katilimci olarak Adana ili Yiregir ilgcesinde bulunan bir bagimsiz anaokulundaki
yedi adet okul 6ncesi 6gretmeni secilmistir. Bu anaokulunun se¢iminde kolay ulasilabilirlik, gonlltlik ve
okul yénetiminin ve 6gretmenlerin projeye dahil olma konusundaki isteklilikleri belirleyici olmustur. Bu
anaokulu disik sosyoekonomik ve sosyokiiltiirel diizeye sahip bir mahallede konuslanmis, yildiz tipi
olarak adlandirilan dort adet sinifa sahip bir okuldur. Okul, genis bir bahge icine konuslandiriimistir.
Sabahgi ve 6glenci olmak Uzere iki devreli egitim sunmaktadir. Sekiz tane okul 6ncesi 6gretmeni ve bir
tane de o6zel egitim Ogretmeni bulunmaktadir. Mudir digsinda, tim personel kadindir. Tablo 1'de
katilimci bilgileri sunulmustur.

Tablo 1.

Katilimci bilgileri

Ogretmenin Cinsiyet  Yas Kidem Sinif Siniftaki yetiskin  Grubun yasi

kodu mevcudu sayisl

01 K 29 5 25 2  (6gretmen + 5
stajyer)

02 K 24 4 22 2 (6gretmen + 3
stajyer)

03 K 25 8 18 3 (6gretmen + Ozel 3-4
egitim Ogretmeni +
stajyer)

04 K 26 6 27 2  (6gretmen + 5
stajyer)

05 (04 K 31 6 27 2  (bgretmen + 5

yerine) stajyer)

06 K 28 5 25 2 (6gretmen + 4
stajyer)

07 K 30 4 25 2  (6gretmen + 5
stajyer)

08 K 32 8 27 2 (6gretmen + 3-4-5
stajyer)

Tablo 1'de gorildigi gibi katilimcilar ve c¢alisma kosullari benzerlikler gostermektedir.
Katihmcilar arasindaki yas araligi 24 ile 32 arasinda degisiklik gostermekte ve kidem araligi ise 4-8
arasindadir. Sinif mevcudu 18 ile 28 arasinda degismektedir.

Veri Toplama Siireci

Bu arastirma kapsaminda okulda calisan yedi 6gretmenle 6nce tim 6gretmenlerin katildig bir
toplantida proje anlatiimis ve génulli olarak katilimlari istenmistir. Tum 6gretmenlerden sozlii olarak
onam alinmistir. Veri toplama siirecinde yil icerisinde farkli dénemlerde ikiser defa gorismeler
yapilmistir. BUtin gorasmeler yari yapilandirilmis olarak planlanmistir. Bu goérismeler 6gretmeni
tanimak, 6gretmenin sinif yonetimi anlayisina ve sinifta yasadiklari yonetimsel problemlere yonelik bilgi
toplama amaciyla yapilmistir. Gériisme sorulari sistemler kuraminin prensipleri ve alan yazin géz 6nilinde
bulundurularak, klinik goérisme prensipleri igerisinde acik uglu 10 soru seklinde hazirlanmistir.
Arastirmacinin kendisi sistemik kuram egitimi almis bir aile terapisti oldugundan gorlisme sorulari icin
ayrica uzman gorisline ihtiya¢c duyulmamistir. Gériismeler midir yardimcisinin odasinda bireysel olarak
ogretmenlerin goruslerini ve deneyimlerini 6zglirce ortaya koyabilecekleri esneklikte yapilmistir. Bu
gorismelerde 6gretmenin sinif icindeki deneyimleri ve karsilastigi durumlari nasil algiladiklari sorulmus,
bu goriismeler video ile kaydedilmis ve gorismeler 30-60 dakika arasinda stirmistiir. Veri toplama
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sirecinde bu 6gretmenlerden birisinin dogum iznine ayrilmasi durumunda yerine gelen sozlesmeli
6gretmenle veri toplama siirecine devam edilmistir.

Veri Analizi

Toplanan veriler 6ncelikle kelime kelime bilgisayar ortamina aktarilmis ve icerik analizi yéntemi
ile analiz edilmistir. Bu analiz sirecinde, sirekli karsilastirma metodu (Glasser & Straus, 1967)
kullanilmigtir. Analiz siiresi boyunca arastirmaci, sirekli olarak yeni verileri 6nceki bulgularla ve her bir
sinifin verilerini diger siniflarla karsilastirarak ve kuramsal cerceve gtz onilinde bulundurularak yeni
kodlar Gretmistir. Olusturulan bu kodlardan yola ¢ikarak kategoriler ve temalar olusturulmustur. Bu
surecte veri analizinde gecerlik ve giivenilirligi saglamak amaciyla kodlayici givenilirligini saglama adina
gorisme metinlerinin bir kismi kullanilarak ek kodlayicidan faydalanilmistir. Veriler icerisinde (¢ sayfa
rastgele secilerek nitel arastirma alaninda uzman ve sinif yonetimi calisan bir 6gretim elemanina
sunulmustur. Ek kodlayicinin olusturdugu kodlar ve kategoriler incelendiginde arastirmaci ile ek kodlayici
arasinda uyumun yiksek oldugu gorilmuastlir. Aradaki farklihklar géz onilinde tutularak tema ve
kategorilere son sekli verilmistir.

Sonuglar

Yapilan analizler sonucunda, siniflarda duygusal acgidan bir kopukluk yasanirken davranigsal
sinirlar agisindan belirsizlik oldugu gorilmustir. Bu celiskili durum, bir yandan c¢ocuklar i¢in sinifa ait
olmayi zorlastirirken diger yandan sinif Gyelerinin birbirlerinin sinirlarini isgal etmelerine olanak
vermektedir. Sinif icindeki sinirlarin islevsel olmayan gecirgenligine sahip oldugu ve sinif icerisinde
cocuklarin 6gretmenin kontroli ve bilgisi disinda dolasip etkilesime girdigi ve hatta sinifin disina
cikabildikleri 6gretmenlerin sdylemlerinden anlasiimaktadir. Ogretmenlerin, sinif igindeki kurallari
belirleme ve bu kurallarin yerlesmesini saglama sirecinde, etkinlik segiminde ve olumsuz davranislara
midahale konularinda benzer bir yol izledikleri, segtikleri etkinliklerde biitiin sinifi dahil ederken sinif
yonetimi ve uyumsuz davraniglar konusunda bireysel miidahaleleri tercih ettikleri sonucuna ulasilmistir.
Ogretmenlerin uyumsuz davranislara yénelik daha cok bireysel 6diil-ceza miidahalelerini kullandiklari,
cocuklara sozlerini dinletebilmek igcin ¢cogunlukla bagirmak, mudirden ya da velilerden yardim almak ya
da c¢ocugu bir baska sinifa géndermek gibi cezalara basvurdugu belirlenmistir. Ayrica 6gretmenler
Gizerinde var olan 6zel glin ve haftalara yonelik ¢ocuklarla birlikte etkinlik hazirlama baskisi egitim
sirecinin akisini bozarak hem oOgretmen 6grenci etkilesimin kalitesini dislirmiis hem de sinif
yonetiminde zorluklar ve sikintilar ortaya g¢ikarmistir.

1. Sinif igerisindeki kisir dongiisel davranis kaliplari

Sinif icerisinde, sinif yonetimi ve davranis problemlerinin ortaya ¢ikmasina ve bu problemlerin
devamina neden olan durumlar incelendiginde bu nedenlere yonelik ¢ tema ortaya cikmistir. Bu
temalar; égretmenlerin sinif kurallarini olusturma ve yerlestirme siireci, uyumsuz davranislara
yonelik gelistirdikleri miidahaleler ve 6gretmenlerin uyguladiklari 6gretim stratejileri olarak
belirlenmistir. Arastirmaya katilan 6gretmenlerin tamami kurallari belirleme, sinif icinde olusan
etkilesim oruntilerini dizenleme ve davranis problemlerine midahale konularinda benzer bir yolu
tercih ettikleri goriilmektedir. Dongisel davranis kaliplari, olumlu ya da olumsuz, okulun ilk glinlerinden
itibaren sinif kurallari baglaminda olusmaya baslamaktadir. Ogretmenlerin tamami, belirli kurallarla ilk
gine basladiklarini, bu kurallarin yerlesmesinde kurallari gorsellestirme, sik sik hatirlatma ve uyarma,
odll ve ceza kullanma gibi stratejiler kullandiklarini belirtmiglerdir. Kurallarin yerlesmesi sirecinde
uyumlu ve uyumsuz davranislar netlesmekte ve bu durum zaman zaman cocuklarla 6zdeslesmeye
baslamaktadir. Zaman gectikce, cocuklar da uyumlu ve uyumsuz olarak siniflandiriimaktadir. Ornegin 06
bu durumu su sekilde ifade etmistir.

06: Ya hani klasik olacak, sinifa ilk geldiklerinde kurali belirtiyoruz. Sunlar sunlar diye. Kurala

uyanlara 8dil veriyorum. Odiil olmazsa en biyik 8diil onlari 6pmek sevmek oluyor, alkislatmak

oluyor. Mesela birinin yaptigi glizel bir sey gdziime ¢arpinca; “arkadasinizin yaptigi cok giizel bir

hareketti” deyip onu alkiglatiyorum. Mesela biri masanin Ustiine ¢ikmis olsun; “bu arkadasinizin
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yaptigl dogru bir sey mi?” diyorum, “hayir” diyorlar. Cocuk yapmadan sessizce geciyor yerine,
onu tekrarlamiyor bir daha insallah.

Ogretmenler, istenmeyen davranislari énlemek ya da ortaya cikan olumsuz davranislari
dizeltmek amaciyla daha c¢ok bireysel ve davranisgi midahale yontemlerini tercih ettiklerini
belirtmislerdir. Bazi tercih edilen miidahale yontemleri 6diil-ceza, bagirma, (ist otoriteye basvurma ve
¢ocugu gruptan tecrit etme ya da aileyle goériiserek ¢ocugu profesyonel yardima sevk etme seklinde
ortaya cikmaktadir. Ogretmenlerin uyumsuz davranislara yénelik daha ¢ok bireysel &diil-ceza
mudahalelerini kullandiklari, sinif icinde karsilastirma yaparak ve 6rnek gostererek sosyal 6grenme
ilkelerini sik sik kullandiklari belirlenmistir. Ogretmenler her ne kadar basta olumlu dil kullanma ve
sorumluluk verme gibi stratejileri kullansalar da, kisa siire icinde tepkisel-davranissal stratejilere geri
donduklerini belirtmislerdir. Asagidaki 6gretmen ifadeleri yukaridaki durumlari 6rneklendirmektedir.

05: Dért cocukla su sekilde yapiyoruz. Mesela &diil-ceza, yani cezamiz sandalyeye oturmak,
disinmek. Odilimiz ise, bazen duruma gore, gbrevlendirme cok vermeye calisiyorum.
Mesela, “bana yardimci olur musunuz?” diyorum. Dikkatlerini dagitmak istiyorum mesela, bir
seylerle oyalandiklari zaman yaramazlik yapamiyorlar. Firsat bulamazlar, disiinemezler diye
gorevlendiriyorum, goérevlendirdigimde de alkislatiyorum. “Tesekkiir ederim, tebrik ederim,
beni cok mutlu ettiniz, yardimci oldunuz” gibi. Onlar ¢cok mutlu oluyorlar. Boyle olunca daha ¢ok
eski hatalarindan uzaklasiyor yani daha ¢ok yardimci olmayi sevdiklerinden yaptiklari isten
dolayi sevildiklerini gorlince daha ¢ok yardimci olmaya ¢alisiyorlar. Mesela bir arkadasina giizel
bir davranista bulundugunda alkislatiyorum; "ne glizel yaptin arkadaslarina yardimci oldun.” O
sekilde yapiyorum, “iste 6rnek 6grencimiz." Bazi davranislarinda yildiz takiyorum, glzel bir
hareket yaptiklarinda.

03: Diger iciinden en fazla o sikinti yapiyor ciinkii onun isirma huyu da var. Mesela
arkadaslariyla davranislarinda istemedigi bir, engellendigi zaman bir gocugu isiriyor. Ailesiyle
konustum. Okulda sevdigi seylerden mahrum ediyorum, ailesine séyledim, onlar da okula
gdondermem, tiyatro var tiyatroya gondermem, o sekilde konusarak engellemeye calisiyorlar.

Tim bu midahaleler sonucunda davranis degisikligi olusturulamadiginda ise 6gretmenler bu
sirecteki kendi katkilarini yadsiyarak olumsuzluklarin nedenlerini 6grencinin kisilik yapisina ya da aileye
atfetmekte ve bu durumu degistirilemez olarak nitelendirmektedir. Davranisin nedenlerinin
o6gretmenden ve sinif ortamindan bagimsiz bir nedene baglanmasi, 6gretmenin sorumlulugunu ortadan
kaldiriyor gibi gorinmektedir. Bunun sonucu olarak da, sorunun ¢6ziimi konusunda 6gretmenin daha
fazla caba harcamasi gerekliligi de ortadan kalkmaktadir. Cocugun belli bir davranista israr etmesi
durumunda bir siire sonra ¢ocuk 6gretmen tarafindan gérmezden gelinmeye baslanarak sinif icerisinde
cocugun bu davranisina géz yumuldugu ifade edilmistir. Bu asamada 6gretmen durumu kaderci bir
anlayisla kabullenerek artik degistirme ¢abalarindan vazge¢cmektedir.

03: Hani beni seviyor, benim géziime girmek icin ugrasiyor; bir seyler yapiyor ama dedigim gibi
¢ok hiperaktif oldugu icin kendini engelleyemiyor.

08: istedigi herhangi bir sey yok, hocam. Hani onunki tamamen ilgi cekmek mi diyeyim, dikkat
mi istiyor, surekli her sey kendi tizerinde mi olsun istiyor... Hani ters insanlar olur ya, hani bir
sey soylersiniz de “Hadi ya, niye yapacakmisim” falan. Aynen hareketler o sekilde bunda zaten,
ben bir seyini yakalayamadim. iyi davrandim, iyi davrandigimda da bir degisiklik olmadi; kétii
davrandim, kizdim ceza verdim yine bir degisiklik olmadi. Hani anne surekli diyor, “Ben
psikologa gotiiriiyorum, psikiyatra gittik; bize ilag da verdi; kullaniyoruz,” diyor. “Olmuyor,
degismiyor” diyor.

06: Simdi anne baba bosanmis olunca herhalde diyor annenin davranisiyla babanin davranisi
birbirine ters midir degil midir? Onu da bilmiyorlar. Biri bu yaptiklarindan memnun degildir,

hosnut degildir ona gére davraniyordur. Hani digeri hi¢ bunu sallamiyordur, devam et oglum,
sen iyisin oglum falan. Belki cocuk da onun bocalamasini mi yasiyor? Bilmiyorum.
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06: Yok. Hani huyunda olmayan bir cocuksa ¢ok da {stiine gitmiyorum. Yani ¢ok baski kurdugun
zaman da ya okula gelmek istemiyor. Demek ki o onda yok diyorum. Onu ne yapiyoruz? Ya
anneyle ya babayla, “Sizin cocugunuz bunu yapmak istemiyor; bunu evde de siz destekleyin,
bende burada yapayim.” yani fayda oluyorsa oluyor. Cok da tistiine gitmiyorum, ¢cok olumsuz bir
olay degilse.

Sinif icerisinde problemli davranislarin olusmasinda ve devam etmesinde 6gretmenlerin 6gretim
yaklasimlarinin ve stratejilerinin de énemli bir yeri bulunmaktadir. Ogretmenlerin hepsi, yaptiklari
etkinliklerin tiim grup etkinligi oldugunu belirtmislerdir. Bu da sinif yapisinin 6gretmen merkezli bir
yaplya donlsmesine ve etkinliklerin asiri derecede uzun olmasina neden olmaktadir.

07: Evet bes yas grubu, sayilari tanimayan 6grencilerim var matematik calismasi zaten 25
ogrenciyle 1-1.30 saat siriyor. Bir sanat etkinligi yapiyoruz iki saat, 23 Nisan hazirligimiz bir
saatimizi aliyor... Yani bir yemege gidiyoruz ¢ikiyoruz 1-1.30 saatimizi aliyor. Cocuklar hi¢ mi bos
durmasinlar yani sanattan ¢ik matematige, matematikten cik siire, siirden ¢ik hikayeye. Bir 15
dakika gikartiyorum parka, 15 dakika da yetmiyor.

Bu durum, sinif ici etkilesim Orilintlisiinii 6gretmenin grubu toplamasi, dikkatlerini etkinlige
yogunlastirmasi, katilmak istemeyen ya da katilimi diisik olan gocuklarla 6zel ilgilenmesi ve etkinligin
bitiminde yeni etkinligi gecis yapmasi seklinde bir déngliye dénustirmektedir. Boyle bir sinif yapisi,
uyumsuz davranislarin ortaya ¢ikmasi icin ortam hazirlarken var olan uyumsuz davranislarin da devamina
neden oldugu gorilmektedir.

02: Sanat etkinligindeysek o zaman sikiliyorlar, ¢iinkii bircoguyla ayni anda ilgilenmek zorunda
kahyorsun, o faaliyetini tamamlamiyor. Mesela herkes faaliyetini tamamliyor, asiyoruz kenara
panoya, ailelerine gosteriyorlar aksam giderken. Diyorum, “senin faaliyetini tamamlamayacagiz,
sen bu giin yaramazlik yaptin.” Bu onun igin bir durdurucu oluyor yani diger etkinliklerde, zaten
grup olarak yaptiklarimizdan o kadar sikinti yasamiyoruz.

Ogretmenlerin sinif kurallarini olusturma ve yerlestirme siireci, uyumsuz davranislari nasil
algiladiklari ve bu tiir davranislara yonelik gelistirdikleri tepkiler ile uyguladiklari 6gretim stratejileri bir
yandan cocuklarin uyumsuz davranislar gostermesine zemin hazirlarken bir yandan da uyumsuz
davranislarin tekrar ortaya ¢ikmasina ve siiregenlik kazanmasina neden olmaktadir. Ogretmenlerin
¢ozim amacgh tercih ettikleri midahale yontemlerini (6dil, ceza, gérmezden gelme vb.) uygulama
tarzlarinin olumsuzluklari devam ettirdigi gorilmektedir.

2. Sinif igerisindeki inang ve degerler

Ogretmenlerin sahip olduklari inan¢ ve degerlere yonelik tic tema 6n plana ¢ikmaktadir. Bu
temalar; sinirlar, otorite ve uyumsuz davranislara yonelik 6gretmen algilariseklinde belirlenmistir.
Ogretmenlerle cocuklar arasinda duygusal anlamda mesafeli bir iliski, hem sinif icinde kurallarin ve
sinirlarin islevsizlesmesine, hem de 6gretmenin ¢ocuklar Uzerinde otoritesinin etkisizlesmesine neden
olmaktadir.

Ozellikle Gic 6gretmenin sinifinda cocuklar, 6gretmenin kontrolii ve bilgisi disinda sinif icinde ve
sinif disinda dolagip etkilesime girmektedir. Tum okulda g¢ocuklarin siniftan ¢ikip koridorda, baska
siniflarda ya da bahgede 6gretmenin haberi ve izni olmadan dolasmasi sik goriilen ve kaniksanmis bir
duruma donlismustir. Bu durum sinif icindeki sinirlarinin islevsel olmayan gecirgenligine ve sinif
sisteminin diger alt sistemlerle ve okul sistemi ile sinirlarinda probleme isaret etmektedir. Bu duruma
yonelik bazi 6gretmen sdylemleri asagida sunulmustur.

03: Bu toplanma olayi, benim ii¢ tane birbirinden hiperaktif 6grencim var. Onlara siirekli “sus,
dur, yapma, hadi oglum otur yerine”. Bazen disari c¢ikiyorlar; geri geliyorlar. Diin mesela ¢ok
korktum. Palyacolar gelecekti sinifimiza. Tabi palyago dedigim de bir 6gretmen ve bir stajyer
palyaco oldular. Onun heyecani ile her halde, cocuk palyaco gosterisinin yapilacagi sinifa gitti.
Biz de o arada sanat etkinligi yapilyoruz. Sanat etkinligi yaparken bir anda aklima geldi,
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6grencimin adini soyledim. “Nerede bu?” dedim. Baktik birbirimize, nerede bu, yok. Sonra
tuvalete baktim, yok. Mutfaga baktim yok. Diger siniflara baktim, yok. Sonra kan beynime
sicradi tabi o anda. O palyagolarin gittigi sinifa gittiSimde baktim c¢ocuk orada oturuyor,
heyecanla palyacolari bekliyor.

Ogretmenlerin sozlerini dinletebilmek ve otorite kurabilmek igin basvurduklari bagirmak,
cezalandirmak, mudirden ya da velilerden yardim almak ya da ¢ocugu bir baska sinifa gondermek gibi
midahaleler ve cezalar nadiren amaca ulasmakta, tim bu c¢abalara ragmen c¢ocuklarin benzer
davraniglara devam ettigi gorulmektedir. Bunun sonucu olarak da sinif icindeki davranis ve uyum
problemleri azalmak yerine artarak devam etmektedir. Ogretmenlerin cocuklar Uzerinde otorite
kuramadiklari ve sinif icindeki hiyerarsinin islevini vyitirdigi durumlarda yaptiklari midahalelerin de
etkisizlestigi ve bunun sonucu olarak da caresizlik duygusuna kapildiklari gérilmektedir. Asagidaki
ornekler bu durumu betimlemektedir.

08: Gegenlerde yine béyle bir olay yasadik. Ben miidiir beye seslendim, c¢linkii artik bas
edemiyorum. Mudir beye seslendim o geldi sinifa, masanin altina girdi bu. Orda bas bas
bagiriyor. Masayi indirip kaldirip yere vuruyor. Middr bey bile geldi ¢cikartamadi.

01: Gergekten de benim kendime karsi seyim de kalmadi, éyle deyim. Ciinkii hadi otoriteyi
kuruyorsunuz Uzerine yikleniyorsunuz. Oturman gerekir. Gergekten sandalyeyi ¢ekip oturuyor
ama iki dakika sonra zaten ayni yere geri dénmus oluyor arkami dondigiim zaman.

04: Bir dgrencimin de séyle problemi var hocam, ben daha onu ¢6zemedim yani asamadim, tek
basima asamiyorum. Ailenin de ¢ocuga yapmasi gereken bazi seyler var. Mehmet Ali ¢cocugun
adi, cocuk boyle dedigim dedik, inat mesela, bir oyuncak paylasamadilar. Gegen oyuncagi aldim
iste cektim ortamdan, dogru mu yanlis mi bilmiyorum, “ikiniz de oynamayin”. Cocuk bu defa
bana saldirdi, boyle sag bas giristi resmen. Zeynep hoca da buradaydi, ¢ekti ¢ocugu falan. Biraz
yapili boyle esarbi falan hepsini ¢ekti. Sonra aileleriyle konustum, “bizde de ayni seyi yapiyor,
inatcl, biz de bir sey diyemiyoruz” diyorlar. Sinifta da arkadaslariyla bu benim diyorsa benim
olacak, yoksa arkadasina saldirganlasiyor. Daha olayl ¢6zemedik bilmiyorum ne yapabiliriz?
Kendine de zarar veriyor, vurma, tirmalama gibi ya kendine zarar veriyor ya bana ya arkadasina.

Ogretmenlerin cocuklarla iliskilerinde otorite kuramamasi, davranis ve uyum problemlerine
yonelik, sinifin yonetimini saglamak adina yaptiklari midahalelerin amacina ulasmamasi siniftaki gilic
dengesinin ve hiyerarsinin islevsel olmadigina isaret etmektedir. Asagidaki goriisme notlari otorite ile
ilgili durumu yansitmaktadir.

04: ... Cok bdyle arttigi zaman, mesela sdyliiyorum sdylilyorum anlamiyor. Késeye cekiyorsun,
“sandalyeye otur”. Oturuyor ama arkadasina surekli soyleyecegini soyliyor, yapacagini yapiyor
iste. Yapacagini her halliikarda yapiyor. Cezasi bitiyor, her neticede yine devam ediyor.

01: Ama kesinlikle oturmuyor. Siz siirekli onun pesinden kosmaniz gerekiyor. Kendisi gelip
oturmasi gerekiyor. Ben ona taviz verirsem o aldigi gibi devam ediyor ve elim sirekli ensesinde
olmasi gerekiyor. Bu da miimkiin degil. Yani bu durumda ben ¢aresiz kaldim.

07 harig diger dgretmenler siniflarinda belli basli cocuklarin problemli davranislar sergileyerek
sinif ydnetimini zorlastirdiklarini ifade etmislerdir. 07, cocuklara diizenli geri bildirimler sunarak ve
beklentilerini net ortaya koyarak sinif icerisinde islevsel bir diizen kurdugunu ve sinifinda c¢ikan
problemleri sinifin genel durumu ve sartlara baglayarak gecici olarak nitelendirdigini belirtmistir.
Asagidaki ifadeler O7’nin bakis agisini yansitmaktadir.

07: Birkag dgrencimiz hani lavaboya giderken izin almadan gidiyordu. Ve ben bunu siirekli dile
getirerek izin almalarinin gerektigini, su icmek isteseler bile izin almalarini gerektigini dile
getirdim. Su an da cok diizenli, lavaboya gitmek isteseler bile “Ogretmenim gidebilir miyim?”, su
icmek isteseler “Ogretmenim su icebilir miyim?”, “Kalemimi alabilir miyim?” hani bu diizen
oturdu su an da.

688



Mustafa YASAR — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 665-696

07: 25 6grencim var biriyle ilgilenirken 24 birbiriyle, bir de benim erkek dgrencim daha fazla.
Erkek ©grenci sayim biraz daha hareketliler, artik ¢ok hareketliler oturmuyor cocuklarim
oturmuyor, 6zellikle 2-3 6grencim ¢ok hareketli kizsan olmuyor.

07: Ya su anda hicbir problem yok sinifta, sadece sinifta artik baharin getirdigi enerji mi deyim
sirekli bahgeye c¢ikmak istiyorlar. Hani ginlik c¢ikartiyorum 15 dakika da olsa. Bahgeye
¢ikartmaya galisiyorum ama 15 dakika yetmiyor.

islevsel olmayan sinirlar ve otoritenin oldugu ortamlarda, bir siire sonra davranis problemi
gosteren ve uyum sikintisi yasayan cocuklarin sinif igerisinde tum problemlerin ve sinif yonetiminde
ortaya ¢ikan sorunlarin kaynagi olarak gériilmeye baglandigi saptanmistir. 03 kodlu 6gretmenin “Ya o iig
6grencim olmasa sinifim zaten mikemmel olacak.” ifadesi bu durumu acik¢a ortaya koymaktadir.
Ogretmenler bu cocuklari problemlerin kaynagi olarak gordiiklerinden bu cocuklarin uyumlu
davranislarindan ¢ok uyumsuz davranislarina dikkatlerini yénlendirmektedir. Asagidaki 6rnek de bir
cocugun siniftaki tiim problemlerin kaynagi olarak gérilmesine yonelik 6rnek sunmaktadir.

01: Ya en biiyiik sikintim Turan. Ciinkii oturmusuz hepimiz faaliyet yapiyoruz, atiyorum, bir
kesme katlama olsun, bir boyama olsun. Ortada gezen, elde bir araba onun 6bdirinin altindan
gegiyor. Masanin, siranin dolaplarin Ustiinden gegiriyor. Siirekli ben o ¢ocugu alip
oturtturuyorum, aliyorum, geri oturtturuyorum. Bir, 6bir cocuklarin hakkina giriyoruz,
digerlerinin dikkatini dagitiyor. iki, rahatsiz ediyor. Ug, vurma aliskanhgi var. Hani burada tek bir
cocugun problemi her c¢ocugun problemi haline geliyor. Sen onu uyarmaktan onu cekip
cevirmekten bir kenara diger ¢cocuklarin ihtiyacini karsilayamiyorsun.

3. Cevresel etkenler

Sinif icerisindeki davranis problemlerinin ortaya ¢ikmasinda 6gretmenin sinif icinde yaptigi
uygulamalarin ve sinif ici etkilesimin yani sira okul ve aileden kaynaklanan gevresel unsurlar da 6nemli
rol oynamaktadir. Bu kapsamda temalar ailesel etkenler, okul program ve uygulamalari ile 6gretmen
cocuklari seklinde olusmustur. Bu cevresel unsurlar arasinda ailelerin yasam tarzlari ve aile igi iliskileri
onemli yer tutmaktadir. Ebeveyn tutumlari, aile icindeki kurallar ve uygulamalar ve aile ile okul
arasindaki etkilesim bu siirecte cocuk davranislarinin sekillenmesinde rol oynayan 6énemli unsurlardir.
Ogretmenlerin tamami ailesel etkenleri sinifta yasadiklari sinif yénetimi sorunlarinda en 6nemli
unsurlardan birisi olarak nitelendirmislerdir. Asagidaki ifadeler bu durumu betimlemektedir.

02: ikinci cocuk olunca genelde aileler géndermis. Ogrencilerim ¢ok var, iki de kardes var evde.
ikisiyle ugrasamiyorum, okula génderiyorum. Normalde birgogu seneye okula baslamayacak
ogrencilerdi. Yani okula hazirlansin diye gonderen pek yok iclerinde. Bir tane ancak. Ya “bas
edemiyorum evde o ylizden gonderiyorum” diyorlar ya da “kardesi var ikisini bir arada
ylratemiyoruz” diyorlar.

Cocuklarin Bahar doneminde 6zel gilinler ve yilsonu gosterilere hazirlanma siirecinde egitsel
etkinlikler azalmakta ve bu siirecte gretmenlerin sinif ydnetimine yaklasimi da degismektedir. Ozel giin
ve haftalari kutlamak ve belirli donemlerde gosteri diizenlemek bu okulun egitim politikasi oldugundan
biitiin dégretmenler benzer kosullarda galismaktadir. Ozel giin ve haftalar icin sinifta ve okul genelinde
yapilan uygulamalar bazi durumlarda bir grup ¢ocuk lizerinden yiratilmekte, bu siirecte diger cocuklar
ya bir stajyerle ya da yetiskin gozetimi olmadan kendi baslarina kalabilmektedir. Ayrica, bu gosteri ve
etkinlik hazirliklarinda ¢ocuklarin dahil olduklari uygulamalar bir yandan cocuklari gelisimsel agidan
zorlarken diger yandan 6gretmenlerin de sinif yonetimi ve disiplin stratejilerini, dolayisiyla bir donem
boyunca olusturulan kurallar, ritleller ve sinif sistemini bozarak davranis problemlerine ortam
hazirlamaktadir.

O1:Yeri geliyor zaman yetismiyor. ikinci dénem ciinkii. Simdi hem semazene calistiriyoruz;
mehter takimi kurduk, ona calistirlyoruz. Ayni zamanda farkh bir Kafkas gosterisi yapacagiz. Bu
etkinliklere de zaman ayirdigimiz zaman geriye cok fazla bir sey kalmiyor.
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Arastirmaci: Onlar sey mi oluyor? Mehterle Kafkas danslari yilsonu gosterisi mi olacak.

O1: Hihi. Semazeni de insallah Kutlu Dogum icin bu Persembe yapilacak. Cok fazla sey kalmiyor.
Yasayacagimiz problemler daha fazla, daha hizli, daha ¢ok sey. Son zamandayiz her sey vermek,
her seyi hizli hizli vermemiz gerekiyor. Zamanimiz kalmadi.

07: Evet mesela diin Kutlu Dogum Haftasini yaptik, giinimiiz éyle gegcti. 23 Nisan hazirhgimiz
saat 2.30, 3.30, 4.00 olmus hala ¢ocuklarimiza 23 Nisanla ilgili siirlerimizi ezberletiyoruz.
Gosterimizi yaptirmaya galisiyoruz. Zamanimizi biraz aliyor aslinda ama veliler de ¢ok istiyorlar.
Ama zamanimizi ¢ok harciyor, zaten beg saatlik bir egitim veriyoruz.

Arastirmaci: Sinif ydnetiminizi nasil etkiliyor?

07: Ya sinif yénetimimizi serbest zaman etkinligi saniyorlar cocuklar onu. Mesela yeri geliyor
birbirleriyle, mesela o yuvarlak olma hareketimiz var, orada birbirlerine bir anda vuruyorlar.
Orada da miidahale etmiyorum ki ¢ocuk zaten hos, oyun oynuyor tabi. Orada kendilerini
serbest zamanda sanip biraz daha hareketli hallerine déntyorlar. Tabi ki sinif yonetimimiz o
anda gocuklarin eline kaliyor.

08: Simdi sdyle, 23 Nisanda cok fazla bir sey yapmiyoruz zaten. Oniimizdeki hafta icinde sey
dislintiyoruz, Kutlu Dogum Haftasi programimiz var onu yapacagiz. Onda bir semah gosterisi
hazirliyoruz. Hatta iste bir 4-5 erkek cocuk diger siniflardan da segtik ortak hazirliyoruz onu. O
esnada ben sinifi stajyere devrediyorum. O ilgileniyor onlarla.

Sinif ve okul igerisindeki yetiskinlerin sayisi arttikca aralarindaki diisiince ve uygulama
farkhliklari zaman zaman sinif icindeki uyum ve davranis problemlerinin ortaya ¢ikmasina ve bu tir
davranislarin strreklilik kazanmasina yol acabilmektedir. Bu durum 6gretmen ile ebeveynler arasindaki
tutum ve davranis farkliliklari seklinde ortaya g¢ikabilecegi gibi, mudir ile 6gretmen ya da 6gretmen ile
stajyer arasindaki iliskilerde de ortaya cikabilmektedir. Calisma grubundaki 6gretmenlerin basta bu
durumdan dolayi sikinti yasadiklari ama zamanla siniflarinda diizen sagladiklari goriilmektedir. Asagidaki
ornek ifadeler bu durumu agiklamaktadir.

03: Hani birak dedigimiz zaman birakmiyor. Kahvaltiya gittigimiz zaman sey yapiyor; en
sonunda biraktirdigimiz zaman aglamaya basliyor. Bu sefer stajyere gidiyor. Stajyer ona sariliyor
falan, bunu fark ettim. Dedim ki, “ben ne yaparsam yapayim c¢ocuk sana geldiginde ona
sarilmiyorsun, 6gretmen ne derse o diyorsun” dedim. Ondan sonra, “tamam hocam” dedi. O
sekilde simdi dyle yapmiyor. Hani ben ne dersem onu uyguluyor. Onceden bir ona gidiyordu,
benden stajyere, stajyerden yiiz bulamiyorsa digerine, o dyle kademeli kademeli.

Ayrica iki 6gretmenin ¢ocuklarinin bu okulda 6grenim gérmesi ve bu ¢ocuklarin bazi imtiyazlara
sahip olmasi, tiim okulda 6gretmenler agisindan bazi disiplin ve yénetim problemi olusturmustur. Bu
cocuklar genel sinif kurallarindan muaf tutulmus ve istedikleri zaman annelerini gormek bahanesiyle
diger siniflara gidebilmis ya da okulda 6gretmen kontroli disinda dolasabilmistir. Bunun sonucu olarak
da ogretmenlerin koyduklari kurallarin inandiricihgl ve ortaya koyduklari otoriter tutumun etkisi
zayiflamistir. Asagidaki 6rnek alintilar bu durumu betimlemektedir.

03: Eyliil'iin bagindaki Ege ile su anki Ege ¢ok farkli. O zaman hic sinifa girmiyordu. Bir ev var,
orta alandaki o evin icine giriyordu; siniflari geziyordu. Sonra artik arkadaslari alistilar, bazen
aralarda cikiyor, baska siniflari bir geziyor ne yapiyorlar diye. Ya bir 6gretmen ya bir stajyer
kucagina alip Ege geldi sinifa, deyip geri getiriyorlar.

Arastirmaci: Hatirladigim kadariyla sizin oglunuz sizin yas grubunda sinifin.
06: Benim yas grubumda, ayni. Benim oglanin yasi kiigiik ama benim sinifimda.
Arastirmaci: O nasil oluyor, sey oluyor mu?
06: O nasil oluyor, ben gocuklara onu sdyle kabul ettirdim. Benim oglum buraya gelmek
zorunda, ¢linkli ona evde bakacak kimse yok. Mecbur getiriyorum yanimda. Ama hani..
Arastirmaci: Kag yasindaydi?
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06: Dordu bitirdi. Dort yasindaydi, bese girdik Mart ayinda girdik, Mart’in son haftasinda.
Cocuklara su sekilde anlattim ben; benim oglum sizden kiiglk, sizin yapabileceginiz bircok seyi
yapamaz. Yapamadigl icinde onun egilimleri farkli. Ben mesela size etkinlik yaptiriyorsam;
okuma, yazma, sayma yaptiriyorsam benim oglum bunlari yapamayacak. O ylizden onun ilgisini
cekmiyor. O farkl bir sey yapacak. Cocuklar bunu oyle kabul ettiler ki mesela oyun etkinliginde
Erdem oradan bir oyuncak bile alsa ¢ogu..

Arastirmaci: Gormezden geliyorlar.

06: Gérmezden geliyorlar onu.

Tartisma Ve Oneriler

Okul 6ncesi 6gretmenlerinin sinif icindeki yonetim ve disiplin odakh deneyimlerini inceleyen bu
arastirmada, 6gretmenlerin sinifi bir sistemden ok bir bireyler toplulugu olarak gérdigini ve bunun
sonucu olarak da uyumsuz davranislara yonelik midahalelerinin davranisgi- bireysel dizeyde
gerceklestigi belirlenmistir. Ogretmenlerin etkinlikleri sunus sekli, uyumsuz davranislara yonelik algilari
ve uyumsuz davraniglara yonelik miidahaleleri uyumsuz davranislarin ortaya ¢ikmasinda ve devaminda
dnemli rol oynamaktadir. Ogretmenin sinif icinde olusturdugu otoritesi, sinif icerisindeki kurallar ve
beklentiler ve ¢ocuklarin sinif icerisinde kendi aralarinda ve 6gretmenleriyle kurduklari iliskilerin sicaklik
ve yakinlik derecesi sinifta olusan yapiyi belirlemektedir. Ogretmenlerin sinif icerisinde islevsel otorite
kuramadiklari, kurallarin ve beklentilerin net ve tutarh olmadigi ve c¢ocuklarin kendilerini ait
hissetmedikleri siniflarda davranis problemlerinin arttigi gorilmektedir.

Sinif sadece insanlardan olusan bir topluluk degildir. Sinif icerisinde, tipki ailede oldugu gibi,
tekrar tekrar ortaya ¢ikan ve tahmin edilebilir etkilesim orlintlleri vardir ve bu oriintiler, aidiyet
duygusu, gerilim ve hiyerarsi gibi toplumlar icin dnemli olgulari yansitarak davraniglara ve iligkilere anlam
vermektedir (Gladding, 2011). Yapisal Aile Terapisi yaklasimi sistem igindeki problemli davranislar ile
sistemin degisime yonelik tutumu arasindaki iliskiye vurgu yapmaktadir (Minuchin, 1974). islevsel bir
yap! hem istikrar hem de degisime yonelik esneklik gerektirmektedir (Goldenberg&Goldenberg, 2008).
Dolayisiyla, sinifin istikrara oldugu kadar degisiklige de ihtiyaci bulunmaktadir. Cocuklarin ¢ok hizh
degistigi ve gelistigi, sinif icindeki sosyal iliskilerin dinamik yapisi g6z 6niinde bulunduruldugunda ve
sinifin okul, aile ve diger toplumsal sistemlerle iliskisi bu duruma dahil edildiginde siniftaki degisim
ihtiyaci net olarak gorilebilmektedir. Bir sistem degisim becerisi gbsteremediginde bir iye problemli
davranis gelistirir (Minuchin, 1974). Bu problemli davranis, sistemin dengesini devam ettirmesi yoniinde
pozitif amaca hizmet eder. Dolayisiyla, sinif sisteminin bitinlGgl yeni bir degisim tarafindan tehdit
altinda oldugunda bir sinif tyesi problemli davranis gelistirerek sinif batinlGgind korur.

Sistem icerisinde ortaya ¢ikan problemli davranislarin sistemin devami ve dengesi konusunda
bir islevi vardir. Bu durumda, sinif icerisindeki problemler belirli bir cocuk tarafindan sergilendiginde, bu
cocuk 6gretmen ya da ¢ocuklar tarafindan glinah kegisi olarak segilebilir ya da ilan edilebilir. Glinah
kegisi, siniftaki tiim problemler igin suglanan sinif liyesine verilen addir (Gladding, 2011). Ogretmenlerin
siniftaki davranig problemlerini kendi sinif yonetimi uygulamalarindan ve sinif baglamindan ayri olarak
dusinmeleri ve problemlerin kaynagini cocuga ya da cocugun ailesine atfetmeleri problemin devamini
sagladigi gibi ayni zamanda siniflarda glinah kegisi yaratmaktadir (Gladding, 2011). Bu tir suclu arama
davranislar olaylara gizgisel nedensellik bakis acisi ile yakin alakahdir (Carr, 2006). Olaylara gizgisel bir
neden-sonug iliskisi (A->B->C) icinde bakan bir 6gretmen, cocuklarin davranislarinin ortaya ¢ikmasinda
kendi roliini goremeyecektir. Donglsel nedensellik suglu aramanin Online gececektir. Donglsel
nedensellik, sebebin sonugla, sonucunda sebeple agiklanmasidir. Sistemde her birey digerinden etkilenir.
Dolayisiyla sistemik ve donglisel nedensellik bakis agisi (A>B->A), olumsuz ¢ocuk davranislarinda
o6gretmeni ve sinif baglaminin géz 6nlinde tutarak degerlendirmeyi gerektirdiginden 6gretmenlerin
sinifta ortaya cikan problemlerden dolayi bireysel olarak ¢ocuklari ya da onlarin ailelerini suglamalarinin
online gececektir.
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Sistem icinde istikrar, kurallarin netligi ve uygulanabilirligi ile iliskilidir. Her sistemin
isleyebilmesi icin isleyis saglayan acik ve kapal kurallara ihtiyaci vardir (Minuchin, 1974). Bu arastirmaya
katilan 6gretmenlerin kurallari olusturmak ve yerlesmesini saglama konusunda benzer cabalar iginde
olduklari ama c¢ocuklara kurallari benimsetmek ve kurallarin uygulanmasini saglamak konusunda bazi
zorluklar yasadiklari gorilmektedir. Kurallardaki belirsizlik gostermesi ya da kurallarin tam olarak
yerlesmemis olmasi hem c¢ocuklarin kendi aralarindaki etkilesiminde hem de 06gretmen-¢cocuk
etkilesiminde bazi problemler dogurmaktadir. Bu problemler sinif icerisinde ve sinifin disarisiyla arasinda
var olan sinirlar agisindan ortaya ¢ikmaktadir.

Sinif iginde kurallar ve iligkiler asiri derecede kati oldugunda bir sistem olarak sinif degisiklige
yonelik esnekligini kaybetmeye baslar ve sinifin yapisi islevselligini kaybeder (Goldenberg&Goldenberg,
2008). Bu arastirmada, sinif icerisinde bireyler arasinda duygusal agidan bir kopukluk yasanmakta ve bu
da sinirlarin gegirgenliginin az oldugunu ve bunun sonucu olarak da kisiler arasi iliskilerin kopuk
olduguna isaret etmektedir. Kati sinirlar, bireyleri birbirinden ayri tutan esnek olmayan sinirlardir
(Gladding, 2011). Aile arastirmalari, iliskilerin kopuk ve sinirlarin kati oldugu durumlarda aile tyelerinin
birbirlerinden ayri ve bagimsiz hareket ettiklerini ve aileye bagimlilik duygusunun gelismedigini
gostermektedir (Gladding, 2011; Goldenberg&Goldenberg, 2008; Minuchin, Colapinto ve Minuchin,
2007). Boyle durumlarda kisiler arasi mesafe buyuktur, Gyeler genellikle karsihkli baghlik duygusu
gelistiremezler ya da ihtiya¢ duyduklarinda digerlerinden destek isteyemezler (Goldenberg&Goldenberg,
2008). Sonug olarak, bir sinifta kati sinirlar oldugunda ise o sinifin Gyeleri arasinda bir kopukluk olusur
(Gladding, 2011). Bagimsizlik ve bireysellik saglanmaya calisilirken yakinlik heba edilmistir. Bu tir
siniflarda iletisim siirlandiriimis ve karsilkli destek saglanamamistir. Disiincelerin ve duygularin
paylasimi minimum dizeydedir. Sinif Uyeleri destegi aile, arkadas, ya da baska 6gretmenler gibi sinifin
disindaki kisilerde ararlar.

Diger taraftan, siniflarda duygusal agidan kopukluk yasanirken davranigsal sinirlar agisindan
belirsizlik ortaya cikmaktadir. Sinif icerisinde birbirinden bagimsiz bireyler yerine i¢ ice gecmis iliskiler
bitlinu izlenimi dogmaktadir. Bazi 6gretmenler, sinif ici etkinliklerde ¢ocuklara asiri yardim ederek ve
hatta bazi kaygilarla etkinligi biylk olclide kendileri yaparak sinirlarin asiri gegirgen olmasina izin
vermektedir. Cocuklarin ve 6gretmenin sinif igerisindeki sahip olduklari roller, onlarin diger sinif
Gyeleriyle aralarindaki sinirlari belirler. Bir sinifta asiri gegirgen sinirlar oldugunda; sinif Gyeleri birbirleri
adina konusurlar, 6gretmen gocuklara aslinda nasil hissettiklerini veya ne dislinmeleri ve hissetmeleri
gerektigini soyler. Sugluluk duygusu digerlerini kontrol amaciyla kullanilir. Bireyler arasinda belirgin
sinirlarda oldugu gibi bagimsizlik ve 6zerklik yaratmak yerine, belirsiz sinirlar bagimli olmaya tesvik
ederler (Gladding, 2011). Bu belirsiz sinirlar cocuklarin duygusal olarak kopuk ama vyetkinlik ve
o6zdenetim adina da bagimli olmalarina neden olmaktadir. Sinirlarin hem kati hem de asiri gecirgen
ozellikler gosterdigi boyle durumlar hem cocuklarin iyi olus durumlari ve gelisimleri agisindan hem de
islevsel bir sinif yonetimi olusturma agisindan pek ¢ok olumsuzluklar dogurmaktadir (Gladding, 2011).
Boyle bir durumda ¢ocuklar bagimsizlasamamakta, bireysel gelisimleri icin uygun ortam bulamamakta ve
duygusal destek alamadiklari igin aidiyet duygusu gelistirememektedir. Bunun sonucu olarak da sinif, her
bir cocugun problemli ya da uyumsuz davranislar ortaya koyabilecegi bir sinif ortamina doniismektedir.

islevsel bir yapiya sahip bir sistem icerisinde olusmasi beklenen istikrar ve degisim dengesinin
olusmasinda rol oynayan en 6nemli sistemik unsurlardan birisi sistem igindeki islevsel hiyerarsidir
(Minuchin, 1974). Hiyerarsi, sistemin gig yapisini ifade eder (Deacon, 1996; Minuchin, 1974; Minuchin &
Fishman, 1981). Siniftaki liderlik ve glic, anne babanin aile icindeki durumuna benzer; otoriter,
demokratik, diktator ya da asiri izin verici sekilde gorilebilir. Bu stillerin her biri glicii nasil kullandiklarina
ve sistemin Uyeleri arasinda giiciin nasil dagildigina gore farklilik gosterirler. Her sistem igerisinde
sistemin Ogeleri arasinda glic miicadelesi ve dolayisiyla hiyerarsi vardir (Goldenberg & Goldenberg,
2008).

Aileler, kendilerini hiyerarsik bir diizende, birlikte var olan alt sistemler seklinde organize
ederek temel islevlerini yerine getirirler (Minuchin, 1974). Her birey farkh bir alt sisteme aittir ve bu alt
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sistem icinde farkh diizeyde glice sahiptir. Aile icindeki yetiskinler onlari ¢ocuklardan ayiran farkli
islevlere ve iliskilere sahiptir (Minuchin, 1974).Yapisal aile terapistleri islevsel olmayan ailelerde, gticlin
sadece birkag Uyeye verildigini gozlerler. Bu ailelerde aile tyelerinin, aileye yon veren karar alma
surecine katki saglama olanaklari sinirlidir. Bu haklarini kaybetmis tyeler, kendilerini aileden koparabilir,
gicli Gyelerle i¢ ice gecmis hale gelebilir ya da biraz kontrol kazanmak igin acik veya gizli bir yolla
savasabilirler (Gladding, 2011). islevsel hiyerarsi net sinirlar igerir, sinifin {iyelerinin rolleri ve uyacaklar
kurallar bellidir. Yapisal aile kuramcilari bitiin islevsel ailelerde anne babalarin ¢ocuklara oranla otorite
ve glici daha fazla kullanabildigi, blyuk ¢ocuklarin kugliklere gére daha fazla sorumluluk ve ayricaliklara
sahip olduklar bir hiyerarsik yapida organize olmasi gerektigi konusunda hemfikirdir (Goldenberg &
Goldenberg, 2008). Dolayisiyla, sinif icinde c¢ocuklarla 6gretmenler arasindaki sinirlar belirsizlesip
o6gretmenin sinif icinde yoneticilik gbrevini yerine getirmesi icin gereken otoriteyi saglayamamasi
durumunda sinifta problemli davranislar ortaya c¢ikmakta ve etkisiz midahaleler bu olumsuz
davranislarin artmasina ve siiregenlik kazanmasina yol agmaktadir.

Aile terapisinin ¢alisma alani gelistikce, olusturdugu kuramsal ve pratik bilgi birikimi diger
alanlar ile daha fazla iligkilendiriimekte ve ortaya koydugu sistemler yaklagimi daha fazla alani
kapsamaya baslamaktadir (Deacon, 1996). Aile terapistlerinin aile sistemine yonelik olusturduklari
midahaleler daha fazla kabul gérdiikce baska ¢alisma alanlarda da bu miidahaleler problemli durumlara
uygulanmaya baslanmaktadir (Boverie, 1991; Campbell, Coldicott ve Kinsella, 1994; Deacon, 1996; Kast
& Rosenzweig, 1972; Lindsay & Murphy, 1996; McCaughan ve Palmer, 2004; Mele, Pels ve Polese, 2010).
Yapilan ¢alismalar ¢cogunlukla is diinyasi ve sirket yonetimi alanlarinda odaklanmaktadir ve ¢ok az sayida
arastirma sistemler anlayisi ile egitim iliskisine yonelik tasarlanmistir (Dong, 2016; Georgiou vd.,
2008;,Greif, 1994; Keshavarz vd. 2010; Smith & King, 2017; Yalginkaya, 2002). Sinif yonetimi sik sik dar
bir egitim yonetimi anlayisi icerisinde 6gretmen-6grenci etkilesimine indirgemektedir (Bell, 1984). Okulu
ve sinifi karmagik sosyal sistemler olarak géren sistemler kuramindan ve aile terapileri yaklagimlarindan
okul yéneticilerin ve égretmenlerin &grenecegi cok sey vardir. Oncelikle sinif icerisinde olan davranisin
sinif sisteminden bagimsiz olamayacagini 6gretmen kabul ettiginde, istenmeyen davranislarin sistem
icerisinde bir islevi oldugunu gorecek ve sadece davranisi degistirmeye calismak yerine sinif icinde var
olan sisteme odaklanacaktir. Bu durum ayrica 6gretmenleri istenmeyen davranislara yonelik cocuklari ve
aileleri suglama egiliminden de kurtaracaktir. Sistemler kuramini temel alan egitim arastirmalari sinif
icerisinde var olan acgik ve ortik etkilesimsel orlintlleri ortaya koyacagindan bu arastirmalar
o0gretmenlerin farkindalik dlizeyini arttiracak ve sinif igerisinde daha etkili ve verimli olmalarina yardimci
olacaktir.

Bu calismada temel alinan yapisal aile terapisi yaklasimi sistemler kuraminin uygulamada ortaya
cikan pek ¢ok yaklasimdan birisidir. Diger yaklasimlarinin da okul ve sinif bazinda tartisilmasi egitim
alaninda sistemik bir anlayisin gelisimine blyik katkilar saglayacaktir. Sinirlar, hiyerarsi ve alt sistemler
gibi sistemik kavramlarin egitim sistemine uyarlanmasi ve egitim ortamlari icerisinde incelenmesi hem
egitim sirecinin dogal akisin anlamada hem de bu siireci gelistirmede yeni yaklasimlar olusturmada
yardimci olacaktir. Genel Sistemler kuraminin ve aile terapisi yaklagimlarinin sinif igi iletisim ve
uygulamalara yonelik sunduklari pratik ve kuramsal bakis acisi distiniildigliinde, 6gretmen adaylarina ve
alandaki 6gretmenlere 6gretmen egitiminde ve hizmet ici egitimde bu bakis agilarinin ve uygulama
becerilerinin kazandirilmasi 6nerilmektedir.
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