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The Structural Relationship Between
Fluent Reading, Reading Comprehension and Eye Movements?

Muhammet BASTUG?, ismail OZSARI3, irfan SIMSEK?, Hasan Kagan KESKIN*

Abstract Key Words
Since reading and meaning-making are basic skills that students continuously Eye-tracking
use in their academic lives, efforts are made to help students acquire these skills Reading fluency
from an early age. However, it is frequently stated in various studies and reports Reading comprehension

that students still have reading and comprehension problems. Studies for the
solution of these problems firstly depend on revealing the reasons that may be
related to the problems. In this sense, different direct or indirect measurements
have been made for years. However, today, with the development of
technology, more detailed data has started to be produced in the field of reading )
as in every field. For example, tracking eye movements with high accuracy About Article

Eye movements

while reading is an important achievement of technology in this field. Eye . ]
movements, which are still a new field of study, and their relationship with Sending date: 04.12.2024
different variables of reading have become the focus of researchers' attention. Acceptance date: 27.12.2024
However, how eye movements occur in the reading process and how this E-publication date: 06.01.2025
affects reading and reading comprehension is not sufficiently known in terms

of both national and international literature. In In this study, students were

asked to read texts aloud using an eye-tracking device, and their reading

comprehension and fluency skills were measured. The study group of the

research consists of 284 third grade primary school students and the study was

conducted in the survey model. The measurement results obtained from the

research aimed to reveal how students’ eye movements during reading affect

reading fluency and comprehension. As a result of the research, significant

relationships were found between fluent reading skills, reading comprehension

and eye movements. Accordingly, a positive relationship was found between

fluent reading and reading comprehension. A negative relationship was found

between fluent reading and eye movements. On the other hand, no significant

relationship was found between eye movements and reading comprehension.

In the context of other studies in the literature, the research findings were

examined and analyzed.

1 This study was excecuted within the scope of the Istanbul University - Cerrahpaga Higher Education Institutions Supported Project with the
project code 25107, titled "Investigation of the Structural Relationship Between Focus, Fluent Reading and Reading Comprehension by
Means of Eye Tracking Device".
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Introduction

Reading is an important component of individuals' knowledge acquisition and learning process;
it is considered as the cornerstone of academic success and lifelong learning. Reading involves not only
decoding the text, but also the process of making sense of it quickly and effectively. Today, the complex
cognitive and neurological mechanisms underlying the reading process can be better analysed through
research (Ye et al., 2022). The relationship between fluent reading, reading comprehension and eye
movements has become an important field of study for researchers in recent years (Castelhano & Rayner,
2008).

When a person reads without comprehension and with dysfunctional literacy, he/she cannot use
the information related to the text in his/her own life. Until recently, the high number of illiterate
individuals was one of the most important problems of education systems (UNESCO, 2005). In the latest
PISA 2022 report, it is seen that most of the students in Tiirkiye are at an inadequate level in reading
comprehension (OECD, 2023). As in the rest of the world, reading comprehension is one of the common
educational problems in Tiirkiye and there is not enough research on the causes of this problem.
Especially as a preventive approach, eliminating the causes of reading problems is a very important
issue.

The ability to read and make meaning is a skill that is tried to be acquired by children from an
early age. One of the reasons why reading skills are so important is that it has a decisive place in students’
academic lives. This situation has been addressed in many studies in terms of both academic life and
motivational variables (Chevalier et al., 2017; Kog and Arslan, 2015; Urska, 2013; Unal and iseri, 2012;
Yildiz, 2013). In order to make more detailed inferences about the quality of reading skill, this skill
should be directly observed. Especially in studies on affective and motivational variables of reading, it
is not possible to observe these variables directly. Variables such as accurate reading, reading speed and
prosody constitute the directly observable aspect of reading. It is theoretically possible to say that direct
observation produces clearer data than indirect observations. Therefore, it is possible to argue that new
variables should be added to the observable dimension of reading or new data should be produced
through detailed analyses. With the development of technology in recent years, it has become possible
to produce more detailed data in the field of reading as in every field. For example, tracking eye
movements with high accuracy while reading is an important achievement of technology in this field.

The reading comprehension process is influenced by many cognitive, linguistic and
environmental factors. Cognitive factors include phonological awareness (Wagner et al., 2013), working
memory capacity (Nouwens, et al., 2021) and attention processes (Duke et al., 2021). Linguistic factors
include vocabulary (Smith et al., 2021), morphological awareness (Kotzer et al., 2021) and syntactic
skills (Mackay et al., 2021); while environmental factors include reading experience (Kaban &
Karadeniz, 2021), educational interventions (Donegan & Wanzek, 2021) and family support
(Buckingham et al., 2013). Wade-Woolley et al. (2021) examined the effect of prosodic reading on
reading comprehension and empirically supported the role of prosodic reading in the comprehension
process.

Fluent reading skills have an important place in students’ academic success as well as reading
comprehension. Recent neuroimaging studies have revealed the relationship between the development
of fluent reading skills and brain activation. Lee and Stoodley (2024) stated that the brain activation
patterns of fluent readers differ from individuals with reading difficulties. Locher and Pfost (2019) put
forward the concept of "Matthew Effect" and stated that students who acquire fluent reading skills in
the early period improve their skills by practicing more reading over time, while students who have
difficulty in this skill avoid reading and the problem deepens over time. Kang and Shin (2019)
emphasised the importance of systematic and regular interventions in the development of reading
fluency skills. Similarly, Duke et al. (2021), in a meta-analysis study examining the effectiveness of
strategies used in fluent reading instruction, stated that repeated reading and supported reading strategies
showed significant effects. These strategies stand out as effective tools for students to improve their
fluent reading skills. Ecalle et al. (2020) stated that the relationship between reading fluency and reading
comprehension has strengthened over time and that these two skills support each other and increase the
overall reading performance of the reader.
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Eye movements during the reading process provide us with clear data to better understand and
make inferences in the areas of reading comprehension and reading fluency. Hindmarsh et al. (2021)
state that eye movements in the reading process consist of three basic types of movements: Saccadic
movements (forward jumps), fixations (focussations) and regressions (returns). Each of these
movements provides important information about how the reader processes the text. Saccadic (leap)
movements refer to rapid transitions of the eye from one point to another. The movement of the eye to
the right and left, during which the eye does not perceive new information, is called a saccade. When
this movement progresses forward, it is referred to as a progressive saccade, and when it moves
backward, it is called a regressive saccade. The eye movement from the end of one line to the beginning
of the next is known as a return sweep. Lastly, the movement in which the eye remains stable and
perceives new information is called fixation (Ayhan, 2019). Fixations are the moments when the eye is
fixed at a certain point and visual information is processed during this time. The average fixation
duration is 200-250 milliseconds (Castelhano and Rayner, 2008). Regressions are the movements of
the eye back to the previous words or sentences during reading, that is, eye movements in the opposite
direction to normal reading. Regressions constitute 15-25% of eye movements during normal reading
(Rayner and Pollatsek, 1989).

Although eye movements allow a microscopic examination of the reading process, they play a
crucial role in understanding reading behavior. Advances in eye-tracking technologies have enabled us
to study readers' eye movements and their role in the comprehension process in detail (D'Mello et al.,
2020). Ye et al. (2022) and Jamil et al. (2023) examined the relationship between eye movements and
brain activation in detail using fMRI technology and provided evidence supporting this relationship. It
is seen that eye movements are a sensitive indicator of cognitive movements in the reading process and
are therefore closely related to the comprehension process (Castelhano and Rayner, 2008). Studies in
this field show that eye movements will be useful in explaining not only word tracking on the text but
also processes such as reading fluency, reading comprehension and processing.

Researchers are particularly interested in eye movements, a relatively new area of study, and
how they relate to various aspects of reading. Studies have investigated the relationship/interaction
between eye movements and variables such as homophones (Jared and Bainbridge, 2017), reading
practices in adults (Mantei and Kervin, 2016), dyslexia and other language-related processes (Huettig
& Brouwer, 2015), and memory and attention (Hernandez et al., 2017). The importance of eye
movements in the reading process is not only limited to individual reading skills, but also contributes to
the development of reading instruction and intervention programmes (Fella vd., 2023). The fact that the
studies conducted are mostly in clinical settings is an indication that they are addressed after the problem
occurs. However, conducting earlier and predictive studies periodically can provide an opportunity to
take precautions before many problems arise. From this point of view, investigating the explanatory and
predictive relationships between eye-tracking technology and variables related to students’ reading and
comprehension provides a unique resource for educators at the point of planning educational
environments and taking measures. When the studies in Tiirkiye on the subject are examined, it is seen
that eye-tracking technology is mostly focused on information systems, web design, e-commerce
(Akgiingor et al., 2011; Bayram and Yeni, 2011; Ozdogan, 2008; Yeniad et al., 2011). In the studies on
reading, on the other hand, topics such as italic writing-plain writing, reading texts (Karaman et al.,
2016), the effect of page design on the directivity of reading in newspaper reading behaviour (Onursoy
et al., 2010) were studied. However, the process of learning reading skills and the subsequent process
of forming the purpose of reading to obtain information is a time interval that is decisive on the future
of our children. The number of studies conducted with children during this time interval, where different
variables of reading are examined in detail, is nearly nonexistent. More studies are needed to reveal the
extent to which the variables of eye-tracking obtained with the support of technology have an effect on
reading skills or to make inferences about what kind of problems they can be used to predict.

The role of eye movements in the reading process helps us to understand how readers interact
with the text. In particular, eye movement parameters such as fixation duration, saccade length and
regression number reveal the reader's difficulties and strategies in the process of making sense of the
text (Bouma, 2022). While Hautala et al. (2024) emphasised the effect of saccadic movements on
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reading speed, Veenendaal et al. (2016) examined the effect of eye movements on reading prosody,
phonological awareness and comprehension. Moreover, readers’ eye movement patterns vary depending
on the difficulty of the text and the reader's knowledge (Van den Broek and Helder, 2017). When we
look at the subject from different perspectives, the eye movements of individuals with reading
difficulties show significant differences from normal readers. Students with dyslexia exhibit more
regression and longer fixation periods, indicating that these students have more difficulty in the reading
process (Bonifacci et al., 2023).

Prior to eye-tracking technology, researchers have neglected the relevance of certain eye
movement behaviours during reading to text decoding and comprehension. For instance, readers
allocate approximately 10% to 15% of their reading time to regressions in eye movements. The average
fixation duration within a word or saccade length varies according to the function of the word (novelty,
familiarity, strangeness, ambiguity, or relevance) (Rayner, 1993). In relation to these eye movement
parameters, readers are categorised as: a) proactive readers (long saccades, many regressions) and b)
conservative readers (short saccades, few regressions). The reading strategies used by both are related
to low or high levels of reading experience, respectively (Koornneef and Mulders, 2017; Vorstius et al.,
2014).

Most eye-tracking research on reading has focused on textual (i.e., literary) comprehension and
is usually assessed by reading sentences (Barnes and Kim, 2016; Booth and Weger, 2013; Rayner, 1993;
Vorstius et al., 2014). On the other hand, longer studies (i.e. fairy tales, scientific reports) and inferential
guestions are also used to investigate reading comprehension (Koornneef and Mulders, 2017). However,
proactive readers show higher reading comprehension than conservative readers, despite the length of
the text (short or long) and the complexity of the question (literary, textual or inferential). Related to the
subject, Krsti¢ et al. (2018) conducted a study to assess eye movement during reading with 15-year-old
students with low and high reading skills in the PISA test; scores in reading speed (number of words
read per minute) and reading comprehension capacities were used to classify reading skills. According
to the results of the study, it was found that students with high reading skills performed better on text-
dependent and inferential comprehension questions than students with low reading skills. As in other
studies, saccade width (length) and regression percentage were found to be higher in students with higher
reading skills (Koornneef and Mulders, 2017). According to eye movement patterns, the groups differed
according to the complexity of the texts and questions. On the other hand, the eye movements of readers
with low reading skills showed more variability and irregularities were observed.

Although these studies have established a link between eye movements and reading skills at a
certain level, it is not clear enough how fluent readers’ eye movements are and how this situation is
related to comprehension. In this context, this study investigated the causal relationship between the eye
movements of 3rd grade primary school students during reading and how they affect reading fluency
and reading comprehension. Students’ reading speed, reading comprehension skills and eye movements
during reading were analysed by means of "eye-tracking device".

In terms of scope, third grade primary school students were asked to read a narrative text;
reading and monitoring were carried out individually. In the study, students’ fluent reading skills,
reading comprehension and eye movements during reading were evaluated; possible relationships
between the variables of reading aloud, fluent reading, reading comprehension and the variables of
focusing time, time until the first focusing, duration of the first focusing, number of focusing, the
coordinate of each focusing point on the screen in pixels, the distance of the user to the screen during
recording were investigated.

Method
Research Design

The research was conducted in the survey model. Firstly, the students were made to read aloud
over the given text through the eye-tracking device. The eye-tracking device is integrated with a
computer and a monitor. The students read on the computer screen (monitor) and the application was
carried out individually for each student. The duration of the application for a student was approximately
4-8 minutes. In the second stage, students were given comprehension questions about the text they read.
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After the data were collected, the data obtained from reading aloud, reading comprehension and eye-
tracking device were analysed comparatively and causally.

Participants

The study was conducted with 284 third grade students studying in a public primary school in
Istanbul. The necessary permissions for the study were obtained from the Provincial Directorate of
National Education. Through the measurement results obtained from the research, it was aimed to reveal
how the eye movements of 3rd grade primary school students during reading affect reading fluency and
reading comprehension. The study was conducted with third-grade primary school pupils, as they are in
the critical age range for observing the development of reading behavior.

Data Collection and Analysis Process

Within the scope of the study, a 200-word narrative text was used to collect data. The students
read the texts aloud and their reading was recorded with an eye-tracking device. From these records,
students' eye movements during reading, reading speed and correct word recognition percentages were
measured. After the eye-tracking device recording, students' reading comprehension was measured with
questions prepared for the reading text. The applications were carried out individually and the eye-
tracking device was calibrated separately for each student at the beginning of the application to ensure
that the data of the study was reliable. In order not to distract the students' attention, the applications
were carried out in a simple and quiet environment, and a structure suitable for the natural reading styles
of the students were created.

The "Error Analysis Inventory" adapted into Turkish by Akyol (2013) was used to analyse the
student's reading and comprehension levels. For this inventory, the student's reading speed, correct
reading and comprehension percentage are calculated according to the following formulae.

Reading Speed: (1 min X Number of words read correctly) + (Time to read the whole text)

Accuracy Percentage: (Number of words read correctly X 100) + (Total number of words in the
text)

Percentage of Understanding: (Points received X 100) = (Full points)

Comprehension guestions consist of two types of questions as surface and deep comprehension.
In the students' responses to simple comprehension-level questions, 2 points were awarded for complete
answers, 1 point for partial answers, and 0 points for unanswered questions. Similarly, in their responses
to deep comprehension-level questions, 3 points were awarded for complete and effective answers, 2
points for slightly incomplete answers that still contained the expected response, 1 point for partial
answers, and 0 points for unanswered questions.

The eye movements of the student during reading aloud were recorded with the SMI device and
these were transcribed and converted into analysis data for analysis. The data obtained from reading
speed, correct word recognition, reading comprehension and eye movements were analysed using
descriptive and comparative tests and structural equation modeling using AMOS 23.0 software.

Findings
Table 1. Frequency and percentage distribution for the gender variable
Gender f %
Female 130 45.8
Male 154 54.2
Total 284 100.0

Of the students participating in the study, 45.8% (n=130) were female and 54.2% (n=154) were
male. A total of 284 third grade primary school students participated in the study.
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Table 2. Descriptive statistics of the variables analysed in the study

N Mean Std. Deviation

Reading Speed 284 87.51 32.48
Accurate Reading 284 94.98 5.03
Simple Comprehension 284 3.2 2.29
Inferential Comprehension 284 3.7 1.34
Total Comprehension 284 6.83 3.09
Focusing Time 284 245.85 65.51
Saccading Time 284 249.52 68.42
Average Blink Duration 284 294.48 441.88
Total 284

Table 2 shows the descriptive statistics of the students participating in the study regarding the
variables in the study. Accordingly, the mean reading speed of the students was 87.51, the mean accurate
reading rate of the students was 94.98, the mean simple comprehension level was 3.2, the mean
inferential comprehension level was 3.7, and the mean total comprehension level was 6.83. Accordingly,
the reading speed of the students is at an average level according to the grade level. On the other hand,
students’ accurate reading levels are below the expected level. In addition, students’ reading
comprehension levels are low. According to the measurement tool used in the research, the min-max
score range that students should get is between 0-15. The mean focusing time of the students during
reading was found to be 245.85; the mean saccading time was found to be 249.52; and the mean blinking
time was found to be 294.48.

Table 3. Correlational relationships between fluent reading, reading comprehension and eye movements

1.  Reading Speed r 1 2 3 4 5 6 7 8

2. Accurate Reading r 454" 1

3. Simple Comprehension r 2407 2457 1

4.  Inferential Comprehension r  .326™ .333"™ .402™ 1

5. Total Comprehension ro.3207 3277 9177 734" 1

6.  Focusing Time r -3727 -348" -096 -.162" -.142" 1

7. Saccading Time r o -.360" -347" -091 -149" -132" 992" 1

8. Average Blink Duration r -130" -.052 -037 -.046 -.047 1917 1717 1
N 284 284 284 284 284 284 284 284

**_Correlation is significant at the 0.01 level (2-tailed).

*. Correlation is significant at the 0.05 level (2-tailed).

Table 3 shows the correlational relationships between the variables in the study. Accordingly,
medium-level (r = .46) and significant relationships were found between reading speed and accurate
reading; low-level (r = .24) and significant relationships between reading speed and simple
comprehension; low-level (r = .33) and significant relationships between reading speed and inferential
comprehension; and low-level (r = .32) and significant relationships between reading speed and total
comprehension. All relationships were positive. Accordingly, as reading speed increases, reading
accuracy, simple comprehension, inferential comprehension and total comprehension levels also
increase.

There were medium (r=-.37) and significant relationships between reading speed and focusing
time; low (r=-.36) and significant relationships between reading speed and saccading time; low (r=-.13)
and significant relationships between reading speed and blinking time. All relationships were negative.
Accordingly, as reading speed increases, focusing time, saccading time and blinking time decrease.

Low level (r=.25) and significant relationships were found between accurate reading and simple
comprehension level; low level (r= .33) and significant relationships were found between accurate
reading and inferential comprehension level; low level (r=.33) and significant relationships were found
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between accurate reading and total comprehension level. All relationships were positive. Accordingly,
as the percentage of correct reading increases, simple comprehension, inferential comprehension and
total comprehension levels also increase.

Low level (r=-.35) and significant, low level (r= -.35) and significant, low level (r= -.05) and
insignificant relationships were found between accurate reading and focusing time, saccading time and
blinking time. All relationships were negative. Accordingly, as the percentage of accurate reading
increases, focusing time, saccading time and blinking time decrease.

There were medium level (r=.40) and significant relationships between simple comprehension
and inferential comprehension level, and high level (r=.92) and significant relationships between simple
comprehension and total comprehension level. All relationships are positive. Accordingly, as the
students' simple comprehension level increases, their inferential comprehension and total
comprehension levels also increase.

Low level (r=-.09) and insignificant relationships were found between simple comprehension
and focusing time; low level (r= -.09) and insignificant relationships were found between simple
comprehension and saccading time; and low level (r=-.03) and insignificant relationships were found
between simple comprehension and blinking time. All relationships were negative. Accordingly,
focusing time, saccading time and blinking time were not significantly related to simple comprehension.

A positive, high level (r= .73) and significant relationship was found between inferential
comprehension level and total comprehension level. Accordingly, as the inferential comprehension level
of the students increases, their total comprehension level also increases.

Low level (r= -.16) and insignificant relationships were found between inferential
comprehension and focusing time; low level (r= -.15) and insignificant relationships were found
between inferential comprehension and saccading time; and low level (r= -.04) and insignificant
relationships were found between inferential comprehension and blinking time. All relationships were
negative. Accordingly, as inferential comprehension increases, focusing time, saccading time and
blinking time decrease.

( Accuracy )
( Reading Speed ) ( Prosody )
Reading
Fluency
52

/V
Eye

Movements ] —>

,33 - _
0

N

( simple ) ( Inferential )

Figure 1. Structural model
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Table 4. Fit indices and acceptance intervals for the structural relationship model between reading fluency, eye
movements and reading comprehension

Fit Indices Good Fit Acceptable Structural model
RMSEA 0<REMSEA<0.05 0.05 <RMSEA < 0.048

NFI 0.95 <NFI <1 0.90<NFI<0.95 0.99

GFlI 0.95 <GFI <l 0.90<GFI<0.95 0.99

AGFI 0.90 < AGFI <1 0.85< AGFI<0.9 0.97

¥ X2/df 0<yX2/df<3 0<yX2/df<5 10.121 /11=.92; (p=.000).
*Schermelleh-Engel, Moosbrugger, and Miiller (2003).

Table 4 shows the fit indices of the model. Accordingly, the RMSEA value for the model was
found to be 0.04. Among the other indices, NFI was .99, GFI was .99 and AGFI was .97. These values
show that the fit values of the model are acceptable and have good fit.

Table 5. Regression weights

Estimate  S.E. C.R. P
Eye Movements <--- Reading -1.522 249 -6.112  ***
Comprehension <--- Eye .002 .001 1.717 .086
Comprehension <--- Reading .033 .006 5135  ***
Reading Speed <--- Reading 1.000
Accurate Reading <--- Reading 147 .020 7434  ***
Focusing Time <--- Eye 1.000
Saccading Time <--- Eye 1.008 .017 58350  ***
Blink Duration <--- Eye 1.403 .376 3.728  ***
Inferential Comprehension <---  Comprehension 1.000
Simple Comprehension <---  Comprehension 1.251 256 4892  ***

Table 5 shows the path coefficients of the model tested in the study. Accordingly, the relationship
between fluent reading and reading comprehension and eye movements is significant. However, the path
coefficient from eye movements to reading comprehension was not significant.

Discussion, Conclusion and Suggestions

This study was conducted to examine the structural relationship between focusing, fluent
reading and reading comprehension through eye-tracking devices. Within the scope of the research,
although it was initially aimed to examine the relationship between fluent reading and reading
comprehension and focusing, other eye movement data from the eye-tracking device were also handled
during the research process and blinking and saccading movements were also examined along with
focusing. All of these components together were evaluated as “eye movements” in the research.

Accordingly, positive relationships were found between accurate reading, reading speed and
reading comprehension. A positive development in one of these skills also showed an increase in the
others. These results coincide with other studies in the literature (Bastug and Akyol, 2012; Bastug and
Keskin, 2012; Foorman et al., 2015, Padeliadu and Antoniou, 2013, Price et al., 2016; Quirk and Beem,
2012; Yildirim, 2013). In these studies, positive relationships were found between fluent reading skills
and reading comprehension. This is explained on the basis that students read the words in the text with
a certain automaticity and allocate the necessary number of mental resources to comprehension
(LaBerge and Samuels, 1974). The development of fluent reading skills points to the development of
reading comprehension skills.

When the results related to the model between fluent reading, eye movements and reading
comprehension skills were analysed, the paths between fluent reading, eye movements and reading
comprehension were found to be significant. On the other hand, the path between eye movements and
reading comprehension was not significant. Concerning the model, the fit indices are at an acceptable
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level. The relationships in this direction were analysed in detail. Accordingly, significant negative
relationships were found between eye movements and reading accuracy and reading speed. As students’
fluent reading skills increase, the functionality in eye movements decreases. As reading speed increases,
the number and duration of focussing, blinking and saccading decreases. This suggests that as reading
speed increases, students spend less time focusing, blinking, and saccading on each word and sentence.
Similarly, as students' accuracy in reading improves, their focusing, blinking, and saccading times
decrease. As the correct reading percentages increase, the parameters of the students’ eye movements
decrease. Readers with low reading fluency skills make more regressions during reading and their
looking on what they read is damaged (Barnes and Kim, 2016; Booth and Weger, 2013; Koornneef and
Mulders, 2017; Vorstius et al., 2014). On the other hand, no relationship was found between students’
reading comprehension skills and eye movements. Accordingly, the patterns of eye movements in
reading do not seem to be related to reading comprehension. This may be due to the fact that reading
comprehension is related to other variables such as vocabulary, comprehension strategy, and affective
factors in reading besides reading fluency and eye movements.

Eye movements play a critical role in explaining word recognition and text comprehension
processes (Rayner, 1998; Raney et al., 2014). Blythe and Joseph (2019) state that it is possible to
evaluate eye-tracking technology as an objective tool that can be used in the early diagnosis of reading
difficulties. It has been observed that strategies to be developed for students in reading skills and reading
fluency increase students' success (Bigozzi et al., 2017). Southwell et al. (2020) study shows that eye
movements play an important role in reading comprehension. Accurate analysis of eye movements can
help to develop effective strategies in the education of individuals with reading disorders or reading
difficulties.

Eye-tracking technology has revolutionised the field of reading research by providing precise
and real-time data on eye movements that serve as indicators of cognitive processes during reading. This
technology allows researchers to measure various eye movement parameters during reading, such as
focusing time, saccade length, and regression rates, which can help explain some of the cognitive
mechanisms involved in reading (Corbaci1 and Kahraman, 2022). Today, we can say that there are two
types of eye-tracking devices, one of which is wearable in the form of glasses, and the other is a device
that works simultaneously with a computer and a screen.

The applications of eye-tracking technology in reading research are diverse. Van Der Sluis and
Van Den Broek (2022) state that eye-tracking technology is effective in determining the comprehension
and interest levels of individuals more accurately during reading. Their research used the participants’
eye movements during reading as an important indicator of how much they interacted with the text and
their interest in the text in certain sections. In particular, it is emphasised that as the difficulty of the text
increases, the eye movements of the participants increase. By analysing eye movements, researchers can
gain insight into how readers distribute their attention, how they process information and how they make
inferences during reading, thus expanding our understanding of the reading process.

As a result of this research, basically three hypotheses were tested. The first of these hypotheses
is that there is a positive and significant relationship between fluent reading skills and reading
comprehension. This hypothesis was confirmed. This finding is consistent with many studies in
literature. In the longitudinal study conducted by Kim and Wagner (2015), it was revealed that reading
fluency has a direct effect on reading comprehension. Similarly, Rasinski et al. (2016) stated that reading
fluency is a strong predictor of reading comprehension. In studies conducted in Tiirkiye, Yildiz and
Cetinkaya (2017) found that fluent reading skills explained approximately 25% of reading
comprehension performance. This shows that the automatisation of word recognition in the reading
process allows the reader to direct cognitive resources to the comprehension process. In their large-scale
experimental study, Ecalle et al. (2020) stated that first-grade students’ reading comprehension skills
were also strengthened immediately after they became fluent readers after the intervention. Fuchs et al.
(2012) stated that interventions for reading fluency are especially important for beginning students. It is
also emphasised that there is a strong relationship between reading fluency and reading comprehension.
By improving students’ reading skills, they can better understand what they read. In this context,
increasing reading fluency can help students understand the text more effectively.
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The relationship between reading fluency and comprehension is particularly striking. Studies
have shown that fluent readers tend to understand texts better than their less fluent peers. This interaction
between fluency and comprehension emphasises the need for targeted instructional strategies that
develop both skills simultaneously. The automaticity theory proposed by LaBerge and Samuels (1974)
also supports this finding. According to this theory, when word recognition becomes automatic in the
reading process, the individual can allocate more cognitive resources to extract the meaning of the text.
This situation contributes to an increase in reading comprehension levels. Other studies in the literature
(Bastug and Akyol, 2012; Foorman et al., 2015) also support these findings. In these studies, it is seen
that fluent reading skills have a strong effect on reading comprehension and that these two skills support
each other. Kim et al. (2012) show that the interaction between reading fluency and reading
comprehension increases significantly from 1st to 2nd grade. In particular, it was observed that as
reading fluency increased, students' reading comprehension skills also improved. This suggests that
students’ reading speed and accurate reading skills support their comprehension processes and facilitate
comprehension. It was also emphasised that understanding this relationship would be useful in
recognising students' reading difficulties and developing teaching strategies.

The second hypothesis of the study was that there is a significant negative relationship between
fluent reading skills and eye movements. This hypothesis was also confirmed. This finding can be
interpreted as the fact that as the reading speed increases, readers focus less on each word and sentence
and make less backtracking. This shows that individuals who have a higher fluency in the reading
process can scan the text faster and more fluently. In a study conducted by Schotter et al. (2012), it was
found that individuals with advanced reading skills exhibited more effective eye movements and had
fewer backward movements in reading. Similarly, Vorstius et al. (2014) found that the eye movements
of fluent readers were less complex and more regular. Cheng et al. (2021) stated that as reading fluency
increases, fewer reversals in eye movements and faster reading are observed. These findings suggest
that eye movements are an important indicator for analysing reading skills and support the negative
relationship found in this study.

Temereanca et al. (2012) emphasise in their study that fluent readers exhibit efficient eye
movement patterns, characterised by longer eye movements and shorter fixations, which facilitate faster
word recognition and comprehension. This efficiency is important for maintaining reading flow as it
minimises cognitive load and allows readers to devote more cognitive resources to text comprehension.
They also stated that deficits in eye movement control can lead to impaired reading skills, especially in
individuals with dyslexia and other reading disorders, and that interventions aimed at improving eye
movement coordination will contribute to reading fluency and overall reading comprehension.

Other studies have shown that increased sentence complexity leads to longer fixation durations
and more regressions, resulting in greater cognitive load on the reader (Dirix et al., 2020). Similarly,
researchers have used eye-tracking tools to investigate the effects of word frequency and predictability
on reading behaviour and found that high-frequency words are processed faster, leading to shorter
fixations (Kaakinen and Hyond, 2010). These experimental studies allow researchers to link eye
movement measurements to reading outcomes, providing valuable insights into the cognitive processes
involved in reading fluency and comprehension. It is observed that as the reading speed of readers
increases, their fixation time naturally decreases (Yildiz et al., 2024). Repeated reading exercises in
which the same text is read multiple times can increase fluency and reduce fixation times, allowing more
cognitive resources to be allocated to comprehension tasks. Language skills can significantly affect the
regularity of eye movements during reading. In particular, individuals with high language skills process
sentences faster and more accurately, while individuals with low language skills spend more time and
attention in the reading process (Kuperman and Dyke, 2011).

The third hypothesis of the study is that there is a significant negative relationship between eye
movements and reading comprehension. This hypothesis could not be confirmed. This shows that eye
movement parameters alone are not sufficient to explain reading comprehension. While this result
contradicts some research findings, it is consistent with some others. Pan et al. (2022) argue that eye
movement patterns can predict reading comprehension performance. As Perfetti and Stafura (2014)
stated in their reading systems framework theory, the reading process is not limited to visual perception
and eye movements but involves the interaction of multiple components such as word recognition,
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syntactic processing, and meaning construction. The reading comprehension process is under the
influence of many variables such as vocabulary knowledge, comprehension strategies and affective
factors. Therefore, although eye movements provide some clues about the comprehension process, they
are not sufficient to explain all the components of this process. Abundis-Gutiérrez et al. (2018) also
supported this finding and revealed that eye movements do not have a direct effect on reading
comprehension. Medland et al. (2010) investigated the interaction between reading speed,
comprehension and eye movements and found that these factors are intricately linked. In their study, the
relationship between reading speed and comprehension is complex because while increased speed
usually leads to increased fluency, it is not always associated with higher levels of comprehension. It
appears that eye movement measures can be helpful in understanding the development of reading skills
and reading difficulties, but a broader evaluation and consideration of other factors is needed.

Understanding eye movement patterns during reading can significantly improve instructional
strategies in educational settings. Eye-tracking studies have revealed that individual differences in eye
movement behaviours such as fixation duration and regression rates are related to reading proficiency
and comprehension outcomes. For example, in this study, children with stronger vocabulary knowledge
were able to read the text faster and made fewer regressions. In contrast, children with weaker
vocabulary knowledge showed more pauses and regressions. This suggests that vocabulary knowledge
is directly related to reading speed and efficiency (Luke et al., 2015). By analysing eye movement
patterns, specific areas where students may need additional support can be identified and more
personalised and effective reading instruction can be provided. Raney et al. (2014) investigated the effect
of sentence complexity on eye movements and found that more complex sentences lead to longer
fixation times and increased regression rates. Their research showed that when readers encounter
syntactically complex structures, they often need to devote additional cognitive resources to decoding
the information, leading to a slower reading speed. This increased cognitive load can lead to eye
movement behaviours such as more frequent regressions to re-read sections of text for clarification.

Integrating eye movement training with traditional reading interventions can create a
comprehensive support system for struggling readers. For example, combining eye movement training
with phoneme recognition training or vocabulary development can allow us to address multiple aspects
of reading difficulties simultaneously (Krieber et al., 2016). This holistic approach not only targets the
mechanical aspects of reading, but also promotes a deeper understanding of the text, ultimately
improving overall literacy skills. Furthermore, researchers should examine the impact of technologies
such as digital reading platforms on eye movements and reading comprehension. As reading
increasingly takes place in digital formats, it is important to understand how these platforms influence
reading behaviours and outcomes (Tsou, 2011).

The results of the research show that by using eye movement analyses in reading instruction,
students’ reading difficulties can be better understood and personalised instructional strategies can be
developed. In particular, training programmes aimed at developing fluent reading skills can positively
affect students’ reading comprehension levels by increasing their reading speed and accuracy. However,
given that eye movements do not have a direct effect on reading comprehension, it is concluded that
other components of reading skills should also be focused on. The findings of the study show that the
reading process has a multifaceted structure and that components such as reading fluency, reading
strategies and eye movements are in complex relationships with each other in this process. For this
reason, it is recommended to develop approaches for the individual needs of students in reading
instruction and to support these approaches with technology-based methods.

Despite advances in eye-tracking technology and its applications in reading research, several
challenges and limitations remain. One important challenge is the variability in individual reading skills
and strategies that can influence eye movement patterns. For example, differences in cognitive skills
such as working memory and language proficiency can lead to variability in how individuals process
text and how they are distracted (Tywoniw, 2023). This variability can complicate the interpretation of
eye movement data because it can be difficult to determine whether observed differences are due to
experimental manipulation or to individual differences between participants.
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The results of this study showed that while fluent reading skills affect eye movements and
reading comprehension, eye movements have no role in reading comprehension. The results of the
research brought a new perspective on reading comprehension and reading fluency, especially
theoretically, through the variable of eye movements. Conducting similar studies at different grade
levels and with larger sample groups on different variables will increase the generalisability of the
findings. Secondly, it is suggested that sub-variables (e.g. working memory, vocabulary) that may affect
the relationship between eye movements and reading comprehension should be examined. Finally, a
comparative analysis of eye movements of students with and without reading difficulties will contribute
to the diagnosis and intervention processes.
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Introduction
1.1. Democracy

Democracy can be expressed as a management and lifestyle based on the nation. Despite the
signing of international agreements regarding human rights violations today, rights are still not defined.
One of the main reasons for this is education. It is important for democracy to be evaluated as state-
education-individual. Because with a regular balanced education level, the developments of life against
democracy and human rights are parallel to each other. People first transfer the attitudes and social
learning encountered in the family and then from the remaining teachers to their lives. The foundations
of democracy are laid in the family and continue in schools, which can be stated as the smallest areas of
society (Kislali, 1989). This is because democracy can only be learned through exposure to democratic
environments (Atasoy, 1997).

It is a great responsibility for people to be able to plan their own future. In this context,
democracy shares an understanding of the individual's humanity, which allows the individual to act as
a signboard on his computer. Democracy contains the differences and divisions in the thoughts of
individuals, who are the cornerstones of society, as a richness. Democracy is distinguished from other
systems and is seen as extraordinary by defending the rights of people and valuing them just because
they are human (Dogan, 2007). The indispensable part of democracy is the existence of human rights
and human values (Goney, 2021). Because democracy is not only a form of government but also a way
of life and contributes to the society living together in tolerance and having a peaceful life (Kaypak,
2016). Democracy enriches and gives meaning to individual life, values each member of society, and
positions the individual as the core of society (Sahin, 2021). Since democracy is a way of life, it should
not be seen as a goal to be achieved, but as a concept that is transmitted throughout time and inherent in
life (Yesil, 2004). Parents with a democratic attitude are those who take responsibility for creating a
peaceful family environment based on mutual respect, love, and tolerance, while also showing respect
to the child as a matter of courtesy. The child takes his/her place in the family with his/her own identity.
It is not possible for an ideal and democracy to reach a democracy because it renews itself as the
continuity of democracy and brings new requirements (Ozsoy, 2004; Sahin, 2021). The level of
development of democracy in a country is parallel to its level of development.

Dahl (2019) has highlighted democracy as the system that supports the self-development of its
people the most. The main elements that fill this understanding are the right to freedom. People who
care about democracy strive for social welfare as well as their own happiness; they are people who love
to share, are tolerant, and are open to new ideas (Goney, 2021; Mabogoglu, 1999). There are sustainable
responsibilities and things to do in order to protect and ensure the continuity of democracy in a holistic
way: They should actively participate in social life as democratic and fulfill their political
responsibilities (Giiven, 2008). Citizens should use the smart and logical way while fulfilling their
political responsibilities (Goney, 2021; Yagci, 1998). The protection and continuity of democracy can
only be made possible by cultivating permanence that knows its value.

1.2. Democracy Education

The main institutions that are effective in the process of individuals gaining awareness and
realizing the importance of democracy are: family, school, friends, social media, civil society
organizations and political parties. However, the external factors that affect the individual the most are
school and family. Therefore, the cooperation of school and family members is very important for the
success of democracy education (Giiven, 2008). While the school is a tool responsible for educating
individuals and ensuring cultural transfer, the family is a more comprehensive school for the individual.
Therefore, the first individuals to assume a teaching role in democracy education are the parents (Yesil,
2004). As with all forms of education given to a child, democracy education also begins within the
family. The environment that the family offers to the child should be loving and compassionate, liberal,
and respectful towards the child by accepting the individual as an individual (Mabogoglu, 1999). The
characteristics of such an environment can be stated as the democratic understanding and attitudes
between the parents. Thus, children have the opportunity to observe and internalize democratic attitudes
from an early age.
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Citizens can only be provided with democracy education to recognize their rights and
responsibilities in many areas, especially in social and political areas within the society, as well as to
consciously use and protect human rights (Géney, 2021). In addition to the fact that the school has a
function that helps to convey the values of the education system and the culture of the society, since
democracy is also a lifestyle dimension integrated with the culture, the school environment is seen as
one of the most suitable places where democracy education can be provided to individuals (Doganay &
Sari, 2004). The necessity of democracy education to be given in schools for the society to gain
democracy awareness is supported by laws. Creating a free and democratic society and keeping this
awareness alive is the responsibility of the state. The state aims to fulfill this responsibility through
education and training activities. Article 11 of the Constitution also includes this issue (Giilmez, 2001).
In order for democracy to become a way of life in a society, it is an important factor for individuals to
be equipped with democratic attitudes and skills. Experiences ensure that the basic values of democracy
are permanently internalized in the individual. For this reason, the basic guarantee of democracy is
conscious citizens. The most effective source in acquiring these democratic values is education (Simsek,
2000). John Dewey, whose first arrival in our country in 1924 and the years after, had a turning point in
our educational history, gradually explains the importance of establishing democratic values in his book
"Democracy and Education”. According to Dewey, education is important for its continuation in social
life to be meaningful (Dewey, 1996, as cited in Bali & Kanat, 2023). The concept of democracy in
education was mentioned for the first time in the 4th National Education Council held in 1949. Tahsin
Banguoglu, the Minister of National Education at the time, emphasized democratic education with the
phrase: "Democratic administration is a matter of new education, it is the appropriation of a new idea.”
and pioneered the Turkish Education System to experience a turning point in this regard. The impact of
this turning point was demonstrated by the inclusion of democracy under the title of “Basic Principles
of Education” in the Basic Law of National Education, which came into effect in 1973 (Goney, 2021;
Okutan, 2010). With the MoNE Democracy Education and School Assemblies Directive published in
2004, regulations were made in democracy education and it was ensured that democracy education was
compatible with newly prepared programs (Goney, 2021; Okutan, 2010). Unfortunately, since the
project could not be implemented consistently and regularly in the country, it was a disappointment in
terms of our democracy education history, and it officially ended in 2013 and de facto in 2019.

Democracy, although theoretically included in educational programs, is neglected in practice
and use. This situation reveals that the education provided is of poor quality. The reason for this poor
quality education is that student-centered education cannot be fully implemented in schools and that
students are not given priority to acquire basic skills such as thinking and self-expression (Yesil, 2004).
Democracy education can only be achieved by ensuring that educational rights continue to exist in a
way that is accessible to everyone, that all materials, educational programs and methods and techniques
used by the implementer are organized in accordance with democracy and that education is democratized
(Giirsimsek and Goregenli, 2004). In addition to providing materials, creating a democratic classroom
environment is essential for democracy education. It is the duty of teachers to create a democratic
classroom environment where students can listen to each other respectfully and express their ideas
without hesitation. Democracy education is independent of the teacher's dominance because students
cannot feel free and comfortable in a classroom where the teacher is the authority. If students are not
allowed to create their own worlds, they cannot develop awareness about democracy and cannot
implement it. Therefore, the biggest obstacle to democracy education is teachers who have adopted an
imposing understanding (Duman, 2008).

Democracy education should be given to students as an effective course at every level of formal
education, starting from preschool education until the end of the last year of secondary school. An
uninterrupted democracy education should be given between all levels and in a way that is connected to
other courses and not disconnected from life. Democracy education is a value that should be internalized
by society and turned into a way of life. Therefore, democracy education is actually a process that should
last a lifetime (Giilmez, 2001).

Democracy education can be defined in its simplest form as “education in which human rights
are lived and the principles and rules of democracy are taught” (Kepenekgi, 2003). Democracy education
aims for a free and democratic social order. In the context of this purpose, it gains continuity with the
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guarantee of human rights (Goziitok, 1995). In the education process, it includes respect for the value
and integrity of the student as a human being. Since the individual is in the decision-making position in
democracy, the subject of democratic education is also the student. In democracy education, every child
is seen as a special individual and has the same rights. However, democracy education does not mean
that everyone can behave as they wish in school or teach as they wish. On the contrary, compliance with
the existing rules is required in democratic education. For example, students are expected to comply
with the prepared disciplinary regulations in schools. However, when the rules are requested to be
changed, students are made to express their opinions openly.

It has been observed that “democratic education” and “democracy education” are examined
together or confused with each other. These two concepts support each other but differ from each other
in several points. In current studies, researchers have continued their studies by focusing on democratic
education or the Human Rights, Citizenship and Democracy course that starts in the 4th grade of primary
school (Ulusoy & Erkus, (2016), Hacat & Demir (2017), Aktepe, (2015). Ozdemir, Aydin & Capa,
(2023), Sara., Yalcin, Biyik, & Ozbek, (2023)). It is thought that the concept of democracy should be
felt by individuals starting from the basic education level. For this reason, the opinions of primary school
teachers on democracy education are undeniably important. This study was conducted with participants
who are both postgraduate students in the field of primary school teaching and actively teaching in the
field. The main purpose of the study is to reveal how primary school teachers studying in the field of
primary education and living and teaching in different geographical regions of Tiirkiye view democracy
education in the country. Therefore, since the views stated are expressed by teachers working in primary
schools from the field, it will be important for democracy education in Tiirkiye to be taken into
consideration. Since this study was conducted with primary school teachers studying for a postgraduate
degree in the field of primary education, it is limited to primary schools. In addition, the following sub-
problems are included in the study.

1- Is Democracy Education necessary for a country?
2- What is the level of democracy education in Tirkiye?
3- What are the obstacles to democracy education in Tiirkiye?
4- How should the curriculum for democracy education be in Tiirkiye?
5- What should be done to develop democracy education in Tiirkiye?
6- What are the practices of in-class democracy education?

Method

When conducting qualitative research, the researcher considers how the participants make sense
of the problem (Creswell, 2013, p. 187). This method is used to understand the experiences, thoughts
and perspectives of the participants. Studies in the field of education show that qualitative research
method is the most appropriate option to reveal the experiences of students and teachers and their views
about it (Tahnh & Tahnh, 2015, p. 25). Qualitative research aims to address and explain events or
situations in a social context (Arslan, 2012). In qualitative research, it is essential to adopt a holistic
approach in the natural context of the researched subject by using techniques such as document analysis,
interview and observation (Yildirim & Simsek, 2021). In research designed using qualitative methods,
it is aimed to examine the event or phenomenon studied in depth (Baltaci, 2019). In this study, it is
aimed to reveal the views of graduate students of primary education on democracy education in Tiirkiye.
For this reason, the case study design, which is a descriptive research method widely used in the field
of social sciences, was used. The descriptive case study enables the researcher to address the concepts,
events and phenomena encountered in life with an in-depth understanding. The researcher emphasizes
the uniqueness and contextual details of the situation and tries to reflect the real experiences of the
participants (Yin, 2017, p. 50). In this study, an interview form was used and the data were collected in
a natural way and from a holistic perspective without interfering with the study group.

Study Group

The study group of the research consists of 40 graduate students of primary education studying
at Canakkale Onsekiz Mart University in the 2022-2023 academic year. Criterion sampling, one of the
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sampling methods, was used to determine the study group. When determining the sample group with
the criterion sampling method, participants are included in the research in line with predetermined
criteria (Y1ildirim and Simsek). The criteria for the study were determined as "education in the Primary
Education program of the Department of Primary Education at Canakkale Onsekiz Mart University" and
“teaching courses including democracy education and its sub-dimensions”. The students who were
continuing their education in the field of primary education and who were also actively working as
primary school teachers were selected for the study. Regarding democracy education and its sub-
dimensions, these students were based on the fact that the courses “Comparative Education, Alternative
Education, Primary School Programs, Democracy Education and Problems, Program Development and
Applications in Primary School” in the curriculum contributed to specialization in the field. The aim of
the research is to reveal the opinions of primary school teachers since it is important to make students
feel democracy education from the basic education.

Data Collection Tools

In the research, interview questions were prepared as data collection tools and presented to the
participants. In the preparation of the interview questions, the researchers first created a question pool
and then decided to ask 6 questions for the purpose of the research and considering the variables.
Interviews were conducted in a virtual environment. Each interview lasted approximately 30 minutes.
The reason for choosing the interview method among the data collection methods was to obtain more
detailed information about the research problem from the study group.

Data Analysis

The answers of the interview form for graduate students applied in the research were determined
by content analysis. The reason for this is the emergence of different codes and themes that are not found
in the literature (Yildinnm & Simsek, 2021). The content analysis is done by coding and systematically
categorizing the data within the framework of a certain discipline (Biiyiikoztiirk et al., 2017). Content
analysis method was used to analyze the data obtained in the study. Content analysis method is
frequently used in the field of social sciences and reveals general trends related to the subject studied
(Metin & Unal, 2022). The codes obtained by the content analysis method were modeled through the
NVIVO14 program. In the findings section of the study, the models are presented by including
frequency values (f). The frequency values (f) indicate the number of opinions expressed, not the number
of people.

Validity and Reliability

In order to ensure the validity and reliability of the research, the questions were prepared by an
expert on democracy education. The questions prepared were appropriate for the purpose and kept
within the framework of the problem statement. In order to ensure that the prepared questions comply
with the rules of Turkish grammar and are comprehensible for the purpose of the problem, they were
reviewed by different grammar field experts in the staff of the Department of Turkish and Social
Sciences Education. Feedback was received in terms of the target appropriate question patterns of the
research questions and the spiral staging of the questions. Necessary corrections were made by the
researchers. The researchers administered the revised semi-structured interview form with 6 questions
to the participants. The fact that at least two researchers agreed on common views during data analysis
is among the factors that increase validity and reliability (Arslan, 2022). The data were analyzed
simultaneously by two different coders, and then the emerging themes were compared. It is very
important that the majority of the themes revealed by the coders are similar (Fidan & Oztiirk, 2015). In
order to measure the internal consistency of the reliability of the coding, Miles and Huberman's (1994)
“percentage of agreement formula” “Agreement / (Agreement + Disagreement)x100” was used. The
reliability of the study was measured as 87%. According to Miles and Huberman's (1994) statement that
the agreement between coders should be at least 80%, the validity and reliability of the study is high.

Findings

In this section, the findings related to the sub-objectives of the research problem are given. The findings
obtained are evaluated in relation to the information in the theoretical framework.
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1. Findings on the Necessity of Democracy Education for a Country

The first question asked to the primary school teachers in the study was "What is the necessity
of democracy education for a country?".

Regarding the necessity
of democracy education
for a country

« oy
necessary
. unnecessary
VRN
24 41 ] .22
Y
individual social economic political

Figure 1. Modeling the necessity of democracy education for a country

According to Figure 1, graduate students' views on the necessity of democracy education for a
country are divided into two as "necessary” (f:105) and "unnecessary" (f:0). However, all of the
participants stated that democracy education is necessary for a country. The view that democracy
education is "necessary" for a country was divided into themes as "individual™ (f:34), "social" (f:41),
"political” (f:22), "economic” (f:8) according to the participants' statements.

The sub-themes of the “individual” theme, based on the statements of the participants, were
"ensuring the acquisition of critical thinking skills" (f:9), "ensuring personality development" (f.7),
"ensuring that it becomes a way of life" (f:6), "ensuring the internalization of human values" (f:5),
"ensuring the learning of personality rights" (f:5), "ensuring the acquisition of skills to support social
life" (f:2).

When the statements of the participants who put forward "social" reasons among the opinions
based on the necessity of democracy education for a country are examined, "raising individuals who
know their fundamental rights and freedoms" (f:11), “ensuring the establishment of a sense of social
belonging" (f:9), "raising individuals who respect differences" (f:9), "creating a free environment" (f:8),
"establishing a social consciousness open to development and change” (f:4) were shown as reasons.

From the answers given by the participants, the sub-themes of the theme of "political” reasons
were "raising active citizenship consciousness” (f:9), "having an individual-centered management style"
(f:7), "a fair manager selection method" (f:2), "raising individuals with universal values” (f:1), "being
able to show resistance against oppressive understanding™ (f:1), "ensuring a balanced distribution of
power between institutions” (f:1).

When "economic"” reasons were considered, the views of "supporting development” (f:4),
"raising productive individuals" (f:2), "raising individuals with vision™ (f:1), "curiosity about the world
economy" (f:1) emerged.

The views of some participants who see democracy education as necessary for a country due to
social reasons are as follows:
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S27: “For this reason, democracy education is a must in all geographies of our country that we
live together with, especially in the Republic of Turkey, which aims to reach the level of contemporary
civilizations and even to go even further by leaving this civilization behind.”

The view of a participant who finds democracy education necessary for “individual” reasons is
as follows:

S33: “Individuals who first discover themselves, then understand the environment and the
world, can perceive problems and produce solutions should be created. An educational approach that
values and values the value and integrity of the student as an individual, working together, mutual
respect, tolerance and personality should be adopted.”

Some of the participants who see democracy education as necessary for a country due to political
reasons have the following views:

S29: “Individuals should be taught a way of life where the ideas of the political parties that take
over the administrative power are mostly adopted and implemented, but also the rights and freedoms of
the opposition, which consists of one or more political parties, and the citizens they represent are
protected by law, and differences are respected regardless of language, religion, gender and race.”

One of those who stated that democracy education is necessary for a country due to “economic”
reasons has the following view:

S4: “It is necessary for economic development and a life order based on participation.”
2.Findings on the Adequacy of the Level of Democracy Education in Tiirkiye

The views of the participants on the adequacy of the level of democracy education in Tiirkiye
are as follows:
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Figure 2. Modeling the adequacy of the level of democracy education in Turkey

Based on Figure 2, all of the participants find the level of democracy education in Tirkiye
"insufficient” (f:40). The opinions of the participants who found it inadequate were divided into themes
as "educational” (f:61), "social™ (f:22), "family" (f:12), "understanding of democracy in administrative
practices” (f:7).
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The opinions of the participants who considered the level of democracy education in Tiirkiye
inadequate due to "educational" reasons were divided into two as "systemic" (f:32) and "teacher" (f:29).
The expressions of the participants who stated "systemic" reasons are as follows: "insufficient practices
in schools (f:9), "lack of detailed coverage in the curriculum" (f:8), "continuation of traditional education
approach” (:6), "lack of adoption of democratic school culture" (f:5), "ignoring disadvantaged children"
(f:2), "low level of education" (f:1), "lack of a comprehensive approach to democracy literacy" (f:1).
The statements of the participants who expressed their opinions as "teacher" were grouped under the
titles of "inconsistency between theory and practice” (f:9), "ignoring the activities related to the concept
of democracy" (f:6), "abandoning the traditional teacher approach” (f:6), "insufficiency of teacher
training programs on democracy education™ (f:3), "lack of belief in democracy education” (f:1).

According to the statements of the participants who found the level of democracy education in
Tiirkiye insufficient due to "social” reasons, "not becoming a way of life" (f:9), "not seeing the child as
an individual™ (f:4), "patriarchal social structure” (f:3), "lack of respect for differences of opinion” (f:3),
"not adopting democratic values™ (f:2), "not internalizing human rights and universal values" (f:1)
emerged.

The opinions of the participants who considered the level of democracy education in Tiirkiye
inadequate due to the "family" factor were "lack of democratic parental attitudes" (f:8), "providing an
environment that supports individual development" (f:2), "failure to adapt to democracy" (f:1), "raising
children with low self-awareness" (f:1).

The following were identified as the sub-themes of the "understanding of democracy in
administrative practices” view: "insufficient understanding of democracy in the country's
administration™ (f:5), "uneasiness of misinterpretation of political expressions" (f:1), "failure to create
educational content with an impartial understanding” (f:1).

One of the participants' opinions on the theme of "family" is as follows:

S1: "I do not find the level of democracy education in Tiirkiye sufficient. I do not think that
democracy education is adequately practiced both in the family and in schools. There should be practices
of democracy in families so that children can internalize it. When | think about the families in Tiirkiye
and the family | grew up in, | cannot imagine that family meetings are held; that the opinions of both
father, mother and children are taken on important issues; and that ideas are exchanged about current
issues at dinner tables."

The opinions of some of the participants who consider the level of democracy education in
Tirkiye inadequate due to "social™ reasons are as follows:

S22 : " People often fail to approach differing ideas with maturity; they may exclude those who
think differently and even resort to violence. They want tolerance to be shown only to themselves. We
can see that we are an impatient, quarrelsome and impatient society first in the classroom, then in
hospitals, in traffic, in the bank where we have to wait in line."

The opinion of one of the participants who did not find the level of democracy education in
Turkey sufficient due to “educational” reasons is as follows:

S3: “Educational practices in our country are rote learning and stereotyped. The teacher tells
and the student accepts. The teacher is essential for the student to get the necessary information. Student
opinion is not important. There is no democratic environment for students to develop their personality
and for democratic education to be practiced in normal life. Especially in primary education, because
education is rote learning, students' thinking skills are not developed, they are not encouraged to
research, their skills and scientific thoughts are not formed. They do not have the necessary skills and
knowledge in social life. The person hesitates to express his/her opinions. It is very difficult to expect
them to be active, participatory, productive and researcher. These reasons are the result of not being able
to use democracy education in life.”

The opinion of a participant who found democracy education in Turkey inadequate due to “the
understanding of democracy in management practices” was given:
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S40: “The fact that political parties, the representatives of democracy, do not have a democratic
attitude and that education is organized according to political authority rather than expert opinion shows
that democracy education in Turkey is not yet at a sufficient level.”

3. Findings on the Obstacles to Democracy Education in Tiirkiye
Participants were asked about their views on the obstacles to democracy education in Tiirkiye.
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Figure 3. Modeling on the Barriers to Democracy Education in Turkey

When Figure 3 is examined, based on the opinions of the participants, the obstacles to
democracy education in Tiirkiye are analyzed under the titles of "educational practices" (f:43), "teacher"
(f:32), "social” (f:28), "family" (f:19), "political" (f:13).

The participants, who argued that "educational practices" is one of the obstacles to democracy
education in Tirkiye, expressed the following statements: "failure to create a democratic school and
classroom culture” (f:13), "wrong educational policies” (f:11), "limitations in practice in schools" (f:7),
"lack of democracy education in higher education programs" (:5), "continuation of traditional education
approach” (f:4), "insufficient space in curricula" (f:2), inequality of opportunity (f:1).

As sub-dimensions of the "teacher" theme, "weak belief in the importance of democracy
education” (f:10), "authoritarian classroom management approach” (f:8), "inadequacy of transfer skills"
(f:8), "teacher attitudes and behaviors" (f:5), "inadequate pre-service and in-service training" (f:1) were
identified.

The participants who expressed "social" obstacles expressed their views as ""not understanding
the impact of democratic understanding on society" (f:8), "social pressures” (f:5), "anxiety of being a
thought criminal™ (f:4), "regional differences in social values" (f:4), "inability to ensure equality between
individuals" (f:3, "unlimited freedom understanding of individuals" (f:3), "ignoring cultural and social
values” (f:1).

The participants who saw the concept of "“family" as one of the obstacles to democracy education
in Tirkiye expressed the views of "authoritarian family structure” (f:10), "socioeconomic status of the
family" (f:4), "family attitudes in raising children™ (f:3), "gender discrimination™ (f:1), “patriarchal
family structure” (f:1).

The participants who characterized the obstacles to democracy education in Tirkiye as
"political" expressed the following opinions: "the effect of political views on human relations" (f:3),
"lack of equality of opportunity and opportunity” (f:2), "unqualified political language" (f:2), "the effect
of political events on the country's economy" (f:2), "the effect of different views on the country's
economy" (f: 2), "different views being in the minority in the country's administration” (f:1), "lack of
respect for differences in religious and political views" (f:1), "political events in recent history" (f:1),
"lack of a democratic administration™ (f:1).

25



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 1, 17-36 Emine SAKARYA KARSLI et al.

The opinion of the participant who sees one of the obstacles in front of democracy education in
Tiirkiye as educational practices is as follows:

S16: "One of the biggest obstacles to democracy education in Tiirkiye is undoubtedly the effort
to raise a single type of person. It is the effort to maintain an understanding of education that raises
individuals who accept things as they are, who adopt traditional methods, and who only look out for
personal benefit."

The opinion of one of the participants who sees one of the biggest obstacles as "teacher” is as
follows:

S2: "First of all, the educators who will provide this education should realize and accept the
importance of democracy education. This will be reflected in the seriousness and credibility of the
education to be given to students. In short, educators who do not believe in the importance and impact
of democracy education are an obstacle to democracy education in Tirkiye."

The opinion of the participant who expressed one of the obstacles to democracy education as
“political” reasons is as follows:

S19: “Respect for human rights, tolerance, social justice, pluralism, understanding of freedom
cannot be learned where there is no freedom of demonstration and organization.”

The opinion of the participant who expressed the obstacles to democracy education in Turkey
as “social” obstacles is given below:

S23: “Another obstacle in Turkey is human rights. In our society, which has a patriarchal family
structure, women and children’s rights are not given the necessary attention. Considering that these two
groups, who cannot have a say in decisions about the home, continue to repeat the same situation in the
individuals they will raise in the future, democracy will continue in our country only as a so-called
concept. The main goal of human rights and democracy education, “raising self-respecting and self-
confident citizens, cannot be realized in individuals under pressure.”

The opinion of the participant who stated that one of the obstacles in front of democracy
education in Turkey is “family” is as follows:

S17: “When the family comes into play, the situation becomes unmanageable. Again, some
families do not give their children responsibility and spoil them too much under the name of “freedom”.
Families who argue that their child's rights are violated at school criticize the teacher and interfere with
his/her work.”

4. Findings on the Need for Curricula in Democracy Education in Tiirkiye

The answers given by the participants about how the curricula should be in democracy education
in Tirkiye are as follows:

Findings on how
curriculum should be
in democracy
education in Tirkiye

F.46 11 £:34 f.3 ‘-”5\
- ™ A
-
-~ /
P N .
pRLdent Content Teacher Family Curriculum
oriented oriented oriented oriented development

oriented

Figure 4. Modeling of how curricula should be in democracy education in Turkey
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According to Figure 4, the participants stated that the education curriculum in democracy
education in Tirkiye should be "student-oriented” (f:46), "curriculum development-oriented™" (f:46),
"teacher-oriented" (f:34), "content-oriented" (f:11), "family-oriented" (f:5).

The participants who advocated the "student-oriented" view stated following opinions; "taking
into account the differences between individuals" (f:12), "students being active" (f:11), "authentic
experience" (f:7), "recognizing freedom of thought" (f:3), "using high-level thinking skills" (f: 3), "using
appropriate teaching materials" (f:3), "aiming to raise effective world citizens" (f:2), "providing an
environment of respect” (f:2), "putting the student at the center" (f:2), "integrating technology into
teaching"” (f:1).

Based on the opinions of the participants who expressed that studies should be carried out "for
curriculum development”, these expressions have been found; "It should be aimed at the development
of social emotional skills" (f:5), "It should be included as an independent course" (f:5), "It should be
included in primary education levels” (f:5), "It should be in accordance with the principle of vitality"
(f:5), "It should be included in pre-school curricula™ (f:5), "An interdisciplinary approach should be
adopted" (f: 5), "It should include process-oriented assessment” (f:4), "It should include high-level
thinking skills" (:3), " It should be based on critical thinking skills" (f:2), " It should be created with a
holistic approach” (f:2), " It should aim to raise an effective world citizen" (f:2), " It should create a
flexible curriculum™ (f:2), " It should be prepared by experts in the field (f:1).

As the sub-themes of the theme "being "teacher-oriented"”, the views that "Student-centered
teaching methods and techniques should be used” (f:12), "Positive classroom climate should be
provided" (f:5), "It should be supported through experiences" (f:5), "Free thinking environment should
be provided" (f:4), "It should be associated with daily life" (f:3), "Individual differences should be taken
into account" (f:2), "Art lessons should be actively realized" (f:1) emerged.

The participants who expressed that the curricula in democracy education in Tiirkiye should be
"content-oriented" expressed the views as "achievements should include universal human rights" (f:6),
"activities related to active citizenship awareness should be included" (f:3), "the functioning of the
systems of developing societies should be included” (f:1); "a simple and understandable language should
be used" (f:1).

According to the statements of the participants who argued that the teaching curriculums in
democracy education in Tirkiye should be "family-oriented”, titles such as "family education
curriculums should be designed" (f:2), "family structures should be examined" (f:2), "cooperation
between families and teachers should be ensured"” (f:1) were reached.

One of the participants who argued that democracy education in Turkey should be “student-
oriented” expressed his/her thoughts as follows:

S5: “In all educational processes, from primary school to the end of university, the system
should be freed from the monopolistic mentality and the transfer of the one and only truth determined
by the official ideology to students through memorization should be abandoned. All currents of thought,
right or wrong, should be discussed, examined and questioned, and education should be carried out in
an environment of freedom in accordance with the principles of pluralist democracy, with the student at
the center. Methods based on rote memorization methods of scrutinizing, questioning and discussing
should be followed, avoiding them at all costs.”

The statement of one of the participants who stated that democracy education in Turkey is
“program development oriented”:

S21: “curricula should be created within the framework of programs in which inclusive
education and curricula are felt intensively, and a new system should be created outside of traditional
programs.”

The opinions of some of the participants who stated that democracy education should be
“teacher-oriented” are given below:
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S7: “Democracy education should be effectively embedded into the education and training
processes in the classroom. The most fundamental element of the education system is the teacher. First
of all, the teacher should believe in human rights, the inevitability of differences, tolerance, and the
beauty of democratic life style, and then he/she should make his/her students live this belief.”

The opinion of a participant who stated that democracy education in Turkey should be “family-
oriented” is as follows:

S23: “Families should be included in the education and they should be educated within the
framework of the behaviors and information they should apply about the child.”

The opinion of a participant who stated that democracy education in Turkey should be “content-
oriented” is given below:

S12: “Students are expected to be able to relate their immediate environment, region and
homeland to the world and space in physical and social terms; to understand how social institutions
(economic, political, family, etc.) are formed; to comprehend the current cultural differences in time and
in the world, to know the ways of humanity to access accurate and reliable information in the dimension
of time; to understand how humanity has achieved basic values such as justice, equality, freedom, to be
aware of important problems in society and in the world and to have knowledge about them”

5. Findings on the Development of Democracy Education in Tiirkiye

The answers given by the primary school teachers to the question "What should be the
curriculum for democracy education in Tiirkiye?" are as follows:
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Figure 5. Modeling of what is needed to improve democracy education in Turkey

When Figure 5 is analyzed, it is seen that the participants responded that the development of
democracy education in Tirkiye should be "directed towards institutional policy" (f:58), "directed
towards students” (f:46), "directed towards teacher practices" (f:46), "directed towards content™ (f:22),
"directed towards parents” (f:12), "directed towards teacher training" (f:11).

The responses of the participants who expressed the view that the development of democracy
education in Tirkiye should be "towards institutional policy" were grouped under the titles of
"Democratic school culture should be created" (f:24), "Cooperation between education stakeholders
should be strengthened" (f:15), "Equality of opportunity and opportunity should be provided” (f:9),
"Cooperation with public institutions and organizations should be ensured" (f:6), "It should be
applicable in every institution" (f:3), and "A suitable environment should be provided in educational
institutions” (f:1).

The participants who stated that improvements should be made "for the students” presented the
views that "Effective participation should be ensured in the decisions to be taken within the school"
(f:20), "Equality of opportunity and opportunity should be provided" (f:9), "Priorities should be
determined for interests and needs" (f:8), "Student assemblies should be given importance” (f:5), "A
free environment should be provided in the classroom™ (f:4).
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The participants who argued that improvements should be made "for teacher practices"
expressed the views that "Democratic attitudes should be developed” (f:11), "Democratic classroom
management should be provided" (f:11), "Teachers should be role models in daily life" (f:9), "Teachers
should include student-centered activities" (f:7), "Teachers should use techniques for discussion” (f:4),
"Teachers should include team work" (f:4).

The opinions of the participants who argued that "content-oriented” improvements should be
made in the development of democracy education in Tiirkiye were grouped under the following
headings: "Curricula should be developed for practice” (f:5), "Learning environments including a
holistic approach should be created” (f:5), "It should be blended with interdisciplinary activities" (f:3),
"Scientific research should provide resources as a guide” (f:3), "Social skills activities should be
emphasized" (f:3), "It should be included as an independent course" (f:1), "Collaborative learning
environments should be created” (f:1), "Philosophy courses should be included in primary education
programs” (f:1)

Participants who thought that improvements should be made "for teacher education” expressed
their opinions as "Qualified in-service trainings should be prepared” (f:6), "Values education should be
included in teacher training programs" (f:4), "Personal development should be given continuity" (f:1).

The opinions of the participants who expressed that changes should be made "for the family" in
the development of democracy education in Tiirkiye are as follows: "Parents should develop awareness
of democratic attitudes" (f:9), "School-family communication should be kept strong" (f:2), "Democratic
family culture should be created" (f:1).

The opinion of one of the participants who stated that changes should be made "towards
institutional policy” in the development of democracy education in Tiirkiye is given below:

S36: "Considering the impossibility of creating democratic societies without democratic
schools, the functions of schools should be reviewed. The aim of democracy education in schools should
be to teach democracy conceptually as well as to create and actualize a culture of democracy. The most
effective method to achieve this is to enable students to take part in their own educational processes."

The opinion of one of the participants who stated that changes should be made "towards teacher
practices™ in the development of democracy education in Tiirkiye is as follows:

S41: "It is not possible for students to express themselves freely in classrooms where teachers
try to teach with a harsh authority. In democracy, there is a philosophy of governing together. The
presence of class management characterized by harsh authority that disregards democratic principles
indicates serious problems with democracy in schools. For example, most of the teachers try to manage
the class by shouting and intimidating and use punishment frequently. Most of them teach with the
understanding that "I know, what | say is right." They teach with the understanding that "I know, what
| say is right. Teachers need to prepare a classroom environment where students are not afraid to speak
their minds. For example, different types of homework on the same subject can be organized in a way
that leaves different task assignments to the students' choice."

The statements of some of the participants who stated that practices should be carried out “for
teacher education” in the development of democracy education are as follows:

S27: “To design, plan, implement and develop the necessary policies in order to create and
improve the professional preparation of prospective teachers studying in faculties of education on
Democracy Education in cooperation with Y.0.K.”

A participant who stated that “content-oriented” changes should be made to improve democracy
education expressed his/her views as follows:

S16: “Democracy education should expand the curricula, it should not be limited to a few
objectives in courses such as citizenship and life science, but should be spread to all curricula. The
objectives in the program should be spread into life and based on learning by doing and living. Curricula
should be student-centered and democracy education should primarily include explicit and implicit goals
for students to know and express themselves, to know their rights and freedoms, to respect the rights
and freedoms of others, to question, criticize and develop.”
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The opinion of a participant who stated that changes should be made “according to the student”
in order to improve democracy education in Turkey is given below:

S5: “The priority of curricula is not to teach disciplines, but to respond to the interests and needs
of students. Because the needs, requirements and expectations of each student group may be different,
and it is possible to see these differences among the students in a class. This shows how important it is
for curricula to be flexible in the development and education of individuals. The Ministry of National
Education should increase the number of elective courses and make arrangements to enable students to
take responsibility for their own education by choosing courses according to their interests, needs and
requirements.”

6. Findings on Democracy Education Practices in the Classroom

In the study, the participants were asked what kind of practices teachers carry out in the
classroom regarding democracy education.

Findings regarding classroom
democracy education
practices
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Figure 6. Modeling for classroom democracy education practices

When Figure 6 is analyzed, the participants stated that classroom democracy education practices
should be "student-oriented" (f:69), "teacher-oriented" (f:39) and "family-oriented" (f:4).

The participants who thought that classroom democracy education practices in Tirkiye should
be "student-oriented" expressed their views as follows: "conducting activities for values education™
(f:20), "determining leadership through elections” (f:12), "conducting activities for higher-order
thinking skills" (f:10), "assigning responsibilities that ensure cooperation" (f:10), "using student-
centered teaching methods and techniques” (f:10), "applying creative drama and role-playing activities"
(f:4), "conducting activities that support social-emotional skills" (f:3).

The participants who presented their views "teacher-oriented" and expressed that teachers have
a responsibility in democracy education practices in Tiirkiye, expressed their views as "voting on joint
decisions" (f:14), "displaying democratic leader attitudes and behaviors™ (f:10), "demonstrating attitudes
and behaviors of democratic leaders” (f:10), "demonstrating attitudes and behaviors of democratic
leaders” (f:10): 10), "being a role model with attitudes and behaviors" (f:5), "giving positive feedback"
(f:4), "making sure that all students have a say" (f:2), "creating a positive classroom climate" (f:2),
"guiding during the teaching process"” (f:2).

The opinions of the participants who think that "family-oriented" studies should be carried out
in classroom democracy education practices are grouped under the titles of "cooperating with family-
teacher-guidance™ (f:3), "including family participation activities"” (f:1).

The opinion of one of the participants who stated that "student-oriented" studies should be
carried out in classroom practices is as follows:

S13: "I believe that respect for nature, stray animals and the environment makes it easier to
respect each other. We feed stray animals. We keep our environment clean. We spend a lot of time in

30



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 1, 17-36 Emine SAKARYA KARSLI et al.

nature and leave the place clean. In order to have responsibilities, | assign tasks such as watering the
trees on the street in summer and leaving water for animals.

In the research, the views of the participant who stated that teachers should carry out practices
related to "family" in the classroom are given below:

S17: "l am in constant communication with parents and involve them in the education process.
| often repeat that education and teaching are different things from each other until they understand that
parents are their children's teachers. A child who cannot express himself/herself in the family
environment cannot express himself/herself in the school environment. No teacher can easily fix what
the parents have broken."

The opinions of some of the participants who stated that there were “teacher-oriented” activities
in their classroom practices are as follows:

S36: “I do not distribute homework to my students. I leave the homework I have prepared for
all my students on my desk and I want my students who want to do this homework, who think that this
homework is useful for them, to take the homework and do it properly. Because | think that the
homework forced on students does not contribute to the development of children.”

Discussion, Conclusion and Suggestions
Discussion and Conclusion

The first sub-problem of the research, the necessity of democracy education for a country, is
mostly evaluated by the primary teachers from a social perspective and stated that it is necessary for
raising individuals who know their fundamental rights and freedoms. The democratization of the
administration in the country and the democratization of education are directly proportional to each
other. Countries with a democratic understanding will bring democratic education, and generations
raised with a democratic education will nurture democracy in their countries. A study that overlaps with
the findings of this research is Edwards' (2008) study, in which he found that the main purpose of
education in democratic countries is to raise generations who have internalized democracy, who have
placed it in their lives and who can develop this understanding. Another result obtained in the study
regarding the first sub-objective is that it provides a sense of social belonging. This finding coincides
with the result of Yesil's (2003) study in which he stated that democracy education primarily focuses on
the individual and prepares the ground for learning the rights and freedoms that facilitate adaptation to
social life. Guttmann and Ben-Porath (2015) support the findings of this study by concluding that in
societies where democracy education is based on democracy education, schools have missions such as
providing children with autonomous personality development and the acquisition of knowledge and
skills, as well as the acquisition of common values. For this reason, human rights and democracy
education is one way to raise selfless citizens who embrace democracy and work for its protection and
strengthening.

In response to the question about the necessity of democracy education for a country, which was
aimed to be measured in the first sub-problem of the research, all of the participants presented opinions
stating that it is necessary. According to the interviews, the necessity of democracy education for a
country is mostly due to social reasons. Among the social reasons, the views of “raising individuals who
know their fundamental rights and freedoms, raising a sense of social belonging, raising individuals who
respect differences” come to the fore.

Regarding the second sub-problem of the research, the adequacy of the level of democracy
education in Turkey, primary teachers found it inadequate in terms of education. It is stated that the
practices in schools are inadequate due to systemic reasons. In this context, Goney (2021), in his study
with Social Studies teachers, concluded that middle school students' perceptions of democracy were
insufficient. The participants listed the reasons for this as family, stakeholders at school, and the teacher's
inability to provide a democratic environment. Another opinion about inadequacy is that activities
related to the concept of democracy are not given importance due to teachers. According to the pre-
service social studies teachers who participated in Memisoglu's (2022) study, for an adequate level of
democracy education, it is necessary to develop democratic attitudes in the classroom, increase practices
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and election activities. In addition, methods and techniques should be diversified so that students can
better understand the concept of democracy. These results are similar to the findings of the research.

Regarding the second sub-problem of the research, in the interviews about the adequacy of
democracy education in Turkey, all of the participants found democracy education inadequate. When
we look at the reasons why democracy education in Turkey is seen as inadequate, educational factors
are seen at the forefront. Educational factors are systemic and teacher-related. The majority of the
participants cited systemic factors as the reason for the inadequacy of democracy education in Turkey.
In the interviews, the participants drew attention to statements such as “inadequate practices in schools,
the lack of detailed coverage of democracy education in the curriculum and the continuation of the
traditional understanding of education”.

The third sub-problem of the research is that the biggest obstacle to democracy education in
Turkey is seen by the class teachers who are doing postgraduate education as educational practices. A
knowledge-level democracy education will not be sufficient to establish a democratic understanding of
life in the student. For this reason, it is necessary to implement the main elements of the concept of
democracy in the context of authentic experiences in the classroom climate and to carry out the teaching
(Kondu and Sakar, 2013; Kuzgun, 2000). Another view that stands out in the research is the obstacles
originating from the teacher. These obstacles are expressed as the weak belief in the importance of
democracy education and the authoritarian classroom management approach. Kudrnac (2021) and
Miklikowska, Rekker and Kdurnac (2022) reached the finding that positive attitudes develop among the
students thanks to the discussion environment of the teachers regarding universal values including
democratic and human rights in the classroom.

The research results are parallel to the studies in the literature. In line with the third sub-problem
of the research, educational practices emerged as the biggest obstacle in the interviews conducted with
the participants regarding the obstacles to democracy education in Turkey. Most of the participants who
indicated educational practices as one of the obstacles to democracy education in Turkey included the
views of the failure to create a democratic school and classroom culture, wrong education policies and
limited practices in schools in their statements.

The fourth sub-problem of the research, which is that the curriculum in democracy education in
Turkey should be focused on students and program development, stands out. Biiylikkaragéz (1998)
emphasizes the strengthening of students' self-control with increasing intrinsic motivation as an
indicator of effective democracy education. Oztiirk and Can (2020) concluded in their research that the
knowledge, skills and attitudes gained in primary school are the main factors in shaping children's
futures. In this context, it can be stated that children gain social values such as friendship, justice, peace,
freedom, responsibility, love, respect, participation, leadership, helpfulness, citizenship and democratic
behaviors in schools, which are educational environments, during primary school. Studies in the
literature are similar to the findings regarding the development of social emotional skills, which are
among the elements to be considered in program development.

The findings of this study regarding the inclusion of curriculum in basic education levels for
program development are parallel to the findings of Samanci (2010) regarding the inclusion of activities
such as student-centered, democratic classroom climate, qualified teacher guidance, respect for different
opinions, increasing democratic awareness, and games that support democratic mentality in primary
school curriculums.

The findings regarding the compliance of curriculum with the principle of vitality for program
development are noteworthy. The development of democratic values, namely democracy education, is
not limited to higher education and basic education only. Family is one of the cornerstones of
democracy, therefore the importance of family in democracy education is a priority. Family attitudes
are noteworthy in making democracy education meaningful for the child. While schools provide the
official side of democracy education, it is also provided by schools, and it is implicitly acquired by the
family and the environment (Chomsky, 2007; Bali & Hayir Kanat, 2023). In this context, Biiyiikkaragdz
(1994) reached the finding that it is realized through implicit learning in the family environment and all
environments in daily life. In all formal learning in a child's life, the family, which comes before primary
school, is seen as the most important socializing element (Tan, 1989). Because there is a strong
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connection between democracy and family structure. An environment with authoritarian parents cannot
be expected to be democratic (Biiylikkaragoz, 1994). Studies in the literature emphasize the concept of
"family" in the context of individual, education and environment in democracy education. This supports
the research findings.

Interviews were conducted with the participants about how democracy education should be in
Turkey regarding the fourth sub-problem of the research. In this direction, the participants mostly stated
that democracy education should be student-oriented and that studies should be carried out to develop
programs in this regard. The views of the participants who stated that there should be a student-oriented
democracy education, "individual differences should be taken into consideration, the student should be
active", draw attention. The participants stated that studies should be carried out to develop programs in
democracy education as "it should be aimed at the development of social emotional skills, it should be
included as an independent course, it should be included in the basic education levels, it should be in
accordance with the principle of vitality".

The fifth sub-problem of the research In Turkey, which is a country with a democratic education
system, the importance of institutional policies for the development of democracy education is the
creation of a democratic school culture. The concept of "Participation™ has an important place in the
establishment of democratic culture and values. Students need to be equipped with the necessary
knowledge and skills to be able to actively participate in the democratic process. In the research of
Okutan (2010), the finding that the inclusion of school stakeholders, primarily students, school
administrators, teachers and when necessary auxiliary personnel in the management process supports
these gains and ensures the development of the institutions' operational policies is consistent with the
findings of the research.

School is the most important institution where the democratic values acquired by the child in
the family can be enriched. In ensuring this development, it is important that discussions and criticisms
in schools are carried out with respect and tolerance and democratic disciplines. In the research of Bali
& Hayir Kanat (2023), it was found that the school is a democratic environment that aims to ensure
equality and justice for each individual. This is parallel to the finding regarding the establishment of
democratic school culture from the institutional policies revealed in this research.

Regarding the fifth sub-problem of the research, the participants expressed their views on the
development of democracy education in Turkey that democracy education in Turkey can be developed
with studies on institutional policies. According to this result, the statements “democratic school culture
should be established, cooperation between education stakeholders should be strengthened, and equality
of opportunity and possibility should be provided” stand out.

The sixth sub-problem of the research, which is the implementation of activities that include
values education for the student in the classroom democracy education practices, stands out. Values are
an important factor in the formation of a strong personality and character of the individual. The results
of the study are similar to Sigsman, Giiles & Donmez (2010), who stated that the methods to be applied
in democratic classroom activities should include open communication between students, collaborative
practices, critical thinking by establishing cause-effect relationships between events, using estimation
and analysis skills, and being able to solve daily life problems. It has been found that value education
with level-appropriate activities in the preschool period develops emotional, social, moral and academic
skills (Oztiirk & Can, 2020; Lovat, 2017). In the process of acquiring democratic values, it is important
to provide and express democratic attitudes and critical thinking skills (Hotaman, 2010). In the light of
the mentioned studies, the findings of the research, which are in-class democracy education practices,
are parallel to the importance of activities aimed at teaching values.

In line with the sixth sub-problem of the study, it was investigated how democracy education
should be in in-class practices. Accordingly, the vast majority of the participants stated that in-class
practices should be according to the student. According to the participants' views, practices aimed at
students should be in the form of "conducting activities aimed at values education, determining
leadership through elections, assigning responsibilities that ensure cooperation, and using student-
centered teaching methods and techniques.”
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Suggestions

Based on the results of the research on the necessity of democracy education, first of all,
educators need to embrace democracy. A teacher should have a character that constantly improves and
renews itself and follows the path of science. In this direction, teachers should conduct their own studies
on democracy and its benefits and be conscious.

One of the obstacles to democracy education in Turkey has been seen as systemic obstacles.
Accordingly, democratic obstacles in our education system should be determined by experts, the
recently organized curriculum should be examined and the curriculum should be renewed accordingly.
Curriculum renewal studies should also be carried out with democratic processes and participation.
Along with the renewal of the curriculum, textbooks and classroom practices recommended in the books
should also be reviewed.

Based on the results of the research problem, teachers can be advised to break away from
traditional understandings and adopt democratic practices and contemporary approaches in classroom
practices. Teachers should include details about democracy in interviews with parents such as parent
meetings and social environments.
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Giris

1.1. Demokrasi

Demokrasi, millet egemenligine dayanan bir yonetim ve yasam bigimi olarak ifade edilebilir.
Giliniimiizde insan haklar1 ihlallerine iligkin uluslararasi anlagsmalar imzalanmasina ragmen yine de hak
tanimamazlik devam etmektedir. Bunun temel nedenlerinden biri egitim kaynaklidir. Demokrasi
kavramini devlet-egitim-birey baglaminda degerlendirilmesi 6nem arz etmektedir. Ciinkii bir tilkedeki
toplumun egitim diizeyi ile demokrasi ve insan haklarina kargi farkindaligin gelismesi birbiri ile
paralellik gosterir. Kisiler 6nce ailede, sonra okulda 6gretmeninden karsilastigi tutum ve davraniglari
sosyal 6grenme ile yasamlarina transfer etmektedirler. Demokrasinin temelleri ailede atilir ve toplumun
en kiiciik 6rneklemi olarak belirtilebilecek okullarda devam eder (Kislali, 1989) Ciinkii demokrasi,
sadece demokratik ortamlara maruz kalarak 6grenilir (Atasoy, 1997).

Bireylerin kendi geleceklerini planlayabilmesi biiyiik bir sorumluluk barindirmaktadir. Bu
baglamda demokrasi, bireyin geleceginde tabela gorevi gérmesine firsat veren, kiginin faydasina yonelik
bir anlayis1 paylasmaktadir. Demokrasi, toplumun yapi tasi olan bireyin diisiincelerdeki celiskileri ve
ayrigmay1 bir zenginlik olarak barindirir. Demokrasi, insanin sadece insan olma 6zelliginden dolay1
haklar1 oldugunu savunup insana deger vermesiyle diger baslica sistemlerden ayrilir ve {istiin goriiliir
(Dogan, 2007). Demokrasinin olmazsa olmazi insan haklar1 ve insani degerlerin varligidir (Goney,
2021). Ciinkii demokrasi yonetim bi¢imi olmanin yaninda ayni zamanda bir yasam bi¢imidir ve
toplumun birlikte hosgorii icerisinde yasamasina dolayisiyla o toplumun huzurlu bir hayat siirmesine
katkida bulunur (Kaypak, 2016). Demokrasi, bireyin yasantisinin daha degerli ve anlamli kilinmasini
saglar, toplumdaki her bir ferdi degerli bir birey olarak ele alir ve bireyin toplumun 6zii olarak betimler
(Sahin, 2021).

Demokrasi bir yasam bi¢imi oldugu i¢in ulagilmasi gereken bir hedef olarak degil, siirece
yayillmis ve yasamin dogasinda bulunan bir kavram olarak goriilmelidir (Yesil, 2004). Demokratik
tutuma sahip ebeveyn, karsilikli saygi, sevgi ve hosgorii cergevesinde; huzurlu bir aile ortami igin
sorumluluk alan ayni zamanda da ¢ocuguna da aymi tutum igerisinde bir birey olarak saygi duyan
kisilerdir. Cocuk aile i¢inde 6z benligi ile yer edinir.

Ideal ve tamamlanmus bir demokrasiye ulagsmak miimkiin degildir ¢iinkii demokrasi devamli
olarak kendisini yeniler ve yeni gereklilikler getirir (Ozsoy, 2004; Sahin, 2021). Bir iilkenin
demokrasinin gelisimini ne diizeyde destekledigi gelismislik seviyesi ile paralellik gosterir.

Dahl (2019) demokrasinin insanin kendini gelistirmesini en ¢ok destekleyen sistem olarak dne
ciktigini ifade etmistir. Bu anlayisin altini dolduran ana unsurlar; 6zgiirce ifade 6zgiirliigii hakkidir.
Demokrasiye dnem veren insanlar, kendi mutlulugunun yan1 sira toplumun refahi igin de ¢abalarlar;
paylasmay1 seven, hosgoriilii, yeni fikirlere agik insanlardir (Goney, 2021; Mabogoglu, 1999).
Demokrasinin korunmasi ve devamliliginin nitelikli bir sekilde saglanabilmesi i¢in vatandaglarin
birtakim sorumluluklar1 ve yapmalar1 gereken gorevleri bulunmaktadir: Demokratik vatandaslar sosyal
hayata aktif olarak katilmali, siyasi sorumluluklarini yerine getirmelidir (Giiven, 2008). Vatandaslar bu
siyasi sorumluluklarini yerine getirirken akil ve mantik yolunu kullanmalidir (Goéney, 2021; Yagci,
1998). Demokrasinin korunmasi ve devamliligmmin saglanabilmesi ancak onun degerini bilen
vatandaslarin yetistirilmesi ile miimkiin kilinabilir.

1.2. Demokrasi Egitimi

Bireylerin biling kazanmasi ve demokrasinin 6nemini fark etmesi siirecinde etkili olan
kurumlarin baslicalar: aile, okul, arkadaslar, sosyal medya, sivil toplum orgiitleri ve siyasi partilerdir.
Fakat bireyi en ¢ok etkileyen dis faktorler okul ve ailedir. Bu nedenle okulun ve aile bireylerinin is
birligi icerisinde hareket etmeleri demokrasi egitiminin basariya ulasmasinda olduk¢a Onemlidir
(Giiven, 2008). Okul bireyleri egitmek ve kiiltiir aktarimini saglamakla gorevli bir ara¢ konumunda iken
birey i¢in aile daha genis kapsamli bir okul niteligindedir. Dolayisiyla demokrasi egitiminde birey i¢in
ogretici konumundaki ilk insanlar ebeveynleridir (Yesil, 2004). Bu nedenle gocuga verilecek her tiirlii
egitimin oldugu gibi demokrasi egitiminin de basladig1 nokta ailedir. Ailenin ¢ocuga sundugu ortam
sevgi ve sefkat dolu, 6zgiirliik¢ii, bireyi birey olarak kabul ederek ¢ocuguna saygi duyan bir aile ortami
olmalidir (Mabogoglu, 1999). Béyle bir ortamin 6zellikleri anne baba arasindaki demokratik anlayis ve
tutumlar olarak belirtilebilir. Boylece ¢ocuklar kiigiik yaglardan itibaren demokratik tutumlar
gbzlemleme ve icsellestirme imkani bulurlar.
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Vatandaslarin toplum i¢indeki sosyal, siyasi alanlar basta olmak {izere bir¢ok alandaki haklarini
ve sorumluluklarini tanimalari, bunun yaninda insan haklarini bilingli olarak kullanmalar1 ve korumalar1
ancak demokrasi egitimi ile saglanabilir (Goney, 2021). Okulun, egitim sisteminin degerleri ve
toplumun kiiltiiriinii aktarmaya yarayan bir islevi olmasinin yaninda demokrasinin de kiiltiire entegre bir
halde yasam bi¢imi boyutu oldugundan demokrasi egitiminin bireylere kazandirilabilecegi en uygun
yerlerden biri de okul ortamui olarak goriilmektedir (Doganay ve Sari, 2004). Toplumun demokrasi
bilincini kazanmasi igin okullarda verilmesi gereken demokrasi egitiminin gerekliligi yasalarla
desteklenmistir. Ozgiir ve demokratik bir toplum olusturmak ve bu bilinci yasatmak devletin
sorumlulugu altina alinmistir. Devlet bu sorumlulugunu egitim 6gretim faaliyetleri araciligl ile yerine
getirmeyi amaglamaktadir. Anayasanin 11. maddesi de bu konuyu igermektedir (Giilmez, 2001).

Bir toplumda demokrasinin yasam sekline doniismesi i¢in bireylerin demokratik tutum ve
becerileriyle donanmis olmasi1 6nemli bir etkendir. Yasantilar bireyde demokrasinin temel degerlerini
kalici bir sekilde Oziimsenmesini saglar. Bu sebeple demokrasinin temel giivencesi de bilingli
yurttaglardir. Bu demokratik degerlerin kazandirilmasinda en etkili kaynak egitimdir (Simsek, 2000).
1924 yilinda iilkemize ilk gelisi ve sonrast egitim tarihimize doniim noktasi gibi etkiler yapan John
Dewey, "Demokrasi ve Egitim" adli kitabinda, demokratik degerler iizerine kurulmasinin dnemini
asamali olarak aciklamaktadir. Dewey'e gore, egitim, toplumsal yasamda devaminin anlamli olmasi i¢in
onem tasimaktadir (Dewey,1996, Bali & Kanat tarafindan alintilanmigtir, 2023) 1949 yilinda
gergeklesen 4. Milli Egitim Surasinda ilk kez egitimde demokrasi kavramindan bahsedilmistir. Dénemin
Milli Egitim Bakan1 Tahsin Banguoglu: “Demokrasi idaresi yeni bir terbiye meselesidir, yeni bir fikrin
mal edilmesidir.” ibaresiyle demokratik egitime vurgu yaparak Tiirk Egitim Sisteminin bu konuda
doniim noktas1 yasamasina onciiliik etmistir. Bu doniim noktasinin etkisi 1973 yilinda hayata gecen
Milli Egitim Temel Kanunu'nda “Egitimin Temel Ilkeleri” bashigi altinda demokrasiye yer verilerek
gosterilmistir (Goney, 2021; Okutan, 2010). 2004 yilinda yayinlanan MEB Demokrasi Egitimi ve Okul
Meclisleri Yonergesi ile demokrasi egitiminde diizenlemeler yapilarak demokrasi egitiminin yeni
hazirlanan programlara da uyumlu hale gelmesi saglanmistir (Goney, 2021; Okutan, 2010). Proje iilkede
maalesef istikrarli ve diizenli uygulanamadigindan demokrasi egitimi tarihimiz agisindan hayal kiriklig
olmustur, resmen 2013’ te fiilen de 2019 yilinda bitmistir.

Demokrasi, egitim programlarinda teorik olarak yer almasina ragmen uygulamalarda ve
kullanimda ihmal edilmektedir. Bu durum verilen egitimin niteliksiz oldugunu ortaya koymaktadir.
Uygulanan bu niteliksiz egitimin nedeni ise okullarda 6grenci merkezli Ggretimin tam olarak
gerceklestirilemiyor olusu ve Ogrencilere diisiinme, kendini ifade etme gibi temel becerilerin
kazandirilmasina oncelik verilmemesidir (Yesil, 2004).

Demokrasi egitimi ancak egitim haklarinin herkes icin ulasilabilir sekilde varligini siirdiirmesi,
ders i¢in gerekli tiim materyallerin, egitim programlarinin ve uygulayicinin kullandigi yontem ve
tekniklerin demokrasiye uygun olarak diizenlenmesi ve egitimin demokratiklestirilmesi ile
gerceklesebilir (Glirsimsek ve Goregenli, 2004). Materyallerin saglanmasinin yani sira demokratik bir
stmf ortamn olusturulmasi demokrasi egitimi igin oldukga elzemdir. Ogrencilerin birbirlerini saygiyla
dinleyebilecekleri ve ¢gekinmeden fikirlerini ortaya koyabilecekleri demokratik bir sinif iklimi yaratmak
ogretmenlerin gorevidir. Demokrasi egitimi 6gretmenin egemenliginden bagimsizdir ¢iinkii 6gretmenin
otorite olarak var oldugu bir simf i¢inde dgrenci kendini 6zgiir ve rahat hissedemez. Ogrencilere kendi
diinyalarin1 kurmalar1 i¢in misaade edilmezse demokrasiye iligkin farkindalik gelistiremezler ve
uygulayamazlar. Dolayisiyla demokrasi egitiminin Oniindeki en biiyliik engel dayatmaci anlayisi
benimsemis 6gretmenlerdir (Duman, 2008).

Demokrasi egitiminin 6grencilere okul 6ncesi egitimden baslanarak ortadgretim son sinif bitene
kadar Orgiin egitim boyunca her kademede etkili bir ders olarak verilmesi gerekmektedir. Tiim
kademeler arasinda ve diger derslerle baglantili olacak sekilde yasamdan kopuk olmayan ve kesintisiz
bir demokrasi egitimi verilmelidir. Demokrasi egitimi toplum tarafindan igsellestirilmesi ve yasam
bicimi haline getirilmesi gereken bir degerdir. Bu nedenle demokrasi egitimi aslinda yasam boyu
stirmesi gereken bir siirectir (Giilmez, 2001).

Demokrasi egitimi, en sade haliyle, “insan haklariin yasatilarak, demokrasinin ilke ve
kurallarinin 6gretildigi egitim” olarak tanimlanabilir (Kepenekgi, 2003). Demokrasi egitimi 6zgiir ve
demokratik bir toplum diizenini amaglamaktadir. Bu ama¢ baglaminda da insan haklarmin giivence
altina almmasi ile stireklilik kazanir (Goziitok, 1995). Egitim siirecinde ise 6grencinin insan olarak
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degerine ve biitlinliigiine saygiyr barindirmaktadir. Demokraside karar veren konumundaki birey
oldugundan, demokratik egitimin 6znesi de dgrencidir. Demokrasi egitiminde her ¢ocuk 6zel bir birey
olarak goriiliir ve aynmi haklara sahiptir. Fakat demokrasi egitimi, herkesin okulda istedigi sekilde
davranabilecegi ya da istedigi gibi 6gretim yapabilecegi anlamina gelmemektedir. Aksine, demokratik
egitimde var olan kurallara uyum gerekmektedir. Ornegin okullarda dgrencilerden hazirlanmis olan
disiplin yonetmeligine uymalar1 beklenir. Fakat kurallarin degistirilmesi istendiginde Ogrencilerin
fikirlerini agikca belirtmeleri saglanir.

“Demokratik egitim” ve “demokrasi egitiminin” bir arada incelendigi ya da birbirine
karistirlldigr goriilmiistiir. Bu iki kavram birbirini destekler niteliktedir ancak birbirlerinden birkag
noktada ayrigmaktadir. Yapilan giincel arastirmalar da sik rastlanan daha ¢ok arastirmacilar demokratik
egitim ya da ilkokul 4. Simfta baslayan Insan Haklari, Yurttaslik ve Demokrasi dersine odaklanarak
calismalarim siirdiirmiislerdir (Aktepe, 2015; Hagat ve Demir, 2017; Ozdemir, Aydin ve Capa, 2023;
Ulusoy ve Erkus, 2016; Sara, Yalgin, Bryik, ve Ozbek, 2023). Demokrasi kavraminin bireylere temel
egitim diizeyinden itibaren hissettirilmesi gerektigi diisiiniilmektedir. Bu nedenle sinif 6gretmenlerinin
demokrasi egitimi konusundaki goriisleri yadsinamayacak derecede 6nemlidir. Yapilan bu ¢aligma hem
sinif 6gretmenligi alaninda lisansiistii 6grenim géren hem de sahada aktif bir sekilde 6gretmenlik
gorevlerini ylirlitmekte olan katilimecilar ile gerceklestirilmistir. Arastirmada temel egitim alaninda
o0grenim goren ve Tirkiye’'nin farkli cografi bdlgelerinde yasayan, Ogretmenlik yapan simif
ogretmenlerinin iilkedeki demokrasi egitimini nasil gordiiklerini ortaya koymak temel amactir. Bu
nedenle belirtilen goriisler ilkokullarda calisan 6gretmenler tarafindan saha igerisinden ifade edildigi
icin dikkate alinmasi Tiirkiye’de demokrasi egitimi agisindan 6nemli olacaktir. Yapilan bu ¢aligma sinif
egitimi alaninda lisansiistii 6grenim goren sinif 6gretmenleriyle gerceklestirildiginden dolay: ilkokullar
ile sinirli kalmaktadir. Bunun yani sira arastirmada asagida alt problemlere yer verilmistir.

1- Demokrasi Egitimi bir iilke i¢in gerekli midir?

2- Tirkiye’de demokrasi egitiminin diizeyi nedir?

3- Tirkiye’de demokrasi egitiminin dniindeki engeller nelerdir?

4- Tirkiye’de demokrasi egitimine yonelik 6gretim programlari nasil olmalidir?

5-  Tirkiye’de demokrasi egitiminin gelistirilmesine yonelik olarak neler yapilmalidir?
6- Smmifi¢i demokrasi egitimi uygulamalari nasildir?

Yontem

Nitel aragtirmalar yiiriitiiliirken aragtirmaci, katilimcilarin var olan problemi nasil
anlamlandirdiklarin1 dikkate alir (Creswell, 2013, s. 187). Bu yontem, katilimecilarin yasantilarini,
diigtincelerini ve olaylara bakis agisinin anlasilmasinda kullanilir. Egitim alanindaki g¢alismalarda,
Ogrenci ve 6gretmenlerin, deneyimlerini ve buna iliskin goriislerini ortaya ¢ikarmak i¢in nitel aragtirma
yonteminin en uygun se¢enek oldugunu gostermektedir (Thanh ve Thanh, 2015, s. 25). Nitel
arastirmalar olaylar1 ya da durumlar1 sosyal baglamda ele alip agiklamayir amaglamaktadir (Arslan,
2012). Nitel arastirmalarda dokiiman analizi, goriisme ve gozlem gibi teknikler kullanilarak arastirilan
konunun dogal baglaminda biitlinciil bir yaklasim benimsemek esastir (Yildirim ve Simsek, 2021). Nitel
yontemler kullanilarak desenlenen arastirmalarda calisilan olay1 veya olguyu derinlemesine incelemek
amaglanmaktadir (Baltaci, 2019). Arastirmada Tiirkiye’de demokrasi egitimine dair smif egitimi
lisanstistii 6grencilerinin gorislerinin ortaya ¢ikarilmasi amaglanmustir. Bu sebeple, sosyal bilimler
alaninda yaygin olarak kullanilan ve betimsel bir arastirma yontemi olan durum g¢alismasi deseni
kullanilmigtir. Betimleyici durum galigmasi, arastirmacinin yasamda karsilagilan kavram, olay ve
olgular1 derinlemesine bir anlayisla ele alabilmesini saglar. Arastirmaci, durumun 6zgiinligiinii ve
baglamsal ayrintilarini vurgular ve katilimeilarin gergek deneyimlerini yansitmaya ¢alisir (Yin, 2017, s.
50). Yapilan arastirmada goriisme formu kullanilmis olup, ¢caligma grubuna miidahale edilmeden veriler
dogal bir sekilde ve biitiinciil bir bakis agisiyla toplanmistr.

Calisma Grubu

Arastirmanin calisma grubunu Canakkale On sekiz Mart Universitesinde 2022-2023 egitim
ogretim yilinda 6grenim gormekte olan 40 sinif egitimi lisansiistli 6grencisi olusturmaktadir. Calisma
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grubu belirlenirken 6rnekleme yontemlerinden 6lciit drnekleme kullanilmustir. Olgiit Srnekleme yontemi
ile 6rneklem grubu belirlenirken 6nceden belirlenmis 6l¢iitler dogrultusunda katilimeilar arastirmaya
dahil edilir (Yildirim ve Simsek, 2021). Yapilan arastirma icin “Canakkale On sekiz Mart Universitesi
Temel Egitim Anabilim Dali Stmf Egitimi Bilim Dal1 Lisansiistii Ogrenimi” ile “Demokrasi egitimi ve
alt boyutlarin1 iceren 6gretim dersleri” 6l¢iit olarak belirlenmistir. Calismanin sinif egitimi alaninda
Ogrenimine devam eden ve aym zamanda aktif olarak smif &gretmenligi gorevine devam eden
ogrencilerden sec¢ilmistir. Bu 6grencilerin demokrasi egitimi ve alt boyutlarina iligkin olarak ise 6gretim
programinda yer alan “Karsilagtirmali Egitim, Alternatif Egitim, ilkokul Programlar, Demokrasi Egitimi
ve Sorunlar, Ilkokulda Program Gelistirme ve Uygulamalari” derslerin yer almasi ile alanda
uzmanlagmaya katki saglamasi noktasinda temellendirilmistir. Aragtirmanin yapilmasinin amaci
demokrasi egitiminin 6grencilere temel egitimden itibaren hissettirilmesi onemli oldugundan sinif
Ogretmenlerinin goriiglerini ortaya ¢ikarmaktir.

Veri Toplama Araglart

Yapilan aragtirmada veri toplama araci olarak goriisme sorulari hazirlanmig ve katilimcilara
sunulmustur. Gorlisme sorularinin hazirlanmasinda arastirmacilar tarafindan 6ncelikle soru havuzu
olusturulmustur. Daha sonra aragtirmanin amacina yonelik olarak ve degiskenler gz 6niine alinarak 6
soru sorulmasinda karar kilinmgtir. Goriismeler sanal ortamda yapilmistir. Her goriisme yaklasik olarak
30 dakika siirmiistiir. Veri toplama yontemlerinden goriisme yonteminin secilme nedeni arastirma
problemi ile ilgili ¢alisma grubundan daha detayl1 bilgiler elde edebilmektir.

Verilerin Analizi

Aragtirmada uygulanan lisansiistii 6grencilerine iliskin goériisme formunun cevaplar igerik
analizi ile belirlenmistir. Bunun sebebi literatiirde bulunmayan farkli kod ve temalarin ortaya ¢ikmasidir
(Yildirim ve Simsek, 2021). Igerik analizi; verilerin belirli bir disiplin ¢ercevesinde kodlanmas1 ve
sistematik olarak kategorilestirilerek yapilir (Biiyiikoztiirk vd., 2017). Aragtirmada elde edilen verilerin
analizinde igerik analizi yontemi kullanilmustir. icerik analizi yontemi sosyal bilimler alaninda siklikla
kullanilmasinin yam1 sira ¢alisilan konu ile ilgili genel egilimleri ortaya koymaktadir (Metin ve Unal,
2022). Icerik analizi yontemi ile elde edilen kodlar NVIVO14 programi araciligi ile modellenmistir.
Arastirmanin bulgular kisminda modellemeler frekans degerleri (f) de dahil edilerek yer almaktadir.
Belirtilen frekans degerleri (f) kisi sayisin1 degil, belirtilen goriis sayisini ifade etmektedir.

Gecerlilik ve Giivenirlik

Arastirmanin gegerlik ve giivenirligini saglamak amaciyla, sorular demokrasi egitimi ile ilgili
bir uzman tarafindan hazirlanmistir. Hazirlanan sorularin amaca uygunluguna ve problem ciimlesi
cer¢evesinde kalmasina dikkat edilmistir. Hazirlanan sorularin Tiirkge dilbilgisi kurallarina uymasi ve
problemin amacina yonelik olarak anlagilirhgmin saglanmasi amaciyla Tiirkge ve Sosyal Bilimler
Egitimi Bolimii kadrosunda yer alan farkli dilbilgisi alan uzmanlari tarafindan denetlenmistir.
Arastirma sorularinin hedef uygun soru kaliplari ve sorularin sarmal olarak asamalandirilmasi
baglaminda doniitler alinmistir. Gerekli diizeltmeler arastirmacilar tarafindan yapilmistir. Arastirmacilar
6 sorunun yer aldig1 revize edilmis yar1 yapilandirilmig gériigme formunu katilimeilara yoneltmislerdir.
Verilerin analizi sirasinda en az iki aragtirmacinin ortak goriisler lizerinde karar kilmasi gecerlik ve
giivenirligi arttiran unsurlar arasindadir (Arslan, 2022). Verilerin analizi iki farkl1 kodlayici tarafindan
es zamanl olarak gergeklestirilmis, daha sonra ortaya ¢ikan temalar karsilastirilmistir. Kodlayicilarin
ortaya ¢ikardig1 temalarm gogunlugunun benzer olmasi oldukga dnemlidir (Fidan ve Oztiirk, 2015).
Kodlamanin giivenirliginin i¢ tutarhigin 6l¢iilebilmesi i¢in Miles ve Huberman’in (1994) “uyusum
ylizdesi formili” olan “Goriis Birligi /(Goriis Birligi + Goriis Ayrilig)x100”  kullanilmustir.
Aragtirmanin giivenirligi %87 olarak 6lgiilmiistiir. Miles ve Huberman’in (1994) kodlayicilar arasindaki
uyumun en az %80 olmasi gerektigi ifadesine gore calismanin gegerlik ve giivenirligi yiiksek denebilir

Bulgular

Bu bolimde arastirmanin probleminin alt amaglarina iliskin bulgulara yer verilmistir. Elde
edilen bulgular, kuramsal ¢ercevede yer alan bilgilere iliskin olarak degerlendirilmistir.
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1.Demokrasi Egitiminin Bir Ulke Icin Gerekliligine Yonelik Bulgular

Bu baglikta aragtirmanin birinci alt amaci olan “Demokrasi egitiminin bir {ilke i¢in gerekliligi
nedir?” sorusuna cevap aranmustir. Katilimci cevaplari analiz edilerek, “gerekli” ve “gereksiz” seklinde
2 ana temaya ayrilmigtir. Bu ana temalar ile iliskili kodlamalar sonucu ile , “bireysel”, “toplumsal”,
“ekonomik” ve “siyasal” alt temalar1 olusturulmustur. Demokrasi Egitiminin Bir Ulke I¢in Gerekliligine
Yonelik goriisleri Sekil 1°de belirtilmistir.

Demokrasi
Egtiminin Bir Ulke
Igin Gereldiligine
Y onelik Bulgular
= .
105 0
- A
Gerekii S
f:24 f-41 8 f22
/ v v \4
ETEEE Toplums=al Ekonomik Siyasi

Sekil 1. Demokrasi egitiminin bir {ilke i¢in gerekliligine yonelik modellemesi
Sekil 1’e gore lisansiistii dgrencilerin demokrasi egitiminin bir iilke icin gerekliligine dair
gorisleri “gerekli” (f:105), “gereksiz” (f:0) olmak iizere ikiye ayrilmis. Ancak katilimcilarin hepsi de
demokrasi egitiminin bir iilke i¢in gerekli oldugunu ifade etmislerdir. Demokrasi egitimi bir iilke i¢in
“gereklidir” goriisii katilimcilarin ifadelerine gore “bireysel” (f:34), “toplumsal” (f:41), “siyasi” (f:22),
“ekonomik” (f:8) seklinde temalara ayrilmigtir.

“Bireysel” temasinin alt temalar1 katilimcilarin ifadelerine dayanarak “elestirel diisiinebilme
becerisinin kazanilmasimi saglamasi” (f:9), “kisilik gelisimini saglamasi” (f:7), “yasam bicimine
doniismesinin saglanmas1” (f:6), “insani degerlerin igsellestirilmesinin saglanmasi” (f:5), “kisilik
haklarin1 6grenilmesinin saglanmasi” (f:5), “sosyal hayati destekleyici beceriler kazanilmasinin
saglanmas1” (f:2) alt temalar1 ortaya ¢ikmistir.

Demokrasi egitiminin bir iilke i¢in gerekliligine dayali goriislerden “toplumsal” nedenleri 6ne
siiren katilimcilarin ifadeleri incelendiginde “temel hak ve ozgiirliiklerini bilen bireylerin yetismesi”
(f:11), “toplumsal aidiyet duygusunun yerlesmesini saglamasi” (f:9), “farkliliklara saygi duyan
bireylerin yetismesi” (f:9), “0zgiir bir ortam olusturmas1” (f:8), “gelisime ve degisime acik toplum
bilincinin yerlesmesi” (f:4) nedenler olarak gosterilmistir.

Katilimcilarin verdikleri cevaplardan “siyasi” nedenler temasinin alt temalar1 olarak “aktif
vatandaglik bilincinin yerlesmesi” (f:9), “birey merkezli yonetim bi¢imi olmas1” (f:7), “adil bir yonetici
secim yontemi” (f:2), “evrensel degerlere sahip bireylerin yetismesi” (f: 1), “baskici anlayisa kars1 direng
gosterebilme” (f:1), “kurumlar arasi dengeli giic dagiliminin saglanabilmesi” (f:1) alt temalarma
ulasilmustir.

“Ekonomik” nedenler ele alindiginda “kalkinmay1 desteklemesi” (f:4), “iiretken bireylerin
yetismesinin saglanmasi” (f:2), “vizyon sahibi bireylerin yetismesinin saglanmasi” (f:1), “diinya
ekonomisine iligkin merak™ (f:1) gortisleri ortaya ¢ikmustir.

Demokrasi egitimini bir iilke igin toplumsal nedenlerden dolay1 gerekli géren katilimcilardan
bazilarinin goriisleri su sekildedir:
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027 : “Bundan dolay: demokrasi egitimi muasir medeniyetler seviyesine ¢ikmay: ve hatta bu
medeniyeti geride birakarak daha da ileriye gitmeyi hedefleyen basta Tiirkiye Cumhuriyeti olmak iizere
evrensel agidan birlikte yasadigimiz iilkemizdeki tiim cografyalarda olmazsa olmazlarin basinda
gelmektedir.”

Demokrasi egitimini “bireysel” nedenlerden dolay1 gerekli bulan bir katilimcinin goriisii su
sekildedir:

033: “Once kendini kesfeden, daha sonra ¢evre ve diinyay: anlayan, sorunlart algilayabilen ve
¢oziim iireten bireyler olusturulmasi gerekmektedir. Ogrencinin birey olarak degerine ve biitiinliigiine,
birlikte ¢alismaya, karsuikly saygiya, hosgoriiye, kisilige deger ve donem veren egitim anlayist
benimsenmelidir.”

Demokrasi egitimini bir iilke i¢in siyasi nedenlerden dolay1 gerekli géren katilimcilardan
bazilarinin goriisleri su sekildedir:

029: “Yonetim erkini eline alan siyasi partilerin agirlikli olarak fikirlerinin benimsendigi ve
uygulandigr degil, kalan bir veya birden fazla siyasi partilerden olusan muhalefetin ve temsil ettigi
vatandaslarin da hak ve ozgiirliiklerinin yasanin korumasi altinda olmasi, dil, din, cinsiyet ve irk ayrimi
yapilmaksiniz farkliliklara saygr gosterildigi bir yasam bicimi bireylere 6gretilmelidir.”

“Ekonomik” nedenlerden dolay1 demokrasi egitiminin bir iilke i¢cin gerekli oldugunu ifade
edenlerden birinin goriisii su sekildedir:

O4: “Ekonomik olarak kallkinma gerceklesmesi ve katilima dayali bir yasam diizeni olmast icin

»»

gerekir.
2. Tiirkiye’de Demokrasi Egitimi Diizeyinin Yeterliligine Yonelik Bulgular

Bu bagslikta arastirmanin ikinci alt amaci olan “Tiirkiye’de demokrasi egitimi diizeyinin
yeterliligi nedir?” sorusuna cevap aranmigtir. Katilimei cevaplar analiz edilerek, “yeterli” ve “yetersiz”
seklinde 2 ana temaya ayrilmigtir. Bu ana temalar ile iligkili kodlamalar sonucu ile , “egitimsel”,
“toplumsal”, “aile” ve “yonetim uygulamalarinda demokrasi anlayis1” alt temalar1 olusturulmustur.
Tiirkiye’de demokrasi egitimi diizeyinin yeterliligine yonelik goriisleri Sekil 2°de belirtilmistir.

Tirkiye'de Demolrasi
Egitim Diizeyinin
Yetediligine Yonelik
Bulgular

0

Yeterdi
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Sekil 2. Tiirkiye’de demokrasi egitimi diizeyinin yeterliligine yonelik modelleme

Sekil 2’den yola c¢ikarak katilimcilarin tamami Tiirkiye’de demokrasi egitimi diizeyini
“yetersiz” (f:40) bulmaktadir. Yetersiz bulan katilimcilarin neden yetersiz bulduklarina dair goriisleri
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“egitsel” (f:61), “toplumsal” (f:22), “aile” (f:12),“yonetim uygulamalarinda demokrasi anlayist” (f:7)
olarak temalara ayrilmistir.

Tirkiye’de demokrasi egitimi diizeyini “egitsel” nedenlerden dolay1r yetersiz goren
katilimcilarin goriisleri “sistemsel” (f:32) ve “Ogretmen” (f:29) olarak ikiye ayrilmistir. “sistemsel”
nedenleri One siiren katilimcilarin ifadeleri “okullarda uygulamalarin yetersiz olmasi (f:9), “egitim
miifredatinda ayrintili yer almamasi” (f:8), “geleneksel egitim anlayisinin devam etmesi” (f:6),
“demokratik okul kiiltiiriiniin benimsenmemesi” (f:5), * dezavantajli ¢ocuklarin g6z ard1 edilmesi” (f:2),
“egitim seviyesinin diigiilk olmas1” (f:1), “demokrasi okuryazarliginin kapsamli ele alinmamasi” (f:1)
seklindedir. “Ogretmen” seklinde goriis bildiren katimcilarin ifadeleri  “teori ile uygulama
ortamlarindaki tutarsizlik” (f:9) “demokrasi kavramina iliskin etkinliklerin énemsenmemesi” (f:6),
“geleneksel 6gretmen yaklagiminin terk edilmesi” (f:6), “6gretmen yetistirme programlarinin demokrasi
egitimi konusunda yetersiz olmasi1” (f:3), “demokrasi egitimine olan inancin olmamas1” (f:1) basliklar
altinda toplanmustir.

Tiirkiye’de demokrasi egitim diizeyini yetersiz bulan katilimcilardan “toplumsal” nedenleri
gosterenlerin ifadelerine gore ‘“yasam bi¢imi haline gelmemesi” (f:19), “cocugun birey olarak
gorlilmemesi” (f:4), “ataerkil toplum yapis1” (f:3), “goriis farkliliklarina sayginin olmamasi” (f:3),
“demokratik degerlerin benimsenmemesi” (f:2), “insan haklarinin ve evrensel degerlerin
Oziimsenmemesi” (f:1) ortaya ¢ikmustir.

Tiirkiye’de demokrasi egitim diizeyini “aile” faktoriinden dolay1 yetersiz goren katilimeilarin
goriisleri “demokratik anne baba tutumunun olmamasi” (f:8), “bireysel gelisimi destekleyici ortamin
saglanmamasi” (f:2), “demokrasiye uyumun saglanamamasi” (f:1), “6z farkindalig: diisiik cocuklarin
yetismesi” (f:1) olarak ele alinmistir.

“Yonetim uygulamalarinda demokrasi anlayig1” gorilisiiniin  alt temalar1 olarak sunlar
belirlenmistir: “iilke yonetiminde demokrasi anlayisinin yetersiz kalmasi1” (f:5), “siyasi ifadelerin yanlig
yorumlanma korkusu” (f:1), “egitim iceriklerinin tarafsiz bir anlayisla olusturulamamasi” (f:1).

Katilimcilardan “aile” temasina yonelik goriislerden biri su sekildedir:

O1: “Ben Tiirkiye’ deki demokrasi egitimi diizeyini yeterli bulmuyorum. Hem ailede hem de
okullarda demokrasi egitiminin yeterli yapildigini diisiinmiiyorum.  Ailelerde demokrasinin
uygulamalart olmali ki ¢ocuk bunu oziimsemeli. Tiirkiye’ deki aileleri ve kendi yetistigim aileyi
diigiiniince aile toplantilarmin yapuldigi; onemli konularda hem babanin, hem annenin, hem de
cocuklarin fikirlerinin alindigi; yemek sofralarinda giincel konularla ilgili fikir alisveriglerinin
Yapildigini hayal edemiyorum.”

Katilimeilardan Tiirkiye’de demokrasi egitimi diizeyini “toplumsal” nedenlerden dolayi yetersiz
gorenlerden bazilarinin goriisleri su sekildedir:

022 : “Insanlar birbirlerinin fikirlerini olgunlukla karsilamiyor kendileri gibi diisiinmeyenleri
her tiirlii dislayip siddete basvurabiliyorlar. Hosgoriiyii sadece kendilerine gésterilsin istiyorlar.
Gegimsiz ve kavgact sabirsiz bir toplum oldugumuzu once simifta sonrasinda hastanelerde, trafikte,
bankada sirada bekiememiz gereken yerlerde gorebiliyoruz.”

(P-4

Tiirkiye’deki demokrasi egitimi diizeyini “egitsel” nedenlerden dolay1 yeterli bulmayanlardan
birinin goriisii agagidaki gibidir:
03: “Ulkemizdeki egitim uygulamalari, ezbercidir, kaliplasmistir. Oretmen anlatir 6grenci
kabul eder. Ogrencinin gerekli bilgileri almast icin 6gretmen sarttir. Ogrenci gériisiiniin énemi yoktur.
Ogrencinin kisiligini gelistirmesi, demokratik egitimin normal hayattaki uygulamalar: i¢in demokratik
bir ortam yoktur. Ozellikle ilkégretim caglarinda eSitim ezberci oldugu ici, 6grencinin diisiinme
yetenekleri gelismez, arastirmaya sevk etmez kiginin becerileri, bilimsel diigiinceleri olusmaz. Toplumsal
yasamda gerekli beceriye, bilgiye sahip degildir. Kisi fikirlerini séylemekten cekinir. Aktif, katilimct
liretken, arastirmact olmasint beklemek ¢ok giictiir. Iste bu nedenler, demokrasi egitiminin hayatta
kullanamamamnin bir sonucudur.”

Tiirkiye’deki demokrasi egitimini “ydnetim uygulamalarinda demokrasi anlayisindan” dolayi
yetersiz bulan bir katilimcinin goriisiine yer verilmistir:
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040: “Demokrasinin temsilcisi siyasi partilerin demokratik bir tutum icinde olmamasi, egitimin
uzman goriisiine gore degil siyasi otoriteye gore diizenlenmesi Tiirkiye’ de demokrasi egitiminin heniiz
yeterli diizeyde olmadigimi gostermektedir.”

3.Tiirkiye’ de Demokrasi Egitiminin Oniindeki Engellere Yonelik Bulgular

Bu baglikta aragtirmanin {i¢iincii alt amaci olan “Tiirkiye’de demokrasi egitiminin oniindeki
engeller nedir?” sorusuna cevap aranmustir. Katilimci cevaplari analiz edilerek, “siyasi”, “toplumsal”,
“egitsel uygulamalar”, “6gretmen” ve “aile” seklinde 5 ana temaya ayri/migtir. Tiirkiye’de demokrasi
egitiminin 6niindeki engellere yonelik bulgular Sekil 3 'de belirtilmistir.
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Sekil 3. Tiirkiye’ de Demokrasi Egitiminin Oniindeki Engellere Y&nelik modelleme

Sekil 3 incelendiginde katilimcilarin goriislerine dayanarak Tiirkiye’deki demokrasi egitiminin
ontindeki engeller “egitsel uygulamalar” (f:43), “6gretmen” (f:32), “toplumsal” (f:28), “aile” (f:19),
“siyasi” (f:13) bagliklar1 altinda incelenmistir.

“Egitsel uygulamalar” Tiirkiye’de demokrasi egitiminin Oniindeki engellerden biridir goriisiinii
savunan katilimcilar “demokratik okul ve smif kiiltiirii olusturulamamasi” (f:13), “yanlis egitim
politikalar1” (f:11), “okullarda uygulamadaki smirlilik” (f:7), “yiiksekogretim programlarindaki
demokrasi egitiminin eksik olmas1” (f:5), “geleneksel egitim anlayisinin devam etmesi” (f:4), “6gretim
programlarinda yeterince yer verilmemesi” (f:2), firsat esitsizligi (f:1) ifadelerini dile getirmislerdir.

“Ogretmen” temasinin alt boyutlari olarak “demokrasi egitiminin dnemine iliskin inancin zayif
olmas1” (f:10), “otoriter simif yonetim anlayis1” (f:8), “transfer becerisinin yetersizligi” (f:8),
“dgretmenin tutum ve davraniglar1” (f:5), “hizmet dncesi ve hizmet i¢i egitimin niteliksiz olmas1” (f:1)
belirlenmistir.

“Toplumsal” engelleri dile getiren katilimcilar goriislerini “demokratik anlayigin topluma
etkisinin anlagilmamasi” (f:8), “toplumsal baskilar” (f:5), “disiince suclusu olma kaygisi” (f:4),
“toplumsal degerlerdeki bolgesel farkliliklar” (f:4), “kisiler arasi esitligin saglanamamasi” (f3,
“kigilerin simursiz 6zglrliik anlayisi” (f:3), “Kiiltiirel ve toplumsal degerlerin géz ardi edilmesi” (f:1)
seklinde ifade etmislerdir.

“Aile” kavramin1 Tiirkiye’de demokrasi egitiminin &niindeki engellerden biri olarak goren
katilimcilar  “otoriter aile yapisi” (f:10), “ailenin sosyoekonomik durumu” (fi4), “¢ocuk
yetistirilmesindeki aile tutumlari” (f:3), “cinsiyet ayrimciligi” (f:1), “ataerkil aile yapisi” (f:1)
goriislerini ifade etmislerdir.

Tiirkiye’deki demokrasi egitiminin 6niindeki engelleri “siyasi” olarak nitelendiren katilimcilar
“siyasi goriislerin insan iligkileri tizerindeki etkisi” (f:3), “firsat ve imkan esitliginin bulunmamasi” (f:2),
“siyaset dilinin niteliksizligi” (f:2), “siyasi olaylarin iilke ekonomisine etkisi” (f:2), “farkli goriislerin
iilke yoOnetiminde azinlikta kalmasi” (f:1), “inangsal ve politik goriis farkliliklarina saygi
gosterilmemesi” (f:1), “yakin tarihteki siyasi olaylar” (f:1), “demokratik bir yonetim olmamasi” (f:1)
olarak goriis bildirmislerdir.
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Tiirkiye’de demokrasi egitiminin 6niindeki engellerden birini “egitsel uygulamalar” olarak
goren katilimeinin goriisii asagidaki gibidir:

016: “Tiirkiye’de demokrasi egitiminin éniindeki en biiyiik engellerden biri kuskusuz tek tip
insan yetigtirme cabasidir. Olani oldugu gibi kabul eden, geleneksel yontemleri benimseyen sadece
kisisel yarari gozeten bireyler yetistiren bir egitim anlayisimin stirdiiriilme ¢abasidir.”

En biiyiik engellerden birini “Ogretmen” olarak goren katilimcilardan birinin goriisii su
sekildedir:

02: “Oncelikle bu egitimi verecek egitimcilerin demokrasi egitiminin onemini fark etmeleri ve
kabullenmeleri gerekmektedir. Bu durum Ogrencilere verilecek olan egitimin ciddiyetine ve
inandiriciligina da yansiyacaktir. Kisacasi demokrasi egitiminin onemine ve etkisine inanci olmayan
egiticiler Tiirkiye 'de demokrasi egitiminin oniinde bir engeldir.”

Demokrasi egitiminin 6niindeki engellerden birini “siyasi” sebepler olarak ifade eden katilimcinin
goriisi su sekildedir:

O19: “insan haklarina saygi, hosgorii, sosyal adalet, cogulculuk, ézgiirliik anlayisi, gosteri ve
orgiitlenme 6zgiirliigiiniin olmadig yerde 6grenilemez.”

Tiirkiye’de demokrasi egitiminin Oniindeki engelleri “toplumsal” engeller olarak ifade eden
katilimecinin goriigiine asagida yer verilmistir:

023: “Tiirkiye de bir diger engel insan haklaridir. Ataerkil bir aile yapisina sahip toplumumuzda
kadin ve ¢ocuk haklarina gerekli 6zen gosterilmemektedir. Ev ile ilgili kararlarda s6z sahibi olamayan
bu iki grup, gelecekte yetistirecekleri bireylerde de ayni durumu tekrarlamaya devam ettigi diisiiniiltirse
demokrasi sadece sézde bir kavram olarak iilkemizde devam edecektir. Insan haklar: ve demokrasi
egitiminin en bag amact “kendine saygi ve kendine giiveni bilen vatandagslar yetistirmek ifadesi baski
icindeki bireylerde kesinlikle olusamamaktadr.”

Tiirkiye’de demokrasi egitiminin dniindeki engellerden birinin “aile” oldugunu belirten katilimcinin
goriisii su sekildedir:

O17: “Isin icine aile girince durum icinden ¢ikilmaz bir hal almaktadir. Yine bazi aileler
cocuklarina sorumluluk vermemekte, onlart "ozgiirliik" adr altinda gereginden fazla simartmaktadur.
Okulda ¢ocugunun hakkimin ihlal edildigini savunan aileler Ogretmeni elestirip onun isine
karismaktadr.”

4.Tiirkiye’de Demokrasi Egitiminde Ogretim Programlarimin Nasil Olmasi Gerekliligine Yonelik
Bulgular

Bu baglikta aragtirmanin dordiincii alt amaci olan “Tiirkiye’de demokrasi egitiminde &gretim
programlarinin nasil olmasi gerekir?”” sorusuna cevap aranmustir. Katilimei cevaplari analiz edilerek,
“dgrenciye yonelik”, “icerige yonelik”, “6gretmene yonelik”, “aileye yonelik” ve “program gelistirmeye
yonelik” seklinde 5 ana temaya ayrilmistir. “Tiirkiye’de demokrasi egitiminde 6gretim programlarinin
nasil olmasina yonelik bulgular Sekil 4°de belirtilmistir.
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Sekil 4. Tiirkiye’de demokrasi egitiminde 6gretim programlarinin nasil olmas1 gerekliligine yonelik
modelleme
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Sekil 4’e gore katilimcilar Tiirkiye’de ilkokullarda demokrasi egitiminde egitim Ogretim
programlarinin “6grenciye yonelik” (f:46), “program gelistirmeye yonelik” (f:46), “0gretmene yonelik”
(f:34), “igerige yonelik” (f:11), “aileye yonelik” (f:5) olmas1 gerektigini dile getirmislerdir.

“Ogrenciye yonelik” goriisiinii savunan katilimcilar “bireyler arasi farkliliklarin dikkate
almmas1” (f:12), “6grencinin aktif olmasi” (f:11), “otantik yasant” (f:7), “diisiince 6zgirliigiiniin
taninmast” (f:3), “iist diizey diisiinme becerilerinin kullanilmas1” (f:3), “uygun 6gretim materyallerinin
kullanilmas1” (f:3), “etkin diinya vatandasi yetistirilmesi hedeflenmeli” (f:2), “saygi ortaminin
saglanmas1” (f:2), “6grenciyi merkeze almali” (f:2), “teknolojinin 6gretime entegre edilmesi” (f:1)
goriislerini ifade etmistir.

“Program gelistirmeye yonelik” calismalar yapilmasi gerektigini dile getiren katilimcilarin
gorilislerine dayanarak “sosyal duygusal becerilerin gelisimine yonelik olmali” (f:5), “bagimsiz ders
olarak yer almali” (f:5), “temel egitim kademelerinde yer almal1” (f:5), “hayatilik ilkesine uygun olmali”
(f:5), “okul oOncesi Ogretim programlarinda yer almali” (f:5), “disiplinler aras1 bir yaklagim
benimsenmeli” (f:5), “siire¢ odakli degerlendirmeyi icermeli” (f:4), “lst diizey diisiinme becerilerini
icermeli” (f:3), “elestirel diisiinme becerisini temele almali” (f:2), “biitiinciil bir yaklagimla
olusturulmali” (f:2), “etkin bir diinya vatandas1 yetistirilmesi hedeflenmeli” (f:2), “esnek bir miifredatin
olusturulmas1” (f:2), “alaninda uzman kisiler tarafindan hazirlanmali (f:1) ifadelerine ulasilmistir.

“Ogretmene yonelik” olmali temasinin alt temalar1 olarak “dgrenci merkezli 6gretim yontem ve
tekniklerinin kullanilmas1” (f:12), “olumlu smif iklimi saglanmali” (f:5), “yasantilar yoluyla
desteklenmeli” (f:5), “6zgiir diisiince ortami saglanmali” (f:4), “gilindelik yasamla iliskilendirilmeli”
(f:3), “bireysel farkliliklarin dikkate alinmasi saglanmali” (f:2), “sanat derslerinin aktif olarak
gerceklesmesi” (f:1) goriisleri ortaya ¢ikmustir.

Tiirkiye’de demokrasi egitiminde dgretim programlariin “igerige yonelik” olmasi gerektigini
dile getiren katilimcilar “kazanimlar evrensel insan haklarini icermeli” (f:6), “aktif yurttaglik bilincine
iliskin etkinlikler yer almali” (f:3), “gelisen toplumlarin sistemlerinin isleyisine yer verilmeli” (f:1);
“sade ve anlasilir bir dil kullanilmalidir” (f:1) goriislerini ifade etmislerdir.

Tiirkiye’de demokrasi egitiminde 6gretim programlarinin “aileye yonelik” olmasi gerektigini
savunan katilimcilarin ifadelerine gore “aile egitimi programlari tasarlanmali” (f:2), “aile yapilar
incelenmeli” (f:2), “aile ve 6greticiler arasi is birligi saglanmali” (f:1) basliklarina ulasilmstir.

Tiirkiye’de demokrasi egitiminin  “Ogrenciye yoOnelik” olmasi gerektigini savunan
katilimcilardan biri diisiincelerini su sekilde dile getirmistir:

05: “llkogretimden iiniversite sonuna dek, biitiin egitim siire¢lerinde, sistem tekelci zihniyet
niteliginden kurtarilarak, resmi ideolojinin belirledigi tek ve biricik dogrunun ezber yoluyla ogrenciye
aktaridmasindan vazgegilmelidir. Dogru veya yanhs, biitiin diisiince akimlart tartismali, irdelemeli,
sorgulamalr bir bicimde ele alinarak egitim, ¢ogulcu demokrasinin ilkelerine uygun bir ozgiirliik
ortaminda, ogrenci merkeze alinarak gerceklestirilmelidir. Ezbere dayali yontemlerden
kesinlikle kaginarak, irdelemeli, sorgulamali, tartismali yontemler izlenmelidir.”

Tiirkiye’de demokrasi egitiminin “program gelistirmeye yonelik” oldugu goriisiinii belirten
katilimcilardan birinin ifadesi:

021: “6gretim programlart kapsayici egitim ve égretim programlarimin yogun olarak
hissedildigi programlar cercevesinde olusturulmali geleneksel programlarin disinda yeni bir sistem
olusturulmalidir.”

Demokrasi egitiminin “0gretmene yonelik” olmasi gerektigini ifade edenlerden bazilarini
goriisleri asagida yer almaktadir:

O7: “Sumf icindeki egitim Ogretim siireglerinin icine demokrasi egitimi etkili bir bicimde
yerlestirilmelidir. Egitim sisteminin en temel 6gesi 6gretmendir. Once 6gretmenin insan haklarina,
farkhiliklarin  kagimilmazligina, hosgériiye, demokratik yasam bigiminin giizelligine inanmasi ve
ardindan da ogrencilerine bunu yasatmasi gerekir.”
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Tiirkiye’de demokrasi egitiminin “aileye yonelik” olmasini gerektigini belirten bir katilimcinin
goriisii su sekildedir:

023: “Egitim icerisinde aileleri de egitime katmali ve onlari ¢ocuk konusunda uygulamalar
gereken davramis ve bilgiler cer¢evesinde egitilmeleri saglanmalidir”

Tirkiye’de demokrasi egitiminin “igerife yonelik” olmasi gerektigini ifade eden bir
katilimecinin goriisii asagida verilmistir:

O12: “Ogrencilerin yakin ¢evresini bélgesini ve yurdunu diinya ve uzayla fiziksel ve sosyal
aguardan iliskilendirebilme; sosyal kurumlarin (ekonomik, politik, aile vb.) nasil olustugunu anlama;
zaman i¢inde ve diinyada su andaki kiiltiivel farkliliklari kavrayabilme, zaman boyutu icinde insanligin
dogru ve giivenilir bilgiye ulasma yollarini bilme; insanligin adalet, esitlik, ozgiirliik gibi temel
degerlere nasil ulastigini anlama, toplumda ve diinyada yasanan onemli sorunlarin farkinda olma ve
onlar hakkinda bilgi sahibi olma becerilerine sahip olmalar: beklenmektedir”

5.Tiirkiye’de Demokrasi Egitiminin Gelistirilmesine Yonelik Bulgular

Bu baglikta aragtirmanin besinci alt amaci olan “Tiirkiye’de demokrasi egitiminin gelistirilmesi
nelere yonelik olmalidir?” sorusuna cevap aranmistir. Katilimei1 cevaplari analiz edilerek, “kurum
politikasina yonelik”, “6grenciye yonelik”, “icerige yonelik”, “6gretmen uygulamalarina yonelik”,
“Ogretmen egitimine yonelik” ve “aileye yonelik”, seklinde 6 ana temaya ayrilmigtir. Tiirkiye’de
demokrasi egitiminin gelistirilmesi nelere yonelik bulgular Sekil 5 de belirtilmistir.
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Sekil 5. Tiirkiye’de demokrasi egitiminin gelistirilmesi nelere yonelik modelleme

Sekil 5 incelendiginde katilimcilar tarafindan Tiirkiye’de demokrasi egitiminin gelistirilmesi
“kurum politikasina yonelik” (f:58), “0grenciye yonelik” (f:46), “6gretmen uygulamalarina yonelik”
(f:46), “igerige yonelik” (f:22), “aileye yonelik” (f:12), “Ogretmen egitimine yonelik” (f:11) olarak
cevaplanmistir.

Tiirkiye’de demokrasi egitiminin gelistirilmesi “kurum politikasina yonelik” goriisiinii dile
getiren katilimcilarin yanitlar1 “demokratik okul kiiltlirii olusturulmali” (f:24), “egitim paydaslar
arasinda is birligi giiclendirilmeli” (f:15),”firsat ve imkan esitligi saglanmali” (f:9), “kamu kurum ve
kuruluslariyla ig birligi saglanmali” (f:6), “her kurumda uygulanabilir olmas1” (f:3), egitim kurumlarinda
uygun ortam saglanabilmesi” (f:1) basliklar1 altinda toplanmustir.

“Ogrenciye yonelik” gelistirmeler yapilmasi gerektigini ifade eden katilimcilar “okul ici
alinacak kararlarda etkin katilimin saglanmas1” (f:20), “firsat ve imkan esitligi saglanmali” (f:9), “ilgi
ve ihtiyaclara yonelik dncelikler belirlenmeli” (f:8), “6grenci meclislerine dnem verilmeli” (f:5), “simf
ici Ozgiir bir ortam saglanmali” (f:4) goriislerini sunmuslardir.

“Ogretmen uygulamalarma ydnelik™ iyilestirmeler yapilmasi gerektigini savunan katilimeilar
“demokratik tutum gelistirilmeli” (f:11), “demokratik sinif yonetimi saglanmali” (f:11), “gilindelik
hayatta rol model olmal1” (f:9), “6grenci merkezli etkinliklere yer vermeli” (f:7), “tartigmaya yonelik
teknikler kullanmali” (f:4), “ekip ¢aligmalarina yer vermeli” (f:4) goriislerini dile getirmislerdir.
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Tiirkiye’de demokrasi egitiminin gelistirilmesinde “i¢erige yonelik” iyilestirmeler yapilmasi
gerektigini savunan katilimcilarin goriisleri su baslhiklar altinda toplanmistir: “uygulamaya yonelik
Ogretim programlar gelistirilmeli” (f:5), “biitiinciil yaklagimi iceren 6grenme ortamlari olusturulmali”
(f:5), “disiplinler aras1 etkinliklerle harmanlanmali” (f:3), “bilimsel arastirmalar rehber olarak kaynak
saglamal1” (f:3), “sosyal beceri etkinliklerine agirlik verilmeli” (f:3), “bagimsiz bir ders olarak yer
verilmeli” (f:1), “isbirlik¢i 6grenme ortamlar1 olusturulmali” (f:1), “temel egitim programlarinda felsefe
derslerine yer verilmeli” (f:1)

“Ogretmen egitimine yonelik” iyilestirmeler yapilmasi gerektigini diisiinen katilimcilar
“nitelikli hizmet ici egitimler hazirlanmali” (f:6), “Ogretmen yetistirme programlarinda degerler
egitimine yer verilmeli” (f:4), “kisisel gelisimine siireklilik kazandirilmali” (f:1) olarak goriislerini dile
getirmiglerdir.

Tirkiye’de demokrasi egitiminin gelistirilmesinde “aileye yonelik” degisimler yapilmasi
gerektigini dile getiren katilimcilarin goriisleri su sekildedir: “ebeveynler demokratik tutuma karsi
farkindalik gelistirmeli” (f:9), “okul-aile iletisimi gili¢li tutulmali” (f:2), “demokratik aile kiiltiirii
olusturulmali” (f:1).

Tiirkiye’de demokrasi egitiminin gelistirilmesinde “kurum politikasina yonelik” degisimler
yapilmasi gerektigini ifade eden katilimcilardan birinin goriisiine asagida yer verilmistir:

036: “Demokratik okullar olmadik¢a, demokratik toplumlarin olusturulmasindaki imkéansizitk
g6z oniine almdiginda okullarin fonksiyonlarimin gézden gecirilmesi gerekmektedir. Okullarda
demokrasi egitiminin amaci, demokrasinin kavramsal olarak o&gretilmesiyle birlikte demokrasi
kiiltiiriiniin olusturulmasi ve hayata gecirilmesi olmalidr. Bunu ger¢eklestirmede en etkili yontemse
ogrencilerin kendi egitim siireglerinde rol almalarini saglamaktir.”

Tiirkiye’de demokrasi egitiminin gelistirilmesinde “6gretmen uygulamalarina ydnelik”
degisimler yapilmasi gerektigini ifade eden katilimeilardan birinin goriisii su sekildedir:

O41: “Ogretmenlerin sert bir otorite ile Ogretmenlik yapmaya calistiklart simiflarda
ogrencilerin ozgiir bir bicimde kendilerini ifade etmeleri pek miimkiin degildir. Demokraside hep
birlikte yonetme felsefesi vardwr. Buna uymayan sert bir otorite ile sinif yonetmenin olmasi okullarda
demokrasi ile ilgili ciddi sorunlar olduguna isaret etmektedir. Ornek verecek olursam, ogretmenlerin
cogu swniflarda bagirip korkutarak sinif yonetmeye ¢alisiyor ve aymi sekilde cezayr sik¢a kullaniyor.
Cogu kisi de “Ben bilirim, benim soylediklerim dogrudur.” Anlayist igerisinde 6gretmenlik yapuyor.
Osretmenlerin 6grencilerin diigiincelerini séylemekten korkmayacag bir simif ortami hazirlamalar:
gereklidir. Ornegin ayni konuyla ilgili farkli édev tiirleri, farkli gorev dagilimlarin grencilerin
secimine birakacak sekilde diizenlenebilir”

Demokrasi egitiminin gelistirilmesinde “6gretmen egitimine yonelik” uygulamalar yapilmasi
gerektigini belirten katilimcilarin bazilarina ait ifadeler su sekildedir:

027: “Y.OK. ile is birligi yaparak egitim fakiiltelerinde okuyan &gretmen adaylarinin
Demokrasi Egitimi konusunda mesleki hazirliklarvmn olusturulmas: ve gelistirilmesi adina gerekli
politikalar: dizayn etmek, planlamak, uygulamak ve gelistirmek.”

Demokrasi egitiminin gelistirilmesi i¢in “igerige yonelik” degisiklikler yapilmasi gerektigini
sOyleyen bir katilimc1 goriislerini su sekilde ifade etmistir:

O16: “Demokrasi egitimi ogretim programlarim genisletmeli, yalnizca vatandashik hayat
bilgisi gibi derslerde yer alan birkag hedefle sumirli birakmamali tiim ogretim programlarina yaymalidir.
Programdaki hedefler, hayatin igine yayilmali ve yaparak yasayarak 6grenmeyi temel almalidir.
Ogretim Programlarini ogrenci merkezli hazirlamali ve demokrasi egitiminde oncelikle égrencinin
kendisini tamima ifade etme, hak ve ozgiirliiklerini bilen ve baskalarinin hak ve 6zgiirliiklerine fikirlerine
saygili olan, sorgulama, elestirme ve gelistirmeye yonelik agik ve ortiik hedeflerine yer vermelidir.”

Tiirkiye’de demokrasi egitiminin gelistirilmesi i¢in “6grenciye gore” degisiklikler yapilmasi
gerektigini ifade eden bir katilimcinin goriisline asagida yer verilmistir:
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O5: “Ogretim programlarimn énceligi, disiplinlerin égretimini degil, ogrencilerin ilgi ve
gereksinimlerine cevap verebilme ozelligini tasimasidir. Ciinkii her 6grenci grubunun ihtiyaglari,
gereksinimleri ve beklentileri farklr olabilecegi gibi, bir siniftaki 6grenciler arasinda da bu farkliliklar
gormek miimkiindiiv. Bu durum, o6gretim programlarumuin esnek olmaswn, bireyin gelisiminde ve
egitiminde ne kadar 6nemli oldugunu gostermektedir. Milli Egitim Bakanligi se¢meli derslerin sayisini
artirtp ogrencinin ilgi, ihtiya¢ ve gereksinimlerine uygun segim yaparak kendi egitimi hakkinda
sorumluluk almasin saglayacak diizenlemeler yapmalidir.”

6.Swnif Ici Demokrasi Egitimi Uygulamalarina Yonelik Bulgular

Bu baglikta arastirmanin altinci alt amaci olan “siif i¢i demokrasi egitimi uygulamalar1 nelere
yonelik olmalidir?” sorusuna cevap aranmustir. Katilimei cevaplari analiz edilerek, “6grenciye yonelik”,
“dgretmene yonelik” ve “aileye yonelik”, seklinde 3 ana temaya ayrilmistir. simif ici demokrasi egitimi
uygulamalarina yonelik bulgular Sekil 6°da belirtilmistir.

Sinif igi Demokrasi
Egitimi Lhygulamalarina
“fonelik Bulgular

AN

4

VZ

.68 £30
.. ) B Aileye
Dgtem_rye‘l‘ Ogretmenes Y-i:'-n:IiI:
onelik fonedik

Sekil 6. Smif i¢ci demokrasi egitimi uygulamalarina yonelik modelleme

Sekil 6 incelendiginde katilimcilar sinif i¢i demokrasi egitimi uygulamalarinin “6grenciye
gorelik” (f:69), “6gretmene yonelik” (£:39), “aileye yonelik” (f:4) olmasi gerektigini dile getirmislerdir.

Tiirkiye’de sinif i¢i demokrasi egitimi uygulamalarinin “6grenciye yonelik” olmasi gerektigini
diisiinen katilimcilar goriislerini su sekilde ifade etmiglerdir: “degerler egitimine yonelik etkinlikler
yapma” (f:20), “liderlikleri se¢imle belirleme” (f:12), “iist diizey diisiinme becerilerine yonelik
etkinlikler yapma” (f:10), “is birligi saglayan sorumluluklar verme” (f:10), “6grenci merkezli 6gretim
yontem ve tekniklerini kullanma” (f:10), “yaratict drama ve rol oynama etkinliklerini uygulama” (f:4),
“sosyal-duygusal becerilerini destekleyici etkinlikler yapma” (f:3).

“Ogretmene yonelik” goriislerini sunan, Tiirkiye’de demokrasi egitimi uygulamalarinda
ogretmene sorumluluk diistiigiinii dile getiren katilimcilar goriislerini “ortak kararlar1 oylamaya sunma”
(f:14), “demokratik lider tutum ve davranislari sergileme” (f:10), “tutum ve davraniglar ile rol model
olma” (f:5), “olumlu geri doniit verme” (f:4), “tiim 6grencilerin s6z hakki almasina dikkat edilme” (f:2),
“olumlu smif iklimi olusturma” (f:2), “Ogretim siirecinde rehberlik etme” (f:2) seklinde ifade
etmislerdir.

Smif i¢i demokrasi egitimi uygulamalarinda “aileye yonelik” ¢aligmalar yapilasi gerektigini
diisiinen katilimcilarin goriisleri “aile- 6gretmen-rehberlik ile is birligi yapma” (f:3), “aile katilimi
etkinliklerine yer verme” (f:1) basliklar1 altinda toplanmistir.

Smif i¢i uygulamalarda “6grenciye yoOnelik” c¢alismalar yapilmasi gerektigini ifade eden
katilimcilardan birinin goriisii su sekildedir:

O13: “Dogaya, sokak hayvanlarina, cevreye saygimn birbirimize saygi duymay
kolaylastirdigina inantyorum. Sokak hayvanlarint besliyoruz. Cevremizi temiz tutuyoruz. Dogada sik¢ca
zaman gegiriyoruz ve gittigimiz yeri temiz birakiyoruz. Sorumluluklarin olmasi igin yazin sokaktaki
agaglart sulama, hayvanlara su birakma gibi gorevier veriyorum
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Yapilan arastirmada 6gretmenlerin sinif iginde “aile” ile ilgili uygulamalar yapilmasi gerektigini
ifade eden katilimecinin goriiglerine agagida yer verilmistir:

O17: “Veliler ile siirekli iletisim halinde olur egitim siirecine onlart da katarim. Egitim ve
ogretimin birbirinden farkli seyler oldugunu egitim isinde asil velilerin ¢ocuklarimin ogretmeni
oldugunu anlayana kadar sik sik tekrar ederim. Aile ortaminda kendini ifade edemeyen bir ¢ocuk okul
ortaminda da kendini ifade edemez. Velilerin bozdugu bir seyi hi¢hir ogretmen kolay kolay diizeltemez. ”

Smif i¢i uygulamalarinda “6gretmene yonelik” ¢alismalar bulundugunu ifade eden
katilimcilardan bazilarinin goriisleri su sekildedir:

036: “Ogrencilerime ddev dagitmiyorum. Masamin iizerine tim égrencilerim icin hazirlamis
oldugum odevleri birakiyorum ve bu édevi yapmak isteyen, bu édevin kendisi icin faydali oldugunu
diisiinen 6grencilerimin 6devi almalarint ve hakkiyla yapmalarini istiyorum. Ciinkii ogrencilere zorla
verilen 6devin ¢ocuklarin gelisimine hi¢bir katki saglamadigim diigiiniiyorum.”

Tartisma, Sonuc ve Oneriler
Tartisma ve Sonuc

Aragtirmanin birinci alt problemi olan demokrasi egitiminin bir iilke igin gerekliligini sinif
Ogretmenleri en fazla toplumsal agidan degerlendirerek, temel hak ve 6zgiirliiklerini bilen bireylerin
yetismesi igin olarak belirtmektedirler. Ulkedeki yonetimin demokratiklesmesi ile egitimin
demokratiklesmesi birbiri ile dogru orantilidir. Demokratik bir anlayisa sahip iilkeler beraberinde
demokratik egitimi getirecek, demokratik bir egitim ile yetismis nesiller ise lilkelerindeki demokrasiyi
besleyeceklerdir. Bu arastirmanin bulgulariyla ortiisen bir ¢alisma Edwards'in (2008) demokratik
tilkelerde egitimin temel amacini; demokrasiyi 6ziimsemis, yasamina yerlestirmis ve bu anlayis
gelistirebilecek nesiller yetistirmek oldugu bulgusuna ulastigi arastirmasidir.  Arastirmada birinci alt
amaca dair elde edilen sonuglardan digeri de toplumsal aidiyet duygusunun yerlesmesini saglamasidir.
Elde edilen bu bulgu Yesil’in (2003) arastirmasinda demokrasi egitimine yo6nelik olarak oncelikle
bireyin merkezde oldugu, toplum yasamina uyumunu kolaylastiran hak ve Ozgirliiklerinin
Ogrenilmesine zemin hazirlamasi sonucunu belirtilen ¢alisma sonucu ile ortiismektedir. Guttmann ve
Ben-Porath, (2015) demokrasi egitiminin temele alindig1 toplumlarda okullarin, gocuklarin donanimlart
icin 6zerk bir kisilik gelisimi ile bilgi ve becerileri kazanmalarini, ayrica ortak degerlerin edinimini
saglamak gibi misyonlar1 bulundugu sonucuna ulasarak bu aragtirmanin bulgularini1 desteklemektedir.
Bu sebeple demokrasiyi benimseyerek onun korunmasi ve giiglenmesi igin ¢alisan 6zverili vatandaglarin
yetigsmesinin bir yolu da insan haklar1 ve demokrasi egitimidir.

Aragtirmanin birinci alt probleminde 6l¢iilmesi amaglanan demokrasi egitiminin bir iilke i¢in
gerekliligi ile ilgili soruya katilimeilarin tamami gerekli oldugunu belirten goriisler sunmustur. Yapilan
gorlismelere gore demokrasi egitiminin bir {ilke i¢in gerekliligi en cok toplumsal nedenlerden dolayidir.
Toplumsal nedenlerden “temel hak ve &zgiirliiklerini bilen bireylerin yetismesi, toplumsal aidiyet
duygusunun yetismesini saglamasi, farkliliklara saygi duyan bireylerin yetismesi” goriisleri One
¢tkmaktadir.

Aragtirmanin ikinci alt problemi olan Tiirkiye’de demokrasi egitim diizeyinin yeterliligine
yonelik olarak sinif 6gretmenleri egitsel yonden yetersiz bulmustur. Sistemsel kaynakli olarak okullarda
uygulamalarin yetersiz oldugu yoniinde goriis belirtilmektedir. Bu baglamda Goéney (2021) Sosyal
Bilgiler 6gretmenleri ile yaptig1 ¢alismada ortaokul 6grencilerinin demokrasi algilarinin yetersiz oldugu
sonucuna ulagmustir. Katilimcilar tarafindan bunun sebebini ise aile, okuldaki paydaslar, 6gretmenin
demokratik bir ortam saglayamamasi olarak siralanmustir. Yetersizlige yonelik belirtilen bir diger goriis
ise 6gretmen kaynakli olarak demokrasi kavramina iliskin etkinliklerin dGnemsenmemesidir. Memisoglu
(2022) arastirmasina katilan sosyal bilgiler 6gretmen adaylarina gore yeterli diizeydeki bir demokrasi
egitimi i¢in siif iginde demokratik tutumlar gelistirilmesi, uygulamalarin ve se¢im caligmalarinin
arttirllmasi gerekmektedir. Ayrica 6grencilerin demokrasi kavramini daha iyi anlamlandirabilmeleri igin
yontem ve teknikler gesitlendirilmelidir. Bu sonuglar aragtirma bulgusu ile benzerlik gostermektedir.

Arastirmanin ikinci alt problemine iligkin olarak Tiirkiye’de demokrasi egitiminin yeterliligine
dair yapilan gorligmelerde katilimcilarin tamami demokrasi egitimini yetersiz bulmaktadir. Tiirkiye’de
demokrasi egitiminin yetersiz olarak goriilmesinin sebeplerine bakildiginda egitsel faktdrler 6n planda
goriilmektedir. Egitsel faktorler, sistemsel ve Ogretmen kaynaklidir. Katilimeilarin ¢ogunlugu
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Tirkiye’de demokrasi egitimindeki yetersizligin nedeni olarak bu iki basliktan sistemsel faktorleri
gostermistir. Yapilan goriismelerde katilimcilar “okullarda uygulamalarin yetersiz olmasi, demokrasi
egitiminin egitim miifredatinda ayrmtili yer almamas1 ve geleneksel egitim anlayiginin siirmesi” gibi
ifadelere dikkat ¢cekmislerdir.

Arastirmanin tigiincii alt problemi olan Tiirkiye’deki demokrasi egitiminin dniindeki en biiylik
engel olarak lisansiistii egitim yapan smf Ogretmenleri egitsel uygulamalari gormektedir. Bilgi
diizeyindeki bir demokrasi egitimi 6grencide, demokratik bir yasam anlayisinin yerlesmesinde yeterli
olmayacaktir. Bu sebeple demokrasi olgusunun otantik yasantilar baglaminda baslica unsurlari sinif
ikliminde de uygulanarak 6gretim gerceklestirilmesi gereklidir (Kondu ve Sakar, 2013; Kuzgun, 2000).
Aragtirmada 6ne ¢ikan bir diger goriis ise 6gretmen kaynakli engellerdir. Bu engeller ise demokrasi
egitiminin onemine iligkin inancin zayif olmasi ve otoriter sinif yonetim anlayisi olarak ifade
edilmektedir. Kudrnac (2021) ile Miklikowska, Rekker ve Kdurnac (2022) tarafindan dgretmenlerin
sinif i¢i demokratik ve insan haklarini iceren evrensel degerlere iliskin tartisma ortami sayesinde
Ogrenciler arasinda olumlu tutumun gelistigi bulgusuna ulasilmistir. Yapilan arastirma sonuglari alan
yazinda yer alan ¢aligsmalarla paralellik gostermektedir.

Aragtirmanin tiglincii alt problemi dogrultusunda Tiirkiye’de demokrasi egitiminin 6niindeki
engellere dair katilimcilar ile yapilan goriismelerde egitsel uygulamalar en biiyiik engel olarak ortaya
cikmistir. Tirkiye’de demokrasi egitiminin Oniindeki engellerden biri olarak egitsel uygulamalari
gosteren katilimcilarin ¢ogu ifadelerinde demokratik okul ve siif kiiltiirii olusturulamamasi, yanlig
egitim politikalar1 ve okullarda uygulamalardaki sinirlilik goriislerine yer vermistir.

Aragtirmanin  dordiincii  alt problemi olan Tirkiye’de demokrasi egitiminde Ogretim
programlarinin 6grenciye ve program gelistirmeye yonelik olmasi yoniindeki goriigleri 6ne ¢ikmaktadir.
Biiyiikkaragoz (1998) etkili bir demokrasi egitiminin gostergesi olarak Ogrencilerin artan igsel
motivasyon ile 6zdenetimlerinin giiclenmesini vurgulamaktadir. Oztiirk ve Can (2020), arastirmasinda
cocuklarin geleceklerinin sekillenmesinde ilkokul ¢aginda kazanilan bilgi, beceri ve tutumlar temel
faktor oldugu sonucuna ulagmistir. Bu baglamda ilkokul déneminde g¢ocuklar arkadaglik, adalet, baris,
Ozgiirlik, sorumluluk, sevgi, saygi, katilim, liderlik, yardimseverlik, yurttaglik ve demokratik
davraniglar gibi toplumsal degerleri 6gretim ortamlar1 olan okullarda kazanildig1 ifade edilebilir. Alan
yazinda arastirmalar, program gelistirmede dikkate alinacak unsurlar arasinda olan sosyal duygusal
becerilerin gelisimine iligkin bulgular ile benzerlik gostermektedir.

Yapilan bu g¢alismanin 6gretim programlarinin program gelistirmeye yonelik olarak temel
egitim kademelerinde yer almasina iligkin bulgulari ile Samanci'min (2010) ilkokul 6gretim
programlarinin 6grenciyi merkeze alan, demokratik sinif iklimi, nitelikli 6gretmen rehberligi, farkli
goriislere saygi duyma, demokratik farkindaligi artirma, demokratik zihniyeti destekleyen oyunlar gibi
etkinliklere yer verilebilmesine iliskin bulgular1 paralellik gostermektedir.

Ogretim programlarmin program gelistirmeye yonelik hayatilik ilkesine uygun olmasina iliskin
bulgular dikkat ¢ekmektedir. Demokratik degerlerin gelisimi yani demokrasi egitimi yalnizca
yiiksekogretim ve temel egitim ile simirli degildir. Aile, demokrasinin temel taslarindandir, bu sebeple
demokrasi egitiminde ailenin 6nemi Onceliktir. Demokrasi egitiminin ¢ocuk igin anlamli hale
gelmesinde aile tutumu dikkat ¢eker. Okullar demokrasi egitiminin resmi yanini saglarken yani okullar
tarafindan saglanirken, ortiik olarak ise aile ve gevre tarafindan kazandirilmaktadir (Chomsky, 2007;
Bali & Hayir Kanat, 2023). Bu baglamda Biiyiikkarag6z (1994) aile ortamu ve glindelik yasamdaki tiim
ortamlarda ortiik 6grenme ile gergeklestigi bulgusuna ulasmistir. ¢gocugun yasaminda tiim bigimsel
ogrenmelerde ilkdgretimden dnce gelen aile, en dnemli toplumsallastiric unsur olarak goriilmektedir
(Tan, 1989). Ciinkii demokrasi ile aile yapis1 arasinda gii¢lii bir bag vardir. Otoriter ebeveynlerin oldugu
bir ortamin, demokratik olmasi beklenemez (Biiyiikkaragéz, 1994). Alan yazindaki g¢alismalar
demokrasi 6gretimini birey, egitim ve ¢evre baglaminda "aile" kavramini vurgulamaktadir. Arastirma
bulgularini desteklemektedir.

Yapilan arastirmanin dordiincii alt problemine yonelik olarak katilimcilar ile Tirkiye’de
demokrasi egitiminin nasil olmasi gerektigi konusunda goriismeler yapilmistir. Bu dogrultuda
katilimcilar ¢ogunlukla demokrasi egitiminin Ogrenciye yonelik olmasi gerektigini ve bu konuda
program gelistirmeye yonelik galismalar yapilmas gerektigini ifade etmislerdir. Ogrenciye yonelik bir
demokrasi egitimi olmasi gerektigini belirten katilimcilarin “bireyler aras1 farkliliklarin dikkate
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almmasi, 6grencinin aktif olmas1” goriisleri dikkat ¢ekmektedir. Demokrasi egitimi konusunda program
gelistirmeye yonelik ¢aligmalarin yapilmasi gerektigini ise katilimeilar “sosyal duygusal becerilerin
gelisimine yonelik olmali, bagimsiz ders olarak yer almali, temel egitim kademelerinde yer almali,
hayatilik ilkesine uygun olmali “seklinde ifade etmislerdir.

Arastirmanin beginci alt problemi olan Tiirkiye’de demokrasi egitiminin gelistirilmesine yonelik
olarak kurum politikasinin énemine iligskin gortislerde demokratik okul kiltiirii olusturulmasi 6n plana
cikmaktadir. Demokrasi kiiltiiriiniin ve degerlerinin yerlestirilmesinde "Katilim" kavrami 6nemli bir yer
tutmaktadir. Ogrencilerin demokratik siire¢ icerisinde aktif bir katilim gosterebilmesi icin gereken bilgi
ve becerilerle donatilmasi gerekmektedir. Okutan (2010)arastirmasinda 6grenciler basta olmak {izere
okul idarecileri, 6gretmenler gerektiginde yardimci personelini kapsayan okul paydaslart yonetim
stirecine dahil edilmesi bu kazamimlar1 destekleyerek kurumlarin isleyis politikalarmin gelisimi
sagladigi bulgusu arastirmanin bulgular ile ortiismektedir.

Okul, cocugun ailede kazanilan demokratik degerlerin zenginlestirilebilecegi en Onemli
kurumdur. Bu gelisimin saglanmasinda okullarda tartigsmalarin ve elestirilerin saygi ve hosgori ile
demokratik disiplinler dikkate alinarak yapilmasi 6nemlidir. Bali & Hayir Kanat (2023) aragtirmasinda,
okulun her bir birey igin esitlik ve adaletin saglanmasini amaglayan demokratik bir ortam olmasi
bulgusuna ulagsmistir. Bu da yapilan bu arastirmada ortaya ¢ikan kurum politikalarindan demokratik
okul kiiltiirtiniin olusturulmasina iliskin bulguyla paraleldir.

Aragtirmanin besinci alt problemi ile ilgili Tirkiye’de demokrasi egitiminin gelistirilmesine
yonelik katilimeilar kurum politikasina yonelik calismalar ile Tiirkiye’de demokrasi egitiminin
gelistirilebilecegi konusunda goriis belirtmislerdir. Bu sonuca gore “demokratik okul kiltiiri
olusturulmali, egitim paydaslar1 arasinda is birligi giiclendirilmeli, firsat ve imkan esitligi saglanmali”
ifadeleri 6ne ¢ikmaktadir

Aragtirmanin altinci alt problemi olan sinif i¢i demokrasi egitimi uygulamalarinda &grenciye
yonelik olarak degerler egitimini iceren etkinliklerin yapilmasi goriisli 6ne ¢ikmaktadir. Bireyin giicli
kisilik ve karakterinin olugsmasinda degerler 6nemli bir faktordiir. Arastirmanin sonuglari ile benzerlik
gosteren Sisman, Giiles & Do6nmez, (2010) arastirmasinda demokratik bir smif i¢i etkinliklerinde
uygulanacak yontemlerin 6grenciler arasi acik iletisimi, is birlikli uygulamalari, olaylar arasinda sebep-
sonug iliskisi kurarak elestirel diisiinmesini, tahmin ve analiz becerisini kullanmasini ve giinliik yasam
sorunlarinin ¢oziimiinde kullanilabilmesinin 6nemini belirtmektedir. Okul oncesi dénemde diizeye
uygun etkinlikler ile deger egitiminin, duygusal, sosyal, ahlaki ve akademik becerileri gelistirdigi
bulunmustur (Oztiirk & Can, 2020; Lovat, 2017). Demokratik degerlerin edinim siirecinde, demokratik
tutum ve elestirel diisiinme becerisini kazandirma ve ifade edebilmesini saglamak énemlidir (Hotaman,
2010). Belirtilen caligmalar 1g18inda arastirma bulgulari olan sinif i¢i demokrasi egitimi uygulamalarin
da degerler 6gretimine yonelik etkinliklerin 6nemi ile paralellik gostermektedir.

Aragtirmanin altinci alt problemi dogrultusunda demokrasi egitiminin sinif i¢i uygulamalarda
nasil olmasi gerektigi arastirilmigtir. Buna gore katilimcilarin biiyiik cogunlugu sinif i¢i uygulamalarin
Ogrenciye gore olmasi gerektigini bildirmislerdir. Katilimcilarin goriislerine gore 6grenciye yonelik
uygulamalar “degerler egitimine yonelik etkinlikler yapma, liderlikleri se¢imle belirleme, is birligi
saglayan sorumluluklar verme, 6grenci merkezli 6gretim yontem ve tekniklerini kullanma™ seklinde
olmalidir.

Oneriler

Arastirmanin demokrasi egitiminin gerekliligine yonelik sonuglarindan yola ¢ikarak oncelikle
egitimcilerin demokrasiyi benimsemeleri gerekmektedir. Bir 6gretmen kendini siirekli gelistiren,
yenileyen, bilimin izinden giden karaktere sahip olmalidir. Bu dogrultuda demokrasi ve getirileri
konusunda 6gretmenler kendi ¢aligmalarini yiirtitmeli ve biling sahibi olmalidir.

Tiirkiye’de demokrasi egitiminin Oniindeki engellerden biri sistemsel engeller olarak
goriilmiistiir. Buna gore egitim sistemimizdeki demokratik engeller uzmanlar tarafindan belirlenmeli,
Son diizenlenen 6gretim programlari incelenerek miifredat buna gore yenilenmelidir. Miifredat yenileme
caligmalar1 da demokratik siireclerle ve katilimla gergeklestirilmelidir. Miifredatin yenilenmesiyle
beraber ders kitaplar1 ve kitaplarda onerilen sinif igi uygulamalar da gézden gecirilmelidir.

Arastirma problemine dair sonuglardan yola ¢ikarak Ogretmenlere, geleneksel anlayistan
koparak demokratik uygulamalara, sinif i¢i uygulamalarda ¢agdas yaklasimlara benimsenebilir. Veli
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toplantilari, sosyal ortamlar gibi ebeveynler ile yapilan goriismelerde demokrasi ile ilgili detaylara
ogretmenler yer vermelidirler.
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Introduction

Abuse is the misuse of power by the one who holds the power in relationships between unequal
parties (Gokalp, Kaya & Oviin, 2018). Child abuse is defined as physical, emotional, or sexual
maltreatment, as well as abuse for commercial or other purposes, that is actually or potentially harmful
to the life, development, health, or dignity of the child (UNICEF, 2013). Although countries guarantee
to protect children from all kinds of abuse by signing the Convention on the Rights of the Child,
unfortunately, child abuse is a universal problem today. In recent years, it has been noteworthy that there
has been a significant increase especially in cases of child abuse in Tiirkiye and around the world. For
instance, according to the World Health Organization (WHO, 2020), approximately three out of four
children between the ages of two and four are regularly physically and emotionally abused by their
parents or caregivers. Furthermore, according to the WHO (2023), one in every five women and one in
every thirteen men reported having been sexually abused during childhood (between 0 and 17 years of
age). The situation in our country is not pleasant either. It is known that one in every three children in
Tirkiye is subjected to at least one form of abuse (Boduroglu, 2023). In the Tirkiye-Child Abuse and
Domestic Violence Research Study (UNICEF, 2010), it was reported that 56% of the children
participating in the study witnessed physical abuse, 49% witnessed emotional abuse, and 10% witnessed
sexual abuse; while 43% were subjected to physical abuse, 52% to emotional abuse, and 3% to sexual
abuse. In the same study, all of the children stated that they witnessed or were subjected to abuse by
their parents, teachers, friends and neighbors at home, school or on the street. From a legal point of view,
according to the statistics of Republic of Tiirkiye Ministry of Justice, at least 100 new cases on child
sexual abuse are filed annually at the chief public prosecutor's offices between 2015 and 2023. It is
observed that only in 2023, 193 cases were filed (Justice Statistics, 2023). Moreover, it is believed that
there are many cases of abuse that are not reported or withdrawn after being reported. For instance, it is
known that physical abuse is not reported because it is perceived as a disciplinary measure by families
(Bakir & Kapucu, 2017). Indeed, according to the gender statistics of TurkStat (2021), physical abuse
is identified as one of the punishments that parents inflict on their children. Accordingly, 72% of parents
punish their children by scolding, 32% by slapping and 20% by beating. Therefore, it can be said that
the cases filed are the tip of the iceberg.

Studies reveal that abuse results in both physical and psychological harm, including depression,
anxiety, introversion, self-harm, and other related issues in children (Baskak, 2023; Hailes, Yu, Danese
& Fazel, 2019; Kocakaya, 2019). There are also studies indicating the emergence of health-related issues
such as obesity, eating disorders, schizophrenia (Hemmingsson, Johansson & Reynisdottir, 2014).
Furthermore, being subjected to abuse has a negative impact on children’s future lives. For instance,
children subjected to physical abuse may perceive violence as a legitimate way of enforcing their will
on others (Yanik & Ediz, 2022). Individuals who are subjected to abuse may abuse their spouses and
children in the following years (Doganli1 & Karadrs, 2017). Therefore, there is a need for both preventive
studies and intervention programs on abuse.

Eliminating and preventing all forms of abuse against children is included in the Sustainable
Development Goals (SDGs) to be achieved by the United Nations member states by the end of 2030
(SKA, 2023). In order to achieve these objectives, countries have committed to developing various
measures and practices. Key measures to protect children worldwide include the identification,
reporting, referral, investigation and follow-up of child abuse (Ayling, Walsh & Williams, 2020). At
this point, individuals from all segments of society and every professional group have various duties and
responsibilities. Among these, teachers are one of them. Because after family life, children spend most
of their time in school with their teachers. Teachers can easily observe children, identify risk situations,
intervene and can make the necessary notifications by reporting. Aksel & Yilmaz Irmak (2015) stated
that when children do not feel safe and have negative experiences, they often share this situation with
their teachers. Since teachers have the opportunity to interact with parents as well as children, they can
carry out awareness and consciousness raising activities for both children and parents. Therefore, it is
important that teachers have sufficient and accurate knowledge about abuse.

Although branch teachers spend limited time with a large number of children during class hours,
preschool teachers spend time with the same children during all class hours throughout the year. In
Tiirkiye, a child enrolled in preschool education at a dual-language educational institution spends 30
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hours a week with their preschool teacher. When club activities are included or when the education
period is full day, this period increases even further. Therefore, preschool teachers are among the first
group of teachers who can detect and intervene in all kinds of abuse signals against children as early as
possible.

It is known that the implementation of preventive education programmes for abuse should start
in early childhood (Kenny & Wurtele, 2012). Studies in the literature indicate that the awareness of
children and families about the concept of abuse increases with abuse prevention education programmes
given especially in early childhood (Cirik, Efe & Velipasaoglu, 2019; Citak Tung, 2016; Kenny &
Wourtele, 2010; Kenny, Wurtele & Alonso, 2012; Zhang, Chen, Feng, Li, Zhao & Luo, 2013). In this
context, preschool teachers who lack sufficient knowledge about abuse may have shortcomings in the
implementation of preventive education programmes, and therefore the children will not be able to
access accurate, sufficient and safe information about abuse in their initial education. Correcting
incomplete or inaccurate information may take more time than building new knowledge. For this reason,
it becomes crucial to determine preschool teachers' views and level of knowledge about abuse.

This study aims to determine the views of preschool teachers on abuse. Within this scope,
preschool teachers' recognition of abuse, encountering abuse in professional life and their intervention
situations were examined. By this way, it is thought to contribute to the literature by determining the
views of preschool teachers, analysing in-class experience and reporting situations by guiding the
experts.

Method

This study was designed as a phenomenological study within the qualitative research approach.
Studies conducted within this framework explore individuals' perceptions and interpretations of events
and phenomena they experience (Patton, 2014). This study focuses on the phenomenon of abuse.

Study Group

The convenience sampling technique was used to determine the study group. Convenience
sampling involves obtaining data from readily available and easily accessible participants (Baltact,
2018). In this context, the study group consisted of 15 preschool teachers working in Rize province
during the 2023-2024 academic year. Participation in the study was based on voluntariness. To ensure
data diversity, teachers working in different institutions and with varying years of professional
experience were included in the research.

All participating teachers were female. Three were employed in private schools, while twelve
worked in public schools. Of the public-school teachers, five were based in the city center, five in district
centers, and three in village schools. All private school teachers were located in the city center. The
teachers' years of experience ranged from two to twelve years.

Data Collection Tool

The interview method was employed in this study as it provided an opportunity for an in-depth
exploration of participants' personal perspectives on the subject (Seggie & Bayyurt, 2017). A semi-
structured interview format was chosen, allowing the researcher to pose additional questions during the
discussion. An interview form, developed by the researchers, was utilized throughout the interviews. In
the development process, a comprehensive literature review was conducted, leading to the initial
preparation of ten draft open-ended questions. These questions were subsequently reviewed by four field
experts, and following a revision process, the number was first reduced to seven and then to five.

The study data were collected through individual interviews, each lasting approximately 40
minutes. Prior to the interviews, participants were informed about the study’s purpose and engaged in a
brief conversation. They were encouraged to express their views in detail. To prevent data loss,
responses were recorded with the participants' consent.
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Data analysis

The data collected in this study were analyzed through content analysis. This method involves
examining textual or verbal data with an emphasis on meaning. Codes and themes are employed to
identify and interpret patterns within the data (Giil & Nizam, 2021).

Findings

As a result of the analysis of the participant views, the findings obtained under the following
themes are presented by including the participant views in line with the objectives.

Definition, types and prevalence of abuse

The preschool teachers were initially asked “What do you think abuse is and what are its types?’,
subsequently the question was expanded by asking ‘Which type of abuse do you think is the most
common? Why?’

Definition of abuse 4

10

0 2 4 6 8 10 12

Physical, sexual and emotional harm and economic abuse
Physical, sexual and emotional harm

Physical and sexual harm

Figure 1. Preschool teachers' definitions of abuse

As seen in Figure 1, most of the teachers defined abuse as ‘intentional physical and sexual harm’.
Some teachers emphasized that emotional harm is also within the scope of abuse in addition to physical
harm, while one teacher highlighted the economic dimension of abuse. Some of the teacher’s opinions
obtained on this issue are as follows:

“In my opinion, abuse is harming a person's body and emotions and attempting to control
them.”-T1

“In my opinion, abuse is the unauthorized touching of people's private parts, any part of their
body ’-T5

“Abuse is harming one's body. Physical violence, sexual touching of private parts or being
forced to touch someone else's private parts are all forms of abuse. ”-T11

T4 “I think abuse is about someone gaining power and control over others, dominating,
bullying, exploiting and using them, like mendicity.” With this statement, attention is drawn to the
economic abuse dimension of abuse.
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Figure 2. Types of abuse according to preschool teachers

Regarding the definitions of abuse, all the teachers answered physical and sexual abuse while
explaining the types of abuse. Whilst three teachers also included emotional abuse, only one teacher
explained the types of physical, emotional, sexual and economic abuse. Sample statements on this
subject are as follows.

“As far as I know, the types of abuse are physical and sexual abuse.”-T2

“There is physical abuse, sexual abuse, and also abuse of emotions.” -T13

Most common type of abuse 7

[

0 1 2 3 4 5 6 7 8

Sexual Abuse Physical Abuse m | dont know

Figure 3. Most common type of abuse

As seen in Figure 3, in response to the question, 'Which type of abuse do you think is the most
common?' one participant stated, 'l don't know." Meanwhile, half of the participants identified physical
abuse as the most common type, while the other half mentioned sexual abuse.

T7 justified their response as follows: “... I think the most intense is violence, physical abuse.
Even children, by observing adults, are hitting each other or animals and throwing stones. Pushing,
shoving, and slapping has become so normal...”.

T14 said, "... We encounter news of sexual abuse at every turn. Maybe each day a woman dies
from abuse. There is too much sexual abuse." indicating that she/he decided on the most common type
of abuse based on media and communication tools.

Risk group and effective factors

Preschool teachers were asked the question, “What are the groups with a high risk of being
abused and what are the effective factors?’.
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Figure 4. Risk factors for abuse according to preschool teachers

All teachers stated that risk groups emerged based on age and gender, with children being more
likely to abuse due to age and women being at a higher risk due to gender. Teachers T2, T9, and T15
expressed their views as follows:

“1 think abuse is more likely to be experienced by vulnerable people. | mean, | think it can
happen to women and children more easily.” -T2

"Abuse is something that men resort to in order to humiliate women's dignity. There are many
men who abuse women to oppress them. Likewise, there are many men who only have power over
children and try to compensate for their inadequacy by harming children. ... They see the child as weak,
underestimate the age of the child and abuse him/her." -T9

"I think it happens to children. Children are very open to being deceived and intimidated, they
are much more susceptible. They scare them by saying, ‘No one will believe you, if you tell someone
something, I will do this or that to you, I will harm your family’. That is why the child cannot tell anyone
about the abuse. They are also young, they cannot resist the abuser, and so the abuse carries on and
on." -T15

All participants stated that children are more likely to be abused in early childhood compared to
other age groups. T1 explained his/her opinion on this issue with his/her reasons as follows: "The rate
of abuse is higher in early childhood compared to other ages. The main reason for this is that children
are not aware that they are being abused and because they cannot resist in terms of power, they cannot
resist the people who scold them, emotionally destroy them, rough them up, beat them, sexually harass
them, most of the time they do not realize or because it is carried out as a game, children are abused
very often." The opinion of T4 is as follows:’...Of course, babies and preschool children are abused
more. Because their defenses are lower than other adults or older children. They need love and care,
meaning they cannot survive on their own, they are dependent on someone. This makes them more
vulnerable to all kinds of dangers."

Encountering abuse in professional life

Teachers were asked the question “Have you encountered abuse in your professional life?”” Four
teachers stated that they had not. Eleven teachers stated that they had encountered abuse, and their
experiences were analyzed with the questions “Which type of abuse did you encounter? How did you
recognize it? What made you suspicious?”. Then, they were asked how they intervened in the encounter
of abuse.

Type of abuse encountered 11

e

0 2 4 6 8 10 12

Sexual Abuse Physical Abuse  m Emotional Abuse

Figure 5. Types of abuse encountered by preschool teachers
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Teachers stated that they encountered different types of abuse in their professional life. The
types of abuse that teachers indicated that they encountered the most are physical, emotional and sexual
abuse respectively. By giving examples, they explained that they benefited from children’s conversations
among themselves, in-class observations, individual interviews with children and observations of
parents in determining abuse. Some of the abuse situations encountered by teachers are as follows:

"How did I understand? | understood the words he/she used and the meaning of the words.
When I read a book about turtles laying eggs, he/she would say things like ‘Do you know what birth is?
Do you know what a child looks like? Do you know why turtles lay eggs?’ and he/she would say that
he/she knew things that other children did not know. Later, during several conversations with the child,
... mentioned watching videos in which children's underwear was removed, and girls were hugged. In
another conversation, I noticed that ... frequently explained things such as the existence of sexual organs
in men and women, that children are born that way, and that men hug women, and women become
pregnant. I came to the conclusion that the child was abused because he/she knew the meanings of
special words, used these words in detail and continuously, knew things emotionally older than his/her
age, and wanted to talk about them.” -T1

"l realized the case from what the child was telling in the class. He thought that other children
were playing by holding his willy. Sometimes he would run after other children and squeeze their willy
when he caught them. When | asked him what he was doing, he ran away without answering. One day,
while reading a story with a grandfather as the main character in the class, that child said, ‘Teacher, [
play catch with ....... When ....... catches me, he grabs my willy, pulls and tickles it. It is very funny.” |
learnt from there.” -T8

"I suspected that a child was being emotionally abused. What made me suspicious was the
mocking and derogatory words the mother used to the child. He/she didn't use them in our presence, or
if he/she blurted them out, he/she pretended to be joking, but the words he/she used were not nice...
Another parent used to drag the child away from school. | saw him/her slap the child's mouth and cheek
a few times outside the school..." -T13

“... I saw numerous children with bruises and signs of pinching on their arms and legs. When |
asked the mother, she would say things like “he/she hit somewhere, he/she fell”. Sometimes children
can also be injured in the classroom, while playing or in the garden, but when | saw the marks on the
same child, | realised that it was abuse...." -T3

“...I can say that | saw emotionally abused children a lot. Such as humiliation, not being valued,
conditional love. For example, if you do this, | won't love you, if you do that, | won't be your mother
anymore, you will stay on the streets." -T14

In addition, some of the teachers emphasized that abuse leads to behavioral problems in
children while describing their abuse experiences.

“... When a child experiences violence from the family, he/she does the same in the classroom.
He/she hits his/her friend, takes the toy away from them, provokes other children to start a fight, pushes
them.” -T12

“... This makes children passive, they are either too timid or too aggressive. ..." -T14
Intervention to abuse

Teachers were asked what they did in cases of abuse they encountered, and all of them stated
that they verbally reported the situation to the counsellor or the school principal. While most of the
teachers emphasized that they made joint decisions with the school administration in their solution
strategies, some of them stated that they struggled individually against the pressure and obstacles of the
school administration. The solution strategies used by the teachers are shown in the graph below.
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Figure 6. Solution strategies of teachers in intervention to abuse

All the teachers stated that they first contacted the family in case of abuse they encountered.
They mentioned that they were subjected to reactions such as shouting, accusing them of slander,
walking up to them and threatening them during family meetings. The opinions of some of the teachers
on this subject are as follows:

"Firstly, I informed the school counsellor, then the counsellor informed the principal and said
that we should call the family to the school and inform them. The family came to the school. After talking
about general topics, I asked, ‘Do you know if your child talks about adult content? Does he/she talk
about it to you too?". The mother and father started to raise their voices and shout. They walk up to me
and threatened me. So | realised that this abuse was also known, approved and indirectly supported by
the family. ... The family constantly threatened the school. I'm not sure how the threats were made or
how it was covered up, but | know that they said things like 'l will finish you, I will kill you," and 'l will
shut down your school.' They made it clear that we couldn't be held accountable in any way." -T1

"What did we do in this case? Firstly, we talked to the child's family. We thought that if the
situation was repeated, we would take serious measures, but of course we did not tell the family that.
We explained the severity and importance of the case. We told them that if we witnessed it again, we
would report it to the official institutions, and that in such a case, it could get much more serious..." -
T2

"Firstly, I called the mother to school. I told her about what the child said while reading a book.
‘Yes, teacher, she said, that is the way he/she likes (by squeezing his willy). My son is the first male
grandson, we named him ........ ...... loves him very much. They are joking among themselves, ’ she said.
| told her that this was wrong, that the child showed the same behavior to other children in the class.
The mother did not believe me. She didn't react much at first, but she didn't believe it. She said ‘I have
never seen him do that, he never does that in the park or when he plays with his cousins.’ | told her that
she did it in the classroom and that this behavior was wrong. | asked them to talk to ..... and tell him/her
not to touch the child's body in this way. She said ‘I could never say to ..... such a thing, If you want, you
can tell my husband. ” When the father and mother came to school, there was an argument. The father
was very angry about what was said to his relative and said, ‘....What are you trying to say? Do you
think you know everything. Who are you? Who do you think you are?’ he shouted. He didn't even let me
talk. The male teachers at the school heard the voices and came. The man walked up to me, the teachers
intervened. The principal came. They took me out of the room, the principal and a few male teachers
talked to the parent... ."-T8

T13 stated that she/he referred to a child's parent who was in the process of divorce and who
was not aware that she was harming his child to a health expert as follows: "The parent was recently
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divorced, | was aware of the troubled process she was going through during the divorce. Her behavior
towards the child had changed, she was constantly saying things like "you are like your father, you are
incompetent, why are you like this" without realizing it. | had a chat with the parent as if we were having
a routine meeting. Then, without offending her, I told her that it is not a shame to get support in difficult
times, on the contrary, it is a necessity. | told her that I also received support for a while. She understood
anyway, she said that she did not say those sentences on purpose, that she regretted it afterwards, that
she went home and cried..."”

In addition, T1 and T8 stated that they attempted to report the situation to the school and district
national education with a petition as well as family meetings. All the teachers stated that the solution
strategies were not effective and the case was covered up with the guidance of the school administration.
While teachers working in private schools stated that they let the school administration cover up the
case due to the fear of being dismissed and the fear of parents harming them outside the school, teachers
working in public schools stated that they accepted the cover-up of the case because they did not believe
their school administration and official procedures would solve the problem.

"l wrote a 3-4 pages petition to the school principal, stating in detail that the child was abused
and that the family reacted in this way. The principal said that he did not process my petition and put it
aside. He said that he did not approve of this situation at all, that this would get much bigger, that they
were very bad people, that they would harm me and my family, and end the matter somehow. Private
schools have this aspect where you can think about what should happen up to a certain point. After a
certain point, you have to think about whether I will be fired or what will happen to me. What the
principal said also affected me, the man had the potential to harm me. | was afraid for a while on my
way home. Then | left that institution anyway. The biggest reason was that they were not behind me and
they said OKAY to everything to look cute to the parents.” -T1

“...They calmed the parent down and sent him away. They told me that | was right but not to
drag this out. After that day, whatever they said at home, the child became distant towards me. The child
said "My father calls you s.... teacher”. I went and argued with the principal. I said, ‘You didn't do
anything, the kid called me a ... in the middle of class. | petitioned both the school and the district
Directorate of National Education. The District Director of National Education called me and spoke to
me in a fatherly manner and told me that | was still young and that | would see many more things and
drop the matter." -T8
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Figure 7. Reasons why teachers do not write official reports

When teachers were asked why they did not submit an official report in writing, it was observed
that their reasons varied depending on the type of school in which they worked. Teachers in private
schools stated that they refrained from reporting due to fear of dismissal and concerns about possible
retaliation from parents outside the school, instead allowing the school administration to suppress the
incident. On the other hand, teachers in public schools indicated that they accepted the school
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administration and official procedures covering up the incident, as they lacked confidence in their ability
to resolve the issue. Some teachers explained their reasons for not filing an official report as follows:

“... The thing about private schools is that, up to a certain point, you can think about what
should happen. After a certain point, you have to think about whether | will be fired or what will happen
to me. What the principal said also affected me, he had the potential to harm me. | was afraid for a while
on my way home. Then | left that institution anyway. The biggest reason was that they did not stand
behind me and said everything was okay to look cute for the parents.” —-T1

“... Of course nothing happened. | am so fed up with the fact that every negative thing that
happens at school is accepted by us as normal. | used to object before, but I don't object anymore,
because nothing happens. | told the family about the situation, | told them about the harm it would cause
to the child, I reported the situation to the principal. | mean, | did what I could do." -T12

Teachers' Support Requests

The teachers were asked the question “What kind of support do you need to raise awareness
about abuse?” All teachers stated that they primarily needed to raise awareness of the family and
suggested that free seminars could be organized by university staff. They indicated that if such training
is planned, topics such as the effect of abuse on children's future life, that anyone can be an abuser, and
the definition of special regions should be emphasized in its content. Moreover, it was suggested that
activity suggestions and book list that teachers can use in classroom activities should be prepared by the
Ministry of National Education. In this way, it was indicated that it would be easier to handle the subject
of abuse in classroom activities. The opinions of some of the teachers on this issue are as follows:

"I think people should be scared about this issue. For instance, it should be said that the abuser
may be very close to you. This is already true, but at the same time this information makes people very
uneasy, it is scary. It can be emphasized that we can be abused by our relatives so do not force children
to kiss their relatives. | think it would raise awareness if a longitudinal study is demonstrated, explained
and conducted on what kind of characteristics children may have when they grow up after especially
emotional abuse and how their characters may be damaged. In other words, the biggest support is to
raise this awareness in the people who care for children around them.” -T2

"Especially in rural areas, districts and villages, we are left alone with the public. I think
university lecturers should come to such remote areas from time to time and give free training. We are
also working on something, but if we cannot agree on something with the parents, we get a bad
reputation. Everything we do is labelled as bad and wrong. Even if you try to teach something good and
useful, society does not accept it. I think it would be useful for them to hear similar things from different
people from outside." -T5

"Actually, my biggest requirement in this regard is the support of informing the people around
the child, the family. Because the teacher somehow becomes conscious, has to become conscious. But
the family grows and expands in isolation from this..." -T6

“... Even book selection is a different issue in itself. The Ministry of National Education or
university field experts can do this easily. Like 100 fundamental works, a list of books recommended for
privacy can be created. Activity suggestions can be prepared with these books. It would be very nice.
This would make us even stronger. | would know what to do when | want to work abuse in my class. ” -
T15

T8, who works in the village, emphasized that the source of information of people living in rural
areas is television and that informative programs should be prepared for families:

"As far as | can see, the source of information for people in the village is television. They believe
whatever the television says, their daily conversations are always based on what they see on television.
From TV series to the news. If these people learn through television, informative broadcasts that are
not dull can be added to television. | am not talking about channels such as EBA TV, TRT Documentary,
etc. These channels are already followed by people with a high level of awareness. In order to reach the
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public, these issues should be discussed briefly even in TV series. For example, a short half-hour
information programme could be broadcast simultaneously on all channels at 15.00 hours. My biggest
demand would be the use of television and media intertwined with education...”

Teachers working in private schools stated that they need training for all school staff,
emphasizing that the staff working in private schools have different levels of education.

"If you are working in a private school, your school principal may not be a teacher, so not
knowing about this issue scares him/her. For example, he/she does not want to talk about abuse. School
principals, school staff, cafeteria staff and especially parents should be informed in a planned and
programmed manner by experts and university professors, and the training should be compulsory and
continuous." -T10

Discussion, Conclusion and Suggestions

In this section, the findings obtained are discussed in line with the literature. In the study, it was
observed that the participants mainly defined abuse as physical and sexual abuse. In connection with the
definitions, all teachers mentioned physical and sexual abuse while explaining the types of abuse, and
some teachers stated that emotional abuse is also a type of abuse. Physical abuse is the easiest type of
abuse to identify as it has visible signs on the body such as bruising, scarring and bleeding (Doganl1 &
Karadrs, 2017). Therefore, teachers' awareness about physical abuse may be high. In recent years, there
has been a lot of news about sexual abuse in the media. The situation of expressing opinions and
reactions to sexual abuse news on social media has become quite widespread. Dumanli Kiirkg¢ii (2017)
examined the reactions of Twitter users to sexual abuse cases and analyzed a total of 26,112 tweets
posted in five days against sexual abuse cases. The number of tweets in this short period of time is
noteworthy. In Sagir's (2013) study conducted with 474 preschool and primary school teachers, one
third of the teachers stated that the source of information about abuse was the Internet. Teachers may
have included sexual abuse in their definitions because they were exposed to a lot of news, reactions
and opinions about sexual abuse on social media and news. When Figure 3 is analyzed, although most
of the teachers mentioned that they saw children exposed to emotional abuse in their classrooms, they
did not include emotional abuse in the definition of abuse and its types. It is thought that this situation
stems from the fact that teachers have insufficient knowledge about abuse. However, in order for
teachers to be able to recognize abuse correctly and report it to the authorities, they should have the
necessary knowledge and skills about the procedures for identifying and reporting abuse (Dinehart &
Kenny, 2015). There are studies in literature that support the findings of the study. For instance, Erdogan
and Aslan (2020), in a study conducted with preschool teachers, stated that although teachers have
sensitivity about abuse, their knowledge is insufficient. Similarly, according to Olcay's (2021) study,
preschool teachers consider themselves partially competent in identifying negative child experiences
and sexual abuse, and competent in identifying physical abuse and emotional abuse.

Half of the teachers, referring to their classroom observations, stated that physical abuse was
the most common type of abuse and that children were both victims and abusers in terms of physical
abuse. The other half, on the other hand, stated that sexual abuse is the most common type of abuse by
emphasizing the news on social media as well as classroom observations. When the teachers were asked
about the group most vulnerable to abuse, all of them answered women and children. When the crimes
committed by children and against children in Tiirkiye are analyzed, it is found that physical and sexual
abuse is at a high rate among the crimes (TUIK, 2024 [in English Turkish Statistical Institute] ). Gokalp,
Kaya and Oviin (2018) indicated that women and children are more vulnerable to abuse in every society
and in every period. Therefore, teachers' definition of the group most vulnerable to abuse is correct.
However, the reason for this situation may also stem from teachers' gender perception.

Most of the teachers indicated that they had encountered different types of abuse in their
professional life. The most common types of abuse they reported to have encountered were physical and
emotional abuse. Almost half of them (n=6) also stated that they had encountered sexual abuse. In
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determining the abuse, it was observed that they benefited from children's conversations among
themselves, in-class observations, individual conversations with the child, and parents' attitudes and
behaviors. Children often reflect on the situations they experience and witness in daily life in their games
and share them with their peers. Children may try to attract attention by explaining a new topic to their
peers and try to gain power among peers (Giindogdu & Yasar, 2021). Therefore, children's conversations
among themselves and in the classroom are considered to be an important resource for teachers. It was
observed that teachers verbally reported to the school principal and school counsellor when they
encountered abuse. Similarly, in the study of Tener and Sigad (2019), teachers stated that they reported
to the school administration and counsellor in case of abuse. In this study, only two teachers wrote a
petition and ensured that the situation was officially recorded. However, according to the Turkish Penal
Code, itis a duty of citizenship to report any crime to the competent authorities. Furthermore, according
to Article 279 of the Turkish Penal Code, a public official who, in connection with his/her duty, learns
that an offence requiring investigation and prosecution on behalf of the public has been committed and
neglects to notify the competent authorities or shows delay in this regard shall be punished with
imprisonment from six months to two years. Therefore, teachers are legally required to officially report
any case or suspicion of abuse. It is considered that teachers' lack of knowledge about reporting and
legal responsibility affects their reporting status. In this study and in the literature, it is observed that
preschool teachers are reluctant to report abuse. In the study conducted by Yetis and Ziyalar (2018) with
513 teachers, it was found that 49.9% of the teachers did not have information about the reporting
obligation and penalty in Article 279 of the Turkish Penal Code. Nguyen-Vu (2018), in his study
examining the decision-making process of preschool teachers in reporting abuse, stated that although
teachers had concrete suspicions, they were not willing to report child abuse based on suspicions because
they were not sure what to do. In the study of Dinehart and Kenny (2015), early childhood educators
stated that although they had the necessary knowledge about child abuse and reporting, they would
report to the school administration when they encountered abuse and would not make any reporting
process. Aksel and Yilmaz Irmak (2015), in their study on sexual abuse, found that teachers mostly
preferred referral to authorities (authorities, school administration, guidance service, psychiatrist) and
family meetings as interventions in case of abuse encountered at school. Olcay's (2021) study revealed
that teachers do not have clear information about how to report abuse.

In this study, the reasons why teachers did not make official notifications differed according to
the type of school they worked in. While teachers working in private schools indicated that they did not
report due to work and aggression concerns, teachers working in public schools stated that they did not
believe that procedures would solve the problem. In Widerberg and Eklund's (2018) study, fear of
conflicts that may arise with parents and fear of the reaction of parents were among the reasons for not
making official notifications. This difference according to school type can be explained by the lack of
job security and parent satisfaction policy of private schools. Indeed, in Cimen and Karadag's (2020)
study, it is stated that teachers in private education institutions have the thought of being unemployed at
any moment, and that they experience the stress of whether their contract will be renewed in the presence
of every problem and solution strategy. In the same study, it is also observed that the role attributed to
the teacher in the parent-teacher-school relationship is an element of pressure on the teacher. According
to Can Yasar, Kaya, and Karaca's (2021) study, preschool teachers' personal concerns about reporting
increase as their seniority increases. On the other hand, it is noteworthy that teachers working in the
public sector do not believe that procedures will solve problems. This may be due to teachers' past
negative experiences. Experiences such as the fact that previous notifications were not taken into
consideration, remained unresolved or took time to be resolved may have reduced teachers' trust in
procedures. It is suggested that this issue should be analyzed through in-depth research.

Most of the teachers indicated that they acted jointly with the school administration in the
presence of abuse, and that they mostly met with the family as an intervention. They stated that they
encountered aggressive reactions such as shouting, threats, and walking up to them during the meetings
with the family. Nguyen-Vu (2018) stated that preschool teachers tend to meet with families and obtain
more detailed information in case of suspicion of abuse. In the study by Tener and Sigad (2019), the
family of the victim child reacted to the teacher with shouting and rejection. All of the teachers
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participating in this study stated that the solution strategies were not effective, and the case was covered
up with the guidance of the school administration. In Tener and Sigad's (2019) study, teachers also stated
that the school administration was unprepared for the abuse and reluctant to officially report the abuse.

As a result of the research, it was found that preschool teachers did not have sufficient
knowledge about abuse and perceived abuse mostly as physical and sexual abuse. Furthermore,
according to preschool teachers, women and children are more vulnerable to be victims of abuse because
they are defenseless. Another result of the study was that preschool teachers frequently encountered
different types of abuse in their professional lives. Teachers identified abuse by conducting individual
meetings with their children, observing children's communication with each other and observing parents'
behaviors towards their children. In the face of this situation, it was observed that teachers mostly
preferred to report verbally to the school administration and counsellor but did not report officially.

Within the framework of these results, the following recommendations are suggested in the
study:

- In-service training programs can be given to preschool teachers on the definition,
identification and intervention of abuse.

- A planned and programmed abuse awareness training program can be developed for
preschool teachers and parents.

- Courses on abuse can be added to the preschool teaching undergraduate curriculum. In this
way, awareness and consciousness can be created in preschool teachers before they step into
the teaching profession.

- Research examining the level of knowledge and in-class observations of teachers according
to the types of abuse can be conducted.

- The underlying reasons why preschool teachers do not officially report cases of abuse (but
only report them verbally) can be investigated.

- In order to encourage teachers to officially report in case of abuse or suspicion of abuse,
rewards such as promotion in rank and service points can be added to the Teaching
Profession Law.
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Oz

Anahtar Kelimeler

Bu aragtirma okul Oncesi Ogretmenlerinin istismar konusunda goriislerini
belirlemek amaciyla gergeklestirilmistir. Arastirma, nitel aragtirma yaklagiminda
fenomenoloji  (olgubilim) olarak  desenlenmistir. ~ Calisma  grubunun
belirlenmesinde kolay ulagilabilir 6rnekleme teknigi kullanmilmistir. Bu baglamda
2023-2024 egitim 6gretim yilinda Rize ilinde ¢alisan 15 okul 6ncesi 6gretmeni
aragtirmanin ¢alisma grubunu olusturmustur. Calisma gurubunda yer alan
ogretmenlerin belirlenmesinde goniilliiliik esasi dikkate alinmistir. Arastirmanin
verileri 6gretmenler ile yapilan yari yapilandirilmig bireysel goriismeler ile elde
edilmigtir. Bes acik u¢lu sorunun yer aldig1 goriisme formu ile gergeklestirilen
bireysel goriismeler yaklasik 40 dakika siirmiistiir. Gorligmeye baglamadan 6nce
katilimcilara aragtirmanin amaci agiklanmigtir. Veri kaybini dnlemek amaciyla
katilimcilarin izni alimarak yanitlar1 kayit altina alinmigtir. Arastirmadan elde
edilen veriler i¢erik analizi teknigi ile analiz edilmistir. Aragtirma sonucunda okul
oncesi dgretmenlerinin istismar kavrami hakkinda sinirlt bilgiye sahip olduklari,
istismar sliphesi duyduklarinda ne yapacaklari hakkinda net bilgi sahibi
olmadiklart ve siipheli durumlarda bildirimde bulunmakta ¢ekimser kaldiklari
goriilmiistiir. Ayrica, arastirmaya katilan okul Oncesi Ogretmenlerinin
¢ogunlugunun meslek hayati boyunca siniflarinda en az bir istismar tiiriine maruz
kalan cocuklar ile karsilastiklar1 ve bu durumda genellikle aile goriismeleri
yapmaya1 tercih ettikleri belirlenmistir. Okul dncesi 6gretmenlerinin tamamu aile
goriismelerinin problemi ortadan kaldirmada yetersiz kaldigini ve aile ile ¢atigma
yasadigini ifade etmistir.
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Giris

Istismar; esitsizler arasindaki iliskilerde giicii elinde bulunduranm, bu giicii digerine kars:
kotiiye kullanmasidir (Gokalp, Kaya ve Oviin, 2018). Cocuk istismari; gocugun hayati, gelisimi, saghigi
veya onuru acisindan fiilen veya potansiyel olarak zarar verici fiziksel, duygusal ve cinsel kétii muamele
ile ticari veya baska amagli somiirii olarak tanimlanmaktadir (UNICEF, 2013). Ulkeler ¢ocuk haklart
sOzlesmesini imzalayarak ¢cocugu her tiirlii istismardan korumay1 garanti etse de ne yazik ki giiniimiizde
cocuk istismari1 evrensel bir problem olarak karsimiza ¢ikmaktadir. Son yillarda Tiirkiye’de ve diinyada
ozellikle cocuklara yonelik istismar vakalarinin ciddi oranda artis1 dikkat cekmektedir. Ornegin, Diinya
Saglik Orgiiti'ne (WHO, 2020) gére diinyada iki-dért yas arasinda yaklasik dort ¢ocuktan iicii
ebeveynleri veya bakicilari tarafindan diizenli olarak fiziksel ve duygusal olarak istismar edilmektedir.
Ayrica, her bes kadindan biri ve 13 erkekten biri cocuklugunda (0-17 yas arasinda) cinsel istismara
ugradigini ifade edilmektedir (WHO, 2023). Ulkemizdeki durum da i¢ agict degildir. Tiirkiye’de her ii¢
cocuktan birinin istismar tiirlerinden en az birine maruz kaldig1 bilinmektedir (Boduroglu, 2023).
Tiirkiye-Cocuk Istismar1 ve Aile I¢i Siddet Arastirmasina (UNICEF, 2010) katilan ¢ocuklarin %56’sinin
fiziksel istismara, %49 unun duygusal istismara ve %10’unun cinsel istismara tanik oldugu; %43 iiniin
fiziksel istismara, %52’sinin duygusal istismara ve %3’tniin cinsel istismara maruz kaldig
belirtilmektedir. Yine ayni arastirmaya katilan ¢ocuklarin tamami ebeveynleri, 6gretmenleri, arkadaglari
ve komsular tarafindan ev, okul ve sokakta istismara tanik oldugunu veya maruz kaldigini ifade etmistir.
Hukuki a¢idan incelendiginde, Tiirkiye Cumhuriyeti Adalet Bakanlig istatistiklerine gére cumhuriyet
bagsavciliklarinda ¢ocuk cinsel istismarina yonelik 2015-2023 yillar arasinda her yil en az 100 yeni
dosya acilmaktadir. Sadece 2023 yilinda 193 dosya agildig1 goriilmektedir (Adalet Istatistikleri, 2023).
Bunun yaninda ihbar edilmeyen veya ihbar1 geri ¢ekilen pek ¢ok istismar vakasimin oldugu
diisiiniilmektedir. Ornegin fiziksel istismar, aileler tarafindan bir disiplin arac1 olarak goriildiigii i¢in
bildirim yapilmadig1 bilinmektedir (Bakir ve Kapucu, 2017). Nitekim, TUIK toplumsal cinsiyet
istatistiklerinde (2021) anne ve babalarin ¢ocuklara verdikleri cezalar arasinda fiziksel istismarin oldugu
goriilmektedir. Buna gore anne babalarin %72’si azarlama, %32’si tokat atma, %20°si ddvme seklinde
cocuklarini cezalandirmaktadir. Bu nedenle acilan dosyalar i¢in buzdagmnin goriinen kismi demek
mimkiindiir.

Yapilan arastirmalar istismarin ¢ocuklarda depresyon, kaygi, i¢e kapaniklik, kendine zarar
verme vb. fiziksel ve psikolojik hasarlara yol actigin1 gostermektedir (Baskak, 2023; Hailes, Yu, Danese
ve Fazel, 2019; Kocakaya, 2019). Obezite, yeme bozuklugu, sizofreni gibi saglikla ilgili sorunlarin
ortaya ¢iktigini belirten ¢alismalar da mevcuttur (Hemmingsson, Johansson ve Reynisdottir, 2014).
Ayrica, istismara maruz kalma ¢ocuklarin ileriki hayatlarini da olumsuz etkilemektedir. Ornegin,
fiziksel istismara maruz kalan ¢ocuklar siddeti, bagkalarinin istedigini yaptirmanin mesru bir yolu olarak
algilayabilir (Yanik ve Ediz, 2022). istismara maruz kalan bireyler ilerleyen yillarda es ve cocuklarimi
istismar edebilmektedir (Doganli ve Karadrs, 2017). Bu nedenle istismar konusunda hem onleyici
caligmalara hem miidahale programlarina ihtiya¢ duyulmaktadir.

Cocuklara yonelik her istismar tiiriinii ortadan kaldirmak ve 6nlemek Birlesmis Milletlere iiye
tilkelerce 2030 yilinin sonuna kadar ulasilmasi planlanan Siirdiiriilebilir Kalkinma Amaglar (SKA)
kapsaminda yer almaktadir (SKA, 2023). Bu amaglara ulasmak igin iilkeler gesitli tedbirler ve
uygulamalar gelistirmeyi taahhiit etmistir. Diinya ¢apinda ¢ocuklar1 korumaya yonelik temel tedbirler
arasinda ¢ocuk istismariin belirlenmesi, raporlanmasi, sevk edilmesi, sorusturulmasi ve takibi yer
almaktadir (Ayling, Walsh ve Williams, 2020). Bu noktada toplumun her kesiminden bireye ve her
meslek grubuna cesitli 6dev ve sorumluluklar diigmektedir. Bunlardan biri de 6gretmenlerdir. Ciinkii
¢ocuklar aile hayatindan sonra vakitlerinin gogunu okul hayatinda 6gretmenleri ile gegirir. Ogretmenler
cocuklart rahatlikla gézlemleyebilir, risk durumlarini belirleyebilir, miidahale edebilir ve raporlayarak
gerekli bildirimleri yapabilir. Aksel ve Yilmaz Irmak (2015), cocuklarin giivende hissetmediklerinde ve
olumsuz yasantilara sahip oldugunda bu durumu siklikla &gretmenleriyle paylastiklarini ifade
etmislerdir. Ogretmenler cocuklar kadar ebeveynleri ile de etkilesim imkanina sahip olduklarindan hem
¢ocuklara hem de ebeveynlere yonelik farkindalik ve bilinglendirme ¢alismasi yapabilirler. Bu nedenle
Ogretmenlerin istismar konusunda yeterli ve dogru bilgiye sahip olmalar1 énemlidir.
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Brang 6gretmenleri ¢ok sayida ¢ocuk ile ders saati boyunca sinirl vakit gegirse de okul 6ncesi
Ogretmenleri yil boyunca ayni ¢ocuklar ile tiim ders saatlerinde vakit gecirmektedir. Tiirkiye’de ikili
egitim veren bir egitim kurumunda okul 6ncesi egitim alan bir ¢ocuk okul dncesi 6gretmeni ile haftada
30 saat vakit gecirmektedir. Kuliip calismalar1 eklendiginde veya egitim siiresi tam giin oldugunda ise
bu siire daha da artmaktadir. Bu nedenle okul 6ncesi 6gretmenleri olabildigince erken yaslarda ¢ocuklara
yonelik her tiirlii istismar sinyallerini fark edebilecek ve miidahale edebilecek ilk gretmen grubunda
yer almaktadir.

Istismara yonelik onleyici egitim programlarmin uygulanmasina erken ¢ocukluk déneminde
baglanmasi gerektigi bilinmektedir (Kenny ve Wurtele, 2012). Literatiirde yer alan galigmalar 6zellikle
erken ¢ocukluk doneminde verilen istismar1 Onleyici egitim programlari ile ¢cocuklarin ve ailelerin
istismar kavramina yonelik farkindaliklarinin arttigin1 géstermektedir (Cirik, Efe ve Velipasaoglu, 2019;
Citak Tung, 2016; Kenny ve Wurtele, 2010; Kenny, Waurtele ve Alonso, 2012; Zhang, Chen, Feng, Li,
Zhao ve Luo, 2013). Bu baglamda istismar konusunda yeterli bilgiye sahip olmayan okul Oncesi
Ogretmenlerinin  Onleyici egitim programi uygulamalarinda eksiklikler olabilecek, dolayisiyla
cocuklarinda istismar konusunda aldiklari ilk egitimde dogru, yeterli ve giivenli bilgiye ulasabilmeleri
miimkiin olmayacaktir. Eksik veya yanlis bilgileri diizeltmek yeni bilgi insa etmekten daha ¢ok vakit
alabilir. Bu nedenle okul oncesi 6gretmenlerinin istismar konusundaki goriislerini ve bilgi diizeyini
belirlemek 6nem kazanmaktadir.

Bu arasgtirma ile okul Oncesi Ogretmenlerinin istismar konusunda goriislerini belirlemek
amaglanmaktadir. Bu kapsamda okul Oncesi Ogretmenlerinin istismart tanima, meslek hayatinda
istismarla karsilasma ve miidahale durumlar1 irdelenmistir. Bu sayede okul oncesi 6gretmenlerinin
goriislerinin belirlenmesi, smif i¢i yasanti ve bildirim durumlarinin incelenmesi ile uzmanlaria yol
gostererek literatiire katki saglayacagi diistiniilmektedir.

Yontem

Aragtirma, nitel arastirma yaklasiminda fenomenoloji (olgubilim) olarak desenlenmistir. Bu
desen ile yiiriitiilen ¢alismalar insanlarin deneyimledikleri olay ve olgulara yonelik algilarimi ve
anlamlandirmalarini irdelemektedir (Patton, 2014). Arastirmanin odagindaki olgu istismar kavramidir.

Calisma Grubu

Calisma grubunun belirlenmesinde kolay ulasilabilir 6rnekleme teknigi kullanilmistir. Kolay
ulasilabilir 6rnekleme ile veriler mevcut olan, ulasilmasi hizli 6gelerden elde edilir (Baltaci, 2018). Bu
baglamda 2023-2024 egitim 6gretim yilinda Rize ilinde ¢alisan 15 okul dncesi 6gretmeni arastirmanin
caligma grubunu olusturmustur. Calisma grubu goniilliiliik esasi dikkate alinarak olusturulmustur. Veri
cesitliligi olmasi i¢in farkli gorev yerlerinde ¢alisan ve farkli kidem yilina sahip 6gretmenlerin
arastirmaya dahil edilmesine 6zen gosterilmistir.

Calismaya katilan dgretmenlerin tamami kadindir. Ogretmenlerin {icii 6zel okulda, on ikisi
devlet okulunda gorev yapmaktadir. Devlet okulunda gorev yapan 6gretmenlerin besi il merkezinde,
besi ilge merkezinde ve iicii kdy okulunda ¢alismaktadir. Ozel okulda ¢alisan 6gretmenlerin tamamu il
merkezinde ¢alismaktadir. Ogretmenlerin kidem yillari iki ile on iki arasinda degismektedir.

Veri Toplama Aract

Arastirmada katilimcilarin konuyla ilgili paylagmak istedigi kisisel bakis acisin1 derinlemesine
inceleme firsati sunmasi (Seggie ve Bayyurt, 2017) nedeniyle goriisme teknigi kullanilmustir.
Arastirmaciya hazirladigi sorularin yaninda sohbet esnasinda ek sorular sorma imkan1 tanidigi igin yari
yapilandirilmis goriisme teknigi tercih edilmistir. Goriigmelerde arastirmacilar tarafindan gelistirilen
gorlisme formu kullanilmistir. Form gelistirilirken dncelikle kapsamli literatiir taramasi yapilmis ve agik
uglu on taslak soru hazirlanmistir. Dort alan uzmaninin goriisiine bagvurulmus ve sorular iizerinde revize
caligmasi yapilarak soru sayis1 once yediye, ardindan bese indirilmistir.
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Aragtirmanin verileri bireysel goriismeler ile elde edilmistir. Goriismeler yaklasik 40 dakika
stirmiistlir. Gorlismeye baglamadan 6nce katilimcilara arastirmanin amaci agiklanmis ve katilimcilarla
bir siire sohbet edilmistir. Katilimeilarin kendilerini detayli ifade edebilmeleri desteklenmistir. Veri
kaybini 6nlemek amaciyla katilimcilarin izni alinarak yanitlar1 kayit altina alinmistir.

Verilerin Analizi

Arastirmadan elde edilen veriler icerik analizi teknigi ile analiz edilmistir. I¢erik analizinde, veri
olarak elde bulunan metinler veya konugmalar incelenerek anlama odaklanilir. Anlami ortaya ¢ikarirken
kod ve temalardan yararlanilir (Giil ve Nizam, 2021).

Bulgular

Katilimcr goriislerinin ¢oziimlenmesi sonucunda asagidaki temalar altinda elde edilen bulgular
amaglarla uyumlu olacak sekilde katilimer goriislerine yer verilerek sunulmustur.

Istismarin tanin, tiirleri ve goriilme siklig

Okul oncesi 6gretmenlerine ilk olarak “Sizce istismar nedir, tiirleri nelerdir?” diye sorulmus,
ardindan “Sizce en sik goriilen istismar tiirii hangisidir? Neden?” denilerek soru genisletilmistir.

Istismarin tanimi 4

(AR A

0 2 4 6 8 10 12

Fiziksel, cinsel ve duygusal zarar verme ile ekonomik olarak somiirme
Fiziksel, cinsel ve duygusal zarar verme

m Fiziksel ve cinsel zarar verme

Sekil 1. Okul dncesi Ogretmenlerinin Istismar Tamimlar

Sekil 1°de goriildiigii gibi 6gretmenlerin ¢ogu istismart “kasith olarak fiziksel ve cinsel zarar
verme” olarak tanimlamistir. Baz1 6gretmenler fiziksel zararin yaninda duygusal tahribatin da istismar
kapsaminda oldugunu vurgulamiglarken bir O6gretmen istismarin ekonomik sdmiirge boyutundan
bahsetmistir. Bu konuda elde edilen 6gretmen goriislerinden bazilar1 su sekildedir:

“Bence istismar kisinin bedenine ve duygularina zarar verilmesi, kontrol edilmeye
calisilmasidwr. ”-O1

“Bana gore istismar insanlarin ozel bélgelerine, viicudunun herhangi bir yerine izinsiz
dokunulmasi1” -0O5

“[stismar kiginin bedenine zarar verilmesidir. Fiziksel olarak siddet gormek, cinsel olarak ozel
bolgelere dokunulmast veya baskasinin o6zel bolgesine dokunmaya zorlanmast bunlarin hepsi
istismardir.”-O11

04 “Bence istismarda birilerinin baskalart iizerinde gii¢ ve kontrol saglamasi, hakimiyet
kurmasi, zorbalik yapmasi, sémiirmesi, onu kullanmasi séz konusudur, dilencilik gibi.” Bu ifadeyle
istismarin ekonomik olarak somiiriilme boyutuna dikkat ¢ekilmistir.

40



TURKMEN CINAR,
Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2025, Cilt 11, Say1 1, 37-51 Sare TU N GINAR,

Yasemin AYDOGAN
15

. 15
Istismar Tura

(T e

M -+

0 2 4 6 8 10 12 14 16

Cinsel Istismar Fiziksel Istismar

m Duygusal istismar ® Ekonomik Istismar

Sekil 2. Okul Oncesi Ogretmenlerine Gére Istismar Tiirleri

Istismar tamimlar1 ile baglantili olarak Ogretmenlerin tamamm istismar tiirlerini agiklarken
fiziksel ve cinsel istismar cevabini vermistir. U¢ dgretmen duygusal istismara da yer verirken sadece bir
Ogretmen fiziksel, duygusal, cinsel ve ekonomik istismar tiirlerine yonelik agiklamalar yapmistir. Bu
konudaki ornek ifadeler su sekildedir.

“Istismar tiirleri fiziksel ve cinsel istismar bildigim kadariyla. ”-O2

“Fiziksel istismar var, cinsel istismar var, bir de duygularin istismar edilmesi var.” -O13

1
En sik gortilen istismar i [[[ [N IANIRCIANARRARTACRRRERIAURANIAIAD -
L N

0 1 2 3 4 5 6 7 8

Bilmiyorum  m Fiziksel Istismar i Cinsel Istismar

Sekil 3. Okul Oncesi Ogretmenlerine Gore En Sik Gériilen Istismar Tiirii

“Sizce en sik goriilen istismar tiirli hangisidir?” sorusunu bir katilimci “bilmiyorum” seklinde
yanitlarken, katilimeilarin yarisi fiziksel istismar diger yarisi cinsel istismar cevabini vermistir.

O7 cevabimi su sekilde gerekgelendirmistir: “... En yogun olan bence siddet uygulanmast,
Jiziksel istismardir. Cocuklar bile yetiskinlerden gore gore birbirlerine, hayvanlara vuruyorlar, tas
atwyorlar. Itip-kakma, tokat atma o kadar normal oldu ki...”.

Ol4ise “... Adim bas: cinsel istismar haberi ile karsilasir olduk. Her giin bir kadn istismardan
oliiyor belki de. Kesinlikle cinsel istismar ¢ok fazla.” sdzleriyle medya ve iletisim araglarini baz alarak
en sik goriilen istismar tiirline karar verdigini belirtmistir.

Risk Grubu ve Etkili Faktorler

Okul Oncesi Ogretmenlerine istismara ugrama riski yiiksek olan grup ve etkili faktorler
nelerdir?” sorusu yoneltilmistir.
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- . Yas —  Cocuklar
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Sekil 4. Okul Oncesi Ogretmenlerine Gore Istismar igin Risk Faktorleri

Ogretmenlerin tamami yas ve cinsiyete baglh olarak risk gruplarmin ortaya c¢iktigmi: yas
faktorine gore ¢ocuklarin, cinsiyet faktoriine bagh olarak kadinlarin istismara ugrama ihtimalinin daha
yiiksek oldugunu belirtilmistir. Ogretmenlerden O2, O9 ve O15 goriislerini soyle aciklamistir:

“Istismar savunmasiz insanlarin basina daha ¢ok geliyor diye diisiiniiyorum. Yani kadinlarin
ve ¢ocuklarin basina daha kolay gelebilir bence.” -O2

“Istismar kadinlarin onurunu asagilamak icin erkeklerin basvurdugu bir sey. Kadini ezmek icin
istismar eden bir siirii erkek var. Ayni sekilde cocuklara giicii yeten, kendi yetersizligini cocuklara zarar
vererek gidermeye ¢alisan bir siirii erkek var. ... Zayif goriiyor, ¢ocugun yasini kiigiik goériiyor ve
istismar ediyor.” -O9

“Bence ¢ocuklarin basina geliyor. Cocuklar kandiriimaya ve korkutulmaya ¢ok acik, ¢cok daha
miisait. Sana kimse inanmaz, birine bir sey soylersen sana soyle yaparim, ailene zarar veririm diye
korkutuyorlar. Cocuk da bu yiizden istismari kimseye soyleyemiyor. Yaslari da kiiciik, karsi tarafa giicii
yetmiyor. Ve boylece istismar devam edip duruyor.” -O15

Katilimcilarin tamami ¢ocuklarin erken ¢ocukluk doneminde diger yas gruplarina gore daha ¢ok
istismar edildigini ifade etmistir. O1 bu konudaki gériisiinii gerekceleriyle birlikte soyle agiklamsgtir:
“Erken ¢ocukluk doneminde diger yaslara gére istismar oram daha fazla. Bunun en biiyiik sebebi
cocuklar istismar edildiginin farkinda degil ve gii¢ olarak karsi koyamadiklart igin, onlart azarlayan,
duygusal olarak tahrip eden, hirpalayan, déven, cinsel yonden taciz eden kisilere karsi koyamadiklar,
cogu zaman fark etmedikleri ya da oyun olarak yapildigi icin ¢ocuklar ¢ok sik istismar ediliyor.” O4’iin
gorilisii ise sOyledir: “...Bebekler ve okul oncesi ¢ocuklar daha ¢ok istismar ediliyor tabi. Ciinkii
savunmalart diger yetiskinlere veya biiyiik yaslara gére daha diisiik. Sevgiye ve bakima muhtaglar, yani
tek basina hayatta kalamazlar birine bagimlilar. Bu da onlart her tirlii tehlikeye daha a¢ik hale
getiriyor.”

Meslek Hayatinda Istismarla Karsilasma Durumu

Ogretmenlere “Meslek hayatinizda istismar durumuyla karsilastiniz m1?” sorusu ydnetilmistir.
Dort 6gretmen karsilasmadigini belirtmistir. Karsilastigini belirten on bir 6gretmen ile deneyimleri
“Hangi istismar tiirii ile karsilastiniz? Nasil anladiniz? Sizi siiphelendiren neydi?” sorular1 esliginde
irdelenmistir. Ardindan istismar durumu karsisinda nasil bir miidahalede bulunduklari sorulmustur.

Karsilagilan istismar tiirii 11

-
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Cinsel Istismar Fiziksel Istismar W Duygusal Istismar

Sekil 5. Okul Oncesi Ogretmenlerinin Karsilastiklar1 Istismar Tiirleri
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Ogretmenler meslek hayatinda farkli istismar tiirleri ile karsilastigimi ifade etmislerdir
Ogretmenlerin sirastyla en ¢ok karsilastiklarini ifade ettikleri istismar tiirleri fiziksel, duygusal ve cinsel
istismardir. Istismar1 belirlemede; c¢ocuklarin kendi aralarindaki konusmalarindan, sinif igi
gbzlemlerinden, ¢ocuk ile bireysel goriismelerinden ve ebeveynleri gdzlemlerinden faydalandiklarin
ornekler vererek aciklamislardir. Ogretmenlerin karsilastiklar istismar durumlarindan bazilari sunlardir:

“Nasu anladim? Kullandig1 kelimelerden ve kelimelerin anlamini bilmesinden anladim.
Kaplumbagalarin yumurtladigi anlatan bir kitap okudugumda “Sen dogum nedir biliyor musun? Cocuk
nasiu olur biliyor musun? Kaplumbagalar neden yumurtlar biliyor musun?” gibi ciimlelerle diger
cocuklarin bilmedigi seyleri bildiginden bahsediyordu. Sonrasinda birkag kez ¢ocukla konustugumda
..... ‘min videolar izledigini, videoda ¢ocuklarin i¢ ¢amagsirimin ¢ikarildigini, kiz ¢cocuklara sarildigin
soyledi. ... Baska sohbetlerimizden birinde kadinlarla erkeklerin cinsel organlarimin oldugunu,
cocuklarin o sekilde diinyaya geldigini, dogdugunu, erkeklerin kadinlara sarilip kadinlarin hamile
kaldig1 gibi seyleri sik sik acikladigini fark ettim. Ozel kelimelerin anlamlarim bilmesi, detayli ve siirekli
olarak bu sozciikleri kullanmasi, duygusal olarak yasindan biiyiik seyleri bilmesi, konusmak istemesi
nedeniyle cocugun istismara ugradigi kanisina vardim.” -O1

“Cocugun suif iginde anlattiklarindan fark ettim olayi. Diger ¢ocuklarin pipisini tutarak oyun
oynadigin santyordu. Bazen de diger ¢cocuklarin pesinden kosup yakaladiginda pipisini sitkiyordu. Ne
yapiyorsun diye sordugumda cevap vermeden kagiyordu. Bir giin sinifta kahramani dede olan bir hikaye
okurken o cocuk dedi ki “Ogretmenim ben ...... ile yakalamacilik oynuyorum. ....... beni yakalayinca
pipimi tutup cekiyor, gidikliyor. Cok komik oluyor.” Oradan égrendim.” -O8

“Bir ¢cocugun duygusal olarak istismar edildiginden gsiiphelendim. Beni siiphelendiren sey
annenin ¢ocuga kullandigi alay edici ve asagilayict kelimeleriydi. Bizim yamimizda bunlari
kullanmyyordu veya agzindan kagwirsa saka yapiyor gibi davraniyordu ama kullandigi kelimeler hos
degildi...Baska bir velim ¢ocugu siiriikleyerek gétiiriiyordu okuldan. Birka¢ kez okul disinda ¢cocugun
agzina, yanagina tokat attigin gordiim...” -O13

“...Kolunda, bacaginda morarma, cimcikleme izi olan ¢ocuklarla ¢ok karsilagtim. Anneye
sordugumda bir yere ¢arpti, diistii gibi seyler soyliiyordu. Bazen ¢ocuklar sinifta da yaralanabiliyor,
oynarken veya bahgedeyken ama siirekli ayni ¢cocukta izler goriince istismar oldugunu anladim. ...” -
03

“...Duygusal olarak istismar edilmig ¢ocuklarla ¢ok karsilagstigimi séyleyebilirim. Asagilanma,

deger gormeme, kosullu sevme gibi. Mesela soyle yaparsan seni sevmem, boyle yaparsan artik annen
olmam, sokaklarda kalirsin gibi sdylemlerle ¢ok karsilastim.” -O14

Ek olarak, dgretmenlerden bazilari istismar yasantilarini anlatirken istismarin ¢ocuklarda
davranigsal problemlere yol actigini vurgulamistir.

“... Cocuk aileden siddet gordiigii zaman sinifta da aynisint yapryor. Arkadasina vuruyor,
oyuncagi elinden ¢ekip aliyor, diger ¢cocuklart kavga ¢ikarmast icin tahrik ediyor, itiyor. -0O12

“... Bu durum ¢ocuklar1 pasif yapiyor ya cok iirkek oluyorlar ya ¢ok saldirgan. ...” -O14
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Istismara miidahale

Ogretmenlere karsilastiklari istismar durumlarinda ne yaptiklar1 soruldugunda tamam okuldaki
rehber Ogretmene veya okul miidiirine durumu sézel olarak bildirdiklerini belirtmislerdir.
Ogretmenlerin ¢ogu ¢oziim stratejilerinde okul yonetimiyle ortak karar verdiklerini vurgularken bir
kismi ise okul yOnetiminin baskist ve engellemeleri karsisinda bireysel miicadele verdigini ifade
etmistir. Ogretmenlerin kullandiklari ¢6ziim stratejileri asagidaki grafikte gdsterilmistir.

11

11
(Coziim stratejileri
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Sekil 6. Ogretmenlerin Istismara Miidahalede Kullandiklar1 Céziim Stratejileri

Ogretmenlerin tamami karsilastiklar1 istismar durumunda ilk olarak aile ile goriistiiklerini
belirtmistir. Aile goriismelerinde bagirma, iftira atmakla suglama, iizerine yliriime, tehdit etme seklinde
tepkilere maruz kaldiklarindan bahsetmislerdir. Bu konuda 6gretmenlerden bazilarinin goriisleri su
sekildedir:

“Ilk olarak okulun rehber égretmeniyle paylastim. Sonra rehber 6gretmen miidiire haber verip
aileyi okula ¢agirmamiz ve bilgilendirmemiz gerektigini soyledi. Aile okula geldi. Genel konulardan
bahsettikten sonra “Cocugunuzun yetiskin iceriklerinden bahsettigi hakkinda bilginiz var mi? Size de
bahsediyor mu?” seklinde sordum. Anne ve baba sesini yiikseltmeye, bagirmaya basladi. Benim tizerime
geldiler, tehdit ettiler. Yani bu istismarin aile tarafindan da bilindigini, onaylandigini ve dolayli olarak
arkasinda duruldugunu fark ettim. ... Aile siirekli olarak okulu tehdit etti. Yani nasil tehdit etti de iistii
boyle kapatildi bilmiyorum. Sizi bitiririm, 6ldiiriiriim. Siz de okulunuza kapatirum. Bu konuda hi¢bir
sekilde bizim iistiimiize gelemezsiniz gibi sekilde iistimiize geldigini biliyorum.” -O1

“Bu durumda neler yaptik? Ilk énce cocugun ailesiyle konustuk. Hani durum tekrarlanmirsa
ozellikle ciddi bir sekilde tedbir aliriz diye diigiindiik ama aileye boyle demedik tabi. Olaywn ciddiyeti ve
onemini anlattik. Bir daha sahit olursak resmi kurumlara bildirecegimizi, béyle bir durumda isin ¢ok
daha biiyiiyebilecegini séyledik...” -O2

“Iik olarak anneyi okula ¢agirdim. Cocugun kitap okurken séylediklerinden bahsettim. “Evet
hocam dedi, ..... sevme sekli (pipisini sikarak) o. Oglum ilk erkek torun, adini da ... ... adi koyduk. ......
onu ¢ok seviyor. Sakalasvyorlar aralarindan éyle” dedi. Bunun yanhs oldugunu, cocugun siniftaki diger
cocuklara aym davramsi sergiledigini soyledim. Anne inanmadi. Basta ¢ok tepki vermedi ama
inanmadi. “Ben hi¢ gérmedim, parkta ya da kuzenleriyle oynarken hi¢ oyle seyler yapmiyor” dedi.
Swnifta yaptigini soyledim ve bu davramgin yanlys oldugunu séyledim. .... konusup bu sekilde cocugun
bedenine dokunmamasini soylemelerini istedim. “Ben ... ... oyle bir seyi asla sdyleyemem” dedi anne.
Isterseniz esime siz soyleyin” dedi. Ben de kabul ettim. Baba ile anne okula geldiginde tartisma ciktr.
Baba yakinina séylenene ¢ok kizdi ve “....Ne demeye ¢alisiyorsunuz? Her seyi de siz biliyorsunuz zaten.
Siz kimsiniz? Kim oldugunuzu saniyorsunuz?” diye bagirip ¢agirdi. Beni konusturmadi bile. Okuldaki
erkek hocalar sesleri duyup geldi. Adam iizerime yiiriidii, hocalar araya girdi. Miidiir bey geldi. Beni
odadan ¢ikardilar, veli ile miidiir bey ve birkag erkek égretmen konustu.... ”-O8
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013, bosanma siirecinde olan ve ¢ocuguna zarar verdiginin farkinda olmayan velisini saglik
uzmanina yonlendirdigini soyle ifade etmistir: “Velim yeni bosanmuisti, bosanma asamasinda yasadig
stkintili  siirecin  farkindaydim. Cocuga davramslart degismisti, siirekli baban gibi soylesin,
beceriksizsin, niye boylesin tarzi seyler soyliiyordu cocuga farkinda olmadan. Velimle rutin bir gériisme
yapar gibi sohbet ettim. Ardindan kirmadan zor zamanlarda destek almanin ayip olmadigini, tam tersi
ihtiyag¢ oldugunu soyledim. Bir donem benim de destek aldigimi soyledim. Anladi zaten, o ciimleleri
isteyerek kurmadigini, sonrasinda pisman oldugunu, eve gidip agladigini séyledi...”

Ek olarak O1 ve O8, aile goriismelerinin yam sira dilekge ile okula ve ilge milli egitime durumu
bildirme girisiminde bulundugu ifade etmistir. Ogretmenlerin tamanu ¢dziim stratejilerinin etkili
olmadigini ve okul yonetiminin yénlendirmesi ile olayin iizerinin kapatildigini sdylemistir.

“Detayli bir sekilde ¢cocugun istismar edildigine ve ailenin bu sekilde tepki verdigine dair okul
miidiiriine 3-4 sayfalik bir dilek¢e yazdim. Miidiir dilek¢emi isleme almadigini, bir kenara koydugunu
soyledi. Bu durumu hi¢bir sekilde onaylamadigini, bu isin ¢ok daha da biiyiiyecegini, onlarin ¢ok kotii
insanlar oldugunu, bana ve aileme zarar verecegini sdyleyip bir sekilde konuyu kapatti...” -O1

“...Onlar veliyi sakinlestirip yollamiglar. Bana da hakli oldugumu ama bu konuyu uzatmamami
soylediler. O giinden sonra artik evde ne dedilerse, cocuk da bana karsi soguk olmaya basladi. Babam
“O... ogretmen” diyor size dedi. Gittim miidiirle tartistim. Siz bir sey yapmadiniz ¢ocuk sana sinif
ortasindan o... diyor dedim. Hem okula hem de ilce MEM e dilek¢e verdim. Ilge Milli Egitim miidiirii
beni ¢cagirdi ve babacan bir tavirla konusup daha ¢ok geng oldugumu, daha neler gérecegimi soyledi
ve konunun iizerini kapatti.” -O8

e
‘ Ogretmenlerin Resmi Bildirimde Bulunmama Sebepleri
.
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Sekil 7. Ogretmenleri Resmi Bildirimde Bulunmama Sebepleri

Ogretmenlere neden yazili olarak resmi bildirimde bulunmadiklar1 soruldugunda &gretmenlerin
calist1g1 okul tiiriine gore sebeplerinde farklilik gosterdigi goriilmiistiir. Ozel okulda calisan dgretmenler
isten atilma kaygisi ve velilerin okul diginda kendilerine zarar vermesi endisesiyle okul yonetiminin
olayin tizerini kapatmasma goz yumdugunu belirtirken, devlet okullarinda ¢alisan 6gretmenler okul
yonetiminin ve resmi prosediirlerin sorunu ¢dzecegine inanmadigl i¢in olayin iizerinin kapatilmasim
kabullendigini belirtmistir. Ogretmenlerden bazilar1 resmi bildirimde bulunmama sebeplerini sdyle
aciklamistir:

“... Ozel okullarin séyle bir tarafi var, bir yere kadar olmasi gerekeni diisiinebiliyorsunuz. Bir
yerden sonra isten atilir miyum, basima ne gelir diye diisiinmek zorunda kalyorsunuz. Miidiiriin
soyledikleri de beni etkiledi yani, adamin bana zarar verme potansiyeli vardi. Bir siire korku yasadim
eve giderken. Sonra o kurumdan ayrildim zaten. Arkamda olmamalar: ve veliye sirin goziikmek icin her
seye tamam demeleri en biiyiik sebebi oldu.” —O1

“... Tabi ki hi¢cbir sey olmadi. O kadar yildim ki okulda yasanan her olumsuzlugun normalmis
gibi bize kabullendirilmesinden. Onceden itiraz ederdim, artik itiraz da etmiyorum. Bir sey olmuyor
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glinkii. Sistemi bize diyor ki goziiniizii kapatin, sorun ¢ikarmayin. Aileye durumu soyledim, ¢ocuga
verecegi zarari soyledim, miidiire durumu bildirdim. Yapacagimi yaptim yani.” -0O12

Ogretmenlerin Destek Talepleri

Ogretmenlere “Istismar konusunda farkindalik kazanmak igin ne tiir destege ihtiyac
duyuyorsunuz?” sorusu yoneltilmistir. Ogretmenlerin tamami 6ncelikle ailenin bilinglendirilmesine
ihtiya¢ duyduklarim belirtmis, iiniversite personeli tarafindan tlicretsiz seminerler verilebilir 6nerisinde
bulunmuslardir. Béyle bir egitim planlanirsa igeriginde; istismarin ¢ocuklarin ileriki yasamina etkisi,
herkesin istismarci olabilecegi, 6zel bolgelerin tanimi gibi konularin vurgulanmasi gerektigini ifade
etmislerdir. Ayrica, 6gretmenlere yonelik sinif igi etkinliklerde kullanabilecekleri etkinlik onerileri ve
kitap listelerinin MEB tarafindan hazirlanmasi onerilmistir. Bu sayede sinif i¢i etkinliklerde istismar
konusunun islenmesinin daha kolay olacag: belirtilmistir. Ogretmenlerden bazilarmin bu konuda
goriigleri soyledir:

“Bence bu konuda insanlarin korkutulmasi lazim. Mesela istismar eden kisi ¢ok yakininiz
olabilir denmeli. Bu dogru zaten, aym zamanda bu bilgi insam cok tedirgin ediyor, korkutucu.
Akrabalarimiz tarafindan istismar edilebiliriz, ¢ocuklari akrabalarini opmeye zorlamayin seklinde
vurgular yapilabilir. Ozellikle duygusal istismar sonrasinda cocuklarin biiyiidiiklerinde ne gibi
ozelliklere sahip olabilecekleri, karakterlerinin nasil zedelenebilecegine iliskim boylamsal bir ¢alisma
gosterilirse, anlatilirsa, yapilirsa farkindalik yaratir diye diisiiniiyorum. Yani en biiyiik destek,
cocuklarin ¢evresinde bakimini veren insanlarda bu farkindahig yaratmaktir” -0O2

“Ozellikle kirsal bélgelerde, ilcelerde ve kéylerde halk ile cok bas basa birakiliyoruz. Bence
tiniversiteden hocalarin zaman zaman béyle uzak bolgelere gelip ticretsiz egitimler vermesi lazim. Biz
de ¢alismalar yapiyoruz ama veli ile bir konuda anlasamiyorsak advmiz kotiiye ¢ikiyor. Yaptigimiz her
sey kotii ve yanlis olarak adlandiriliyor. Iyi ve faydali bir sey ogretmeye ¢calissan bile toplum kabul
etmiyor. Disardan farkli kisilerden de benzer seyleri duymalar: faydali olur diye diisiiniiyorum.” -05

“Aslinda bu konuda en biiyiik ihtiyacim c¢ocugun cevresinde olan insanlarin, ailesinin
bilgilendirilme destegi. Ciinkii ogretmen bir sekilde bilingleniyor, bilinglenmek zorunda kaltyor. Ama
aile bundan izole bir sekilde biiyiiyor, genisliyor...” -06

“... Kitap secgimi bile basli basina ayrt bir konu. MEB veya tiniversite alan uzmanlar: bunu
rahatlikla yapabilir. 100 temel eser gibi mahremiyet icin oneriler kitaplar listesi olusturulabilir. Bu
kitaplarla etkinlik onerileri hazirlanabilir. Cok da giizel olur. Bu bizi daha da gii¢lii yapar. Sinifimda
istismar ¢alismak istedigimde ne yapmam gerektigini bilirim.” -O15

Kéyde ¢alisan O8, kirsal bélgelerde yasayan insanlarin bilgi kaynagimn televizyon oldugunu
belirterek aileleri bilgilendirici programlar hazirlanmasi gerektigini vurgulanigtir:

“Koyde insanlarin bilgi kaynagi gordiigiim kadart ile televizyon. Televizyon ne derse ona
inanwyorlar, giinliik konusmalar: hep televizyonda gordiikleri tizerine. Dizilerden tutun haberlere kadar.
Madem bu insanlar televizyonla ogreniyorlar, televizyona sikict olmayan, bilgilendirici yaywmlar
eklenebilir. EBA TV, TRT Belgesel gibi kanallardan bahsetmiyorum. Buralari zaten biling diizeyi yiiksek
kisiler takip ediyor. Halka inmek icin dizilerin icerisinde bile kisa kisa islemek lazim bu konulari. Mesela
saat 15.00’da tiim kanallarda aym yayin ve yarim saatlik kisa bir bilgilendirme programi konulabilir.
Benim en biiyiik talebim televizyonun ve medyamin egitimle i¢ ice kullanilmast olur...”

Ozel okulda galisan dgretmenler ise dzel okullarda galigan personelin farkl egitim seviyesinde
oldugunu vurgulayarak tiim okul personeline yonelik egitim ihtiyac1 duyduklarini belirtmistir.

“Eger ozel bir okulda ¢alisiyorsaniz okul miidiiriiniiz 6gretmen olmayabiliyor ve o yiizden bu
konu hakkinda bilgisi olmamasi onu korkutuyor. Istismardan konusulmasini istemiyor mesela. Afisle,
brogiirler degil kesinlikle uzman kisiler, itiniversite hocalart tarafindan bilingli bir sekilde planl,
programli bir sekilde okul miidiirlerine, okul personellerine, yemekhanedeki ¢alisanlara ve en onemlisi
ailelerin bilgilendirilmesi gerekiyor ve bu egitimlerin zorunlu olmasu ve siireklilik saglamasi gerekiyor.”
-010
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Tartisma, Sonuc ve Oneriler

Bu bolimde elde edilen bulgular literatiir dogrultusunda tartisilmistir. Arastirmada
katilimcilarin istismari cogunlukla fiziksel ve cinsel istismar olarak tanimladigi gériilmiistiir. Tanimlarla
baglantili olarak tiim 6gretmenler istismar tiirlerini agiklarken fiziksel ve cinsel istismardan bahsetmis,
bir kisim 6gretmen ise duygusal istismarin da bir istismar tiirli oldugunu belirtmistir. Fiziksel istismar
morarma, iz birakma, kanama gibi viicutta somut belirtileri oldugu i¢in belirlemesi en kolay istismar
tiiriidiir (Doganl1 ve Karadrs, 2017). Bu nedenle 6gretmenlerin fiziksel istismar hakkinda farkindaliklar1
yiiksek olabilir. Medyada cinsel istismara yonelik son yillarda oldukca fazla haber yer almaktadir.
Sosyal medyada cinsel istismar haberleri karsisinda goriis bildirme ve tepkisini ifade etme durumu
oldukca yayginlasmistir. Dumanh Kiirk¢ti (2017) Twitter kullanicilarinin cinsel istismar olaylarina
verdikleri tepkileri inceledigi aragtirmasinda cinsel istismar olay1 karsisinda bes giinde atilan toplam
26.112 tweeti irdelenmistir. Bu kisa siirede atilan tweet sayisi dikkate degerdir. Sagir’in (2013), okul
oncesi ve smif 6gretmenlerinden olugan 474 kisi ile yiriittiigli arastirmasinda 6gretmenlerin ticte biri
istismar konusunda bilgi kaynagimin internet oldugunu ifade etmistir. Ogretmenler sosyal medyada ve
haberlerde cinsel istismara yonelik ¢ok fazla haber, tepki, goriis bildiren igeriklere maruz kaldigi igin
tanimlarinda yer vermis olabilirler.

Sekil 5 incelendiginde, 6gretmenlerin ¢ogu siniflarinda duygusal istismara maruz kalan ¢ocuklar
gordiigiinii ifade etmesine ragmen duygusal istismara istismar ve tiirleri taniminda yer vermemistir. Bu
durumun Ogretmenlerin istismar konusunda yetersiz bilgiye sahip olmasindan kaynaklandig
diisiiniilmektedir. Oysa 6gretmenlerin istismar1 dogru bir sekilde fark edebilmeleri ve yetkililerine rapor
verebilmeleri i¢in, istismar1 tanimlama ve raporlama prosediirleri konusunda gerekli bilgi ve becerilere
sahip olmasi gerekir (Dinehart ve Kenny, 2015). Literatiirde aragtirmanin bulgusunu destekleyen
calismalar mevcuttur. Ornegin, Erdogan ve Aslan (2020), okul dncesi 6gretmenleri ile yiiriittiigii
arastirmasinda d6gretmenlerin istismar konusunda duyarliliga sahip olmakla birlikte bilgilerinin yetersiz
oldugunu ifade etmistir. Benzer sekilde Olcay’in (2021) arastirmasina gore okul dncesi 0gretmenleri
olumsuz ¢ocuk yasantilarini ve cinsel istismari belirlemede kendilerini kismen yeterli, fiziksel istismar
ile duygusal istismar1 belirlemede kendini yeterli gormektedir.

Ogretmenlerin yaris1 smf ici gdzlemlerini rnek gostererek en ¢ok fiziksel istismarin
goriildiigiinii, ¢ocuklarin fiziksel istismar konusunda hem magdur hem istismarci konumunda oldugunu
belirtmistir. Diger yarisi ise sinif i¢i gézlemlerinin yani sira sosyal medyadaki haberleri vurgulayarak
en sik cinsel istismarin goriildiigiinii ifade etmistir. Ogretmenlere istismar edilmeye en agik grup
soruldugunda tamami kadinlar ve gocuklar cevabini vermistir. Tirkiye’de ¢ocuklarin igledigi ve ¢ocuga
kars1 islenen suclar incelendiginde fiziksel ve cinsel istismarin suglar arasinda yliksek oranda oldugu
goriilmektedir (TUIK, 2024). Gokalp, Kaya ve Oviin (2018), kadinlarin ve ¢ocuklarn her toplumda ve
her donemde istismara daha agik bir grup oldugunu belirtmistir. Dolayisiyla, 6gretmenlerin istismara en
acik grup tanimlamalart dogru olarak kabul edilebilir. Fakat, bu durumun sebebi 6gretmenlerin
toplumsal cinsiyet algisindan da kaynaklaniyor olabilir.

Ogretmenlerin ¢ogu meslek hayatinda farkl: istismar tiirleri ile karsilastiginm belirtmistir. En ¢cok
karsilagtiklarini ifade ettikleri istismar tiirii fiziksel ve duygusal istismardir. Neredeyse yarisi (n=6)
cinsel istismar ile karsilastigini da ifade etmistir. Istismar1 belirlemede gocuklarin kendi aralarindaki
konusmalarindan, sinif i¢i gdzlemlerinden, ¢ocuk ile bireysel goriismelerinden, ebeveynlerin tutum ve
davranislarindan faydalandiklar1 gériilmistiir. Cocuklar giinliik hayatta yasadiklar1 ve sahit olduklari
durumlar siklikla oyunlarina yansitmakta, akranlari ile paylagsmaktadir. Cocuklar akranlarma yeni bir
konuda agiklamada bulunarak dikkat ¢cekmeye, akranlar arasinda gii¢ saglamaya calisabilir (Giindogdu
ve Yasar, 2021). Bu nedenle ¢ocuklarin kendi aralarinda ve sinif iginde konugmalarinin 6gretmenler i¢in
onemli bir kaynak oldugu diisiiniilmektedir. Ogretmenlerin istismar ile karsilastiginda sozel olarak okul
miidiirii ve okul rehber dgretmenine bildirim yaptiklar goriilmiistiir. Benzer sekilde Tener ve Sigad’in
(2019) arastirmasinda 6gretmenler istismar durumunda okul yonetimi ve rehber 6gretmene bildirim
yaptiklarini belirtmistir. Bu arastirmada sadece iki 6gretmen dilekge yazarak durumun resmi kayitlara
geemesini saglamistir. Fakat, Tiirk Ceza Kanunu’na gore herhangi bir sugu yetkili makamlara bildirmek
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vatandaslik 6devidir. Ayrica TCK'nin 279. Maddesine gore, kamu adina sorusturma ve kovusturmay1
gerektiren bir sucun islendigini goreviyle baglantili olarak 6grenip de yetkili makamlara bildirimde
bulunmayi ihmal eden veya bu hususta gecikme gosteren kamu gorevlisi, alti aydan iki yila kadar hapis
cezasl ile cezalandirilir. Dolayistyla, yasal olarak 6gretmenlerin istismar durumu veya stiphesinde resmi
olarak bildirimde bulunmalar1 gerekmektedir. Ogretmenlerin bildirim yapma ve yasal sorumluluk
konusundaki bilgi yetersizliginin bildirim yapma durumlarimi etkiledigi diisiiniilmektedir. Bu
arastirmada ve literatiirde okul Oncesi Ogretmenlerinin istismar durumunda bildirimde bulunmakta
cekimser davrandigl goriilmektedir. Yetis ve Ziyalar’m (2018) 513 Ogretmen ile yiiriittiigi
arastirmasinda ogretmenlerin %49,9’unun TCK madde 279’da yer alan bildirim yiikiimliigii ve ceza
durumu hakkinda bilgi sahibi olmadig1 goriilmiistiir. Nguyen-Vu (2018), okul dncesi 6gretmenlerinin
istismar bildirimde karar verme siirecini inceledigi arastirmasinda, 6gretmenlerin somut siipheleri
olmasina ragmen ne yapacaklarindan emin olmadiklarini i¢in siiphelere dayanarak gocuk istismari
bildiriminde bulunmaya istekli olmadiklarin1 ifade etmistir. Dinehart ve Kenny’nin (2015)
arastirmasindaki erken ¢ocukluk egitimcileri ¢ocuk istismar1 ve raporlama konusunda gerekli bilgiye
sahip olmasina ragmen istismarla karsilastiginda okul yonetimine bildireceklerini, herhangi bir
raporlama islemi yapmayacaklarin1 belirtmistir. Aksel ve Yilmaz Irmak (2015) ise cinsel istismar
lizerine yiirlittiigii arastirmasinda 6gretmenlerin okulda karsilastiklart istismar durumunda miidahale
olarak cogunlukla yetkililere (resmi makamlar, okul idaresi, rehberlik servisi, psikiyatrist) yonlendirme
ve aile goriismelerini tercih ettigini bulgulamigtir. Olcay’in (2021) arastirmasi 6gretmenlerin istismar
bildirimi konusunda nasil bir yol izleyecekleri konusunda net bir bilgiye sahip olmadiklarinm
gostermistir.

Sekil 7 incelendiginde 6gretmenlerin resmi bildirim yapmama sebeplerinin ¢aligtiklar1 okul
tiiriine gore farklilik gosterdigi goriilmektedir. Ozel okulda calisan 6gretmenler is ve saldirganlik kaygisi
ile bildirim yapmadigini belirtirken devlet okulunda calisan Ogretmenler prosediirlerin sorunu
cOzecegine inanmadigim ifade etmistir. Widerberg ve Eklund’un (2018) arastirmasinda da resmi
bildirim yapmayan 6gretmenlerin bildirim yapmama sebepleri arasinda velilerle ortaya ¢ikabilecek
catigsmalardan korkma ve velilerin tepkisinden ¢ekinme yer almaktadir. Okul tiiriine gore olusan bu
farklilik, 6zel okullarin i gilivencesinin olmamasi ve veli memnuniyet politikasiyla agiklanabilir.
Nitekim, Cimen ve Karadag’in (2020) arastirmasinda 6zel 6gretim kurumlarinda 6gretmenlerin her an
issiz kalma diistincesi tasidiklar1, her problem ve ¢6ziim stratejisi karsisinda sézlesmem yenilenir mi?
stresi yasadiklari ifade edilmektedir. Ayni ¢alismada veli-6gretmen-okul iligkisinde 6gretmene yiiklenen
roliin 6gretmen tizerinde baski unsuru oldugu da gorilmektedir. Can Yasar, Kaya ve Karaca’nin (2021)
aragtirmasina gore okul oncesi 6gretmenlerinin kidemleri arttikga bildirim yapma konusunda kisisel
kaygilar1 artmaktadir. Diger yandan kamuda c¢alisan Ogretmenlerin prosediirlerin sorun ¢dzecegine
inanmadiklar1 bulgusu dikkat ¢ekmektedir. Bu durum 6gretmenlerin gegmis olumsuz deneyimlerinden
kaynaklaniyor olabilir. Daha 6nce yapilan bildirimlerin dikkate alinmadigi, ¢oziimsiiz kaldig1 veya
¢Oziimiin zaman aldig1 gibi deneyimler 6gretmenlerin prosediirlere giivenini azaltmig olabilir. Bu
konunun derinlemesine arastirmalar yapilarak incelenmesi 6nerilmektedir.

Ogretmenlerin cogu istismar karsisinda okul ydnetimi ile ortak hareket ettigini, miidahale olarak
cogunlukla aile ile goriisiildiigiinii ifade etmistir. Aile ile yapilan gériismelerde bagirma, tehdit, tizerine
yiriime gibi saldirgan tepkilerle karsilastiklarini belirtmislerdir. Nguyen-Vu (2018) okul oncesi
Ogretmenlerinin istismar siiphesi karsisinda aileler ile goriisme ve daha detayli bilgi edinme egiliminde
oldugunu belirtmistir. Tener ve Sigad’in (2019) arastirmasinda da magdur ¢ocugun ailesi 6gretmene
bagirma ve reddetme tepkileri vermistir. Bu arastirmaya katilan Ogretmenlerin tamami ¢ézliim
stratejilerinin etkili olmadigin1 ve okul yonetiminin yonlendirmesi ile olaym iizerinin kapatildigini
sOylemistir. Tener ve Sigad’in (2019) arastirmasinda da okul yonetiminin istismar konusunda hazirliksiz

ve istismarin resmi olarak bildirimi konusunda isteksiz oldugunu belirten 6gretmenler olmustur.

Arastirma sonucunda okul 6ncesi 6gretmenlerinin istismarla ilgili yeterli bilgiye sahip olmadig,
istismar1 ¢ogunlukla fiziksel ve cinsel istismar olarak algiladigi goriilmiistiir. Bununla birlikte okul
Oncesi O0gretmenlerine gore kadinlar ve ¢ocuklar savunmasiz olduklari igin istismar magduru olmaya
daha agiktir. Aragtirmanin bir diger sonucu, okul oncesi dgretmenlerinin meslek hayatlarinda farkl
istismar tiirleri ile siklikla karsilagns olmasidir. Ogretmenler gocuklari ile bireysel goriismeler yaparak,
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cocuklarin birbiri ile iletisimini gozlemleyerek ve ebeveynlerin c¢ocuklarina davranislarim
gozlemleyerek istismar durumunu belirlemistir. Bu durum karsisinda 6gretmenlerin ¢ogunlukla okul
yonetimi ve rehber 6gretmene sozel olarak bildirimde bulunmayi tercih ettigi, resmi olarak bildirimde
bulunmadiklari goriilmiistiir.

Bu sonuglar ¢ergevesinde arastirmada agagidaki onerileri sunulmaktadir:

- Istismarm tanimu, belirlenmesi ve miidahale edilmesi konusunda okul dncesi 6gretmenlerine
hizmet ici egitimler verilebilir.

- Okul 6ncesi 6gretmenlerine ve ebeveynlere yonelik planlt ve programli istismar farkindalik
egitim programu gelistirilebilir.

- Okul 6ncesi 6gretmenligi lisans programina istismara yonelik dersler eklenebilir. Bu sayede
ogretmenlik meslegine adim atmadan okul dncesi 6gretmenlerinde farkindalik ve biling
olusturulabilir.

- Istismar tiirlerine gdre dgretmenlerin bilgi diizeyini ve simf i¢i gdzlemlerini inceleyen
arastirmalar yapilabilir.

- Okul oncesi 6gretmenlerinin istismari resmi olarak bildirmeme (s6zel olarak bildirme)
egitimlerinin altinda yatan nedenler arastirilabilir.

- Istismar durumunda veya siiphesinde dgretmenleri resmi olarak bildirim yapmaya tesvik
etmek icin kademe yiikseltme, hizmet puani ekleme gibi ddiiller Ogretmenlik Meslek
Kanununa eklenebilir.
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Introduction

In today's world, where globalization is accelerating, technology is transforming education, and
access to information is becoming easier, it is of great importance for education systems to respond to
current developments and needs (Askar, Topgu, Altun, Cirik, & Kandirmaz, 2023). At this point,
education systems are being updated rapidly, and teaching programs that are synthesized with a
contemporary education approach, aim to develop individuals mentally, socially, emotionally,
physically, and morally, and that train individuals equipped with the knowledge and skills appropriate
for the needs of the 21% century are being developed (Arslankara & Arslankara, 2024; MoNE, 2024).
Similar updates are also needed in science curricula. One of the main reasons for this need is the
difficulty encountered in teaching and learning certain science subjects. This is particularly evident when
it comes to abstract concepts, as students often struggle to comprehend them. Concretization of abstract
concepts is one of the most meaningful components of the science teaching process (Ayvact & Durmus,
2016; Giil¢icek & Giines, 2004; Suprapto, 2020). Especially astronomy units, which are the subject of
this study and included in the science course, contain abstract concepts. Astronomy units are accepted
by students as one of the science subjects that are difficult to understand and perceive at the conceptual
level. In teaching these subjects, learners need to visualize the spatial positions of the celestial bodies,
their relative sizes, the distances between them and their geometric shapes (Sensoy & Yildirim, 2018;
Tiirk, Alemdar & Kalkan, 2012). This is only possible with the use of innovative teaching methods and
technologies in the classroom. In these courses, students should actively participate in the process, and
the process should be made understandable and remarkable for students (Akbay et al., 2022; Gékmen,
2021, Kiraz, Gokmen, & Cimen, 2024; Ozel, Tasdelen, Giiven-Yildirim, & Onder, 2022; Tasdelen &
Ozel, 2024). Based on this, it is thought that the case study method, which makes students have to deal
with real life problems that are problematic to them, includes mystery, and encourages them to actively
participate in learning tasks (Bonney, 2015), will be especially effective in teaching astronomy subjects.

The case study method is an intensive and systematic teaching method that creates a student-
centered and active learning environment, allows for the in-depth examination of a real event, the
establishment of cause-effect relationships, and effective decisions (Cantimer & Sengiil, 2022; Heale &
Twycross, 2018). The case study method is also defined as the “best practice” by many educators in the
education-training process, which enables the development of learners' analytical and critical thinking
skills by establishing a relationship between theory and practice (McFarlane, 2015). The method is based
on the principle that students examine problems and construct their own views on the basis of problems
found in real-life stories with many solutions (Pilato & Ulrich, 2014). The main purpose of this method
is for the student to examine the real situation or problems in full detail and make a decision based on
the mentioned case study (Ates Yerkdy & Yerkdy, 2024; Dogan & Aslan, 2024; Forsgren, Christensen,
& Hedemalm, 2014). In this respect, the method provides the opportunity to transfer theoretical
knowledge to practice, integrates what is learned with real life, and makes students responsible for their
own learning (Caveido et al., 2018; Gallego et al., 2013). Students who experience learning with the
case study method develop their thinking and communication skills, students analyze the events in the
environment where they occur, approach events from a different perspective, and produce solution
suggestions for problems (Ol & Kabapiar, 2021). Therefore, during the learning experience, learners
develop skills such as analysis, seeing relationships, creativity, generating options, and future-oriented
problem solving (Biichler et al., 2021; Dogan & Aslan, 2024). In addition, since the case study method
is a completely student-centered method, it increases interest in the course, develops higher-order
thinking skills, encourages students to work collaboratively, ensures active participation of students in
the course, and has positive effects on academic achievement (Bonney & Escartin, 2015; Goziitok,
2020). Again, especially in science courses conducted with the case study method, students work
together with their peers while searching for a solution to a complex and serious problem that requires
skills from daily life, and in this way, they can produce answers to problems, learn concepts and
principles, develop ideas, and develop thinking skills (Nkhoma et al., 2016). In this study, case studies
are supported by educational films. It is believed that educational films can be used alongside the case
study method to help concretize abstract concepts in science education. Educational films are considered
highly effective instructional tools, as they allow students to gain experience with topics they are
unfamiliar with, facilitate the concretization of abstract concepts, and help learners observe theoretical
knowledge in practice (Giiven-Yildirim, Kokliikaya, & Selvi, 2015). Films are defined as teaching
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materials or resources that address events that have occurred or are likely to occur, appeal to more than
one sense organ of students, and create an impressive educational environment (Korkmaz, 2017).
Educational films are defined as films with educational content that address educators, educational
environments, and stakeholders of these environments in a multifaceted manner (Oru¢ & Saribudak,
2015). When applied in an educational context, educational films can foster the development of critical
thinking, a variety of new ideas, and respect for social justice activities inside and outside the classroom
(Selman & Testa, 2021; Cromarty, Young, & Elias, 2023). These films provide a general experience
even on subjects and events that students have never seen, embody the concepts in the lesson and offer
the learners the chance to see the theory in practice (Y1lmaz, 2018). For this reason, it is thought that
educational films will be suitable for both in-class and extra-curricular learning environments with the
support of technology, and will provide great convenience in teaching units such as Astronomy, which
are difficult to experience, especially to secondary and primary school students.

The significance of the study

Following the COVID-19 pandemic in 2019 and the earthquake disaster in our country in 2023,
distance education was initiated. As a result of this transition, the digitalization of education and training
also began. Despite the reduced impact of the pandemic today, the use of technology-based learning
activities in schools continues to increase. This is due to factors such as enabling uninterrupted education
beyond school boundaries, facilitating learning processes, and engaging students more effectively than
traditional methods. Educational films are also included in these learning technologies. Educational
films can be an effective tool in both educational practice and theory, particularly in stimulating students'
imagination, which in turn can enhance motivation for learning (Cromarty, Young, & Elias, 2023).
However, a review of the literature reveals that there is a limited number of studies focusing on
educational films (Bilbokaité, Bilbokaité-Skiauteriené, & Marmokaité, 2022; Giivenir & Giiven-
Yildirim, 2023; Kizileik, 2021; Kizileik, 2024; Kurtdas, 2021; Uzun, Giiven-Y1ldirim, & Onder, 2020;
Topal, Giiven-Yildirim, & Onder, 2020). These studies examine the effectiveness of educational films
on different variables, especially in science education. Similarly, the case study texts included in the
case study method can be easily converted into digital text. Various studies were found in the literature
review on the use of the case study method in science teaching (Karaosmanoglu 2018; Pehlivan & Sahin,
2007; Sancar 2010; Sahin & Cakmak, 2016; Temiz 2010). Furthermore, these studies examine the
effectiveness of the case study method in the context of science education. However, a review of the
literature revealed no previous studies in which the case study method was supported by the use of
educational films. Studies on the subject show that both educational films and the use of case study
method in teaching activities increase students' academic achievement, interest, motivation, etc. reveal
its contribution to the variables. As a result, the effect of the case study method supported by educational
films on the students' interest levels and academic achievement in the Solar System and Beyond Unit of
the 7th grade science course was examined with this research. In order to ensure the teaching of the
Solar System and Beyond Unit and to enrich the learning activity, while the lesson was taught by
applying the case study method, educational films were also shown to the students in accordance with
the outcomes. At this point, it is thought that both educational films and case studies will be suitable for
both in-class and extra-curricular learning environments with the support of technology. At the same
time, it is believed that the case study method supported by educational films will offer significant
advantages in teaching units such as Astronomy, which are difficult to experience directly—particularly
for primary and secondary school students. Therefore, this study is considered both original and
important, and it is expected to contribute meaningfully to the field. With this study, it is aimed to
examine the effect of the case study method supported by educational films on the academic
achievement and interest levels of the students in the 7" grade science course Solar System and Beyond
Unit.

Method
Research design

In this research, quasi-experimental design, one of the quantitative research designs, was used
to obtain the data for the purpose of the research. Quasi-experimental designs are explained as the
designs in which the experimental and control groups are randomly planned. However, individuals to
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be included in the groups in this design cannot be randomly assigned to the experimental and control
groups. Quasi-experimental designs are defined as designs that include all the characteristics of
experimental research, except that participants cannot be randomly assigned to groups (Mertler &
Charles, 2011).

Study group

Convenience sampling method was used to determine the study group of this research (Cohen,
Manion & Morrison, 2007). The researcher determines a sample group that is convenient and easy to
access as the study group in convenient sampling (Gravetter & Forzano, 2012). Based on this, research
study group consisted of 43 students selected from two branches, studying in the 7th grade of a
secondary school in Sirnak Province in the fall semester of the 2021-2022 academic year. One of the
groups in two branches, which were decided to be equal because they had the same learning experiences
in the same school, was determined as the experimental group by drawing lots. Additionally, the pre-
test scores showed that the groups were equivalent.

Data collection tools

The data collection tools for this research included the Solar System and Beyond Academic
Achievement Test, developed by the researchers, and the Science Interest Scale, introduced to the
literature by Lagin Simsek and Nuhoglu (2009). Information on the development stages of the
achievement test developed by the researchers is summarized below.

Development of the achievement test

During the development of the test, the stages of creating the item pool, seeking expert opinions,
conducting the pilot application, and analyzing validity and reliability were followed (Ozkan &
Yadigaroglu, 2020). In the process of developing the Solar System and Beyond Unit Achievement Test,
first of all, questions were prepared for all the learning outcomes of the unit in the 2018 Science
Curriculum. Sample questions of the Ministry of National Education, the textbook of the Ministry of
Education, textbooks based on science learning outcomes were used while preparing the questions
(MoNE, 2018).

The Solar System and Beyond unit consists of 10 outcomes. To select questions with high item
difficulty and discrimination indices, a total of 29 multiple-choice questions were prepared, ensuring
that at least two questions were included for each outcome. This was done to ensure content validity. In
the next stage of the development of the prepared achievement test, expert opinions were sought. The
content validity of the test prepared by three faculty members working in the Science Education
Department and a faculty member working in the Physics Education Department, measurement-
evaluation by a faculty member working in the Measurement and Evaluation Department in Education.
The questions were also reviewed for grammar and clarity by an instructor from the Department of
Turkish Education. After receiving feedback from experts, test questions and answer options were
reviewed, necessary changes/corrections were made, and an experimental achievement test consisting
of 29 questions were prepared. The trial form, prepared based on expert feedback, was administered to
12 eighth-grade students at a public school for the pilot study. The pilot study was used to assess the
clarity of the test items and determine the duration of the test administration. Since all the items were
found to be understandable by the students, no change was made in the number of questions. The
application time of the test was determined as 30 minutes.

In the next stage, 29 items in the trial form were applied to a total of 208 eighth-grade students
studying at a public school. After this application, item and test analysis was started and the answers to
the questions were evaluated in the SPSS 26 package program. During the analysis of the items, the
difficulty (pj) and discrimination (rjx) indices of each item were calculated. Difficulty level of the test
developed as a result of the analysis. Two questions below .29 and five questions above .70 were
excluded from the test. Then, item discrimination (rjx) indices of the questions were calculated. Since
there was no item with a discrimination index less than .30 in the test, no item was removed from the
test. As a result, the test consisted of a total of 22 items with item difficulties ranging from .30 to .69
and discrimination indices ranging from .30 to .64. The difficulty and distinctiveness indices of the items
are given in Table 1.
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Table 1. Achievement test item analysis

Item number  Pj rjx Item number Pj rjx
1 .69 51 16 5% .60
2 .53 45 17 57 .55
3 .63 48 18 .60 .64
4 .50 .50 19 .30 41
5 .29* 31 20 29* A7
6 70** .55 21 46 57
7 46 48 22 A48 .55
8 .59 .55 23 54 .30
9 48 48 24 .64 .63
10 3** .63 25 A48 57
11 46 46 26 .65 .61
12 A7 46 27 54 .56
13 JT1x* .61 28 J1F* 46
14 .60 45 29 47 .54
15 .55 46

* |tems with an item difficulty index of .29 and below

**|tems with an item difficulty index of .70 and above

After the item analysis, whether there were a differences between the lower and upper 27%
slices was tested with the independent samples t-test. Then, it was seen that all the items in the test were
in accordance with the desired criteria and no items were removed from the test. The t-test results of
item analysis based on the mean difference of the lower and upper groups are given in Table 2.

Table 2. Item analysis t-test results based on lower and upper group mean difference
Dependent

: Group n M SS Sd t p
variable

Item 1 Sub group 56 .36 49 110 7.49 .00
Upper group 56 .93 .26 83.82 749 .00

Item 2 Sub group 56 .29 46 110 781 .00
Upper group 56 .88 .33 100.80 781 .00

Item 3 Sub group 56 .33 A7 110 7.17 .00
Upper group 56 .88 .33 99.08 7.17 .00

Item 4 Sub group 56 18 .39 110 7.33 .00
Upper group 56 75 A4 108.38 7.33 .00

Item 7 Sub group 56 .16 .37 110 8.05 .00
Upper group 56 A7 43 107.93 8.05 .00

Item 8 Sub group 56 18 .39 110 9.70 .00
Upper group 56 .86 .35 109.12 9.70 .00

Item 9 Sub group 56 22 42 110 7.65 .00
Upper group 56 .80 .40 109.89 7.65 .00

Item 11 Sub group 56 18 .39 110 7.01 .00
Upper group 56 73 45 107.76 7.01 .00

Item 12 Sub group 56 A3 .34 110 851 .00
Upper group 56 75 44 102.88 851 .00

Item 14 Sub group 56 .36 49 110 6.60 .00
Upper group 56 .88 .33 97.71 6.60 .00

Item 15 Sub group 56 24 43 109 7.20 .00
Upper group 56 .80 40 108.21 7.20 .00

Item 17 Sub group 56 .20 40 110 930 .00
Upper group 56 .88 .33 105.25 9.30 .00

Item 18 Sub group 56 .16 .38 110 10.72 .00
Upper group 56 .88 .33 108.81 10.72 .00

Item 19 Sub group 56 .05 .23 110 6.65 .00
Upper group 56 57 .50 87.76 6.65 .00
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Table 2. Item analysis t-test results based on lower and upper group mean difference (Continued)
Dependent

. Group n M SS Sd t p
variable

Item 21 Sub group 56 .16 37 110 11.31 .00
Upper group 56 .89 31 106.91 11.31 .00

Item 22 Sub group 56 .16 37 110 10.72 .00
Upper group 56 .88 .33 108.81 10.72 .00

Item 23 Sub group 56 .38 .50 110 3.80 .00
Upper group 56 71 46 109.48 3.80 .00

Item 24 Sub group 56 18 .39 110 1391 .00
Upper group 56 .98 A3 67.08 13.91 .00

Item 25 Sub group 56 13 34 110 9.30 .00
Upper group 56 .79 41 105.25 9.30 .00

Item 26 Sub group 56 27 .45 110 1146 .00
Upper group 56 .98 A3 64.76 1146 .00

Item 27 Sub group 56 .16 .37 110 10.21 .00
Upper group 56 .88 .33 107.71 10.21 .00

Item 29 Sub group 56 .36 49 110 10.72 .00
Upper group 56 .84 37 108.81 10.72 .00

During the test development process, the K-20 reliability analysis of the final test was started.
Findings related to the analyzes performed are given in Table 3.

Table 3. Achievement test analysis results

Average Average )
: M SD Med, Mod difficulty distinctiveness KR-20
208 15.85 7.15 17 20 .53 51 .89

When Table 3 is examined, it is seen that the average difficulty and discrimination indices of
the developed test comply with the criteria determined in the literature. The Kuder-Richardson 20 (KR-
20) reliability coefficient was calculated to determine the internal consistency coefficient of the test. The
KR-20 coefficient varies between 0 and 1, and as the value approaches 1, the reliability of the test
increases. KR-20 coefficient values of .70 and above are interpreted as indicating sufficient internal
consistency of the measurement tool (Kuder & Richardson, 1937; Tavakol & Dennick, 2011). The KR-
20 reliability coefficient for the developed test was calculated as .89. The value found shows that the
test is a highly reliable test.

The test, whose validity and reliability analyses had been completed, was finally rechecked for
content validity to ensure it aligned with the unit outcomes. The achievement test questions were aligned
with the outcomes of the relevant unit, resulting in the following specification table, which confirmed
the test’s consistency with the unit outcomes (Table 4).

Table 4. Table of outcome—question alignment for the 'Solar System and beyond' unit

Learning outcome number Question number
7.1.1.1. 1,2and 3
7.1.1.2 4
7.1.1.3 7,8and 9
7.1.14 11and 12
7.1.1.5 14 and 15
7.1.16 17
7.1.2.1. 18 and 19
7.1.2.2. 21,22 and 23
7.1.2.3. 24,25 and 26
7.1.2.4. 27 and 29

After the validity and reliability analyzes were completed, an achievement test consisting of 22
guestions was obtained (Appendix 1). The highest score that can be taken from the test is 22, the lowest
score is 0, and considering the first pilot application, the response time of the test was determined as 25
minutes.
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Science interest scale

Another data collection tool used in the study is the Science Interest Scale, which was brought
to the literature by Lacin Simsek and Nuhoglu (2009). This scale includes 27 Likert type items.
Originally developed by Harty and Beall (1984), it is an interest scale that aims to measure children's
interest in science. La¢in Simsek and Nuhoglu (2009) completed the validity and reliability analyzes
during the development of the scale and the KMO value of the scale was calculated as .68. As a result
of the factor analysis, it was revealed that there were 6 factors in the scale and the factor loads of the
items in these factors were found between .46 and .75. Finally, the researchers used the reliability
coefficient calculations of the scale and the reliability value of the scale was calculated as Cronbach
Alpha reliability coefficient o= 79. In this study, the reliability value of the scale was recalculated by
the researchers and the Cronbach Alpha reliability coefficient was found as o= .72.

Data collection

This research continued for 4 weeks and 16 lesson hours within the scope of the 7th grade
science lesson Solar System and Beyond Unit. Before the application started, the Solar System and
Beyond Unit Achievement Test and the Science Interest Scale were applied to the experimental and
control groups as a pre-test. Then the application was carried out.

In the experimental group, teaching was carried out in accordance with the learning outcomes,
by supporting the case studies selected by the researchers beforehand with the educational films selected
by the researchers. In the control group, the learning methods and activities specified in science
curriculum were applied in the teaching of the unit. Prior to the application phase of the research, five
case studies, selected from current news sources by the researchers to ensure the scope validity of the
unit, were reviewed multiple times to assess their suitability for the students and the course content.
Questions appropriate to the students' levels were added to the case studies selected by the researchers.
The finalized case studies were examined by two faculty members in terms of content validity and by
one expert in terms of intelligibility for language and age groups. As a result of the comments from the
experts, three of the questions in the case studies were corrected. The case study texts used according to
the unit outcomes and the questions asked to the students after these texts are given below (Table 5).

Table 5. Case studies based on unit outcomes
Learning Case Studies and Questions to Students
outcome
number
7.1.1.1.  Case Study 1: https://tr.euronews.com/next/2017/11/23/uzayin-buyuyen-sorunu-
7.1.1.2. atiklar
7.1.1.3 1. Which space explorations do you think have contributed to the emergence of
space pollution?
2. According to the first solution in the text, what kind of actions should we take
to avoid producing too much waste?
3. What kind of different problems do you think space pollution can cause?
4. In your opinion, what kind of technological studies can be done to clean up
the garbage existing in space at the moment?
5. Do you think this method is sufficient to eliminate space pollution? What are
their shortcomings? What could be added?
6. Does the advancement of technology cause space pollution to increase or
decrease?
7. Which of the developed spacecraft do you think is more effective in the
formation of this pollution than the others?
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Table 5. Case studies based on unit outcomes (Continued)

Learning Case Studies and Questions to Students

outcome

number

7.1.14. Case Study 2: https://www.ntv.com.tr/turkiye/galileonun-teleskobu-400-

7.1.15. yasinda,ETomHy6b6EyHBA4Cn5rNv7A

7.1.16. 1. What do you think the telescope is good for?

2. What contribution do you think the existence of telescopes might have
made to space studies?

3. At what stage do you think space studies would be today if Galileo had
never invented the telescope?

4. If you were to design a telescope, what kind of telescope would you
design? In addition, which celestial objects would you like to observe with
your telescope that you have designed?

5. Do you think that only a telescope designed by Galileo, or one similar to
it, should be used for space observations?

7.1.1.4. Case Study 3: https://www.trthaber.com/haber/bilim-teknoloji/dag-teleskobu-
7.1.15. erzuruma-ulasti-559881.html
7.1.1.6. 1. In your opinion, what are the differences between the telescope designed

by Galileo and the one built in Erzurum?

2. What do you think might be the reason for the telescope built in Erzurum
to be built on an area of 3170 attitudes?

3. What contribution do you think such large telescopes make to space
studies?

4. If Galileo had not invented the telescope, could we build large
observatories like the DAG or space telescopes that work in space?

5. Do you think that the development of science and technology occurs in

stages?
7.1.2.1. Case Study 4: https://www.hurriyet.com.tr/teknoloji/gokyuzundeki-en-
7.1.2.2. parlak-yildizlardan-biri-patlamak-uzere-41430605
1. What is the reason for the explosion of stars? What cycle do you think
they have?

2. Do you think the Sun will explode one day?
3. When we read the news, it is seen that the sizes and colors of the stars can
be different. What characteristics of stars do you think these differences
might be due to?
4. Do you think the explosion event mentioned in the news is a common
occurrence only in stars or in other celestial bodies?
5. Based on the explosion of the Betelgeuse Star, what do you think might
happen to the Earth during the end of the Sun's life?

7.1.2.3. Case Study 5: https://www.bbc.com/turkce/haberler-dunya-

7.1.2.4. 43626858#:~:text=Bilim%20insanlar%C4%B1%2C%209%C3%BCne%C5
%9F%20sistemimizi%20de, Galaksisi%20saniyede%20500%20metre%20ge
ni%C5%9Fliyor.
1. Let's start with this news. Do you think there is a concept bigger than
galaxies?
2. Which feature of the Universe do you think shows the convergence of the
Milky Way and the Andromeda Galaxy?
3. How do you think the shapes of galaxies are formed?
4. Do you think that all the lights we see in the night sky come from celestial
bodies in the Milky Way Galaxy?

In the research process, case studies were also supported by educational films. Before the
application, 22 educational films that were thought to provide the content validity of the unit were
selected by the researchers. Then films watched several times by the researchers to determine whether
they were suitable for the students and the course content. Care was taken to ensure that the educational
films selected for the application were both in a way that would meet the unit's outcomes and that they
were suitable for the level that the students could understand. Additioanlly, while choosing the films
affective, psychomotor, cognitive developments of the participants and the fact that the films were
completed in a time that would not because distraction were taken into account. Twenty-two films that
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were considered to be suitable for these criteria were then examined by two faculty members for content
validity, and by one expert in terms of intelligibility for language and age groups. After the feedback
from the experts, it was decided that four educational films were not suitable, and the implementation
process continued with eighteen educational films.

In the control group, lessons were carried out with the research inquiry-based teaching foreseen
by the curriculum without using the educational film-supported case study method. Similar to the
experimental group, the teaching of the same unit was planned to be 4 weeks and 16 lesson hours. Before
starting the teaching of the unit, detailed lesson plans were developed, and lessons were carried out by
taking into account the activities in the curriculum. During these activities, students were actively
involved in the activities and other in-class activities in accordance with the curriculum. The same test
and scale were applied to both groups as a post-test and the application process was concluded upon its
completion.

Data analysis

The data of this research were analyzed with the SPSS 26.0 package program. Descriptive
statistics techniques were used to decide whether the data obtained from the answers given by the
students to the test and scale showed normal distribution, and the central deviation and central
distribution values of the answers were reported. Independent samples t-test was used for inter-group
comparisons. The significance level of the data in the analysis was determined as .05.

Research ethics

Ethical rules and principles were followed during the data collection, planning, analysis,
reporting of the research. The study was carried out after obtaining the permission of the ethics
committee of GaziUniversity.

Findings

Before analyzing the data of the study, it was aimed to decide on the statistical method to be
used in the analysis of the data obtained from the test and scale. In the analysis of the data collected in
guantitative studies, parametric or non-parametric tests can be used depending on whether the data
provide the normality assumption. The use of parametric tests in the analysis of data is possible if the
data set collected within the study shows a normal distribution. Therefore, the normality of the data
obtained from the measurement tools used in the studies should be investigated first and one of the
parametric or non-parametric tests should be preferred according to the findings (Cepni, 2007; Sim and
Wright, 2002). In this study, first of all, normality analysis was performed on the data obtained from the
test and scale, which was used as a data collection tool, and the analysis method to be applied to the data
set was selected according to the findings. The results of the analysis are given in Table 6.

Table 6. Descriptive data on the solar system and beyond unit achievement

Test Group N M Sd Med. Mod Kurto. Skew. Var.
Pre-Test Experimental 22 872 4.86 10.50 11 -153 -.23  23.63
Control 21 885 394 8.00 7 .34 .35 1552
Experimental 22 16.23 4.13 17.00 17 137 -1.24 17.09
Post-Test
Control 21 13.80 4.08 13.00 13 -.56 -18 16.62

Table 6 shows the descriptive data regarding the mean achievement test scores applied to both
groups as a pre-test and post-test. The data in the table show that the achievement pre-test mean score
(M=8.72) in the experimental group and the mean pre-test achievement score (M=8.85) in the control
group are close to each other. It is seen that there is a difference in favor of the experimental group
between the post-test mean scores of the experimental and control groups. When Table 6 is examined,
it is seen that the mean, median and mode values of the achievement test pre- and post-test scores of the
experimental and control group students are close to each other. The fact that these values are close to
each other is interpreted as a normal distribution of the data in the literature (Biiyiikoztiirk, Cokluk, &
Koklii, 2018). The kurtosis skewness values between +2 and -2 also show that the data are normally
distributed (George & Mallery, 2012). As a result of descriptive statistics, it was concluded that the data
obtained from the Solar System and Beyond Unit Achievement Test showed a normal distribution. For

60



Burak KARACA, Ezgi GUVEN YILDIRIM,

Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 1, 52-73 ‘Ayse Nesibe SANDER

this reason, parametric tests were used in the analysis of the data. Before the application, independent
samples t-test was applied to the pre-test achievement scores of the Solar System and Beyond Unit
Achievement Test in order to determine whether there is a statistically significant difference between
the achievement pre-test mean scores of the students in the experimental and control groups. The data
obtained are tabulated and presented in Table 7.

Table 7. Independent samples t-test results of the achievement test pre-test scores

Group N M Sd t p
Experimental 22 8.72 4.86
-.096 .92
Control 21 8.85 3.94

When the data in Table 7 are examined, the students' mean scores on the Solar System and
Beyond Unit Achievement Test before the application were calculated as M=8.72 in the experimental
group and M=8.85 in the control group. There was no statistically significant difference between the
pre-test achievement scores of the groups (t=-.096, p > .05).

The fact that there is no significant difference between the achievement scores of the groups
before the application process supports the evaluation of the effectiveness of the educational film-
supported case study method on students' academic achievement. Before the application, it was
determined that the pre-test mean scores of the Solar System and Beyond Unit Achievement Test did
not show a statistically significant difference between the experimental and control groups, and the
independent samples t-test was applied to the post-test scores of the groups. Data obtained are presented
in Table 8.

Table 8. Independent samples t-test results of the achievement test post-test scores

Group N M Sd t p
Experimental 22 16.23 4.13
xper! 2.08 04
Control 21 13.80 4.08

When the data in Table 8 were examined, it was found that the Solar System and Beyond Unit
Achievement Test post-test mean score of the experimental group students was M=16.23, and the Solar
System and Beyond Unit Achievement Test post-test mean score of the control group students was
M=13.80. It was determined that there was a statistically significant. difference in favor of the
experimental group between the post-test mean scores of the students in the experimental and control
groups (t=2.08, p < .05). Effect size calculations were made for the result obtained and it was seen that
the effect size “d value” was 0.60. Researchers state that this effect size value is “medium” (Cohen,
1988).

In the research, normality analyzes were conducted to determine the statistical method to be
applied to the quantitative data obtained from the Science Interest Scale. For this reason, the data taken
from the relevant scale were analyzed and it was examined whether the data showed a normal
distribution. The obtained results are given in Table 9.

Table 9. Descriptive statistics for the interest scale in science subjects

Test Group N M Sd Med. Mod Kurto. Skew. Var.
Experimental 22 104.77 1259 10850 109 -51 -.48 158.66
Pre-Test  control 21 10433 1215 106 106 .44  -03  147.63
Experimental 22 116.04 1126 117.50 116 .08 -79  126.80
Post-Test o ntrol 21 108 1055 109 109 .69  -02  111.40

When the data in the table were examined, it was determined that the students in the
experimental group had an interest in science pre-test score average of M=104.77, and the students in
the control group had an interest in science pre-test score average of M=104.33. It was determined that
the mean scores of the scale were close for both groups. When the post-test mean scores of the groups
are examined, it is seen that the interest scale mean score of the experimental group students (M=116.04)
is higher than the interest scale post-test mean score of the control group students (M=108). When the
table is examined, it is seen that the average, median and mode values of the students in both the
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experimental and the experimental group and the control group of the Science Interest Scale pre- and
post-test scores are close to each other. The fact that the median, mode and mean values for the Science
Interest Scale are close to each other is interpreted as a normal distribution in the literature (Biiyiikoztiirk,
Cokluk, & Koklii, 2018). In addition, the fact that the kurtosis skewness values in the table are in the
range of +2 and -2 shows that the data are normally distributed (George & Mallery, 2012). As a result
of descriptive statistics, it was concluded that the data obtained from Science Interest Scale showed a
normal distribution. For this reason, parametric tests were used in the analysis of the data. The
independent samples t-test was used to determine whether there was a significant difference between
the groups' pre-test scores on the Science Interest Scale. The data obtained are given Table 10.

Table 10. Independent samples t-test results on the pre-test scores of the science interest scale

Group n M Sd t p
Experimental 22 104.77 12.59 12 01
Control 21 104.33 12.15 ' '

According to the data in Table 10, the pre-test means scores of the students on the Science
Interest Scale are M=104.77 for the students in the experimental group and M=104.33 for the students
in the control group. When the data in the table are examined, there is no statistically significant
difference between the students in the experimental and control groups in the pre-test scores of the
Science Interest Scale (t=,12, p > .05).

Independent samples t-test was applied for the post-test scores of the experimental and control
groups and the findings are given in Table 11.

Table 11. Independent samples t-test results on the post-test scores of the science interest scale

Group n M Sd t p
Experi . .
xperimental 22 116.04 11.26 942 02
Control 21 108.00 10.55

According to the data seen in Table 11, the students' average scores on the Science Interest Scale
post-test mean scores are M=116.04 for the students in the experimental group and M=108 for the
students in the control group. When the data in the table are examined, there is a statistically significant
difference between the pre-test scores of the Science Interest Scale in favor of the experimental group
(t=2.42, p < .05). Effect size calculations were made for the result obtained and it was seen that the effect
size “d value” was 0.74. Researchers state that this effect size value is “medium” (Cohen, 1988).

Discussion, Conclusion and Suggestions

As a result of this research, it was concluded that the educational film-supported example
method positively affected the academic achievement of the students. This situation was attributed by
the researchers to the fact that the educational films attracted the attention of the students to the lesson
and the case study method ensured the active participation of the students in the lesson. In addition, it is
thought that this situation is due to the fact that the educational films provide students with the
opportunity to read the information visually and evaluate it critically (Bilbokaité, Bilbokaité-
Skiauteriené, & Marmokaité, 2022). Furthermore, Onen Oztiirk (2017) stated that with the use of
educational films in the teaching process, students understand scientific terms better and can be
associated more with daily life, the teaching process becomes easier, and students gain questioning
skills. This situation can be considered as the reason for the increase in the academic achievement of the
students. The researchers also recommend that educators incorporate educational films, multimedia,
sound design, music, and screen theory into the curriculum to nurture the imagination, particularly of
students with learning difficulties (Stokes, 2017). Educational films, in particular, can help students
develop their imaginations in transformative ways, generate new ideas and possibilities, and ultimately
achieve greater success in their classes (Kushnir, 2022; Seligman et al., 2013). Similarly, learning
environments designed with the case study method present students with problem situations that can be
encountered in real life and have more than one solution, and then students develop ideas for these
situations and produce solutions (Davis, 2009; Pilato & Ulrich, 2014). Students who have the
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opportunity to learn on their own actively participate in the lesson more in learning environments where
the case study method is used (Candas, Kiryak, & Suat, 2021; Cift¢i & Topgu, 2021; Escartin et al.,
2015), and this situation is reflected positively in academic achievement (Anderson & Baker, 1999;
Bonney, 2015; Demircioglu & Selguk, 2018). There is no other study in the literature where educational
films and case study methods are used together in a way that supports each other. However, it is possible
to reach the results of the studies showing that educational films and case study methods affect learning
effectiveness positively both alone and when combined with different methods, techniques, strategies
or materials. The literature review reveals that the results of the studies on the subject are parallel to the
results obtained from this research.

The use of films in learning environments offers numerous educational benefits, such as
capturing students' attention, enhancing the retention of learned information, facilitating the
understanding of complex concepts, and increasing students’ motivation and sensitivity toward the
subject matter (Duchastel, Fleury, & Provost, 1988; Martins, 1990). This is because films can expose
students to contemporary issues and help them gain a deeper understanding of problematic situations
(Smieszek, 2019). Moreover, films encourage students to engage in self-directed learning, a process that
positively influences both their overall learning experience and the effectiveness of their learning
(Bilbokaité, Bilbokaité-Skiauteriené, & Marmokaité, 2022). Oztas (2008) also states that as a result of
his research, educational films improve students' thinking skills and success. Similarly, as a result of
other studies conducted in science education, it is revealed that educational films increase the academic
achievement of students (Giivenir & Giiven-Yildirim, 2023; Uzun, 2019; Uzun, Giiven-Yildirim, &
Onder, 2020; Topal, Gliven-Yildirim & Onder, 2020). It is thought that the use of the case study method
in educational activities increases academic achievement, as in educational films. Because the higher-
order thinking skills of the students who receive education with the case study teaching method develop
and their success increases as they actively participate in the course (Yadav, Prabhu, & Chandy, 2007).
In the study conducted by Gengoglan (2017), the effect of argumentation-supported case study teaching
method on students' academic achievement and scientific process skills in Acids and Bases in the 8th
grade science course of middle school was investigated. At the end of the study, an increase was
observed in the students' academic achievement. Moreover, in another study conducted by Demir
(2017), it was stated that science subjects were perceived as difficult by students due to reasons such as
being abstract and not being able to relate them to daily life. As a result of the study in which the
researcher taught the course with the case study method, an increase in the students' academic
achievement was observed. ibrahimoglu (2010) explains the positive effect of the case study method on
students' academic achievement as the method encourages students to think critically and the method
positively affects students' attitudes towards the course. Jones (1997) also states that students like to
teach using the case-based learning method. In his study, the researcher formed student groups in order
to enable students to perceive the science lesson as a part of their lives, and approximately 200 students
participated in the study. At the end of the study, the students stated that they liked this activity and the
roles they assumed and stated that they found this educational activity and method, which made the
science lesson consistent with their own lives, enjoyable. He also stated that this method can be applied
to other science courses as well. Lincoln (2006) stated that the case study method was loved by the
students, student participation in his work was at high levels throughout the application process, and this
situation was very effective in increasing the academic achievement of the students. This result shows
parallelism with the results of other studies that show that the case study method increases course success
(Cakar, Berberoglu, & Alpaslan, 2001; Field, 2003; Gabel, 1999; Kesner, Hofstein, & Ben-Zvi, 1997).

With the research, it was aimed to investigate the effect of the educational film-supported case
study method on the level of interest in science subjects. For this purpose, the Science Interest Scale was
applied to the control and experimental groups as a pre-test before the application, and it was determined
that there was no significant difference between the groups' pre-test mean scores. Thereupon, the
education and training activity was completed as planned. Afterwards, the Science Interest Scale was
applied to the experimental and control groups again as a post-test, and it was found that there was a
statistically significant difference between the post-test mean scores of the groups in favor of the
experimental group. From this point of view, it was concluded that the educational film-supported case
study method positively affected students' interest in science subjects.
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When the relevant literature is examined, it has been determined that educational films are only
few study examining the level of interest of students in science subjects (Laprise & Winrich, 2010; Sen,
2022; Uzun, Giiven-Yildirim, & Onder, 2020; Wyss, Heulskamp, & 2012). As a result of one of these
research conducted by Uzun, Giiven-Y1ldirim and Onder (2020), it was concluded that educational films
positively affect students' interest levels in science subjects, similar to the result obtained from this study.
Apart from this study, some studies investigating the effects of educational films on motivation and
interest towards the lesson were encountered. In the study by Laprice and Winrich (2010), science fiction
films were used in science courses as a pedagogical tool to motivate student interest in science. At the
end of the study, similar to the findings obtained from this study, the students stated that science fiction
films increased their interest in science. For example, in another study, Topal, Giiven Yildirim and
Onder (2019) aimed to reveal the opinions of pre-service teachers about the use of educational films in
science lessons. The results obtained from the study showed that pre-service teachers stated that
educational films increase the interest in the lesson, facilitate learning the subject, concretize the subject
and provide permanent learning. It is also stated by researchers that educational films should be used to
align the education system with students' interests, as appropriately prepared and selected films offer
stories, perspectives, and visuals that help shape students’ ideas and worldviews. Through films,
students not only learn but also discover new hobbies, acquire new knowledge and skills, and develop
a deeper interest in the field of film (Bilbokaité, Bilbokaité-Skiauteriené, & Marmokaité, 2022). When
the literature on the case study method used in this study was reviewed, no other research was found
that specifically examined the effect of the case study method on students' interest in science subjects.
However, it has been determined that there are studies investigating the effect of the method on the
students' interest, attitudes and motivations. As a result of his research, Colak (2017) states that students'
attitudes towards the case study method are positive and points out that this situation may have an effect
on the problem solving skills of the case study method. In another study, Yal¢inkaya (2010) determined
that the case study method created a significant difference in students' motivations and attitudes towards
the lesson. Furthermore, according to the research results of Tarkin (2014), the case study method is an
effective method in increasing students' attitudes towards course subjects, their motivation and self-
efficacy beliefs.

The research focused on students' achievement levels and their interests in science subjects.
Teachers' knowledge and experience in these subjects is important in order to apply both the case study
method and educational films in science lessons. With other studies to be done, teachers' competencies
in case management and educational films can be examined. Within the scope of this research, no
comparison was made according to the gender of the participants. In the light of these findings, the effect
of educational film-supported case study method on academic achievement and interest levels in science
subjects can be investigated for different units/subjects in science with future research. In other studies,
the application process can be repeated by choosing participants from different age groups, the effect of
the educational film-supported case study method on different variables can be investigated, the effects
of the case study method supported with different learning objects on different variables can be
investigated.

Limitations

The educational films used in this study were chosen in small numbers and for a short time due
to the limitation of the course hours. In different studies to be conducted, the duration of educational
films can be increased.
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Appendices

7.SINIF GUNES SISTEMI VE OTESI
UNITESI AKADEMIK BASARI TESTI

Sornl) Yakan gegmise kadar mnsansiz, tek
kullammbk ve manevra kabilryetlen kusith olarak
bildigimiz, ancak pimfimiizde insanh, gok kez
kllamlabilen ve geligmis manevra kabiliyetler
vapabilen oldukea izh uzay arac hangisidir?

a) Yapay Uydu
b.) Uzay Sondan
c.) Rolet

d.) Uzay Istasyonu

Sornl) Baz telmelogik buluslar veya icatlar Uzay
telmolojilennin geligimi ile ortaya qulbomgtr.
Agafdalalerin hangisi Uzay tekmolojilerinin
geligimiyle beraber icat edilip hayatimza giren
tekmolojik irimlerden degildir?

a) Hassas Termometreler
b)) MR Cihan

¢.) GPS Sistemleri

d) Internet
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Soru3) Dimya mzm ydrimgesinde bulunan
Yapay uydular, gezegenimizdeki haberlegme,
1letizim, hava durumu tahmini, televizyon
vaymlar, asken gdzlem vb. amaclarla
Jullammaktadir. Ulkemizin Dimya yérimgesinde
bulman hangi uydusu haberlesme, iletiyim ve
televizyon yayuu gibi amaglarla kullamlmaltade?

a) GOKTURK?2
b) TURKSAT 4B
c) RASAT
d) BILSAT

Sorud) Uzay kirliliginin sebeplerinden bazlan;
uzaya gonderilen araglann kullamm siirelerinin
dolmasi, kullanm siiresi delan araglarm
metecrlarla veya birbirlen ile garpigarak
pargalanmalan, uzay istasyonlarmdan barakalan
goplerdir. Uzay kirliligi son 40-30 yildir ortaya
gk bir sonmdur. Dimya digmndakd ortamda
kullammm yriinmg tim insan yapom nesneler
Uzay larhligine neden olur. Uzay karlibg sornn
bu luzda bityiimeye devam ederse ve dnlemi
glmmazsa 20-30 y1l 1zerizinde Uzay arastmalan
zp1smdan golb: bityitk bir sorun olacaktir. Bu
metindeki bilgiler igerismde agagidaki
sorularmndan hangisinm cevabn yobdur?

a) Uzay larlihfmin gelecekte ortaya
gikaracam sorumlar nelerdir?

k) Uzay kirlilifinin dnlenmesi igin
almacak tedbirler nelerdit?

¢.) Uzay karlilizi sorom ne zaman
ortaya clkanistir?

d.}) Uzay larlihfmm nedenlen nedir?
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Sornf) Telezkopun kesfadilmest ve teleskobun
gok cisimlanmi incelamek ipm kullamlmaya
baslamazmdan zonra Uzay arashomalan iz
kazanmug ve gok huzh bir sekalds gelizme
gostermuiztir. Bu bilziler degrultuzumda azamidzk
ifzdalerden hangizine ulagilakilir?

a) Teleskop Uszay aragtrmalan igin
kesfadiloug bir aragtor.

b.) Telmolojik galizmelar Uzay
arastrmalarmm daha hizh
gelizmesme katky sunmakiadir,

2.} Talezskop Uzay arastirmalarmda
kullamlan tek araghr.

d.) Uzay aragturmalan her zaman cok
buzh geligim ghstarmistic.

Sorn6) Uzay araglanmm vitksek hazlar ile
Atmosfere gms ve pikag vaparken yamp
parpalanmamas igin di kaplamalarmin dayamkd
malramalerden firsfilmes] gareloneltadir. Bu
amacla iratilen va spmdilerde zinlilk

hangizidir?

a) ME Cihazm

b) Teflen

c.) Hazzas Temmometre
d) GP3
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SornT) Uzay aragtmmalan ile tekmologi arasindzks
ilizka azafdakilerin hanpizinde dogr bir zekalde
ifade edilrustr?

a) Uszay aragtrmalan obmazza
takmelojik gelizim gerceklazemeaz.

b.) Telmoloy clmazsa Uzay
aragtirmalan alanmda calizma
vapilamzaz.

o) Telmolojik galismelar Uzay
arastrmalanndan bafims:z
gergeklesr. Ancak Uzay
aragtrmialarm ahumly vonde atholar

d.) Her ks de birbirmi etlalemekiedr.
Uzav arastrrmalan ve telmolojinin
gelizim: birbirine bagiml olarzk
gerceklesr.

Soru8) Asagidakilarden hangiz teleckop
gezitlerinden dagldir?

a) Aynzh Teleskop
b.) Radyo Telezkop
e} Izik Telazkop

d.) Mercekli Teleskop

Sorn®) Telaskopun galizma manhi
azafidzkilerden hangi=i gibido?

a) Teleskop yakmda bulman cizmmlern
kiipiilterek cizimlan daha
uzaktaymag gibi zlrmemizi saslar.

b.) Teleskop vakmdaki cizmi oldugu
gib1 gémmeannzl szglar.

c.) Teleskop uzaktak: ciznu olduzu gtk
Eormemizl saglar.

d.) Teleskep uzaktaki cizimlarm
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Sorunl0) Teleskoplar penellikls yerqizimdan
gokyizind meelemek amacryla knllamlr. Anczle
baz teleskoplar Diinva 'nin virimgazine
oturtularak daha net bir gézlem yapmak amaciyla
Lallamler. 1990 vilinda Dhinva vorangesmea
yerlesersk girevine bazlayan ve adim dnla bir
bilim meamndan zlan bu telsskobun adi nedir?

a) Hubbla Uzzy Taleskobu
b.) Hewton Uzay Teleskobu
c.) Einstain Uzay Teleskobu
d.) Galileo Uzzy Talezkobu

Sorall) Farkl: dzelliklers salup telaskop peztlen
vardir. Bu telezkoplarm her bin farkh véntemlarle
gozlemler vaparak Uzay arastumalarnma katks
sunarlar. Azafdakilerdan hangisi telaskoplanm
Uzzy arastrmalanma sagladiz faydalardan
degildic?

a) Yeni gék cizimlerinin kesfadilmesim
saglarlar.

b.) 5k cisimlerinin hareketlen
haklonda hlgl edommemizd saglarlar.

=) Exren hakdomda daha detayh
bilgilera szhip olmanu= sazlarlar.

d.) Eara deliklen gérimtileyerek
haklzrindz bilg sdimmamizi
saglarlar.

Sornll) Azafdal seponakta verilan
mzlzamealerden hangi=i basit bir talaskop medeli
1penzmde kullamlabilecek malzemelsrdendir?

a) NMetal Levhz
b.) Binviiteg

c.) Buzlu Cam
d) Cam
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Sornld) Uzavda gaz atomlan ve toz pargaciklan
belirl verlarde yofumlagirlar. Yofunlazan ba
yapalar Yildizlarm oluguwm sireco: baglatan
verlerdir. Uzavdaki bu vapilann adh nedir?

a) Asteroit Kugagy
b.) Yarings

) Bulaten Jieknlz)
d.) Hara Dehk

Sornl4) Insanlar nasil dogar, vazar ve slirss
Wildizlar da deogarlar ve balirh bir sire sonra
dlarler. Zzmanla Yildiwlarm vapizmda
degizikhikler mevdana galebilir. Azagidalalarden
hangiza Yildizlarn clugtarabilecagi bir vam
degildir?

a) Eimmm Dev

b.) Biyzh Ciice

c.) EaraDelik

d.) Beyaz Dev

Sornlf) Azandakalerden hangi=i Tildizlarm
Gzelliklermden defildir?
a) Dogal 1= ve ik kaynagidirlar.
b.) Mavi renkhi Yildizlar daha
sogukiurlar.
¢} Bazmlan tek bagma
gozlemlenehilirken bazlan takom
halinds gozlemlenakilirler.
d.) Dhinya'dan balaldifmda ipikdan
titreznmli bir girimtinye sahiptic
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Sorn16) Asafdakilerden hangisi bizim
Vildvzmuz olan Gines'in dzelliklerinden
degildir?
a) Orta binvikiiktedir.
b Sar: renclidic
) Omrini tamermlzdigimda Kara dalik
olusturakbilir.
d) Viizey sicakliz 5.300 C derece
ervarmdadir.

SornlT) Son démemde adm sikea duvdufumns
ve Orion (Aver) takomnenldiz iperisinde ver aran
Retelzanse ildiz bir Siipar Dev vildizdir.
Yapulan gizlemler sonueimda Yildizm enerjizini
yavag yavas kaykbettin tespat edildi Buwildiz
mrini tamamladifmda asagdakilarden
hanzizim olugtorabilic?

a) K=l Dev

b Cezegenimel Bulutsn

o) Siyzh Cdce

d) Eara Delik

Sorn18) Milvonlarea YVildiz, Gezegen, uydu, gaz
bulotu wh. yvapilan ipemsmde banmdiran sisternlera
ne ad venlin?

a) Bulutu Jehnla)

b)) Gikadz {Galaks)
o) Kara Dehk

d) Gezegenimei Bulut

Sornl) Asagdakilerden hangisi Gékada
(Galaksi) gesitlarinden deildir?

2) Sarmal Galaksi
b) Fliptik Calaksi
c.) Dammk Galzks=i
d) Diizenli Galaksi

Sornll) Dirrva’nm iperizinde bulmduiu
Samanvolu galakasn sarmal vapida bir zalakadir,
Samanyolu uzayda cok yavag harekoet stmektedir.
Yine sarmal vapda olan ve Galaksnmize an vakm
olan difsr zalaksinm ads nadie?

a) Anten

b) Siyzh Géz
e) Andromeda
d) Ciice Karina

Sorn21) Iperisinde Galaksilerd, vildizlann,
meteorlanm, kanvruklu vildizlatm v Dinya’mn da
bulumduzn vapva ne ad venliz?

a) Esren
b)) Uszay

c.) KaraDehk
d) Buhtn

Sornll) Evren ile ilzili gsag—adakilerdan hanzis
dofrudur?
a) Sirekli gamizlevecsk salilde haralket
b) Bogliktan alnsmaktadir.
c.) Bivik ve harekatsizdir,
d) Siirekli daralaczls sekilds haraket
Talimdadir

This work is licensed under a Creative Commons Attribution 4.0 International License
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Introduction

Children with special needs need to be able to fulfill their daily life skills in order to adapt to
society and live as independent and productive individuals within it (Cavkaytar, 2011). Children with
special needs can adapt to society to the extent that they can fulfill their daily living skills. In order for
them to fulfill their daily life skills and adapt to society, they need to receive education in well-organized
educational environments (Sahbaz & Kalay, 2010). One of the educational environments where children
with special needs receive education is inclusive environments (Renzaglia, Karvonen, Drasgow, &
Stoxen, 2003; Sahbaz & Kalay, 2010). Inclusion is a multidimensional practice that encourages
collaboration among children with special needs, typically developing children, families, teachers,
school administrators, staff, and all members of the community (Cologan, 2013). The concept of
inclusion is a philosophy that encompasses and values the school, the neighborhood, the society in
general, and everyone regardless of their differences. In this practice, all physical and necessary
educational services are provided for the education of all children (Renzaglia, Karvonen, Drasgow, &
Stoxen, 2003).

One of the most important factors that ensure the success of inclusive education is teachers'
belief in the benefits of inclusive (Avramidis & Norwich, 2002). If teachers believe in the benefits of
inclusion, they will make more effort for the success of their students (Sucuoglu & Kargin, 2006). When
they make more effort for their students, they will raise more successful students who adapt to society.
For this reason, teachers working with inclusive students should have certain characteristics. Some of
these characteristics are professional commitment (Green, 2011), inclusive practice efficacy (Ismailos,
Gallagher, Bennett, & Li, 2019), and acceptance of children/students with special needs (Mouchritsa,
Romero, Garay, & Kazanopoulos, 2022).

Professional Commitment, Inclusive Competence, and the Social Acceptance of Students
with Special Needs

Professional commitment is an individual's dedication to their profession and their feeling of
responsibility for fulfilling the requirements of their profession (Klein, Molloy& Brinsfield, 2012).
Professionally committed individuals believe in their careers and strive to improve themselves in order
to perform their professional duties effectively. Professional commitment is a desired characteristic of
teachers because high professional commitment levels contribute to a more qualified education (Celep,
2014). Teachers with low levels of professional commitment fail and may experience burnout (Goulet
& Singh, 2002). In addition, teachers with high levels of professional commitment have high levels of
life and professional satisfaction, are proud of their profession, and make more effort to improve
themselves (Unal, 2015).

Another variable that increases success in inclusive settings is the perception of inclusive
practice efficacy (Sharma, Loreman & Forlin, 2012). Teachers' perception of effectiveness in inclusive
implementation also affects their attitudes towards inclusion (Weisel & Dror, 2006). A teacher's efficacy
belief is his/her judgment of his/her abilities to engage even difficult students or students who are not
motivated to participate in the lesson and to provide students with learning outcomes appropriate to
educational goals (Tschannen-Moran and Woolfolk Hoy, 2001). Teachers' perceptions of professional
efficacy significantly influence their behaviors and overall professional success. Those with a high sense
of efficacy tend to be more successful in the classroom. When teachers perceive themselves as
professionally effective, they demonstrate greater commitment to their profession, show increased
interest in their work, and invest more effort in achieving the goals of the school (Yavuz, 2017). In
addition, teachers with a high perception of efficacy spend more effort for the success of their students,
always support their students, are more cheerful, make their students freer, and strive to raise more
gualified students (Almog & Shechtman, 2007).

The attitudes of teachers working in inclusive settings toward inclusion and students with special
needs are important (Sharma, Forlin, & Loreman, 2008). Teachers’ acceptance of students in inclusive
settings contributes significantly to the success of inclusive education. As a concept, social acceptance
is defined as the positive attitudes of individuals with normal development towards individuals in need
of special education and not seeing individuals in need of special education as different people (Ozyiirek,
2016). When the literature is examined, it is seen that teachers have negative attitudes towards inclusion
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(Avramidis & Norwich, 2002). Negative attitudes toward inclusion naturally lead to lower levels of
acceptance of students in inclusive settings. The reasons for these negative attitudes include students'
social skills, learning, and behavioral problems. Even if their teachers accept them, their peers and other
teachers may not accept them socially (Sucuoglu & Kargin, 2006). Students who are not accepted in
inclusive environments do not like school and fail in their lessons (Snell & Janney, 2000).

When we look at the literature, we come across various studies examining teachers' professional
commitment levels (Collie, Shapka & Perry, 2011; Green, 2011; Sakalli Demirok, 2018; Ozkan
Hidiroglu, 2021). In addition, there are various studies measuring teachers' inclusive competence levels
(Kazak, 2022). In addition, various studies examine teachers' social acceptance levels (Bhatnagar &
Das, 2014; Mouchritsa, Romero, Garay & Kazanopoulos, 2022; Saloviita, 2020).

When the literature is examined, there is no research examining the relationship between
professional commitment, integration practice competence and the social acceptance levels of teachers
working in integration settings. This research is thought to contribute to literature in this respect.
Furthermore, if the variables that affect teachers' professional commitment, the efficacy of inclusive
practices, and the social acceptance levels of inclusive students are identified, and solutions are
developed for these variables, teachers will be able to fulfill their professional roles more effectively. In
this case, teachers will be better able to support their students. This research is thought to contribute to
literature in this respect. For this reason, this study aims to examine the relationship between teachers'
professional commitment, inclusion competencies and the social acceptance of students with special
needs. For this purpose, answers to the following questions were sought:

e Do teachers' professional commitment, inclusion competencies, and the social acceptance
levels of students with special needs differ significantly based on gender, support from
colleagues, support from administrators, and years of service?

o s there a relationship between teachers' professional commitment, inclusion competencies
and the social acceptance levels of students with special needs?

Method

This section describes the study model, participants, data collection instruments, data collection
processes, and data analyses.

Study Model

In this study, the correlational survey model was used as a research model to determine the
existence and/or degree of change between two or more variables (Karasar, 2012).

The dependent variables of this study are teachers' professional commitment, integration
competence and the social acceptance levels of students with special needs. Independent variables are
gender, level of support from colleagues, years of service and level of support from administrators,
integration competence and the social acceptance levels of students with special needs.

Participants

Table 1. The participants' demographic characteristics

Gender n %  Receiving support from colleagues  n %
Male 96 447 Yes 174 80.9
Female 119 55.3 No 41  19.1
Support from administrator  n % Year of Service n %
Yes 160 744 1-10 years 38 17.7
No 55 25,6 Between 11-20 years 88 40.9
21 years and above 89 414

As seen in Table 1, 96 (44.7%) of the teachers were male (44.7%), 119 (55.3%) were female
(119.3%), 174 (80.9%) received support from their colleagues and 41 (19.1%) did not receive support
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from their colleagues. In addition, 160 (74.4%) of the teachers receive support from administrators and
55 (25.6%) do not receive support from administrators.

Instruments
Demographic Information Form

The researcher's Demographic Information Form included questions regarding gender, support
from administrators and colleagues, years of service, and support from the administrator.

Professional Commitment Scale

The Professional Commitment Scale developed by Ergen (2009) consists of a total of 14 items
and three sub-dimensions: ‘“Professional Pleasure”, “Social Gain” and “Professional Career”. The five-
point Likert-type scale is scored as Never (1), Rarely (2), Sometimes (3), Most of the time (4), Always
(5). 386 primary school teachers participated in the scale development phase. The factor loadings of the
scale items ranged between .53 and .84. The contribution of the factors to the total variance was 59.93%.
In the internal consistency analysis of the scale, Cronbach (a) coefficient was determined as .92.

Competency Scale for Inclusive Practices of Schools (CSIPS)

Developed by Yazicioglu and Siimer-Dodur (2021), the CSIPS consists of a total of 25 items
and 4 sub-dimensions: “School Guidance Services (SGS)”, “Support Education Room Services
(SERS)”, “Environmental Educational Arrangement (EEA)”, and “Teacher Knowledge Level (TKL)”.
The scale is scored as “Never”, “Rarely”, “Undecided”, “Usually” and “Always”. The scale was
administered to a total of 582 teachers during the development phase. Cronbach's Alpha reliability
(internal consistency) coefficient of the scale was found to be .95. The reliability coefficients of the

factors were found to vary between .87 and .94.
Teacher Social Acceptance Scale for Individuals with Special Needs (TSASISN)

Developed by Aktan (2021), the TSASISN consists of 31 items and two sub-dimensions, namely
“Teacher social acceptance behaviors (TSAB)” and “Developing social acceptance competencies
(DSAC)”. The scale is organized as a five-point Likert scale and is scored as “never (1)”, “rarely (2)”,
“quite often (3)”, “mostly (4)” and “always (5)”. The Cronbach Alpha reliability level for the overall
scale was calculated as .94, for the TSAB sub-dimension as .94, and for the DSAC sub-dimension as
.92. Regarding the convergent validity of the scale, the correlation values between the scale and its sub-
dimensions ranged between .46 and .87, and a significant positive relationship (p=<0.01) was observed

between the overall scale and the sub-dimensions.
Data Collection

The research data were collected during the 2022-2023 academic year. First of all, permissions
were obtained from the ethics committee and Edirne Directorate of National Education for the collection
of research data. Subsequently, schools were visited, teachers were interviewed face-to-face, and the
purpose of the study was explained to them. The scales were given to teachers who volunteered to
participate in the study and explained how to fill them out. As a result of the examinations, 45 scales
were found to be incorrectly or incompletely filled and were excluded from the evaluation. The approval
of the ethics committee of the research was obtained from T.C. Trakya University Rectorate Social and
Human Sciences Research Ethics Committee with the letter numbered E-29563864-050.04.04.04-
232417 and dated 28.03.2022.

Data Analysis

The data were analyzed with SPSS 24 program. The normality test was first applied to the data.
After the normality test, the skewness and kurtosis values of the data were examined. It was observed
that the skewness value of the Professional Commitment Scale was 2.35 and the kurtosis value was 4.18,
the skewness value of the TSASISN was 2.43 and the kurtosis value was 3.10, and the skewness value
of the CSIPS for was 3.01 and the kurtosis value was 3.46. According to Bachman (2004), skewness
and kurtosis values between -2 and +2 assume a normal distribution of the data. For this reason, Mann
Whitney U Test, Kruskal Wallis Test and Pearson Correlation Coefficients test were applied, assuming
that the data of this research did not show normal distribution.
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Results

Table 2 shows that the professional commitment levels of the teachers showed no significant
differences in Professional Pleasure (U = 5623.000, p>.05), Social Gain (U = 5200.000, p>.05), and
Professional Career (U = 4705.500, p>.05), Professional Commitment main score sub-dimensions (U =
5625.000, p>.05) in terms of gender variable.

Table 2. The Mann-Whitney U test results for professional commitment based on the gender variable

Variable Variable N Rank Rank Total  U-Value p
average

Professional Commitment Male 96 108.91 10455.00 5625.000 .848
Female 119 107.27 12765.00

Professional Pleasure Male 96 107.08 10279.50 562350 .839
Female 119 108.74 12940.50

Social Gain Male 96 102.67 9856.00 5200.000 .257
Female 119  112.30 13364.00

Professional Career Male 96 108.48 1137450 4705.500 .235

Female 119  109.54 11845.50

Table 3 reports no significant differences in the sub-dimensions of teachers’ professional
commitment levels in terms of receiving support from colleagues, professional commitment scale main
score (U = 3427.500, p>.05), Professional Pleasure (U = 3541.000, p>.05), Social Gain (U = 3350.500,
p>.05), and Professional Career (U = 3557.000, p>.05).

Table 3. The Mann-Whitney U test results according to the variables of professional commitment and support
from colleagues

Variable N Rank Rank Total  U-Value p

average
(RA)
Professional Commitment Yes 174 107.20 18652.50 3427.500 .697
No 41  111.40 4567.50
Professional Pleasure Yes 174 107.85 18766.00 3541.000 .940
No 41 108.63 4454.00
Social Gain Yes 174 106.76 18575.50 3350.500 .544
No 41 113.28 4644.50
Professional Career Yes 174 107.94 18782.00 3557.000 .978
No 41 108.24 4438.00

Table 4 shows significant differences in teachers' professional commitment levels based on the
variable of years of service, both in the overall score of the Professional Commitment Scale (x>= 8.909,
p<.05), and in the Social Gain sub-dimension (x>= 10.709, p<.05). According to the results of the Binary
Mann-Whitney U Test, significant differences were detected in the leading score of the professional
commitment scale and the Social Gain sub-dimension between those who worked between 1-10 years
and those between 11-20 years, in favor of those between 11-20 working years. No significant
differences were detected in the Professional Pleasure (x2= 5.215, p>.05) and Professional Career (x>=
3.790, p>.05) sub-dimensions.
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Table 4. The Kruskal-Wallis test results for professional commitment based on the variable of years of service

Variable N Rank Average  SD X2 P Significant
Difference
Professional ~ 1-10 years 38 132.07 2 8.909 .002 2 high between 1-2
Commitment  Between 11-20 years 88 96.22
21 years and above 89 109.38
Professional ~ 1-10 years 38 122.59 2 5215 .074
Pleasure Between 11-20 years 88 97.82
21 years and above 89 111.84
Social Gain  1-10 years 38 133.66 2 10.709 .005 2 high between 1-2
Between 11-20 years 88 94.65
21 years and above 89 110.24
Professional ~ 1-10 years 38 125.57 2 3.790 .150
Career Between 11-20 years 88 105.40
21 years and above 89 103.07

Table 5 shows a significant difference was observed in the leading score of the professional
commitment scale (U = 4017,000, p<.05) and in the sub-dimensions of Professional Pleasure (U =
4104,000, p<.05), Social Gain (U = 4031,000, p<.05) and Professional Career (U = 4029,500, p<.05)
according to the variable of receiving support from administrators. According to the variable of
receiving support from administrators, a significant difference was observed in the leading score of the
professional commitment scale and the sub-dimensions of Professional Pleasure, Social Gain, and
Professional Career in favor of those who received support from administrators.

Table 5. The Mann-Whitney U Test results according to the support from administrators

N Order Rank U-Value p
average Total

Professional Commitment  Yes 160 134.96 16897.00 4017.000 .003
No 55 85.61 6323.00

Professional Pleasure Yes 160 133.38  16984.00 4104.000 .000
No 55 86.15 6236.00

Social Gain Yes 160 134.71  16911.00 4031.000 .000
No 55 85.69 6309.00

Professional Career Yes 160 134.74  16909.50 4029.500 .006
No 55 85.68 6310.50

Table 6 reveals significant differences in the sub-dimensions in terms of the CSIPS gender
variable, teachers” CSIPS main score (U = 5273.000, p<.05), SGS (U = 5273.000, p<.05), SERS (U =
5261.000, p <.05), EEA (U = 4655.000, p<.05), and TKL (U= 4829.000, p<.05). In the main CSIPS
score, significant differences were detected in favor of female teachers in the SGS, SERS, EEA, and
TKL sub-dimensions.

Table 6. The Mann-Whitney U Test results according to the CSIPS gender variable

Variable N Order Rank U-Value p
average Total

CSIPS Male 96 103.43 9929.00 5273.000 .000
Female 119 111.69 13291.00

SGS Male 96 103.43 9929.00 5273.000 .000
Female 119 111.69 13291.00

SERS Male 96 103.30 9917.00 5261.000 .013
Female 119 111.79 13303.00

EEA Male 96 99.12 11425.00  4655.000 .000
Female 119 119.01 11795.00

TKL Male 96 98.80 9485.00  4829.000 .000
Female 119 115.42 13735.00
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Table 7 shows no significant differences in terms of the variable of receiving support from
CSIPS colleagues in the main CSIPS score (U = 3302.500, p>.05), SGS (U = 3399.000, p>.05), SERS
(U =3157.500, p>.05), EEA (U = 3448.000, p>.05), and TKL (U = 3524.000, p>.05) sub-dimensions.

Table 7. The Mann-Whitney U test results for CSIPS based on the variable of receiving support from colleagues

Variable N Rank Rank U-Value p
average Total

CSIPS Yes 174 109.52 19056.50  3302.500 460
No 41 101.55 4163.50

SGS Yes 174 108.97 18960.00  3399.000 .634
No 41 103.90 4260.00

SERS Yes 174 110.35 19201.50  3157.500 251
No 41 98.01 4018.50

EEA Yes 174 108.68 18911.00  3448.000 .726
No 41 105,10 4309.00

TKL Yes 174 107.75 18749.00 3524.000 .903
No 41 109.05 4471.00

Table 8 shows no significant differences in the sub-dimensions in terms of the teachers’ years
of service variables in the CSIPS main score (x>=.031, p>.05), SGS (x>= 1.372, p>.05), SERS (x>=.948,
p>.05), EEA x?>=.168, p>.05), and TKL (x*>= 3.392, p>.05).

Table 8. The Kruskal-Wallis test results based on the years of service variable in the CSIPS

Variable N Rank SD x2 P

Average

CSIPS 1-10 years 38 107.32 2 .031 .985
Between 11-20 years 88 107.40
21 years and above 89 108.88

SGS 1-10 years 38 116.42 2 1.372 .504
Between 11-20 years 88 102.91
21 years and above 89 109.43

SERS 1-10 years 38 99.28 2 .948 .623
Between 11-20 years 88 110.73
21 years and above 89 109.03

EEA 1-10 years 38 104.62 2 .168 .920
Between 11-20 years 88 108.16
21 years and above 89 109.28

TKL 1-10 years 38 93.11 2 3.392 .183
Between 11-20 years 88 107.34
21 years and above 89 115.01

As shown in Table 9, no significant difference was observed in the main score (U = 3855,000,
p>.05), SGS (U = 3835,000, p>.05), SERS (U = 3960,000, p>.05), EEA (U = 4110,000, p>.05), and
TKL (U=4293,000, p>.05) sub-dimensions of PBES according to the variable of teachers receiving
support from administrators.
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Table 9. The Kruskal-Wallis test results examining CSIPS scores according to the support received from
administrators

N Order Rank U-Value p
average Total

CSIPS Yes 160 111.41  17825.00 3855.000 171
No 55 98.09 5395.00

SGS Yes 160 11153  17845.00 3835.000 .150
No 55 97.73 5375.00

SERS Yes 160 110.75  17720.00 3960.000 267
No 55 100.00 5500.00

EEA Yes 160 109.81  17570.00 4110.000 442
No 55 102.73 5650.00

TKL Yes 160 107.33  17173.00 4293.000 .786
Hayir 55 109.95 6047.00

Table 10 indicates significant differences in the sub-dimensions in terms of gender in the
TSASISN main score (U =4017.000, p<.05), TSAB (U = 4104.000, p<.05), and DSAC (U =4031.000,
p<.05). Significant differences were detected in favour of female teachers according to the gender
variable of the teachers in the social acceptance scale’s main score, TSAB, and DSAC sub-dimensions.

Table 10. The Mann-Whitney U Test results according to the TSASISN gender variable

Variable N Order Rank U-Value p
average Total

TSASISN  Male 96 100.13 11304.50 4775.500 .037
Female 119 117.76 11915.50

TSAB Male 96 99.46 11384.50 4695.500 .021
Female 119 118.59 11835.50

DSAC Male 96 100.67 11240.50 4839.500 .049
Female 119 117.09 11979.50

Table 11 reveals significant differences in favour of those who received support from their
colleagues in terms of the ‘receiving support from colleagues’ variable in the TSASISN main score (U
= 3445,000, p<.05) and TSAB (U = 3533,000, p<.05), DSAC (U = 3448,500, p<.05) sub-dimensions.
Significant differences were detected in the TSASISN main scale dimension and its sub-dimensions in
favour of those who received support from their colleagues.

Table 11. The Mann-Whitney U test results based on the variable of receiving support from TSASISN
colleagues

Variable N Rank Rank U-Value p
average Total

TSASISN  Yes 174 118.70 18914.00  3445.000 .001
No 41 95.02 4306.00

TSAB Yes 174 118.20 18826.00 3533.000 .002
No 41 97.17 4394.00

DSAC Yes 174 118.68 18910.50  3448.500 .005
No 41 95.11 4309.50

Table 12 shows no differences in terms of the variable, years of service. There was a significant
difference in the TSASISN main score (x*= .821, p>.05), TSAB (x*= 3.392, p>.05), and DSAC (x*>=
.948, p>.05) sub-dimensions.
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Table 12. The Kruskal-Wallis test results based on the TSASISN years of study variable

N Rank SD x? P

Average

TSASISN  1-10 years 38 112.70 2 .821 .663
Between 11-20 years 88 103.54
21 years and above 89 110.40

1-10 years 38 93.11 2 3.392 .183
TSAB Between 11-20 years 88 107.34
21 years and above 89 115.01

DSAC 1-10 years 38 99.28 2 .948 .623
Between 11-20 years 88 110.73
21 years and above 89 109.03

Table 13 shows no significant difference was observed in the leading score of the social
acceptance scale (U = 4026,000, p>.05) and the sub-dimensions of TSAB (U = 4051,500, p>.05) and
DSAC (U =4023,500, p>.05) according to the variable of receiving support from administrators.

Table 13. The Mann-Whitney U test results based on the variable of receiving support from TSASISN
administrators

N Rank Rank U-Value p
average Total

TSASISN  Yes 160 110.34 17654.00  4026.000 .342
No 55 101.20 5566.00

TSAB Yes 160 110.18 17628.50  4051.500 .368
No 55 101.66 5591.50

DSAC Yes 160 110.35 17656.50  4023.500 332
No 55 101.15 5563.50

Table 14 shows positive relationships between professional commitment (r = .410, p < .01),
inclusive competence, professional commitment, and the inclusive of student social acceptance (r =.248,
p <.01).

Table 14. The Spearman-Brown coefficients for the relationships between teachers' professional commitment,
inclusive competence, and inclusive student social acceptance levels

CSIPS r 410 ™
p .000
N 215 215
TSASISN r 248" .387 ™
p .000 .000 .
N 215 215 215

Discussion, Conclusion and Suggestions

In the inclusive education process, teachers' professional commitment, inclusive practice
competence, and social acceptance levels of inclusive students are essential variables. Teachers'
professional commitment, inclusive practice competence, and social acceptance levels of inclusive
students affect the support teachers offer to students in the classroom. From this point of view, studies
on these variables are essential in understanding the variables affecting teachers' attitudes towards their
profession, competence in inclusive practice, and acceptance of inclusive students. The findings of this
study provide essential data on the variables affecting professional commitment, inclusive practice
competence, and social acceptance levels of inclusive students and contribute to the literature.

According to the results of the present study, no significant differences were detected in the
commitment scale total scores and scale sub-dimensions in terms of the gender variable of teachers’
professional commitment levels. Collie, Shapka and Perry (2011) reported that female teachers in their
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study group, including special education teachers, are more committed to professional work. In studies
conducted with special education teachers, Green (2011) and Demirok (2018) reported that female
teachers were more committed to their profession. On the other hand, Ozkan Hidiroglu (2021) analyzed
teachers who work with typically developed children and reported no significant general differences in
their professional commitment. Although society considers the teaching profession to be performed
mainly by women in terms of social structure and gender characteristics, and although teaching is mainly
preferred by women (Foster & Newman, 2005), gender does not affect professional commitment.

No significant differences were detected regarding the teachers’ professional commitment or
colleague support. Contradictory findings have been reported in the literature. According to Bogler and
Somech (2004) the support received from colleagues in an educational institution positively contributes
to professional commitment. In his study on special education teachers, Elitharp (2005) found that
receiving colleague support positively affects professional commitment. In his research on teachers of
typically developing children. According to Yu, Jiang & Kei (2021) colleague support positively affects
teachers’ professional commitment. According to the results of the present study, there was no
significant difference between support from colleagues and professional commitment. It might be that
the teachers who participated in the present study preferred to work individually. According to Sari
(2011), working in collaboration does not provide enough satisfaction for some individuals; working in
partnership can bring obstacles and more responsibilities to the individual.

The teachers' professional commitment showed significant differences in the main score and
social gain sub-dimension of the professional commitment Scale in favour of those with more years of
service according to the years of service variable. Contradictory findings were observed when the
literature was reviewed. In their studies of special education teachers, Green (2011) and Sakalli Demirok
(2018) detected a significant difference in professional commitment regarding the working year
variable. Collie, Shapka and Perry (2011) detected increased professional commitment as the number
of years of work experience increased in their study group, which included special education teachers.
In their study conducted with teachers of typically developing children, Ergen (2016) reported that
professional commitment increased as the years of working in the profession increased. On the other
hand, in their study conducted with teachers of typically developing children, Hidiroglu Ozkan (2021)
and Yu, Jiang and Kei (2021) reported more professional commitment from teachers who have just
started their careers. According to the results of the present study, a review of the literature reveals that
inexperienced teachers working with students with special needs tend to experience higher levels of
burnout and encounter more challenges (Stempien & Loeb, 2002; Whitaker, 2000). However, as the
duration of working in the teaching profession increases, teachers invest more in their profession,
become more experienced and approach their profession more emotionally.

According to the variable of receiving support from administrators, a significant difference was
observed in the overall score of the professional commitment scale and the sub-dimensions of
professional pleasure, social gain and professional career in favour of those who received support from
administrators. The literature has results similar to those of this research. Elitharp (2005), in his study
with special education teachers, observed that receiving support from administrators positively affected
professional commitment. Berry (2012), Lee and Nie (2014) and Ware and Kitsantas (2007) observed
that special education teachers who receive support from administrators have high professional
commitment. Receiving support from administrators positively influences teachers’ professional
commitment. In particular, school administrators who are able to accurately perceive and respond to
teachers’ emotions (George, 2000), motivate them to work and appreciate their efforts (Eisenberger et
al., 2002), and establish a fair balance among staff while considering their needs (Eisenberger et al.,
2002) contribute to teachers’ positive perception of the profession. When employees believe that their
organization values them and cares about their well-being and happiness, it positively influences their
professional commitment, increases job attendance, and reduces turnover rates (Akin, 2008).

Significant differences were detected in favour of female teachers in the overall score and sub-
dimensions of the scale regarding the gender variable of teachers’ proficiency levels in inclusive
practices. On reviewing the literature, conflicting findings were observed. In their study, Kazak (2022)
and Yavuz (2017) did not report significant differences in terms of the gender variable in teachers’
inclusive practices proficiency levels. Ismailos et al. (2019) and Ozokcu (2017) reported that female

83



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 1, 74-90 Mehmet YAVUZ

teachers have higher perceptions of inclusive competence. Alnahdi et al. (2019) reported that female
teachers in Saudi Arabia had higher inclusive competency perceptions in their study; they comparatively
examined the inclusive practice proficiency levels of Saudi Arabian and Finnish teachers. In Finland,
no significant gender differences were detected in teachers’ perceptions of inclusive competence.
According to the results of the present study, the high level of competence among female teachers may
be because the teaching profession is viewed as a woman’s profession. In addition, male teachers
working with students with special needs experience more burnout (Cift¢i, 2015). This sense of burnout
may have negatively affected male learners' inclusion competence levels.

Significant differences were detected in favour of female teachers in the overall score and sub-
dimensions of the scale regarding the gender variable of teachers’ proficiency levels in inclusive
practices. A review of the literature revealed conflicting findings. For instance, Kazak (2022) and Yavuz
(2017) did not report any significant differences in teachers’ proficiency levels in inclusive practices
based on gender. Ismailos et al. (2019) and Ozokcu (2017) reported that female teachers have higher
perceptions of inclusive competence. Alnahdi et al. (2019) reported that female teachers in Saudi Arabia
had higher inclusive competency perceptions in their study; they comparatively examined the inclusive
practice proficiency levels of Saudi Arabian and Finnish teachers. In Finland, no significant gender
differences were detected in teachers’ perceptions of inclusive competence. According to the results of
the present study, the high level of competence among female teachers may be because the teaching
profession is viewed as a woman’s profession.

No significant differences were detected regarding teachers’ proficiency levels in inclusive
practices or receiving support from colleagues. When the literature was reviewed, we found results that
contradicted the findings of this study. In their study conducted with primary school teachers, Ryan and
Mathews (2021) reported that receiving support from colleagues positively affects teachers’ inclusive
practice competencies. Donohoo (2018), Goddard and Goddard (2001), and Tschannen-Moran and Barr
(2004) found that teachers who worked with children with disabilities collaboratively developed
professional competence and positive attitudes towards inclusion. According to the results of the present
study, the reason there is no significant difference in teachers’ proficiency levels in inclusive practices
and the ‘receiving support from colleagues’ variable might be because of the individual working
characteristics of the teachers in the present study. Similarly, Yavuz (2020) stated in his research on the
professional self-efficacy levels of teachers who worked in special education schools that some teachers
preferred to work alone.

No significant differences were detected in teachers’ inclusive proficiency levels regarding the
years of service variable. Contradictory results have been previously reported. Giiner (2011), Hofman
and Kilimo (2014) did not report significant differences in the year of service variable in their study.
However, Akiiziim and Altunhan (2017) and Aslan and Goniilal (2023) conclude that professional
competence increases with the number of years of service. According to the results of the present study,
the reason for the lack of a significant difference in teachers’ inclusive practice proficiency levels in
terms of the working year variable is that young teachers gain experience by observing experienced
teachers.

No significant differences were observed in the overall scores and sub-dimensions of the scale
regarding the variable of receiving support from administrators. Leifler (2020) and Weisel and Dror
(2006) emphasize that administrative support is crucial for the success of inclusive practices.
Additionally, Sahan (2019) examined the self-efficacy perceptions of guidance counselors concerning
special education and their attitudes toward inclusive education. The study concluded that administrative
support positively influences attitudes toward inclusion. Ryan, Ryan and Mathews (2021) conducted
research with primary school teachers and found that administrative support positively impacts teachers'
competencies in inclusive practices. Despite these findings, this study revealed no significant difference
in teachers' competence in inclusion practices related to the reception of administrative support. This
may be attributed to the view that teaching is a sacred profession; teachers are often committed to
fulfilling their duties and responsibilities regardless of external support. Consequently, this study's
teachers may have independently upheld their professional ethics and responsibilities. In addition,
according to Basaran (2000), educational administrators can adopt authoritarian, indifferent,
cooperative, submissive and confrontational management styles. What is hoped for and desired in
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educational environments is democratic management style. Democratic management approach is
preferred due to the fact that it cares about people and the work done, employees participate in decisions,
adopt team spirit and teamwork, create cooperation between managers and employees, and employees
are positively affected by managers. The administrators in the schools within the scope of this research
may have adopted a democratic methodology. For these reasons, there may not be a significant
difference between teachers who receive support from administrators and those who do not (Sagir &
Deveci, 2023).

Significant differences were detected in the overall score and sub-dimensions of the scale in
favour of female teachers regarding the gender variable of teachers’ social acceptance levels. A review
of the literature revealed contradictory findings. Aktan (2023), Mouchritsa et al. (2022), and Saloviita
(2020) detected significant differences in the social acceptance levels of teachers in favour of female
teachers. Conversely, Avramidis, Bayliss and Burden (2000) did not report any significant differences
in terms of the gender variable. In addition, Bhatnagar and Das (2014) and Sharma et al. (2015) reported
that male teachers have a more accepting attitude towards children/students with special needs.
According to the results of the present study, the reason teachers’ social acceptance levels favour female
teachers in terms of gender variables can be attributed to the fact that female teachers are more sensitive.
Given these contradictory findings, teachers’ social acceptance levels require further study regarding
gender variables (Saloviita, 2020).

Significant differences were detected regarding teachers’ social acceptance levels and receiving
support from colleagues in the overall score of the scale and all sub-dimensions, in favour of those who
received support from their colleagues. Previous studies are consistent with this finding. Teachers may
need support from colleagues, especially in the school environment (Ozgelik, 2019). In addition,
receiving support from colleagues reduces professional burnout (Zabel & Zabel, 2001) and positively
affects life satisfaction levels (Yavuz, 2019). According to Ruble, Usher, & McGrewn (2015), colleague
support positively affects teacher self-efficacy. Based on these perspectives, receiving colleague support
contributed positively to all variables. Therefore, it is possible to argue that teacher support from
colleagues positively affects the social acceptance of inclusive learners.

No significant differences were detected in the scale’s overall score and all sub-dimensions
regarding teachers’ social acceptance levels and working year variables. Contradictory findings were
observed when the literature was reviewed. Avramidis, Bayliss and Burden (2000) did not report
significant differences in the year of service variable. Ertung (2008) concluded in his study that the
attitudes of young teachers were more positive. Alghazo and Naggar-Gaad (2004) concluded that as the
number of years of service increased, teachers’ social acceptance levels of inclusive students also
increased. Unexperienced teachers might have acquired new information from more senior teachers or
by observing them, contributed positively to their social acceptance of inclusive students.

No significant difference was observed in the main score and all sub-dimensions of the scale
according to the variable of receiving support from administrators. Avramidis and Norwich (2002),
Kristian @en and Rune Johan Krumsvik (2021), MacFarlane and Woolfson (2013), and Malmqvist
(2016) concluded that administrators have a key role in inclusive education. Sahin and Giirbiiz (2016)
concluded that the support of administrators is important for the success of inclusion. According to this
research, social acceptance may not only be affected by receiving support from administrators. Different
variables and the combination of different variables may have affected it.

A positive relationship was found between teachers’ professional commitment and inclusive
competence levels. When the literature was reviewed, no study examined the relationship between
teachers’ professional commitment and inclusive competence levels. Professional commitment
positively affects several variables. For example, when teachers have high levels of professional
commitment, they do not think of quitting their jobs, experience more professional satisfaction (Guarino,
Santibanez & Daley, 2006), are more motivated towards their work, and are more qualified in their
profession (Cooper-Hakim & Viswesvaran, 2005). Thus, there may be a positive relationship between
professional commitment and inclusive competence because the level of proficiency in inclusive
practices is also related to teachers’ professional skills; as teachers’ professional commitment increases,
their inclusive competence levels increase.
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A positive relationship was detected between teachers’ professional commitment levels and the
social acceptance of inclusive students. Teachers who had high professional commitment were reported
to be less stressed (Guarino, Santibafiez & Daley, 2006), exert more effort at work, show more interest
in their work (Guarino, Santibafiez & Daley, 2006), have better relationships with parents and students
(Bogler & Somech, 2004), and be more committed to teaching, school, and students (Somech & Bogler,
2002).

Limitations and Recommendations

This study has some limitations. First, its results cannot be generalized, as it was conducted only
with teachers in Edirne. In addition, it only examined professional commitment, inclusive competence,
student acceptance, gender, support from colleagues, years of service, support from administrators, and
age. In future studies, the variables of economic level, marital status, education level, and whether or
not to take special education courses can also be examined. Additionally, future research should include
longitudinal studies. This study examined the professional commitment, inclusive competence, and
student acceptance levels of teachers working in inclusive settings. Each variable could be investigated
using mixed models in future studies. Finally, based on the study results, we recommend that teachers
in inclusive classes receive regular seminars on inclusive practices and the development and learning
characteristics of students with disabilities.
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Introduction

For a long time, there has been a disconnect between theoretical education and practical sector
needs in engineering education in Tiirkiye. This situation is noticeable in different sectors for different
engineering fields. Graduates of engineering departments usually graduate without sufficient practical
knowledge and as a result have difficulty in adapting to the sector in business life. In addition, due to
the differences among university programs, there are also inconsistencies between the qualifications of
engineers graduating from different universities. Due to the inadequacy of practical education, limited
sectoral cooperation in education and insufficient institutional infrastructure, the gap between
engineering education and professional expectations is widening. In addition, although accreditation
processes aim to standardize quality, the lack of equal opportunities and capabilities among institutions
further exacerbates this situation. In order to address these problems, the implementation of competency-
based education and systematic capacity development studies are necessary. Thus, by increasing the
cooperation between universities and public institutions and industrial organizations in Tiirkiye, by
improving laboratory and field education and by adopting practical learning methodologies, qualified
engineering graduates who can meet both national and international demands can be trained.

Strengthening vocational education and training has become primary policy areas in the
educational policy priorities of many countries today (Jeon, 2019). Capacity building, now also referred
to as capability building, not only incorporates such transformation of institutional or program structures
but also holds a holistic approach toward developing the competencies and skills of individuals and
organizations in knowledge, skills and competencies (Brockmann et al., 2008). This process
concentrates on continuing improvement and up scaling of talent of the stakeholders in the education
system to achieve sustainable results such as students, academics, employers, and decision makers
(Whelan et al., 2024). Capacity building serves the purpose of creating a dynamic learning ecosystem
that will quickly adapt to the new technological advances, changing labor force needs and global
standards. Therefore, capacity building (also known as capacity development) or capability building is
concerned with the sustainable empowerment of institutions and individuals in knowledge, skill, and
ability (Lusthaus, 1999). Its impact in relation to the context of vocational and technical education is
embedded in the CB VET (capacity building in vocational education and training) approach. CB VET
proposes revising curricula to fit the needs of the real-world sectors, improving the occupational
competencies of trainers and managers, popularizing practical learning methods, strengthening
laboratory and field infrastructures and formalizing partnerships with industry in the educational system.
Thus, vocational and technical education might be seen to assure a sustainable advantage in international
and national competitive contexts.

Although engineering education in Tiirkiye has a historically solid foundation in science and
mathematics (Birgtil Tantekin et al, 2004), it has been voicing concerns for many years about applied
and industrial experience (Ozsoy, 2013). Criticism points out the fact that students in different
engineering departments have had quite a few compulsory courses with their peers but have not acquired
some neccessary skills such as problem-solving and communication skills or innovation and
entrepreneurship after graduation (EMO, 2012). For example, it is a notable area of concern that such
important topics as consultancy and advisory services in the field do not appear at all in academic
curriculum or are presented too superficially. That adds to the disconnection between what is expected
in industry and what is offered by universities. Furthermore, in that direction it contributes to diversity
in the levels of knowledge and skills of graduates due to the significant infrastructure differences
between engineering departments across the country (such as laboratory facilities, internships and field
practices, faculty-staff-student ratios, and so forth) (Ozsoy, 2013). On the other hand, the low salaries
offered recently by the private sector from graduation onwards and the lack of career satisfaction of
young engineers is another major problem (Koyuncuoglu, 2017). This is mainly due to frequent
complaints from employers that graduates are mostly equipped with theoretical knowledge, but not
enough knowledge about field practices, new engineering technologies, project management approaches
or the entrepreneurial ecosystem.

According to current Higher Education Council (in Turkish Yiiksek Ogretim Kurumu - YOK)
data (YOK Atlas, 2025), there are 74 Environmental Engineering undergraduate programs in different
universities in Tiirkiye. Some of these programs are accredited by Association for the Evaluation and
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Accreditation of Engineering Programs (MUDEK) or have been internationally accredited by
Accreditation Board for Engineering and Technology (ABET). Accreditation is seen as evidence that
the education program will meet some quality standards and will provide students with "learning
outcome based”, "hands-on", and "employability-focused" experience (Ozgicek and Karaca, 2019).
Therefore, the aspects of capacity building in terms of such as MUDEK and ABET accreditation
processes should be important tools in continuous renewal and complementing the missing ones within
institutions (Ergin et al., 2023). However, between the departments of environmental engineering in
Tiirkiye, there are many differences both in the content of the lectures and also in laboratory and field
applications. Some universities emphasize compulsory general and vocational courses, while others
offer specific elective courses such as air pollution control technologies, climate change, solid waste
recovery, sustainability and membrane processes. In universities with a very heavy classical education
load, there are insufficient courses on “current” or “business-oriented” skills such as creativity and
entrepreneurship, and little emphasis on practical training. As a result, the majority of graduates enter
the labor market directly into the labor market ill-equipped with the basics of consultancy and advisory
services, project management and financing, or even very basic skills such as effective communication
and leadership skills.

Capacity-building approach, which is a model aimed at continuously improving the capacities
of educational institutions and individuals (Malyan and Jindal, 2014), assumes a very critical position
with respect to environmental engineering education. The CB VET approach requires constant updating
in engineering departments, from the curriculum to the sector and current needs (Agamuthu and Hansen,
2007). Some of these updates are presented below,

» Increasing the professional competencies of educators and administrators;

» Equipping students not only with technical knowledge but also with entrepreneurial skills,
innovation, project management, and leadership when they graduate;

» Improving laboratory and field training infrastructure through university-industry
collaboration projects;

+ Improving acknowledgment (MUDEK, ABET, etc.) processes to be seen as a chance and
introducing continuous improvement mechanisms.

The model of CB VET creates a detailed sketch for the improvement of quality and relevance
of vocational education in areas like Environmental Engineering, as shown in Figure 1. It operates
through four key pillars: laboratory infrastructure, academic staff development, applied courses and
stakeholder engagement. These items are bound to address the existing gaps in institutional capacity,
practical training opportunities and match with industry demands. Laboratory infrastructure takes a
predominant role in establishing practical learning environments, accreditation processes and field
experience acquired by the students. Continuous professional and specialization development is what
academic staff development signifies; it ensures an educator's competency in curriculum delivery, which
is up to date and relates to the industry. Applied courses help in enhancing the skills of the students
through project-based learning as well as field learning activities, and stakeholder engagement
encourages working with industry, government, and other organizations involved in creating a fully
aligned program according to the market. This is a system approach based on principles of competence-
based education; it leads to sustainability, interdisciplinary learning, and collaboration among various
stakeholders so that graduates can address key problems faced in the newly formed world such as climate
change, strategies for circular economy operations, and sustainable development. In synthesizing all
these elements into one comprehensive picture, the CB VET model has created a context that will allow
countries to develop highly skilled and flexible manpower attuned to both national and international
guality standards.
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Curriculum Uptades Accrediation Process
Specialization Stakeholder Engagement Sectoral Collaboration
Academic Staff Development I CB VET Laboratory Infrastructure
Education Quality Applied Courses Field Experiences

Student Competencies

Figure 1. Building blocks of the CB VET model and engineering education.

The main objective of this research is to analyze the setting of the environmental engineering
education in Tiirkiye through the CB VET approach derived from capacity building perspective and post
suggestions for improving the program's quality, implementation capacity, and sectoral linkages. The
paper will first cover the state of engineering in general, and Environmental Engineering in particular,
in Tiirkiye; it will then discuss problems observed at educational institutions (curriculum not being
matched to actual professional practices, not enough on consultancy and advisory service provision, lack
of courses that improve entrepreneurial and innovative skills, lack of overload on courses, etc.). How
capacity building opportunities provided by MUDEK and ABET accreditations can be converted into
added value will also be examined in this process. Finally, concrete contributions will be made to the
solutions that can be proposed through CB VET and applicable strategies for a much more qualified and
competitive environmental engineering education. In addition, the study, which aims to illuminate the
improvement of quality and accreditation processes in engineering faculties, provides a reference
framework for stakeholders who aim to strengthen vocational and technical education. Especially in
today's conditions, it is becoming increasingly important to include the rapid development of virtual
reality, augmented reality and artificial intelligence into the curricula of engineering departments. In
addition, the increasing impact of environmental problems and the climate crisis will require a
comprehensive review of Environmental Engineering education with a capacity-building approach.

Method
Data Collection Process

This study used a qualitative research design using document analysis and informal interviews
with industry representatives to examine environmental engineering programs in Tiirkiye within the
framework of the CB VET approach. Primary data sources included printed and online documents such
as course plans, program quotas, accreditation standards and reports published by MUDEK and ABET,
Vocational Qualifications Authority (in Turkish Mesleki Yeterlilik Kurumu-MYK) regulations, and
various strategic plans, quality assurance reports, and accreditation self-assessment documents available
on university websites. In addition, informal interviews were conducted with graduates and
professionals from engineering firms to gain insight into the practical challenges faced by graduates and
the fit between university curricula and industry needs. Secondary data sources such as national and

94



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 1, 91-104 Serkan SAHINKAYA

international academic articles, conference proceedings, industry reports, and capacity building project
reports funded by the European Union (e.g. Erasmus+ and IPA) were also analyzed to provide a
comprehensive understanding of the research problem. Document analysis method was applied to
systematically review and categorize program information and curricula for the last five years, thus
ensuring timeliness and reliability in the findings of the study.

Data analysis

A content analysis was conducted on the collected data. The study focused on the main themes
of the departments' curriculum structures (mandatory/elective courses, applied courses, credit
distribution), practical training opportunities (laboratories, internships, field studies, project-based
courses), and competency-based education practices (entrepreneurship, leadership, innovation,
communication, and project management skills). The impact of accreditation processes (MUDEK and
ABET) on education quality was also examined, and a comparative review of differences between
institutions was conducted. While the document analysis provided structured insights, informal
interviews with graduates and industry representatives over a period of two years helped contextualize
the findings. Thus, the study bridged the gap between formal education policies and real-world industry
expectations. These interviews revealed both the professional problems experienced by environmental
engineering graduates in business life and identified employers' industry concerns regarding the
competencies of these graduates. However, given the informal nature of these discussions, they were
not transcribed verbatim, but instead were used to identify recurring themes and industry expectations.
Since this study is mainly based on secondary data and informal qualitative insights, no formal surveys
or structured interviews were conducted. The data collected are presented in the following sections under
the main themes of CB VET principles, the general structure of Environmental Engineering education
in Tiirkiye and the contribution of accreditation processes, aiming to provide a general framework on
the scope of educational programs, practical educational integration and the current status of
competency-based educational approaches.

Findings

The results obtained from the analysis on the confront of CB VET and competence based
vocational education perspective of the Environmental Engineering undergraduate programs in Tiirkiye
are discussed in discussion holistically. The study analyzed the university curricula, academic staff
structures, laboratory and field infrastructures, accreditation (such as MUDEK and ABET) processes,
international funds and project mechanisms, sector and graduate feedback, and literatures "competence-
based VET" principles. The analysis indicates that environmental engineering programs had to cope
with structural and institutional challenges demanded by competence-based education in providing
required practical and interdisciplinary experience. Under the following headings, causes, consequences
and recommendations to overcome these challenges are discussed. The fact that environmental
engineering departments, especially in the eastern and central Anatolian regions, are closed to
undergraduate education or are less preferred may also be an opportunity for the transformation of these
departments. On the other hand, the gradual decrease in the success scores of students who are accepted
to environmental engineering undergraduate programs, as in other engineering departments, is another
important problem that needs to be solved within the higher education system in Tiirkiye.

Alignment between Curriculum Design and Competency-Based Education

VET envisages that students acquire not only theoretical knowledge but also somehow
‘horizontal competencies', skills of applications, problem solving, collaborative effort and
communication (Inayat et al., 2013). However, when the curriculum of Environmental Engineering
departments in Tiirkiye is analyzed, it is seen that it revolves around compulsory science-mathematics
based courses in addition to classical engineering courses (water and wastewater treatment, air pollution
control, solid waste management, etc.) (Sarioglu-Cebeci and Yilmaz, 2014). This describes a good
academic base. However, it shows how existing practice-oriented courses such as “waste recycling and
management”, “hazardous waste disposal”, “noise pollution and control”, “air pollution modeling” have
different depths across universities. Table 1 lists the courses included in the environmental engineering
curriculum of universities. While the courses included in this table are offered in the elective course
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pool in some universities, these courses are either not included at all or are offered as a general course
in other universities. Some of the reasons that make this situation more evident in certain professional
courses are the faulty departmental structures in terms of low institutional capacity (low competence of
staff and inadequate laboratory/field infrastructures) and insufficient staff (non-specialist staff managing
the relevant departments). The competency-based VET approach requires both theory and practice to be
integrated into a course structure and also requires students to encounter and solve real-world industrial
or public problems (Azemikhah, 2005). This should be combined with the availability of specialized
academics to conduct the relevant courses practically, as well as all the equipped laboratory-field
conditions they need for this approach to function effectively. These shortcomings above lead to a
weakening of the professional skills of graduates and a further mismatch of education with the world of
work. The lack of consultation with sector representatives in the development of education and training
plans and curricula is another obstacle to the widespread adoption of competency-based education. The
sector has knowledge about the nature and degree of difficulty of the problems that graduates will face
in real working life and can provide invaluable input on how to adapt course content to these problems.
There is also a need to establish important feedback mechanisms for continuous updating and
improvement of the curriculum (Davis, 2008), and to regularly analyze alumni and employer feedback
and student satisfaction survey results. The data from these studies will provide invaluable information
on how to adapt course content to current problems. Important feedback mechanisms for continuously
updating and improving the curriculum will also be the regular analysis of alumni feedback and student
satisfaction survey results. This feedback will show to what extent the expectations of both students and
the sector are met for these courses. In addition, it is necessary to increase the number of courses that
will ensure active participation of students through projects and to update the equipment used in these
courses. Universities can make practical training in the laboratory or field mandatory and regularly
evaluate the feedback from the relevant sector to ensure the continuity of these trainings. In this way,
students have the opportunity to put their theoretical knowledge into practice and step into the labor
market more prepared.

Table 1. Courses and Classification of Environmental Engineering Departments (Sarioglu-Cebeci and Yilmaz,
2014)

Basic Courses Vocational Courses Construction-Geology
Courses
Thermodynamics
Fluid Mechanics

Hydrogeology

Environmental Economics
Introduction to Environmental
Engineering

Mathematics
Physics
Chemistry

Technical Drawing

Basic Information
Technologies

Differential Equations

Statistics

Basic Computer Science

Engineering Mathematics

Computer Aided Drawing

etc.

Environmental Ecology
Environmental Chemistry
Environmental Problems
Environmental Microbiology
Environmental Pollution
Control Solid Wastes
Environmental Impact
Assessment
Environmental Law
Water Supply and Disposal
Water Quality and Control
Hazardous Wastes
Air Pollution and Control
Environmental Modeling
Soil Pollution and Control
Environmental Management
Urbanism and Regional
Planning
Groundwater Pollution
Noise Pollution and Control
etc.

Geostatistics

Statics and Strength
Surveying Materials
Hydraulics

Soil Mechanics
Hydrology

Structural Engineering
Geology

etc.
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Table 1. Courses and Classification of Environmental Engineering Departments (Sarioglu-Cebeci and Yilmaz,
2014) (Continued)

Treatment Focused Lessons  Social Lessons Elective Courses
Basic Processes (Physical, History of Atatiirk's Elective courses offered by
Chemical and Biological) Principles and Reforms the university and
Fundamentals of Treatment Turkish Language department
Treatment Plant Design Foreign Language
Operation of Treatment Other social courses offered
Plants by the University

Wastewater Engineering

Treatment of Drinking Water

Treatment of Wastewater

Treatment of Industrial
Wastewater

Treatment Sludges

Anaerobic Treatment

Sea Discharges

etc.

The Critical Role of Hands-On Training and Field Experience

In the competency-based vocational education approach, learning is expected to take place
primarily in “real-life contexts outside.” Environmental engineering is a field where it is very difficult
to gain sufficient expertise through laboratory and field experience, especially in the areas of
solid/hazardous waste management, air and noise pollution monitoring, and wastewater treatment
process optimization. Therefore, it is very important for the institutions with ABET and/or MUDEK
accreditation among the universities examined to spread the internships over two semesters (2 x 20
working days, etc.), make project-based courses mandatory, and add field trips to the program. For
example, in the air pollution control course, students are expected to make measurements with real
instruments, to make noise measurements in accordance with the relevant standards, to make technical
observations in solid waste recycling facilities, to prepare and present Environmental Impact
Assessment reports through group work, to report the measurement results in accordance with field
experience, and to prepare their projects in the format they should be in business life, which will better
prepare students to face the problems they will encounter in the field when they graduate. Another
important issue is that in accredited departments, students do laboratory and field practices in small
groups with fewer people rather than with the whole class, and they have the opportunity to observe
better and even conduct experiments themselves. In addition, in accredited departments, quizzes before
experiments and student reports after experiments are clear indicators of what the relevant course adds
to the student. In other words, it has been observed that practical training is more limited in non-
accredited programs. Although field trips or project-based topics are included in the curriculum, it is
also a fact that these are limited in practice in universities where specialized faculty members and
laboratory infrastructure are weak. this leads to students graduating with less knowledge and experience
and entering business life. On the other hand, “network-based” learning in higher education, where
universities, private sector firms and public institutions carry out applied projects through a strong
network of cooperation, has not yet taken an institutional or systematic shape in Tiirkiye. A schematic
representation of this ideal structure for competency-based vocational education and training in
universities is presented in Figure 2.

As illustrated in Figure 2, in order to improve environmental engineering education, first of all,
an approach that eliminates the deficiencies in the current system should be adopted. As seen in the
figure, the integration of three main components (field education, accreditation and network-based
learning) is important to achieve the ideal situation in education. By increasing the interaction between
field education and accreditation, students can be enabled to put their theoretical knowledge into
practice. Supporting this interaction with more collaboration and network connections will provide
students with the ability to cope with real-world problems. In addition, the accreditation process should
be constantly reviewed in terms of the compliance of educational programs with quality standards.
Finally, strengthening the network-based learning infrastructure will create an environment that will
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enable students to follow global developments and learn innovations in the field of environmental
engineering. In this way, environmental engineering education can be made more competitive and
suitable for the labor market both locally and internationally.

Field Training
(Practice) Accreditation
Field Training + Accreditation
Accredited Programs (Limited Collaboration) :
(MUDEK/ABET) Non-Accredited Programs

Advanced Field Training Limited Field Training

Ideal Case:
Field, Accreditation & Network
(Not Yet Realized)

Accreditation + Potential for Collabo

(Missing Systematic Network) [ATARq Training + Potential Collaboration

Network-Based Learning
(Not Yet Established)

Figure 2. A schematic representation of competency-based vocational education and training in Tiirkiye.
Contribution of 7+1 Education Model

The new 7+1 education model that started to be implemented in some universities in Tiirkiye
with engineering faculties is an important opportunity for increasing applied education and field
experience (Ozsoy, 2013; Yavuz, 2019). This model is designed to have one of eight semesters of
undergraduate education spent full-time and integrated with industry to strongly network students with
the sector (Ozsoy, 2013). Therefore, the students who had taught theoretical and applied courses in the
first seven semesters, will strengthen their professional competencies with one term of on-the-job
experience within real projects in the eighth semester. This active involvement of industry
representatives would facilitate students to develop multiple competencies related to workplace
problem-solving, teamwork, corporate communication like multidimensional competencies well before
they actually graduate. Therefore, this 7+1 model will be seen as an appropriate "shaping and
networking" strategy for the approach of competence-based VET. Especially in department such
environmental engineering that require a great deal of field experience, this 7+1 model will serve as a
bridge between learning in laboratories and in the field and adaptation to the job market. The wider
adoption of this model in each university would also allow quicker reflection of sector feedback on
course contents and improve competitive advantages at the labor market for the graduates. In this new
model, students will reinforce the subjects they have learned in their workplaces and work in real
conditions, which will increase their adaptation to the job market and their success after graduation.

Department Structure and Distribution of Faculty Members

Within environmental engineering programs, basic science majors such as “air pollution and
control” and “solid waste management” will generally reflect the disciplines of the field. However, the
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examination of the CVs of academic staff on department websites and open sources within the scope of
this study revealed that errors were made in personnel planning based on departments in some
universities. For example, while academics who do not have expertise in air pollution may be assigned
to the “air pollution and control” major in some universities, it was observed that some academics who
do not have experience in “solid waste management” were employed in these fields. Employment of
personnel outside the field of expertise in departments causes curricula to narrow, specific courses
requiring expertise to not be opened, efficiency in applied training decreases and ultimately the quality
of education and training decreases. Naturally, this means that the expectations of stakeholders in the
public and private sectors from graduates cannot be met. This situation draws a picture that is exactly
the opposite of the principle of “subject-specific applied experience, expertise and direction”, which is
the essence of the Competency-Based Vocational Education approach. Figure 3 shows an example of
an ideal department organization (Lane Community College, 2025). As can be understood from this
graph, the strengths of the program, opportunities for improvement, expectations, outputs (program-
specific outputs and indicators), peer evaluation feedback and in-depth evaluation of program
improvement suggestions are very important for the structuring of the department. However, it is the
academic staff employed in the departments who should do all of these. As a result, making mistakes in
personnel selection causes the entire structure to fail.

Another important problem encountered in some universities is that the department's
infrastructure planning is not done by academicians who are experts in the relevant field or that sufficient
budget is not allocated for any reason. Incorrect decisions made by academicians who can be assigned
from outside the field can reduce the department's infrastructure and field research potential. As a result,
for example, the incorrect selection of noise pollution measurement devices by people who do not have
practical experience will cause courses to be limited to theoretical frameworks most of the time and the
necessary applications and reports will not be fully done. The inadequacy of the department's machinery
and equipment will also cause students to be inadequate in engineering practices. In addition, priority
investments in laboratory budgets and budgets allocated for instrumentation and software infrastructures
of these departments are postponed and they do not have the opportunity to develop capacity. Finally,
the "personnel plan" problem will cause the enrichment of the curriculum with competency-based
courses to be postponed and will further distance students from the field of practice. Therefore, it may
be very important to obtain opinions from relevant stakeholders in the structuring of engineering
departments. Professionals working in the fields of air pollution, noise pollution, and hazardous waste
management can help identify the areas of expertise that are urgently needed, as well as the subjects in
which students are lacking. In addition, the opinions of alumni and student satisfaction surveys will
provide guidance on staff adequacy, the efficiency of courses and up-to-dateness of the curriculum.
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4 MISSION ™

Accessible, Comprehensive, Quality, Learned - Centered
Educational Opportunities that Promote Success

CORE THEMES
Individual Student Achievement, Quality Educational
Environment. Accessible & Equitable Opportunities,
Responsive Community Engagement

Vs

STRATEGIC DIRECTIONS & PRIORITIES

\/

PROGRAM REVIEW

Aspirations, Opportunities, Strengths, Recommendations,
Results

DEPARTMENT PLANNING
Data Analysis. Evaluation & Assessment, Outcomes
Reporting, Planning & Goal Setting

EL’DGET DEVELOPMENT & RESO[.’RCa
ALLOCATION

Figure 3. Department planning framework

As understood from Figure 3 (Lane Community College, 2025), strategic planning and
management should be established to increase the quality of professional education in environmental
engineering programs in Tiirkiye. With the adoption of this approach, opportunities for quality education
will be accessible and the concept of education will become student-centered. Departmental planning
should be designed to maximize individual student success. Programs should equip students with the
knowledge and skills to address the problems they will encounter in the job market in the field of
environmental engineering. Student success should be the focus of the program and quality learning
environment, access to learning opportunities and stakeholder participation should be the main themes.
Further improvement of the quality of laboratories, field studies and other learning tools is vital for
achieving sustainable development. Under strategic orientations and priorities, environmental
engineering departments should continuously review their programs, identify strengths, opportunities
and disadvantages and produce solutions for them. Monitoring of educational programs, data analysis
of effectiveness, collection of student and industry feedback and updating educational strategies based
on these will also fall into the category of this strategic orientation and goals. Environmental engineering
departments should also ensure maximum resource allocation to laboratory and field education facilities
in their strategic approaches to strengthening educational infrastructure. This will move environmental
engineering departments to a more competitive and industry-relevant status and increase the quality and
employability of graduates in the labour market. In this context, program accreditations such as ABET
and MUDEK provide a roadmap for these departments.

Accreditation Processes, Importance of Sector and Alumni Participation

In Tiirkiye, MUDEK and ABET accreditations are strong and important mechanisms that
establish the "continuous improvement” and "“stakeholder participation” cycle for environmental
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engineering programs (Engin et al., 2023; MUDEK, 2023; Tas¢1 and Lapcin, 2023). Accredited
programs are expected to design curricula according to learning outcomes; increase the proportion of
practical courses; and regularly update curricula using feedback from engineering companies, public
institutions, and alumni (ABET, 2025). Therefore, accreditation criteria mostly coincide with the goal
of "equipping students with various skills (Shuman et al., 2005)", which is at the core of the
Competency-Based Vocational Education and Training approach. In addition, both CB Vocational
Education and Training and accreditation processes are based on a competency-based framework and
emphasize continuous improvement and stakeholder participation. And, international funding and
project calls (e.g. Erasmus+, IPA projects, etc.) have the potential to provide additional resources and
technical expertise for capacity building initiatives. Universities could possibly fund projects such as
providing laboratory equipment for hazardous and non-hazardous waste, soil pollution, air pollution,
noise pollution and other field-specific courses, practical training for faculty members and participation
in international training programmes. However, for these projects to yield productive results, they are
highly dependent on the participation of sector representatives (public, private and NGOs) and alumni
in the curriculum development process. Regular alumni surveys, student satisfaction measurements and
feedback from industry will further identify gaps in education to facilitate the effective use of funds and
to form the basis for robust accreditation processes in the future. The problems that students will face
after graduation and the competencies they need to address these problems should be determined in
close collaboration with the industry and integrated into the curriculum. Industry representatives should
help universities shape their educational content by determining what skills they expect graduates to
have in the labor market. In addition, a monitoring and evaluation system that includes student and
industry feedback should be established. In this way, programs can be brought closer to the industry,
increasing the employability of environmental engineering graduates.

Competence-based Shaping, Networking and Recommendations

The success of the competency-based vocational education model is based on the principles of
"shaping" (shaping the dimensions of students with rich skills) and "networking" (increasing real-life
learning opportunities by creating common networks with stakeholders) (Bohne et al., 2017).
Environmental engineering departments in Tiirkiye need to focus on the following points to progress in
this perspective:

»  Academic staff and department structures should be re-evaluated.

»  The curriculum needs to be restructured to ensure theory-practice balance.
» Laboratory and field infrastructures should be improved.
>

Effective use of financial resources, including non-university project resources, should be

ensured.

» A quality assurance system based on continuous improvement and stakeholder
participation should be established.
The industrial experiences of faculty members should be continuously developed.

»  Priority should be given to the student-centered approach.

» The classical environmental technology and environmental sciences department structure
should be abandoned and a specialization-oriented department structure such as water and
wastewater treatment, soil pollution and solid waste control, air pollution control and
climate change should be implemented.

Future Perspective: Digital Transformation in Education

International environmental policies and global agendas are showing a very rapid development
rate in subjects such as climate change, circular economy and digitalization. Environmental engineering
education should be updated to protect this new paradigm in sustainable technologies and holistic
management approaches. Preparing digital subjects such as "waste recycling for circular economy",
"smart sensor technologies"” or "pollution monitoring with remote sensing technologies™ as courses and
presenting them through sectoral collaborations will ensure that Competency-Based Vocational
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Education and Training is well aligned with the demands of the time. Such improved courses should
also integrate technologies such as augmented reality (AR) and virtual reality (VR) into the learning
model, which will provide a more effective dissemination of theoretical knowledge as well as equip
students to develop practical application skills primarily through student practice (Mwaura, 2024,
Ghazali et al., 2024; Soliman et al., 2021). The formation of virtual laboratory environments with the
help of VR technologies allows students to learn through direct experience on complex processes
(Soliman et al., 2021). Besides, Al-based learning tools may offer personalized learning pathways.
These types of innovative approaches will ensure that students are quick to prepare for the applications
of future environmental engineering. At this juncture, opinions of representatives of industries in
addition to alumni and students provide valuable insights into the answers to questions such as which
technologies are spreading faster and where additional skills are needed. Therefore, shaping educational
plans, academic staff appointments, and laboratory investments according to the feedback received
regularly from these stakeholders will increase the competitiveness of departments. In order to increase
the usability of these technologies in education, curricula need to be restructured to focus on digital
skills. In particular, simulations of complex processes such as environmental engineering can be
performed in virtual laboratories so that students can experience various scenarios. In addition, thanks
to these digital technologies, students can learn about innovative applications and technologies in
environmental engineering. This transformation will not only teach students the basics of environmental
engineering, but will also make them better equipped for future workforce needs.

Discussion, Conclusion and Suggestions

From this holistic study, it appears that Environmental Engineering programs in Tiirkiye can
evolve into a fully equipped, practice and innovation-oriented education model as envisaged by
Competency-Based VET. However, multidimensional improvements are needed at both institutional (in
terms of curriculum, laboratory facilities, accreditation, strategic planning) and personal level (faculty
expertise, continuous professional development and student field experiences). Addressing these
phenomena at the national level through educational policies and taking advantage of international
funding opportunities and projects can accelerate this evolution. Stakeholder feedback, especially from
industry representatives, alumni and students, should be regularly mentioned as an important aspect of
new curriculum development and revision. Data collected from such organizations can provide
important insights into areas that require specialized faculty, courses that need to add practical
components, and better ways to improve students' field experiences. Feedback mechanisms such as
student satisfaction surveys, alumni surveys and industry advisory boards can serve as the most
important engines for institutionalizing competency-based education and CB VET principles in
educational institutions. In this context, models such as the "7+1 education model," which offers
students extended interaction with the professional world, emerge as concrete implementations of CB
VET. This model allows students to apply theoretical knowledge in real-world work environments
during a dedicated internship period, effectively bridging the gap between academic preparation and
professional practice.

When YOK Atlas is examined, it is seen that there are differences between environmental
engineering programs in terms of the number of students and minimum entrance scores. There are also
significant differences in academic performance, laboratory infrastructures and research facilities in the
departments of different universities. In these respects, improvements should be made to increase the
capacity and quality of education in universities. CB VET emphasizes that environmental engineering
departments should not only improve existing course content, but also include a holistic curriculum
approach that includes improving laboratory and field infrastructure, increasing faculty members'
industry experience, and institutionalizing stakeholder engagement. The curriculum should also be
aligned with real-life issues such as waste management, air pollution control, climate change adaptation
and circular economy, which will prepare graduates well to meet current environmental challenges. In
engineering departments, accreditation (e.g. MUDEK, ABET) and external grants are crucial for
capacity building. CB VET recognizes possible opportunities for training of academic staff, renewal of
laboratory infrastructure and the creation of a wider network of industry-university cooperation.
Through the continuous improvement cycle and quality assurance strategy, environmental engineering
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departments will become an important program that increases the employability and career opportunities
of its graduates and contributes to solving very complex environmental problems.

Environmental engineering education in Tiirkiye needs to be transformed into a competency-
based, field practice-based and stakeholder-oriented system. Moreover, given the increasingly complex
nature of environmental problems and global competition, it is essential for Turkish universities to
compete with universities in developed countries. The implementation of competency-based educational
principles, coupled with a robust stakeholder management plan and effective quality assurance, will
result in environmental engineering graduates as skilled, internationally recognized professionals with
experience in the field, analytical thinking skills and innovative ways of solving complex problems. This
transformation will strengthen the position of graduates in the labor market, increase the quality of
solutions to Tirkiye's environmental problems, and bring Tiirkiye closer to its sustainable development
goals by both solving problems and producing environmental technologies.
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