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Abstract

Article Info

This study aims at examining the role of directors working at the schools of foreign
languages in Turkey. The perceptions of the directors and other administrative staff as
well as the teachers, on what directors do and where they focus their attention in a less
than effective way were identified. 39 directors and 270 teachers participated in the study.
Respondents were asked to identify how much time they or their directors spent on the
different areas of management. Their responses were analyzed considering their job titles,
experience and educational background both through descriptive statistics and qualitative
content analysis. The results revealed that management is accepted as a challenging job by
both groups. Directors stated their desire to focus more on academic issues including
professional development of their teachers, curriculum planning, testing and student
motivation. Bureaucratic paperwork and having to meet the unrealistic expectations have
been identified as their main complaints. It was also revealed that dealing with low
motivation levels of students and teachers, lack of support from top administrators and
financial restrictions were the main challenges faced. The results of this study imply that
directors need support from their higher administration especially regarding human
relations and conflict management.
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Aydin & Hockley

Dil Okullarinda Yoneticinin Rolii

Oz

Makale Bilgisi

Bu ¢alisma, Tiirkiye'deki yabanci dil okullarinda ¢alisan yoneticilerin roliinii incelemeyi
amaglamaktadir. Calismada yoneticilerin ne yaptiklart ve zamanlarini neye odaklanarak
gegcirdikleri, yoneticilerin ve dgretmenlerin bakis acilari ile belirlenmistir. Aragtirmaya 39
yonetici ve 270 dgretmen katilmigtir. Katilimeilardan kendilerinin veya yoneticilerinin
farkli yonetim alanlarina ne kadar zaman harcadiklarini belirlemeleri istenmistir. Elde
edilen sonuglar, katilimeilarin unvanlari, deneyimleri ve egitim bilgileri dikkate alinarak
hem tanimlayici istatistik yontemleri, hem de nitel igerik analizi yoluyla analiz edilmistir.
Sonuglar, yonetimin her iki grup tarafindan da zor bir is olarak kabul edildigini ortaya
koymaktadir. Yoneticiler, 6gretmenlerinin mesleki gelisimi, 6gretim programi hazirlama,
6lgme degerlendirme ve Ogrenci motivasyonu gibi akademik konulara daha fazla
odaklanmak istediklerini belirtmislerdir. Biirokratik evrak isleri ve ger¢ek¢i olmayan
beklentileri karsilamak zorunda olmalari ise temel sikayet noktalar1 olarak belirlenmistir.
Ayrica, Ogrencilerin ve Ogretmenlerin motivasyon diizeylerinin diisiik olmasinin, ist
diizey yoneticilerin desteginin olmamasinin ve finansal kisitlamalarin yd&neticilerin
kargilastiklar1 baslica zorluklar oldugu tespit edilmistir. Bu ¢alismanin sonuglari,
yoneticilerin 6zellikle insan iligkileri ve ¢atigma yonetimi konusunda iist yonetimlerinden
destek almalar1 gerektigini gostermektedir.

Anahtar Kelimeler: Yonetim
alanlar1, Dil 6gretmenleri, Dil
Ogretimi, Algi, Yoneticilerin
rolii

Makale Ge¢misi:

Gelis: 13 Subat 2019
Diizeltme: 20 Eyliil 2019
Kabul: 18 Ekim 2019

Makale Tiirii: Aragtirma
Makalesi
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Introduction

Within English medium universities all over the world — whether in offshore markets such as the USA or the UK, or in
onshore markets such as Turkey or the UAE — there is an important role played by the programs designed to support
non-native speaker students in entering the degree programs. The role played by these programs -commonly referred
to as the “Schools of Foreign Languages” or mostly the “Prep Schools”, sometimes also called “Intensive English
Programs” or “English language foundation” -involves helping intake students to get their English levels up to the
level needed for university study, offering support with General English and English for Academic Purposes (EAP), in
particular, and in some cases generally supporting students with cultural acclimatization (Aydin, 2017a).

In the specific context of Turkey, it should also be noted that many of these universities — and hence the prep
schools — also serve international students, mostly from the Middle East, Central Asia, and Africa, and some from
European countries. It is very often the case that the prep school is part of a slightly larger department, that of the
school of foreign languages, sometimes offering degree programs or elective courses in languages other than Turkish
and English. While intensive one-year education in other foreign languages such as German, French and Russian are
also provided, English is the main language taught in these schools.

Turkey has the second highest number of students in the European Higher Education Area (EHEA), as of
2017 statistics (Mandal, 2017). In 2017, more than 7,750,000 students enrolled in 184 universities, 112 of which are
state universities and 67 private foundations. Most of these universities have programs providing complete (100%) or
partial (%30) English-medium instruction (EMI). Some of these programs also accept students from departments
offering complete Turkish-medium instruction. Table 1 summarizes the number of the EMI programs in Turkish state
and foundation universities (Mandal, 2017);

Table 1. Number of EMI programs in Turkish universities

Programs 100% EMI 30% EMI
State 909 458
Foundation 199 24
TOTAL 1108 482

Consequently, the Turkish prep school context is one which serves one of the largest numbers of students with
similar profiles within the context of English Language Teaching (ELT) globally.

No matter what kind of an organizational structure these prep schools have, each one has a “director”
responsible for the administrative duties. In some cases, where intensive language education is provided not by
separate schools but by departments belonging to a faculty of the university, “coordinators” or “heads” have this
responsibility of dealing with the administrative obligations. The directors are appointed by the rectors of the
universities. In many cases, they are chosen for having an academic title, such as a professor or an associate professor.
According to a recent survey conducted by Aydin (2017b), 25% of the directors of the schools of foreign languages
are professors and 57 % of them have a degree from educational sciences fields, while 43% are from other academic
fields. Nevertheless, only a few of these professors have a language teaching background.

In most of the prep schools, on a fairly general level, the directors’ role is fairly clear. They report directly to
the rector of the university. They must ensure that the prep school functions as well as possible to help students to
cope with the degree programs they enter into. They are also responsible for the curriculum, the teaching materials and
assessment, as well as recruiting teachers and their professional development. Thus, it is possible to argue that
directors are expected to have the qualities and responsibilities of both “managers” and “leaders”. According to
Mehdinezhad and Sardarzahi (2015), managers and leaders differ in their orientations towards objectives. While
leaders in the field of education are expected to improve quality and students’ learning, managers are expected to
direct the activities and maintain discipline in achieving the desired goals. Therefore, “leadership is associated with
changes, but management is looking for maintenance activities” (Mehdinezhad & Sardarzahi, 2015, p. 49).
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In Turkish prep schools, the chain of command is simply the director managing all the teachers. Sometimes
one management layer, usually one or more assistant directors between the director and the teaching body, exists in
the institutions. In some cases, a second middle management layer of supervisors, department heads or academic
coordinators constitute the second layer of middle management between the director and the teachers. In foundation
universities there is also typically something of a marketing role. Thus, competition among the private sector
foundation universities in particular is often fierce, and arguably the prep school year is part of the process of bringing
students into the university.

Having said all this though, while this sector of the market in Turkey has grown hugely, especially over the
last twenty years, very little study has been undertaken to really define what it is that the directors are expected to do,
and how they go about achieving their objectives. The directors themselves belong to a group, Directors of School of
Foreign Languages, that was founded 11 years ago, at which they can share ideas, problems and best practices and
hopefully learn from one another, but to our knowledge little or no formal research has been carried out into precisely
what the directors do and perhaps how their work could be more balanced and successful. This study, then, sets out to
define the role of the directors. This has been done through surveying the directors and other administrative staff as
well as the teachers on their perspectives on what it is that the directors do and where they think directors are focusing
their attention in a less than effective way. Getting the perceptions of both parties is important in revealing any
possible mismatches between the directors’ and their teachers’ perceptions of the roles and responsibilities and
establishing a healthier communication bridge between the two stakeholders. Otherwise, as stated by Nicholson
(2003), a frequent mismatch of perceptions leads to motivation problems at the institutions. It is hoped that the
findings of this survey can lead not only to an increased understanding of what the directors see as their objectives and
goals, and how best to reach those targets, but also perhaps to establish support mechanisms for directors, whether
they are new incoming directors or established in the post, but feeling like they would like to have a greater idea of
options that may help them to carry out their role more effectively.

In many cases, as also pointed out by Fowle (2000), a successful language teacher is promoted to being the
manager of the institution with only a little or no formal management training. However, managing requires various
types of skills, some of which cannot directly be transferrable from a classroom situation. The hypothesis of the
research is that while directors are expected to include the qualities and responsibilities of both managers and leaders
and run the school most efficiently, both focusing on managerial issues and leading the teachers and the students, they
will be unable to accomplish this duty satisfactorily, mostly due to the lack of preparation given for the job, and also
due to the heavy load of bureaucratic procedures in Turkish organizations. It is also hypothesized that teachers will
have negative perceptions towards their directors’ management and leadership skills and complain about not having
sufficient support from them.

The rest of the manuscript will include information about the participants, giving information about the
directors’ and the teachers’ job titles, experience and their educational background. Then, the material used in
gathering the teachers’ and directors’ opinions will be introduced including nine different areas of a manager’s job.
The manuscript will continue with the results focusing on each research question and their discussion. Finally, what
all these findings imply for the directors, higher managers and policy makers will be discussed in the conclusion part.

Methodology

Subjects
The survey was sent to all the universities having an intensive language education program in Turkey and 39 of the
directors and 270 teachers participated. When asked how many teachers each institution employed, results revealed
that almost half of them (49%) had fewer than 50 teachers, with the remainder mostly between 50 and 100 (41%).
There were more than 100 teachers in 10% of the prep schools. Table 2 gives further information about the
participants of the study;

As seen in the table, 20 of the participants reported having the job title of “Director”, and 9 “Vice Directors”.
6 of the participants stated that they were acting as the “Coordinator”, and the remaining participants were titled
“Heads”. As for the 270 participant teachers, they all had the title “Instructor”, as determined by the Turkish Higher
Education system. When asked about their experience, the majority of the directors stated being in their current
position for less than 5 years (61.5%), and the other 10 % expressed having between 5 to 10 years of experience. Only
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5 of the administrators were working in their position for more than 20 years. The teacher participants had more
experience in teaching. The ones having more than 10 years of teaching experience constitute more than 50% of the
teacher group. The majority of the participants in both groups reported that they graduated from an ELT department.

Table 2. Participants of the Study

DIRECTORS No % TEACHERS No %
Job Title Director 20 51.3  Instructor 270 100
Vice Director 9 23.1
Coordinator 6 15.4
Head 4 10.3
Experience <5 years 24 61.5 <5 years 60 222
5-10 years 10 25.6  5-10 years 73 27
11-20 years 2 5.1 11-20 years 108 40
20+ years 3 7.7 20+ years 29 10.7
Educational ELT graduate 29 74.4  ELT graduate 167 62.8
Background Non-ELT grad. 10 25.6  Non-ELT grad. 99 37.2

Instrument

The research instrument was a survey developed for the aims of this study. It included two versions, one for the
directors and one for the teachers. Both versions had three sections. The first section of the survey included questions
revealing background information of the participants. Their job titles, experience and educational background, as
explained in the previous section, was gathered from the subjects.

The second section of the survey was built around the aspects of the job of the managers of the language
teaching organizations, as identified by White, Hockley, Van der Horst Jansen, and Laughner (2008). Respondents
were asked to identify how much of their time they spent on the 9 different areas of a manager’s job, and then to
comment on whether they thought this was the correct amount of time on this area. The 9 areas identified by White et
al, with brief explanations of each are as follows:

1. Academic management: curriculum development, course planning, assessment, teaching, materials selection and
development

2. Business management: monitoring volume and profitability, costing and budgeting, assessing risk, meeting targets
3. Resources management: procuring, allocating and maintaining teaching materials, IT, study center, classroom
furniture and equipment

4. Entrepreneurial and customer relations: identifying new products, promoting and selling the offer, monitoring
customer satisfaction, building relationships with customers

5. Managing people: recruiting, inducting, assigning, training, mentoring, motivating, problem solving, grievance and
conflict handling, terminating

6. Administration: Overseeing the running of day to day systems, e.g. registration, timetabling, student placement,
teacher assignment, social and excursion program

7. Professional leadership: Demonstrating technical competence and teaching skills, identifying and meeting training
needs of staff, maintaining quality standards, advising pupils, parents, staff, acting as spokesperson vis-a-vis
educational and professional matters

8. Diplomatic and representational: Liaising with clients, participating in institutional policy development, external
professional organization involvement, liaising with accrediting and funding agencies, sponsors, international agencies
9. Corporate Leadership: Articulating strategic focus and direction, allocating and coordinating a range of
organizational functions, acting as organizational broker, referee.

In the third section of the survey both the directors and the teachers were asked to indicate their opinions on
several issues in an open-ended question format. The first two questions below were addressed to the directors and the
other three to the teachers.

1. What are the biggest challenges facing directors in the Turkish prep class sector today?
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2. If you had a chance to rewrite your job description what responsibilities would you remove to better meet the needs
of your department?

3. Is there anything you would like your director to spend more time on?

4. Is there is anything you would like your director to spend less time on?

5. Would you like to work as the director of your prep school?

The surveys ended with a question requesting both groups of subjects to indicate anything else they would like
to add which they felt had not been addressed by the survey.

The results were analyzed both quantitatively and qualitatively. The first part of the instrument asking
questions about the participants’ demographic information was analyzed through percentages and presented in
explaining the subjects of the study. The second part, involving questions to reveal participants’ opinions on several
issues was analyzed through descriptive statistics, by finding out the percentages. The last part of the survey including
open-ended questions on several issues was analyzed through qualitative content analysis (Creswell, 2012). The
answers of the participants were divided into chunks and similar themes were grouped under the same categories and
presented according to the number of occurrences. In order to ensure internal reliability, this analysis was conducted
individually by both of the researchers.

Results
Both groups of participants were asked to indicate their opinions on the approximate amount of time they felt they or
their director spent on each of the various management activities and also to indicate whether they felt this was
roughly the “right” amount of time for each area. Nevertheless, rather than breaking the director’s job down to the
very specific layers described in the director survey, fewer categories, so that teachers would likely have an idea
regarding their director’s job, were elected to offer to the teacher group. The following table presents the responses of
the directors.
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Figure 2. Preferences for time to spend on each type of management activity:
Directors’ opinions
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As can be seen, directors state that the greater amount of their time is spent on academic management,
managing people, administration and entrepreneurship and customer relations.

It is fairly clear from the first column here that directors feel that the areas where they would like to be
spending more time are related to their roles; that is, they would like to act more like an “Educator” rather than being a
“Manager”. Academic management and professional leadership are the two categories which are broadly speaking
those which utilize their skills as professionals in the field of education as opposed to management in general. Nearly
half of the respondents identified these areas as ones in which they would like to be doing more. The ones that they
would like to be doing less included areas related to the commercial roles like business and resources management as
well as entrepreneurial and customer relations. For the other areas, the majority thought the time they spent was about
the right time.

When teachers’ responses revealing their opinions related to their director’s job for the various areas of
management were analyzed, the following results were gathered;

40
35
30
25
20
15
10
5
0
Academic Managing teachers  Managing dept. Qutside the dept
management

Figure 3. Time spent on each type of management activity: Teachers’ opinion

According to teachers’ perspectives, directors’ time was mostly spent on academic management, managing the
department and dealing with the things outside the department. Managing the teachers was the item teachers thought
their directors spent less time on compared to the other areas. This contrasts with the directors own perceptions
whereby managing teachers was seen as the biggest part of their job.

100
80
40 ] | ] | | |
0 - — - | — -
Academic Managing Teachers Managing the Dealing with things
Management Department outside the
department
B Not enough time About righttime ™ Too much time

Figure 4. Preferences for time to spend on each type of management activity: Teachers’ opinions

There would seem to be a remarkable level of agreement between what the teachers believe the directors’ jobs
should involve and what they perceive it actually does involve, in each case over 63% agreement. The one area where
a significant number of teachers felt the directors were spending too much time was - perhaps unsurprisingly - the
work outside the department, other university duties, dealing with external needs, interaction with professional and

other bodies, such as the Ministry of Education and Turkish Council of Higher Education. As a matter of comparison,
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this area, represented by “Diplomatic and Representational” and “Corporate Leadership” in Figure 1 above, was the
area where the directors themselves felt most strongly that they were devoting about the right amount of time. The
other 3 areas - broadly speaking the internal management of the department, working with teachers and the academic
side of things as well as the department as a functioning and sustainable “business” - had significant numbers of
teachers feeling that they would like their director to spend slightly more time on this. In general, however, the overall
feeling of all these questions appears to be that teachers are relatively happy with the amount of time their directors
spend in various areas.

In the third section both the directors and the teachers were asked to indicate their opinions on several issues.
The first two questions were addressed to the directors and the other three to the teachers.
1. What are the biggest challenges facing directors in the Turkish prep class sector today?
2. If you had a chance to rewrite your job description, what responsibilities would you remove to better meet the needs
of your department?
3. Is there anything you would like your director to spend more time on?
4. Is there anything you would like your director to spend less time on?
5. Would you like to work as the director of your prep school?

The open-ended question asking the directors’ opinions on the challenges facing directors in the Turkish prep
class sector today revealed answers in 11 categories as presented in the figure below;
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Figure 5. The challenges facing directors in the Turkish prep class sector today

As seen in Figure 5, directors mostly complained about the unrealistic expectations of others. They stated that
faculties, institutes and higher managers have too many and unrealistic expectations from the prep schools. Especially
the expectation that equipping students with an at least B2 proficiency level in an 8-mounth academic year period is a
real challenge considering that most of them have an Al level when they begin their language education. For the
directors, there is a big gap between reality and expectations, as stated in the following excerpts in their own words;
-We are expected to perform a miracle by making Al students B2 in one academic year.

-We need to explain what is doable in 1 year to the upper management.

- The students are expected to be able to study in English medium departments by the end of the first year. However,
because roughly 75-80% of the learners come from Al level, it becomes almost an impossible task and the director's
success level is mostly evaluated by the academic success rate of the learners. This ambiguity is the biggest challenge
for me.

-At the university level academic understanding and prep class needs contradict. As a prep director you have to spend
more time to convince academia than to do your own job.

Motivation, especially teachers’ lack of motivation, was the second biggest challenge for the directors. They
stated that teachers are not motivated enough and open to change. Financial restrictions schools of foreign languages
have, too much managerial workload, insufficient support from the top administrators, lack of instructors compared to
the overwhelming number of students, sudden and unexpected regulation changes, relations with and dependency on
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the upper administration, not having enough in-service teacher training, having to deal with big numbers of students
and instructors and not having standardization in the prep systems overall in the country were the other challenges
reported by the directors.

When the directors were asked to rewrite their job description to better meet the needs of their departments,
they identified the following priorities for themselves:
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Figure 6. The new job descriptions of the directors

As seen in Figure 6 above, the majority of the directors’ answers included spending more time for academic
issues. That is, they would like to do more research, and focus on professional development, curriculum planning,
testing, and student motivation.

-1 actually love and embrace all aspects of my job. I don't want to remove any responsibilities. I think I have the
freedom to prioritize my work so that working together with my colleagues we can all meet the needs of the
department. The challenge as I see it is that we live in extremely fast changing times and sometimes I would like more
human resources so that we could more rapidly take up opportunities that arise to improve teaching and learning both
for our students and ourselves.

- The new priority would be academic development. I would remove administration because that's a job for clerks, not
academicians.

The second category, lessening the bureaucratic paperwork, is thoroughly related to the first one. Directors
also stated that they would like to have some training on coping with crowded groups. Having more autonomy for the
management of the school and not having a teaching or supervision load in addition to their administrative position are
the other ideas they would like to remove from their job description. It seems clear that the main areas raised are a
desire to spend more time on academic issues, along with a dissatisfaction with the support and management style
from above.

The other ideas are presented in the figure below:
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Figure 7. Teachers’ preferences for their directors to spend more time on

When the teachers were asked if there was anything they would like their directors to spend more or less time
on, the majority expressed their appreciation of what their directors were doing, as exemplified in the quotation below:
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-No. It is a demanding task that requires one to do multiple tasks at one time and dedicate most of time to. It is also
difficult to work with a large group of people and be fair all the time.

- She is already dealing with many things individually.

-She is already doing a lot for us and our department.

Teacher training, focusing on academic issues and teacher motivation were the top three categories teachers
wanted their directors to spend more time on. Some even focused on personal life and mentioned their desires like
spending more time on themselves and on their families as well as doing social activities. Getting feedback from
students and teaching for some hours to experience the challenges first hand were the other wishes of the teachers for
their directors.

Figure 8 below shows teachers’ preferences for their directors to spend less time on. As stated above, the
majority of the opinions stated that they did not think their directors were wasting their time with a specific activity.

90 77

80

70

60

50

40

30

20

10 .

0 | — — — — R R R R
o ) & & o & o & o X &
IS y L})‘Zf .\(7(70 & ((\‘?J ‘O\Q/& 6{‘0 &06\ &\5)0 \(;90 \\{Q y (QQ,Q S @Q/
N X9 o3 d x> 3 <0 @ S o >
) X e S . X® S N 9 <
& & S R & & & »° v"(’ o
RS O <& Qf\ ) 6Q’ > O
& & F oF S & S >
< & ~N X < > © &
o ) CN o
<& & &
N O
e Q
&

Figure 8. Teachers’ preferences for their directors to spend more less on

While the figure shows general satisfaction, teachers also complained about their directors’ spending their
time on what they called “trivial issues” like sending them mails about being punctual for their classes, checking
teachers’ clothes, their working and office hours or personal issues. Some even complained about their directors
focusing on parking issues.

Spending less time on bureaucratic issues, teacher management and student problems were among the other
ideas teachers thought their directors should spend less time on. Allocating time for meetings with others outside
school, their own academic studies and statistics were stated as the items that could be spent less time on. Some
teachers thought focusing on the academic issues, assessment and professional development of the teachers are the
responsibilities of the coordinators, not the directors. Finally, organizing social activities was an item that the directors
could spend less time on for the teachers.

When the teachers were asked if they would like to work as the director of their prep school, a big majority of
them answered with “No” to the question. Only 10 of the participant teachers would think of becoming a director, and
59 of them were not sure. Figure 9 below shows the answers of the teachers;
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Figure 9. Teachers’ preferences for being a director
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The ones who did not prefer to become a director believed that dealing with such big numbers of teachers and
students was too stressful and required a lot of effort and dedication. Many of them even thought that being a director
was “only a burden”, as seen in the example below;

- NO, It is not something I was trained for, and it is only a burden.

-NO. That's very challenging and tough. It is already difficult to manage people, and much more difficult to manage
so many young people.

-No, difficult to manage people and senior management, time-taking, difficult to satisfy the staff and meet their needs
despite all your efforts.

Other teachers preferred to stay as a teacher rather than becoming a director for personal reasons, enjoying
teaching more, not having qualifications or education to be a director. Therefore, not feeling ready was among the
common reasons. Some stated “I can’t” because of their personality of being too emotional or too impatient to be a
director. The following quotation can be given as an example of these reasons;

-No. 1 just like being in the classroom, interacting with the young and seeing their aspirations and improvement by
offering personal assistance not only as a teacher but also as a friend who can learn from them indeed. It would be so
demotivational and gloomy for me to deal with so much paperwork and formality while having too much on my plate.
-No, teaching and creating pleases me more than managing for now.

Dealing with other people and not satisfying the staff and meeting their needs despite all the efforts were the
other reasons of their preferences for not choosing to be a director. They stated that some teachers complain about
trivial things, and many are resistant to change.

- No. Too much responsibility. Difficult to please everyone.

- No, because working with teachers with different characters and students who want to pass exams without any
efforts are too challenging.

- No, never with this teacher profile and school culture.

The ones who stated that they can work as the director of their school stated that they felt ready for holding the
responsibility as well as a higher status as an experienced teacher. They like the idea of being a part of the decision-
making process for their school as in the following excerpts;

- I would definitely want (in my future years). It is for sure that such a position wears you off, makes you get into non-
academic tedious meetings representing and advocating your team and department. You have to keep the balance
between your supervisors and your instructors, which is obviously stressful. However, being a part of the decision-
making process and being responsible for such a dynamic group- I mean both instructors and students-, I believe,
encourages you to work and create more. The example I have seen in my institution (thanks to my director and
assistant director) is pretty encouraging. The organizational scheme not only enables the department to run smoothly
but also provides opportunity to add value to your department as there are many different responsibilities available
you can undergo if you are willing to. In such an organizational scheme, taking responsibility never intimidates you
despite the difficulties you see your director undergoes. On the contrary, it encourages you to be a part of the system
and in the long term to be ready to take over the position when there occurs a need.

-Yes, because being an over experienced teacher, an ex-teacher trainer and researcher and now a researcher, I feel
qualified enough to fulfill such a duty.

For the last category of this question, many of the teachers were not sure about their preferences. The multi-
dimensional responsibilities of the job and dealing with a huge number of teachers and the students left them
undecided. No matter what type of an answer teachers gave to this question, however, almost all of them appreciated
what their directors were doing at their schools. The following quotations can be given as examples of these respectful
comments;

-1 see my director as a very experienced academician who holds the school's responsibilities professionally. She acts
in a warm and humble way as well.

- She is doing an amazing job and she is always friendly, supportive and understanding so one or two questions about
her attitude towards many things could be included as it is a big part of her job.

- We have a great director and feel lucky to work together.
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Discussion
This study focused on identifying the perceptions of directors and teachers on educational management; how they
perceive the job, how much time is spent on various activities, as well as the challenges of the job. The results
revealed that in most of the cases, the perceptions of directors and the teachers matched. That is, they both thought that
managing an educational organization is not an easy job, and, as hypothesized, it is not preferred by many of the
teachers because of the challenges it includes, dealing with a high number of people being the biggest one.

Academic management, managing people, administration and entrepreneurship and customer relations were
the areas directors stated spending most of their time. They, however, stated that they would prefer having the role of
an “Educator” rather than a “Manager”, as distinguished by Mehdinezhad and Sardarzahi (2015), and focus on the
professional development of their teachers and the learning process of their students more, being the leader of their
education institution. Teachers had stronger opinions related to their directors not spending enough time for the
training of the teachers, as well as helping them to solve their problems and motivating them. Providing better support
for teachers’ professional development for policy makers as well as for school managers was stated as an urgent and
important need in 2009 OECD report as well.

Quirke and Allison (2007) argue that educational management suffers from administrative and paperwork load
and cannot allocate sufficient time to students and learning which is at the heart of educational management. The
results of the directors in our study supported this idea as well, they found business and resources management,
entrepreneurial and customer relations, the duties especially expected from the directors working at the private sector,
as the least favorable ones among all.

For Mattacott (1995), the most difficult job in an ELT organization is being the director of the organization,
because “there is the feeling of being the general “dogsbody” with no cohesive job description and at the same time,
feeling that the job is an impossible task” (p. 11). In our study both directors and teachers agreed with what the
directors’ jobs should involve and what it actually does involve. That is, the job requirements and the realities are
perceived in the same vein. The biggest discrepancies were especially related to the “Diplomatic and
Representational” area in which teachers thought directors were spending too much time while their directors did not
have such a strong opinion about this issue. Teachers preferred their directors to be focusing on their professional
development and student learning more, instead of doing diplomatic jobs.

The biggest complaint directors had was meeting the unrealistic expectations of others regarding the language
learning process. Teachers’ lack of motivation and their resistance to change were the other challenges they
encountered. When the financial restrictions were added to insufficient support from the top administrators, their jobs
became overwhelming. Directors also required support for dealing with some managerial issues, such as coping with
crowded groups as well as having more autonomy in their jobs.

Teachers’ complaints that their directors are spending time on trivial issues might imply that there might be a
miscommunication between the directors and the teachers. That is, what they call “trivial” might be important for the
directors and this needs to be transferred to the teachers. Similarly, why teachers believe these issues are “trivial”
might be explained to the directors and they might come to an agreement sharing both sides’ opinions. Likewise, what
some teachers perceived as important was unimportant to spend time on, according to others in the study. For
example, while many teachers thought directors should be focusing on the academic issues and assessment more,
some disagreed with them, believing that these are the responsibilities of the coordinators, not the directors. Thus,
open communication between all parties seems indispensable for a healthier communication.

Conclusion
Management is a challenging job. As Mintzberg (2009) states, finding out what managers do is not a problem,
interpreting it is. The opinions of the directors of the schools of foreign languages and the teachers working with them
in this study reveal that this challenge is accepted by both groups. Both groups know that managing people is not an
easy job. The results also revealed that directors want to focus on academic issues more than they actually do.
Organizing professional development of their teachers, curriculum planning, focusing on testing and student
motivation are the main topics they would like to spend more time on. Bureaucratic paperwork, and having to meet the
unrealistic expectations of others, are the main topics they complain about spending a lot of their time. Bureaucracy
has strict rules in Turkey, making directors’ roles more difficult and preventing them from addressing more important
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issues they want to focus on. Directors stated having difficulty in dealing with the low motivation levels of students,
but especially of their teachers. Lack of support from top administrators and financial restrictions were stated as the
main challenges they faced. While teachers’ opinions matched with their directors in many aspects, their views that
directors should focus on their professional development and student learning more than doing diplomatic and
representational work were even stronger. This conclusion might imply that open communication, including the job
descriptions and expectations not only from directors to the teachers but also from the teachers to the directors, is
necessary for a healthier communication in an organization, so that everybody can be aware of the expectations in
each other’s minds.

Directors suffered from dealing with the unrealistic expectations of others that they should create something
magic in a short time. Proficiency in language learning is a quite challenging and a long process, which cannot be
expected to happen in 8 months. As McGrath and Bates (2013) stated in the managers’ motto, “failure is the price
managers pay for future success. The only failure you can be criticized for is not trying” (p. xiii). Thus, it is not fair to
hold these expectations for foreign language schools. These expectations can only be met with a well-designed
program requiring policy makers from all stages of education to come together and have common policies for teaching
the foreign language in the country.

Dealing with a huge number of people and with high expectations of others are quite demanding, especially
for someone who is not trained to do so. Therefore, being a director of a school of foreign languages is not a desirable
job for most of the teachers. This implies that a good teacher needs to be supported with additional skills, especially
including leadership and conflict management skills, in addition to being promoted to become a director. For
promoting people to higher positions and expecting them to guide others’ growth, their own development for the new
job requirements need to be taken care of. In order to help educators to become effective managers, management skills
need to be taught to them (Fowle, 2000, Jarodova, Lorencova, Pubalova, & Sedivy, 2017). As also suggested by
Hockley (2004), just like teachers, managers need continual professional development through a combination of
training, experience and reflection. Such training should create opportunities for increasing self-awareness of
managers in addition to providing them with the necessary knowledge and skills. This study, thus, can be argued to be
giving the managers an opportunity for self-reflection by helping them to realize how they perceive their job and
spend their time for management. It also provides an opportunity for teachers to give feedback to their managers by
evaluating their job from their perspectives.

Educational management, especially in language teaching, is an area generally neglected in the literature.
Researchers might be encouraged to focus on this issue and reveal implications with increasing awareness of the
directors and the teachers and the requirements of the job. Future studies can focus on finding out ways of helping
directors to be more equipped for the job requirements. For example, how directors can be supported to use their time
more efficiently, which is an essential surviving skill for management, can be studied. Training directors on time
management and getting their opinions on this might reveal important implications for organizations. Similarly, how a
better communication system among the directors, teachers, higher administrators and even the students can be created
would be a worthwhile idea to focus on for future researchers.
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Makale Bilgisi

Tiirkiye’de 1933 yilindan itibaren Milli Egitim Bakanligi’nin en yiiksek danigma organi
olarak Milli Egitim Sdralar gerceklestirilmektedir. Suralarin dayanagi “2287 sayili Maarif
Teskilatt Hakkinda Kanun” ile ortaya konulmustur ve ilk Milli Egitim Sdra’s1 da 1939
yilinda toplanmistir. 1960 yilindan itibaren ise planli kalkinma dénemi baslamis ve bu
dogrultuda kalkinma planlart hazirlanmistir. 1963 yilindan 2013 yilina kadar da 10 tane
kalkinma plani gerceklestirilmistir. Bu aragtirmanin amaci planli kalkinma déneminde
yapilan Milli Egitim Siralari’nda alinan kararlar ile kalkinma planlarinda egitimle ilgili
alman kararlart birlikte degerlendirmektir. Calisma, nitel arastirma yontemlerinden
dokiiman analizi yontemi ile yapilmis ve verileri analizi i¢in betimsel analiz teknigi
kullanilmistir. Bu baglamda arastirmanin verilerini olusturan Kalkinma Planlar1 ve Milli
Egitim Stralarina iliskin dokiimanlar 6ncelikle betimlenmis, sonra yorumlanarak elde
edilen sonucglara dayali varsayimlarda bulunulmustur. Arastirma sonuglarina gore Tiirk
egitim sistemine yon vermesi beklenen kalkinma planlarinda ve milli egitim sGralarinda
her zaman birbiriyle tutarli kararlar alinmadig1 goriilmektedir. Milli Egitim Saralarinin
kalkinma planlarindaki hedefler c¢ercevesinde ele alinmasi egitimle ilgili politikalarin
gelistirilmesi agisindan Onemlidir. Bu agidan bakildiginda egitim politikalarinin
gelistirilmesine yonelik bu tarz ¢aligmalarin biitiinciil bir bakis agisiyla ele alinmast ve
aralarinda esgiidiimiin saglanmas1 gerekmektedir. Stralarda ve kalkinma planlarinda
aliman kararlarin uygulamaya konulup konulmadigmin denetlenmesi de egitimle ilgili
politikalarin uygulanmas: siirecini daha isler hale getirecektir.
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Article Info

National Education Councils have been placed as the highest level of advisory body in the
Turkish Ministry of Education since 1933, based on the Law No. 2287 about Educational
Organization, and the first council was gathered in 1939. Moreover, a period of planned
development began in 1960 and since then development plans have been prepared. In
total, ten plans were published between 1963 and 2013. This study aims to evaluate the
decisions taken in the National Education Councils in the planned development period
together with the education-related goals placed in development plans. The study follows
a document analysis method from the qualitative research methods. For data analysis,
descriptive analysis technique was applied. In this context, the documents for the
Development Plans and National Education Council decisions were examined, described
and interpreted and then related interpretations were provided. The results revealed that
the goals in the Plans and the Council decisions were not consistent with each other all the
time. It is important to examine the decisions taken by the National Education Council in
accordance with the goals of the Development Plans in terms of the process of education
policy development. The number of this kind of study which provides a holistic approach
should increase and be coordinated to improve education policies. This study concludes
that monitoring whether the decisions taken in the Councils and the Plans were
implemented might contribute to the functional implementation process of education
policies.
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Giris

Kalkinma en genel anlamiyla, toplumun her yoniiyle istenilen hale gelmesini ifade eden bir kavramdir (Berber, 2006).
Eroglu (2001) bir iilkenin kalkinabilmesi ve sanayilesebilmesi i¢in siirekli ve istikrarli bir siyaset ortami, gelismis
ulasim olanaklari, iyi bir iletisim ve finans ortamui ile yeterli egitim seviyesi gibi bir takim asgari kosullarin saglanmis
olmas1 gerektigini belirtmistir. Uzun donemli kalkinma politikalarinin belirli kurallar ¢ergevesinde diizenlenmesi
anlamina gelen kalkinma planlamasi, bir iilkenin ekonomik, sosyal ve siyasal durumunun toplumun ulagmak istedigi
amaglara ve hedeflere uygun bir bicimde ulagmasi i¢in kaynaklarin yoneticiler tarafindan etkin bir sekilde
kullanilmasini ifade etmektedir (Ozer, 1999). Tiirkiye’de planlama konusunda ilk girisimlerin 1933-1950 yillari
arasinda yapildigi, 1950°1i yillarin sonlarindan itibaren ise planli kalkinma politikasina yonelik temellerin atildigi
sOylenebilir (Kii¢iker, 2008). Kalkinma kavrami 1950°1i yillardan itibaren biiylime ile ifade edilirken daha sonraki
siirecte sosyal boyutuyla da 6ne ¢ikan bir kavramdir (Battal, 2011).

1960 yilindan itibaren Tiirkiye'de ekonomik, sosyal ve kiiltiirel anlamda kalkinmay1 hizlandirmak, uygulanan
politikalar arasinda uyumu saglamak, toplumsal ve kiiltiirel donlisiimii uyumlu bir sekilde yonlendirmek ve
ekonomiye rasyonel olarak kamu miidahalesinde bulunmak i¢in Kalkinma Planlarinin hazirlanmasi ve uygulanmasi
fikri ortaya ¢cikmistir (DPT, 2009). 30 Eylil 1960 tarihinde ¢ikarilan kanunla Bagbakanliga bagli olarak Devlet
Planlama Tegkilatt (DPT) kurulmustur. 1961 Anayasasi’nda da “sosyal devlet” kavrami devletin temel nitelikleri
arasina alinmis, planlama ile ilgili hiikiimler getirilmis ve planlama siirecinin yasal dayanagi olusturulmustur.
Tiirkiye’de egitim planlamasi ile ilgili calismalar da planli kalkinma politikasina gegis siireci ile birlikte baglamistir.
Egitim bu cercevede kalkinmanin temel araglarindan birisi olarak kabul edilmis, ekonomik ve toplumsal hedefleri
destekleyecek sekilde, kalkinma planinin i¢cinde uzun doénemli perspektif planlar ve orta donemli bes yillik planlar
seklinde planlanmistir (Kiigiiker, 2008).

1963 yilindaki birinci kalkinma planindan 1980 yilina kadar Tiirkiye’de iki perspektif plan ¢er¢evesinde dort
kalkinma plan1 hazirlanmistir. 1963-1977 yillarin1 kapsayan ilk iki kalkinma plan1 15 yillik Birinci Perspektif Plan
stratejisine uygun olarak hazirlanmistir. Ancak bu perspektif plan tam olarak uygulanamadigi i¢cin 1973 yilinda, 1973-
1995 yillar1 arasini kapsayan 22 yillik yeni bir uzun dénemli perspektif plan hazirlanmistir. Ugiincii ve dérdiincii
kalkinma planlar1 da bu perspektif plan dogrultusunda hazirlanmistir. 1980 sonrasi ise merkezi planlamadan stratejik
planlamaya gecis yapildig: icin bu perspektif plan da tam olarak uygulanamamaistir. 1982 Anayasasi’nda devletin ve
planlamanin ekonomideki etkinliginin azaltilmasma yonelik ilk somut diizenlemelerden biri yapilarak 1961
Anayasasi’'nda devletin temel gorevleri arasinda yer alan planlama 1982 Anayasasi’nda ekonomik hiikiimler
boélimiine kaydirilmistir (Kiigiiker, 2008). 1960 yilinda kurulan Devlet Planlama Tegkilatt (DPT) Miistesarligi, 2011
yilinda cikarilan 641 sayili Kanun Hiikmiinde Kararname ile Kalkinma Bakanlig1 olarak yeniden yapilandirilmistir.
Boylelikle, DPT’nin kurulusundan bu yana iistlendigi kalkinma misyonunu bu tarihten itibaren Bakanlik iistlenmeye
baslamistir. 2018 yilinda ¢ikarilan 703 sayili Anayasada Yapilan Degisikliklere Uyum Saglanmasit Amaciyla Bazi
Kanun ve Kanun Hiikmiinde Kararnamelerde Degisiklik Yapilmas1 Hakkinda Kanun Hitkmiinde Kararname’nin 147.
maddesi ile Kalkinma Bakanligi, Sanayi ve Teknoloji Bakanligi seklinde degistirilmistir. Yine 2018 yilinda
yayinlanan 30488 sayili resmi gazete ve 13 sayil1 Strateji ve Biitge Baskanlig1 Teskilati Hakkinda Cumhurbaskanligi
Kararnamesi ile kalkinma plani hazirlama gorevi Strateji ve Biitce Baskanligi’na verilmistir.

Seyidoglu (1993) bir ekonomide uygulanan kalkinma stratejilerinin egitim politikalarindan ayr1
degerlendirilemeyecegini ve kalkinmakta olan iilkelerin de egitim politikalarini kalkinma stratejilerinde bir arag¢ olarak
kullandiklarini ifade etmektedir. Dolayisiyla kalkinma ve egitim arasindaki etkilesimin oldukga yiiksek oldugu
sOylenebilir (Tas, 2007). Bu durum ilk yapilan Kalkinma Plani’nda “Egitim, istenilen bir yasama diizenine ulagsmak
cabasi olan kalkinmanin en etkili araglarindan biridir.” seklinde ifade edilerek egitime yiiklenen 6nem vurgulanmistir
(Kigiiker, 2008).

Milli Egitim Stralari, Tiirk egitim sisteminin detayli bir sekilde tartisildigr ve sonucunda karara baglandigi
caligmalar olarak Tiirk egitimine yon veren ve ayni zamanda resmi kurumlar disinda degisik goriislere de acik olan
olusumlardir. Saralar, egitimle ilgili bilimsel ve toplumsal kararlar alarak Tiirkiye’nin egitim politikalarinin
olugmasina katki saglayacak kurumsal bir yap1 olarak gérev yapmas: gerekirken, bunun yerine oneriler ortaya koyan
bir yapisal drgiitlenme olarak egitim hayatimizda yerini almistir (Deniz, 2001). Stralar, Tiirk Egitim sistemi igerisinde
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Cumbhuriyet’in kurulusundan itibaren egitime yol gosteren ve egitim alaninda 6nemli kararlar alan bir danisma organi
olarak uzun bir ge¢mise sahiptir (Kilig & Giiven, 2017). Hesapgioglu (2001), Milli Egitim Stralarini, konularin
kapsaml1 bir sekilde ele alinmasi, tartisilmasi ve kamuoyuna yol gostermesi agisindan “planlama kurumlar1” olarak
kabul etmekte ve siira kararlarini da “egitim planlamasi dokiimanlar1” olarak nitelendirmektedir (akt. Kiigiiker, 2008).

1933°te yiiriirliige giren “2287 sayili Maarif Teskilati Hakkinda Kanun”la hem Talim Terbiye Dairesi
kurulmus, hem de Milli Egitim Sdralari’nin yasal olarak dayanagi ortaya ¢ikmistir (Aslaner, 2008; Deniz, 2001).
Boylelikle ulusal egitim sistemine yon vermek, egitim-6gretimle ilgili sorunlar: tespit ederek onlar1 incelemek ve
¢oziim Onerilerinde bulunmak iizere Milli Egitim Bakanligi’nin en yiiksek danisma organi kurulmustur (Deniz, 2001).
Yasaya gore, ic yilda bir toplanmas1 hiikmii getirilen stralarin ilk olarak toplanmasi i¢in 1935 yili belirlenmistir.
Fakat ¢esitli nedenlerle ilk Stra’nin toplanmasi 1939 yilinda gergeklesmistir. 2014 yilina kadar da 19 Milli Egitim
Stra’st toplantist yapilmistir. Egitim politikalarima yo6n vermede onemli etkileri bulunan ve dayanak olarak
gosterilebilen bu politika belgelerinin biitlinciil sekilde incelenmesi paydaslara politika siiregleriyle ilgili 151k
tutacaktir. Bu baglamda arastirmanin amaci planl kalkinma doneminde yapilan Milli Egitim Stralari’nda alinan
kararlari, kalkinma planlarinda egitimle ilgili alinan kararlar ¢ercevesinde degerlendirmektir. Bunun icin veri kaynagi
olarak planli kalkinma déneminde ger¢eklestirilen 10 kalkinma plant dokiimani ve bu zaman araliginda gerceklesen
13 Milli Egitim Stira’s1 dokiimani kullanilmistir. Arastirmanin daha sonra gerceklestirilecek calismalara kaynaklik
edecegi diistiniilmektedir.

Yontem
Bu alt baslikta arastirmanin modeli, veri toplama araglar1 ve verilerin analizi yer almaktadir.

Arastirma Modeli

Arastirmanin problem durumu; planli kalkinma doéneminde yapilan Milli Egitim Strasi kararlar ile kalkinma
planlarinda egitimle ilgili alinan kararlarin birlikte degerlendirilmesi ve uyumlu olup olmadiklarinin tespit edilmesidir.
Calismada, nitel arastirma yontemlerinden belge (dokiiman) analizi yontemi kullanilmistir. Bu yontem, “arastirilmast
hedeflenen olgu veya olgular hakkinda bilgi iceren yazili materyallerin analizini kapsamaktadir” (Yildinm & Simsek,
2002). Dokiiman analizinde oncelikle ilgili dokiimanlara ulagilir. Ulagilan dokiimanlar iyi bir sekilde okunduktan ve
anlasildiktan sonra analize gegilir. Son olarak ise yorumlama ve degerlendirme siireci gerceklestirilir (Yildirnrm &
Simsek, 2008). Ozellikle egitim alaninda yapilan dokiiman analizi arastirmalarinda daha gok el yazmasi veya basili
kaynaklardan yararlanilmaktadir (Duffy, 2014).

Veri Toplama Araglari

Bu arastirmanin veri kaynaklari, yazili belgelerdir. Veri kaynaklar1 olarak planli kalkinma déneminde yapilan on adet
bes yillik kalkinma plant (BYKP) ve 1962 yilindan sonra gerceklestirilen on ii¢ Milli Egitim Sirasi’ndan
olugmaktadir. S6z konusu dokiimanlara Tiirkiye Cumhuriyeti Cumhurbaskanlig1 Strateji ve Biitce Baskanligi web
sayfast ile Talim ve Terbiye Kurulu Baskanligt web sayfasindan ulasilmistir. Dolayisiyla dokiimanlarin resmi
kurumlardan ulasilmis olmasi nedeniyle orijinallikleri saglanmistir. Kalkinma Planlar1 ve Stira dokiimanlari perspektif
plan donemleri dahilinde gruplandirilmis ve buna gore incelenmistir. Arastirmanin veri kaynaklarini olusturan belgeler
asagida donemsel olarak eslestirilmis sekilde verilmistir. Ikinci Perspektif Plan’in siiresi 1995 yilinda doldugu halde
yeni bir uzun dénemli plan hazirlanmadigi i¢in Yedinci BYKP (1996-2000) perspektif planlar disinda tutulmustur.

1. Perspektif Plan (15y1llik) (1963-1977).

1. Birinci BYKP (1963-1967) — 7. Milli Egitim Strasi - 1962

2. Ikinci BYKP (1968-1973) — 8. Milli Egitim Stiras1 - 1970

2. Perspektif Plan (22 yillik) (1973-1995)

3. Uciincii BYKP (1973-1977) — 9. Milli Egitim Stiras1 - 1974

4, Dordiincii BYKP (1979-1983) — 10. ve 11. Milli Egitim Sdrast 1981 - 1982
5. Besinci BYKP (1985-1989) — 12. Milli Egitim Stirasi - 1988

6. Altinc1 BYKP (1990-1994) — 13. ve 14. Milli Egitim Strasi — 1990 - 1993
7. Yedinci BYKP (1996-2000) — 15. ve 16. Milli Egitim Sidrast — 1996 - 1999
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3. Uzun Vadeli Strateji (23 yillik) (2001-2023)

8. Sekizinci BYKP (2001-2005) — 17. Milli Egitim Strast - 2006
9. Dokuzuncu BYKP (2007-2013) — 18. Milli Egitim Stiras1 - 2010
10. Onuncu BYKP (2014-2018) — 19. Milli Egitim Stras1 —2014

Veri Analizi

Veri analizi baglaminda betimsel analiz teknigi kullanilmistir. Bu analiz biciminde amag elde edilen bulgularin
okuyucuya Ozetlenmis ve yorumlanmis bir bicimde sunulmasidir ve alintilara da yer verilmektedir (Yildirim &
Simsek, 2013). Bu baglamda arastirmanin verilerini olusturan Kalkinma Planlar1 ve Milli Egitim Stralarina iligkin
dokiimanlar 6ncelikle betimlenmis ve donemsel olarak uyumluluklarini tespit etmek iizere eslestirilmistir. Daha sonra
ilgili kararlar ve hedefler betimsel analiz yoluyla basliklar dogrultusunda incelenerek yorumlanmis ve elde edilen
sonuglara dayali varsayimlarda bulunulmustur. Basliklandirma noktasinda perspektif plan donemleri temel alinmistir.
Kalkinma planlart ile Milli Egitim Stralarina iliskin kararlar perspektif planlar dahilinde tablolastirilarak
karsilastirilmistir.

Bulgular
Bu alt basglikta Oncelikle kamu kesimi i¢in emredici nitelikte olan kalkinma plani ele alinmis, sonra ilgili plan
araliginda yapilan Milli Egitim Stras1 degerlendirilmistir.

1. Bes Yilik Kalkinma Plani (1963- 1967) ve 7. Milli Egitim Stiras1 (1962)
Yedinci Milli Egitim Stiras1 Planli Kalkinma déneminin ilk stirasidir. Birinci BYKP plani, planl kalkinma déneminin
basladigr 1960 yilinda hazirlanamamis ve 1963 yilinda hazirlanmistir ve egitim ile ilgili konular yedinci bdliimde,
“Insan Giicii, Istihdam, Egitim ve Arastirma” bashig1 altinda yer almistir. Bu baslik altinda ilkdgretim disindaki egitim
kurumlarindaki egitim hizmetinin finansmanina vatandaslarin da imkanlar1 dogrultusunda katilmalari, gelir durumu
uygun olmayan basarili 6grencilerin ise burs sistemi ile desteklenmesi kararlagtirilmistir. Bunun yani sira egitim ve
sanayi isbirligine vurgu yapilmis ve sanayi i¢inde egitimin durumu ve gelistirme imkanlar1 arastirtlmistir. Bu planh
kalkinma doneminde en Onemli sorunlar olarak, O6gretmen ag¢ig1, Ogrenci-Ogretmen oranlarindaki dengesizlikler,
yetistirilen alan dis1 istihdam ve toplumsal yapi ile iktisadi yapinin gereksinim duydugu alanlarda nitelikli elemanin
olmamasi gibi konular 6ne ¢ikmistir. Plan hedefleri kapsaminda ise ortadgretim 6grencilerinin biiyiik bir boélimiiniin
mesleki ve teknik egitime yonlendirilmesi ve Ogretmen yetistiren kurumlara oncelik verilmesi gerekliligi ortaya
konmustur (DPT, 1963).

Yedinci Milli Egitim Sdrast planli kalkinma doneminin ilk Stras1 oldugu icin egitimi biitiin olarak ele almistir.
Ele alinan konular icerisinde zorunlu ilkégretimin 1970 yilina kadar biitiin iilkede yayilmasi, 6grencilerin ilgi ve
yeteneklerinin belirlenmesinde ve gelistirilmesinde ¢evrenin ekonomik o6zelliklerinin de géz oniine alinmasi; yeni
ortaokul miifredat programmin deneme amagh bazi okullarda 1963-1964 Ogretim Yilinda uygulanmasi, tek
merkezden yonetilecek bir tiir olgunluk sinav sisteminin getirilmesi, yeni lise miifredat programlarinin énce deneme
nitelikli olarak bazi okullarda uygulanmasi ve az niifuslu yerlerde mesleki ve genel 6gretim kurumlarinin tek cati
altinda toplanmasiyla olusacak ¢ok amacli bir okul modelinin deneme nitelikli olarak acilmasi, 6zel Ogretim
kurumlarinin tesvik edilmesini saglayacak kanun ve yonetmeliklerin hazirlanmasi, imam-hatip okullarinin ortaokula
dayal1 olmas1 ve yeni agilacak iiniversitelerle ilgili gerekli tedbirlerin alinmasi gibi kararlar alinmastir.

2. Bes Yillik Kalkinma Plan (1968- 1972) ve 8. Milli Egitim Siras1 (1970)

Ikinci BYKP’de egitim konusu altinc1 béliimde, “Ekonomik Gelismede insan Unsuru” isimli boliimde yer almaktadir.
Bu kalkinma planinda 6ncelikli konular olarak 6zel egitim kurumlar1 ve 6zellikle de yaygin egitim 6n plana ¢ikmaistir.
Egitimin ¢evre ve is hayati ile iliskisinin sinirli oldugundan ve yonlendirmelerin etkili bir sekilde yapilamadigindan,
O0gretmen sayisinin yetersizliginden, 6grenci 6gretmen oranlarinin yiiksek olusundan ve bu durumun da egitimin
niteligini sinirlandirdigindan bahsedilmistir. Yiiksekdgretimde dgretim iiyesi sorununun yeni iiniversite agilmasini
sinirladig tespiti de yapilmistir. Ogretim iiyesi yetistirmek iizere yurtdisina doktora 6grencisi génderme ¢alismalarina
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devam edilecegi vurgulanmistir. Planda 6rgiin ve yaygin egitim sistemleri ayr1 ayri ele alinmig, hizmetigi egitime
ayrica farkli bir bashk altinda da deginilmistir. Ikinci kalkinma planinda bagimsiz anaokullari ve ilkokullara baglh
anasiiflarinin kurulmasi ve gelistirilmesi de hedeflenmistir. Ancak burada okul Oncesi egitim daha ¢ok anne
egitiminden yoksun ¢ocuklar icin diisiiniilmiistiir. Bunun yani1 sira biitiin egitim kurumlarinin MEB i¢inde toplanmasi
esas olarak alinmistir (DPT, 1968).

Sekizinci Milli Egitim Strasi gecikmeli olarak 1970 yilinda toplanmistir. Bu Sira’da ortadgretim sisteminin
kurulusu ve yiiksekdgretime gecisin yeniden diizenlenmesine yonelik kararlar éne ¢ikmaktadir. Ozellikle mesleki ve
teknik Ogretime agirlik veren bir sistemin gelistirilmesi gerektigi vurgulanmistir. Ortadgretim; birinci devre
ortadgretim ve ikinci devre ortadgretim olmak iizere ikiye ayrilmis ve ikinci devre ortadgretimde yoneltme sinifi
vurgusu yapilmistir. Ayrica bu Siirada ilk defa ¢cok gayeli bir okul programindan bahsedilmistir.

Birinci perspektif plan déneminde yapilan Birinci BYKP (1963-1967) ve kinci BYKP (1968-1973) ile ilgili
donem araliginda yapilan 7. Milli Egitim Stras1 (1962) ve 8. Milli Egitim Saras1 (1970) asagidaki tablo 1’de Ortiisen
yonler ve ayrilan yonler seklinde karsilastirmali olarak ortaya koyulmustur.

Tablo 1. Birinci perspektif plan donemi Kalkinma Planlar1 ile Milli Egitim Stralarinin karsilastirilmasi

Kalkinma N . .. Ayrilan Yonler
Plan Sara Ortiisen Yonler Kalkinma Plant Milli Egitim Sirasi
Birinci BYKP 7. Milli Her iki dokiimanda da insan Sanayi ile baglantili bir sistem ve ~ Merkezi bir olgunluk siavi
(1963-1967)  Egitim Saras1  giiciinilin istihdaminda egitimin  teknik egitim

(1962) rolii 6n plana ¢ikmaktadir.
Ikinci BYKP 8. Milli Ortadgretim sistemi birinci Ozel egitim kurumlari ve yaygin ~ Ortad@retim sisteminin
(1968-1973)  Egitim Stras1  devre ve ikinci devre egitim, yliksekdgretimde 6gretim  kurulusu ve

(1970) ortaggretim olarak ayrilmigtir  iiyesi sorunu yliksekdgretime gegis

3. Bes Yillik Kalkinma Plam (1973- 1977) ve 9. Milli Egitim Siras1 (1974)

Ucgiincii BYKP, 1973-1995 yillar1 arasin1 kapsayan 22 yillik ikinci Perspektif Plan’m ilk agamasini olusturmaktadir.
Bu planda egitim konusu ikinci béliimde “Insangiicii ve Egitim” ve on ikinci bolimde “Egitim ve Kiiltiir”
basliklarinda ele alimmistir. Daha onceki planlarda 6zellikle oncelik verildigi halde mesleki ve teknik egitim
konusundaki basarisizlik, belirli alanlarda yiiksekdgretime olan asir1 talep ve yaygin egitimle ilgili calismalarin istenen
diizeyde olmadig1 vurgulanmistir. Bu planda ilkégretimin sekiz yila ¢ikarilmasi ve okul 6ncesi egitim konusunda 6zel
sektorlin tesvik edilmesi gerekliligi tizerinde durulmustur. Ayrica genel liselerde ve yiiksekogretimde okuyan
ogrencilerin 6gretim giderlerine katilma yollar1 tizerinde durulmus ve ortadgretimde mesleki ve teknik egitimin agirlik
kazanmas: gerekliligi belirtilmistir. Ogretmenlerin bélgeler arasinda dengesiz dagilimi, okul ve derslik sayilarinin
yetersizligi sonucu ikili 6gretimin artist ve Ozellikle mesleki ve teknik okullardaki okul terki gibi sorunlara
deginilmistir (DPT, 1973).

1974 yilinda yapilan Dokuzuncu Milli Egitim Strasinda ise giindem maddeleri olarak Milli Egitim Sisteminin
biitlinliigii icinde programlar ve 6grenci akigini diizenleyen kurallar ele alinmistir. Stira 6ncesinde 1973 tarihli 1739
sayilt Milli Egitim Temel Kanunu’nda belirtilen Tiirk egitiminin amaclar1 ile 6zel amaglar1 belirlenmis ve Tiirk milli
egitiminin temel ilkeleri (14 ilke) ele alinmistir. Ortaokul kademesinde 6zellikle de se¢meli dersler lizerinde detayli bir
sekilde durulmustur. Ayrica niifusun az ve daginik oldugu yerlerde, farkli 6gretim programlarinin bir cati altinda
uygulandigr ¢ok programli liselerin kurulmasi vurgulanmistir. Ortadgretimde yonelme iizerinde durulmus ve
yoneltmenin temel egitimden itibaren olmasi gerektigi belirtilmistir. Stiranin ikinci kisminda gelecege doniik hedefler
ortaya konulmustur. Son olarak Onuncu Milli Egitim Sara’sinin 6gretmenlik mesleginin sorunlarinin incelemesine
tahsis edilecegi belirtilmistir. Ugiincii Kalkinma plan1 ve Dokuzuncu Milli Egitim Stras: birlikte degerlendirildiginde
Strada alinan kararlarin ¢ok kapsamli oldugu ancak Uciincii Kalkinma Planindaki hedefleri karsilamaktan uzak
oldugu sdylenebilir.

4. Bes Yillik Kalkinma Plani (1979- 1983) ve 10. ve 11. Milli Egitim Siiras1 (1981)-(1982)

Dérdiincii BYKP’de (1979-1983) egitim konusuna “Yagsam Diizeyinde Geligsmeler” ve “Birincil Uretim, Altyap1 ve
Hizmetler” ana bagliklar1 altinda deginilmistir. Bu planda &zellikle mesleki ve teknik egitimde istenilen diizeye
ulagilamadigi, 6gretmen yetistirme sistemindeki sikintilar ve nitelikteki diisiis, yliksekogretimdeki diizensizlikler ve
orgilin egitim disinda kalan yi1ginlarin egitim eksiklikleri 6ne ¢ikan konulardir. Okuldncesi egitim ve temel egitimde
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istenilen diizeye gelinemedigi vurgulanmistir. Ortaokullar baglaminda diizensiz okul agma politikas1 ve dengesiz
O0gretmen dagiliminin egitimin niteligini diigiirdiigli ifade edilmistir. Ortadgretim kademesinde mesleki ve teknik
egitimdeki okullasma hedeflerine ulagilamadigi, aksine genel ortadgretimin oraninin artis gosterdigine dikkat
cekilmistir. Yiiksekogretim Oniinde asir1 bir yigilma olustugu, yiliksekokullardaki 6grenci sayisinin ¢ok hizli artis
gosterdigi, yliksekdgretimde tiglincii plan hedefinin agildigi ve 6gretim iiyesi a¢ig1 olustugu vurgulanmistir. Yaygin
egitim kurumlar1 arasinda ongdriilen esgiidiimiin saglanamadig1 belirtilmistir. Dérdiincti Plan doneminde temel hedef
olarak oncelikle mesleki-teknik egitime agirlik verilecegi ortaya konulmustur. Okuldncesi egitimin ozellikle
gecekondularda yasayan is¢i cocuklarinin hedef alinarak pilot uygulamasinin yapilmasi ve yayginlastirilmasi politikasi
ortaya konulmustur. Temel egitim kademesinde okulsuz koylerin okula kavusturulmasi, {iglii egitimden ikili egitime
gecilmesi ve kitap giderlerinin devlet tarafindan karsilanmasi, temel egitim ikinci kademesinin ise genel ve mesleki
teknik olarak islevsel bir yapiya doniistliriilmesinin arastirilmasi karart alinmistir. Ortadgretim kademesinde mesleki
ve teknik egitim vurgusu yapilarak oOzellikle {iretim siirecine Ogrencilerin daha aktif bir sekilde katilmalarini
saglayacak bir yapiya doniistiiriilmesi hedeflenmistir. Yiiksekogretim kademesine yonelik ise nitelik vurgusu yapilmis
ve Ozellikle 6gretim iiyesi yetistirmek igin yurti¢i doktora programlarinin gelistirilmesine yonelik bir sistemin
gerekliligi vurgulanmistir (DPT, 1979).

Doérdiinci BYKP (1979-1983) araliginda yapilan Onuncu Milli Egitim Stras: (1981) ise kalkinma plani ile
tutarli olarak Tiirk Milli Egitim Sistemi icinde yer alan egitim programlari, 6grenci akisini diizenleyen kurallar ve
O0gretmen yetistirme konularindan olusan giindem maddeleri ile toplanmistir. Ancak 6gretmen yetistirme konusundan
ziyade egitim kademeleri ve Ozellikle de okuloncesi egitimin yayginlastirilmas: ve okuldncesi egitim programlari
iizerinde durulmustur. Temel egitime giris yasinin 6 yasa ¢ekilmesi ve zorunlu egitimin 5 yildan 8 yila ¢ikarilmasi,
temel egitimin yayginlastirilmas: noktasinda yerel 6zelliklerin dikkate alinmasi, imkanlar ¢ercevesinde yatili okul,
tasimall egitim gibi yontemlerden yararlanilmasi karar1 alinmistir. Rehberlik hizmetlerine agirlik verilmesi, mevcut
Ogretmenlerin, yoOneticilerin ve uzmanlarin hizmet i¢i egitimlerinin yapilmasinin saglanmasi, farkli bakanliklar
tarafindan gerceklestirilen yaygin egitime yonelik hizmetlerin koordinasyon sorununun c¢oziimlenmesi, egitim
hizmetlerinin iilke genelinde dengeli bir sekilde yayilmasini saglayacak bir orgiitlenme yoluna gidilmesi ele alinan
diger konular olmustur.

Doérdiincii BYKP donemini kapsayan tarihlerde (1979-1983) yapilan On birinci Milli Egitim Stras1 (1982)
Ogretmen ve egitim uzmanlarinin gelisimi, egitimi ve sorunlar giindem maddeleri ile toplanmistir. Birinci boliimde
Ogretmen egitimi ile ilgili {ilkemizdeki egilimlere, cesitli iilkelerde Ogretmen yetistirme siirecine deginilmis ve
dgretmen agigini ortadan kaldirma endisesinin kalite sorununa neden oldugu vurgulanmustir. Ogretmen egitimi ile
ilgili olarak tiniversite ile MEB isbirliginin olmasi, Egitim fakiiltelerine 6grenci alirken d6gretmen liselerine ve mesleki
ve teknik liselerin belirli boliimlerine kontenjan ayrilmasi, belirli alanlarda 6gretmen ihtiyacini karsilamak i¢in lisans
egitimini tamamlayanlarin, egitim fakiilteleri biinyesinde pedagojik formasyon alarak o6gretmen olabilmeleri,
iniversitelerde gorev yapan Ogretim elemanlarina pedagojik formasyon kazandiran programlarin uygulanmasi
onerilmistir. Ikinci boliimde 6gretmen egitiminde hizmet oncesi sorunlar gergevesinde dgretmen egitimin amaci,
standartlar1 ve sorunlar iizerinde durulmustur. Ayrica 6gretmen yetistirme programlarinda yer alan meslek bilgisi, alan
bilgisi ve genel kiiltiir derslerinin agirhgina deginilmistir. Ugilincii boliimde ise egitim uzmanlarmin egitimi ile ilgili
O0gretmenlerin uzmanliga gecis sartlari, ¢alisma sartlari, istihdam sartlari, egitim uzmanlarini yetistirecek kaynaklar ve
buna iliskin teklifler goriisiilmiistir. Dordiincii bolimde 6gretmenlerin ve uzmanlarin hizmet i¢i egitimi, besinci
boéliimde de 6gretmenlerin ve uzmanlarin sorunlari ve bu sorunlara iliskin ¢6ziim Onerileri iizerinde durulmustur.

5. Bes Yilik Kalkinma Plani (1985- 1989) ve 12. Milli Egitim Siiras1 (1988)

Bu planda (1985-1989) egitim konusu, “Sosyal Hedef ve Politikalar” baslikli b6liimde yer almistir. Kalkinma planinda
niteligin yiikseltilmesi, yaygin egitim programlar1 araciligiyla meslek kazandirma, yabanci dil egitimi, 6gretmenin
isbaginda yetistirilmesi gibi genel ilkeler ele alinmistir. Bu Plan’da “temel egitim” yerine yeniden “ilkdgretim”
kavrami kullanilmustir. {lkégretim kapsaminda anasiniflarinin yayginlastirilmast ve 5-6 yas niifusunda okullagma
oraninin %10'a c¢ikarilmasi (ilk nicel hedef), ikili egitimin azaltilmasi, ilkokul ve ortaokullarda Ozel egitime
gereksinim duyan cocuklarin egitimine gereken onemin verilmesi ve meslege yoneltme hedefleri yer almaktadir.
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Ortadgretim kapsaminda Orgiin ve yaygin mesleki ve teknik liselerin 6zendirilmesi, onceligin ara insan giiciiniin
yetistirilmesine verilmesi gerektigi, yaygin ve Orgiin egitimin paralel ylriitiilmesi gerekliligi, 6zel okullarin tesvik
edilecegi ve beden egitimi ve spor meslek liselerinin agilacagi vurgulanmistir. Ayrica “Anadolu” tiirii liselerin
yayginlagtirtlmasma iliskin hedefler bu planda One ¢ikmaktadir. Yiiksekogretim kademesiyle ilgili olarak
yiksekogretim kapasitesinin, isttihdam olanaklar1 cercevesinde diizenlenmesi, basarili &grencilerin iiniversitelere
almabilmesi i¢in 6gretim iiyeliginin cazip hale getirilmesi 6ne ¢ikan kararlardir. Yiiksekogretim kademesinde plan
doneminin sonunda %12’lik bir okullagsma oran1 hedeflenmistir (DPT, 1985).

Besinci BYKP donemini kapsayan tarihlerde (1985-1989) yapilan On ikinci Milli Egitim Stras1 (1988) 6 yil
aradan sonra toplanmustir. ilkdgretim ¢ergevesinde ortaokullarin liseler biinyesinden ilkdgretime alinmasi ve baslama
yasinin 72 ay olmasi, sekiz yillik zorunlu 6gretime gegisin sistemli bir sekilde uygulanmasi, ortadgretim kurumlarina
gecisin, ilke olarak sinavsiz saglanmasi; talebin boyutlarina gore siralama imtihanlariin yapilmasi ve bu sinavlarin
okullarca veya merkezce uygulanmasi, diplomalarin sekizinci yilsonunda verilmesine merkezi yerlerden baglanarak
uygulamasi kararlart alinmistir.

Genel, Mesleki ve Teknik Ortadgretim cergevesinde 9. sinifta ortak derslerin olmasi; diger siniflarda ortak
derslerin yani sira ilgili dal derslerinin ve se¢cmeli derslerin yer almasi kararlar1 yer almistir. Ayrica orgiin egitim
disinda kalmis kisilere okul disindan ortadgretim Ogrenimi goérme imkanlarma yonelik merkezlerin kurulmasi,
ortadgretim seviyesinde 6zel 6gretim kurumlarinin agilmasini 6zendirici tedbirlerin alinmasi gibi kararlar alinmistir.

Yiiksekogretime gecis basliginda yiiksekogretime geciste uygulanan merkezi sinavlarin agamali olarak
kaldirilmasi, yiiksekdgretim kurumlar1 agabilmeleri igin 6zel sektoriin tesvik edilmesi, mesleki ve teknik lise
mezunlariin 6grenim gordiikleri programlara uygun yiiksekogretim kurumlarina gegislerinin saglanmasi kararlari
almmistir. Uygulanmakta olan sinif ge¢me sistemi yerine ders gegme sistemine gegilmesi de sira kararlar1 arasinda
yer almaktadir. Yiksekogretim cercevesinde; "tam yil egitim" uygulamasima gegilmesi, dekanlarin ve rektorlerin
secim siireci, 6gretim elemanliginin cazip héle getirilmesi, arastirma ve yurtdist egitim olanaklariin artirilmasi, ders
yiiklerinin azaltilmasi kararlar1 alinmistir.

Egitimde yeni teknolojiler basligi altinda televizyonun egitim siirecinde etkin olarak kullanilmasi, yeni
teknolojiler baglaminda yerli tiretime Oncelik verilmesi, egitim teknolojisine yonelik derslerin 6gretmen yetistiren
kurumlarda zorunlu ders olarak yer almasi ve buna yonelik 6gretim eleman: yetistirilmesi kararlar1 yer almaktadir.

Ogretmen yetistirme bashigi altinda dgretmen liselerinin 6gretmen yetistiren kurumlar igin kaynak haline
getirilmesi, 6grencilerin sinavla ve miilakatla se¢ilmesi karari alinmistir. Okul 6ncesi egitim kademesine 6gretmen
yetistiren iki yillik yliksekdgretim programlarinin devam etmesi ve bu programlara &gretmen lisesinden mezun
olanlara belirli kontenjan ve puan avantaji saglanmis OSS puaniyla, meslek lisesinden mezun olanlarin ise yapilacak
OSS meslege yatkinlik testi ile alinmalar1 benimsenmistir. Ogretmen yetistiren yiiksekdgretim kurumlarina égretmen
lisesi mezunlar1 disinda &grenci alinmasi durumunda OSS veya OYS, Meslege Yatkinlik Testi, miilakat gibi farkli
kriterlerin aranmas1 6nerilmistir. Ayrica 6gretmenlik uygulamasinin uygulama okullarinda daha uzun siireli yapilmasi,
egitim yliksekokulundaki smif Ogretmeni adaylarmin 6gretmenlik uygulamalarin belirli bir bolimiini koy
ilkokullarinda yapmalar1 ve egitim yoneticiliginin bir brans olarak benimsenmesi gerektigi onerilen diger hususlardir.

Tiirkge ve Yabanci Dil Egitim ve Ogretimi konusunda; kompozisyon dersinin ayr1 bir ders olarak okutulmast,
siif gegmede Tiirkge dersinin agirhikli hale getirilmesi, Tiirk¢e dersinin OSYM sinavlarindaki agirligmin artirilmasi
ve bir baraj sisteminin getirilmesi kararlarmin alindig1 gériilmektedir. Yabanci Dil Egitimi ve Ogretimi kapsaminda
ise yabanci dil 6gretimini tesvik amaciyla; iilkemizle diger tilkeler arasinda 6gretmen, 6grenci, program, ders araci vb.
konularda kisa ve uzun siireli degisim programlarinin gelistirilmesi, yetiskinlerin yaygin egitim kurumlarinda yabanci
dil 6grenmelerinin tesvik edilmesi gibi kararlar iizerinde duruldugu goériilmektedir.

Egitimin finansmani baslig1 altinda egitim sisteminin finansman kaynaklar1 ve egitim yatirimlar1 {izerinde
durulmugtur. Ogretim programlar1 baghg: altinda ise dzellikle millilik vurgusu yapilmis ve programlari hazirlarken
ogretim kademelerinin 6zelligi ve ¢ocuklarin ilgi, yetenek ve kapasitelerinin dikkate alinmasi gerektigi belirtilmistir.

6. Bes Yilik Kalkinma Plani (1990- 1994) ve 13. ve 14. Milli Egitim Siiras1 (1990) -(1993)

Altinct BYKP’de (1990-1994) egitim konusuna “Beseri Kaynaklar” alt basligi altinda yer verilmistir. Planda
kalkinmanin temelinin beseri kaynaklar oldugu ve egitime bundan dolay1 hak ettigi onemin gosterilmesi gerektigi
vurgulanmistir. Okuldncesi egitime yoOnelik sayisal hedef belirleme (%11,5) bu planda da devam etmektedir.
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[lkokullarda kalitenin artirilmasina yonelik ¢alismalarin devam edecegi, ortaokullardaki okullasma oraninin % 80,0'e
cikarilmasi, ortadgretimdeki okullagsma oraninin da % 45,2 (% 24,0 Genel Ortadgretim - %21,2 Mesleki ve Teknik
Egitim) olarak gergeklesmesi ve yiiksekogretimde agik Ogretimle birlikte okullasma oraninin % 15 olmasi
hedeflenmistir. Ogretim iiyesi ihtiyacim1 gidermeye yénelik olarak da 12 bin kisinin doktora egitimini tamamlamasi
ongoriilmektedir (DPT, 1990).

Altinct Kalkinma Plani’nda yaygin egitimden beklentilerin arttig1 ve bu alana yonelik ayrilan kaynaklarin
artirtlmast gerekliligi, ¢iraklik egitiminin ve yaygin egitimin kamu kesimi ile 6zel kesim isbirligi icinde siirdiiriilmesi
gerekliligi vurgulanmistir. ilkeler ve politikalar kapsaminda sinif mevcutlarinin azaltilmasi, okullarda yeni egitim
teknolojilerinin kullaniminin yayginlastirilmasi, egitim altyapisinin iyilestirilmesi, yetenekli kisilerin 6gretmenlik
meslegine ve Ogretim Tlyeligine yoOnelmesini saglayacak diizenlemelerin yapilmasi, 6zel egitimle ilgili gerekli
altyapinin gelistirilmesi, mesleki yonlendirme ve rehberlik faaliyetlerinin etkin hale getirilmesi, bir TV kanalinin
egitim faaliyetlerine ayrilmasi, 6zel okul ve {iniversite kurulmasinin tesvik edilmesi gibi ilkeler belirlenmistir. Ayrica
mesleki teknik lise mezunlarindan yiiksekdgretime devam etmek isteyenlerin kendi branslarinda bir kuruma
yonelmelerini saglayacak diizenlemelerin yapilacagi vurgulanmistir. Yaygin egitimde onceligin istihdama yonelik
beceri egitiminde olacagi ve hizmetici egitim programlariin verimliligi artirict bir arag¢ olarak ele alinacag: ifade
edilmistir (DPT, 1990).

Bu plan (1990-1994) donemini kapsayan tarihler araliginda On figiincii Milli Egitim Sdras: (1990) ve On
dordiincti Milli Egitim Sdrast (1993) yapilmistir. On iiglincti Milli Egitim Stiras1 (1990) yaygin egitim konusunu
gorlismek iizere toplanmistir ve kisa bir stradir. StGrada "Milli Egitim Terimleri Sozliigii" hazirlanmasi gerektigi ve
sozliikte yaygin egitimle ilgili uluslararast terminolojiyi de goz Oniinde bulunduracak bir boliimiiniin yer almast
gerektigi vurgulanmistir. Strada halkin yaygin egitime katilmasina yonelik motivasyonun saglanmasi, yaygin
egitimde alinan belgelerin orgiin egitimdeki denkliklerinin saglanarak, iki sistem arasinda yatay ve dikey gecislerin
saglanmasi, yaygin egitim faaliyetleri icin yerel yoOnetimlerin biitgelerinden pay ayirmalarimi saglayacak yasal
diizenlemelerin yapilmasi, yaygin egitime yonelik derslere 6gretmen yetistiren yiiksekdgretim kurumlarinda da yer
verilmesi, yaygin egitimle ilgili ulusal ve yerel diizeyde arastirmalarin yapilmasi gibi kararlar alinmistir.

1993 yilinda yapilan On dordiincti Milli Egitim Sdrasi ise egitim yonetimi ve egitim yoneticiligi ile okul
Oncesi egitimi basliklarin1 gériismek tizere toplanmistir. Bu stirada Milli Egitim Akademisi'ne islerlik kazandirilacag,
Bakanligin merkez, tasra ve yurtdisi teskilatlarinin daha islevsel hale getirilecegi, halihazirdaki egitim yoneticilerinin,
universitelerle isbirligi ic¢inde yetistirilecegi; miifettislerin, yiliksekdgretim kurumlarinda ve Milll Egitim
Akademisi’nde teftis ve rehberlik alaninda lisansiistii egitim gdrmelerinin saglanacagi gibi egitim yonetimi ile ilgili
kararlar alinmistir. Okuloncesi egitimle ilgili olarak da okuldncesinin gelistirilerek yayginlastirilmast ve kalkinma
planlarindaki hedeflere ulasilmas1 ve buna iliskin politika ve uygulamalarin gelistirilmesi fikri iizerinde durulmustur.

Ikinci perspektif plan doneminde (1973-1995) yapilan Ugiincii BYKP (1973-1977), Dérdiincii BYKP (1979-
1983), Besinci BYKP (1985-1989) ve Altinci BYKP (1990-1994) ile ilgili donem araliginda yapilan 9. Milli Egitim
Stiras1 (1974), 10. Milli Egitim Staras1 (1981), 11. Milli Egitim Stirast (1982), 12. Milli Egitim Stras1 (1988), 13. Milli
Egitim Stras1 (1990) ve 14. Milli Egitim Starast (1993) asagidaki tablo 2’de ortiisen yonler ve ayrilan yonler seklinde
karsilastirmali olarak ortaya koyulmustur. Ayrica 2. Perspektif plan disinda kalan ancak uzun vadeli strateji
doneminde de yer almayan Yedinci BYKP (1996-2000) ile ilgili donem araliginda yapilan 15. Milli Egitim Stras:
(1996) ve 16. Milli Egitim Stras1 (1999) ile ilgili karsilagtirmalara da tablo 2’de yer verilmistir.
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Tablo 2. ikinci perspektif plan donemi Kalkinma Planlari ile Milli Egitim Saralarinin karsilagtiriimasi

Kalkinma . . . Ayrilan Yonler

Plan Sara Ortiisen Yonler Kalkinma Plant Milli Egitim Sirasi

Ugiincii 9. Milli Ortadgretimde yonelme, mesleki ve Genel lise ve yiiksekdgretim Ogrenci akigini

BYKP Egitim teknik egitimin agirlik kazanmasi Ogrencilerinin dgretim diizenleyen kurallar,

(1973-1977) Strasi giderlerine katilmalart, se¢meli dersler, ¢ok
(1974) ilkdgretimin sekiz yila programli liseler

¢ikarilmasi

Dérdiincii 10. Milli  Tirk Egitim Sistemi’ndeki egitim Mesleki ve teknik egitim, Ogretmenlerin ve

BYKP Egitim kademeleri ele alinmigtr. yiiksekogretim ve 6gretmen yoneticilerin hizmet i¢i

(1979-1983) Strasi Okuldncesi egitime iliskin kararlar yetistirme egitimleri

(1981) ortaktir. Mesleki egitim, 6gretim iiyesi

11. Milli  Yaygin egitim kurumlar: arasinda yetistirme Ogretmen yetistirme

Egitim esglidiimiin saglanmasi sistemi

Stirast

(1982)

Besinci 12.Milli  Tlkdgretimin 8 yila ¢ikarilmasi, Genel,  Okuldncesi egitim, Sinif gegme sistemi yerine
BYKP Egitim mesleki ve teknik liseler, anasiniflarinin ders ge¢cme sistemine
(1985-1989) Strasi Yiiksekogretim, yayginlastirilmasi, ozel egitim,  gecilmesi, Egitimde yeni
(1988) Ogretim elemanlari, Anadolu tiirii liselerin teknolojiler,
Yabanci dil 6gretimi ile ilgili kararlar ~ yayginlastirilmasi Ogretmen yetistirme,
ortiismektedir. Tiirkce Ogretimi,
Altinct 13. Milli  Yaygin egitim, Okullagma oranlari, Yaygin egitime yonelik
BYKP Egitim Okul 6ncesi egitim Ogretim iiyesi ihtiyacinin yasal diizenlemelerin
(1990-1994) Stras: giderilmesi, yapilmasi
(1990) Sinif mevcutlarinin azaltilmas,
Egitim altyapisinin gelistirilmesi

14. Milli Egitim yoneticilerinin

Egitim yetistirilmesi,

Stirasi Milli Egitim Akademisi

(1993)

Yedinci 15. Milli  Ortaggretimde yeni bir yapilanmaya Okuldncesi egitim ilkogretim 5-6 yas okul 6ncesi
BYKP Egitim gidilmesi, diizeyinden ayr ele alinmastir. egitimin ilkdgretime dahil
(1996-2000) Strasi Mesleki ve teknik egitimde modiiler Ozel sektdriin tesvik edilmesi, edilmesi,

(1996) sisteme gegilmesi, Ozel dershanelerin [lkogretimin kesintisiz 8
Yiiksekogretime gecis siirecinin doniistiiriilmesi, yil ve zorunlu olmasi,
diizenlenmesi, Tasimali egitim, YIBO ve
Zorunlu egitim disindaki kademelerden pansiyonlu okul
yararlanan kisilerin maddi imkanlari Rehberlik hizmetlerinin
dogrultusunda egitimin finansmanina gelistirilmesi,
katilmasi Meslek standartlarinin Ogretmen yetistirme
hazirlanmasi sistemi,

Egitim yonetiminin bir
bilim olarak algilanmas1

16. Milli Mesleki rehberlik,

Egitim Mesleki ve teknik egitime

Stirast uygun Ogretmen ve

(1999) yOnetici yetigtirme

7. Bes Yilik Kalkinma Plani (1996-2000) ve 15. ve 16. Milli Egitim Siirasi (1996) — (1999)

Bu Planda egitim konusu “Temel Yapisal Degisim Projeleri” ana bashigi altinda yer alan “insan Kaynaklarmin
Gelistirilmesi” boliimiinde yer almis ve reform olarak nitelendirilmistir. Oncelikle mevcut durum ortaya konulmus ve
niifusun egitim diizeyinin yetersizligi vurgulanmistir. Amaglar ve politikalar baglaminda egitimin bu plan déneminde
en Oncelikli sektor olacagi, egitime ayrilan kaynaklarin artirilacagi, 6zel sektoriin tesvik edilecegi ifade edilmistir. Bu
plan doneminde okuloncesi egitim ilkdgretim diizeyinden ayri ele alinmistir. Ortadgretim kademesinde yeni bir
yapilanmaya gidilerek yiliksekdgretim oOniindeki yigilmanin Onlenmesi, 6zel dershanelerden uygun olanlarin
ortadgretim ve yiiksekdgretim kurumuna déniistiiriilmesinin desteklenecegi belirtilmistir. Orgiin ve yaygm egitim
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kurum ve programlari arasinda yatay ve dikey gecislere imkén verecek bir yapinin olusturulacagi, mesleki ve teknik
egitimde modiiler sisteme gecilecegi, meslek standartlarinin tespit edilecegi ve Meslek Standartlar1 Kurumu
olusturulacagi deginilen diger konular olmustur. Zorunlu egitim disinda kalan egitim kademelerinde bu hizmetlerden
yararlanan kisilerin maddi imkanlar1 dogrultusunda egitimin finansmanina katilmas1 amaglanmistir (DPT, 1996).

Bu doénem (1996-2000) araliginda yapilan On besinci Milli Egitim Strasi’nda (1996) ilkogretim ve
yonlendirme, ortadgretimin yeniden yapilanmasi, yiiksekogretime gecis silirecinin diizenlenmesi, toplumun siirekli
egitim ihtiyacinin karsilanmasi ve egitimin finansmani gibi konular giindem olarak belirlenmistir. 5-6 yas okul 6ncesi
egitimin ilkogretime dahil edilmesi, ilkogretimin kesintisiz olarak 8 yil ve zorunlu olarak uygulanmasi, 9. sinifin
yonlendirme basamagi olmasi, dolayisiyla ilkdgretimin zorunlu bir sekilde 2+8+1 seklinde uygulanmasi 6nerilmistir.
Zorunlu olan 8 yillik ilkégretim siirecinden kiigiik yerlesim yerlerindeki ¢ocuklarin da yararlanabilmeleri i¢in tagimali
egitim, YIBO ve pansiyonlu okul gibi sistemlerden yararlanilmasi ve 6, 7. ve 8. smiflarda segmeli derslere islerlik
kazandirilmas1 onerilmistir. Yonlendirmenin etkin bir sekilde yapilabilmesi i¢in rehberlik hizmetlerinin gelistirilmesi
konusu ele alinmistir. Ogretmen yetistirme sisteminin daha iyi isleyebilmesi adina 6gretmen se¢imi ve yetistirme
stirecinin tizerinde durulmasi gerektigi, bu baglamda pedagojik formasyon kurslarina son verilmesi gerektigi, Anadolu
Ogretmen ve Ogretmen Liselerinin, Egitim Fakiilteleri igin temel kaynak olmasi gerektigi belirtilmistir. Egitim ve
okul yoneticiligi ile ilgili olarak da lisansiistii egitim ve egitim yonetiminin bir bilim olarak algilanmas1 vurgusu
yapilmistir. Ortadgretimde Yeniden Yapilanma kapsaminda, 6zel 6gretim kurumlarinin desteklenmesi, mesleki ve
teknik egitimde modiiler egitim programlarinin uygulanmasi, alan ve dal egitimine daha fazla 6nem verilmesi
gerektigi vurgulanmistir. Mesleki ve teknik liseden mezun olanlarin kendi alanlarinda yiiksekdgretime devam
edebilmesi ve etkin bir yonlendirme sisteminin saglanmasi gerektigi onerilmistir. Yiiksekogretime Gecisin Yeniden
Diizenlemesi basliginda 6grencilerin mezun olunan Ogretim programina yodnelik bir yiiksekdgretim programini
sectiklerinde ek puan ile desteklenmesi, meslek lisesinden mezun olanlarin kendi alanlarina uygun yiiksekogretim
programlarina devam etmelerinin saglanmasi gerektigi vurgulanmustir. Toplumun Egitim Ihtiyacinin  Siirekli
Karsilanmas: kapsaminda halk egitimine yonelik farkli kurumlarda yapilan benzer hizmetlerin bir biitiinliik icerisinde
ele alinmasi, iiniversitelerin yaygin egitime daha etkili bigimde katiliminin saglanmasi, temel egitim niteligi tasiyan
okuma yazma gibi kurslar disindaki yaygin egitim etkinliklerinden yararlanan kursiyerlerden belirli oranda "katki
pay1" almmmasi, bu kurumlara O6gretmen atamalarinda yetigskin egitimine yonelik 6gretmenlik formasyonunun
bulunmas: sartinin aranmasi gibi oneriler getirilmistir. Egitim Sisteminin Finansmani glindem maddesi ¢ergevesinde
ise kaynaklarmm yerinde kullanimi ac¢isindan, egitimde yerel yapilanmaya gecilmesi, tasimali egitimin
yayginlastirilmasi ve beyin gogiiniin 6nlenmesine yonelik ¢caligsmalarin baslatilmasi gerektigi vurgulanmstir.

Yine bu kalkinma plant déneminde (1996-2000) On altinc1 Milli Egitim Stirast (1999) gerceklestirilmistir. Bu
stira mesleki ve teknik egitim konularimi goériismek iizere toplanmistir. Stra’da; orta 6gretimden yiliksekdgretime
gecisle ilgili, mesleki ve teknik egitim mezunlariin alanlar1 dogrultusunda meslek yiiksekokullarmin ilgili
programlarina sinavsiz olarak giris imkan1 verilmesi; meslek yiiksekokulu mezunlarina da alanlarina uygun lisans
programlarina dikey gec¢is imkanlarinin saglanmasi, meslek standartlarinin hazirlanmasi, bunun i¢in 6zerk bir yapiya
sahip Tiirk Meslek Standartlar1 Kurumu’nun olusturulmasit dnerilmistir. Ayrica ilkdgretimde meslek alanlarini tanitict
etkinliklere yer verilmesi, gerekli rehberligin yapilmas: gerektigi vurgulanmistir. Mesleki ve teknik egitim
kurumlarinda “Ise Yerlestirme ve Izleme Birimi” olusturulmasi, illerde esgiidiimii saglayacak II Mesleki Egitim
Koordinasyon Kurulu’nun kurulmasi, mesleki ve teknik egitimde, asir1 kurum ¢esitliliginden kaginilmasi ve bu alana
uygun 0gretmen ve ydnetici yetistirme alinan diger tavsiye kararlaridir.

8. Bes Yillik Kalkinma Plani (2001-2005) ve 17. Milli Egitim Siiras1 (2006)

Bu Kalkinma Planinda (2001-2005) egitime iliskin kararlar, “Sosyal Ve Ekonomik Sektérlerle ilgili Gelisme Hedef ve
Politikalar” ana bashigindaki “Insan Kaynaklarinin Gelistirilmesi” alt bashginda yer almaktadir. Bu planda egitim,
“herkes i¢in hayat boyu 6grenme yaklagimi” c¢ercevesinde ele alinmis ve hedefler de bu dogrultuda belirlenmistir.
Zorunlu egitim siiresinin 12 yila ¢ikarilmasina yonelik hazirliklarin yapilmasi ifade edilmistir. “Temel egitim” yerine,
tekrar “ilkogretim” kullanilmaya baslanmistir. Kalabalik smiflarin mevcudunun azaltilmasi ve ikili egitim
uygulamasinin azaltilmasi hedef olarak ortaya konulmustur. Orgiin ve yaygin mesleki-teknik egitime agirlik
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verilecegi, ortadgretimde mesleki egitimin payinin artirilacagi, mesleki ve teknik egitimin tesvik edilecegi, meslek
yiiksekokullar1 ile mesleki ve teknik ortadgretim kurumlari arasinda program biitlinliigline yonelik isbirliginin
kurulacag ve yiiksekdgretimde etkin bir har¢-burs-kredi sistemi kurulacagi vurgulanmistir (DPT, 2001).

On yedinci Milli Egitim Saras1 (2006) “Tirk Milli Egitim Sisteminde Kademeler Arast Gegisler”,
“Yonlendirme ve Sinav Sistemi” ile “Kiiresellesme ve Avrupa Birligi Siirecinde Tiirk Egitim Sistemi” ana basliklar:
altinda toplanmistir. Ozel egitim cercevesinde; 6zel gereksinimi olan ¢ocuklarin tanilanmasi ve ydnlendirilmesine
yonelik Olgme araglarinin gelistirilmesi, ilkdgretimde calisan G6gretmenlerin, 6zel egitim konusunda hizmetigi
egitimden gecirilmesi, iistiin zekali ¢ocuklarin egitimi ve istthdamina yonelik politikalarin olusturulmasi gibi kararlar
alinmistir. Okul Oncesi Egitim kapsaminda 60-72 aylik okul &ncesi egitim doneminin zorunlu olmasi, zel sektdriin
okul oncesi egitim kurumu agmalarina yonelik tesviklerin sunulmasi gibi kararlar 6ne cikmaktadir. Ilkogretim
cergevesinde OKS’nin kaldirilarak yerine etkin bir yoOneltme sisteminin getirilmesi ve secmeli ders sayisinin
artirilmasi kararlari alinmigtir. Ortadgretimde Kademeler Arasinda Gegis, Yonlendirme ve Sinav Sistemi baglaminda
ise ortadgretimden mezun olan 6grencilerin kendi 6grenim gordiigii alanlara yonelik yiiksekogretim programlarina
gecmek istemeleri durumunda ek puan verilmesi, 10. sinifin sonuna kadar 6grencilerin ortadgretim kurumlari arasinda
yatay ve dikey gecis hakki verilmesi kararlar1 yer almaktadir. Kiiresellesme ve Avrupa Birligi Siirecinde Tiirk Egitim
Sistemi ana baglig1 altinda ise yagam boyu 6grenme, egitimde hareketlilik ve egitimde nitelik konular1 ele alinmistir.
Egitimde nitelik kapsaminda alinan kararlara bakildiginda 6zellikle Egitim fakiiltelerine ve 6gretmen yetistirmeye
vurgu yapildig1 goriilmektedir. Ogretmen niteliginin gelistirilmesi i¢in Egitim Fakiilteleri ile MEB ve uygulama
okullar1 arasindaki isbirligi ve esgiidiimiin saglanmasi 6ne ¢ikan kararlardir. Ayrica zorunlu egitimin 12 yila
cikarilmasi i¢in alt yap1 hazirlik ¢aligmalarinin hizlandirilmasi, e-6grenmenin yayginlastiriimasi ve merkez teskilatinin
siire¢ odakl1 olarak yeniden yapilandirilmasi kararlart alinmastir.

9. Bes Yillik Kalkinma Plam (2007-2013) ve 18. Milli Egitim Siirasi (2010)

Dokuzuncu Kalkinma Planinda (2007-2013) egitim konusu; “Egitimin Isgiicii Talebine Duyarliliginin Artirilmas1” ve
“Egitim Sisteminin Gelistirilmesi” basliklar1 altinda gegmektedir. Egitimin Isgiicii Talebine Duyarliliginin Artirilmasi
baslig1 altinda 6rgiin ve yaygin egitim tiirleri arasindaki yatay ve dikey iliskisinin giiclendirilecegi, ekonominin ihtiyac
duydugu alanlarda insangiicii yetistirilecegi, mesleki ve teknik egitimde modiiler ve esnek bir sisteme gecilecegi ve
uygulamali egitime agirlik verilecegi vurgulanmistir. Egitim Sisteminin Gelistirilmesi baslhigi altinda okuléncesi
egitimi yayginlastirmak icin fiziki altyapinin ve 6gretmen ihtiyacinin karsilanacagi, erken cocukluk ve ebeveyn
egitimlerinin artirilacagi vurgulanmistir. Tlkdgretimde okul terklerini azaltmaya yénelik gerekli tedbirlerin aliacag,
kalabalik smif mevcutlarinin disiirtilecegi, ikili egitim uygulamasinin azaltilacagi, okullarin bilgi ve iletisim
teknolojileri altyapisinin giiclendirilecegi ifade edilmistir. Ogretmen yeterliliklerinin siirekli olarak gelistirilecegi,
yabanci dil 6gretiminin etkinlestirilecegi belirtilmistir. Ozel egitim gereksinimli dgrencilere yonelik egitim siirecinde
kaynastirma ydnteminin oncelikli olacagi vurgulanmistir. Egitim kademelerinde 6zel sektoriin payinin artirilacag,
egitim sisteminin sinav odakli yapidan kurtarilacagi, ortadgretim ve yiiksekogretime yonelik hazirlik dershanelerinin
kaldirilarak ©zel okullara doniistiiriilmesine yonelik tesviklerin saglanacagi ve MEB merkez teskilatinda hizmet
esasini On plana alan bir yapilanmaya gidilecegi ve yiiksekogretimin yeniden yapilandirilacagt vurgulanmistir (DPT,
2007).

2010 yilinda yapilan On sekizinci Milli Egitim Stiras1 5 baslik altinda toplanmustir. Ogretmenin Y etistirilmesi,
Istihdam1 ve Mesleki Gelisimi basliginda 6gretmen ihtiyacinin orta ve uzun vadeli olarak planlanmasi ve ihtiyag
duyulan alanlarda dgretmen yetistirilmesi, bazi alanlarda 6gretmen ihtiyacini karsilayabilmek igin YOK tarafindan
belirlenen kriterlere gore pedagojik formasyon egitimi agilmasi, 6gretmen yetistirmek iizere 6gretmenlik veya egitim
iniversitesi kurulmasi, son smf oOgrencilerinin Ogretmenlik uygulamasi egitimlerini 6gretim yili boyunca
yapmalarinin saglanmasi kararlar1 almmustir. Ayrica Anadolu Ogretmen Lisesi’nden mezun olanlarin egitim
fakiiltelerini tercih etmelerine yonelik 6zendirici tedbirlerin alinmasi hedefleri konulmustur. Ogretmen alimina yonelik
yapilan sinavlarda, adaylara mezun olduklar: alanlarina iliskin sorularin da sorulmasi, ortadgretimdeki alan 6gretmeni
ihtiyacin1 karsilamaya yonelik olarak ortadgretim alan 6gretmenligi programlarindan mezun olanlardan yararlanilmasi
ele alman diger konulardir. Ogretim elemanlarin ek ders yiiklerinin azaltilmasi, ilkdgretim okullarinda 1, 2 ve 3.
siniflarin uzmanlagmis bir sinif 6gretmeni tarafindan ytiriitiilmesi, 4 ve 5. smiflardaki derslerin ise brans 6gretmenleri
tarafindan yiriitiilmesi, 6zel okullarin tesvik edilmesi, aday 6gretmenlerin tek baslarina derse girmemesi ve bir okula
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tek olarak atanmamasi ve okul yoneticilerinin atanmasinda, lisansiistii egitim gérmenin esas alinmas1 gibi kararlarin
alindig1 goriilmektedir.

Egitim Ortamlar;, Kurum Kiiltiirii ve Okul Liderligi baglaminda egitim ortamlarinin etkili bir sekilde
diizenlenmesi, e-portfolyo sisteminin olusturulmasi, bagimsiz anaokullarinin sayismin artirtlarak anasiniflarinin
kaldirilmasi, mesleki ve teknik ortadgretim kurumlarindaki atdlyelerin modiiler sistemle uyumlu hale getirilmesi
kararlar1 alinmistir. Okul midiirlerinin egitim- Ogretim liderligi rolleri ile isletme yoneticiligi rollerinin ayri
diisiiniilmesi, okul yoneticilerinin genel idari hizmetler sinifina alinmasi ve kadin yoneticilerin sayilarini arttiracak
tesviklerin saglanmasi gibi kararlara yer verilmistir.

[Ikdgretim ve Ortadgretimin Giiglendirilmesi, Ortadgretime Erisimin Saglanmasi basligi altinda zorunlu
egitimin 1+4+4+4 seklinde onii¢ yil olarak diizenlenmesi, ortadgretime gecis siirecinde rehberlik ve yoneltmenin
yapilmasi, SBS’nin sadece 6zelligi olan ortadgretim kurumlarina giriste yapilacak sekilde diizenlenmesi kararlari
almmistir. Ayrica haftalik ders saati sayisinin azaltilmasi, teneffiis siirelerinin artirilmasi, mesleki ve teknik
ortadgretimde uygulama saatlerine agirlik verilmesi, mesleki egitim kampiislerinin kurulmasi ve istiin yetenekli
cocuklara yonelik 6zel egitim kurumlarinin agilmasi kararlar1 yer almaktadir.

Spor, Sanat, Beceri ve Degerler Egitimi kapsaminda spor kiiltiiriinii gelistirecek spor alanlarinin
diizenlenmesi, yarismalarda basarili sporcu 6grencilere iist egitim kademelerine gegiste ek puan verilmesi, kontenjan
ayrilmasi, okullar i¢in yarigmalara katilan sporcu-6grencilerin sigortalanmasina yonelik diizenlemelerin yapilmas: gibi
kararlar alinmistir. Sanat egitimi ile ilgili olarak Kalkinma Planlarinin hazirlanmasina yonelik komisyonlara Sanat
Egitimi Ihtisas Komisyonunun da eklenmesi gibi kararlar gdze garpmaktadir. Psikolojik Danisma, Rehberlik ve
Yonlendirme giindem maddesi ¢ergevesinde de yonlendirme hizmetlerinin, okul 6ncesi kademesinden yiiksekogretim
kademesine kadar biitiin kademelerde yayginlastirilmas:t vurgusu yapilmistir. Ayrica psikolojik 6l¢me araglarini
kiiltiiriimiize 6zgii bir sekilde gelistirecek bir “Ulusal Test Gelistirme” veya “Ulusal Olgme ve Degerlendirme” adinda
bir birim kurulmas1 dnerisi getirilmistir.

10. Bes Yillik Kalkinma Plan1 (2014-2018) ve 19. Milli Egitim Siirasi (2014)

Onuncu Kalkinma Planinda egitim konusu “Nitelikli insan, Giiglii Toplum” bashig: altinda ele alinmistir. Planda
egitim baslig1 cergevesinde dnce durum analizi yapilmis daha sonra amag ve hedefler belirlenerek politikalar ortaya
konulmustur. Okullagma oranlarinda énemli artiglar saglandigi, iiniversite sayisinin 170’e ¢ikarildig: ancak egitim ve
arastirma kalitesine iliskin sorunlarin devam ettigi ve egitim ile istihdam iliskisinin gliclendirilmesi gerektigi
vurgulanmistir. Politikalar kapsaminda yasam boyu 6grenme yaklasimina uygun olarak piyasayla uyumlu, firsat
esitligine dayali ve kalite odakli doniisiimiin siirdiiriilecegi belirtilmistir. Okul tiirlerinin azaltildig1, programlar
arasindaki gegislerin esnek oldugu, bilgi ve iletisim teknolojileri ile uyumlu bir egitim-6gretim programinin oldugu,
sinav odakli olmaktan ziyade bireysel farkliliklar1 dikkate alan bir doniisiim programinin uygulanacag: ifade
edilmistir. Okuldncesi egitimin yayginlastirilacagi, engelliler ve kiz ¢ocuklar1 basta olmak iizere biitiin ¢ocuklarin
okula erisimlerinin saglanacagi, siif tekrarinin ve okul terkinin azaltilacagi vurgulanmistir. Ozel egitime yonelik
beseri ve fiziki altyapinin gli¢lendirilecegi, yabanci dil egitimine erken yaslarda baslanacagi, ortadgretim ve
yiksekogretime gecis sisteminin siireg odakli bir yapiya doniistiiriilecegi, ililke diizeyinde ¢ok yonlii bir degerlendirme
ve denetleme mekanizmasinin gelistirilecegi vurgulanmistir (Kalkinma Bakanligi, 2013).

Politikalar basligr altinda ayrica 6gretmenlik mesleginin kariyer gelisimini destekleyecek bir sekilde ve
performansa dayali olarak diizenlenecegi, tecriibeli dgretmenlerin dezavantajli bolgelerde ve okullarda daha uzun
vadeli c¢aligmalarinin 6zendirilecegi ifade edilmistir. Okul ydnetiminin biitce ile ilgili siire¢lerdeki yetki ve
sorumluluklarinin artirilacagi, kalabalik smif, birlestirilmis smif ve ikili egitim uygulamalarinin azaltilacag:
vurgulanmigtir. Ozel sektoriin tesvik edilecegi, érgiin ve yaygin egitim kurumlarindaki bilgi ve iletisim teknolojileri
altyapisinin gelistirilecegi kararlar1 alinmistir. Mesleki ve teknik egitimle ilgili olarak da okul-isletme iliskisinin
giiclendirilmesi, diploma ve sertifikalarin ulusal ve uluslararasi alanda gegerlilige sahip olacak sekilde gelistirilmesi ve
uygulamali egitime agirlik verilecegine yonelik hedefler belirlenmistir. Yiiksekdgretim kapsaminda da
yiiksekdgretimin kalite odakli ve rekabetci bir yapiya doniistiiriilecegi, yiiksekogretim kurumlariin ¢esitlendirilecegi
ve Yiiksekogretim Kurulunun yeniden yapilandirilacagt vurgulanmistir (Kalkinma Bakanligi, 2013).
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Onuncu Kalkinma Plan1 donemi igerisinde, 2014 yilinda yapilan On dokuzuncu Milli Egitim Strasinda dort
giindem maddesi yer almaktadir. Ogretim programlar1 ve haftalik ders programlari kapsaminda okuldncesi egitim,
ilkokul ve ortaokullarda tekli egitime gegilmesi, egitim kademelerinde ders saatleri ile ilgili diizenlemeler yapilmasi,
bazi ders isimlerinin degistirilmesi ve degerler egitimine yer verilmesi kararlar1 alinmistir. Bu siranin 6zellikle
O0gretmen niteliginin artirilmas1 konusuna odaklandigi, bu baglik altinda 6gretmen aday adaylarinin seg¢imi,
yetistirilmesi, hizmet i¢i egitimi ve 6gretmenlik mesleginin toplumsal statiisii gibi konulara deginildigi goériilmektedir.
Ogretmen genel yeterliliklerinin ve 6zel alan yeterliliklerinin giincellenmesi, 6gretim elemani basina diisen 6grenci
sayilarinin distirtilmesi, 6gretim programlarinin yeniden yapilandirilmasi, yeni egitim fakiilteleri agilmamasi ve var
olan fakiiltelerde de ihtiyag bulunmadig takdirde yeni programlar agilmamasi diger goze ¢arpan kararlardir. Ogretmen
adaylarinin meslege secimi siirecinde KPSS ve OABT testlerinde coklu degerlendirmeyi igeren bir modelin ortaya
konulmas: karart yer almaktadir. Adaylik ve uyum egitimi programlarinin biitlinlestirilecek sekilde yeniden
yapilandirilmast gerektigi, ogretmenlerin mesleki gelisimi ig¢in Ogretmen yeterliklerini temel alan bir modelin
gelistirilmesi gerektigi vurgulanmistir. Bu model ile birlikte alinacak egitimlerin kredilendirilmesi ve MEB’de kariyer
gelistirme sistemine dahil edilmesi, 6gretmenlerin lisansiistii egitim programlarina katiliminin 6zendirilmesi ve bu
programlar1 tamamlayanlarin ek ders iicretlerinin artirilmas: kararlar1 alinmistir. Egitim yoneticilerinin niteliginin
artirtlmast kapsaminda egitim yoneticisi adaylariin se¢ilme Olciitleri, gérevlendirilmeleriyle ilgili hususlar ve hizmet
icinde yetistirilme siirecleri ele alinmistir. Dordiincli boliim olarak ele alinan okul giivenligi bagliginda ise okul
giivenligi konusunun toplumun pek ¢ok kesimini ilgilendirdigi, dolayisiyla biitiin paydaslarin katki, destek ve isbirligi
ile ¢oziilmesi gerektigi ve bu konuda uzmanlar yetistirilmesi gerektigi vurgulanmistir.

Uzun Vadeli Strateji Doneminde (2001-2023) yapilan Sekizinci BYKP (2001-2005), Dokuzuncu BYKP
(2007-2013) ve Onuncu BYKP (2014-2018) ile bu dénem araliginda yapilan 17. Milli Egitim Stiras1 (2006), 18. Milli
Egitim Stras1 (2010) ve 19. Milli Egitim Stiras1 (2014) kararlarinda o6rtiisen yonler ve ayrilan yonler karsilagtirmali
olarak asagidaki tablo 3°’de sunulmustur.

Tablo 3. Uzun vadeli strateji donemi Kalkinma Planlar1 ile Milli Egitim Stiralarinin karsilagtirilmasi

N A . Ayrilan Yonler
Kalkinma Plant $ira Ortiisen Yonler Kalkinma Plani Milli Egitim Siirasi
Sekizinci BYKP 17.Milli  Zorunlu egitimin 12 yila Kalabalik smiflarin ve ikili Ozel egitime yonelik dlgme
(2001-2005) Egitim ¢ikarilmasi, egitimin azaltilmasi, araglarinin gelistirilmesi,
Stirast Herkes icin hayat boyu 6grenme ~ Mesleki ve teknik egitime Okuldncesi egitimin zorunlu
(2006) yaklagimi agirlik verilmesi, olmas1 ve 0zel sektoriin
Mesleki ve teknik ortadgretim  tesvik edilmesi,
kurumlar: arasinda program OKS’nin kaldirilmas,
biitiinliigiine yonelik Se¢meli ders sayisinin
isbirliginin gelistirilmesi artirilmasi,
Egitimde hareketlilik,
Ogretmen yetistirmede
Egitim Fakiiltesi-MEB
isbirliginin saglanmasi
Dokuzuncu 18. Milli  Ekonominin ihtiya¢ duydugu ilkogretimde okul terklerinin  Spor, sanat, beceri ve
BYKP (2007- Egitim alanlarda insangiicii yetistirilecegi, azaltilmasi, degerler egitimi,
2013) Stirast Ogretmen yeterliklerinin siirekli Yiiksekogretime hazirlik Psikolojik danigma, rehberlik
(2010) gelistirilecegi, dershanelerinin 6zel okullara  ve yonlendirme hizmetleri
Ozel sektoriin paymin artirilmasi, — déniistiiriilmesi
Erken ¢ocukluk egitiminin
gelistirilmesi,
Egitim sisteminin sinav odakli
yapidan kurtarilmas,
Onuncu BYKP  19.Milli  Egitim sistemine yonelik nitelik Okul isletme iligkisinin Bazi ders isimlerinin
(2014-2018) Egitim vurgusu, gliglendirilmesi, degistirilmesi,
Stirast Ogretmenlik mesleginin daha Okuldncesi egitime erigim, Egitim yoneticisi adaylariin
(2014) cazip hale getirilmesi ve Yabanc1 dil egitimi, secilme oOlgiitleri,

ogretmenlik mesleginin kariyer
gelisimini destekleyecek sekilde
olmasi,

Yiiksekogretime gegis sistemi,
Yiiksekdgretimin kalite odakl
ve rekabetci bir yapiya
doniistiiriilecegi

Okul giivenligi
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Sonug, Tartisma ve Oneriler

Kalkinma planlari, Tiirkiye’nin basta ekonomik ve sosyal konular1 olmak tizere birgok alanda, sorunlarin tespitinin
yapildig1 ve gelecege yonelik projeksiyonlarin olusturuldugu yasal metinlerdir (Altundemir, 2012) ve uygulanan
politikalar arasinda uyumu saglamak i¢in hazirlanmistir. Milli Egitim Sdralar1 ise egitimle ilgili konularda yol
gosterici nitelikte olan yasal metinlerdir. Bu metinlerin hem kendi iglerinde tutarli olmasi hem de birbirini
destekleyecek sekilde olmasi beklenmektedir. Planli kalkinma donemi itibariyle toplam on kalkinma plani
gergeklestirilmistir. Bu siireg icerisinde ise 1962 yilindan itibaren on {i¢ Milli Egitim Strasi gergeklestirilmistir. Milli
Egitim Stralarinin {i¢ yilda bir toplanmas1 6ngoriilse de bazi donemlerde bu kurala uyulmadig1 ve Stiranin toplanmasi
icin sekiz y1l gectigi (Yedinci Milli Egitim Sarast ile Sekizinci Milli Egitim Stras1) goriilmektedir. Bazi donemlerde
ise Milli Egitim Strasi’nin arka arkaya iki yil toplandig1 (Onuncu Milli Egitim Sdrasi ile On birinci Milli Egitim
Stiras1) goriilmektedir.

Yapilan ilk kalkinma planinda egitim konusu insan giicii ve istihdam ile iliskilendirilmis, sonraki kalkinma
planinda ise ekonomik gelismede insan unsuru baglig1 altinda ele alinmistir. Bu durum ilk planlarda daha ¢ok klasik
yonetim kuramlarinin temel ilkelerinden olan ekonomik insan anlayisinin 6n plana ¢ikarildigini gdstermektedir.
Ugiincii plandan itibaren egitim konusu; egitim ve kiiltiir, yasam diizeyinde gelismeler, sosyal hedef ve politikalar gibi
basliklarda ele almmmistir. Bu durum da neoklasik yonetim kuraminin etkisiyle calisanlarin sadece ekonomik
giidiileyicilerle giidiillenmeyecegi ve sosyal iligkilerin de onemli oldugu vurgusuyla ortiismektedir. 1990’11 yillardan
itibaren (Altinc1 Kalkinma Plani ile birlikte) ise beseri kaynaklar ve insan kaynaklar1 vurgularinin yapildig1 ve egitimle
ilgili hedeflerin insan kaynaklariin gelistirilmesine yonelik oldugu sonucuna ulasilmistir. Kiigtiker (2008) tarafindan
yapilan doktora calismasinda da yapilan sekiz kalkinma planinda egitimin bir “insan hakki” olduguna deginilmedigi
vurgulanmistir. Dokuzuncu ve Onuncu Kalkinma Planlarinda ise egitim konusunun egitim-isgiicii iliskisi baglaminda
ve nitelikli insan, gii¢lii toplum vurgusu baglaminda ele alindigi ve daha ¢ok sistem yaklasimi cercevesinde
degerlendirildigi sonucu ortaya ¢ikmistir. Dolayisiyla kalkinma planlarinda egitim konusunun yo6netim alanindaki
yaklagimlardan da etkilendigini s6ylemek miimkiindiir.

Dordiincti kalkinma planina kadar ilkogretim disindaki kademelerde 6grenim gdren Ogrencilerin egitim
hizmetinin finansmanina belirli 6l¢iilerde katilmalar1 hedeflenmis ancak uygulanmamistir. Ayrica dordiincii kalkinma
planina kadar okuldncesi egitim vurgusunun yapilmadig, ti¢iincii kalkinma planinda okuloncesi egitim konusunda
sadece 0Ozel sektoriin tesvik edilmesi vurgusunun yapildigi, besinci kalkinma planindan itibaren ise okuldncesi
egitimle ilgili somut hedeflerin konuldugu goriilmektedir. Bu durum Kiigiiker (2008) tarafindan da belirtilmis ve
okuldncesi egitimin 6zel egitim ile birlikte en fazla ihmal edilen egitim diizeyi oldugu vurgusu yapilmistir. Kiigtiker
(2012) kalkinma planlarinda genel olarak Orgiin egitimin Oncelikli alan olarak ele alindigini, yaygin egitimin ise
Besinci BYKP’na kadar insangiicii yetistirme amacina doniik olarak gériildiigiinii, Besinci BYKP’ndan itibaren ise
“yasamboyu egitim” kavrami altinda sekillendigini belirtmistir. Hesapcioglu'na (1993) gore besinci kalkinma
planindan itibaren egitim modeli insangiicii hedeflerini karsilamak {izere sekillenmistir. Egitim olgusu ayni zamanda
sosyal bir bakis acisindan daha ¢ok 6zel yani agir basan bir olgu haline doniismeye baslamistir (Hesapgioglu, 1993).

Kalkinma planlarinda ve milli egitim slralarinda 6zellikle mesleki ve teknik egitime deginildigi ancak
istenilen diizeye ulasilamadigi vurgulanmistir. Kiiciiker’in (2008) de belirttigi gibi ikinci plan disindaki tiim planlarda
mesleki ve teknik lisedeki 6grenci sayisinin daha fazla olmas: hedeflenmistir. Ayrica kalkinma planlarinda bazi
donemlerde ilkogretim kavrami kullanilirken, bazi dénemlerde temel egitim kavraminin kullanildigi ve ortaokul
kademesinin de bazen temel egitim kademesinde yer aldigi, bazi donemlerde ise ortadgretim kademesinde
degerlendirildigi goriilmektedir. Stralarin egitim politikalarini etkileme durumu konusunda Deniz (2001), bu durumun
politikacilarin izin verdigi Olclide oldugunu belirtmektedir. Ayrica slralarin belirlenen yasal siiresinde
toplanmamasinin da alinan kararlarin uygulanabilirligini ve etkinligini azalttigin1 ortaya koymustur.

Kalkinma planlar1 kendi iginde ele alindiginda egitim alanindaki bazi kararlarin ve sorunlarin birbirini takip
eden planlarda ayni kaldigi goriilmektedir. Kalkinma planlarinda yer alan egitime iliskin hedeflerin ve sorunlarin,
daha sonraki planlarda da tekrar edilmesi, sorunlara ¢6ziim bulunamadiginin ve arzulanan hedeflere ulagilamadiginin
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bir gostergesidir (Altundemir, 2012). Benzer bir tekrara diisme durumunun milli egitim stiralarinda da oldugu
sonucuna ulasilmistir. Giiven, Alagéz-Hamzaj ve Baldan (2016) tarafindan yapilan arastirmada &gretmenlerin
hizmeti¢i egitimlerine yonelik bazi kararlarin farkli yillarda toplanan stralarda da tekrar glindeme geldigi
belirtilmigtir. 2014 yilinda on dokuzuncusu gergeklestirilen Milli Egitim Stralarinda alinan kararlarin bir kisminin
uygulandigi, bazilarmin kalkinma planlariyla iliskilendirildigi, bazilarinin ise sadece tavsiye niteliginde kaldig1
belirtilmistir (Yildiz & Yildiz, 2016). Stralarda alman kararlarin uygulamaya aktarilmasi noktasinda gerekli olan
adimlarin atilmasinda sorunlar yasanmus, alinan kararlarin bir kismi, ya hi¢ uygulanmamis, ya alinan kararin
uygulamaya gecirilmesi zaman almis ya da kisa bir siire uygulandiktan sonra uygulamadan vazgecilmistir (Daghan,
Kalayc1, & Seferoglu, 2011). Milli egitim sGira kararlarinin tavsiye niteligi tasimas1 uygulanmalart konusunda sikinti
yasanmasina yol agmustir. Fakat kararlar incelendiginde bazi kararlarin yillar sonra tekrar ele alindigr goze
carpmaktadir (Yildiz & Yildiz, 2016). Stralarin bigim, yapi, islev ve isleyisiyle ilgili i¢ olumsuz yoniinden séz
edilebilir. Bunlardan birincisi, stralarin yaptirim giiciiniin olmamasi, ikincisi hiikiimeti olusturan siyasi partilerin
etkisinde kalmasi ve ii¢lincii olarak da stiralarin demokratik bir yap1 ve isleyise sahip olmamasidir (Deniz, 2001).

Kalkinma planlar1 ve milli egitim saralart birlikte degerlendirildiginde ozellikle ilk ii¢ kalkinma planinda
alman kararlar ile slra kararlarinin ¢ok uyumlu olmadig1 goze carpmaktadir. Dérdiincii Kalkinma Plani’nda yer alan
hedeflere yonelik ise 1981 ve 1982 yillarinda yapilan Onuncu ve On birinci Milli Egitim Stralarinda biiyiik dlgtide
ortiisen kararlar alinmistir. Ancak mesleki egitim ve 6gretim iiyesi yetistirmeye yonelik kalkinma planlarinda yer alan
hedeflere yonelik kararlara stiralarda yer verilmedigi goriilmektedir. Besinci Kalkinma Plani ile On ikinci Milli Egitim
Stira kararlarinin kismen ortiistiigii, kalkinma planindaki hedeflerle stirada alinan kararlarin biiyiik 6l¢iide farklilagtigi
sonucu ortaya ¢ikmistir. Altinct Kalkinma Planinda yer alan hedeflerin ise ayni donemde yapilan On ii¢lincti Milli
Egitim Sdrasi ile Ortiistiigii ancak On dordiincii Milli Egitim Stira kararlar ile ortlismedigi sonucuna ulasiimistir.
Yedinci Kalkinma Planinda okuldncesi egitimle ilgili yer alan hedef ile ayni yilda (1996) yapilan On besinci Milli
Egitim Sdrasinda okuldncesi egitime yonelik alinan kararlarin birbiriyle ¢elistigi dikkat ¢ekicidir. Ayn1 donem iginde
yapilan On altinc1 Milli Egitim Strasi kararlarinin ise kalkinma planinda yer alan hedeflerle biiyilik dlcilide ortiistiigii
ortaya ¢ikmustir. Sekizinci Kalkinma Plani ile On yedinci Milli Egitim Strasi kararlarinin da bir kisminin ortiistiigi,
ancak kalkinma planinda hedef olarak belirtilmedigi halde stirada bazi konularin detayli olarak ele alindigi sonucu
ortaya ¢ikmistir. Dokuzuncu Kalkinma Plani ile On sekizinci Milli Egitim Stras1 kararlarinin ise biiylik dlgiide
ortiistiigli, kalkinma planinda hedef olarak belirlenen birtakim kararlarin sirada detaylandirildigi géze ¢arpmaktadir.
Ancak yine kalkinma planinda hedef olarak ortaya konulmadig: halde stirada spor, sanat, beceri ve degerler egitimi ile
psikolojik danisma, rehberlik ve yonlendirme basliklarina yer verilmistir. Onuncu Kalkinma Plani ile On dokuzuncu
Milli Egitim Stras1 kararlarmin nitelik vurgusu agisindan birbiriyle oOrtiistiigli, ozellikle 6gretmen yetistirme
noktasinda kalkinma planinda belirtilen hedeflere yonelik stirada detayli kararlarin alindig1 géze carpmaktadir. Ancak
okuldncesi egitime erisim ve yabanci dil egitimi konular1 ile yiliksekdgretime gecis sistemine yoOnelik hedefler
kalkinma planinda yer alirken stirada buna yonelik kararlarin alinmadig1 ortaya ¢ikmaistir.

Sonug olarak bakildiginda Tiirk Egitim Sistemine yon veren iki 6nemli karar organi olan kalkinma planlarinin
ve milli egitim slralarinin her zaman tutarli ve Ortiisen kararlar almadig1 goriilmektedir. Paksoy (2011) tarafindan
yapilan mesleki egitim ile ilgili stra kararlar1 ve kalkinma planlarinin incelendigi arastirma sonuclarinda da bu durum
vurgulanmistir. Sdra kararlarinin mesleki egitim agisindan yakin donemde yapilan kalkinma planlarinda ve
uygulamalarda etkili oldugu ancak bazi noktalarda yetersiz kaldig1 ifade edilmistir. Yine Tofur, Aypay ve Yiicel
(2016) tarafindan yapilan arastirma sonuglari da suralarda alinan kararlarin her zaman uygulamaya konulamamasi
veya kismen uygulamaya konulmasi durumunun Milli Egitim Suralarmin fiili sonuclar1 agisindan kisir bir dongiide
kalmasina yol agtigin1 ortaya koymaktadir. Tiirk (1999)’lin de belirttigi gibi baz1 sira kararlarinin arasinda tutarlilik
sorunlar1 ve uygulamada gecikmeler yasanmis, stiralar ile kalkinma planlar arasinda kopukluklar olmustur (Yildiz &
Yildiz, 2016). Tirk egitim sistemine yon veren ya da vermesi beklenen Milli Egitim Siralarinin kalkinma
planlarindaki hedefler ¢er¢evesinde degerlendirilmesi egitimle ilgili politikalarin gelistirilmesi bakimindan 6nemlidir.
Bu agidan bakildiginda bu tarz ¢aligmalarin biitiinciil bir bakis agisiyla ele alinmasi ve politika uygulayicilarin da
esgiidiimlii bir sekilde hareket etmesi gerekmektedir. Stralarda ve kalkinma planlarinda alinan kararlarin uygulamaya
konulup konulmadigini, uygulamada karsilasilan sorunlari belirleyecek ve denetleyecek birimlerin bulunmasi egitimle
ilgili politikalarin uygulanmas: siirecini daha isler hale getirecektir. Ayrica alinan kararlara iliskin yol haritasinin 2023
Egitim Vizyonu’nda oldugu gibi adimlar baglaminda belirlenmesi uygulanabilirligini artiracaktir.
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Bu calisma planli kalkinma déneminde yapilan kalkinma planlar1 ve bu dénem araliginda gerceklestirilen milli
egitim stra kararlar1 ile sinirlidir. Farkli arastirmalarda okul oncesi egitim, mesleki egitim, 6gretmen yetistirme vb.
daha spesifik konular iizerinde de karsilagtirmali calismalar yapilabilir. Ayrica gerek milli egitim sira kararlar1 ve
gerek kalkinma planlarindaki hedefler ile Milli Egitim Bakanligi’nin yayinlamis oldugu diger planlar, yonetmelikler
ve yasal metinler karsilastirmali olarak incelenebilir. Ornegin, Kalkinma Planlar1 hedefleri ve siira kararlar1 agisindan
biitiinciil bir bakis acist sunan bu ¢aligmadan hareketle onlimiizdeki dénem kalkinma plani ve 2023 Vizyon Belgesi
calismalar1 kronolojik olarak incelenebilir. Ayrica, egitim fakiilteleri kapsaminda yiiriitiilen lisans ve yiiksek lisans
programlarinda egitim politikalarina yonelik derslerin sayisinin artirilmasina yonelik girisimler artirilabilir. Lisansiistii
caligmalarda bu tarz konularin nitel ve nicel yaklasimlarla arastirilmasina yonelik tesvikler saglanabilir.
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Extended Summary
Introduction

The National Education Councils are the gatherings in which the Turkish Education System is discussed in detail and
as a result, decisions are taken. The Councils have a long history as an advisory body that makes important decisions
which guide education within the Turkish Education System (Kilig¢ & Giiven, 2017). The legal basis of National
Education Councils emerged with the law on Education Organization, no 2287, which entered into force in Turkey in
1933. The first of the councils, which were ordered to meet every three years, assembled in 1939. The most recent
council, the 19th National Education Council, was convened in 2014.

Development, in the most general sense, is a concept expressing that society moves towards the desired
condition in every aspect (Berber, 2006). In order to achieve the goals and objectives of a country in an appropriate
way, the resources must be used effectively by managers. Development planning means that long-term policies are
regulated within the framework of certain rules (Ozer, 1999). The first attempts at planning in Turkey were made
between 1933 and 1950, and attempts at planned development policy have been initiated since the end of the 1950s
(Kigiiker, 2008).

The idea of preparation and implementation of Development Plans has emerged to ensure harmony between
the policies implemented in Turkey since 1960 (DPT, 2009). The State Planning Organization (DPT) was founded
under the Prime Ministry with a law enacted on 30 September 1960. Regular studies into educational planning in
Turkey began with the transition to planned development policy (Kiigiiker, 2008).

A total of 11 development plans have been prepared since the first development plan in 1963. The aim of this
research was to evaluate the decisions made in the National Education Councils conducted during the planned
development period within the framework of the decisions made in the development plans related to education.
Therefore, 10 development plan documents from the planned development period, along with 13 National Education
Council documents (those relating to the same period) were used as data sources. The 11th Development Plan was
excluded from the scope of the research, since it was recently published and there was no new National Education
Council held during this period.

Method

In the study, the document analysis method, which is one of the qualitative research methods, was applied. This
method “includes the analysis of written materials containing information about the facts or fact which aims to be
investigated” (Yildirnm & Simsek, 2002). The data sources of the research are written documents. Ten development
plans made during the planned development period and the Thirteen National Education Council documents realized
after 1962 were used as the data sources. The documents that constitute the data sources of the research are given in a
periodically paired form. A descriptive analysis technique was applied for the data analysis. The Development Plans
and documents related to the National Education Council, which constitute the data of the research, are primarily
described and matched in order to determine their periodic compatibility. The decisions made in both documents were
examined and interpreted and assumptions were made based on the results obtained.

Conclusion and Discussion

The National Education Council and Development Plans are expected to be both consistent and support each other. In
general, it is seen that particularly vocational and technical education is given more importance in Development Plans
and the National Education Councils. When Development Plans and National Education Councils are taken into
consideration, it is observed that some decisions and problems in the field of education are repeated in successive
plans and councils. The repetition of the educational objectives and problems in later plans is an indication that the
problems cannot be solved within the specified periods and desired objectives cannot be achieved (Altundemir, 2012).
In particular, the advisory nature of National Education Council decisions has led to difficulties in their
implementation and some decisions are re-considered years later (Yildiz & Yildiz, 2016).

When the Development Plans and National Education Councils are evaluated together, it is noteworthy that,
particularly, the decisions made in the first three development plans are not very compatible with the council decisions
made during the period. The Tenth and Eleventh National Education Council decisions made during the time period
related to the objectives of the Fourth Development Plan overlap to a great extent. It is seen that the Fifth
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Development Plan and the Twelfth National Education Council decisions partially coincide, and the objectives in the
Sixth Development Plan coincide with the Thirteenth National Education Council made in the same period but they do
not coincide with the Fourteenth National Education Council decisions. Also, it is observed that the objective of
preschool education in the Seventh Development Plan is in contradiction with the decisions made in the Fifth National
Education Council in the same year (1996). However, the decisions of the Seventh Development Plan and the
sixteenth National Education Council are largely in agreement. Some of the decisions of the Eighth Development Plan
and the Seventeenth National Education Council coincide, yet some of the issues are discussed in detail even though
they are not stated as objectives in the development plan. The Ninth Development Plan and the decisions of the
Eighteenth National Education Council are largely in agreement. Some of the decisions determined as objectives in
the development plan are detailed by the Council. It is remarkable that the decisions of the Tenth Development Plan
and the Nineteenth National Education Council coincide with each other in terms of quality emphasis, and detailed
decisions have been made in the Council in relation to the objectives stated in the Development Plan, especially
regarding the point of teacher training.

As a result, it is seen that the Development Plans and National Education Councils, the two important
decision-making bodies leading the Turkish Education System, do not always make consistent and overlapping
decisions. The evaluation of the National Education Councils, which are expected to lead the Turkish Education
System within the framework of the objectives in the development plans, is important for the development of
educational policies. From this point of view, such studies need to be addressed from a holistic perspective and policy
practitioners should act in a coordinated manner. The presence of units to identify and supervise whether the decisions
made in the councils and development plans are put into practice and the problems encountered in implementation will
make the implementation of education policies more functional. In addition, the determination of the roadmap for the
decisions taken in the context of steps laid out in the 2023 Education Vision statement will increase its applicability.
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Makale Bilgisi

Bu caligmanin amaci, Tirkiye’de programlama egitimi lizerinde yapilan g¢aligmalar
incelemek ve bunun sonucunda ortaya ¢ikan durumlar agisindan egilimlerinin hangi yonde
oldugunu tespit etmektir. Bu amag¢ dogrultusunda 2008-2018 yillar1 arasinda yayilanan
YOK TEZ veri tabanindaki 68 tez ve TUBITAK ULAKBIM veri tabanindaki 78 makale
olmak iizere toplamda 146 calisma incelenmistir. Ilgili yaymlar1 degerlendirmek icin
literatlirden yararlanilarak gelistirilen ¢aligma inceleme formu, programlama egitimi igin
revize edilerek kullanilmistir. Formda ilgili ¢alismanin kiinyesi, ¢aligmanin &zellikleri,
arastirma yontemi, veri toplama araglari, drneklemi, 6rneklem biiyiikliigii ve veri analiz
yontemi kategorileri bulunmaktadir. Bu kategorilere gore ¢alismalar betimsel analize tabi
tutulmustur. Analiz sonucuna goére c¢alismalarin en ¢ok 2018 yilinda yapildig:
belirlenmistir. Calismalarin ¢ogu programlama konusunda, Bilisim Teknolojileri ve
Yazilim dersinde ve Scratch yazilim aract kullanilarak yapilmistir. Makalede nitel
arastirma yontemlerinden dokiiman analizi, tezlerde nicel arastirma ydntemlerinden yari
deneysel desen kullanilmistir. Veri toplama araci olarak tezlerde likert tipi anket/0l¢ek
kullanilirken, makalede ise bunun yami sira dokiiman kullanildigi goriilmektedir.
Orneklem olarak makale caligmalarin cogu lisans grubunu, tez calismalari ilkdgretim(5-8)
grubunu se¢mistir; 6rneklem biiyiikliigii olarak 31-100 arasinda kisi belirlenmistir. Veri
analiz yonteminde ise tezlerde t-testi kullanilirken, makalede igerik analizi kullanildig:
sonucuna ulasilmistir.
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Investigation of Studies on Programming Education in Turkey: A Descriptive Analysis Study

Abstract

Article Info

The aim of this study is to examine the academic studies on programming education in
Turkey and to determine the direction of the trends, in terms of the resulting conditions. In
accordance with this purpose, 68 master and Ph.D. theses from the YOK THESIS
database, written between the years 2008-2018, and 78 articles in the TUBITAK
ULAKBIM database were examined: in total 146 studies. The study review form,
developed using the literature to assess related publications, was revised for programming
education. Identification of the study, characteristics of the study, research method, data
collection tools, sampling, sample size and data analysis method categories of the study
are included in the form. According to these categories, academic studies were subjected
to descriptive analysis. According to the results of the analysis, it was determined that
most of the studies were carried out in 2018. Most of the studies were carried out on
programming in the Computer and Instructional Technologies course and using the
Scratch software tool. Document analysis from qualitative research methods was used in
article studies, and semi-experimental design from quantitative research methods was used
in theses. While a Likert type questionnaire/scale was used as a data collection tool in
theses, articles additionally used documents. As for sampling, most of the article studies
selected participants from the undergraduate group, and the thesis studies from the
primary education group (5-8); the sample size was determined to be between 31-100. In
the data analysis, a t-test was used in the theses and content analysis was used in the
articles.
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Giris
Bilgisayarlarin ilk iiretildigi zamanlarda bilgisayar bilgisi sadece bilgisayar alaninda yiiksekogretim alan 6grenciler
icin gerekli goriilmekteydi ancak bilisim teknolojilerindeki hizli gelisim sonucunda bilgisayar ve programlama egitimi
giderek alt kademelere dogru genislemistir (Atabas, 2018). Bu gelisim {iilkelerin egitim miifredatinda degisiklik
yapilmasi zorunlulugunu da beraberinde getirmistir.

Avrupa Okul Agr’'min 21 Egitim Bakanligiin katilimi ile 2015 yilinda gerceklestirdigi ¢alismada, kodlama
egitimi 16 iilkenin (ulusal, bolgesel veya yerel diizeyde) miifredatinin bir parcasidir (Balanskat &Engelhardt, 2015).
Ulkemizde ise 2013 yilindan itibaren ortaokul miifredatinda, 2018 yilindan itibaren biitiin ilkdgretim kurumlarinda
Bilisim Teknolojileri ve Yazilim dersi uygulamaya konulmustur (MEB, 2018). Saygmer ve Tiiziin (2017)
programlama egitiminin {iilkemizde ve diger iilkelerde O6neminin farkina varildigina, bir¢cok iilkenin egitim
miifredatinda programlama derslerine yer verdigi bulgusuna ulagmistir.

Ulkelerin egitim miifredatlarinda yasanan bu degisiklikler bilisim alanindaki ¢aligmalar1 da énemli dlciide
etkilemistir. Ingiltere’nin 2014 yilin1 “Kodlama Y1il1” (Year of Code) olarak ilan etmistir (Ozdemir, 2015). ABD ise
sivil toplum kuruluslari, Microsoft ve Google gibi teknoloji ve yazilim sirketleri ve Code.org platformu aracilig: ile
dgrencilerin yiizlerce kodlama dilini kavrama ve kendi kodlarin1 yazmalarina destek olmaktadir (Ondes, 2016).
Kurumsal yazilim sirketi SAP, Afrika Kod Haftas: (4 milyon geng ve 50 bin 6gretmen) ve Miilteci Kod Haftas: (10
bin) etkinligi kapsaminda binlerce insana programlama egitimi vermistir (africacodeweek.org, 2019; hostingdergi,
2019).

Ulkemizde ise Milli Egitim Bakanhig: tarafindan ya da iiniversiteler, bankalar, sivil toplum kuruluslar,
teknoloji ve yazilim sirketleri aracilig: ile birgok etkinlik yapilmaktadir. Bilisim Garaji 2012 - 2018 yillar1 arasinda
100 bin 6grenciye egitim verdigini belirtmistir (Ozdemir, 2018). Kod Haftas1 (Code Week) etkinligi kapsaminda
iilkemizde 2018 yil1 itibariyle 7700 etkinlik ve 932.200 kisi sayisina ulagilmistir (Karapinar & Sayin, 2019). Ayrica,
2015 yilinda baglatilan Kodla(Ma)nisa Projesi (81 bin), 2016 yilinda baglatilan Yarin1 Kodlayanlar (3 bin 669) projesi
ve Garanti ile Gelecegi Kodla projesi kapsaminda binlerce 6grenciye egitim verilmistir (Kodla(Ma)nisa, 2015;
Koseoglu, 2018; memurlar.net, 2018; Tiirkiye Vodafon Vakfi, 2018). Yapilan aragtirmalar, iilkelerin bilim ve
teknolojideki gelecekleri agisindan programlama egitiminin ¢ok 6nemli oldugunun farkina vardiklarina, bu nedenle
bilim ve teknoloji alaninda yer alacak kisilerin egitimi igin bircok kurum tarafindan ¢alisma yapildig1 sonucuna
ulasilmistir. Bu kapsamda iilkemizde programla egitimi ile ilgili yapilan calismalarin incelenmesi, bundan sonra
yapilacak olan ¢aligmalara yol gdstermesi agisindan 6nemli olacag diisiiniilmektedir.

Arastirmanin Amaci
Bu arastirma, Tiirkiye’de programlama egitimi iizerinde 2008-2018 yillar1 arasinda yapilan ¢aligmalari incelemek ve
bunun sonucunda ortaya ¢ikan durumlar agisindan egilimlerin hangi yonde oldugunu tespit etmeyi amaglanmaktadir.
Bu baglamda asagida belirlenen arastirma sorularina cevap aranmistir:

a) Calismalarin tez-makale dagilimi nasildir? Caligma tez ise yiiksek lisans doktora dagilimi nasildir?

b) Calismalarin yillara gére dagilimi nasildir?

c¢) Calismalarin konu dagilimi nasildir? Calismalarin yapildigi dersler nelerdir? Calismalarda kullanilan

yontem/teknik/ara¢ gere¢ nelerdir?

d) Calismalarda kullanilan aragtirma yontemleri nelerdir?

e) Calismalarda kullanilan veri toplama araglar1 nelerdir?

f) Calismalarin 6rneklem dagilimi nasildir?

g) Calismalarda kullanilan 6rneklem biiyiikliigli nelerdir?

h) Calismalarda kullanilan analiz yontemleri nelerdir?

flgili Arastirmalar
Ustiindag (2013) Bilgisayar ve Ogretim Teknolojileri béliimiiniin yiiksek lisans programinda 2002-2007 yillari
arasinda yazilan 133 tez calismasimi inceledigi arastirmasinda, 2007 yilmma kadar bilgisayar destekli egitim
caligmalariin fen ve matematik alaninda 6nem kazandigini ancak, daha sonraki ¢aligmalarda uzaktan egitime agirlik
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verildigi bulgusuna ulagilmistir. Durak, Karaoglan-Yilmaz, Yilmaz ve Seferoglu (2017) erken yasta programlama
egitimi ile ilgili ¢aligmalar1 belirlemek i¢in SSCI’de dizinlenen dergi ve tez veritabanlarin da 6 tez ve 19 makaleye
ulasmistir. Arastirma sonucunda daha ¢ok nitel yontemin kullanildigini, 6rneklemin ortaokul diizeyinden segildigini
ve ¢ok genis kitleleri kapsayacak sekilde uygulama yapilmadigini, en ¢ok incelenen degiskenlerin akademik basar1 ve
diistinme becerileri oldugu sonuglarina ulagsmistir. Catlak, Tekdal ve Baz (2015) Web of Science ve Google Akademik
veri tabanlari iizerinde Scratch yazilimi hakkinda yapilan ¢alismalar inceledigi arastirmasinda 32 makaleye ulagmistir.
Scratch’in Problem Coézme, Yaratict Diiginme, Mantiksal Diisiinme, Algoritma ve Programlama Ogretimi,
Programlamaya iliskin Ogrenci Gériisleri, Diger Dillerle Karsilastirma, Oyun Programlama, Simiilasyon Gelistirme,
Diger Derslerde Kullanim ve Scratch Programinin Tanitilmasi konulariyla iligkili oldugunu ve sagladig: bir¢ok avantaj
nedeniyle programlama egitiminde etkili oldugu bulgusuna ulasilmistir. Yolcu ve Demirer (2017) 2007-2017 yillart
arasinda programlama egitiminde robotik kullanimini inceledigi ¢alismasinda 45 makaleye ulasmistir. Arastirma
bulgularina gore; calismalarin 6rneklem grubunu daha ¢ok ilkokul ve ortaokul diizeyi olusturmakta, en cok LEGO
Mindstorms NTX materyali kullanilmakta ve ayrica problem ¢dzme ve isbirligi becerilerine etkisinin incelendigi
belirlenmistir. Ulkelerin K-12 okullarinda programlama egitimi verirken kullandig1 programlama ortamlari
incelendiginde en ¢ok Scratch araci tercih edildigi ve ABD’nin Scratch, Kodu, AgenCube, AgentSheet, Alice, Blocky
ve Game Maker gibi bir¢ok programlama ortamlarina bagvurdugu gériilmiistiir (Huwieser vd., 2015).

Yontem
Bu arastirma, izledigi siire¢ ve konusu bakimindan nitel arastirma yaklasimlari igerisinde yer alan betimsel analiz
yontemi kullanilarak gergeklestirilmistir. Betimsel analiz, ¢esitli veri toplama teknikleri ile elde edilmis verilerin daha
onceden belirlenmis temalara gére Ozetlenmesi ve yorumlanmasini igeren bir nitel veri analiz tiiriidiir. Bu analiz
tiiriinde temel amag elde edilmis olan bulgularin okuyucuya 6zetlenmis ve yorumlanmis bir bigimde sunulmasidir
(Yildirim & Simsek, 2003).

Calisma Grubu

Arastirmanin ¢alisma grubunu 2008-2018 yillar1 arasinda YOK TEZ ve TUBITAK ULAKBIM veritabaninda
yayinlanan tez ve makaleler olusturmaktadir. S6z konusu g¢aligmalar Bilgisayar ve Ogretim Teknolojileri Egitimi
Anabilim dal1 ve iligkili alanlarda bulunan arastirmacilarin yaptig1 ¢alismalar: kapsamaktadir. Bu kapsamda;

YOK TEZ veritabaninda “programlama”, “programlama egitimi”, “programlama o6gretimi”, “kodlama,
“kodlama egitimi”, “kodlama 6gretimi”, ”yazilim”, “Bilisim Teknolojileri ve Yazilim”, “scratch” ve “arduino” anahtar
kelimeleri ile “Egitim & Ogretim”, “Bilim & Teknoloji” ve “Teknik Egitim” konularinda yapilan arastirmada 77 teze
ulagilmaigtir.

TUBITAK ULAKBIM veritabaninda “programlama”, “programlama egitimi”, “programlama Ogretimi”,
“kodlama”, “kodlama egitimi”, “kodlama O6gretimi”, “algoritma”, “yazilim”, “Bilisim Teknolojileri ve Yazilim”,
“Scratch”, “Bilgi-islemsel Diisiinme”, “Bilgisayarca Diisiinme” ve “Hesaplamali Diisiinme” anahtar kelimeleri ile
“Education, Science Discliplines” ve “Social” konu alanlarinda yapilan arastirmalarda 78 makaleye ulasilmistir. Tez
ve makalelerde yapilan inceleme sonucunda; YOK TEZ veritabanindan alinan tezlerden 68’i arastirma kapsaminda
incelenmis olup, 3 Doktora ve 6 Yiiksek Lisans tezi erisim kisit1 bulunmasi nedeniyle incelenememistir. ULAKBIM

veritabanindan ulasilan makalelerden ise 78’1 arastirma kapsamina alinmigtir.

Veri Toplama Araci

Literatiir incelenerek, Ciltas (2017) tarafindan gelistilen “Calisma Smiflama Formu”, arastirma kapsaminda
uyarlanarak veri toplama araci olarak kullanilmistir. Form alti bolimden olusmaktadir. Formun A bdliimiinde
calismalarin kiinyesi hakkinda genel bilgilere yer verilmekte olup, B bolimiinde ise calismalarin 6zellikleri ile ilgili
bilgiler yazilmaktadir. C boliimiinde ¢alismanin yontemine yonelik bilgiler yer almaktadir. D bdliimii veri toplama
araclarina iligkin bilgilere yer verirken, E boliimiinde 6rneklem grubu ve 6rneklem biiytikliigiine iligkin bilgiler yer
almaktadir. Son boliimii olusturan F de ise verilerin analiz yontem ve tekniklerine iligkin bilgiler yazilmaktadir.
Calismada yer alan herbir arastirma programlama egitimi alaninda 6nceden belirlenen kategorilere gore incelenmistir.
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Verilerin Analizi

Makale ve tezler 6nceden belirlenen arastirma amaglar1 dogrultusuda arastirmaci tarafindan, Calisma Siiflama Formu
kullanilarak siniflandirildiktan sonra excel programi kullanilarak analiz edilmistir. 78 makale ile 68 tezin betimsel
analizi yapilarak ortaya ¢ikan durum bir rapor halinde sunulmustur. Bu c¢alisma 2008-2018 yillart ile
sinirlandiriimistir. Bu ¢alisma programlama egitimi ile ilgili glincel arastirma egilimlerini belirlemeyi amacladigindan
dolay1 son on yilda yayinlanan ¢alismalar1 kapsamaktadir.

Bulgular
Tiirkiye’de programlama egitimi konusunda yapilan arastirmalar betimsel analiz sonucunda yayinlandig1 y1l, ele aldig:
konu, uygulandig1 ders, kullandig1 yontem/teknik/ara¢ ve gereg, aragtirma deseni, veri toplama araci, érneklem tiiri,
orneklem biyiikliigli ve verileri analiz yontemleri bashigi altinda asagida sunulmustur. Bulgular aragtirma sorulari
temel alinarak analiz edilmistir.

1. Calismalarin Tez-Makale Dagilimi Nasildir?Calisma Tez ise Yiiksek Lisans Doktora Dagilimi Nasildir?
Aragtirmanin tez-makale dagilimi incelendiginde Sekil 1°de goriildiigii izere arastirma kapsaminda 59 Yiiksek Lisans,
9 Doktora tezi olmak iizere toplamda 68 tez ve 78 makale ele alinmistir.

90
80
70
60
50
40
30
20 )
10

o ||

Yiksek Lisans Tezi ’ Doktora Tezi ‘ Makale

78

59

Calisma Tura

Sekil 1: Caligmalarin dagilim1

2. Cahsmalarin Yillara Gére Dagilimi Nasildir?

Tez ¢aligmalarinin yillara gore dagilimi incelendiginde Sekil 2’de goriildigl lizere 2014 yilindan itibaren yiiksek
lisans(4) ve doktora(1) tez caligmalarnin artis gostererek 2018 yilina gelindiginde yiiksek lisansta 18 ve doktora da 4
tez calismasi yapildigi bulgusuna ulasiimistir. Bu durum, 6nceki yillara oranla son yillarda yiiksek lisans ve doktora tez
calismalarinin arttigin1 géstermektedir.

W Yiiksek Lisans

M Doktora

2008|2009 (2010|2011 |2012| 2013 | 2014|2015 | 2016|2017 | 2018

TezYili

Sekil 2: Tezlerin yillara gore dagilimi

Makale galismalarinin yillara gore dagilimi incelendiginde Sekil 3’te goriildiigi tizere 2008, 2009 ve 2010
yilinda 1, 2012 yilinda 2, 2013 ve 2014 yilinda 5, 2016 yilinda 11, 2017 yilinda 16 ve 2018 yilinda ise 30 makale
calismast yapilmistir. Bu durum programlama egitimi alaninda son yillarda yapilan makale calismalarimin arttigin
gostermektedir.
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Makale Yili

Sekil 3: Makalelerin yillara gore dagilim:

3. Cahsmalarin konu dagilim nasildir? Cahsmalarin yapildigir dersler nelerdir? Cahsmalarda kullamlan
yontem/teknik/arac¢ gere¢ nelerdir?

Sekil 4’te goriildiigii iizere Makale calismalarinin en fazla programlama (41) ve Ogrenme Yontemi (20) konusu
iizerinde yapildig1 belirlenmistir. Makalelerde veri toplama yonteminde kullanilan anahtar kelimelere ek olarak, cesitli
kuram ve yaklagimlar (Ogretimi Ayrintilama Kurami, Yapilandirmaci Yaklasim ve Yeni Piaget¢i Kuram) ile 8grenme
yontemi (Harmanlanmis (Karma)), Cevrimici, Isbirlikli, Oyun Tabanli, Proje Tabanli, Web Tabanli, Yasam Boyu
ogrenme ve SE Ogrenme Modeli) ve diisiinme yontemleri(Algoritmik, Bilgi Islemsel, Hesaplamali, Mantiksal ve
Bilgisayarca diistinme) konularindan yararlanilmistir.

Programlama
Kodlama

Kodlama Eitimi
Algoritma

Scratch

Yazilim

Biligim Teknolojileri
Kuram ve Yaklagim
STEM

Robotik

Ogrenci

Problem Cozme
Ogrenme Yontemi
Dilgiinme Yontemi

Programiama Eitimi
Kodlama Oretim

Programlama 6gretimi
Biligim Teknolojilerive Yazilim
Ogretmen ve Ofretmen Adaylari

Makale Konusu

Sekil 4: Makale Konu Dagilimi

Incelenen makalelerin en fazla Bilisim Teknolojileri ve Yazilim Dersi(16), Programlama Dilleri(7) ile Internet
Tabanli Programlama(5) derslerinde yapildig1 Sekil 5’te gdsterilmektedir.
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Sekil 6°da goriildiigli lizere makale galismalarinda en ¢ok Scratch (12) ve code.org (4) egitim araclarindan
yararlanildig1 belirlenmistir. Bunlarin yani sira diger bir¢ok programlama ydntem, teknik, ara¢ ve gereglerinden de
yararlanilmistir.
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Sekil 6: Makalede Kullanilan Yontem, Teknik, Ara¢ ve Gereg

Tez caligmalar1 incelendiginde; makale ¢aligmalarinda oldugu gibi en ¢ok programlama(44) konusunda
calisma yapildigr belirlenmistir. Tez arastirma yonteminde kullanilan anahtar kelimelere ek olarak; Ogretim
yontem/model/teknigi (Yaratict Drama, Akis Diyagrami, ASSURE Tasarim Modeli, Ayrilip Birlesme Teknigi, CIPP
Modeli, Delphi Teknigi, Gagne'nin Ogretim Durumlar: Modeli, Geleneksel Ogretim Yontemi, Geriye Soniimlii Ornek,
Miifredat Modeli, Ogretimi Ayrintilama Kurami, Teknoloji Kabul Modeli, Ters Yiiz Sinif Modeli ve TPAB
Cercevesiyle Ogretim Yontemi) ile dgrenme yontemi(Bulus Yoluyla Ogrenme, Coklu Ogrenme Ortami, Eglenerek
Ogrenme, E-6grenme, Hatalardan Ogrenme, Isbirlikli Ogrenme, Mobil Ogrenme, Problem Tabanli Ogrenme, Sunus
Yoluyla Ogrenme, Teknolojiyle Kendi Kendine Ogrenme ve Ters Yiiz Ogrenme) ve diisinme yontemleri (4lgoritmik
Diisiinme, Ardistk ve Doéngiisel Diisiinme, Bilgi Islemsel Diisiinme, Bilgisayarca Diisiinme Becerisi, Biligimsel
Diisiinme, Elestirel Diisiinme, Mantiksal Diisiinme, Soyut Diigiinme, Yaratici Diigiinme) konularinda da g¢alisma
yapilmistir.
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Sekil 7:Tez Konusu

Sekil 8’de goriildiigi lizere makale ¢alismalarinda oldugu gibi tez ¢calismalar1 da en ¢ok Bilisim Teknolojileri
ve Yazilim dersi (26) ile Programlama Dilleri (12) dersinde yapilmistir.
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Sekil 8: Tezin Yapildig1 Ders

Sekil 9’da goriildiigii lizere tez c¢alismalarinda, makale caligmalarinda oldugu gibi en c¢ok Scratch
programlama aract kullanilmistir. Bunun yani sira diger programlama yontem, teknik, ara¢ ve gereclerinden de
yararlanildig: belirlenmistir.
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Sekil 9:Tezde Kullanilan Yontem, Teknik, Ara¢ ve Gereg

4. Calhismalarda kullanilan arastirma yontemleri nelerdir?

Makale c¢aligmalarinda kullanilan arastirma yontemleri Sekil 10°da goriildiigli tizere Nicel arastirma yontemlerinden
deneysel arastirmalarda en ¢cok Yar1 Deneysel Desen (10) tercih edilirken deneysel olmayan arastirmalarda ise daha
cok Betimsel Tarama (12) ve iliskisel Tarama (9) desenine bagvurulmustur. Nitel arastirma yontemlerinden etkilesimli
arastirmada en ¢cok Ornek Olay (11) deseni tercih edilirken, etkilesimsiz arastirmada en ¢ok Dokiiman Analizi (11)
deseni tercih edilmistir, ayrica diger 2 ¢alismay1 Sozlii Diisiinme Protokol Analizi ve Bilimsel Gorev Analizi aragtirma
deseni olusturmaktadir. Karma arastirma ydntemlerinden ¢ogunlukla Aciklayici (8) arastirma desenine basvuruldugu
goriilmektedir.
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14
12
10
8
6
4
Fr— || | |
s 5| 8 2 3 2z < |3 %%z = =/ =| 3 2 I % =
S19| ¢ 2 E/8g £/ ° o 5| E § 2| & %2 T2z 2
7€ g% tg ¢ g g g k| g = HEAR K
8 £z 2 = S £ ¢ = E
& z| £ 8|8
Deneysel Deneysel Olmayan Etkilesimli Etkilesimsiz Karma
Nicel Arastirma Yontemi Nitel Aragtirma Yontemi Karma Arastirma Yontemi
m Makale Arastirma Yontemi
Sekil 10: Makale arastirma yontemleri
Sekil 11°de gorildiigli ilizere tez caligmalarinda kullanilan arastirma yontemleri; Nicel arastirma

yontemlerinden deneysel aragtirmada en ¢ok Yar1 Deneysel (16) desen tercih edilirken, deneysel olmayan arastirmada
Betimsel (9) desenin yan sira iliskisel (6) desen ile Tasarim ve Gelistirme (6) deseni tercih edilmistir. Nitel arastirma
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yontemlerinden etkilesimli arastirmada daha ¢ok Ornek Olay (6) deseni tercih edilirken, etkilesimsiz arastirmada
Dokiiman Analizi (2) teknigi ile diger olarak belirtilen Delphi Teknigi (1) tercih edilmistir. Karma aragtirma
yontemlerinden ise en ¢ok Aciklayict (13) desen kullanilmis olup, Gomiili (4) ve Cesitleme (2) desenlerine de
basvurulmustur.
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Sekil 10: Tez arastirma yontemleri

5. Cahsmalarda kullanilan veri toplama araclari nelerdir?

Makale ¢aligmalarinda kullanilan veri toplama aracglar1 Sekil 12°de goriildiigii tizere ¢ogunlukla Katilimer Olmayan
Gozlem (4), Yart Yapilandirilmis Gozlem/Goriisme Formu (21), Coktan Se¢meli Basari Testi (8), Likert tipi
Tutum/Algy/Kisilik/Yetenek/Motivasyon testi (22), Likert tipi Anket/Olgek (21), Dokiimanlar (18) ve Alternatif
Degerlendirme Araclar1 (8) kullanilmistir. Ses kaydi, Fotograf, Ekran Goériintiisii, Performans Degerlendirme Raporu,
Lego Mindstorms EV3 ile programlama asamalarin1 igeren notlar dokiiman olarak kullanilmistir. Alternatif
Degerlendirme araci olarak Vize, Final notlari, Dénem Sonu Degerlendirme Notu ve WTO Sistem verileri
kullanilmigtir. Ayrica Mbot-STEM Educational Robot Kit’i ve mBlock, Web Tabanli Platform ile Klinik Miilakat
Yontemine de veri toplama araci olarak bagvurulmustur.

Makale Veri Toplama Araci
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Sekil 12: Makale veri toplama arac1

Tez calismalarinda kullanilan veri toplama araclarint Sekil 13°de goriildiigii iizere ¢ogunlukla Katilimcl
Olmayan Gozlem (11), Yar1 Yapilandirilmis Gozlem/Goriisme Formu (23), Coktan Se¢meli Basar1 Testi (21), Likert
tipi Tutum/Alg1/Kisilik/Yetenek/Motivasyon Testi (31), Likert tipi Anket/Olcek (22), Dokiimanlar (7) ile Alternatif
Degerlendirme Araglart (16) olusturmaktadir. Tez c¢alismalarinda Ses kaydi ve Alan Notlarn dokiiman olarak
kullanilmistir. Alternatif Degerlendirme Araglarini; Yansi1 Raporu, Karne Notu, e-Okul Sistemi, Calisma Kagidi,
Degerlendirme Formu, Senaryo Yapraklari, Ogretmen Giinligli ve Ders Plani, Miilakat Formu, Proje, Sinav, Quiz,
Odev, Final Notlar, Haftalik Ogrenci Calismalari, Gorev Listeleri, Arastirma Notlari, Studio.Code.org uygulama
verileri ile Ogrenci Ders Kaydi olusturmaktadir. Ayrica, Google Formlar (2) araciligi ve dgretmenlerle Miilakat (1)
yapilarak veri toplama yoluna bagvurulmustur.
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Tez Veri Toplama Araci
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Sekil 113: Tez veri toplama aract

6. Calismalari Orneklem Dagilimi Nasildir?

Caligmalarin 6rneklem dagilimi incelendiginde Sekil 14’de goriildiigii izere makale ¢alismalar1 en fazla lisans (27)
grubu iizerinde yapilmistir. Yonetici (1), veli (1) ve diger (1) grubu olarak isimlendirilen teknik personel iizerinde
daha az ¢alisma yapilmistir. Okul 6ncesi, ilkdgretim 1-4 ve dgretim elemanlar1 gruplari lizerinde ¢alisma yapilmadig:
belirlenmistir. Tez calismalarinda ise en fazla ilkokul 5-8 (24) ve lisans (22) grubu iizerinde g¢aligma yapildigi,
yoneticiler (1) ve veliler (1) lizerinde en az ¢alisma yapildig, lisansiistii ve dgretim elemanlar1 grubunda ise galisma

yapilmadigi belirlenmistir.

28
26
24
22
20
is8
16
14
12
10 mTez
2 i m Makale
a |
2
o -
. & 4\{6(\\ &
S . &
> S
ST S
_E -

Sekil 14: Calismalarin 6rneklem dagilimi

7. Calismalarin Orneklem Biiyiikliigii Nasildir?

Calismalarin 6rneklem biiytlikligi Sekil 15°de goriildiigli lizere; makale calismalarinda en fazla 31-100 aras1 (27)
ornek biiylikliigiiniin tercih edildigi, 1000°den fazla (2) 6rneklem biiyiikliigliyle en az ¢alisildigi belirlenmistir. Tez
calismalarinda ise en fazla 31-100 arasi (37) Orneklem biiytikliigiiyle ¢alisildigi, en az 1-10 arasi (4) 6rneklem
biiyiikligi secildigi, 1000’den fazla dérneklem biiyiikliigii izerinde ¢alisma yapilmadigi belirlenmistir.

mTez

m Makale

1-10 arasi |11-30 arasi

Tez ve Makale Orneklem BuyUklGga

Sekil 15: Calismalarin 6rneklem biiytikliigii dagilimi

8. Calhismalarda Kullanilan Analiz Yontemleri Nelerdir?

Tez ¢alismalarinda kullanilan analiz yontemleri, nicel ve nitel veri analizi olmak iizere ikiye ayrilmaktadir. Yapilan

incelemede Sekil 16°da goriildiigli iizere; Nicel veri analiz yontemlerinden betimsel analiz ydnteminde sadece
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Frekans/Ytiizde (16) ve Ortalama-Standart Sapma (14) analizine basvuruldugu, kestirimsel analiz yonteminde ise en
¢ok t- Testi (39) ve Non-Parametrik Testlerden (17) yararlanildigi belirlenmistir. Kullanilan Non-Parametrik Testleri;
Kruskal Wallis-H, Ki-Kare Testi, Wilcoxon Isaretli Siralar Testi ve Mann Whitney-U Testi olusturmaktadir. Ayrica
kestirimsel analiz yontemleri igerisinde diger (9) yontemlere basvuruldugu goriilmiistiir. Bu yontemleri Normallik
Testlerinden; Kolmogorov-Smirnov ve Shapiro Wilk Testi ile Coklu Karsilastirmalar Testlerinden (Post Hoc Test)
Scheffe ve Dunnet C testi olusturmaktadir. Nitel veri analiz yontemlerinde ise cogunlukla Icerik Analizi (25)
kullanilmastir.

Tez Veri Analiz Yontemleri
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Sekil 16: Tez veri analiz yontemleri

Sekil 17°de goriildiigii izere makale veri analiz yontemleri olarak; Nicel veri analiz yontemlerinden Betimsel
Analiz yonteminde cogunlukla Frekans/Yiizde (17) ve Ortalama-Standart Sapma (15) analizine basvuruldugu,
kestirimsel analiz yontemlerinde ise ¢ogunlukla t-Test (18), ANOVA (13), Korelasyon (10), Non-Parametrik Testler
(9) kullanilmistir. Kullanilan Non-Parametrik Testleri; Kruskal Wallis-H, Ki-Kare Testi, Wilcoxon Isaretli Siralar
Testi ve Mann Whitney-U Testi olusturmaktadir. Tez ¢alismalarinda oldugu gibi makale caligmalarinda da kestirimsel
analiz yontemleri igerisinde diger (8) yontemlere basvuruldugu goriilmiistiir. Bu yontemleri Normallik Testlerinden;
Kolmogorov-Smirnov ve Shapiro Wilk Testi ile Coklu Karsilagtirmalar Testlerinden (Post Hoc Test) LSD ve Tukey
HSD testi olusturmaktadir. Nitel veri analiz yontemlerinden ise cogunlukla icerik Analizi (29) ve Betimsel Analiz (6)
yontemlerine bagvuruldugu goriilmiistiir.

Makale Veri Analiz Yontemi
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Sonug, Tartisma ve Oneri
Bu calismada, 2008-2018 yillar1 arasinda programlama egitimi iizerinde yapilan arastirmalar incelenmistir. Bu
kapsamda TUBITAK ULAKBIM veritabanindan 78 makale ve YOK TEZ veritabanindan ise 68 tez’e ulasilmistir.
Calismalar, 6nceden belirlenen arastirma amaclari dogrultusunda, Ciltas (2017) tarafindan gelistirilen “Caligma
Smiflama Formu” kullanilarak analiz edilmistir. Yapilan incelemede dnceden belirlenen arastirma sorularina cevap
aranmistir.

Sonug olarak, makale ve tez ¢alisma sayilarinda son yillarda artis egilimi oldugu goriilmiistiir. Makale ve tez
caligmalarmin en c¢ok programlama ve Ogrenme ydntemi konusu iizerinde yapildigi belirlenmistir. Bu durum,
programlama egitimine verilen Oonemin artmastyla birlikte nasil ogretilecegi konusunun da arastirmacilarin igin
calisma konusu oldugu yoniinde aciklanabilir. Bu nedenle bir¢ok programlama araci kullanilarak, programlama
dgretimi yapilmistir. Calismalarda en ¢ok Scratch programlama aracinin kullamldig: belirlenmistir. Gezgin, Ozcan,
Ergiin, Kése ve Emir’e (2017) gore Scratch, programlama dili egitiminde karsilasilan olumsuzluklar1 ortadan
kaldirildig1 i¢in tercih edilmektedir. Catlak ve digerleri (2015) tarafindan 32 makalenin incelenmesi sonucunda birgok
kullanicinin Scratch arayiiziiniin “sade, anlasilir ve kod yazmay1 gerektirmeden proje olusturabilme imkéani sunuyor
olmas1” nedeniyle programin kolay ve keyifli oldugunu ifade ettikleri goriilmiistiir.

Calismalar ¢ogunlukla Bilisim Teknolojileri ve Yazilim Dersi ile Programlama Dilleri derslerinde
gerceklesmistir. Bu durum 1960’11 yillardan baslayip gilinlimiize kadar uzanan, Tirkiye’nin “bilgisayar egitimine”
verdigi 6ncelik sayesinde yapmis oldugu yatirimlar ile “egitim i¢in bilgisayar”a ge¢ilmis olmasi karari ile agiklanabilir
(Keser, 2011).

Makale ve tez caligmalarinda nicel arastirma desenleri nitel arastirma desenlerine gore daha ¢ok tercih
edilmistir. Ustiindag (2013) tarafindan Bilgisayar ve Ogretim Teknolojileri alaninda 2002-2007 yillar1 arasinda
yayinlanan 133 tezin incelenmesi sonucunda elde edilen bulgularla benzerlik gostermektedir. Ustiindag’a (2013) gore
nicel arastirma deseninin se¢ilmesinde “uygulama siirecinin nitel arastirmalara gore daha kisa siirmesi, deneklerle
iletisimin olabildigince az olmasi ve deneyin tekrarlanabilir olmasi gibi sebepler etkin rol oynamis olabilir”.

Veri toplama araci olarak makalede; Yar1 Yapilandirilmig Gézlem Goriisme Formu, Likert tipi Tutum/Algl/
Kisilik/Y etenek/Motivasyon testleri ile Anket/Olgek, ayrica dokiimanlardan yararlanilmistir. Tezlerde ise bunlarin
yani sira Coktan Se¢meli Basar1 Testi ve Alternatif Degerlendirme Araglar1 kullanilmistir. Veri toplama araglarinin bu
kadar ¢esitlilik gostermesinin nedeni olarak, programlama egitim birgok programlama dili iizerinde, farkli egitim
ortam ve araglarinin kullanilarak gerceklesmesinden kaynakli oldugunu diisiiniilmektedir.

Makale caligmalar1t ¢cogunlukla lisans grubu iizerinde yapilirken, tez ¢aligmalar1 ilkdgretim (5-8) orneklem
grubu flizerinde yapilmistir. Ancak, okuldncesi ve ilkogretim (1-4) seviyesinde calisma sayisinin az olmasit
“programlama egitimi’nin miifredatta yeterince yer verilmemesi nedeniyle agiklanabilir. Benzer bir sonu¢ Durak ve
digerleri (2017) tarafindan yapilan ¢alismada da bulunmustur. Ayrica 6gretmen, veli ve okul yonetiminin yeterli
bilgiye sahip olmadigina ve kaynaklarin yetersiz olduguna da deginmistir (Durak vd., 2017). Nitekim arastirma
bulgularina goére veli ve yoneticileri iizerinde yapilan calismalarin yetersiz olmas1 bu durumu destekler niteliktedir.
Ogretim elemanlari iizerinde hi¢ ¢alismanin olmamasi ve lisansiistii alaninda calismanin az olmasi bu alanda yapilacak
olan caligmalara ihtiya¢ oldugunun gostergesidir. Ciinkii programlama egitimi veren Ogretmenlerin ve Ogretmen
adaylarinin bilgi, beceri ve motivasyonlar1 6nemli oldugu kadar 6gretim elemanlarinin da degisen teknoloji karsisinda
gosterdikleri gelisim dnemlidir.

Calismalarin  6rneklem biiyiikliigii genellikle 31-100 arasinda secilmistir. Calismalar c¢ogunlukla nicel
arastirma desenlerinden yar1 deneysel desen kullanilarak gerceklestirildigi i¢in orneklem biiyiikligli de deney ve
kontrol grubuna uygun olarak se¢ilmistir.

Toplanan verilerin analizinde Nicel verilerde t-Testi kullanilirken, nitel verilerde Igerik Analizi kullanilmustir.
t-Testinin kullanilmasin sebebi ¢aligmalarin ¢cogunlukla nicel arastirma desenlerinden yari deneysel desen kullanilarak
gerceklestirilmesinden kaynaklanmaktadir. Icerik analizi ise bir¢ok dokiimanin veri toplama araci olarak basvurulmasi
nedeniyle kullanilmistir.

Yapilan bu ¢alisma ile programlama egitimi konusunda 6nceden yapilmis arastirmalar incelenmis olup, ortaya
cikan durumlar agisindan arastirmalarin egilimleri ortaya konulmustur. Bu durum programlama egitimi konusunda
yapilacak arastirmalara yon vermesi agisindan énemli oldugu diisiiniilmektedir.
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Extended Summary

When the research is examined, countries realize that programming education is crucial for their future in science and
technology. Therefore, as a result, many institutions have been working to educate people who will take their place in
the field of science and technology. In this context, literature on programming education can be seen in many subjects
and fields. Each of these studies deals with programming in different ways. This situation revealed the necessity of
showing which studies have addressed programming in which ways. In this context, it was considered that examining
the studies about programming education in our country will be important in terms of guiding the studies to be done
from now on.

This research aims to examine the studies on programming education in Turkey and determine which direction
the trends are in terms of the resulting conditions. In this context, answers have been sought to the following research
questions:

a) What were the distributions of the theses and articles?

b) What were the distributions of the academic studies by year?

c) With regard to theses, what was the distribution of masters and PhD’s?
d) What were the subject distributions of the academic studies?

e) What were the courses of the academic studies?

) Which were the methods / techniques / tools and materials used in the academic studies?
g) Which were the research methods used in the academic studies?

h) Which were the data collection tools used in the academic studies?

1) What were the sampling distributions of the academic studies?

1) What were the sample sizes used in the academic studies?

k) What were the analysis methods used in the academic studies?

This research was carried out by using the descriptive analysis method in the qualitative research approach in
terms of the process and its subject. The study group of the study consists of theses and articles published in the
databases of YOK TEZ and TUBITAK ULAKBIM between the years 2008-2018. The Study Classification Form was
adapted as a data collection tool. The Form consists of six parts. Articles and theses in line with the predetermined
research objectives were classified by the researcher using the Study Classification Form, then they were analyzed
using the excel program. A descriptive analysis of 78 articles and 68 theses was made and the results were presented
as a report. This study was limited between the years of 2008-2018. This study includes academic studies published in
the last decade, as it aims to identify current research trends in programming education.

According to the findings of the research, it was observed that the number of articles and Master’s and PhD
theses has increased in recent years. It was determined that a lot of the articles and theses were carried out on
programming and used the Scratch programming tool. Most of the research studies were carried out in Information
Technologies and Software Courses and Programming Languages Courses. In the research, while the semi-
experimental design and descriptive design were used in the quantitative research designs, the case study and
descriptive design were used in the qualitative research design, and the exploratory research method was used from
the mixed research methods. In the articles, semi-structured observation and interview forms, Likert-type attitude /
perception / personality / ability / motivation tests and questionnaires / scales, as well as documents, were used as data
collection tools. In addition, multiple choice achievement tests and alternative assessment tools were used. While the
studies in articles were mostly conducted on undergraduate sampling groups, theses were conducted on primary
school (5-8) sampling groups. The sample size of the academic studies was generally selected between 31-100. When
the data was analyzed, a t- test was used for quantitative data, and content analysis was used for qualitative data.
According to the findings of the research, there are insufficient studies on parent and manager sample groups. There is
not any study on the group of instructors and there are two studies on postgraduates. This situation indicates that there
is a need for further studies in these groups, because the knowledge, skills and motivation of the teachers and pre-
service teachers who provide programming education are important, as well as the development of the instructors in
the face of changing technology.
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Ek1. Calisma inceleme Formu

A. CALISMANIN KUNYESI

Calismanin Adi:

Yazarlari:
Makale Yayinlandigi Dergi/Y1l/Cilt/Sayi
Tez Yayinlandig Yil/Universite /Enstitii/Sehir

B. CALISMANIN OZELLIKLERI

1. Konu Alani

2. Calismanin Yapildigi Ders

3.Kullanilan Yéntem/Teknik/Ara¢c Gereg

2.( ) Gozlem/Gérisme Formu
() Yapilandirilmig
() Yapilandirnlmamig
3.( ) BasariTestleri
() Acgk Uglu
4. ( ) Tutum/Algi/Kisilik
/Yetenek/Motivasyon Testleri
() Acgk Uglu
5.( ) Anket/Olgek
() Acgk Uglu
6.( ) Dokimanlar
7.( ) Alternatif
Degerlendirme Araglari
(Kavram Haritasi, Portfolyo vb.)
8. ( ) Diger(adiniyaziniz).......

) Yari Yapilandiriimig

( ) Odak Grup

( ) Coktan Segmeli (
() Likert (
() Likert (

) Diger

) Coktan Se¢meli

) Coktan Se¢meli

2.( )ilkégretim 1-4
3.( )ilkégretim 5-8
4.( ) Ortadgretim
5.( ) Onlisans

6.( ) Lisans

7.( ) Lisansustu

8.( ) Ogretmenler
9.( ) Yoneticiler
10. ( ) Veliler

11. (

12.( )Diger

) Ogretim Elemani

C.ARASTIRMA YONTEMLERI
NiCEL ARASTIRMA YONTEMI NIiTEL ARASTIRMA YONTEMI KARMA ARASTIRMA YONTEMI
1. Deneysel 2. Deneysel Olmayan 3. Etkilesimli 4. Etkilesimsiz 5. Karma
1.( ) Gergek Deneysel 1.( ) Betimsel Tarama 1.( ) Kaltar Analizi 1.( ) Kavram Analizi 1.( ) Aciklayici (Nicel/Nitel)
2.( ) YariDeneysel 2.( )iliskisel Tarama 2.( ) Olgubilim 2.( ) Tarihsel Analiz 2. ( ) Kesfedici(Nitel/Nicel)
3.( ) Zayif Deneysel 3. ( ) Karsilagtirmal 3.( ) Kuram Olusturma 3.( ) Dokuman Analizi |3.( ) Cesitleme(Nitel+Nicel)
4.( ) Meta Analiz 4.( ) Ornek Olay 4.( ) MetaSentez 4.( )Gémulu(Nitel+Nicel)
5.( ) Tasarim ve Gelistirme |5. ( ) Eylem Arastirmasi 5.( ) Metafor
Arastirmasi 6.( ) Diger... 6.( ) Diger...
D.VERi TOPLAMA ARACLARI E. GRNEKLEM
1.( )Goézlem E1l. Orneklem E2. Orneklem Biiyuklugu
() Katihma () Katiimai Olmayan 1.( ) Okul Oncesi 1.( )1-10arasi

2.( )11-30arasi

3.( )31-100 arasi

4. ( ) 101-300 arasi
5.( )301-1000 arasi
6.( ) 1000'den fazla

F. VERI ANALIZ YONTEMLERI

NiCEL VERi ANALIZi NITEL VERi ANALIzi
1. Betimsel (Descriptive) 2. Kestirimsel (Inferantial) |3. Nitel Analiz
4.( ) Frekans/Yuzde 7.( ) Korelasyon 17.( ) icerik Analizi
5.( ) Ortalama-Standart 8. ( )t-testi 18. ( ) Betimsel Analiz
Sapma 9.( )ANOVA 19.( ) Diger
6. ( ) Grafikle Gosterim 10.( ) ANCOVA

11.( ) MANAOVA

12.( ) MANCOVA

13.( ) Faktor Analizi

14.( ) Regresyon

15.( ) Non-Parametrik

Testler

16.( ) Diger
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EK2. incelenen Makalenin Isimleri

Say1 | Makale Ad1 Yil

1 2000-2010 Yillar1 Arasinda Bilgisayar Teknolojileri ve Egitimde Kullanimlarina Ydnelik Yiirtitiilen 2013
Hizmet I¢i Egitim Kurslarin Incelenmesi

2 Algoritma Egitiminin Problem Cézme Becerisi Uzerine Etkisi 2017

3 Artirilmig Gergeklik Teknolojisinin Veritabani Dersinde Kullanimi 2017

4 Ayrintilama Kurami Cergevesindeki Cevrimici Ders Tasarimimin Akademik Basar1 Ve Kalicilik Uzerindeki | 2016
Etkileri

5 Bilgi Islemsel Diisiinme Becerisine Yénelik Oz Yeterlik Algis1 Olgegi: Gegerlik ve Giivenirlik Caligmasi 2018

6 Bilgisayar Oyunu Gelistirme Siirecinin, Ortaokul Ogrencilerinin Elestirel Diisiinme Becerilerine ve 2016
Algoritma Bagarilarina Etkisi

7 Bilgisayar Programcilig1 Ogrencilerinin Programlamaya Karst Tutum Ve Programlama Oz-Y eterliklerinin 2015
Belirlenmesine Yonelik Bir Calisma

8 Bilgisayar Programlama Ogretiminde Yapay Zeka Tabanl Bir Yazilim Sisteminin Gelistirilmesi ve 2013
Degerlendirilmesi
Bilgisayar Programlama Oz-Yeterliligini Etkileyen Psikolojik Faktorlerin incelenmesi 2017

10 Bilgisayar ve Ogretim Teknolojileri Egitimi Ogrencilerinin internet Tabanli Programlama Dersindeki 2017
Akademik Basarilarmin Ogrenme Stilleri Acisindan Incelenmesi

11 Bilisim Teknolojileri Ogretmen Adaylarmin Bilgisayar Programlama Ogretimine Yonelik Gériisleri 2015

12 Bilisim Teknolojileri Ogretmen Adaylarmin Moodle’da Gergeklestirdikleri Etkinlikler ve Basar1 Arasindaki | 2014
Migki

13 Bilisim Teknolojileri Ogretmen Adaylariin Programlama Ogretiminde Scratch Aracinin Kullanimina 2016
Iliskin Algilar1

14 Bilisim Teknolojileri Ogretmeni Adaylarinin Programlama Siirecini Etkileyen Faktorler 2014

15 Bilisim Teknolojileri Ogretmenlerinin Gérsel Programlama Ogretimi Deneyimleri 2017

16 Bilisim Teknolojileri Ogretmenlerinin ve Ogretmen Adaylarinin Degisime Hazir Olma ve Oz Yeterlik 2018
Durumlarmin Incelenmesi

17 Bilisim Teknolojileri Ve Bilgisayar Bilimi: Ogretim Programi Giincelleme Siireci 2018

18 Bilisim Teknolojileri ve Yazilim Dersi Ogretmen Adaylarinin Programlamaya iliskin Algilanan 2018
OzYeterliklerinin Farkli Degiskenler Acisindan Incelenmesi

19 Bilisim Teknolojileri Ve Yazilim Dersine iliskin Ogretmen Gériisleri 2016

20 Bir Olgubilim Calismasi: Kodlama Egitiminde Neler Yasaniyor? 2018

21 Bireylerin Bilgisayarca Diisiinme Becerilerinin Farkli Degiskenler Agisindan incelenmesi 2015

22 Blok Temelli Programlamaya Iliskin Oz-Yeterlik Algis1 Olcegi Gelistirme Calismast: Scratch Ornegi 2017

23 BOTE Boliimii Ogrencilerinin Programlamaya Kars1 Tutumlarinin Incelenmesi 2017

24 BOTE Ogretmen Adaylarmin Internet Destekli Ogrenme Ortamina iliskin Gériisleri 2013

25 BT Ogretmen Adaylari Tarafindan Scratch Gérsel Programlama Araci ile Gelistirilen Egitsel Oyunlarin 2016
Incelenmesi

26 Cevrimici ve Sinif I¢i Grup Calismalarmin Akademik Basari, Tutum ve Sosyal Etkilesime Isteklilige 2015
Etkisinin incelenmesi

27 Cocuklar I¢in Kodlama Yazilimlar1 Uzerine Karsilastirmali Bir Inceleme 2018

28 Dijital Oyun Tasarim Programlarinin Egitimde Onemi 2016

29 Diinyada Ve Tiirkiye'de Programlama Egitimi Ve Yeni Yaklagimlar 2016

30 Egitsel Bilgisayar Oyunlar1 Destekli Kodlama Ogrenimine Yénelik Tutum Olgegi: Gegerlilik Ve Giivenirlik | 2016
Caligmasi

31 Examining the Interface of Lego Mindstorms Ev3 Robot Programming 2018

32 Gazi Universitesi Uzaktan Egitim Programi Ogrencilerinin Internet Temelli Uzaktan Egitim Doyumlar ile | 2008
Demografik Ozellikleri Arasindaki iliski

33 Gelecege Yoén Veren Kodlama Bilimi Ve Kodlama Ogrenmede Kullanilabilecek Bazi Yntemler 2018

34 Gorsel Programlama Dersinde Proje Tabanli Ogrenme Deneyimine iliskin Ogrenci Goriislerinin 2017
Incelenmesi

35 Gérsel Programlama Etkinliklerinin Ortaokul Ogrencilerinin Bilgi-Islemsel Diisiinme Becerilerine Etkisi 2018

36 Harmanlanmis Ogrenme Ortaminda Denetim Odagma Gére Uyarlanmis SE Ogrenme Modelinin 2018
Ogrencilerin Akademik Basarisina Etkisi

37 Isbirlikli Teknolojilerle Desteklenen Yapilandirmaci Ogrenme Ortamimin Akademik Ugrasiya Etkisi 2016
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38 Java Programlama Dili’nin Bilgisayar Destekli Ogretimi 2009

39 Kodlama Egitimine Yonelik Ogrenci Goriigleri 2018

40 Kodlama Egitiminin Ogretmen Adaylarinin Yasam Boyu Ogrenme Yeterliliklerinin Gelistirmesine 2018
Katkismnin Incelenmesi

41 Kodlama Ogretimi Yapan Bilisim Teknolojileri Ogretmenleri Géziiyle Ogrenciler Kodluyor 2018

42 Logo Programlama Siirecinde Matematik Ogretmen Adaylarinin Yaptiklar1 Hatalar Uzerine Bir Nitel 2017
Calisma

43 Mobil Uygulama Gelistirme” Lisansiistii Dersine iliskin Ogrenci Goriisleri 2016

44 Miihendislik Fakiiltesi Ogrencilerinin Motivasyon Ve Ogrenme Stratejilerinin Programlama Basarilarimi 2017
Yordama Giicii

45 Ortaokul 5. Sinif 2017 Bilisim Teknolojileri ve Yazilim Dersi Taslak Ogretim Programi ile 2012 Bilisim 2018
Teknolojileri ve Yazilim Dersi Ogretim Programinin Kargilastirilmasi

46 Ortaokullarda Bilisim Teknolojileri ve Yazilim Dersinin Islenisi, Yasanan Problemler ve Coziim Onerileri: 2017
Ogretmen Goriisleri

47 Ogrencilerin Programlama Basarilarinin Bilgisayarca-Elestirel Diisiinme ile Problem Czme Becerileri 2018
Cergevesinde Incelenmesi

48 Ogretmen Adaylarinin Bilgisayar Okuryazarlik Algilari {le internet Kullanimina Y nelik Tutumlart 2010
Arasindaki liski

49 Ogretmen Adaylarinin Kodlama Egitimine Y&nelik Gériisleri: Bir Durum Calismast 2018

50 Ogretmen Adaylarinin Robotik Programlamada Akis, Kaygi Ve Biligsel Yiik Seviyeleri 2018

51 Ogretmenlerin Bilisim Teknolojileri Kullanimi: 2005-2011 Yillarinin Karsilagtirilmasi 2013

52 Programlama — I Dersinin BOTE Béliimii Ogrencilerinin Programlamaya iliskin Oz Yeterlilik Algilari 2013
Uzerine Etkisi

53 Programlama Dili Ogretiminde Alice Programinin Kullanim Siirecinin incelenmesi 2018

54 Programlama Dili Ogretiminde Isbirlikli Yaratic1 Problem C6zme Modeli: Bir Durum Calismasi 2017

55 Programlama Dilleri Dersi I¢in Hazirlanan Karma Ogrenme Ortamia Iliskin Ogrenci Goriisleri 2012

56 Programlama Egitiminde Algoritma Algisi: Bir Metafor Analizi 2017

57 Programlama Egitiminde Gorsellestirme ile ACE Dongiisii 2014

58 Programlama Konusu “Kazanimlarr” ile “Smif I¢i Olgme Siireclerinin” Bilissel Diizeylerinin 2018
Karsilagtirilmasi

59 Programlama Ogretiminde Robot Kullanimi - Mbot Ornegi 2017

60 Programlama Ogretiminin Ortaokul Ogrencilerinin Oz-diizenleme Stratejileri ve Motivasyonel Inanglari 2018
Uzerindeki Etkisi

61 Programlamaya Iliskin Oz Yeterlilik Algis1 Olceginin Tiirke Formumun Gegerlilik ve Giivenirlik 2012
Caligmasi

62 Robot Tasarimi Etkinliklerinin Programlama Ogretiminde Kullanilmasiyla lgili Ortaokul Ogrencilerinin 2018
Goriislerinin Incelenmesi

63 Robotlarla Programlama Egitimi: Ogrencilerin Deneyimlerinin ve Gériislerinin incelenmesi 2017

64 Scratch Ogretiminde Ayrilip Birlesme Teknigi Kullaniminin Derse Yonelik Tutuma Akademik Basartya ve | 2017
Kaliciliga Etkisi

65 Scratch Yazilimi ile Programlama Ogretiminin Durumu: Bir Dokiiman inceleme Caligmasi 2015

66 Scratch Yaziliminin Ogrencilerin Bilgisayarca Diisiinme Becerilerine Etkisi 2017

67 Scratch’m 5. Sinif Ogrencilerinin Algoritma Gelistirme ve Bilgi-Islemsel Diisiinme Becerilerine Etkisi 2018

68 STEM Egitimi Cercevesinde Robotik Turnuvalara Yonelik Ogrenci ve Takim Koglarmin Gériisleri (Bilim 2017
Kahramanlari Bulusuyor Ornegi)

69 STEM Egitimi Uzerine Bir Teorik Calisma: Iki Uygulama Onerisi 2017

70 Tiirkiye'de Bilisim Teknolojileri(BT) Egitimi ve BT Ogretmenlerin Degisen Rolleri 2015

71 Uzaktan Egitimle Verilen Programlama Dilleri Dersinin Ogrenen Basaris1 Uzerine Etkisi 2014

72 Universite Ogrencilerinin Programlama Deneyimleri: Giigliikler ve Engeller 2014

73 Ustiin Yetenekli Ogrencilerin Bilgisayarca Diisiinme Becerilerinin Incelenmesi 2018

74 UYUKEP Bilgisayar Programlama Dersinin Ustiin Yetenekli Ogrencilerin Mantiksal Diisiinme Becerilerine | 2016
Etkisinin incelenmesi

75 Web Sitesi Tasarlama Yontemlerinin Ogrenci Motivasyonu Bakimindan Karsilastirilmasi: Kodlama M1 2018
Yoksa Hazir Tasarim Siteleri Mi?

76 Web Tabanli Ogrenme Ortaminda Veri Madenciligine Dayali Ogrenci Degerlendirmesi 2015

77 Web Tasarimi ve Programlama Dersi Ogretiminde Proje Tabanli Ogrenme Yaklagimi Kullaniminin Ogrenci | 2018
Goriiglerine Gore Degerlendirilmesi

78 Yeni Piaget¢i Kurama Gore Bilisim Teknolojileri Ogretmen Adaylarinin Soyutlama Diizeylerinin ve 2018

Programlama Davraniglarinin Belirlenmesi
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EK3. incelenen Tezlerin Isimleri

No Tez Ad Yil

1 6.Smif Ogrencilerine Scratch ve Kodu Game Lab Programlama Dillerinin Ogretiminde Ogrencilerin 2018
Tutum, Oz Yeterlilik ve Akademik Basarilarmin Karsilastirilmasi

2 8-10 Yas Grubu Ogrencilerine Uygulanan Temel Diizey Kodlama, Robotik, 3D Tasarim Ve Oyun Tasarmm1 | 2018
Egitiminin Problem C6zme Ve Yansitict Diisiinme Becerilerine Etkisi

3 A Case Study on The Elective Information Technologies Course Policy In Lower Secondary Schools 2017

4 A Comparative Study on The Place of Coding Education On Secondary School Curriculum and Textbooks | 2018
of Turkey, The UK and Russia

5 Algoritma Konusunda Gelistirilen “Programlama Mantig1 Ogretici-P.M.0O” Yazilimmin Ogrenci Basarisina | 2009
Etkisi

6 Algoritma Ogretimi Icin Bir Gorsellestirici Gelistirimi 2008

7 Algoritma Ogretiminde Sanal Gergeklik Kullanimima Yénelik Ogrenci Goriislerinin Ogrenme Stilleri 2018
Baglaminda Incelenmesi

8 Bilgisayar Programlama Egitiminin Cocuklarin Problem Cézme Becerileri Uzerine Etkisi 2012

9 Bilisim Teknolojileri Ogretmenlerinin Gérsel Programlama Dilinin (Scratch) Programlama Ogrenimine 2018
Katkisina Yénelik Algilar1 Olgeginin Gelistirilmesi

10 Bilisim Teknolojileri ve Yazilim Dersi Ogretim Programina Y&nelik Ogrenci Goriislerinin Dijital 2015
Vatandaslik Baglaminda incelenmesi

11 Bilisim Teknolojileri ve Yazilim Dersi Ogretim Programinin Ogretmen Gériislerine Gore Degerlendirilmesi | 2014
(Ege Bolgesi Ornegi)

12 Bilisim Teknolojileri ve Yazilim Dersi Ogretim Programinin Ogretmen Goriislerine Gore 2017
Degerlendirilmesi: Bir Delphi Caligmast

13 Bilisim Teknolojileri ve Yazilim Dersine Iliskin Ogretmen Goriisleri 2015

14 Bilisim Teknolojileri ve Yazilim Dersine iliskin Ogretmen ve Ogrenci Gériisleri 2017

15 Blok Tabanli Gorsel Ve Metin Tabanli Programlama Ogretimlerinin Erisi, Mantiksal Diisiinme ve 2017
Motivasyona Etkileri

16 Blok Tabanli Ortamlarda Programlama Ogretimi Siirecinde Farkli Ogretim Stratejilerinin Cesitli 2018
Degiskenler Acisindan Incelenmesi

17 C# Programlama Dersinde, Coklu Ortam Tasarim Ilkelerine Gére Hazirlanmig Materyallerin Moodle 2012

Ogrenme Yénetim Sistemi Uzerinden Kullanilmasinin Yiiksek Ogrenim Ogrencilerinin Biligsel Yiiklerine
ve Ders Basarilarina Etkisi

18 Determining The Programming Ability of Students Prior to Programming 2016

19 Dijital Oyun Tabanli Yaklagim ile Yazilim Gelistirme Ogretimi 2017

20 EBA Kodlama Modiilii Kullaniminin Ortaokul Ogrencilerinin Programlamaya iliskin Oz Yeterlik 2018
Inanglarma Etkisi ve Modiile Iliskin Ogrenci Gériisleri

21 Gorsel Programlama Ortami fle Ogretimin Ogrencilerin Bilgisayar Programlamay1 Ogrenmesine Ve 2016
Programlamaya Karg1 Tutumlarma Etkisinin Incelenmesi

22 Investigating Learning Methodologies Of Object Oriented Programming 2010

23 Investigating The Use Of Virtual Worlds To Teach Basics Of Programming to Children: A Multiple Case 2018
Study

24 Kodlama Ogretiminde Kullanilan Cevrimigi Platformlarm Degerlendirilmesi: Code.Org Ornegi 2018

25 Kodlama, Robotik, 3d Tasarim ve Oyun Tasarimi Egitiminin 11-14 Yas Grubu Ogrencilerinin Problem 2018
Cozme Becerileri Ve Ustbiligsel Farkindalik Diizeyine Etkisi

26 Mantiksal Hata Orneklerinin Kullanildigi Programlama Egitimde Uygulanan Ogretim Yontemleri ve 2011
Ogrenci Deneyimlerinin Akademik Basariya Etkisi

27 Meslek Yiiksek Okulu Ogrencilerinin Programlama Basarisini Etkileyen Faktorlerin Incelenmesi 2013

28 Mesleki Liselerde Gorsel Programlama Bagarisini Etkileyen Faktorler 2010

29 Mobile Serious Games: Effects on Students’ Understanding of Programming Concepts and Attitudes 2018
Towards Information Technology

30 Okul Oncesi Kodlama Ogretim Programinin Gelistirilmesi 2016

31 Okul Oncesi Ogretim Programia Algoritma ve Kodlama Egitimi Entegrasyonunun Ogrencilerin Problem 2018
Cozme Becerisine Etkisi

32 Ortaokul Bilisim Teknolojileri ve Yazilim Dersi Ogretim Programinin Ogretmen Gériislerine Gore 2016
Degerlendirilmesi

33 Ortaokul Bilisim Teknolojileri ve Yazilim Dersi Programimin Ogretmen Gériislerine Gore 2014
Degerlendirilmesi

34 Ortaokul Diizeyinde Kodlama Ogretimine iliskin Ogretmen ve Ogrenci Goriisleri 2017
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35 Ortaokul Ogrencilerinde Bilgisayar Oyunu Gelistirme Siirecinin Ogrencilerin Elestirel Diisiinme 2015
Becerilerine Ve Algoritma Bagarilarina Etkisi

36 Ortaokul Ogrencilerinin Bilisim Teknolojileri ve Yazilim Dersinde Ogrendikleri Bilgileri Diger Derslerde 2015
Kullanabilme Becerileri

37 Ortaokul Seviyesinde Programlama Ogretimi igin Bir Y&ntem Onerisi 2018

38 Ogretmen Adaylarinin Alice Deneyimi: 3b Ortamda Programlama 2016

39 Perceptions of Students And Teachers About The Use Of A Kid“S Programming Language in Computer 2009
Courses

40 Programlama Bagarisim1 Etkileyen Bazi Faktérlerin incelenmesi 2018

41 Programlama Becerisi Oz Yeterliginin Problem Cézme Ve Sorgulama Becerileri Baglaminda incelenmesi 2015

42 Programlama Dili Ogretiminde Alice Yazilimin Ders Basarisi, Elestirel Diisiinme Ve Problem Cozme 2014
Becerileri ile Ustbiligsel Farkindalik Diizeyine Etkisi

43 Programlama Egitiminde Gorsel Blok Programlama Ve Mobil Uygulama Gelistirme Araglarinin 2014
Karsilagtirilmasi

44 Programlama Egitiminde Probleme Dayali Ogrenmeye Yonelik Arduino Etkinliklerinin Kullanilmasi: Bir 2017
Eylem Arastirmasi

45 Programlama Egitiminde Robotik Kullaniminin Akademik Basari, Bilgi-Islemsel Diisiinme Becerisi ve 2018
Ogrenme Transferine Etkisi

46 Programlama Ogrenme Performansina Etki Eden Bilissel Faktorlerin Belirlenmesi ve Programlama Egitimi | 2016
Icin Bir Model Onerisi

47 Programlama Ogretiminde Egitsel Programlama Dilinin Farkli Kullanimlarinin Programlama Basarisi ve 2015
Kaygisina Etkisi

48 Programlama Ogretiminde Farkli Yapilandirilan Siireglerin Ogrencilerin Bilgi Islemsel Diisiinme 2018
Becerilerine, Ozyeterliliklerine ve Programlama Basarilarina Etkisi

49 Programlama Ogretiminde Gérsellestirme Araclarinin Kullanimini Ogrenci Basar1 ve Motivasyonuna 2009
Etkisi

50 Programlama Ogretiminde Kullanilabilecek Yazilimlara iligkin Ogretmen Goriisleri 2016

51 Programlama Ogretiminde Robotik ve Scratch Uygulamalarinin Ogrencilerin Bilgi islemsel Diisiinme 2018
Becerileri ve Akademik Basarilarina Etkisi

52 Programlama Ogretimindeki Ters Yiiz Ogretim Yonteminin Ogrencilerin Basarilarina, Bilgisayara Yonelik | 2016
Tutumuna Ve Kendi Kendine Ogrenme Diizeylerine Etkisi

53 Robotik Kodlama Etkinliklerinin Ortaokul Ogrencilerinin Kodlamaya iliskin Oz-Yeterlik Algilarina Etkisi | 2017
ve Etkinliklere Iligkin Ogrenci Yasantilar:

54 Scratch ile Programlama Ogretiminde Oyunlastirmanin Ogrenci Katilimina Etkisi 2016

55 Scratch ile Programlama Ogretiminin Bilisim Teknolojileri Ogretmen Adaylarinin Motivasyon ve 2015
Bagarilarina Etkisi

56 Scratch ile Programlama Ogretiminin Ortaokul 5. ve 6. Smif Ogrencilerinin Problem Cézme Becerisi 2018
Uzerindeki Etkisinin incelenmesi

57 Scratch Programi Ogretiminde Ayrilip Birlesme Teknigi Kullaniminin Ogrencilerin Derse Y onelik 2017
Tutumuna Akademik Basarisina Ve Kaliciliga Etkisi

58 Scratch Programlama Dili Egitimine Ydnelik Bir Mobil Uygulamanin Gelistirilmesi 2017

59 Teknik ve Meslek Liselerinde Web Programlama Ogretiminde Elektronik Egitim Materyalinin Ogrenci 2009
Basarilarina Etkisinin Incelenmesi

60 Teknolojik Pedagojik Alan Bilgisi (TPAB) Cergevesi ile Olusturulmus Programlama Egitiminin Ogrenme 2018
Ciktilar1 Uzerine Etkileri

61 Ters Yiiz Smif Modelinin Universite Ogrencilerinin Programlamaya Y6nelik Tutum, Oz-Yeterlik Algisi ve | 2016
Basarilarina Etkisinin Incelenmesi

62 The Effect of Flipped Classroom as A Teaching Strategy on Undergraduate Students’ Self-Efficacy, 2018
Engagement And Attitude in A Computer Programming Course

63 The Influence of Pair-Programming Technique on Secondary School Students’ Confidence and 2018
Achievement in Computer Programming

64 Using Starlogo in Education: Developing Educational Game With Programming 2017

65 Uzaktan Egitimde Ogretimi Ayritilama Kuramina Gére Yapilan Programlama Ogretiminin 2014
Degerlendirilmesi

66 Ustiin Yetenekli Ogrencilere Yazilim Gelistirme Siireclerinin Ogretilmesine Yonelik Bir Ogretim 2016
Programinin Tasarlanmas: Ve Geligtirilmesi

67 Yaratict Drama Y dnteminin 6. Smif Bilisim Teknolojileri Ve Yazilim Dersi Alan Ogrencilerin Ders 2015
Bagarilarina Etkisi

68 Yiiksekdgretim igin Giris Seviyesinde Bir Programlama Dersinden Ogretim Stratejileri ve Onerileri 2018

Gelistirilmesi
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Oz

Makale Bilgisi

Bu ¢alismada 6gretmenligini hayatinin her kademesine yayan, giyim-kusam, konusma, hal
ve tavirla, egitime verdigi degerle 6n plana ¢ikan Recaizade Mahmut Ekrem’in Ta’lim-i
Edebiyat (1911), Takdir-i Elhan (1886), Takrizat (1898), Kudemadan Birka¢ Sair (1887)
adli ders Kkitaplar1 giiniimiiz Tirk Egitim sistemi agisindan degerlendirilmistir.
Arastirmanin amaci, Recaizade Mahmut Ekrem’in incelenen edebiyat ders kitaplarindaki
strateji, yontem ve teknikleri giiniimiiz egitim sistemi ile karsilastirip tespit etmek ve
ortaya cikarmaktir. Ta’lim-i Edebiyat, Mekteb-i Miilkiye’de oOgretmenligi sirasinda
yazdig1 edebiyat ders kitabidir. Takdir-i Elhan’i, 6grencisi Menemenlizade Mehmet
Tahir’in Elhan adl siir kitabina yazdig1 edebi elestiriden yola ¢ikarak yazmistir. Takrizat
adl1 eseri Recaizade Mahmut Ekrem’e gonderilen, o dénemin geng sair ve yazarlarinin
eserlerine yaptigi edebi elestiri mektuplarindan olusmustur. Kudemadan Birka¢ Sair adli
kitap ise edebiyat ders notlaridir. Bu arastirmada nitel arastirma yontemlerinden, dokiiman
analizi kullamlmistir. Incelenen edebiyat ders kitaplari, giiniimiiz egitim sistemi ile
karsilastirildiginda, benzerlik gosteren egitim strateji, yontem ve teknikleri ile egitim
ilkelerini barindirmaktadir. Diger disiplinlerle iligki kurma, hedef kitleye gorelik,
hayatilik, yakindan uzaga, kolaydan zora, bulus yolu ile 6grenme stratejisi, tiimevarim,
orneklendirme (tanik gosterme), soru-cevap seklindeki giinliimiiz egitim sisteminin egitim
ilke, strateji, yontem ve tekniklerine dair Ornekler tespit edilmistir. Bu benzerliklerin
Tanzimat doneminde goriilmesi ise ayrica onem tagimaktadir. Edebiyat &gretiminin
Tanzimat doneminde batili yontem ve tekniklere gore yapildigi tespit edilmistir.
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Recaizade Mahmut Ekrem and Teaching of Literature

Abstract

Article Info

In this study, the Ta’lim-i Edebiyat, Takdir-i Elhan, Takrizat, Kudemadan Birkag¢ Sair
literature course books of Recaizade Mahmut Ekrem, who reflects his teacher role in
everything about his life, from clothing, manners, discussions to the value he gives to
literature, were evaluated regarding the Turkish Education System. The aim of the study is
to determine and compare the strategies, methods and techniques of Recaizade Mahmut
Ekrem with today's education system. Ta’lim-i Edebiyat is a course book written during
his years at Mekteb-i Miilkiye as a teacher. Takdir-i Elhan was published through his
criticism of his student Menemenlizade Mehmet Tahir’s poetry book Elhan. Takrizat is a
collection of letters, including his criticisms about young poets and authors’ works, which
were sent to Recaizade Mahmut Ekrem. Kudemadan Birka¢ Sair consists of his literature
lesson notes. In this research document analysis, one of the qualitative research methods,
was used. Once the relevant sources of data had been analysed, there were examples of
interdisciplinary studies, student dependence, conduct of life, from easy to difficult,
discovery learning strategies, inductive method, sampling, and the question-answer
method which were detected as strategies, methods and techniques of the current
education system. It is important to see that these similarities existed during the Tanzimat
period. It was determined that literature education was conducted according to western
methods and techniques during the Tanzimat period.

Keywords: Teaching of
literature, Teaching strategies,
Technic and method, Recaizade
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Giris
Recaizade Mahmut Ekrem’in eserleri ile Tanzimat Donemi’nin ikinci yarisi sair ve yazarlari arasinda yer edinmis biri
olmasinin yaninda, ona asil iistat sifatin1 veren yonii edebi bilgi donanimi ile bunlar1 edebi ¢evrelere ve gelecek
kusaklara aktarmasi olmustur.

Ustat sifatina nail olmasi Ekrem’in babasindan edindigi Eski Edebiyat bilgisine vakif olmasinin yani sira;
onun iyi bir muhitte diinyaya gelmesi ve aldig1 egitimler sonucunda diinya edebiyati, 6zellikle Fransiz Edebiyati
bilgisine fazlasi ile sahip olmasi ile meydana gelmistir. Onun {istat tabirinin altin1 dolduran donanimi siiphesiz ki; bu
bilgi ve birikimlerini kendi edebi duyus harmani ile aktaracagi bir mecraya sahip olabilmesiydi.

1878-1887 yillar1 araliginda Mekteb-i Miilkiye ve Mekteb-i Sultani’de edebiyat Ogretmenligi yapmaya
baslamistir (Tiirk Diinyas: Edebiyati Tarihi, 2006, s. 149). Daha ¢ok romanlar1 ve tiyatro eserleri yani mensur eserleri
ile adin1 duyuran yazar, 6gretmenligi ve bu alanda yazdig1 edebiyat 6gretimi kitaplari ile asil {inlinii kazanmstir.
Ogretmenlik onda yasam bigimi halini almistir. Bu gérevi esnasinda ders notlarindan meydana getirdigi Ta’lim-i
Edebiyat adli eseri uzun yillar ders kitab1 olarak resmi okullarda okutulmustur (Tanzimat’tan Bugiine Edebiyatgilar
Ansiklopedisi, 2006, s. 684).

O, ogrencilerine hep rehberlik yapmistir. Bu rehberligini mezun olan 6grencisi Menemenlizade Mehmet
Tahir’in Elhan adli siir kitabinin basimindan &nce de gostermistir. Ogretmenligi usta-girak iliskisi igerisinde
gerceklestirmistir. Namik Kemal, Recaizade Mahmut Ekrem’in Ta’lim-i Edebiyat adli eserini inceleyerek Ta’lim-i
Edebiyat Uzerine Bir Risale adli kitabi meydana getirmistir. Ayn1 sekilde Ekrem de, dgrencisi Menemenlizade
Mehmet Tahir’in Elhan adli eseri iizerine yaptig1 incelemelerden Takdir-i Elhan’1 yazmuistir.

Aslinda usta-girak iliskisini o da &gretmeni olarak saydigi Namik Kemal’den 6grenmistir. Ali Ekrem’in
Recaizade Mahmut Ekrem Bey Hayati ve Asar1 adli kitabinda da belirttigi gibi; Recaizade uzakta bulunan (Namik
Kemal siirgiinde iken) iistadina, yazdig: siirleri kendisinin olmadigini sdyleyerek gondermis ve ondan tarafsiz bir
begeni beklemistir (Ozgiil, 2007).

Tiirk Edebiyatindaki adin1 6n plana cikardigi eserleri yine Muallim Naci ile aralarinda yasadiklari abes-
muktebes tartismasi {izerinden kaleme alinan Zemzeme I-II-III eserleridir. Aralarindaki bu husumet dyle boyutlara
ulasmistir ki; araya hiikiimet yetkilileri girmek zorunda kalmistir. Her ne kadar 6gretmen vasfini hayatinin her
asamasina yaysa da; Muallim Naci ile yasadigi bu husumeti ileri boyutlara gotiirmiis ve Muallim Naci’nin lehine
kabul ettigi 6grencileri kabul etmemis, 6gretmen vasfini onlar iizerinde kullanmay1 reddetmistir.

Hem eski edebiyata vakif olmasi hem de bat1 etkisinde gelismeye baslayan yeni edebiyatin siki
savunucularindan olmasi, onun edebi eserleri kronolojik olarak incelendiginde de ortaya ¢ikmaktadir. Zemzeme I’de
eski tarzda yazilmis birgok gazel ve kitanin yer almasi, edebi hayatinin ilk dénemlerinde Ekrem’in cocukluk
yillarindan beri etkilendigi eski edebiyattan kopamadigini gostermektedir. Hatta Tevfik Fikret, Ekrem’in III.
Zemzeme’si ve Takdir-i Elhan’1 okuduktan sonra siir anlayisinin ve goriisiiniin degistigini belirmektedir. Yazar, eski
edebiyat diisiince ve fikir yapisina batili bicimler getirmenin siir agisindan uygun olacagim1 savunmustur (Kaplan,
2007,s.79).

Zemzeme II’de ise Ekrem, eski mazmunlari kullanmasina karsin bi¢imsel olarak siirde yeni sekillerden
yararlanmistir. Hocas1 Namik Kemal’in Ekrem’in bu kitabinda en ¢ok begendigi siirleri ise Makber ve Biilbiil siirleri
olmugtur. Namik Kemal, 6zellikle bu siirlerin Tiirk siirinin olgunlagsmasi agisindan énem arz eden siirler oldugunu
belirtmistir (Bolayir,1921).

III. Zemzeme ise diger iki Zemzeme’den ¢ok farkli bir sekilde yazilmistir. Nitekim Ekrem, bu eserinde hem
‘vatan, millet” konularini islemis hem de hocasi Sinasi’nin

3

yavas yavas edebiyat sahnesine de sizmaya baglayan
izinden giderek Fransizca’dan terciime ettigi birtakim siirleri (Hugo, Lamartine ve La Fontaine gibi) dikkatleri
cekmistir (Tosun,2010). Tiirk edebiyatinin gelisim sathalar1 Recaizade Mahmut Ekrem’in kendi edebi yagaminda da
bilfiil gézlenmektedir.

Igerisinde bulundugu Tanzimat Edebiyat: sonrasinda meydana gelecek olan Servet-i Fiinun edebi akiminin da
cercevesini de ¢izmistir. Yazarlhiga ilk basladiklar1 yillarda daha ¢ok Muallim Naci ile hukuklar1 bulunan Tevfik Fikret
ve Cenab Sehabeddin ile her zaman batililasan Tiirk Edebiyati’ni savunan Sezai ve Halid Ziya; Namik Kemal-
Recaizade Ekrem- Abdiilhak Hamid ekoliinii siirlerinde ve yazilarinda devam ettirmislerdir. Servet-i Fiinun
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Edebiyati’nin mensuplari olan bu sair ve yazarlardan 6zellikle Cenab Sehabeddin, Servet-i Fiinun Edebiyat akiminin
onciisii olarak goriilmiistiir (Okay, 2005). Ozellikle Fransiz sembolist sair ve yazarlarin etkisi ile yazilan eserler
Edebiyat-1 Cedide akiminin fikir alt yapisini da olusturmustur.

Servet-i Fiinun Edebiyati ile Tiirk edebiyatina girdigi varsayilan tablo altina siir yazma geleneginin ilk
ornegini Recaizade Mahmut Ekrem Tasvir adli siiri ile ger¢eklestirmistir (Tosun, 2010).

Ozellikle o devrin gencleri iizerindeki etkisi ¢cok fazladir. Gengler iizerindeki etki Namik Kemal ile baslayip
Ekrem ve Hamid ile devam etmistir. Bu ti¢liiden bayrag: alanlar ise bu ekolii devam ettirmislerdir. “Menemenli Tabhir,
Ali Ferruh, Abdiilhalim Memduh, Mehmed Riisdi, Mustafa Resid, Tepedenli Kamil, Ahmed Resid vs. gengler, her
yeniligin miimessili olarak Namik Kemal, R. Ekrem ve Hamid’i tanirlar; eserlerinde onlarin tesirinde kalmis,
aleyhlerinde nesriyatta bulunmamislardir (Tansel, 1953).

Hatta bu etki ¢ok daha sonraki yillara kadar devam etmektedir. Milli Edebiyat Dénemi’nin &nemli
isimlerinden Omer Seyfettin’in Yeni Lisan Makalesi’nde de Recaizade Mahmut Ekrem’in edebi anlayisinin etkileri
gorilir.

Yontem
Arastirmanin Modeli
Bu ¢alismada kullanilan arasgtirma modeli, literatiir incelemesi olarak isimlendirilen yazarin ilgili tiim eserlerinin
incelenerek edebiyat egitimi temasina iliskin bulgularin saptanmasi ve yorumlanmas: seklindedir. Nitel arastirma
yontemlerinden, dokiiman analizi kullanilmistir. Dokiiman analizi, arastirilmasi1 hedeflenen, olay veya olgular
hakkinda, bilgi igeren yazili materyallerin analizini kapsar (Y1ildirim ve Simsek, 2006).

Calisma Grubu

Bu aragtirmanin ¢aligsma grubu Recaizade Mahmut Ekrem’in Ta’lim-i Edebiyat, Takdir-i Elhan, Takrizat, Kudemadan
Birkag¢ Sair adli edebiyat ders kitabi niteligindeki eserleridir. Recaizade Mahmut Ekrem’in elestiri kitaplari, roman,
siir ve tiyatro eserleri egitim acisindan ele alinamayacagi i¢in ¢alismaya alinmamistir.

Veri Toplama Aracglari

Nitel bir arastirma olmasi sebebiyle dokiiman analizi metodu kullanilmistir. Bu nedenle ¢esitli dokiimanlar da
(belgeler, yazigsmalar, fotograflar gibi) nitel arastirmada kullanilan verilere temel olusturabilir (Yildirim ve Simsek,
2000).

Bu calismanin veri toplama araglarin1 Recaizade Mahmut Ekrem’in hayati, sanati, eserleri, edebi goriislerini
belirttigi yazilari, hatiralar1 ve hakkinda yazilan dergi ve kdse yazilari olusturmaktadir. Bu literatlir incelemesi
esnasinda Recaizade Mahmut Ekrem’in hayati, sanati ve edebi eserlerinin c¢esitli arastirmalarda yer buldugu
goriilmistiir. Ayn1 zamanda hayatin1 konu alan kitap, dergi, calismalar vs. kaynaklarda 6gretmen kimligi lizerinde
siklikla durulmus ve edebiyat ders kitaplar1 yazdig: belirtilmistir. Buna karsin Recaizade Mahmut Ekrem’in 6gretmen
kimligi ve edebiyat ders kitab1 yazarlig1 {izerinde toplu ve derinlemesine bir ¢alisma bulunmamaktadir. Dolayisiyla
bugiine kadar yapilan calismalar Recaizade Mahmut Ekrem’in Tiirk Dili ve Edebiyati iizerine yapilmis olup onun
Tiirk Dili ve Edebiyat1 Egitimi {izerine yapilmis bir ¢alismasi bulunmadig tespit edilmistir.

Bunun iizerine, Recaizade Mahmut Ekrem’in Ta’lim-i Edebiyat, Takdir-i Elhan, Takrizat, Kudemadan Birkag
Sair adli edebiyat ders kitab1 niteligindeki kitaplar1 incelendiginde diger disiplinlerle iliski kurma, hedef kitleye
gorelik, hayatilik, yakindan uzaga, kolaydan zora, bulus yolu ile 6grenme stratejisi, timevarim, tanik gosterme
(6rneklendirme), soru-cevap gibi giiniimiiz egitim felsefesi ile ortiisen veriler tespit edilmistir.

Bu arastirmanin cikis noktast Tanzimat Donemi’nde yazilan bu kitaplarda tespit edilen giiniimiiz egitim
anlayis1 felsefesi olmustur. Elestiri yazilar ise arastirma konusunu destekleyici kitaplar olarak kullanilmistir. Yazarin
roman, siir, tiyatro ve c¢eviri eserleri egitim bakis agisi ile yazilmadigi i¢in arastirmaya alinmamastir.

islem / Verilerin Analizi

Veri toplama araglarinin belirlenmesinin ardindan veri toplama stireci gergeklesir. Nitel arastirmalarda en cok
kullanilan veri toplama yontemleri goriisme, odak grup goriismesi, gdzlem ve dokiiman incelemesidir (Yildirim ve
Simsek, 2006). Dokiiman analizi siirecinde, arastirmayi1 gerceklestiren kisi Oncelikle amacina yonelik mevcut
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kaynaklar toplar, her bir kaynagi konusu dogrultusunda okur, analiz eder ve gerekli bilgileri not alir ve aldig1
notlardan yola gikarak bazi degerlendirmeler yapar. igerik analizi sonucunda yapilan sentezler, o alanda yazilmis
eserleri belirli 6zelliklere gore siniflandirma yapma olanagi tanir (Cepni, 2007).

Bu arastirmada dokiiman analizi kullanilmistir. Arastirmanin verileri kaynak incelemesi yoluyla elde
edilmistir. Verilerin toplanmast boliimiinde de belirtildigi {izere; alanyazinda Recaizade Mahmut Ekrem’in sadece
Tiirk Dili ve Edebiyat1 ile ilgili calismalart bulunmakla birlikte, Tiirk Dili ve Edebiyati Egitimi {izerine herhangi bir
calismas1 bulunmamaktadir. Buna karsin Recaizade Mahmut Ekrem ile ilgili yapilan tiim arastirmalarda edebiyat
dgretmen kimligi ve dzellikle edebiyat ders kitaplarindan Ta’lim-i Edebiyat’in dnemi iizerinde durulmustur. Oncelikle
bu kitap iizerinde yaptigim incelemeler sonucunda giiniimiiz egitim felsefesi igerisinde yer alan diger disiplinlerle
iliski kurma, hedef kitleye gorelik, hayatilik, yakindan uzaga, kolaydan zora, bulus yolu ile 6grenme stratejisi,
timevarim, tanik gosterme(drneklendirme), soru-cevap egitim strateji, yontem ve tekniklerine rastlanmistir. Bu
inceleme sonucunda edebiyat egitimi ders kitabi olarak kabul edilen Takdir-i Elhan, Takrizat, Kudemadan Birka¢ Sair
adli kitaplar1 da ayn1 egitim strateji, yontem ve teknik temalar1 dogrultusunda incelenmis ve bu ii¢ kitapta da ayni
temalarin bulgularina rastlanmistir.

Bu dogrultuda bazi kaynaklar icin internet sitelerinden ve kiitiiphaneden yararlanilmistir. Recaizade Mahmut
Ekrem’in ¢alisma grubu olarak incelenen dort edebiyat ders kitabi niteligindeki eserlerinin gercek niishalari
sahaflardan temin edilmistir.

Recaizade Mahmut Ekrem’in edebiyat egitimci kimligi ve Ta’lim-i Edebiyat, Takdir-i Elhan, Takrizat,
Kudemadan Birka¢ Sair adli edebiyat ders kitabi niteligindeki eserleri fisleme yontemi kullanilarak, ayr1 ayri tasnif
edilmistir. Elde edilen veriler glinimiiz egitim sisteminin de temelini olusturan yapilandirmaci yaklagima gore
degerlendirilmistir. Eserler, ilgili kitaplarda tespit edilen egitim ilke, strateji, yontem ve teknik temalar altinda belirli
bir sira ve plan dahilinde analiz edilmis, sirasiyla kaynaklari bulma, okuma, fisleme ve degerlendirme islemleri
yapilmigtir. Incelenen eserlerin barmdirdigi egitim felsefesi giiniimiiz egitim anlayisi ilke, strateji, ydntem ve
teknikleri ile karsilastirilmis ve bu baglamda belirlenen veriler plan dahilinde tasnif edilmis ve yorumlanmastir.

Bulgular
Recaizade Mahmut Ekrem’in incelenen ders kitaplarinda su bulgular elde edilmistir:

Ta’lim-i Edebiyat

Mekteb-1 Miilkiyye-i Sahane Matba’asinda 1330 yilinda Recaizade Mahmud Ekrem’in Mekteb-i Miilkiye’deki ders
notlarindan olusturdugu bu eseri 397 sayfadan olusmaktadir. Eser dort boliimden meydana gelmekte olup her bir
bolim altinda edebi konu basliklar1 ve bu konularin agiklamalari ile ornekleri yer almaktadir. Dénemin birgok
edebiyat kitabinda goriillen benzerlik -farkli bir anlatim deneme- bu kitabin yazimindan 6nceki fikir asamasinda,
Ekrem’de de meydana gelmistir. Bu dogrultuda batidaki benzer eserlerden esinlenerek bdyle bir eser yazmis olacagi
akillara gelmektedir (Teksan ve Yiiksel, 2010). Bu durumu, 1841 yilinda Traité Théorique et Pratique de Litterature
adli Emilé Lefranc’in kitabindaki konu sira takibi ve tanimlamalarin benzerliginden de ¢ikarabiliriz (Tanzimat’tan
Bugiine Edebiyatcilar Ansiklopedisi, 2010, s.685).

Ta’lim-i Edebiyat bir¢ok hususta Tiirk Edebiyatinda bir ilktir. Kitabin birinci kismindaki edebiyat tarifi ile
baslayan usulil ve tasnifi ile bu tarzda edebiyat 6gretimi sunan ve derlenen ilk kitaptir.

Kitabin son boliimii asil basimda mevcut degildir. Ciinkii Ekrem, Muallim Naci ile aralarinda cereyan eden
tartigmanin hos olmayan sézlere varmasi yiiziinden hiikiimetin 6nerisi ile Mekteb-i Miilkiye’den uzaklastirilmistir.
Sonrasinda son boliimii diizeltilerek bu boliim tekrar eklenmistir.

Birinci Kisim ii¢ boliime ayrilir:

1. Mana yahut Fikir — Lafz yahud Uslub

2. Kuva-y1 Zihniyyenin Edebiyatda Fi’li

3. Zihn

Yazar ilk boliimde Fikir hususunu agiklarken Zihin faaliyetlerinin ac¢iklanmasi hususunun da altin1 ¢izer ve
zihni fikirler, hayaller ve duygular seklinde ii¢ baslik altinda toplar.
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Burada dikkatleri ¢geken iki husus bulunmaktadir. Bunlardan birincisi:

1. Zihin faaliyetlerini bu bagliklar altinda agiklamasi ve bu basliklar1 agiklarken her bir alt basligin
edebiyattaki hiikiim ve dnemini gostermesi ve edebiyata ilmi bir bakis acis1 getirmesi Tiirk edebiyati agisindan ilk
olmustur.

2. Bir diger dikkati ¢ceken husus ise; asil aktarmak istedigi ana basliktaki fikir iken o bu husustan yola ¢ikarak
zihin faaliyetlerinin hepsini agiklamig, tiimevarim ydntemini kullanmistir. Ornegin Ta’lim-i Edebiyat’ta, “edebiyat
kavramin1” insan olarak hayal edersek yazar dncelikle insanin fikir ve hafiza yoniinii ele alir. Daha sonra o tanimin
icini doldurur, ardindan ise {islup ve soz sanatlar1 gibi dis giizellik 6gelerine yer verir. Bu konuyu Ta’lim-i Edebiyat
Uzerine Bir Risale adli esere dn s6z yazan Necmettin Halil Onan (1950, s. 19): “Belagat kitaplarinda bulunan
bahislere Ta’lim-i Edebiyat’ta da yer verilmekle beraber, bunlarin tertip ve izah tarzlariyla alinan misallerde yeni
anlayisin tesiri barizdir” seklinde ifade eder.

Ta’lim-i Edebiyat kitabinda bir diger baslik ise iislub olmustur. Ikinci kisim esalib, iislub, istitrad ve kavanin-i
iislub seklinde dort boliime ayrilir.

Bu konuyu aktarirken iisliip tabirine ait bir takim ornekler vererek dzellikleri siralamis, esasen edebiyattaki
iislub hususuna vakif olmanin gidis yolunu aktarmistir. Sonrasinda ise Tiirk ve Diinya Edebiyati’ndan konu ile ilgili
ornekler vererek goriislerini kanitlama yoluna gitmistir.

Kitabin bir diger boliimiinde mecaz konusundan bahsedilir.

Bu konunun 6zellikle aktarildig1 {igiincii kisim ise dort boliimden olusur:

1.Tezyinat-1 Uslub, Enva-1 Mecaz

2.Uslub-1 Hakiki, Uslub-1 Mecazi

3.Istitrad

4.Tasnif-i Enva’-i Mecaz

Son boliim olan dordiincii kisim Sanayi-i Lafziyye ise tamamiyla kitabin 6zeti niteligindedir. Bu boliimde
Recaizade Mahmut Ekrem, Tiirk imlasinin diizene sokulmasi, dilin kurallari, edebi sanatlar ile kelimelerin tespiti i¢in
dilek ve temennilerde bulunur.

Kitapta tespit edilen giincel ve yenilik¢i olarak nitelendirilecek 6gretim strateji, yontem ve ilkeleri sunlardir:

1. Diger disiplinlerle iligski kurma ilkesi: Ta’lim-i Edebiyat’in ikinci boliimiindeki iislub-1 miizeyyen hususunu
aciklarken yazar siir ile resim gibi iki farkli disiplini birbirine yaklastirarak bu konu ile ilgili anlatim1 kolaylastirmaya
caligir. “Uslub-1 sadeyi suluboya ile yapilmis bir resme benzedilmek lazim gelse {islub-1 miizeyyeni de yagh boya ile
yapilmis bir tasvire tesbih etmek iktiza eder. Bu nev' iislubun bi’l-hassa aradig1 sey sa’saasiyla, arayisiyle nazar-1
istihsana ¢carpmakdir” (Ekrem, 1911, s. 198).

2. Hedef kitleye gorelilik: Ta’lim-i Edebiyat’in birinci boliimiinde yazar, Siveye Mugayeret kisminda
kelimelerin Tiirk¢e dogru kullanimindan ziyade halk arasindaki her zamanki kullanim sekillerine de dikkat cekerek,
ilgili ifadelerin o sekilde kullanilmasi gerektigini orneklerle ve zit drneklerle izah etmeye calisir, gilinliik Tiirk
soyleyisleri ve halk vecizeleri ile agiklar. En son 6rnegi ise Charles Verne’nin bir siirindendir. Ustelik bu &rnek ile her
edebiyatin kendi soyleyis Ozelliklerinin yine o edebiyatin ait oldugu toplumun her tiirlii 6zelligini goézler Oniine
serdigini ifade eder (Ekrem, 1911, s. 130-132). Bunlarin yani sira bir adet Arap Edebiyati’na ait anonim soz, Tiirk
halkinin giinliik yasamda kullandig1 34 adet halk sdyleyisi bulunmaktadir.

3. Hayatilik: Kitabin Hissiyat-1 Mitheyyice konusu ad1 altinda ve o heyecan1 anlatabilecek bir 6rnek olarak; bir
glin bir mezar tas1 iizerinde gordiigii bir siiri verir: “Buldum ki ¢are ruhani cismani sana/ Derdi akdik¢a ben alemde
derman Aglasun/ Sen ciger parem canan baginda gez giiller gibi/ Derd-i hasretle baban bi-care her an Aglasun”
(Ekrem, 1911, s. 40).

4. Yakindan uzaga: Ta’lim-i Edebiyat’in ikinci bdliimiindeki Siveye Mugayeret adli husustaki agiklamalarini
oncelikle; giinliik Tiirk sdyleyisleri ve halk vecizeleri ile agiklar. Bu konu ile ilgili bir¢ok 6rnek ve zit 6rnek verir. En
son 0rnegi ise Charles Verne’nin bir siirinden verir (Ekrem, 1911, s. 132).

5. Kolaydan zora: Ta’lim-i Edebiyat’ta birinci boliimde, Za’f-1 Te’lif adli konuyu giinliik hayattan “Efendiyi
gordiim fakat diin bugiin géormedim” (Ekrem, 1911, s. 92) ciimlesinin farkli yazilislart ile agiklamaya basliyor.
Akabinde ise; ayn1 konu ile ilgili edebiyatimizdan Ziya Pasa, irfan Pasa, Akif Pasa, Sami gibi 6nemli yazarlarin edebi
orneklerine yer veriyor. Konu ile ilgili kolaydan zora dogru ivme gosteren drneklere yer vermeyi tercih ediyor.
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6. Bulus yolu ile 0gretim stratejisi: “Bir sey layikiyla anlasilmazsa layikiyla bilinemez. Me’lii mezayasi
anlagilamayan seyleri ezberlemek ise hafizaya bir biiyiik bertahmil eylemektir. Bu yolda istihdam olunan kuvve-i
hafizalar az zaman iginde diger kuvvetlerle beraber adeta séner mahvolur” (Ekrem, 1911, s. 57). Bu ifadeleriyle,
glinlimiiz egitim anlayisinin Ozellikle {izerinde durdugu “ezbere dayanan egitim anlayig1” karsiti goriislerine,
katilmaktadir.

7. Timevarim: Yine Ta’lim-i Edebiyatin tigiincii boliimiinde istiarenin ¢esitlerini ifade ederken yazar dncelikle
cokca Ornek veriyor. Akabinde ise; o 6rneklerin tam zitt1 sayilabilecek drnekler vererek okuyucunun zihninde etraflica
bir fikir olugsmasini sagliyor (Ekrem, 1911, ss. 242-243).

8. Tanik gdsterme: Ta’lim-i Edebiyat’ta 99 (Doksan dokuz) Tiirk edebiyat1 yazari, yazili ve basili yayindan;
609 (alt1 yiiz dokuz) 6rnek metin; 12 (on iki) Diinya edebiyati yazari, yazili ve basili yaymdan 15 (on bes) metin;
Arap Edebiyati’na ait anonim soz, Tiirk halkinin giinlilk yasamda kullandig1 34 adet halk sdyleyisi bulunmaktadir
(Ekrem, 1911).

10. Soru-cevap: “Oyle oldugu halde birinci misalde (ne)lerden sonra kelime-i isbad ve digerlerinden kelime-i
nefy kullanilmas: bize tayin eden sey nedir?” (Ekrem, 1911, s. 100) Sanat ve Edebiyatta Giizellik Neden Ibarettir?
(1911, s. 58).

11. Tiimdengelim yontemi: de Ulviyet konusu konunun 6zelliklerinin siralanmasinin ardindan verilen 6rnekler
ile agiklanmigtir (Ekrem, 1911, s. 27).

Takdir-i Elhan

1301 yilinda Mahmud Bey Matba’asinda(istanbul’da) basilan eser, 85 sayfadan olusmaktadir. Recaizade Mahmut
Ekrem, Takdir-i Elhan’da Menemenlizade Tahir’in, Elhan kitabindaki Mazi, Merhamet, Kitabe-i Seng-i Mezar, Siir
Nasil Soylenir, Viktor Hugo, Kafiyesiz Bir Si’r adli siirleri iizerinden kendi edebiyat anlayisini 6grencisi
Menemenlizade Tahir’e ve okurlara aktarmistir.

1. Disiplinlerarasi yaklasim: Giizel sanatlarin iki farkli kolu arasinda anlamli bir bag kurarak farkli iki disiplini
ayn1 konu ¢evresinde bulusturmustur. Bu etkili 6gretim yontemini “Si’r resim gibidir.” (Recaizade Mahmut Ekrem,
1886, s. 14) sozii ile de tasdiklemistir. Bu goriisiine ek olarak edebiyatta s6z sanatlarinin 6nemini vurguladig: bir diger
boliimde “Resim sanatinda renkleri uydurmak ne denli zor ise edebiyatta da manevi degerleri giizel bir dille aktarmak,
ozellikle de konuya uygun diigiirmek zordur, goriisiindedir.” (Recaizade Mahmut Ekrem, 1886, ss. 15-17). Giizel
sanatlarin iki farkli kolu arasinda anlamli bir bag kurarak farkli iki disiplini ayn1 baglik ¢evresinde bulusturmustur.

2. Hayatilik: “Sa’irler icinde tabi’ati taklide sa’y edenlerdir ki mesleklerinde daima miiterakki olup giderler”
(Ekrem, 1886, s. 10).

3. Yakindan uzaga: Victor Hugo’dan 6nce kendi edebiyatimiz i¢erisinde yetismis Fuzuli, Baki, Nedim, Nef’i
gibi pek ¢ok divan sairimiz ile Nergisi, Veysi, Sinan Pasa, Ok¢uzade gibi nasirlerden bahsetmesi ve eserleri icerisinde
yer almasi gerektigi fikrini savunur (Arseven, 2008).

4. Tumevarim: Gergcek edebiyat insandan yola ¢ikarak gercek kaynagina yani yasama ve dogaya ulasir
(Ekrem, 1886, s. 13-14).

5. Tanik gosterme: 15 Tirk, 10 tane de yabanci yazar, elestirmen ve sairden bahseder. Tiirk sair, yazar ve
elestirmenlerin 8 tanesinden direk Ornekler verirken 2 yabanci sair, yazar ve elestirmenin eserlerinden Ornekler
vermistir (Ekrem, 1886).

6. Soru-cevap: His ve fikir konularini agiklarken “Bunlarin ikisinin de havi olduklart his ve fikrin yeniligini
inkar etmem iktiza ederse iddi’a bile ederim. Ancak her yeni fikir giizel mi olur?” (Ekrem, 1886, s. 13) seklinde
ogrencileri gibi gordiigili okuyucularina bir soru daha yoneltir.

Takrizat
Ovgiiler (Kamus-1 Tiirki, 2005) manasina gelen Takrizat kitabi, Recaizade Mahmut Ekrem’in 87 sayfadan olusan
elestiri mektuplarindan olusur. Kitapta toplamda on {i¢ mektup seklinde makale yer almaktadir.

1. Disiplinlerarasi iliski: Gdzyaslar1 Icin makalesinde, gdzyasinin diizgiin izahi icin iyi bir fizyoloji bilgisine
sahip olmak gerektigini ifade etmistir.
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2. Hedef kitleye gorelik: Tebesstim siirinin igerisinde gecen bir boliimii begenmedigini ifade ederek bunun
sebebini de; yazarin o Tebessiim metninin bir kismint Fransizca bir ¢eviriden birebir almasi seklinde aciklar.
Oncelikle yakindaki konu, sive ve tarza uygun yazmasmi, yazar olarak hedef kitlesini uygun segmesinin ve o
dogrultuda edebi eserler yazmasiin dogru olacagini sdylemis ve eger ¢eviri eserden dykiiniilecekse de Tiirkgeye ve
Tiirk yasantisina yedirilerek eserlerde kullanilmasinin daha uygun olacagini ifade etmistir.

3. Yakindan-uzaga: Gozyaslar1 Icin adli makalenin elestirisi esnasinda, elestirinin daha nitelikli olmasi
amactyla, oncelikle kendi eserlerinden Ta’lim-i Edebiyat ve Zemzeme III’ten 6rnek verir. Sonrasinda ise diinya
edebiyatindan sirasiyla “Volter, Meprizon ve Oktav Foye”den 6rnekler verir.

4. Orneklendirme: Tiirk ve Diinya Edebiyatina ait sair ve yazarlardan siklikla drnekler vermistir. Takrizat’ta 9
(dokuz) Tirk yazar, 6 (alt1) yabanci yazara yer verilmistir: Mehmed Ali Bey , Seyyid Abdiilzade Mehmed Tahir ,
Serkis Orpilyan, Recaizade Mahmut Ekrem, Kanuni Sultan Siileyman , Abdiilhak Hamid Tarhan, Halid Ziya
Usakligil, Volter, Victor Hugo, Oktav Foye, Rafael, Shakespeare, Leconte de Lisle, Alexandre Dumas, Homeros,
Juvenal. Halk sdyleyis ve deyimlerine de yer verilmistir.

5. Soru- cevap teknigi: “Mecmuaniz i¢in bir isim istemissiniz. Bunu teskil eden asarin her biri bir levha-i
rengin-i tulu’u andirirken hey’et-i mecmua’styla namina nigin (Tuluat) denmesin” (Ekrem, 1898, s. 11).

Kudemadan Birkac Sair

Konstantiniye Matbaasinda 1305 yilinda, Maarif Nezareti ruhsati ile basilan yazarin “Kudemadan Birka¢ Sair” adli
kitab1 60 sayfadan olusan bir el kitab1 niteligindedir. Kitap, aslen Ta’lim-i Edebiyat’1 destekleyici bir kitap olarak,
meraklisina hitaben yazilmis, yine ders notlarindan olusturulmustur.

Bu kitabinda da diger kitaplarinda gozlemlenen ve dénemi i¢in farkli ve ilerici sayilabilecek edebiyat egitimi
ozellikleri, ilke, yontem ve stratejileri bulunmaktadir.

1. Hedef kitleye gorelik: Bu hususta Kudemadan Birka¢ Sair adl1 eserinde Baki’yi anlattig1 boliimde; Baki’ye
kadar olan sairlerin o zamana kadar, sanatli sdyleyis adina, siir dilini farkli dillerin boyunduruguna soktugundan
bahseder ve bunun gereksiz bir ugras oldugunu belirtir. Ciinkii hedef kitleye hitap etmeyen siirlerin edebi yonlerini
zay1f bulur.

2. Hayatilik: Bu ilke dogrultusunda kitapta Nabi’yi anlattig1 boliimde “Hatta bir adama siirde fevkalade bir
maharet ve kudret isnad olundugu zaman: “Nabi gibi sdyler” diyenler yakin vakitlere kadar ¢ok bulunurdu.” (Ekrem,
1887, s. 28) seklinde Nabi’nin sohretinin derecesini anlatmistir. Bunu anlatirken de yasamin i¢inden, toplumun kendi
dinamigi igerisinde kendiliginden olusan, anonim bir sdze yer vererek bu goriisii somutlastirma yoluna gitmistir.

3. Bulus yoluyla 6grenme stratejisi: Kudemadan Birkag Sair kitab1 sair ve yazarlar iizerinden ilerledigi igin;
oncelikli olarak o sair yahut yazarin Ekrem agisindan, drnekler yardimi ile edebi 6nemi ve 6zellikleri, arkasindan o
sahis ile ilgili farkli yorum yapanlarin zit 6rneklerine yer vererek sonucunda da okuyucuya (6grenciye) soru ya da
sahsi yargisini ihtimal climleleri ile tamamlayarak, bir nevi yorumu okuyucuya (6grenciye) birakir.

4. Orneklendirme: Kudemadan Birkag Sair adli kitabinda, 44 Tiirk sairin goriis ve sozlerine yer verilmis ve
alint1 yapilmisken, ili¢ yabanci yazar ve sairden alint1 yapilmamistir. Kitapta kendilerine birer boliim ayrilmis on bir
sair ve yazar arasinda olmalarina karsin-kendi bdliimleri de dahil- 6rneklerine yer verilmemis kisilerde mevcuttur.
Bunlar: “Seyh Galib, Pertev Paga, Sami Paga”dir.

5. Soru-cevap teknigi: Kitabinda Seyh Galib’i anlattig1 boliimde yazar ile ilgili 6rnekler ve baska yazarlarin
Seyh Galib ile ilgili 6rneklerine yer verdikten sonra “... tarzindaki miihmel ve miinasebetsiz lakirdilarina degil, en
miintehab, en rengin, en manidar siirlerine nazire sdylemek istenince neden muvaffak olamasin?” (Ekrem, 1887, s. 56)
seklinde okuyucuya(6grenciye) soru yoneltir.

Tartisma, Sonug ve Oneriler
Ders kitab1 niteligindeki dort eserde egitimsel agidan yapilan incelemeler sonucunda; Recaizade Mahmut Ekrem’in
ornek ve agiklamalarinda eski veya yeni Tiirk yazarlarina, yabanci yazarlardan daha ¢ok yer verdigi sayilarla tespit
edilmistir. Ozellikle Ta’lim-i Edebiyat ve Kudemadan Birkag Sair adli kitaplar1 6gretmenligi esnasinda olusturdugu
ders notlarindan olugmasi sebebiyle; edebiyat dersleri esnasinda, sozlii olarak da bu hususa bilhassa dikkat ettigi
gercektir. Tiirk edebiyatinin batili bicimlerle ifade edilebilecegini savunmustur. Kaplan (2007, s. 79) da ¢alismasinda
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Recaizade Mahmut Ekrem’in her zaman eski edebiyat diisiince ve fikir yapisina batili bigimler getirmenin siir
acisindan daha uygun olacagini savundugunu belirtmistir.

1879-1884-1888-1896 yillarinda yazdig: bu kitaplarinda yenilik¢i ve giiniimiiz ile ortiisen egitim ilke, strateji,
yontem ve teknikleri ile ilgili 6rnek bulgulara rastlanmistir. Kitaplarindaki bu etki, ddnemin 6ne ¢ikan yeniliklerini
(bat1 felsefesi, edebiyati ve zihniyetini) yerinde, kendi dilinden 6grenebilme becerilerine sahip olmasina pek tabi
baglanabilir. Ozellikle arastirmada ele alinan kitaplarin yaziminda 6zellikle Ta’lim-i Edebiyat kitabinda L’efranc adli
Fransiz yazardan etkilendigi bilinmektedir.

Duman (2014) da arastirmasinda yazarin kitabinda {islip konusunu Tiirk edebiyatina kazandirmakla
kalmadigini, fesahat ve edebi sanatlarin izahlarinda bile yenilikler yaptigini belirtir.

Uzun yillar Mekteb-i Sultani ve Mekteb-i Miilkiye’de 6gretmenlik yapmistir. Burada 6grenciler ile birlikte
edindigi ders ici ve ders dis1 etkinlikleri ve gézlemleri onun dgretmenligini ¢ok fazla etkilemis ve bu alanda dnemli bir
tecriibeye sahip olmasina olanak saglamistir.

Yazdig1 roman ya da tiyatrolardan ziyade, elestiri ve ders kitaplar1 ile donemini ve gelecek nesil edebiyat
zihniyetini etkilemistir. Yapilan arastirmalar sonucunda bu dogrultudaki caligmalari, Servet-i Fiinun edebiyatini
meydana getirmistir ve kendisinin de uzun uzun iizerinde durdugu Fikir ve Zihniyet kavramlarinin 6nemi
kendiliginden ortaya ¢ikmistir. Bu sebeple yetistirilecek 6grencilerin amaglanan hedef ve dogrultularinin Fikir ve
Zihniyet calismalarinin sistemli, ilerici, gelistirici bir yapiya sahip olmas1 gerekmektedir.

Ders kitaplarinda 6n plana ¢ikan en 6nemli 6zellik drneklerin ¢coklugu ve c¢esitliligidir. Verilen 6rneklerle ayni
zamanda gerceklesen kiiltiir aktarimi ve yabanci edebiyattan Orneklerle gerceklestirilen karsilastirmali edebiyat
orneklerinin etkililigi ve dnemi tespit edilmistir.

Yapilan incelemeler sonunda,Recaizade Mahmut Ekrem’in 6gretmenliginin de etkisiyle edebiyat egitiminde o
donem sartlarina gore ileri teknikler kullandig tespit edilmistir ve su Oneriler gelistirilmistir:

1. Turk Dili ve Edebiyati egitim tarihinde Recaizade Mahmut Ekrem’in arastirmaya konu olan kitaplarinin
¢okca yer edinmemis oldugu alanyazin igerisinde tespit edilmistir. Ozellikle Ta’lim-i Edebiyat, Kudemadan Birkag
Sair, Takdir-i Elhan ve Takrizat adli eserlere Tiirk Edebiyati Egitimi tarihinde daha genis yer verilebilir.

2. Turk Egitim Tarihi incelendiginde gilinlimiiz sisteminde kullanilan egitim ilke, strateji, yontem ve
tekniklerinin ilk defa 1879 yilinda kullanildig1 belirlenmistir. Tiirk Egitim Tarihi literatiiriinde, Recaizade Mahmut
Ekrem’in ilgili basili kaynaklarina da yer verilebilir.

3. Recaizade Mahmut Ekrem, uzun yillar Mekteb-i Sultani ve Mekteb-i Miilkiye’de 6gretmenlik yapmistir.
Tiirk Dili ve Edebiyat1 egitimi ile ilgilenen herkesin oncelikle, 6gretmenlik mesleginde gerekli tecriibeyi kazanmasi ve
akabinde kalic1 eserler birakmasinin yerinde olacagi kanaatindeyiz.

4. Tirk Dili ve Edebiyat1 ders kitaplar1 yazarlarinin ¢agin 6nde gelen egitim felsefelerini, edebiyatlarini ve
anlayisini yerinde, kendi dilinden 6grenebilme beceri ve olanaklarina sahip olmasi gerekmektedir.
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Extended Summary
Introduction
Recaizade Mahmut Ekrem, who was mentioned repeatedly in 19th century Tanzimat literature, is an acknowledged
author considered widely successful regarding his novels, plays and translations. The deaths of his children
sequentially affected his life and literature sense deeply. The most admirable poem of his is “Nijad Ekrem” which was
written for his deceased son.

Although his sense of literature that he created by combining eastern and western literatures is not sufficient to
create masterpieces, his criticisms and literature studies opened the way for following authors and men of letters.
Considering this fact, it is fair to say that his teacher identity affected the future course of Turkish Literature. During
his years as a lecturer in Mekteb-i Miilkiye and Mekteb-i Sultaniye, the founders and members of Servet-i Fiinun
literature, which was born after the Tanzimat era, such as Tevfik Fikret, Cenab Sahabettin, Menemenlizade Mehmet
Tahir and Safveti Ziya continued their literature life under his influence. The conflict between him and Muallim Naci
about old and new literature, for which he received a warning from the government, is the most talked about literature
subject of that era. Therefore, it is safe to say the new era of Turkish literature, Servet-i Flinun, was born in the school
corridors as a result of this conflict.

The textbooks and criticisms, which can be considered as textbooks as well, of Recaizade Mahmut Ekrem,
who reflects his teacher role in everything about his life, from clothing, manners, discussions to the value he gives to
literature, overshadow most of the literary works he wrote. In this study, the books evaluated regarding the Turkish
Education System are: Ta’lim-i Edebiyat, Takdir-i Elhan, Takrizat, and Kudemadan Birkag¢ Sair.

Ta’lim-i Edebiyat is a school book written by Recaizade Mahmut Ekrem during his years at Mekteb-i Miilkiye
as a teacher. This particular book was used in this school at which he taught for many years. Takdir-i Elhan was
published with his criticsm of his student Menemenlizade Mehmet Tahir’s poetry book, which is called Elhan.
Menemenlizade Mehmet Tahir sent his books to his teacher ahead of publishing, to ask his opinions. At first,
Recaizade Mahmut Ekrem wanted to write poems only about the poem called Elhan, but once his writings become
criticisms of Turkish and world literature, they were published as a book. Takrizat is a collection of letters, including
criticisms about young poets and authors’ works, which were sent to Recaizade Mahmut Ekrem. Kudemadan Birkag
Sair consists of his literature lesson notes, which he prepared as an extra resource during his teaching years for
literature enthusiasts. Moreover, these are published as an additional resource for Ta’lim-i Edebiyat, which was
surprising for him too, as he stated in the abstract of the book that the lesson notes which he never thought would be
published were also published as a pocket book.

The problem of this study is that there are similar education strategies, methods, techniques and education
principles in the current education system, when his education literature books and current textbooks are compared.
The purpose of the thesis is finding these similarities, comparing them with each other and highlighting them. The
importance of the study is discovering these common points between Tanzimat literature and the current education
system. Moreover this situation is not a coincidence. It is known that Recaizade Mahmut Ekrem inspired the book
called Traité Théoriqueet Pratique de Litterature written by the French writer Lefranc.

Method
In order to determine the findings, the literature scanning model was applied. The possible limit of the study was
twenty six books of Recaizade Mahmut Ekrem which were written about his art life, teacher identity and various other
topics. The sampling of the research consists of Recaizade Mahmut Ekrem’s Ta’lim-i Edebiyat, Takdir-i Elhan,
Takrizat, and Kudemadan Birka¢ Sair, which are considered as literature textbooks.

Result and Discussion
Once the data had been analysed, examples of the current education system’s strategies, methods and techniques, such
as interdisciplinary studies, student dependence, conduct of life, from easy to difficult, discovery learning strategies,
inductive method, sampling (typification), and question and answer teaching method, were detected. It has been
concluded that Recaizade Mahmut Ekrem and his relevant books should be included in literature education and
especially literature textbook anthologies.
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Introduction

The 21" century has witnessed important changes in the lives of individuals and societies with the creation of new
socio-economic, technological, and educational trends. There is now a growing emphasis on life-long learning,
personal growth, and the professional development (PD) of individuals who must learn to compete in the so-called
global village. Likewise, education in the 21% century is characterized by the idea of innovation and continuous
development of teachers’ knowledge, skills, and teaching practices. It is becoming more essential for teachers to
possess up-to-date information, learn from colleagues, and seek opportunities to share experiences in order to adapt to
the new era. Thus, contemporary literature has emphasized teacher professionalism and PD, encouraging teachers and
teacher educators to try new PD practices and take the initiative in their own development.

Teacher PD has been defined in the literature in several ways. Day (1999, p. 4) emphasized that PD involves
“all natural learning experiences, conscious and planned activities which are intended to be of direct or indirect benefit
to the individual, group or school and ... contribute... to the quality of education in the classroom.” Richards and
Farrell (2005, p. 4) suggested that PD encompasses “teachers’ knowledge of themselves and of their teaching
situations” and includes reflective thinking about teaching practices. In this view, PD involves knowledge about
language learning processes, taking on new “roles” depending on learner profile, making decisions for better
instruction, and thinking about different approaches to and philosophies of teaching and evaluation. Regarding the
current perspective on PD, OECD’s (2005) review wrote:

Effective professional development is on-going, includes training, practice and feedback, and provides adequate

time and follow-up support. Successful programmes involve teachers in learning activities that are similar to

ones they will use with their students, and encourage the development of teachers’ learning communities. (p. 95)

Borg (2015a) described PD as a multifaceted concept comprising teachers’ behavior, knowledge, and
emotions that occurs naturally in the workplace. According to Borg (2015a), the positive effects of PD should extend
from a single person to larger groups and ultimately to the quality of education at large, enhancing student learning as
well. However, before implementing PD programs, it is crucial to identify the required goals, content, implementation,
and evaluation through needs assessment (Guskey, 2000; Harris, 2000).

In the teacher PD literature, traditional practices such as training programs, seminars, and one-off workshops
are generally criticized due to their limitations and having little impact on teacher development; in traditional
programs, teachers become too reliant on others for their own growth instead of taking charge of their PD. Assuming
that trainers might be better informed and more capable than they are, teachers sometimes undervalue their own
knowledge and experience, restricting their contributions to the content and process of the program. Moreover, as such
programs usually work on an individual basis, this might constrain teachers from learning from their peers (Borg,
2015a, 2015b; Brown-Easton, 2004; Lieberman, 1995; Little, 1999).

In light of this, this paper aims to provide an overview of the recent teacher PD literature and present some of
the PD activities that may be practiced individually or collectively. The first part of the paper will review the
principles of effective PD and discuss different PD models. The second section will suggest some PD practices for
pre-service and in-service teachers as well as discuss their strengths and weaknesses. To conduct a systematic review
of the literature, library catalogs, electronic databases (EBSCO, ERIC, Web of Science), and websites were searched
using key phrases such as “teacher professional development,” “ways of professional development for teachers,”
“effective professional development,” “continuous professional development (CPD) practices,” and “current views on
CPD.” The books, papers, theses, and websites associated with each topic were selected and categorized according to
theme and year of publication. References published over the last 25 years that were frequently cited in the sources
were included in this overview of the current approaches and practices in teacher PD.

Principles of Effective Professional Development

Although there is no precise agreement on what constitutes effective PD, Darling-Hammond and McLaughlin (1995,

p. 82) wrote that it accepts “teachers both as learners and as teachers” and enables them to cope with the challenges of

both roles. From Guskey’s (2002) viewpoint, an effective PD program should accept individual and institutional
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changes as a process, begin with small steps and a powerful vision, support teacher collaboration, and involve
evaluation and follow-ups. From the constructivist approach, teachers’ active involvement in PD is vital due to its
potential positive impact on teaching practice and student learning. Drawing on a large body of PD literature, Borg
(2015b, p. 6) outlined the characteristics of effective PD as follows:

* relevant to the needs of teachers and their students

* teacher involvement in decisions about content and process

* teacher collaboration

e support from the school leadership

* exploration and reflection with attention to practices and beliefs

* internal and/or external support for teachers

* job-embeddedness

* contextual alignment

* critical engagement with received knowledge

* valuing teachers’ experience and knowledge

Borg (2015b) highlighted that PD activities involving these characteristics allow teachers to actively generate
knowledge rather than passively consuming it. As long as teachers are involved in PD activities on their own
initiative, the process can have a positive impact on the quality of education, teacher development, and student
learning.

Having conducted a comprehensive review of the literature on the principles of effective PD, Richardson and
Diaz-Maggioli (2018, p. 6) remarked that continuous PD is the key to enhancing “impactful teacher learning,” which
leads in turn to better student learning. Thus, institutions should support teachers’ PD by conducting and evaluating
evidence-based and contextually appropriate programs. Summarizing the elements of effective PD, Richardson and
Diaz-Maggioli (2018) used the acronym INSPIRE for “impactful; needs-based; sustained; peer-collaborative; in-
practice; reflective and evaluated programs.” On the other hand, Wei, Darling- Hammond, Andree, Richardson, and
Orphanos (2009) referred to the importance of institutional encouragement, stating that teachers should receive
support from administrators who

work with staff members to create the culture, structures, and dispositions for continuous professional learning

and create pressure and support to help teachers continuously improve by better understanding students’

learning needs, making data-driven decisions regarding content and pedagogy, and assessing students’ learning

within a framework of high expectations. (p. 3)

In addition to receiving administrative support, effective PD programs must be a source of enthusiasm and
motivation for the participants. Furthermore, follow-up programs should be designed to ensure the desired outcomes.
According to Corcoran (1995), effective PD includes room and time for follow-up support so that teachers can
become proficient with their newly-acquired knowledge and apply it in their teaching practice.

Taking these views into consideration, we can conclude that PD programs for pre-service or in-service
teachers can impact teaching practice and student learning only if they are contextually appropriate, needs-driven,
learning-centered, and evaluative. There is a need for teachers’ engaging more in critical and reflective practice.
Furthermore, collaboration is integral to effective programs because it allows teachers to learn from their colleagues,
share ideas, and develop a mutual understanding of the issues. However, these practices cannot be implemented
effectively without adequate administrative support throughout the program.

Models of Professional Development

Teacher PD has been described differently in different paradigms (Broad & Evans, 2006). In the deficit paradigm,
teachers require specific subjects to make up for their deficiencies in knowledge and skills, whereas in the professional
growth paradigm, which is more self-directed, teachers should get involved in PD to improve their knowledge and
gain up-to-date skills. On a different axis, the educational change paradigm suggests that change needs to be the main
aim of PD (Warren-Little, 2001), while the problem-solving paradigm urges that PD must offer solutions to the
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problems of teachers (McLaughlin & Zarrow, 2001). Researchers who adopt an integrative view of PD assert that PD
should involve the principles of all these paradigms in some measure.

In addition to the models above, Guskey (2002) proposed an alternative model to teacher PD, the model of
teacher change, in which PD programs focus on three main goals: (i) change in the instructional practice of teachers,
(i1) change in their beliefs and attitudes, and (iii) change in students’ learning outcomes. The order of this process is
significant. In contrast to the belief that PD begins with a change in the attitudes and beliefs of teachers, which will
then lead to a change in teachers’ instruction and ultimately enhanced learning outcomes, this model is based on the
idea that it is only when teachers see evidence of learning in their students that their attitudes and beliefs begin to
change.

Professional mmyp Change inTEAchers'  puuy Changein Student mep Change in Teachers’
Development Classroom Practices Learning Outcomes Beliefs and Attitudes

Figure 1. The model of teacher change by Guskey (2002).

Villegas-Reimers (2003) divided PD models into two categories: organizational partnership models, which are
generally implemented in the form of teacher and school networks or partnerships, and small group or individual
models, which include workshops, seminars, action research, reflective practice, teaching journals, and portfolios.
These models can also be used in combination depending on context.

Kennedy (2005, p. 236) offered a framework consisting of nine models of CPD and explained that “training,”
“award-bearing,” “deficit,” and “cascade” as transmission methods do not allow teachers to manage their learning,
while “standards-based,” “coaching/mentoring,” and “community of practice” are more transformational models with
more space for teacher autonomy. The last two, “action research” and “transformative models,” give teachers more
autonomy and provide them with the power to follow and control their PD. The models’ main characteristics are:

* Training: a skills-based model that helps teachers refresh and develop their skills with the guidance of an

“expert” who generally determines the content and process of the training

* Award-bearing: external validation such as quality assurance done by a funding institution

* Deficit: a performance-based model aimed at addressing teachers’ weaknesses to enhance their performance

* Cascade: a model in which teachers participate in a training program individually and “disseminate”
knowledge and skills gained from the program to other colleagues

* Standards-based: a model based on a behaviorist stance that concentrates on teacher competence and related
rewards

* Coaching/mentoring: a professional dialogue or partnership between two colleagues discussing and sharing
knowledge, beliefs, and experiences on equal terms, or alternatively taking the more hierarchical form of a
novice and a more experienced teacher

* Community of practice: a model based on involving a group of participants, such as teachers, academics,
schools, etc., whose interactions are believed to create new learning opportunities for all members

* Action research: an inquiry-based model that can encourage teachers to question their instruction and result
in teacher autonomy

* Transformative: a blend of the eight models above, as suggested by Kennedy (2005)

Listing the various PD models, Kennedy (2005) concluded that there is no one right model of PD, and that it is
vital to ask “why” as often as “how” in the course of PD policy-making. Most importantly, teachers must become the
means of their own development, in contrast to teachers who receive information and skills through dictation in a top-
down way (Muijs et al. 2004, as cited in Rose & Reynolds, 2009, p. 220).
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L N3

Richards and Farrell (2005), suggested four types of PD practices: “individual”, “one-to-one”,
and “institutional” as shown in Figure 2:

group-based”

Individual One-to-one Group-based Institutional
Self-monitoring Peer coaching Case studies Workshops
Journal writing Peer observation Action research Action research
Critical incidents Critical friendships Journal writing Teacher support
Teaching portfolios Action research Teacher support groups
Action research Critical incidents groups

Team teaching

Figure 2. Types of professional development by Richards & Farrell (2005).

In a more recent work, Borg (2015a, pp. 3-4) proposed some PD practices that involve practical,
improvement- and research-oriented elements. These practices embody “participatory, social, inquiry-driven and
evidence-based professional learning, set in a context where teachers are the key decision-makers with appropriate
expert support and leadership.” These PD activities are proposed as follows:

e Self-study

* Lesson-study

teacher research, action research, exploratory practice
collaborative lesson planning, teaching and learning of
teachers in a research cycle

* Reading groups meetings to discuss the issues read about in books
meetings to share experiences and reflect on teaching

* Reflection groups and learning

Peer observation

Professional learning

communities
Curriculum study groups

Collaborative materials

writing
Mentoring schemes

Personal learning networks

peers giving feedback on one another’s lessons in a
nonjudgmental way

meetings held by teacher groups to discuss issues in
teaching and learning

a group of teachers collaborating to improve the
curriculum in a school

a group of teachers collaborating to design learning
materials

a practice in which teachers with more experience
support novice teachers

using social media to interact with other professionals

in the field

Despite such varied practices, no single version produces “universal success” (Borg, 2015a; Guskey, 2000)
Thus, PD programs must be designed and implemented with consideration of the needs and demands of teachers,
students, and schools. Furthermore, PD programs or practices should provide teachers with the opportunity to develop
an understanding of teaching and learning as well as improve their knowledge and practice. Furthermore, these
programs should involve the aspects of inquiry, collaboration, evaluation, and follow-up without ignoring the context.
In the following subsections, some of the practices that have been suggested as constituting effective PD will be
discussed in light of their benefits and drawbacks.

Action Research

Action research (AR) has become a popular PD practice in second language teaching. It is based on reflection on and
research into classroom practice (Burns, 2010). AR is defined by Richards and Farrell (2005, p. 231) as “teacher-
conducted classroom research that seeks to clarify and resolve practical teaching issues and problems.” It comprises a
series of activities during which a problem is identified, data about that particular problem are collected, and a strategy

354



Egitimde Kuram ve Uygulama, 15(4), 350-362

to solve the problem is devised, attempted, and finally its effects are observed. It is considered to be beneficial for
teachers to get to know themselves and learners better as well as improve their teaching skills (Burns, 2010).
However, as AR requires much time and high engagement over the course of the process, it might be better
implemented with teacher collaboration.

The benefits of AR are that it is instant, explicit, and responsive to the needs of teachers. First, AR can offer
teachers a methodology to explore and enhance their teaching, as it involves reflective thinking and practice, which
can lead to improvements in instruction. Due to the review, exploration and clarification processes, teachers can form
links between theory and practice, which can turn into experience and contribute to teacher PD (Brown &
Macatangay, 2002; Delong & Wideman, 1998; McNiff, Lomas, & Whitehead, 1996). Moreover, getting involved in
AR or “professional inquiry” might encourage teachers to become “teacher-researchers/practitioners,” and the data
collection part of the process might help “improve student and teacher learning and performance” (Broad & Evans,
2006, p. 15). With its focus on research and reflection on teaching and learning, AR can help teachers become more
autonomous and critical professionals who endeavor to suggest solutions to classroom problems.

Lesson Study

Lesson study (LS) is defined as the “systematic investigation of classroom pedagogy conducted collectively by a
group of teachers/students, with the aim of improving the quality of teaching and learning” (Tsui & Law, 2007, p.
1294). Dudley (2014, p. 1) stated that LS is a “highly specified form of classroom action research focusing on the
development of teaching practice knowledge.” LS includes many elements of effective PD programs, being
contextual, practical, collaborative, student-centered, and research-oriented (Murata, 2011). Dudley (2014, p. 4)
further mentioned that LS can enhance both experienced and inexperienced teachers’ professional learning. Through
cycles of collaborative planning, observation, and analysis, teachers can see the features of student learning “through
eyes of others as well as through their own” and have the opportunity to “compare actual learning observed in the
research lesson with the learning we imagined when we planned it.”

However, LS could not be considered without its drawbacks. Understanding the model and its components,
preparation before lesson planning, workload, arranging time for the meetings, and sustainability are among the main
difficulties experienced by teachers during the process. However, these hardships can be overcome through peer and
institutional support. Another suggestion is the involvement of a mentor teacher with LS experience who could also
facilitate the process for less experienced group members (Bayram & Bikmaz, 2018; Fatimah, 2013). Despite its
downsides, LS can grant teachers a perspective on student learning and motivate them to perform observation,
research, and collaboration to positively impact the teaching and learning in their classrooms.

Peer Observation

In peer observation, a group of teachers alternates in observing one another’s teaching and reflects on the data gained
from the in-class observation, audio-, or video-taping of a lesson. Bell (2001) reported that observers or “reviewers”
can gain much from the experience of observing a peer’s lessons. For inexperienced teachers, peer observation gives
them a chance to observe more experienced teachers, while for experienced teachers, it allows them to see another
teacher teaching and managing his/her class. It is also possible to learn a variety of teaching techniques and strategies
from one another. While observing a colleague, the observer may construct personal meanings through “observing,
analyzing data, reflecting this onto their own teaching, and making decisions about further classroom work” (Engin &
Priest, 2014). According to Richards and Farrell (2005), peer observation is a way of forming collegiality, a means of
collecting data about teaching and raising self-awareness of one’s teaching practice, as well as an opportunity for
receiving feedback from a colleague.

Peer observation may create negative attitudes among teachers for being judgmental; however, the central
issue is the teaching rather than each teacher, so there is no place for evaluation in this practice (Richards & Farrell,
2005). The entire process must be conducted in a non-judgmental way. Only when constructive feedback is exchanged
between the group members does peer observation become a tool for learning and an appropriate approach to
reflective practice. Similarly, Bell (2005) advised that the real focus of peer observation should be on helping teachers
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improve their teaching practice so that they can have a mutual experience in which they observe, share insights, and
offer assistance to each other. Including peer feedback, reflective practice, and evaluation aspects, peer observation
can enable teachers both to assess themselves and their instruction and to see how their peers teach the same material.

Professional Learning Visits

With the enhanced forms of communication available nowadays, it is possible to form new “professional networks”
and “school-university partnerships” that can encourage teachers to learn outside school and be exposed to new
perspectives (Liebermann, 2000). As professional learning does not happen only by attending training programs or
seminars, continuous learning should become a way of living or a regular activity in a teacher’s life (Tobin, 1998).
Liebtag and Ark (2017) suggested that school visits are “one of the best forms of professional learning.” When
teachers are given the opportunity to visit another department, school, or institution, they often return with comments
like “that was the best PD I’ve had for a long while” (Allison, 2014, p. 67). Furthermore, Liebtag and Ark (2017)
stated that teachers can gain various experiences through school visits. First, school visits give teachers the
opportunity to observe the practice on-site and hear about experiences from the original source. Second, when teachers
leave their “comfort zone,” they can plant the seeds of a new collaborative experience, through which they can see
how their colleagues practice and learn creative ideas to apply in their own classes.

However, it is important that those who attend school visits have a tolerant, eager, and appreciative attitude
towards this type of practices. If conducted in an atmosphere of resistance and disagreement for any reason, the
program is likely to fail without achieving its objectives. Thus, school administration or team leaders must make clear
the motives for organizing such programs and explain to teachers the expected outcomes of the program (U.S.
Department of Education Academy for Educational Development, 2010).

Self-Observation

Self-observation leading to self-awareness and reflection is regarded as the basis of PD, “essential ingredients, even
prerequisites, to practicing reflective teaching” (Bailey, Curtis, & Nunan, 2001, p. 22). It can be practiced by
observing another teacher’s class, audio or video recordings of lessons, doing in-class surveys, holding interviews
with students, colleagues, and supervisors, keeping teaching journals or portfolios, and preparing lesson reports on
relevant parts of lessons (Richards & Farrell, 2005; Mermelstein, 2018). Conducted in any one of these ways, self-
observation provides the opportunity to question what went well and what did not in a lesson, allowing teachers to
learn from their experiences. When video recording, the whole classroom must be recorded without disturbing the
students so that it is possible to observe how students respond and react to the lesson plan as well as how teacher
behavior, language, and position impact learning. Furthermore, doing surveys and interviews with the aim of receiving
feedback from students and colleagues is also useful for teachers to reflect on their own practice. Despite requiring
more time than other practices, teachers may also keep a teaching journal or a portfolio that will help them record
teaching and learning problems and professional experiences for the purposes of self-evaluation and improvement of
their future instruction (Mermelstein, 2018).

Engaging in self-observation can make for a good way for teachers to plan their PD because, by monitoring or
observing their behavior, they can gather data about their own behavior and practice in an objective and systematic
way (Bailey, Curtis, & Nunan, 2001; Richards & Farrell, 2005). That is to say, rather than being evaluated by a
manager or a supervisor, teachers are in this way able to evaluate their own teaching (Richards & Farrell, 2005). If the
practice is implemented properly and at regular intervals, it can become a tool for formative assessment, develop one’s
teaching practice, and ultimately contribute to student learning (Goe, Bell, & Little, 2008). This way, teachers can get
a better understanding of their strengths and weaknesses. By stimulating teachers’ self-awareness, self-observation has
various benefits to teacher PD.

Student-Led PD

“Student voice” is a recent term in education literature that refers to the idea of students’ active involvement in
decision-making about issues that are important to both students and teachers. The concept is based on continuous
communication and interaction between students and teachers (Fielding, 2004; Lodge, 2005; Mitra, 2008). Flutter
(2007, p. 344) argued that “listening and responding to what pupils say about their experiences as learners can be a
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powerful tool in helping teachers to investigate and improve their own practice.” When teachers and students are able
to trust and collaborate with each other, this might pave the way for a “positive learning culture within the school.”
Flutter and Rudduck (2004) stated that listening to what students think about teaching, learning, and education can
help teachers understand students’ points of views, think of alternative approaches and practices, and lead to a change
in classrooms and schools. Allison (2014) wrote that there are arguments about the positive and negative sides of the
“student voice,” with opponents arguing that the concept offers little to teachers and school managers. As teachers are
the ones with all the expertise in teaching, students should not advise teachers on how to do their jobs. On the other
hand, proponents argue that, as students attend a great number of lessons each year, they can say what affects their
own learning positively or negatively. For the implementation of student-led PD, holding student-led learning walks,
student question-and-answer panels, and student feedback are regarded as essential practices.

Teaching Portfolio

Teaching portfolio is a PD practice mostly based on self-appraisal and teacher-directed learning. Brown (2007, p. 506)
defines it as “an assembly of professional handiwork, thoughts and reflections, beliefs and principles, and personal
data.” By keeping a teaching portfolio, a teacher is able to evaluate his/her own performance and progress as well as
set PD targets (Richards & Farrell, 2005). Furthermore, portfolios might serve as a demonstration of professional
qualifications due to their summative nature on the one hand, or as a show of progress with selected documents in
relevant areas of concern due to their formative nature (Brown, 2007).

Teachers may keep a portfolio as a demonstration of their work and evidence of how they think, create, and
practice. A portfolio can be shown to a supervisor or manager to prove the progress the teacher has made. Besides, a
portfolio can serve as a means of self- evaluation and reflection. Keeping a portfolio can encourage teachers to engage
in self-assessment. With the help of a portfolio, teachers begin thinking about their priorities, goals, and areas for
development in the future. Another benefit of the teaching portfolio is that it can encourage collaboration with other
teachers. For instance, it might be used as for peer coaching or peer reviews. With recent advances in technology,
portfolios can take the form of electronic portfolios, containing the same content and goals but presented on a
computer (Constantino & de Lorenzo, 2002). In this way, it is possible to present portfolio content in audio, video,
graphics, and text format.

Team Teaching

Team teaching is defined as “all arrangements that include two or more faculty in some level of collaboration in the
planning and delivery of a course” (Davis, 1995, p. 8). In team teaching, the act of giving instruction is shifted from an
individual teacher to a team of teachers with the aim of enhancing teaching and learning. As in all collaborative
practices, the partners’ understanding of and respect for each other provides a basis for success (Buckley, 2000;
Tajino, Stewart, & Dalsky 2016). While there is no one method of team teaching, it should generally involve
collaborative planning, content integration, teaching, and evaluation of all teaching and learning processes (Davis,
1997).

As to the benefits of team teaching, Bailey et al. (2001, p. 182) stated that team teaching can help teachers
with presenting interactive activities such as role-playing with one another, providing different linguistic models for
the learners, performing peer observation, and debriefing after lessons with another peer, which allows for in-depth
exploration of what worked, what did not, and why. Additionally, Carless and Walker (2006) suggested that team
teaching can encourage communication between teachers, provide more support, make it easier to monitor students
better in crowded classes, and provide different perspectives on teaching.

On the other hand, a lack of training in team teaching may cause conflict between team teachers and result in
ineffective lessons (Horwich, 1999). If team teaching is implemented without clearly stated objectives and the
distribution between the partners is unsatisfactory, it might pose a problem instead of enhancing teaching (Benoit &
Haugh, 2001). Rabb (2009) remarked that the rules and roles must be clearly identified and the partners must be aware
of how their efforts will contribute to the whole process. The downsides of this method might be overcome if teachers
were able to select their own team teaching situation and their partners (Bailey et al., 2001). However, the biggest
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challenge for team teachers as proposed by Rabb (2009) is the “time and energy” needed to work as a team. The time
and effort needed to plan and prepare for team teaching may cause teachers difficulties in their tight and loaded
schedules. Thus, supervisors or administrators should provide teachers with the encouragement, time, and
understanding required for them to try out this type of PD practice.

Discussion, Conclusion, and Recommendations

Globalization has made it vital for everyone, including teachers, to continuously learn, share, and collaborate in and
outside the workplace. Recent literature on teacher PD has suggested that teachers must seek their self-strategies of
improving their instruction and act on their own initiative. Despite the variety of forms PD programs may take, the
effective ones do share some common principles. Effective programs respect teachers as individuals, taking their
needs, ideas, and decisions into consideration without imposing on them. In effective programs, the focus shifts from
teaching to learning, and PD should ultimately result in improved student outcomes. By sharing individual knowledge
and expertise with each other, teachers can create a community of practice with their colleagues, engage in research,
and reflect on and evaluate their practice to improve student learning. No matter what type of PD practice teachers are
involved in, whether it is individual, collaborative, face-to-face, or online, it is essential to design and implement the
programs in harmony with the needs and expectations of teachers, learners, and the learning environment. Thus,
identifying teachers’ needs through surveys, in-depth interviews, or observations can contribute to making effective
PD programs. Very importantly, students should be placed at the heart of all teaching and PD practice. For this reason,
teachers need more opportunities to experiment with learners, focusing on how they think, learn, and get motivated. If
their perspective shifted from teaching to learning, teachers could hear what their students were saying and shape their
own PD practices depending on the feedback.

Although there is no “one-size-fits-all” PD practice, awareness is regarded as the key to improvement. As the
literature suggests, self-observation can trigger teacher awareness, initiate reflection, and result in improved
instruction. Thus, it is essential that observation, either by oneself or by peers, is encouraged among teachers by
school administrations, senior teachers, and teacher trainers, expressing how these practices can facilitate PD and what
sorts of benefits teachers can expect from the process. Though encouraging teachers to learn from each other’s ideas,
knowledge, and practices, peer observation can be met with resistance from teachers, as they might mistakenly think
that they will be judged, criticized, or evaluated during the process. Particularly in societies where there is an absence
of collaborative culture, it would not be unexpected in the first place for teachers to be resistant to peer observation.
However, if the aims and procedures are openly discussed with teachers and those with experience in peer observation
guide inexperienced teachers, teachers’ prior concerns and prejudices might be overcome. Thus, collaborative
practices should be integrated into PD programs and encouraged more among teachers. This might also help overcome
teacher isolation as well as their fear of observation and collaboration.

Furthermore, by participating in professional learning visits, teachers can build rapport with other teachers
who work in other institutions and share their knowledge and experience. Very importantly, they can realize that they
are not the only ones who face certain concerns and problems in their profession. This might come as a relief to
teachers and motivate them. Collaborative PD practices like professional learning visits, peer observation, team
teaching, and lesson study might be challenging in light of teachers’ other duties because they might require a lot of
time and effort to prepare for, implement, and evaluate. Until teachers have adjusted to collaboration and are able to
benefit from its advantages, they might feel uncomfortable and dissatisfied trying to achieve several things at once.
This might negatively affect the quality of their work, decrease their motivation, and make them feel like there is no
opportunity for PD. In this case, administrator support is essential. Without receiving support from their supervisors or
line managers, teachers may feel unconfident about taking steps forward in their development. Thus, administrators
have as much responsibility to design and conduct effective PD programs as teachers do.

As the literature suggests, action research and lesson study can enable teachers to conduct classroom research,
develop their research skills, and improve the quality of teaching and learning in their classrooms. If teachers are
supported in doing research either individually or in collaboration with other colleagues, they can apply theory in
practice in a real environment. Furthermore, teachers can keep a record of the experience from a study or research in a
teaching portfolio and reflect on their learning throughout the process.
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On the other hand, PD programs are unique and vary depending on context and the needs and profiles of
participants. Thus, it is important to plan context-specific and teacher-led PD through which teachers, learners, and
schools can achieve positive outcomes. PD can impact quality only when all the stakeholders have a shared vision of
and similar expectations from education. For this reason, there should be more collaboration and cooperation among
universities, school leaders, teacher trainers, and educators to enhance the standards of teaching and learning. Pre-
service and in-service staff and policy-makers should work together and exchange ideas and experiences more often.
There should be more communication between teachers, who can benefit from opportunities to observe each other and
to teach and reflect on teaching together. Finally, no further improvement can be expected without evaluation and
follow-up. A PD program should be evaluated by all participants and periodically redesigned in line with the
feedback. Only if a program is sustainable and has a significant duration can we make sound decisions about its
strengths, weaknesses, and impacts.
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Oz

Makale Bilgisi

Arastirmanin amaci, okul Oncesi Ogretmen adaylarinin deger algilarimi belirlemektir.
Deger algilari ile cinsiyet, egitim dgretim goriilen sinif diizeyi ve akademik basar1 diizeyi
arasinda bir farklilasmanin olup olmadigimni belirlemek aragtirmanin alt amaglarini
olusturmaktadir. Aragtirma nicel arastirma modellerinden tarama modeli kullanilarak
tasarlanmistir. Calisma grubunu Tiirkiye’nin kuzey bat1 bolgesinde Temel Egitim Boliimii
Okul Oncesi Egitimi Anabilim dalinda 2016-2017 egitim-6gretim yilinda egitim dgretim
goren 313 okul Oncesi Ogretmen adayr olusturmaktadir. Veri toplama araci olarak
arastirmaci tarafindan hazirlanan kisisel bilgi formu ve deger Onceliklerini 6lgmek
amaciyla Schwartz ve digerleri (2012) tarafindan gelistirilmis Portre Degerler Anketi
(PDAS57) kullanilmigtir. Arastirma sonucunda okul 6ncesi 6gretmen adaylariin en yiiksek
deger alg1 becerisinin iyilikseverlik giivenirlik, en diisiik deger alg1 becerisinin de giic
kaynaklar1 oldugu ortaya ¢ikmistir. Okul oncesi 6gretmen adaylarmin deger algi alt
boyutlarindan olan kurallara uyma ve kisisel giivenlik alt boyutlarinin cinsiyete gore
anlamli sekilde farklilagtigi sonucuna ulasilmistir. Deger algi alt becerilerinden olan
saygimlik, 6z yonelim davranig, 6z yonelim diisiince, evrenselcilik ilgi, iyilikseverlik,
giivenirlik, iyilikseverlik sevgi ve toplumsal giivenligin sinif diizeyine gore anlaml olarak
farklilastigt ortaya cikmistir. Okul Oncesi Ogretmen adaylarinin deger algr alt
becerilerinden olan basari, evrenselcilik hosgori, iyilikseverlik sevgi, kisilerarasi uyum ve
kurallara uyma becerilerinin akademik basar1 diizeyine gore anlamli bir sekilde
farklilagtig1 sonucu ortaya ¢ikmuistir.
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Investigation of Value Perceptions of Preservice Preschool Teachers in Terms of a Range of Variables

Abstract

Article Info

The aim of the research was to determine the value perceptions of preschool teacher
candidates. The secondary aim of the research was to determine whether value perceptions
differed according to gender, year level of education and academic success level. The
research was designed using the screening model from the quantitative research models.
The study group for the research comprised 313 preservice teachers attending a
Department of Primary Education, Preschool Education branch in Turkey’s northwest in
the 2016-2017 academic year. The personal information form, created by the researchers,
and the Portrait Value Questionnaire (PVQS57), developed by Schwartz et al. (2012) to
measure value priorities, were used as data collection tools. At the end of the research,
preservice preschool teachers had the highest value perception skills for dependable
benevolence with the lowest value perception skills for power resources. It was concluded
that the value perception subdimensions of rule conformity and personal security of
preservice preschool teachers differed significantly according to gender. The value
perception subskills of face, self-directed action, self-directed thought, concerned
universalism, dependable benevolence, caring benevolence and societal security were
revealed to differ according to class level. The value perception subskills of achievement,
tolerant universalism, caring benevolence, interpersonal conformity and rule conformity
were concluded to differ significantly according to academic success levels among
preschool teacher candidates.
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Giris

Kiltlirii olusturan temel Ogelerden biri olan degerler, bir durum ya da olay hakkindaki diisiinceleri, tutumlari,
davranislart ve kararlari etkileyerek hayata anlam veren fikir birligidir (Zevalsiz, 2014). Deger, genel olarak
davraniglara rehberlik eden ilkeler ve temel inanglar, yapilan eylemlerin yargilandigi standartlar olarak
tanimlanmaktadir (Halstead ve Taylor, 2000). Bir toplumda insanlarin deneyimlerinin birikimi sonucunda degerler
sistemi olusur (Hosgdriir, 2017). Degerler insanlarin iyi-kotii, dogru-yanhs, giizel-¢irkin gibi tercihler yapmakta
kullandiklar1 Olgiitler olmasindan dolayr evrensel bir 6neme sahiptir (Sigsman, 2000). Kisilerin yasam tarzlar
benimsedikleri degere gore olusmakta olup bu degerlerin 6nem sirasina konularak bir yapi olusturulmasi degerler
sistemini meydana getirmektedir (Saracaloglu, Uga, Basara-Baydilek, & Coskun, 2013). Diisiince ve eylemlerimizi
etkileyerek onlara yon veren ve davraniglarin temelinde yer alan degerlerin duyussal alan icerisinde yer almasindan
dolay1 toplumsal degisimin saglanmasi i¢in degerler ve degerler egitiminin onemi yadsinamaz (Demircioglu ve
Tokdemir,2008). Bu sebeple toplumsal degisimi saglayacak olan egitim sistemi o toplumun degerlerini yansitacak
onemli bir nitelige sahip olmalidir.

Degerler, insanin yasadig1 ¢evre ve deneyimleri ile yakindan ilgilidir. Degerlerin bu kadar genis bir yelpazede
toplanmasindan dolayr degerlerin sistemli bir sekilde verilmesi gereklidir. Degerleri anlamak, degerlerin bireysel ve
toplumsal olarak nasil gelistigini izlemek i¢in aragtirmacilar bu konular {izerinde calisma yapmaktadirlar (Inglehart ve
Baker, 2000; Schwartz, 2006). Yapilan bu calismalar insani degerlere iliskin kuramlar1 ortaya ¢ikarmustir. insani
degerler tizerine en etkili kuramlardan birisini Schwartz (1992) gelistirmistir. Schwartz degerleri, istek uyandiran,
duruma gore O6nemi degisebilen amaclar olarak agiklamaktadir (Tosun ve Uyanik-Balat, 2017). Schwartz (1994)
degerlerin, biyolojik ve sosyal etkilesimde yol gosterici oldugunu, davraniglart motive ettigini, yasami yonlendirdigini,
bireylerin toplumda kabul gérmelerini saglayan normlar edinmelerini sagladigini belirtmistir. Schwartz (1994; 2006)
degerlere iliskin 10 farkli deger tipinin oldugu bir siniflama yapmis ve bu degerleri yatay ve dikey olmak iizere iki
boyutta toplamistir.

Yatay boyut, Yenilige Agiklik/Muhafazaci Yaklasim olarak isimlendirilmistir. Yenilige agiklik tarafinda “6z-
yonelim” ve “uyarilim”, muhafazaci1 yaklasim tarafinda “gilivenlik”, “uyma” ve “geleneksellik” degerleri yer
almaktadir. Yenilik¢i alanda yer alan degerler, bireylerin duygusal ve disiinsel yapilart ile ilgili iliskilerini
gerceklestirmeyi saglayan degerlerdir. Muhafazakar alanda yer alan degerler, bireyin yakininda olan kisiler, kuruluglar
ve gelenekler ile olan iliskilerini gerceklestirir. Dikey boyut, Ozgenisletim/Ozaskinlik olarak isimlendirilmistir.
Ozgenisletim tarafinda “gii¢” ve “basar1”, Ozaskinlik tarafinda “evrensellik” ve “iyilikseverlik” degerleri
bulunmaktadir. Ozgenisletim alaninda yer alan degerler baskalarina zarar gelecek olsa da, bireyin kendi ¢ikarlari
dogrultusunda davranmasini saglayan degerlerdir. Ozaskinlik tarafinda bulunan degerler ise kendine yakin ya da uzak
insanligin ve doganin yarart i¢in bencillikten uzak kalmayi saglayacak degerleri igerir. Yenilige aciklik ve
Ozgenisletim alanlarinda ortak olarak sadece “hazcilik” deger tipi bulunmaktadir (Schwartz, 1994; Schwartz, 2006;
Tosun ve Uyanik-Balat, 2017).Degerlere iliskin yapilan bu modelde yer alan deger tiirleri arasinda uyumluluk ya da
uyumsuzluga dayali dinamik bir iliski bulunmaktadir.

Toplumun sosyo-kiiltiirel 6gelerine anlam veren degerler, kisilere ya da gruba yararli ve begenilen her seyi
icerir (Ozensel, 2003). Bundan dolay1 degisimin yasandig1 diinyada daha dnceden benimsenen mikro degerler yerini
kiiresel degerlere birakmistir. Kiiresel ya da ortak degerler igerisinde yer alan, adalet, hosgorii, uzlasma, refah,
ozgiirliik, ahlak, bilgi, diizen, barig ve kalite degerleri 6nem kazanmaktadir (Yazici, 2006). Diinya iizerinde degisen
sosyal yapt sonucunda ortaya ¢ikan problemlerden ¢ocuklarda etkilenmektedir. Bundan dolay1 bir¢cok egitimci bu
sorundan kurtulmanin yolunu degerler egitiminden gegtigini diisiinmektedir. Ortak degerler olarak adlandirdigimiz
temelin insani degerleri benimseyen hayatlarinda bu degerlere bagli kalan bireyler yetistirmek aile, okul ve toplumun
temel gorevi olmalidir. Egitim sistemi icerisinde degerlerin aktarilmasina iligkin okula diisen bu gérevde en énemli rol
egitimcilerdedir (Akbaba-Altun, 2003). Degerler bir biitiin olarak egitim siirecinin tiim asamasinda; &grenme
ortaminin  diizenlenmesinde, etkinliklerin uygulanmasinda, &gretim stratejisinin  belirlenmesinde, icerigin
olusturulmasinda, sinif i¢i davranislarda, 0gretim stilinin secilmesinde, disiplin uygulamalarinda, 6grenciye iliskin
tutum ve davraniglarda bulunmaktadir (Veugelers ve Vedder, 2003; akt: Balci ve Yanpar-Yelken, 2010). Okul ortam1
etkilesimin saglandigi degerlerin sosyallestigi bir ortamdir. Ogretmenlerin deger algilarinin hayat gériisleri, deger

365



Ozdemir-Beceren & Bilgen

Ogretimine yonelik stratejileri ve meslege iligkin tutumlarinda 6nemli bir etkisinin oldugu soylenebilir (Balct ve
Yanpar-Yelken, 2010). Bu sebeplerden dolay1 egitim kurumlarinda gorev alacak olan 6gretmen adaylariin nasil bir
kiiltiirlenme ve sosyallesme siireci i¢erisinde olduklar1 belirlenerek onlarin deger algilarinin bilinmesi dnemlidir (Sari,
2005). Ogrencilerin egitim siirecinde ilk karsilastiklar1 ve ailelerinden sonra model aldiklar1 kisilik ve karakter
olusumunda 6nemli okul Oncesi Ogretmenleri onemli bir yere sahiptir. Bundan dolay1r gelecekte okul oncesi
ogretmenligi yapacak olan okul oncesi 6gretmen adaylarinin deger algilarinin belirlenmesi ve bu deger algilarinin
evrensel degerlere gore egitim siirecinde sekillendirilmesi dnemlidir. Aragtirmanin amaci, okul 6ncesi 6gretmen
adaylarinin deger algilarini belirlemektir. Bu ana amag¢ dogrultusunda arastirmanin alt amaglar1 ise asagida yer
almaktadir.

Okul dncesi 6gretmen adaylarinin;

Deger algilar1 nasildir?

Deger algilar1 cinsiyete gore anlamli sekilde farklilagsmakta midir?

Deger algilar egitim-6gretim gordiikleri sinif diizeyine gore anlamli sekilde farklilagmakta midir?

bl e

Deger algilar1 akademik basar1 diizeyine gore anlamli olarak farklilagsmakta midir?

Yontem
Arastirmada okul oncesi 6gretmen adaylarinin deger algilarini belirlemek amacglandigindan betimsel tarama modeli
kullanilmigtir. Tarama modeli, daha 6nceden var olan modelleri, ge¢miste olan ve hala varligini siirdiiren bir durumun
goriildiigli gibi agiklanmasi ile agiklanabilecek bir yaklagimdir (Karasar, 2014). Okul 6ncesi 6gretmen adaylarinin
deger algilarinin ortaya ¢ikarilacagindan arastirmada tarama modeli kullanilmistir.

Calisma Grubu

Aragtirmanin galisma grubunu Tiirkiye’nin kuzey bati bolgesinde Temel Egitim Bolimii Okul Oncesi Egitimi
Anabilim dalinda 2016-2017 egitim-6gretim yilinda egitim goéren 313 o6gretmen adayr olusturmaktadir. Calisma
grubunda bulunan okul Oncesi Ogretmen adaylarinin demografik 6zelliklerine iliskin bilgiler Tablo 1’de yer

almaktadir.
Tablo 1: Calisma grubunu olusturan 6gretmen adaylarinin demografik 6zellikleri
f %

Cinsiyet Kadin 276 88.20
Erkek 37 11.80
1. simf 89 28.40
e . qes . . 2. simf 88 28.10
Egitim-6gretim gordiikleri sinif diizeyi 3 simf 102 32 60
4. simif 34 10.90
2.01 - 2.50(diisiik) 114 36.40
Akademik basari diizeyi 2.51 - 3.00(orta) 121 38.70
3.01 - 3.50(ytiksek) 78 24.90

Tablo 1’e gore arastirmaya katilan okuloncesi 6gretmen adaylarmin %88.2’si kadin, %11.8°1 erkektir. Okul
Oncesi 6gretmen adaylarinin simif diizeyine gore en yiiksek oranin %32.6 ile “3. sinifta”, akademik basariya gore ise
en yiiksek oranin %38.7 ile 2.51-3.00 araliginda oldugu goriilmektedir.

Veri Toplama Araglari
Arastirmada okul Oncesi 6gretmen adaylarmin deger algilarini gesitli degiskenler agisindan incelemek amaciyla,
arastirmacilar tarafindan gelistirilen Kisisel Bilgi Formu ile Portre Degerler Anketi (PDA57) kullanilmstir.

Kigisel Bilgi Formu

Okul 6ncesi 6gretmen adaylarina arastirma amacinda kullanilacak olan demografik 6zellikleri belirlemek amacriyla,
amactyla 6gretmen adaylarina, cinsiyet, 6grenim goriilen siif diizeyi ve akademik basar1 diizeyine iliskin sorularin
soruldugu formdur.
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Portre Degerler Anketi

Portre Degerler Anketi (PDA 57), katilimcilarin deger dnceliklerini 6lgmek amaciyla Schwartz ve digerleri (2012)
tarafindan gelistirilmis olup anketin yap1 gegerliligi farkli kiiltlirlerde gorgiil olarak ortaya ¢ikmistir. Anket, 57
maddeden olugmakta olup her biri {i¢ maddeden olusan 19 farkli deger tipinden olusmaktadir. Ankette, “Sayginlik”,
“Giic kaynaklar1”, “Gili¢ baskinlhig1”, “Basar1”, “Hazcilik”, “Uyarilma”, “Oz yonelim davranis”, “Oz yonelim
diisiince”, “Evrenselcilik hosgorii”, “Evrenselcilik doga”, “Evrenselcilik ilgi”, “lyilikseverlik giivenirlik”,
“lyilikseverlik sevgi”, “Alcakgoniilliiliik”, “Kisileraras1 uyum”, “Kurallara uyma”, “Geleneksellik”, “Toplumsal
gilivenlik” ve “Kisisel glivenlik” deger tipleri bulunmaktadir. Ankette yer alan her bir madde kisi igin belli bir sekilde
davranmanin Onemini ifade etmeye yarayan climle portrelerinden olusmaktadir. Ankette yer alan maddelerden
herhangi birine iliskin “Kurallar: veya diizenlemeleri asla ihlal etmemek onun igin onemlidir. “ifadesi 6rnek olarak
verilebilir. Ankette yer alan her bir soruda katilimcilara cevaplamasi i¢in alt1 aralikli (1 = Bana hi¢ benzemiyor, 2 =
Bana benzemiyor, 3 = Bana ¢ok az benziyor, 4 = Bana az benziyor, 5 = Bana benziyor, 6 = Bana c¢ok benziyor)
derecelendirme kullanilmis olup en uygun segenegin isaretlenmesi istenmistir. On dokuz deger tipi icin test- tekrar test
yontemi ile giivenirlige bakilmis olup giivenirlik degerleri .48 ile .81 arasinda degismektedir (Demirutku ve Gilimiis-
Dirilen, 2014). PDA 57, igerisinde yer alan on dokuz alt boyutun i¢ tutarlilik katsayist olan Cronbach Alpha degeri
caligmamizda .68 ile .77 arasinda yer almaktadir.

Verilerin Analizi

Aragtirmada verileri analiz etmek i¢in IBM SPSS 24 programi kullanilmistir. Verilerin analizinde betimsel istatistikten
faydalanilmis olup verinin dagiliminin parametrik olup olmadigini belirlemek amaciyla analizler yapilmistir. PDA 57
Oleme araci igerisinde bulunan on dokuz alt boyutun c¢arpiklik degerinin -1.37 ile. 10, basiklik degerinin -.63 ile 1.07
arasinda oldugu ortaya ¢ikmistir. Tabachnick ve Fidell’e (2013) gore basiklik ve carpiklik degerlerinin -1.5 ile 1.5
araliginda olmasi kosulu ile dagilimin normal dagilim gdsterdigini sdylenebilir. Dagilimin parametrik olmasindan
dolay1 arastirmanin amaglar1 dogrultusunda kullanilacak olan testler de bu duruma gore se¢ilmistir. Fark testlerinde
ikili gruplar i¢in T-testi, {i¢ ve daha fazla gruplar i¢in tek yonlii varyans analizi yapilmistir. Cinsiyet degiskenine gore
farklilig1 belirlemek igin T-testi, sinif diizeyi ve akademik basar1 diizeyine gore farklilig1 belirlemek iginde tek yonli
varyans analizi yapilmistir. Tek yonlii varyans analizi sonucunda ortaya ¢ikan farkliligin hangi gruplardan
kaynaklandigini ortaya koymak amaciyla post hoc analizlerden Scheffe testi yapilmistir. Gruplar arasinda yapilan
farklilagsma testlerinde anlamlilik diizeyi .05 olarak kabul edilmistir.

Bulgular
Arastirmanin alt problemleri dogrultusunda yapilan analizler sonucunda elde edilen bulgular alt problemlere gore
asagida verilmistir. Arastirmanin birinci alt problemi olan “Okul 6ncesi 6gretmen adaylarinin deger algilar1 nasildir?”
sorusuna iligskin olarak elde edilen bulgular Tablo 2’de yer almaktadir.

Tablo 2: Okul dncesi 6gretmen adaylarinin deger algilarina iliskin durumlari

Alt Boyutlar X Ss
Sayginlik 5.01 .82
Gii¢ kaynaklar 3.54 1.22
Giig baskimligt 3.65 1.08
Bagari 4.90 74
Hazcilik 5.20 .67
Uyarilma 4.76 .86
Oz yonelim davranis 5.33 .70
Oz yoénelim diisiince 5.22 71
Evrenselcilik hosgorii 5.09 74
Evrenselcilik doga 4.98 .83
Evrenselcilik ilgi 5.39 .65
Tyilikseverlik giivenirlik 5.43 .66
Tyilikseverlik sevgi 5.35 67
Algakgonilliilik 4.66 .80
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Kisilerarasi uyum 4.73 .86
Kurallara uyma 4.20 1.10
Geleneksellik 4.55 1.09
Toplumsal giivenlik 5.35 7
Kisisel giivenlik 4.95 78

Tablo 2’ye gore okul dncesi 6gretmen adaylarinin deger algilart incelendiginde en yiiksek ortalamaya sahip
deger alg1 becerisinin 5.43 ile “iyilikseverlik giivenirlik”, en diisiik ortalamaya sahip deger algisi becerisinin ise 3.54
ile “giic kaynaklar1” oldugu ortaya c¢ikmistir. Ayrica, “evrenselcilik ilgi”, “iyilikseverlik sevgi” ve “toplumsal
giivenlik” deger algi becerilerinin de yiiksek ortalamaya sahip oldugu, “gii¢ baskinlig1”, “kurallara uyma” ve
“geleneksellik” deger algi becerilerinin de diisiik ortalamaya sahip oldugu belirlenmistir. Degerler algilar1 alt boyutlar
incelendiginde genel olarak ortalamanin yiiksek oldugu sdylenebilir. Okul dncesi 6gretmen adaylar1 iyilikseverlik
giivenirlik becerisini deger algisinda énemli oldugunu, gii¢ kaynaklarinin ise ¢ok fazla onemli olmadigini ifade
etmislerdir.

Arastirmanin ikinci alt problemi olan “Okul 6ncesi 6gretmen adaylarinin deger algilarinin cinsiyete gore
anlamli sekilde farklilasmakta midir?” sorusuna iliskin olarak yapilan t-testi sonucunda elde edilen bulgular Tablo 3’°te
yer almaktadir.

Tablo 3: Okul 6ncesi 6gretmen adaylarinin deger algilarinin cinsiyete gore farklilasip farklilasmadigini belirlemek
amaciyla yapilan t-testi sonuglari

Gruplar N X SS Shi p t T;i;i >
L —— e TR
Gi¢ kaynaklart gfliﬁ 23776 ;22 ijg (2); -1.55 311 12
Gig baskinligt gflif 23776 ;:gg iz?g :(1)2 -1.03 311 30
L L R TR
Hazeilik gr'fi 23776 2(2)5 j?? :(1)‘2‘ 1.14 311 25
Upanima ke S e i B
Oz yonelim davranig gffi 23776 2? 2 22 :(1); 1.43 311 15
Oz yénelim diisiince gflif 23776 2:;31 Z; :(1)‘1‘ -20 311 83
Evrenselcilik hosgorii gff; E 23776 i ;i ;i (l)i 1.92 311 .05
Evrenselcilik doga gffi 23776 451:(7)411 1..8001 :(1)2 1.81 311 07
Evrenselcilik ilgi gfliﬁ 23776 2:‘3‘? :3431 (1); 82 311 41
fyilikseverlik giivenirlik gfliﬁ 23776 2:‘2‘2 :3‘9‘ (E 1.92 311 05
fyilikseverlik sevgi gfliﬁ 23776 2;2 :32 (1); 84 311 40
Algakgoniilliiliik gflif 23776 jgj i7061 :(1)2 99 311 32
Kisilerarast uyum gflf; lr(l 23776 jgg 32 (1)3 33 311 73
Kurallara uyma gfliﬁ 23776 ;‘éi i:gg :(2)? 2.24 311 02
Geleneksellik gfliﬁ 23776 jéi 1(3)3 :(2)? 112 311 26
Toplumsal giivenlik Kadn 276 5.38 .66 .04 1.91 311 .05
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Erkek 37 5.12 1.32 21
- . . Kadin 276 5.00 75 .04
Kisisel giivenlik Frkek 37 459 3 G 3.03 311 .00

*p<.05 diizeyinde anlamlidir.

Tablo 3’e gore okul dncesi 0gretmen adaylarinin deger algi alt boyutlarinin cinsiyete gore anlamli olarak
farklilasip farklilasmadigini belirlemek icin yapilan t-testi sonucunda “kurallara uyma” ve “kisisel gilivenlik” alt
boyutlar1 haricinde diger alt boyutlarda farklilasmanin olmadig: ortaya ¢ikmistir. Kurallara uyma ve kisisel giivenlik
alt boyutlar1 ile cinsiyet arasinda ortaya ¢ikan anlamli farklilasmanin kadin okul 6ncesi 6gretmen adaylar: lehine
oldugu belirlenmis (p=2.24; p<.05, p=3.03, p<.05). Sayginlik, basari, hazcilik, 6z yonelim davranis, evrenselcilik
hosgorii, evrenselcilik doga, evrenselcilik ilgi, iyilikseverlik giivenirlik, iyilikseverlik sevgi, algcakgoniilliiliik,
kisileraras1 uyum ve toplumsal giivenlik alt boyutlarinda kadin okul oncesi 6gretmen adaylarinin puanlarinin
ortalamasi erkek okul 6ncesi 6gretmen adaylarina gore daha ytiksektir. Gii¢ kaynaklari, giic baskinligi, uyarilma, 6z
yonelim diislince ve geleneksellik boyutlarinda ise erkek okul 6ncesi 6gretmen adaylarinin puan ortalamalar1 kadin
okul 6ncesi 6gretmen adaylarina gore daha ytiksektir.

Arastirmanin t¢lincii alt problemi olan “Okul 6ncesi 6gretmen adaylarinin deger algilarinin egitim-6gretim
gordiikleri smif diizeyine gore anlamli sekilde farklilasmakta midir?” sorusuna iliskin olarak yapilan One Way
ANOVA testi sonucunda elde edilen bulgular Tablo 4’de yer almaktadir.

Tablo 4: Okul dncesi 6gretmen adaylarinin deger algilarinin egitim-6gretim gordiikleri sinif diizeyine gore farklilagip
farklilasmadigini belirlemek amaciyla yapilan tek yonlii varyans analizi sonuglari

f, Xve ss Degerleri ANOVA Sonuclari
— Fark
Puan Grup N X Ss Var. K. KT Sd KO F p
1.simf 90 5.14 .87 G.Aras1 5.99 3 1.99
2smif 88 5.02 75 G 207.83 309 67
Saygmlik 3smif 102 5.00 79  Toplam 21382 312 29705 1>4
4smf 33 464 88
Lsmf 90  3.55 126 G.Arasi 8.73 3 291
) 2smif 88 347 122 Gl 45935 309 148
G kaynaklari 3smif 102 3.43 120 Toplam  468.08 312 195 .12
4smif 33 401 1.09
1.simf 90 3.62 1.23  G.Aras1 2.41 3 .80
) . 2smif 88 3.60 103 G.gi 36243 309 117
G baskinhg 3smf 102 3.64 101 Toplam 36485 312 68 .36
4smf 33 390 98
Lsmf 90 492 83 G.Arasi 3.23 3 1.08
2smif 88 4.89 63 Gl 19639 309 54
B 1. 11
asart 3smif 102 4.98 67 Toplam  172.63 312 o7
4 simf 33 4.62 .90
1.simf 90 5.24 .67 G.Arasi1 3.27 3 1.09
2smif 88 5.8 59 G 14039 309 45
Hazeilik . .
azett 3smf 102 5.19 69  Toplam  143.66 312 24006
4 sif 33 492 .81
1.simf 90 4.78 .99 G.Aras1 .64 3 21
2smif 88 476 83 G 23373 309 75
Uyanima 3smif 102 4.79 78  Toplam 23437 312 2883
4smif 33 4.63 83
1.simf 90 5.37 71 G.Aras1 5.70 3 1.90 >4
Oz yénelim davranis 2smf 88 5.32 68 G 14829 309 48 396 .00 L7y
3.smif 102 5.42 .60  Toplam 153.99 312
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4 simf 33 495 .88
1.smnif 90 5.29 71 G.Aras1 6.15 3 2.05 154
< >
W 2smf 88 527 62 Gl 151.85 309 49 ’
Ozyonelimdisinee 3o 102 523 66 Toplam 15801 __ 312 w00
4 sif 33 4.81 91
1.simf 90 5.12 .80 G.Arasi1 1.30 3 43
B . 2smf 88 5.6 77 Gl 173.60 309 56
Evrenselcilik hosgbrd 3 00 5.1 68  Toplam 17490 312 77 Sl
4 simf 33 493 72
1.simf 90 5.05 93 G.Aras1 2.30 3 .76
o 2smf 88 5.00 78 G 21647 309 70
Evrenselcilik doga 3smif 102 4.97 72 Toplam 21877 312 L0935
4 simf 33 4.74 .98
1.simf 90 5.49 .61 G.Arasi1 5.11 3 1.70
L 2.sinif 88 5.40 66  G.lgi 127.00 309 41 1>4,
Evrenselcilik ilgi 3smf 102 5.42 55  Toplam 13212 312 15000 5y
4 simf 33 5.04 .87
1.simf 90 5.53 .66 G.Aras1 5.24 3 1.75
. i C . 2.smf 88 5.42 67  G.gi 132.75 309 43 1>4
i 4, 00 ’
yilikseverlik giivenirlik " o075 13 55  Toplam  138.00 312 07 3>4
4 simf 33 5.08 .86
Lsmif 90 5.46 62 G.Aras 7.72 3 2.57 s
< >
o , _ 2smf 88 532 63 Gl 13353 309 43 ’
. 00 24
lyilikseverlik sevei 3smf 102 542 59 Toplam 14125 312 293 1
4 sif 33 492 .93
Lsmif 90  4.82 78 G.Arasl 4.50 3 1.50
o 2.smif 88 4.62 83  G.ici 195.60 309 .63
Algakgonallilak 3smif 102 4.62 74 Toplam  200.10 312 23707
4 simf 33 443 .85
1.simf 90 4.69 1.01 G.Aras1 32 3 .10
i 2smf 88 4.76 74 Gligi 235.14 309 76 4 93
Istierafast uyum 3smif 102 4.76 81  Toplam 23547 312 ' '
4 simif 33 4.70 .94
1.simf 90 3.99 1.32  G.Arasi 9.55 3 3.18
2smf 88 411 99  G.ici 37387 309 121
63 .0
Kurallara uyma Ssmif 102 441 97  Toplam 38343 312 263 .05
4 simif 33 432 1.04
1.simf 90 471 1.15 G.Arasi 4.01 3 1.33
, 2smf 88 4.48 104 Gl 36785 309 119
1123 34
Geleneksellik 3smf 102 4.55 109 Toplam 37186 312 303
4smif 33 435 1.00
1.simf 90 542 .73 G.Aras1 5.58 3 1.86
_ 2smf 88 538 63 Gl 128.05 309 58
Toplumsal giivenlik 315 .02 1>4
opumsat guvent 3smf 102 5.8 83  Toplam  187.63 312
4 simf 33 4.96 .95
1.simf 90 4.95 .86 G.Aras1 2.68 3 .89
. , 2smf 88 5.03 70 G.igi 190.00 309 61
I giivenlik 145 22
Kigisel givenls 3smf 102 4.97 72 Toplam  192.68 312 >
4 simf 33 4.70 .90

*p<.05 diizeyinde anlamlidir.

Tablo 4’e gore okul Oncesi 6gretmen adaylariin deger algi alt boyutlarinin egitim-6gretim goriilen sinif
diizeyine gore anlamli olarak farklilasip farklilasmadigini belirlemek i¢in yapilan tek yonlii varyans analizi (ANOVA)

sonucunda “sayginlik”, “6z yonelim davranis”, “6z yonelim diisiince”, “evrenselcilik ilgi”, “iyilikseverlik gilivenirlik”,
“iyilikseverlik sevgi” ve “toplumsal giivenlik” alt boyutlar haricinde diger alt boyutlarin farklilagsmanin olmadigi
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ortaya ¢ikmustir. “Sayginlik” ve “toplumsal giivenlik alt boyutlarinda ortaya ¢ikan anlamli farklilasmanin birinci sinif
ile dordiincii sinifta 6grenim gdren okul dncesi 0gretmenleri arasinda birinci sinifta 6grenim gorenler lehine oldugu
ortaya ¢ikmustir. “Oz yonelim davranig”, “iyilikseverlik giivenirlik” ve “evrenselcilik ilgi” alt boyutlarinda ortaya
cikan anlamli farklilagmanin birinci smif ile dordiincii sinif ve {iglincli sinif ile dordiincii sinif arasinda birinci ve
{igiincii smifta 6grenim géren okul dncesi gretmen adaylari lehine oldugu belirlenmistir. “Oz yonelim diisiince” ve
“iyilikseverlik sevgi” alt boyutlarinda ortaya ¢ikan anlamli farklilagsmanin birinci sinif ile dordiincii sinif, ikinei sinif
ile dordiincii sinif ve tigiincii siif ile dordiincii sinif arasinda birinci, ikinci ve {igiincli smifta 6grenim goren okul
oncesi 6gretmen adaylar1 lehine oldugu ortaya ¢ikmistir.

Arastirmanin dordiincii alt problemi olan “Okul 6ncesi 6gretmen adaylarinin deger algilarinin akademik basari
diizeyine gore anlamli sekilde farklilasmakta midir?” sorusuna iliskin olarak yapilan One Way ANOVA testi

sonucunda elde edilen bulgular Tablo 5’de yer almaktadir.

Tablo 5: Okul 6ncesi 6gretmen adaylarinin deger algilarinin akademik basar1 diizeyine gore farklilasip
farklilasmadigini belirlemek amaciyla yapilan tek yonlii varyans analizi sonuglari

f, Xve ss Degerleri ANOVA Sonuglari
- Fark
Puan Grup N X 88 Var. K. KT Sd KO F p
Diisiik 114 5.01 94  G.Arasi 49 2 24
Sayginlik Orta 121 5.05 78 G.gi 213.33 310 .68 36 .69
Yiksek 78 4.95 .71 Toplam 213.82 312
Diisiik 114 3.57 1.30  G.Arasi 1.07 2 53
Gii¢ kaynaklari Orta 121 3.47 1.19  G.gi 467.01 310 1.50 35 .70
Yiiksek 78 3.61 1.14  Toplam 468.08 312
Diisiik 114 3.72 1.12  G.Arasi 2.41 2 1.20
Gii¢ baskinligt Orta 121 3.54 1.07  G.gi 362.44 310 1.16 1.03 .35
Yiiksek 78 3.72 1.01  Toplam 364.85 312
Diisiik 114 4.78 .84 G.Aras1 5.27 2 2.63
Bagari Orta 121 4.87 71 Gldgi 167.35 310 .54 488 .00 3>1
Yiiksek 78 5.11 .56  Toplam 172.63 312
Diisiik 114 5.26 72 G.Aras1 .59 2 29
Hazcilik Orta 121 5.15 69  G.gi 143.07 310 46 .64 .52
Yiksek 78 5.21 .58  Toplam 143.66 312
Diisiik 114 4.81 .99 G.Aras1 1.65 2 .82
Uyarilma Orta 121 4.67 78 G.gi 232.72 310 .75 1.10 .33
Yiiksek 78 4.83 .77 Toplam 234.37 312
Diisiik 114 5.32 .76 G.Arasi 2.32 2 1.16
Oz yonelim davranis Orta 121 5.25 72 G.ici 151.67 310 48 237 .09
Yiiksek 78 5.47 .54 Toplam 153.99 312
Diisiik 114 5.24 .74 G.Arasi 1.12 2 .56
Oz yoénelim diisiince Orta 121 5.14 74 Glgi 156.88 310 .50 .11 .33
Yiiksek 78 5.29 .60  Toplam 158.01 312
Diisiik 114 5.09 .87 G.Aras1 5.45 2 2.72
Evrenselcilik hosgorii Orta 121 4.96 69  G.gi 169.44 310 .54 499 .00 3>2
Yiiksek 78 5.30 .55  Toplam 174.90 312
Diisiik 114 4.99 93 G.Aras1 2.11 2 1.05
Evrenselcilik doga Orta 121 4.89 86  G.gi 216.66 310 .69 .51 .22
Yiiksek 78 5.10 .59  Toplam 218.77 312
Diisiik 114 5.44 .72 G.Arasi 1.41 2 .70
Evrenselcilik ilgi Orta 121 5.31 61 G.lgi 130.71 310 42 1.67 .18
Yiksek 78 5.46 .56  Toplam 132.12 312
Tyilikseverlik giivenirlik Disiik 114 5.48 72 G.Arasi 1.06 2 .53 1.20 .30
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Orta 121 5.36 68  G.gi 136.93 310 44
Yiksek 78 5.49 .52 Toplam 138.00 312
Diisiik 114 5.46 .69 G.Aras1 3.05 2 1.52

Tyilikseverlik sevgi Orta 121 5.23 71 Gldgi 138.20 310 44 342 .03 1>2
Yiksek 78 5.38 .55  Toplam 141.25 312
Diisiik 114 4.71 .79 G.Aras1 .68 2 34

Algakgonillilik Orta 121 4.60 85  G.gi 199.42 310 .64 53 58
Yiksek 78 4.67 .71 Toplam 200.10 312
Diisiik 114 4.77 94 G.Arasi 4.53 2 2.26

Kisilerarasi uyum Orta 121 4.60 84  G.gi 230.93 310 74 3.04 .04 3>2
Yiiksek 78 4.90 .75  Toplam 235.47 312
Diisiik 114 3.98 1.27  G.Arasi 20.15 2 10.07

Kurallara uyma Orta 121 4.12 1.00 G.igi 363.27 310 1.17 859 .00 33>>12’
Yiksek 78 4.62 .86  Toplam 383.43 312
Diisiik 114 4.53 1.25 G.Arasi 2.39 2 1.19

Geleneksellik Orta 121 4.48 1.00  G.igi 369.46 310 1.19 1.00 .36
Yiiksek 78 4.70 .94 Toplam 371.86 312
Diisiik 114 5.25 97  G.Arasi 2.30 2 1.15

Toplumsal giivenlik Orta 121 5.37 67  G.lgi 185.33 310 .59 1.92 .14
Yiiksek 78 5.47 .54 Toplam 187.63 312
Diisiik 114 4.88 91 G.Aras1 2.65 2 1.32

Kisisel giivenlik Orta 121 4.92 71 Gldgi 190.03 310 .61 2.16 .11
Yiksek 78 5.11 .67  Toplam 192.68 312

*p<.05 diizeyinde anlamlidir.
1: Diisiik, 2: Orta, 3: Yiiksek

Tablo 5’e gore okul oncesi 6gretmen adaylarinin deger algi alt boyutlarinin akademik basar1 diizeyine gore
anlamli olarak farklilasip farklilasmadigini belirlemek i¢in yapilan tek yonlii varyans analizi (ANOVA) sonucunda
“basar1”, “evrenselcilik hosgori”, “iyilikseverlik sevgi”, “kisilerarast uyum” ve “kurallara uyma” alt boyutlar
haricinde diger alt boyutlarin farklilasmanin olmadig: belirlenmistir. “Basar1” alt boyutunda ortaya ¢ikan anlamli
farklilagmanin yiiksek akademik bagari diizeyine sahip olanlar ile diisiik akademik basar1 diizeyinde olan okul 6ncesi
O0gretmen adaylar1 arasinda yiiksek diizeyde akademik basarisi olanlar lehine oldugu ortaya ¢ikmistir. “Evrenselcilik
hosgorii” ve “kisilerarast uyum” alt boyutlarinda ortaya c¢ikan anlamli farklilagmanin yiiksek akademik basari
diizeyine sahip olanlar ile orta akademik basar1 diizeyinde olan okul Oncesi 6gretmen adaylari arasinda yiiksek
diizeyde akademik basaris1 sahip olanlar lehine oldugu belirlenmistir. “Iyilikseverlik sevgi” alt boyutunda ortaya ¢ikan
anlamli farklilagmanin diisiik akademik basar1 diizeyine sahip olanlar ile orta akademik basar1 diizeyinde olan okul
oncesi 6gretmen adaylar1 arasinda diisiik diizeyde akademik basar1 gosterenler lehine oldugu belirlenmistir. “Kurallara
uyma” alt boyutunda ortaya ¢ikan anlamli farklilagmanin yiiksek akademik basar1 diizeyine sahip olanlar ile diisiik ve
orta akademik basar1 diizeyinde bulunan okul dncesi 6gretmen adaylar1 arasinda ortaya ¢ikmis olup yiiksek diizeyde
akademik basar1 gosterenler lehinedir.

Sonug, Tartisma ve Oneriler
Okul oncesi Ogretmen adaylarinin deger algilar1 incelendiginde en yiiksek deger algi becerisinin iyilikseverlik
giivenirlik, en diisiik deger algi becerisinin de giic kaynaklar1 oldugu sonucuna ulagilmistir. Elde edilen bu sonug,
Dilmag, Bozgeyikli ve Cikili’nin (2008) 6gretmen adaylar: ile gerceklestirdigi caligmanin sonuglart ile evrensellik,
giivenlik, 6zyonelim ve iyilikseverlik boyutlarinin en ¢ok benimsenen deger algilar1 olmasi, giic boyutunun ise en az
benimsenen degerler arasinda yer almasi sonuglart ile oOrtiigmektedir. Firat ve Acikgdz’in (2012) ilkdgretim
okullarindaki &gretmenlerin deger algilarimi inceledigi arastirmasinda da evrensellik, iyilikseverlik, glivenlik ve
0zyoOnelim boyutlarinin en ¢ok tercih edilen boyutlar olmasi bakimindan benzer sonuglar ortaya koyulmustur. . Bunun
yaninda Cileli ve Tezer (1998), Aydin (2003), Keskin ve Saglam (2014), Yaliz-Solmaz (2015) tarafindan yapilan
calismalarda 6zgiirliik ve toplumsal degerlere iligskin algilarin yiiksek oldugu belirlenmistir. Okul 6ncesi 6gretmen
adaylarinin deger algilar1 olusurken bireylerin portrelerinde iyilikseverlik giivenirligin olmasi1 gerektigi onemli
goriilmektedir. Deger algisinin olusacagi bir portrenin igerisinde mutlaka iyilikseverlik ve gilivenirligin olmasi
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gerektigi diigiiniilebilir. Boylece bireyler iyilik ve gilivenin oldugu yerde kendilerini daha rahat ifade edecekler
degerlerin olusmasi daha kolay olacaktir. Okul dncesi 6gretmen adaylarinin deger alg1 becerileri incelendiginde en az
olmas1 gereken beceriyi gii¢ kaynaklari olarak belirtmelerinde birey iizerinde gili¢ kullanimin bireyde deger
olusmasinda ve degerin bireyde viicut bulmasinda olumsuz etkisi olacagini diisiinmeleridir. Bu sebeplerden dolay: gii¢
kaynaklarinin deger portresinin olugsmasinda olumsuz bir etkisinin olacagi sdylenebilir.

Okul 6ncesi 6gretmen adaylariin deger algi alt boyutlari olan kurallara uyma ve kisisel giivenlik alt boyutlar1
hari¢ cinsiyete gore anlamli sekilde farklilagsmadigt sonucuna ulasiimigtir. Ortaya ¢ikan bu sonu¢ Giiven (2017),
Mehmedoglu (2006) tarafindan yapilan ¢alismalardan elde edilen sonuglar ile benzerlik gdstermektedir. Literatiirde
deger yargilarinin cinsiyete gore farklilastigi sonuglar da ortaya konulmustur. Bu baglamda Dilmag, Bozgeyikli ve
Cikili’nin (2008) 6gretmen adaylari ile gergeklestirdigi arastirmada evrensellik ve “6zyonelim” boyutlarinda erkek
ogretmen adaylarinin lehine; giic boyutunda ise kadin 6gretmen adaylarinin lehine anlamli bir fark s6z konusudur.
Keskin ve Saglam’in (2014) arastirmasinda da Ogretmen adaylarinin insani degerlere sahip olma diizeylerinde,
“entellektiiel degerler”, maneviyat ve Ozgiirlik boyutlarinda kadin 6gretmen adaylarinin lehine anlamli sekilde
farklilagtig1 goriilmektedir. Ayrica Firat ve A¢ikgdz’iin (2012) aragtirmasinda, kadinlarin basari, hazcilik, evrensellik,
geleneksellik ve giivenlik boyutlarina erkeklerden daha ¢ok 6nem verdigi goriilmektedir.

Kurallara uyma ve kisisel giivenlik alt boyutlar1 olan becerilerin kadin okul 6ncesi 6gretmenlerinin daha
yiiksek oldugu elde edilen bir baska sonuctur. Kadin okul dncesi 6gretmen adaylar1 deger portrelerinin olusmasinda
erkek 6gretmen adaylarina gdre daha fazla kurallara uymaya 6zen gostermektedirler. Bu durumun ortaya ¢ikmasinda
kadin okul dncesi 6gretmen adaylarinin daha diizenli olmalari, belirlenen sartlara uygun hareket etmeye daha uyumlu
olduklar1 etkendir. Kisisel giivenlik alt boyutunda kadin okul 6ncesi 6gretmen adaylarinin puanlarinin daha ytiksek
citkmast degerlerin portrelerde olugsmasinda giivenli bir ortami tercih etmelerinden kaynaklanmaktadir. Boylece kisisel
giivenligin korunmasi degerlerin olugsmasinda bireylerin portrelerine oturmasinda daha etken oldugu sdylenebilir.

Arastirma sonucunda okul Oncesi Ogretmen adaylarinin deger algi alt becerilerinden olan sayginlik, 6z
yonelim davranis, 6z yonelim diistince, evrenselcilik ilgi, iyilikseverlik giivenirlik, iyilikseverlik sevgi ve toplumsal
giivenligin siif diizeyine gore alt siif diizeyindeki 6gretmen adaylarmin lehine anlaml olarak farklilastigi ortaya
cikmistir. Keskin ve Saglam’in (2014) arastirmasinda ise ortaya ¢ikan anlamli farkin 2. ve 3. sinif 6grencilerin lehine
oldugu goriilmektedir. Sonuglar bu anlamda Coskun ve Yildirim (2009), Yaliz-Solmaz (2015) ve Giiven (2017)
tarafindan yapilan g¢alismalarla benzerlik gostermemekte olup bu caligmalarda simif diizeyine goére anlamli bir
farklilasma ortaya ¢ikmamistir. Deger algisinin olusmasinda sayginlik ve toplumsal giivenlik boyutunda birinci sinif
ogrencilerinin dordiincii simif 6grencilerine gére puanlariin anlamli diizeyde yiiksek oldugu ortaya ¢ikmistir. Birinci
sinifta 6grenim goren okul dncesi 6gretmen adaylariin deger olusmasinda sayginligin daha fazla olmasi gerektigini
belirtmelerinde {iniversite egitim siirecine gelirken saygin olmaya karsi inanglari etkendir. Ayrica birinci sinifta
o0grenim goren okul Oncesi 0gretmen adaylarmin toplumsal gilivenlik saglanarak degerler algisinin olusmasinda
beklentilerinin daha yiiksek ¢ikmasinda toplumun giiven igerisinde olmasinin degerin olusmasinda etken bir faktor
olacagma olan inanglarmin yadsinamayacak olmasidir. Oz yonelimli davranis, iyilikseverlik giivenirlik ve
evrenselcilik ilgi alt boyutlarinda ise dordiincii sinifta yer alan okul 6ncesi 6gretmen adaylarinin puanlarinin daha
diisiik ¢iktig1 belirlenmistir. Bu durumun ortaya ¢ikmasinda dgrencilerin iist sinif seviyelerine geldik¢e 6z yonelim,
iyilikseverlik ve evrenselciligin deger algisi olusmasinda dnemini kaybettigine iliskin inan¢larinin artmis olmasinin
etken oldugu sdylenebilir. Oz yonelimli diisiince ve iyilikseverlik sevgi alt boyutlarinda ise ddrdiincii sinifta bulunan
okul 6ncesi 6gretmen adaylarinin puanlarinin daha diisiik oldugu, bu alt boyutlarda birinci, ikinci ve {igiincii sinifta
O0grenim goren okul Oncesi 0gretmen adaylarinin puanlarinin daha yiiksek oldugu sonucuna ulagilmistir. Ortaya ¢ikan
bu sonu¢ dogrultusunda 6ze doniik diisiinme sonucu olusan deger algilarinda azalmanin meydana gelmesinde alinan
egitim sonucunda bireysellikten uzaklagsmanin oldugu sdylenebilir.

Okul oOncesi Ogretmen adaylarinin deger algi alt becerilerinden olan basari, evrenselcilik hosgord,
iyilikseverlik sevgi, kisileraras1 uyum ve kurallara uymanin akademik basar1 diizeyine gore anlamli bir sekilde
farklilagtig1 ortaya ¢ikmistir. Deger algisi alt becerilerinden olan basarinin yiiksek diizeyde basar1 gosteren okul 6ncesi
ogretmenler lehine oldugu goriilmektedir. Akademik basarinin yiiksek olmasi alt becerilerden olan basarinin da
yiksek diizeyde olmasindan dolay1r akademik basari deger alt becerisinin akademik basari ile paralellik tasidigi
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sOylenebilir. Deger alg1 alt becerilerinden olan evrenselcilik hosgdrii ve kisilerarast uyum puanlarinin akademik
basaris1 yliksek olanlarda orta diizeyde olanlara gore daha yiiksektir. Bu sebepten dolayr akademik basarinin
evrenselcilik ve kisileraras1 uyumu gelistirmede etkili oldugunu sdyleyebiliriz. lyilikseverlik sevgi alt boyutunda
akademik basar1 diizeyine gore diisiik diizeyde olan okul 6ncesi 6gretmen adaylarinin puanlar1 daha yiiksek ¢ikmuistir.
Elde edilen bu sonu¢ akademik basaris1 diisiik olan okul oncesi dgretmenlerinin iyilikseverlik sevginin gelismesinde
daha etkili oldugu sdylenebilir. Kurallara uyma alt boyutunda ise anlaml farklilasmanin yiiksek diizey ile orta ve
diisiik diizeyde olanlar arasinda yiiksek diizeydekiler lehine oldugu elde edilen bir bagka sonugtur. Bu sonu¢ akademik
basarinin yiiksek olmasi deger algi becerilerinden olan kurallara uyma boyutunu olumlu ydnde etkileyen bir unsur
oldugunu sdylememize olanak saglamaktadir.

Arastirmada ortaya ¢ikan sonuglar dogrultusunda okul 6ncesi 6gretmen adaylarinin deger algi becerilerinden
olan gii¢ kaynaklari icerisinde yer alan olumlu gii¢ kaynaklar1 desteklenmelidir. Erkek 6gretmen adaylarina kurallara
uygun bir yasam siirmeye ve kisisel glivenliklerini saglamaya yonelik calismalar yapilmalidir. Farkli sinif diizeyinde
egitim goren okul Oncesi Ogretmen adaylarinin birbirleri ile kaynasmalari saglanmalidir. Deger algi becerilerini
gelistirmek i¢in okul oOncesi O6gretmen adaylarinin akademik basarilarinin arttirllmasina yonelik g¢aligmalar
yapilmalidir.
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Extended Abstract
Introduction

Values are motifs forming the structure of society. All of these motifs reflect society. Value judgments are different
and unique between societies. Values have always been present in our thoughts and perceptions since the dawn of
humanity. Humanity is freed by our adopted values. Though there are different classifications in the literature, there is
one comprehensive classification related to values. According to this classification, values are dealt with in two
dimensions as “horizontal” and “vertical”. The horizontal dimension is investigated between two groups of “openness
to innovation” and “conservative approach”. On the openness to innovation side the values of “self-direction” and
“stimulation” are located, while the conservative approach includes the values of “security”, “conformity” and
“tradition”. The vertical dimension ranges from “self-enhancement” to “self-transcendency”. The self-enhancement
side includes “power” and “achievement”, while the self-transcendency side includes ‘“‘universalism” and
“benevolence” values. The “hedonism” value type is shared between the openness to innovation and self-enhancement
areas. Teachers have great responsibilities in the existence of values in society and in transferring them to future
generations. New generations should be raised with our value judgements and the efforts displayed by teachers in
adopting these value judgements is very valuable. As a result, it is important to know the value judgements of
preservice teachers, the teachers of the future. Gaining value judgements from the first stage of teaching in preschool
education is important in terms of forming the basis for later periods. As a result, the aim of this research is to
investigate the value judgements of preschool teacher candidates. In line with this aim, the answers to the following
questions were sought.

For preservice preschool teachers,

1) What are their value perceptions?

2) Do value perceptions significantly differ according to gender?

3) Do value perceptions significantly differ according to year level of education?

4) Do value perceptions significantly differ according to academic success levels?

Method
The research used the descriptive screening model with the aim of determining the value perceptions of preservice
preschool teachers. The study group for the research comprised 313 preservice teachers attending a Department of
Primary Education, Preschool Education branch in Turkey’s northwest in the 2016-2017 educational year. Of the
preservice teachers participating in the research, 88.2% were female and 11.8% were male. According to their class
level, preservice teachers were mostly in the “3™
at “moderate”, with a rate of 38.7%.

year”, with a rate of 32.6%, with the highest rate of academic success

With the aim of investigating the value perceptions of preservice preschool teachers in terms of a variety of
variables, the Personal Information Form developed by the researchers and the Portrait Values Questionnaire (PVQS57)
were used. The Portrait Values Questionnaire (PVQS57) comprises 57 items, with 19 different value types, each
including three items. The survey finds the value types of Face, Power—Resources, Power—Dominance,
Achievement, Hedonism, Stimulation, Self-Direction—Action, Self-Direction—Thought, Universalism—Tolerance,
Universalism—Nature, Universalism—Concern, Benevolence—Dependability, Benevolence—Caring, Humility,
Conformity—Interpersonal, Conformity—Rules, Tradition, Security—Societal, and Security—Personal Safety. Each
item included on this scale comprises word portraits which aid in expressing the importance of a certain behavior to
the individual. For each question on the scale, participants are requested to mark the most appropriate choice from six
intervals (1 — not like me at all, 2 - not like me, 3 - a little like me, 4 - somewhat like me, 5 - like me, 6 - very much
like me).

The IBM SPSS 24 program was used to analyze data in the research. Descriptive statistics were used for data
analysis, with analyses performed with the aim of determining whether the distribution of the data was parametric or
not. As the skewness value for the nineteen subdimensions included in the PVQS57 scale tool were between -1.37 to
.10 and the kurtosis values were between -.63 and 1.07, they showed normal distribution. As the distribution was
parametric, all tests to be used in line with the aims of the research were chosen according to this. Difference tests
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used the t test for two-way groups, and one-way analysis of variance for three or more groups. To determine
differences according to gender, the t test was used, while one-way analysis of variance was used to determine
differences according to class level and academic success. With the aim of revealing which group caused the
differences found as a result of one-way analysis of variance, the post hoc analysis of Scheffe test was used. The
significance level of .05 was accepted for difference tests between groups.

Results

When the results of the research are examined, it was revealed that preservice preschool teachers had no differences
for value subdimensions, apart from the “conformity—rules” and “security—personal safety” subdimensions. There
was significant difference in the conformity-rules and security-personal safety subdimensions according to gender, in
favor of female preservice preschool teachers (p=2.24; p<.05, p=3.03, p<.05). The mean points for the subdimensions
of face, achievement, hedonism, seclf-direction—action, universalism—tolerance, universalism—nature,
universalism—concern, benevolence—dependability, benevolence—caring, humility, conformity—interpersonal, and
security—societal were higher for female preservice preschool teachers compared to male preservice preschool
teachers. For the dimensions of power—resources, power—dominance, stimulation, self-direction—thought and
tradition, the mean points of male preservice preschool teachers were higher compared to female preservice preschool
teachers.

According to the class level of preservice preschool teachers, apart from the value perception subdimensions
of “face”, “self-direction—action”, “self-direction—thought”, “universalism—concern”, “benevolence—
dependability”, “benevolence—caring” and ‘“security—societal”, there were no differences in the other
subdimensions. The differences between the “face” and “security—society” subdimensions were between preschool
teachers in the first year and fourth year, in favor of first year students. The significant differences in the “self-
direction—action”, “benevolence—dependability”, and “universalism—concern” subdimensions were between first
year and fourth year students and between third year and fourth year students in favor of preservice preschool teachers
attending first and third year teaching. The significant differences in “self-direction—thought” and “benevolence—
caring” subdimensions were between first year and fourth year students, between second year and fourth year
students, and between third year and fourth year students, in favor of preservice preschool teachers attending the first,
second and third year of education.

According to academic success level, apart from the subdimensions of ‘“achievement”, “universalism—
tolerance”, “benevolence—caring”, “conformity—interpersonal”, and “conformity—rules”, all other subdimensions
of value perceptions were not found to differ among preservice teachers. The “achievement” subdimension was found
to be significantly different for preservice preschool teachers with high academic success and those with low academic
success, in favor of preservice teachers with high academic success. The subdimensions of “universalism—tolerance”
and “conformity—interpersonal” significantly differed between those with high academic success and those with
moderate academic success, in favor of preservice preschool teachers with high academic success. The significant
difference in the “benevolence—caring” subdimension was between those with low academic success and those with
moderate academic success, in favor of preservice preschool teachers with low levels of academic success. The
significant difference in the “conformity—rules” subdimension was between those with high academic success and
those with low and moderate academic success in favor of preservice preschool teacher candidates with high levels of
academic success.

Discussion and Conclusion

When the value perceptions of preservice preschool teachers are investigated, the highest value perception skill was
for benevolence—dependability, with lowest value perception skill for power—resources. The results obtained show
similarities to some studies, though some studies observed perceptions related to freedom and social values were
highest. Apart from the subdimensions of conformity—rules and security—personal safety, it was concluded that none
of the other value perception subdimensions of preservice teachers varied significantly according to gender.

According to another result of the research, the value perception subdimension skills of face, self-direction—
action, self-direction—thought, universalism—concern, benevolence—dependability, benevolence—caring and
security—societal varied significantly according to class level. This result of the research does not comply with other
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study results. Among the results, the face and security—societal dimensions within value perceptions were found to be
significantly high for first year students compared to fourth year students. Preservice preschool teachers attending first
year education state that face is required more for value formation, while as university education continues it affects
their beliefs about face. The points for the subdimensions of self-direction—action, benevolence—dependability and
universalism—concern were found to be lower for preservice preschool teachers attending fourth year education. The
occurrence of this situation shows that there is an increase in beliefs about self-direction, benevolence and
universalism losing their importance as upper class levels are reached.

It was revealed that the value perception subdimensions of achievement, universalism—tolerance,
benevolence—caring, conformity—interpersonal, and conformity—rules significantly differed according to the
academic success levels of preservice preschool teachers. The value perception subdimension of achievement was
observed to be at high levels, in favor of preschool teachers with high levels of success. In line with the results of this
research, the value perception skill of power—resources should be supported among preservice preschool teachers by
including positive power resources.
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