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Arastirma Makalesi

Elitizm ve SiZinma Arasinda: Tiirkiye'de Milletleraras1 Okullarin Yapisal Doniisiimii

Sevgi Ernas! (jzet: Bu calisma, egitimde doniisiim ve go¢ kaynakli gesitlenme baglaminda Tiirkiye’deki
Pelin Ta$kln2* milletlerarast okullarin mevcut durumunu ve karsi karsiya olduklar1 temel sorunlari

incelemektedir. Nitel bir durum ¢aligmasi deseni benimsenen arastirmada, farkli kademelerde
\Ankara  Universitesi, Temel  Egitim ve cesitli illerde faaliyet gosteren milletlerara§1 okullgrln 65 kurucusu ve k}lrucu tgmsilcisiy%e
Béliimii, Ankara, Tiirkiye yapilan yapilandirilmis goriismelerden elde edilen veriler kullamlmustir. Veriler, betimsel analiz
ernas@ankara.edu.tr yontemiyle kodlanmis ve temalar altinda siniflandirilmistir. Bulgular, milletleraras1 okullarin
. L o ulusal diizenlemeler ile kiiresel beklentiler arasinda konumlanan hibrit kurumlar oldugunu
ﬁlr:;lrin Bzgef:lf:r‘a l;‘f;]t('lr;e Yonetimi 4 1tava koymaktadir. Yonetsel diizeyde, dgrenci kayit, nakil, mezuniyet ve denklik islemleri ile
ptaskin@education.ank’ara‘edu_tr yabanci uyruklu 6gretmenler i¢in uygulanan karmasik ve uzun ¢alisma izni siire¢lerinin 6nemli
glicliikler yarattig1 goriilmektedir. Pedagojik agidan ise Tiirk¢e dil 6grenimi ve sosyo-kiiltiirel
uyum, Ogrencilerin akademik basarilart ve toplumsal biitiinlesmeleri agisindan kritik sorun
alanlar1 olarak 6ne ¢ikmaktadir. Veliler, bir yandan kiiltiirel kimligin korunmasini, diger yandan
milletleraras1 diizeyde tanman diplomalara erisimi es zamanli olarak beklemekte; bu durum
okul-aile iletisimi ve okul yonetisimi siireglerinde gerilimlere yol agmaktadir. Calisma,
Tiirkiye’deki milletlerarasi okullarin kurumsal mesruiyetini gii¢lendirmek ve egitim kalitesini
artirmak i¢in daha agik yasal ¢ercevelere, sadelestirilmis biirokratik siireclere, siirdiiriilebilir
Tiirkge dil destegine ve milletlerarasi okullar ile Tiirk okullar: arasinda daha giiglii is birligi
mekanizmalarina ihtiya¢ duyuldugu sonucuna ulagmaktadir.
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I. Diinya Savasi sonrasinda artan go¢ hareketleri, ulusal kimlik ve kiiltiirel siireklilikle uyumlu bir
egitim ihtiyacini beraberinde getirmistir. Giiniimiizde diinya genelinde {i¢ milyondan fazla ¢ocuk uluslararasi
okullara devam etmekte olup, bu saymin oniimiizdeki on yil icinde daha da artmasi beklenmektedir (Tan,
2012). Sektoriin biiylimesine iliskin kesin veriler sinirli olmakla birlikte (Hayden ve Thompson, 2008), son
yillarda 6zellikle Asya’da, kiiresel hareketlilik ve ebeveyn beklentilerindeki doniisiimiin etkisiyle hizli bir
genisleme gozlenmektedir (ICEF Monitor, 2014). Dikkat ¢ekici bigimde, bu talebin 6nemli bir boliimii artik
yabanci galiganlardan (expatriates) ziyade ev sahibi iilke vatandaslarindan gelmektedir (ISC Research, 2012).

Gincel alanyazin, uluslararasi okul olgusu 6nemli bir doniisiim siirecinden gectigine igaret etmektedir.
Bunnell (2022), sektoriin elitlere yonelik kapali bir alan olma islevinin Otesine gegerek ulusal egitim
sistemleriyle giderek daha fazla kesistigi bir “kripto-biiyiime” evresine girdigini ileri siirmektedir. Bu yapisal
doniisiim, egitsel degerlerin yeniden degerlendirilmesini gerekli kilmaktadir; nitekim Yemini (2021), kiiresel
vatandaslik egitimine iliskin yerlesik normlar1 sorgulayarak, bu kavramlarin yerel aktorler tarafindan 6zgiil
baglami icinde nasil ele almdignin ve yeniden yorumlandiginin anlasilmasi gerektigini vurgulamaktadir.
Tiirkiye gibi yiiksek diizeyde go¢ alan bolgelerde bu dinamikler daha da karmasik bir goriiniim arz etmektedir.
Arar, Oriicii ve Giimiis’iin (2022) sistematik derleme calismasi, miilteci egitiminde okul liderliginin kritik
roliine dikkat cekmekte ve mevcut politikalarin yerinden edilmis 6grencilerin ¢ok boyutlu ihtiyaglarini
kargilamakta ¢ogu =zaman yetersiz kaldigin1 ortaya koymaktadir. Bu giincel ¢aligmalar birlikte
degerlendirildiginde, Tiirkiye’deki uluslararasi okullarin konumlaniginin yalnizca piyasa dinamikleriyle degil,
biiyiik 6l¢iide goc siirecleri ve yerel uyum mekanizmalariyla sekillendigini gostermektedir.

Uluslararas1 okullara iligkin giincel ¢aligmalar, geleneksel “elit uluslararasi okullar” ile baglama
duyarli, geleneksel olmayan okul modelleri arasinda ayrim yapilmasi gerekliligini giderek daha fazla
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vurgulamaktadir. Hayden ve Thompson (2008), uluslararasi okullardaki bu cesitliligi; hedeflenen 6grenci
profilleri, egitim programi yonelimleri ve kurumsal amaglardaki farkliliklara dikkat ¢eken, yaygin olarak kabul
gbrmiis tipolojileri araciligryla kavramsallagtirmaktadir: Tip A (yabanci c¢alisanlara/expatriatelere yonelik
okullar), Tip B (yerel elitlere hizmet eden uluslararasi egitim programli okullar) ve Tip C (ulusal baglamlara
gomiilii, kiiresel yonelimli okullar). Bu g¢ergeveyi temel alan Bunnell (2019), ¢agdas uluslararasi okul
yaklagiminin “yeni doneminde” bu tiir tipolojilerin giderek belirsizlestigini ileri siirmektedir. Ingilizce egitim
dili, uluslararas1 egitim programlar1 ve kiiresel hareketlilik soylemleri, artik yalmzca ayricalikli yabanci
topluluklarla sinirli kalmayarak daha heterojen 6grenci gruplarimi kapsar héale gelmistir. Tiirkiye baglaminda
ortaya c¢ikan yeni okul modelleri, bu kategorilerin kesisim noktasinda konumlanan hibrit bir kurumsal yap1y1
yansitmaktadir. Bir yandan bu okullar; dil politikalari, uluslararas1 diizeyde taninan egitim programlar ve
kiiresel egitim sermayesiyle uyum gibi elit uluslararas1 okul yapismnin temel 6zelliklerini korumaktadir. Ote
yandan uluslararasi okullar, zorunlu gégle yerinden edilmis 6grencilerin egitimsel ihtiyaglarina; kapsayicilik,
gegis silirecleri ve sosyo-kiiltiirel uyum uygulamalariyla yanit vererek, geleneksel olmayan veya miilteci odakl
okullarin iglevlerini es zamanlh olarak iistlenmektedir. Bu hibrit yapi, Tiirkiye’deki uluslararas1 okullarm
yalnizca piyasa temelli ya da elit odakli bir perspektifle yeterince agiklanamayacagini; aksine gog, esitsizlik
ve toplumsal adalet dinamikleri tarafindan sekillenen 6zgiin bir kurumsal bi¢im olarak kavramsallagtirilmasi
gerektigini gostermektedir.

Kavramsal Cerceve

[Ik milletleraras1 okul olan International School of Geneva, Milletler Cemiyeti ¢alisanlarmin
cocuklarini egitmek amaciyla 1925 yilinda kurulmustur (Renaud, 1974). Kiiresel degerler, ¢ok dillilik ve ev
sahibi iilkeyle biitiinlesmeyi merkeze alan bu model, zamanla diinya genelinde yaygmlagmistir. Baglangicta
diplomatlara ve ¢ok uluslu sirket ¢alisanlarina hizmet eden bu okullar, yerel baglamda erisilemeyen kiiresel
standartlarda bir egitim sunmay1 amaglamigtir (Hayden ve Thompson, 2008). Uluslararas: Okullar Birligi’nin
(International Schools Association — ISA) kurulmasi ve daha sonra Uluslararasi Bakalorya’nin (International
Baccalaureate — IB) hayata gecirilmesi, uluslararasi diizeyde taninan egitim programlar1 sunarak bu hareketi
kurumsal olarak giiglendirmistir.

Zaman i¢inde uluslararasi okullar, giderek artan bicimde yerel orta sinif aileler tarafindan tercih edilen
kurumlara doniigmiistiir (Bunnell, 2020; Tan, 2012). Bu okullar, kiiresel yeterlilikler, kiiltiirleraras1 etkilesim
ve c¢ok dilli egitim olanaklar1 sunmaktadir (Weenink, 2008). Ancak alanyazinda, uluslararasi okullarin
kozmopolit ayricaliklar1 yeniden iiretebilecegi ve dezavantajli gruplan dislayabilecegi yoniinde uyarilar da
bulunmaktadir (Calhoun, 2002; Glick-Schiller ve Irving, 2017). Yerel talepteki artis, Isvigre, Singapur ve Cin
gibi bazi iilkelerde devletlerin yerli 6grenci kayitlarimi siirlandirmasina yol agmistir (Bailey, 2015). Bu
baglamda uluslararas1 okullar, kiiresel vatandaslik ideallerinin ulusal politika kaygilariyla kesistigi kurumsal
alanlar haline gelmistir.

Farkli baglamlarda aileler, uluslararasi okullar1 kiiresel kiiltiirel sermayeye erisim saglayan 6nemli
yollar olarak gérmektedir. Malezya, Japonya, Hindistan, Birlesik Krallik ve Amerika Birlesik Devletleri’nden
elde edilen arastirma bulgulari, ebeveynlerin Ingilizce egitim dili, farkl kiiltiirlerle etkilesim olanaklar ve yurt
digindaki yiiksekdgretim kurumlarina erisimi dnceliklendirdiklerini gostermektedir (Adler, 1997; MacKenzie,
2010; Nambissan, 2010). Bourdieu’niin kuramsal ¢ercevesinden hareketle, uluslararasi okullar siklikla Bati
merkezli kiiltiirel sermayenin edinildig§i ve sembolik ayrigmanin iretildigi kanallar olarak
degerlendirilmektedir (Bourdieu ve Passeron, 1973; Bourdieu, 1986). Kent ¢aligmalar1 alanindaki Harvey
(1990), Sassen (1996) ve Florida (2002) gibi arastirmacilar ise bu okullarin, biiyiik kentlerin kiiresel rekabet
giiclinii destekleyen kurumsal yapilar arasinda yer aldigin ileri stirmektedir.

Tiirkiye’de uluslararasi okullara iliskin mevzuat, gé¢ ve uluslararasilasma politikalarinin 6zgiin bir
bilesimi icerisinde geligsmistir. Resmi olarak taninan ilk milletleraras1 okul, 1987 yilinda kurulan International
Community School’dur; daha erken bir donemde ise Robert College Community School (1911) yabanci
uyruklu dgretim iiyelerinin ¢ocuklarma hizmet vermis, ilerleyen yillarda Istanbul Community School adini
almistir (MEB, 2019). Giiniimiizde milletlerarasi okullar, 5580 sayili Ozel Ogretim Kurumlari Kanunu
kapsaminda faaliyet gdstermekte ve yalmizca yabanci uyruklu 6grenci kabul etmektedir. Bu okullarda
uygulanacak egitim programlar1 Milli Egitim Bakanligi (MEB) tarafindan onaylanmak zorundadir. Yabanci
uyruklu kisiler tarafindan kurulan kurumlarin, 4875 sayili Dogrudan Yabanci Yatirimlar Kanunu'nun 5/2-j
maddesi uyarinca gerekli izinleri almalar1 gerekmektedir. Yabanci egitim programlari uygulayan okullari ise,
s0z konusu programlara iligkin onay belgelerini Disigleri Bakanlig1 tarafindan tasdik edilmis sekilde sunmalari
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zorunludur (Madde 5/2-n). Ayrica, tiim ders arag ve geregleri Talim ve Terbiye Kurulu Bagkanligi’nin onayina
tabidir (Madde 5/2-z).

Tiirkiye’de milletlerarasi okullar, yalnizca kiiresel egitim programlar1 ve akreditasyon rejimleriyle
uyumlu, tam anlamiyla 6zerk yapilar olarak degil; giiclii bir ulusal diizenleyici gerceve icinde faaliyet
gostermektedir. 5580 sayili Ozel Ogretim Kurumlari Kanunu, milletlerarasi (uluslararasi) 6zel okullart
MEB’in yetkilendirme, denetim ve egitim programi onay yetkisi kapsamina alarak, bu kurumlar1 yabanci ve
azinlik okullariyla birlikte diizenlemektedir. Bu hukuki cerceve, Ozel Ogretim Kurumlar1 Yonetmeligi ile daha
da ayrmtilandirilmakta; Uluslararas1 Bakalorya (IB) veya Cambridge gibi uluslararas1 diploma ve sertifika
egitim programlarinin uygulanmasi, Talim ve Terbiye Kurulu’nun onayimna ve Bakanligin gbzetimine tabi
kilinmaktadir. Bu dogrultuda Tiirkiye’deki milletlerarasi okullar, IB, Cambridge, CIS, NEASC ve WASC gibi
kiiresel akreditasyon kuruluslari ile ulusal diizeyde tanimlanmis diizenleyici gerekliliklerin kesisim noktasinda
konumlanan, hibrit ve ¢ok katmanli yonetisim yapilari icerisinde faaliyet gostermektedir.

Personel istihdamina iligkin diizenlemeler, bu okullarin hibrit niteligini agik bigimde yansitmaktadir.
Okul miidiirlerinin Tiirk vatandasi olma zorunlulugu bulunmamakla birlikte, miidiiriin Tiirk vatandasi
olmamasi durumunda en az bir miidiir yardimcisinin Tiirk vatandasi olmasi gerekmektedir (Madde 25/a-7,
25/j-2). Ogretmenlerin ise gérev yaptiklari egitim programmin baglh oldugu iilkenin yeterlilik &lgiitlerini
karsilamalar sarttir (Madde 29/1-d). Tirk dili ve Tiirk tarihi derslerinin okutulmasi zorunlu tutulmaktadir
(Madde 47). Milletlerarast okul agma izinlerinin yillara gore dagilimi Sekil 1’de sunulmaktadir.

Sekil 1
Milletlerarasi Okul A¢ma Izinlerinin Yillara Gére Dagilimi (1987-2025)
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Kaynak: MEB Istatistikleri

2025 yil itibariyla Sekil 1, Tiirkiye’deki milletleraras1 okul sayisinin yillar i¢inde dalgali bir seyir
izledigini gdstermektedir. Ik milletlerarasi okulun 1987 yilinda ag¢ilmasina karsin, 2016-2019 donemi énemli
bir kirilma noktasi olugturmus; artan yabanci ikamet oranlarina paralel olarak okul say1s1 2018-2019 yillarinda
61 ile zirveye ulagmistir. Buna karsilik, 2020-2025 doéneminde egilim tersine donmiis; 2021-2022 yillarinda
yalmzca yedi yeni okul agilmistir. Bu gerileme, uluslararasi egitim yatinmlarmda pandemi kaynakl
belirsizliklerin etkisini yansitmaktadir.

Bununla birlikte, Tiirkiye’de milletleraras1 okullarin yayginlasmas1 yalmzca kiiresel ekonomik
hareketlilikle agiklanamaz; bolgesel jeopolitik istikrarsizliklar da bu stireci belirleyici bicimde etkilemektedir.
Ozellikle komsu iilkelerdeki savas ve zorunlu yerinden edilme siireglerinden etkilenen 6grencilerin egitim
ihtiyaglarina yanit vermek amaciyla onemli sayida milletleraras1 okulun kuruldugu goriilmektedir. Bu
dogrultuda sektor, ¢ift yonlii bir islev iistlenmektedir: bir yandan kiiresel sermayeye erisim arayisindaki

1025



Trakya Egitim Dergisi, 16(2) 2026, 1023-1059

goniillii gogmenlere hizmet ederken, diger yandan zorla yerinden edilmis gengler icin giivenli bir egitim alani
sunmaktadir.

Tablo 1
Akademik Yillara Gére Kapanan Milletlerarasi Okullarin Dagilimi (2000-2025)
Egitim Ogretim Yili Kapanan Milletlerarasi1 Okullarin Sayisi
1 2020-2021 8
2 2021-2022 18
3 2022-2023 15
4 2023-2024 13
5 2024-2025 37
Toplam 91

1987-2015 yillart arasinda Tiirkiye’de milletleraras1 okullarin kurulusu smirl ve istikrarli bir seyir
izlemis; buna karsilik 2016-2019 donemi belirgin bir artisa sahne olmus ve okul sayis1 2018-2019 akademik
yilinda 61 ile zirveye ulagmistir. 2020 sonrasinda ise egilim tersine donmiis; yeni okul aciliglar azalirken
kapanislar artmistir. Ozellikle 20242025 akademik yilinda gerceklesen 37 okul kapanisi, bu gerilemenin en
carpici gostergesi olarak one ¢ikmaktadir.18 Aralik 2017 tarihinde yayimlanan ve izinsiz faaliyet gdsteren
kurumlari 2017-2018 egitim-6gretim yili sonuna kadar uyum beyani sunmalarini zorunlu kilan genelgenin,
kapanislardaki artisa katkida bulunmus olabilecegi degerlendirilmektedir. 2016-2019 dénemi Tiirkiye nin
uluslararasilagma vizyonundaki genislemeyi yansitirken, pandemi sonras1 yillar ve ekonomik dalgalanmalar
belirgin bir gerilemeye isaret etmis; 2024-2025 donemi ise yeni kuruluglardan ziyade okul kapanislarinin
baskin oldugu bir kirilma noktasi olarak ortaya ¢ikmustir.

Tablo 2

[llere Gore Milletlerarast Okullarin Dagilimi

] Milletlerarasi Okullarin Sayisi
1 Istanbul 138
2 Ankara 34
3 Antalya 22
4 Mersin 20
5 Gaziantep 6
6 Samsun 4
7 Yalova 4
8 [zmir 3
9 Bursa 3
10 Sakarya 3
Total 237

Tablo 2’ye gore milletlerarasi okullarin biiyiik bir boliimii Istanbul, Ankara ve Mersin’de
yogunlagsmaktadir. Bu dagilim, yabanci uyruklu bireylerin istihdam temelli nedenlerle biiyiik kentlerde ve sinir
bolgelerinde yerlesme egilimleriyle ortiismektedir. 2024-2025 egitim-6gretim yilinda bu okullarda toplam
17.444 6grenci 6grenim gérmistiir. 2018-2019 egitim-6gretim yilindan itibaren MEB tarafindan, farkli egitim
programlar1 kapsaminda yiiriitiilen kayit, nakil ve belgelendirme islemlerini standartlastirmak amaciyla Ozel
Milletlerarast Okullar Bilgi Yénetim Sistemi (MOBIS) kullanilmaktadir. Ozel Ogretim Kurumlari Genel
Miidiirliigii tarafindan gelistirilen MOBIS, 6grenci hareketliligini desteklemekte; resmi belgelerin elektronik
ortamda olusturulmasina ve siireglerin izlenebilirliginin saglanmasina imkan tanimaktadir. Ayrica sistem, veri
dogrulama amaciyla e-Okul sistemiyle entegre bigimde ¢aligmaktadir.

Son yillarda milletlerarasi okul sayisinda artis gozlenmekle birlikte, altyapir ve yonetsel siirecler
acisindan halen 6nemli iyilestirme alanlar1 bulunmaktadir. Bu dogrultuda ¢alisma, Tiirkiye’deki milletlerarasi
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okullarin mevcut durumunu, temel sorun alanlarini, bu sorunlarin altinda yatan nedenleri ve olas1 ¢dziim
yollarmi1 odagina alarak, kurucular ve kurucu temsilcilerinin karsilastiklar1 giigliikleri incelemektedir.
Arastirma kapsaminda yonetsel, akademik ve personel temelli sorunlar ele alinmakta; milletlerarasi okullar ile
MEB arasindaki is birligi siirecleri degerlendirilmektedir. Ayrica Tiirk¢e dil 6grenimi, akademik basar1 ve
toplumsal uyum boyutlar1 da analiz edilmektedir. Egitimcilerin, 6grencilerin ve velilerin beklentilerinin
incelenmesi yoluyla ¢alisma, Tiirkiye’deki milletleraras1 okullarin giincel durumuna iliskin biitiinciil bir tablo
sunmay1 amagclamaktadir. Milletleraras1 okullara iligskin gilincel alanyazin, biiylik Slclide kiiresel egitim
piyasalari, elitizm, akreditasyon siiregleri ve kiiltiirlerarasi pedagojiler lizerine yogunlagmakta; cogunlukla Bati
baglamlarinda ya da 6grenci ve egitim programi merkezli perspektifler {izerinden ele alinmaktadir. Buna
karsilik, kurumsal yonetisim, yonetsel uygulamalar ve ulusal diizenleyici ¢ercevelerle etkilesim gibi boyutlar
gorece sinirh diizeyde incelenmistir. Ozellikle kurucu ve kurucu temsilcilerinin bakis agilari, milletlerarasi
okullarin isleyisi ve siirdiiriilebilirligi agisindan merkezi bir role sahip olmalarina ragmen, alanyazinda
yeterince ele almmamustir. Tiirkiye baglaminin 6tesinde, bu c¢alismada analiz edilen dinamikler, yiikselen
ekonomilerde, doniisiim siiregleri yasayan baglamlarda ve milletlerarasi gogiin baslica alicilan arasinda yer
alan diger egitim sistemleriyle de 6nemli benzerlikler tasimaktadir. Bu tiir baglamlarda milletlerarasi okullar,
ulusal diizenlemeler, kiiresel egitim piyasalar1 ve gdc¢ kaynakli cesitlilik arasindaki kesisim noktasinda
konumlanmaktadir. Calisma; yonetisim, biirokrasi, 6gretim dili ve sosyo-kiiltiirel uyum gibi meseleleri 6n
plana ¢ikararak, doniisiim dénemindeki, kaynaklar1 sinirli ve milletlerarasi yonelimli okullara yonelik talebin
giderek arttig1 egitim sistemlerinde politika tartigmalarma katki sunabilecek karsilastirmali i¢goriiler
saglamaktadir.

YONTEM

Bu ¢alismada, olgunun dogal baglami i¢inde yorumlanabilmesi amaciyla nitel bir arastirma yaklagimi
benimsenmistir (Punch, 1998). Tirkiye’deki milletleraras: okullara iliskin sorun alanlarini, bu sorunlarin
nedenlerini, ¢6ziim Onerilerini ve paydas beklentilerini incelemek iizere, konunun ¢ok boyutlu ve baglama
bagimli niteligi nedeniyle durum ¢alismasi deseni tercih edilmistir. Yin’in (2014) de belirttigi {izere, durum
caligmalar1 karmagsik yapi ve siireglerin derinlemesine incelenmesine olanak tanimakta olup, bu yoniiyle
milletlerarast okullarin yonetsel ve kiiltlirel dinamiklerinin analiz edilmesi acisindan 6zellikle uygun bir
arastirma deseni sunmaktadir. Nitel arastirmalarda temel veri kaynaginin insan etkilesimi oldugunu vurgulayan
Kiimbetoglu’nun (2005) yaklagimiyla uyumlu bigimde bu arastirma, katilimcilarin deneyimlerini anlamay1 ve
sorunlar1 baglamsal olarak konumlandirmayi amaglayan betimleyici bir durum ¢aligmasi olarak yiiriitilmistiir.

Calisma Grubu

Bu aragtirmada, istatistiksel genelleme amaci gilidiilmeksizin, bilgi agisindan zengin durumlarin
secilmesini hedefleyen amaclh 6rnekleme yontemi kullanilmis; bu kapsamda 6zellikle yogunluk érneklemesi
tercih edilmistir (Vogt ve ark., 2012). Bu yaklasim, olguyu en iyi bicimde temsil eden katilimcilardan kapsamli
ve derinlemesine veriler elde edilmesini desteklemekte (Cochran, 2007) ve u¢ ya da sira disi durumlarin
arastirma kapsami disinda birakilmasina olanak tanimaktadir (Morgan ve Morgan, 2008). Milletlerarasi
okullarda yiiriitiilen yonetsel, akademik ve hukuki siireglere dogrudan hakim olmalar1 nedeniyle kurucu ve
kurucu temsilcileri ¢aligma grubuna dahil edilmis; bu tercih, aragtirmanin ampirik derinligini artirmigtir (Mays
ve Pope, 2000).

Aragtirmaya 65 milletleraras1 okul kurucu ve kurucu temsilcisi katilmigtir. Katilimcilarin biiyiik
cogunlugu erkek (%60) ve Tiirk vatandasidir (%83,1). En genis grubu 1-9 y1l arasinda mesleki deneyime sahip
olanlar (%40,9) olustururken, katilimcilarin 6nemli bir kismmin mevcut okullarinda 1-5 yildir gorev
yapanlardan (%70,8) olusmaktadir. Bu 6zellikler, ¢cokkiiltiirlii okul ortamlarini temsil eden ¢esitlendirilmis bir
katiimc1 profiline isaret etmektedir. Arastirma grubunun, geleneksel yabanci c¢alisanlardan (expatriates)
zorunlu gdcle yerinden edilmis 6grencilere kadar uzanan farkli 6grenci profillerine hizmet veren okullarin
kurucular ve temsilcilerinden olustugu 6zellikle vurgulanmalidir. Katilime1 okullarin bir boliimiiniin, agirlikli
olarak savas ve zorunlu gocten etkilenen 6grenci ve ailelere (drnegin Suriye, Irak ve Libya kaynakli) hizmet
vermektedir. Bu demografik baglamm dikkate alinmasi, bulgularda raporlanan ydnetsel ve pedagojik
giicliiklerin dogru bigimde yorumlanabilmesi agisindan kritik 6nem tagimaktadir.
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Etik Kurul Onay1

Bu arastirma igin etik onay, Ankara Universitesi Egitim Bilimleri Bilimsel Arastirma ve Yayin Etigi
Kurulu’'ndan alinmistir (Karar Tarihi: 09.10.2025, Karar No: 223). Arastirmaya katilim goniilliilik esasina
dayali olarak gerceklestirilmis, katilimcilardan bilgilendirilmis onam alinmis ve katilimcilara istedikleri
herhangi bir asamada ¢alismadan ¢ekilme haklar1 oldugu bildirilmistir. Tiim veriler katilimc1 kodlari (6rnegin,
P1, P2) kullanilarak anonimlestirilmis; elde edilen veriler giivenli bigimde saklanmis ve yalnizca arastirma
amaglar1 dogrultusunda kullanilmistir. Calisma kapsaminda kimlik belirleyici herhangi bir kigisel ya da
kurumsal bilgi toplanmamis veya raporlanmamaistir.

Veri Toplama Araci

Veriler, 12 agik uglu sorudan olusan yapilandirilmig bir gériisme formu araciliiyla toplanmistir.
Gorlisme formu, aragtirmanin amaglar1 ve ilgili alanyazin dogrultusunda gelistirilmis; ardindan bes alan
uzmani ve li¢ dil uzmaninin goriislerine sunularak gézden gecirilmistir. Formun son hali verilmeden 6nce iki
katimciyla gergeklestirilen pilot goriisme ile sorularm acgiklifi ve anlasgilirhi@ test edilmistir.
Karsilagtirilabilirligi saglamak amaciyla tiim katilimeilara ayni sorular yoneltilmis; bununla birlikte agik uglu
yapi, katilimcilarin deneyimlerini ayrintili bi¢imde ifade etmelerine olanak tanimistir. Arastirmacinin &zel
okullarda edindigi Onceki mesleki deneyim, saha ile uzun siireli etkilesimi desteklemis ve arastirmanin
inandiriciligina katki saglamistir (Patton, 2015). Standartlastirilmis ancak nitel agidan zengin veriler elde
edebilmek amaciyla tamamen yapilandirilmis goriisme teknigi tercih edilmistir (Berg ve Lune, 2015).

Verilerin Analizi

Katilimeilarin yanitlarinin kodlanmasi ve siiflandirilmasinda betimsel analiz yontemi kullanilmistir.
Ozgiinliigiin korunmasi1 ve yorumlarin derinlestirilmesi amaciyla dogrudan alintilara yer verilmistir
(Kiimbetoglu, 2015). Veriler birden fazla kez gbézden gecirilmig, kodlanmis ve MAXQDA yazilimi
kullanilarak tematik bigimde diizenlenmistir. Aktarilabilirlik, katilimcilarin ayrintili bigimde betimlenmesi
yoluyla desteklenmis (Miles, Huberman ve Saldafia, 2014) ve bulgularm baglamsal zenginligini artirmak
amaciyla canli alintilardan yararlanilmistir (Merriam, 2015). Dogrulanabilirlik ise biri veri toplama siirecinden
sorumlu, digeri goriisme protokollerini denetleyen iki aragtirmaci tarafindan yliriitiilen bagimsiz kodlama
stireciyle glivence altina alinmistir (Lincoln ve Guba, 1985; Creswell, 2013).

Veriler, 6nceden belirlenmis kategoriler kullanilmaksizin, kodlarin dogrudan verilerden tiiretildigi
timevarimsal bir yaklasimla analiz edilmistir (Patton, 2002). Yontemsel titizligi saglamak amaciyla
inandiricilik, aktarilabilirlik, tutarlilik ve dogrulanabilirlik lgiitleri dikkate alinmigtir (Lincoln ve Guba, 1985).
Inandiricihk ve aktarilabilirlik, sahada uzun siireli etkilesim ve arastirma baglaminm ayrintili bicimde
betimlenmesi yoluyla desteklenmistir. Tutarlilik, aragtirma siireglerinin seffaf bi¢cimde raporlanmasiyla
giivence altina alimmustir. Son olarak dogrulanabilirlik, iki aragtirmaci tarafindan yiiriitiilen bagimsiz kodlama
stireci aracilifiyla saglanmig; ortaya ¢ikan gorlis ayriliklar1 tam bir uzlasiya varillana kadar tartigilarak
giderilmis ve bdylece arastirmaci 6nyargisi en aza indirilmistir.

Bu ¢alisma, Tiirkiye’deki milletlerarasi okullarin yerel diizenlemeler ile kiiresel beklentiler arasinda
karsilagtiklar1 gerilimleri yalmizca betimleyici bir ¢ercevede ele almakla yetinmemektedir. Aksine, bu okullarin
s0z konusu gerilim alan1 i¢inde 6zgiin ve (liresel normlarin yerel baglamda yeniden yorumlanmasi anlamina
gelen glokal bir kurumsal kimligi aktif bigimde insa ettiklerini ileri siirmektedir. Robertson’m (1995)
glokallesme kavramu, kiiresel egitim normlarinin yerel diizeyde pasif bigimde benimsenmedigini; aksine 6zgiil
baglamlar icerisinde segici olarak yorumlandigini ve yeniden yapilandirildigini vurgulamaktadir. Bu bakis
acisin1 tamamlayan Ball’in (2012) politika hayata gecirme (policy enactment) kurami ise egitim politikalarinin
okullarda basit¢e uygulanmadigini; okul aktdrlerinin glindelik pratikleri, kurumsal dncelikleri ve baglamsal
smurliliklan araciligiyla yorumlandigini, doniistiiriildiigiinii ve hayata gecirildigini ortaya koymaktadir. Bu iki
kuramsal cerceve birlikte ele alindiginda, Tiirkiye’deki milletlerarast okullarm; uluslararasi egitim
programlari, ingilizce egitim dili ve akreditasyon standartlar1 gibi kiiresel beklentileri, ulusal diizenlemeler,
politik hassasiyetler ve giderek daha heterojen héle gelen 6grenci profilleriyle es zamanli olarak nasil miizakere
ettikleri goriiniir hale gelmektedir. Bu baglamda, Tiirkiye’deki milletleraras1 okullarin kiiresel egitim
politikalarinin pasif alicilar1 olarak degil; politika sdylemlerini yorumlayan, doniistiiren ve uyarlayan aktif
glokal politika aktorleri olarak ele alinmas1 gerekmektedir. Boylelikle bu okullar, hibrit ve baglama duyarli bir
kurumsal kimlik tiretmektedir.
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BULGULAR

Bu boliimde, Tiirk egitim sistemi i¢inde milletlerarasi okullarin mevcut durumuna, karsilagtiklar
baslica sorunlara ve uyum siireglerine iliskin olarak kurucu ve kurucu temsilcilerinin goriisleri analiz
edilmektedir. Bulgular, milletleraras: okullarm orgiitsel yapilari, yonetsel ve diizenleyici giicliikleri ile bu
sorunlara yonelik ¢oziim Onerilerini biitlinciil bir ¢er¢evede ortaya koymaktadir.

Tema 1. Milletlerarasi1 Okullarin Kurucu ve Kurucu Temsilcilerin Goriislerine Gore Mevcut Durum

Bu boliimde, Tiirki egitim sistemi iginde milletlerarasi okullarin mevcut durumuna, karsilagtiklar
baslica sorunlara ve uyum siireclerine iligkin olarak kurucular1 ve kurucu temsilcilerinin goriisleri analiz
edilmektedir. Bulgular, milletlerarasi okullarm orgiitsel yapilari, yonetsel ve diizenleyici giigliikleri ile bu
sorunlara yonelik ¢oziim Onerilerini biitlinciil bir ¢er¢evede ortaya koymaktadir.

Tablo 3
Milletleraras: Okullarda Mevcut Durum
Kategori Alt kategori Frekans(f)
Ogrencilerin Okuldan Beklentileri 21
Velilerin Okuldan Beklentileri Tiirkiye’ye Uyum 45
Akademik Basart 40
Egitimin Niteligi Nitelikli Ogretmen istihdami 12
Etiit Uygulamalar1 10
Uluslararasi Egitim Programlari 8

Tablo 3’te goriildiigi lizere, kurucu ve kurucu temsilcileri, milletleraras1 okullarin tercih edilme
nedenleri ile egitim kalitesine iligkin algilar1 belirli kodlar araciligiyla tanimlamistir. Tiirk okullarmdan
milletlerarasi okullara gecis siirecleri, veli beklentileri ve egitim kalitesine iligkin temalar biitiinciil bigimde
ele alinmis; bu temalar, okul tercihi dinamiklerini, paydas dnceliklerini ve egitsel miikkemmeliyet anlayislarini
gOriiniir kilmistir.

Katilimeilar, 6grencilerin Tiirk okullarindan milletlerarasi okullara yonelmesinin temel nedenlerini dil,
sosyal uyum ve kiiltiirel aidiyet basliklar altinda ifade etmistir. Bir katilime1, “dil ve uyum sorunu (P41)’na
vurgu yaparak, dilsel engellerin Tiirk okullarinda uyum siirecini zorlastirdigin1 belirtmistir. Bu nedenle
ogrencilerin, ana dillerinde egitim alabilecekleri ve kiiltiirel siireklilik saglayan okullar tercih ettikleri ifade
edilmistir: “Ogrencilerin okulumuzu tercih etmesinin temel nedeni ana dillerinde egitim alabilmeleridir. Bir
diger neden ise benzer orf ve adetlere sahip akranlariyla bir arada olmalaridr (P45).” Bu bulgular, dilsel
tutarliligin ve tamdik kiiltiirel ortamlarin hem akademik bagariyr hem de duygusal giivenligi destekledigini
gostermektedir. Bazi katilimeilar, gelecege doniik hareketlilik ve geri doniis gogii olasiligina da dikkat
cekmistir: “Bir giin geri donerlerse Arapga ile ugrasmak istemiyorlar (P39)” ve “egitim programinin
gegerliligi (P48)” ifadeleri, ailelerin kiiresel diizeyde taninan egitim yollarin1 6ncelediklerine isaret etmektedir.
Ayrica, “kendi sosyal yapilarimi koruyabilmeleri (P50)” ve “Tiirk okullarinda ‘farkli’ olarak goriilen
ogrenciler burada bir¢ok renkten biri olarak daha kabul edilmis hissediyor (P38)” seklindeki ifadeler,
milletleraras1 okullarm kapsayici, cokkiiltlirlii ve psikolojik giivenlik ile aidiyet duygusunu gii¢lendiren
mekanlar olarak algilandigini ortaya koymaktadir.

Milletlerarast Okullarda Egitim Kalitesi. Kurucular ve kurucu temsilcilerinin ifadeleri, milletlerarasi
okullarin akademik basariy1 artirmaya yonelik ¢ok boyutlu bir yaklasim benimsediklerini ortaya koymaktadir.
Bu dogrultuda okullarin ¢abalarinin temel olarak ii¢ alanda yogunlastig1 goriilmektedir: (1) nitelikli 6gretmen
istihdami, (2) 6grenme destek oturumlarinin yiiriitiilmesi ve (3) egitim programlarinin uygulanmasi.

Nitelikli Ogretmen Istihdami. Birgok katilimci, akademik basarinimn temelinin nitelikli 6gretmenlerin
istihdamina dayandigim vurgulanustir: “Nitelikli 6gretmenler istihdam ediyoruz” (P12) ve “Ogretmenlerimiz
ogrenciler icin ozgiin 6grenme etkinlikleri tasarliyor” (P23) ifadeleri bu yaklagimi agik¢a ortaya koymaktadir.
Bu degerlendirmeler, pedagojik uzmanlik, dil yeterligi ve kiiresel bir bakis acisim1 kapsayan 6gretmen
yetkinliginin, 6gretim kalitesi ve 6grenci basarisi agisindan merkezi bir rol oynadigini géstermektedir.
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Ogrenme Destek Oturumlart. Katihimeilar, etiitler, tekrar dersleri ve bireysellestirilmis destek uygulamalarini
Ogrenci basarisina dnemli katkilar saglayan unsurlar olarak siklikla dile getirmistir: “Ek dersler ve etiit
calismalari diizenliyoruz” (P61) ve “Ogrenme eksiklikleri olan égrenciler icin ézel programlar uygulaniyor”
(P23) ifadeleri bu uygulamalar1 somut bicimde yansitmaktadir. Bu tiir uygulamalar, bireysel 0grenme
farkliliklaria duyarl bir yaklasimi ortaya koymakta ve kisisellestirilmis destegi onceleyen, 6grenci merkezli
cagdas bir pedagojik anlayis1 yansitmaktadir. Buna ek olarak, okullarin 6gretmenlerin mesleki gelisimini
destekledigi ve velilerle is birligini gliglendirdigi goriilmektedir; nitekim “uluslararasi konferanslara katilimi
destekliyoruz” (P39) ifadesi, akademik niteligin siirdiiriilebilirligini saglamaya yonelik kurumsal ¢abalari
yansitmaktadir.

Uluslararas1 Egitim Programlari. Baz1 katilimcilar, okullarinin Uluslararas1 Bakalorya (IB) gibi kiiresel
diizeyde tanman gergeveleri benimsedigini ve MAP gibi standartlastirilmis 6lgme araglarmi kullandigini
belirtmistir: “IB standartlart dogrultusunda faalivet gosteriyoruz” (P22) ve “Ogrencileri MAP ve benzeri
smavlar araciligiyla degerlendiriyoruz” (P42). Bu tiir sistemler, okullarin 6grenci gelisimini diizenli olarak
izlemelerine ve akademik miidahaleleri hedefe yonelik bicimde planlamalarina olanak tanimaktadir.

Genel olarak katilime1 goriigleri, milletleraras1 okullarin akademik titizlik, kiiltiirleraras1 yeterlik ve
yasam becerilerini Dbiitiinlestiren biitiinciil bir egitsel miikemmeliyet modeli benimsediklerini ortaya
koymaktadir. Bu yaklasim, s6z konusu kurumlar1 yalnizca dilsel ya da kiiltiirel ¢esitlilikleriyle degil, ayni
zamanda Ogretme—Ogrenme siireclerinin niteligi ve derinligiyle de ayrisan egitim kurumlar1 olarak
konumlandirmaktadir.

Tema 2. Kurucu/Kurucu Temsilcisi Goriislerine Gore Milletlerarasi Okullarin Sorun Alanlari

Tablo 4’te goriildiigii lizere, kurucu ve kurucu temsilcileri milletlerarasi okullarda iyilestirilmesi gereken temel
alanlart acik bicimde ortaya koymustur. En kritik sorun alanlari; 6grenci nakil islemleri (%90,8), personel
caligma izinleri (%80), denklik islemleri (%78,5), 6grenci kayit siiregleri (%76,9) ve mezuniyet islemleri
(%67,7) olarak belirlenmistir.

Tablo 4
Milletlerarast Okullarin Sorun Alanlar
Frekans(f) Yiizde
(%)
Ogrenci Kayit Islemleri 50 76,9
Ogrenci Nakil Islemleri 59 90,8
Ogrenci Mezuniyet islemleri 44 67,7
Ogrenci Denklik Islemleri 51 78,5
Ogrencilerin Akademik Basarilari 29 44,6
Egitim Personeli Calisma Izinleri 50 80
Egitim Personelinin Calisma Sartlart 38 58,5
Alaninda Uzman ve Yeterli Egitim Personeli Eksikligi 39 60
Lo Egitim Personeli Yetkinlik ve Nitelik Eksikligi 26 40
Iyilestir Egitim Personeli Hizmet I¢i Egitim Ihtiyaci 23 35,4
illeanlarl Okul Agl!ls ve Denetim lsleri i 33 50,8
Program Ilavesi veya Egitim Programi Onay Islemleri 35 53,8
Kurumlar Arast Iletisim ve Yazisma Islemleri 30 46,2
Okul Ici idari Islemleri 25 38,5
Okul i¢i Sosyal Etkinlik ve Faaliyet Diizenleme 25 38,5
Mezuniyet Sonrasi Yiiksekogretime Gegis 35 53,8
Mezuniyet Sonrast Bir Ust Ogretime Gegis 33 50,8
Mezuniyet Sonrasi istihdam 26 40
Okulda Uygulanan Egitim Programinin (miifredatin 31 47,7

gecerliligi

Tablo 4’te sunulan sorun alanlarinin altinda yatan nedenlere iligskin olarak kurucu ve kurucu
temsilcilerinin goriisleri dogrultusunda dort temel alt kategori belirlenmistir: (1) yasal ¢ercevenin yetersizligi,
(2) yabanci uyruklu 6gretmenlere yonelik ¢alisma izni siirecleri, (3) 0grenci isleri siireglerindeki islevsizlikler
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ve (4) uzun ve karmagik biirokratik islemler. Bu bulgular, milletlerarasi okullarin etkili kurumsal isleyigini
smirlayan, stireklilik gdsteren yonetsel ve diizenleyici kisitlarla kars1 karsiya oldugunu gostermektedir.

Mevzuat eksikligi. Kurucu ve kurucu temsilcilerine gore, milletlerarasi okullarin karsilastigi bir¢ok giigliik,
mevcut mevzuattaki bosluklar ve tutarsizliklardan kaynaklanmaktadir. Katilimcilar, 6zellikle yabanci uyruklu
Ogretmen atamalari, belge ve diploma denklikleri ile ruhsatlandirma siiregleri acisindan mevcut
diizenlemelerin milletlerarasi okullarin yapisiyla yeterince uyumlu olmadigini ifade etmistir. “A¢ik ve net bir
yasal ¢erceve yok” (P12) ifadesi bu durumu ozetlerken, “Okullarin Tiirkiye Cumhuriyeti nden yetki almasi
gerekiyor, aksi takdirde izinsiz kurumlarin oniine gegilemiyor” (P25) degerlendirmesi, standartlastirilmig
ruhsatlandirma ve denetim mekanizmalaria duyulan ihtiyaci ortaya koymaktadir. Benzer sekilde, “Merkez
teskilatin ilce milll egitim miidiirliikleri arasindaki farkliliklar: ortadan kaldirmasi gerekiyor” (P6) ifadesi,
yerel diizeyde politika ve uygulama farkliliklarina dikkat ¢ekmektedir. Genel olarak bulgular, milletlerarasi
okullarin etkili ve siirdiiriilebilir bi¢imde yonetilebilmesini destekleyecek, daha agik, tutarli ve
standartlastirilmis bir yasal ¢ergeveye duyulan giiclii ihtiyac1 ortaya koymaktadir.

Yabanci ogretmenlerin calisma izinleri. Kurucu ve kurucu temsilcilerinden elde edilen bulgular, yabanci
uyruklu Ogretmenlere yonelik calisma izni siireglerinin uzun, karmasik ve mevzuattaki tutarsizliklardan
etkilenen bir yapiya sahip oldugunu gostermektedir. Katilimcilar, 6zellikle uzayan 6n izin ve ¢aligma izni
basvuru siireglerinin dgretmen atamalarini geciktirdigini belirtmis; bu durumu “Ogretmenler calisma iznini
kolaylikla alamiyor, on izin siireci ¢ok uzun stiriiyor” ifadesiyle dile getirmistir. Bir diger temel sorun alani,
Tiirkiye ile diger iilkeler arasinda gretmen yeterlikleri ve diploma taninirhiina iliskin farkliliklardir. Ornegin,
“Irak’ta 6gretmen olma sartlar: Tiirkiye dekilerden farkly” (P8) ve “Irak sisteminde akredite olan 6gretmenler
Tiirk sisteminde taminmiyor” (P31) ifadeleri, bu yapisal uyumsuzluklari ortaya koymaktadir. Katilimcilar
ayrica, bazi iilkelerde iki y1llik programlarin 6gretmenlik i¢in yeterli kabul edildigini, buna karsilik Tiirkiye’de
dort yillik lisans mezuniyeti sartinin aranmasinin bu uyumsuzlugu derinlestirdigini belirtmistir. Nitekim bir
kurucu, “Ingiltere’de yillarca deneyimi olan Ogretmenleri  diploma  uyumsuzlugu  nedeniyle
goreviendiremiyoruz” (P32) sozleriyle bu durumu somutlagtirmistir. Buna ek olarak, Tiirkiye’de 6gretmen
yetigtirme sisteminin her ders alani i¢in ayr1 programlar dngoren kati biirokratik yapisinin, milletlerarasi
okullarin gesitlenen personel ihtiyaclariyla ortiismedigi de vurgulanmistir (P48). Genel olarak bu bulgular,
nitelikli 6gretmen istihdamim destekleyecek, egitimde siirekliligi saglayacak ve uluslararasi diizeyde uyumlu,
daha acik ve esnek bir politika ¢ergevesine duyulan ihtiyaci ortaya koymaktadir.

Qg?renci Isleri Siireclerindeki Islevsizlikler. Katilimcilar, Ogrenci kayit, nakil, mezuniyet ve denklik
islemlerinde 6nemli yonetsel ve sistemsel sorunlar yasandigini vurgulamistir. Bu sorunlarin biiyiik dlgiide,
milletlerarast1  okullarin  ulusal sistemlere—ozellikle e-Okul platformuna—tam olarak entegre
edilememesinden ve yasal diizenlemelerin yetersizliginden kaynaklandigi ifade edilmistir. Nitekim bir
katilimen, “Yabanct okullar arasi 6grenci nakillerine iliskin bir diizenleme olmali,; 6grenciler kayit, mezuniyet
ve denklik islemlerinde sorun yasiyor” (P2) sozleriyle bu duruma dikkat ¢ekmistir. Benzer bi¢imde, “Notlar
girilemedigi icin suf gecme islemleri e-Okul iizerinden yapilamiyor” (P43) ifadesi, bilgi yoOnetimi
altyapisindaki eksikliklerin 6grenci hareketliligini ve takibini zorlasgtirdigim gostermektedir. Katilimcilar
ayrica, lilkeler arasindaki okul takvimleri, akademik yapilar ve Ol¢gme—degerlendirme sistemlerindeki
farkliliklarin biirokratik karmasikligi artirdigini belirtmistir. Bunun yani sira, “Yurt disindan gelen cifte
vatandas ogrencileri kayit altina alamiyoruz” (P21) ifadesi, kimlik statiisiine bagh yapisal engellere isaret
etmektedir. Genel olarak bulgular, milletleraras1 okullarin ¢okkiiltlirli 6grenci profiline yanit verebilecek
dijital ve hukuki mekanizmalarin yetersiz oldugunu ortaya koymaktadir. Nitekim bir katilimcinin, “MOBIS
bilgi sisteminin kurulmast bu sorunlarin bir¢ogunu ¢ozer” (P59) seklindeki vurgusu, yonetsel verimlilik
acisindan dijital entegrasyonun énemini agik bigimde ortaya koymaktadir.

Biirokratik islem siireglerinin uzun siirmesi. Okul kuruculari ve kurucu temsilcilerinden elde edilen bulgular,
asir1 biirokrasi ve kurumlar arasi koordinasyon eksikliginin; okul agma izinlerinden 6gretmen atamalarina,
diploma denklik islemlerinden 6grenci kayit siireclerine kadar neredeyse tiim yonetsel siirecleri olumsuz
etkiledigini gostermektedir. “On izin siireci ¢ok uzun siiriiyor” (P43) ve “Diploma denklik islemleri icin
Yiiksekogretim Kurulu’na yapilan basvurular ¢ok fazla zaman aliyor” ifadeleri, yasanan gecikmelerin
planlama siireglerini aksattigimi ve egitim faaliyetlerinin zamaninda baglatilmasim1 zorlastirdigimi ortaya
koymaktadir. Benzer bigimde, “Bakanlik personelinin yabanci dil bilmemesi nedeniyle sorun yasiyoruz” (P4)
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ifadesi, kamu gorevlilerinin sinirh dilsel ve kiiltiirlerarasi yeterliklerinin biirokratik siirecleri daha da karmasgik
hale getirdigine igaret etmektedir. Katilimcilar, siireclerin sadelestirilmesi, uluslararasi belgelerin taninmasinin
kolaylastirilmas1 ve milletleraras1 okullara iliskin yerel yonetsel kapasitenin giiclendirilmesi gerekliligini
vurgulamistir.

Bu bulgular, Akunova ve Karatag’in (2025) ebeveynlerin de iletisim sorunlart ve seffaflik eksikligi
yasadigini ortaya koyan caligmasiyla ortiismekte; biirokratik islevsizliklerin okul i¢i yOnetimin Otesine
uzandigini gostermektedir. Benzer sekilde, 6gretmenlere iliskin ¢alisma izinleri, denklik islemleri ve yetersiz
hizmet i¢i egitim gibi sorunlar, Tsang ve arkadaslariin (2022) destekleyici biirokratik yapilarin 6gretmenlerin
psikolojik giliclenmesi ve Ozneligiyle iligkili oldugunu vurgulayan g¢ercevesiyle uyumludur. Burada
gozlemlenen yonetsel yik ve diizenleyici bosluklar, Bozkus’un (2022) verimsiz biirokrasinin okul
miidiirlerinin is yiikiinii artirdigr ve etkili yonetimi engelledigi yoniindeki bulgulariyla da paralellik
gostermektedir.

Tema 3. Milletlerarasi Okullarin Tiirkiye’ye Uyum Onerileri

Okul kuruculant ve kurucu temsilcilerinin milletleraras1 okullarin Tiirkiye’ye uyumuna iliskin
goriisleri, agirlikli olarak dil 6grenimi, sosyo-kiiltiirel etkinlikler ve sosyal etkilesim boyutlarida
yogunlagsmaktadir. Bulgular, Tiirk¢e 6greniminin hem 6grenciler hem de okul personeli agisindan iletigim
kurma ve kiiltiirel biitlinlesmenin temel unsurlarindan biri oldugunu; sosyal ve kiiltiirel etkinliklerin okul
toplulugu iginde aidiyet duygusunu gii¢lendirdigini; Tiirk okullariyla kurulan etkilesimin ise karsilikli anlayis
ve is birligini tesvik edebilecegini ortaya koymaktadir.

Tablo 5
Milletlerarasi Okullarin Tiirkiyeye Uyum Onerileri
Kategori Alt kategori Frekans (f)
Dil Uyumu Personelin Tiirkge Ogrenmesi 4
(:)grencilerin Tiirkce 46
Ogrenmesi
Kiiltiirel ve Sosyal Personel I¢in Etkinlikler 59
Entegrasyon Ogrenciler I¢in Etkinlikler 27
Kurumlararasi igbirligi Tiirk Okullariyla isbirligi 16
Diger 15

Bu tema kapsaminda; dilsel uyum, sosyo-kiiltiirel uyum, sosyal etkilesim ve katilim, 6gretmenlerin
uyum siirecinde sosyal ve kiiltiirel etkinliklerin rolii, kurumsal uyum politikalari, uyum siirecinde karsilasilan
giicliikler ve ¢ozlim stratejileri ile diger okullar ve MEB ile is birligi gibi ¢esitli alt kodlar belirlenmistir. Bu
alt kodlar bir arada degerlendirildiginde, kapsayic1 uygulamalar, kiiltiirleraras1 etkilesim ve kurumsal is
birliginin gliglendirilmesi yoluyla milletlerarasi okullarn Tiirk egitim sistemine entegrasyonunu
kolaylastirmay1 amaglayan stratejik oneriler ortaya koymaktadir.

Dil uyumu. Kurucular ve kurucu temsilcilerine gore, yabanct uyruklu 6grenciler icin Tiirk¢e 6grenimi, uyum
stirecinin en kritik alanlarindan biri olarak 6ne ¢ikmaktadir. Katilimcilar, Tiirkgenin yalnizca bir iletisim araci
olmadigini; ayn1 zamanda Ogrencilerin okul yasamina katilimi ile 6gretmenler ve yoneticilerle etkilesim
kurabilmeleri agisindan temel bir unsur oldugunu vurgulamistir. Nitekim bir katihme1, “Tiim ogrencilerin
Tiirkce ogrenmesi gerekiyor. Okulumuzda Tiirkce ve Ingilizce yabanci dil olarak okutuluyor” (P6) ifadesiyle
bu gerekliligi dile getirmistir. Baz1 kurucular, Tiirk¢enin milletlerarasi okullarda zorunlu bir ders olarak
yapilandirilmasi gerektigini savunmus; bu goriis, “Milletlerarasi okullarda zovunlu Tiirkce dersi olmalr” (P39)
ifadesinde agik bicimde yansimigtir. Bu vurgu, kurumsallagmis bir dil politikasina duyulan ihtiyaci ortaya
koymaktadir. Dilsel uyumun Ogretmen yeterlikleriyle de dogrudan iliskili oldugu belirtilmis; 6rnegin,
“Ogretmenler kendi yeterlik diizeyleri nedeniyle Tiirkce ogretiminde zorlaniyor; bu nedenle becerilerini
gelistirmek icin destekleyici egitimler diizenliyoruz” (P21) ifadesi, 6gretmenlere yonelik dil desteginin
onemine isaret etmektedir. Ayrica, “Ogrencinin Tiirkce bilmemesi nedeniyle islemler gecikiyor” (P54)
seklindeki degerlendirme, dil engellerinin yonetsel siirecleri de etkiledigini gostermektedir. Genel olarak
bulgular, Tiirkge 6gretiminin milletlerarasi okullarda hem pedagojik etkililik hem de yonetsel isleyis acisindan
merkezi bir rol oynadigini ortaya koymaktadir.
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Kiiltiirel ve sosyal entegrasyon. Kurucu ve kurucu temsilcilerinden elde edilen bulgular, 6grencilerin kiiltiirel
ve sosyal entegrasyonunun egitim siirecinin merkezi bilesenlerinden biri oldugunu goéstermektedir.
Katilimcilar, Tiirk kiiltiirline, kiiltiirel simgelere ve yerel geleneklere aginaligin hem sinif i¢i uygulamalar hem
de ders dis1 etkinlikler araciligtyla desteklendigini vurgulamistir. Nitekim bir katilimei, “Ogrenciler Tiirkce
sarkilar, Istiklal Marsi, oyunlar 6greniyor, hatta Tiirk yemeklerini deniyor” (P1) ifadesiyle bu siireci
somutlastirmigtir. Benzer bi¢cimde, okul gezileri, miize ziyaretleri ve milli bayramlara katilim gibi etkinliklerin,
ogrencilerin aidiyet duygusunu giiclendiren ve ev sahibi topluma uyumlarini destekleyen temel uygulamalar
arasinda yer aldig1 belirtilmistir (P29; P41). Bununla birlikte katilimcilar, entegrasyonun 6grencilerin sosyal
etkilesim ve katilim olanaklariyla yakindan iligkili oldugunu vurgulamistir. Bu tiir etkilesimlerin dilsel ve
kiiltiirel yeterlikleri gelistirdigi ifade edilmekle birlikte, dil engelleri ve kiiltiirel farkliliklarin siiregelen
giicliikler yarattig1 da dile getirilmistir. Kiiltiirel etkinlikler, sosyal mesafeyi azaltmada etkili araclar olarak
tanimlanmis; 6rnegin, “Okulumuzda diizenlenen Kiiltiir Giinii birlik duygusunu gii¢lendirdi” (P48) ifadesi bu
etkiyi yansitmaktadir. Buna karsilik, siirl dil erisilebilirliginin daha genis katilimi kisitladigi belirtilmistir
(P43). Genel olarak katilimcilar, anlamli bir entegrasyonun siirdiiriilebilir sosyal katilim, kiiltiirlerarasi
etkilesim ve siirekli dil destegine bagl oldugu konusunda goriis birligi icindedir.

Kurucu ve kurucu temsilcileri, 6gretmenlerin sosyal ve kiiltiirel etkinliklere aktif katiliminin ev sahibi
iilkeye uyum siirecinin basarisi agisindan kritik oldugunu vurgulamistir. Bu siirecin desteklenmesi i¢in segmeli
dersler ve ders dis1 programlarin etkili olabilecegi, yabanci uyruklu dgretmenlere ise ek destek saglanmasi
gerektigi ifade edilmistir. Nitekim bir katihimei, “Haftalik se¢meli dersler ve sosyal etkinlikler uyuma katki
saglamali,; yabanci 6gretmenlerin de bu alanda desteklenmesi gerekiyor” (P11) sozleriyle bu gereklilige dikkat
cekmistir. Bazi okullar, 6gretmenlerin kiiltiirel baglarini siirdlirmelerine yardime1 olmak amaciyla “Irak dili ve
kiiltiiriine yomelik sosyal etkinlikler” (P6) diizenlediklerini belirtirken; digerleri “kiiltiire! geziler, egitim
oturumlart ve ekip olusturma etkinlikleri” (P44) araciligiyla 6gretmenlerin mesleki ve kisisel gelisimini
desteklediklerini ifade etmistir. Bununla birlikte, baz1 katilimcilar dil engellerinin 6gretmenlerin etkinliklere
katithmini smirladigim belirtmistir. Ornegin bir katihmcei, “Hayiwr, bu tiir etkinlikler diizenlenmiyor.
Osretmenler Tiirkce konusunda zorlandiklar: icin katilmak istemiyor” (P5) ifadesiyle bu durumu ortaya
koymustur. Genel olarak bulgular, sosyal ve kiiltiirel etkilesimin hem mesleki hem de toplumsal uyumu
destekledigini; ancak smirli dil yeterliginin 6gretmenlerin bu siireglere tam katilimi 6niinde 6nemli bir engel
olusturmaya devam ettigini gostermektedir.

Kurucu ve kurucu temsilcilerinden elde edilen bulgular, 6grencilerin dilsel ve kiiltiirel uyumunun
yalnizca bireysel ¢abalarla degil, ayn1 zamanda kurumsal politikalar ve egitsel planlama yoluyla desteklenmesi
gerektigini gostermektedir. Katilimeilar, uyum ¢alismalarinin siirdiiriilebilirligini saglamak amaciyla egitim
programlarinin, se¢meli derslerin ve Ogretmen egitimlerinin yeniden yapilandirilmasi geregine dikkat
cekmistir. Nitekim bir katilimc, “Haftalik se¢meli dersler ve sosyal etkinlikler uyuma katki saglamalr” (P35)
ifadesiyle, sosyal ve kiiltiirel 6grenmenin egitim programina sistematik bigimde entegre edilmesine yonelik
cabalar1 vurgulamistir. Kurumsal diizeyde ise okullar ile Milli Egitim Bakanligi arasindaki is birliginin
giiclendirilmesi, siklikla dile getirilen temel bir gereklilik olarak 6ne ¢ikmaktadir. “Bu sorunlar okullar ile
MEB araswindaki iletisim yoluyla ¢oziilebilir” (P47) goriisii, yonetsel koordinasyonun dnemini agik bigimde
ortaya koymaktadir. Genel olarak bulgular, uyum odakli uygulamalarm kurumsallagmasinin heniiz sinirh
diizeyde kaldigini; buna karsin milletlerarasi okullarda dilsel ve kiiltiirel biitiinlesmeye yonelik yapilandirilmis
politikalarin gelistirilmesi konusunda artan bir farkindalik ve siireklilik gosteren bir ¢aba bulundugunu
gostermektedir.

Kurumlararasi isbirligi. Kurucu ve kurucu temsilcilerinden elde edilen bulgular, Tiirk okullar ve Milli Egitim
Bakanlig1 ile kurumsal is birliginin sosyal biitiinlesmenin desteklenmesinde temel bir unsur oldugunu
gostermektedir. Bir katilimey, “Bagcilar daki Tiirk okullariyla ortak programlar diizenliyoruz” (P7) ifadesiyle,
bu tiir is birliklerinin 6grenci ve 6gretmenler arasinda kiiltiirel etkilesimi gliclendirdigini vurgulamistir. Ancak
baz1 katilimcilar, s6z konusu is birliginin sinirh ve sistematik olmayan bir nitelik tasidigina dikkat ¢cekmistir:
“Milletlerarasi okullar ile Tiirk okullar: arasindaki is birligi yetersiz. Istanbul daki okullar birbirini neredeyse
tammuyor, iletisim kurmak zor. Sorunlarin ¢ogu yalmizca Tiirk okul miidiirlerinin ¢abalariyla ¢éziiliiyor”
(P24). Buna ek olarak, “Ne yazik ki Arap egitim programini uygulayan okullar kapali bir bigcimde faaliyet
yiirtitiiyor, bu durum iy birligini engelliyor” (P11) ifadesi, kurumsal i¢e kapanmighgin ortak uygulamalarin
gelistirilmesini ve kolektif 6grenmeyi sinirlandirdigini ortaya koymaktadir. Genel olarak bulgular, hem yatay
diizeyde (okullar aras1) hem de dikey diizeyde (bakanlik ile okullar arasindaki) koordinasyon eksikligine isaret
etmekte; bu durumun sosyal uyum ve egitsel etkilesim hedeflerini zayiflattig1 goriilmektedir. Bu baglamda,
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stirdiiriilebilir entegrasyonun saglanabilmesi i¢in agik iletisim kanallarinin gii¢lendirilmesi, ortak etkinliklerin
planlanmasi ve kurumsal koordinasyon mekanizmalarinin gelistirilmesi kritik 6nem tagimaktadir.

Kurucu ve kurucu temsilcilerine gore, milletleraras1 okullardaki 6grenciler kendi sosyal ve kiiltiirel
yapilarini koruma egiliminde olduklar1 i¢in uyum siirecinde ¢esitli giigliiklerle karsilasmaktadir. Bu giicliikler;
dil, kiiltiir ve sosyal normlardaki farkliliklarin yani sira yeni bir egitim sistemine ve degerler ¢ergevesine uyum
saglama gerekliliginden kaynaklanmaktadir. Katilimer ifadeleri bu durumu desteklemektedir: “Ogrenciler
kendi sosyal yapilarint koruma egilimindedir” (P21); “Farkli iilkelerden gelen 6grenciler arasindaki kiiltiirel
ve geleneksel farkliliklar uyumu zorlastirtyor” (P43); ve “Ogrenciler, yerel geleneklere sinirli uyum nedeniyle
sosyal sorunlar yasayabiliyor, ancak bazi sorunlar rehberlik ¢alismalariyla gideriliyor” (P32). Genel olarak
bulgular, dil engelleri, farkli kiiltiirel aligkanliklar ve sosyal normlara asinalik eksikliginin 6grencilerin
biitiinlesmesinin onilindeki temel engelleri olusturdugunu; buna karsilik yapilandirilmis rehberlik ve destek
programlarinin okul ortaminda bu gii¢liiklerin hafifletilmesinde kritik bir rol oynadigim ortaya koymaktadir.

TARTISMA, SONUC ve ONERILER
Tartisma

Bulgularin da ortaya koydugu iizere, dil engelleri 6grencilerin sosyal gruplara katilimini, akademik
basarilarini1 ve giindelik yasam pratiklerini 6nemli 6l¢iide sinirlamaktadir. Bu durum, dili hem sosyo-kiiltiirel
hem de akademik uyumu sekillendiren “merkezi sorun” olarak tanimlayan Gebru ve Yiiksel-Kaptanoglu’nun
(2020) bulgulariyla ortiismektedir. S6z konusu ¢alismada, Tiirkiye’deki milletlerarasi 6grencilerin normlar,
degerler, beslenme kiiltiirli ve yasam tarzlarindaki farkliliklar nedeniyle uyum giicliikleri yasadig
belirlenmistir. Benzer bi¢imde Akunova ve Karatas (2025), yabanci uyruklu 6grencilerin egitsel uyumunda
Tiirk¢e 6grenimini en kritik unsur olarak vurgulamaktadir. Bu ¢alismada da kurucular Tiirk¢enin “zorunlu”
olmasi gerektigini ifade ederken, Akunova ve Karatas’in (2025) ¢alismasinda veliler ek Tiirk¢e derslerinin
uyum sorunlarim azaltacagl goriislini dile getirmistir. Her iki bulgu da dil yeterliginin sosyal ve akademik
basarmin temel belirleyicilerinden biri oldugunu gostermektedir. Arastirma bulgulan ayrica yasal
belirsizlikler, kayit ve denklik islemleri ile biirokratik karmasikliga iliskin 6nemli sorun alanlarini ortaya
koymaktadir. Tsang ve arkadaslar1 (2022), biirokrasinin “kisitlayic1” olmaktan ziyade “kolaylastirici” bir islev
iistlenebilecegini; bu durumun 6gretmenlerin psikolojik giiclenmesini destekleyerek tiikenmisligi azalttigin
gostermistir. Bu cergeve, Tiirkiye’deki milletlerarasi okullarda gozlenen biirokratik iglevsizliklerin yalnizca
yonetsel siiregleri aksatmakla kalmadigini, ayn1 zamanda 6gretmen motivasyonunu ve okullar arasi is birligi
kapasitesini de zayiflattigim diigiindiirmektedir. Dil engelleri ve sosyo-kiiltiirel farkliliklar, dgrencilerin uyum
giicliiklerinin temel nedenleri olarak 6ne ¢ikmakta; bu bulgu, dil yeterligi ve sosyo-kiiltiirel uyumun kiiltiir
sokunu azalttigim ortaya koyan Almukdad ve Karadag’in (2024) calismasiyla tutarlilik gostermektedir. Bu
baglamda okullar tarafindan diizenlenen rehberlik, sosyal ve kiiltiirel etkinliklerin pedagojik oldugu kadar
psikososyal agidan da hayati bir isleve sahip oldugu sdylenebilir. S6z konusu ¢alismada ayrica, 6z-yeterlik
diizeyi yiiksek Ogrencilerin daha az kiiltiir soku yasadigi belirlenmisg; bu durum, mevcut arastirmada
bireysellestirilmis destek programlarinin hem akademik basariyr hem de kiiltlirel uyumu giiclendirdigine
iligkin bulgularla drtiismektedir. Son olarak, mevcut bulgular, Tiirkce hazirlik siniflarinin yoklugunu veliler
acisindan en acil sorun olarak tanimlayan ve yogun Tiirk¢e kurslarimi 6neren Akunova ve Karatag’m (2025)
sonuclariyla da paralellik gostermektedir. Benzer sekilde bu caligmada, o6gretmenler ve yoneticiler
stirdiiriilebilir dil destegini uyum engellerinin asilmasinda stratejik bir yol olarak degerlendirmistir.

Bu calismanin bulgulan, Tiirkiye’deki milletlerarast okullarin homojen bir “model”i temsil
etmedigini; aksine, 6zgiil baglamsal kosullar tarafindan sekillenen hibrit kurumlar niteligi tasidigin ortaya
koymaktadir. Bu bulgu, sektoriin kapali ve izole yapilar olmaktan cikarak ulusal egitim sistemleriyle daha
derin etkilesimler kurdugu bir “kripto-biiyiime” evresine girdigini savunan Bunnell’in (2022) argiimaniyla
ortlismektedir. Kiiresellesmenin hiz kazanmasiyla birlikte diinya genelinde yabanci ¢alisanlarin (expatriates)
sayist onemli Olglide artmistir. Mesleki, ticari ya da diplomatik nedenlerle ailelerin yer degistirmesi, bir¢ok
cocugun kendi iilkesi disinda biiyiimesine yol agmig; bu durum, ¢ocuklarin 6zgiin sosyal ve duygusal
giicliiklerle karsilagmasina neden olmustur (Fee ve Gray, 2011; Peterson ve Plamondon, 2009). Bu gocuklar
yalnizca alisik olduklar1 ¢evrelerden degil, ayn1 zamanda akranlarindan ve yerlesik sosyal baglarindan da
kopmakta; bu da yeni okul ortamlarinda gii¢lii uyum baskilar1 yaratmaktadir (Weeks ve ark., 2010). Benzer
bicimde, Tiirkiye’de milletlerarasi okullara devam eden dgrencilerin tercihleri yalnizca akademik gerekgelerle
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sekillenmemekte; dilsel erisilebilirlik, kiiltiirel asinalik ve psikolojik giivenlik gibi unsurlar da bu tercihlerde
belirleyici rol oynamaktadir. Okul tercihinde psikososyal ihtiyaclarin ve aidiyet arayisinin Onemi,
ebeveynlerin, akranlarin ve 6gretmenlerin karar alma siireglerindeki etkisini vurgulayan Kim’in (2001) ve
Verbik ve arkadaslarmin (2007) bulgulartyla da uyumludur.

Akranlar arast is birliginin zayif olmasi, yasam kalitesinin diismesine, psikolojik sikintilarin artmasina
ve okul doyumunun azalmasina yol agmaktadir (Nutbeam ve ark., 1989). Nichols ve Miller (1994), is birligine
dayali 6grenme ortamlarinin 6grencilerin 6z-yeterlik algilarini ve okula ydnelik memnuniyetlerini artirdigim
gostermistir. Bu bulgular, milletlerarasi okullarin yalnizca akademik 6gretimin gergeklestigi mekanlar degil,
ayni zamanda duygusal giivenlik ve toplumsal dayanigmanin iiretildigi alanlar olarak islev gordiigii yoniindeki
goriisii desteklemektedir. Velilerin bakis acisindan ise milletleraras: okullar ikili bir islev iistlenmektedir: bir
yandan kiiltiirel kimligin korunmasini saglarken, diger yandan egitimin kiiresel diizeyde gegerliligini giivence
altina almaktadir. Savag deneyimi yasamis aileler i¢in bu okullar, kiiltiirel siirekliligi siirdiiren giivenli bir
ortam sunarken; diplomatik ve ticari amaclarla hareket eden aileler agisindan ulusotesi egitsel hareketliligi
miimkiin kilan bir platform niteligi tasimaktadir. Bu farkli beklentiler, milletlerarasi okullar aidiyetin insa
edildigi ve sembolik sermayenin iiretildigi alanlar olarak 6ne ¢ikarmaktadir (Wu ve Koh, 2022; Mclntosh ve
Hayden, 2021; Kim ve Mobrand, 2019). Bu noktada kurumsal esgiidiim eksikligi kritik bir sorun alan1 olarak
belirmektedir. Arar, Oriicii ve Giimiis’{in (2022) de vurguladig: {izere, miilteci kabul eden baglamlarda etkili
okul liderligi, bu denli karmasik ihtiyaclarin yonetilebilmesi i¢in giiglii politika destegini gerekli kilmaktadir.
Caligmanin bulgular ayrica, bu okullardaki 6grencilerin 6nemli bir bdliimiiniin savas ya da zorunlu goc
nedeniyle yerinden edilmis ailelerin ¢ocuklar1 oldugunu ortaya koymaktadir. Bu 6grenciler i¢in okul, kimlik,
aidiyet ve giivenlik anlamma gelirken; diger 6grenciler acisindan egitim, nitelik ve milletleraras1 diizeyde
taninan diplomalara erisimi simgelemektedir. Bu farkli sosyo-kiiltiirel ihtiyaglarin dengelenmesi, ¢ok katmanl
egitim politikalarm1 gerekli kilmaktadir. Velilerin, ¢ocuklarinin hem Tiirk kiiltliriinii 6grenmeleri hem de
uluslararast diplomalara erisebilmeleri yoniindeki beklentileri, egitim programi tasariminin 6tesine gegerek
okul-veli iletisiminin niteligini de sekillendirmektedir. Nitekim Akunova ve Karatas (2025), veliler ile
yoneticiler arasindaki iletisim kopukluklarinin bu beklentilerin karsilanmasini zorlastirdigini belirtirken;
Bozkus (2022) bu tiir gerilimlerin okul iklimini ve okul-aile iligkilerini olumsuz etkileyen yonetsel sorunlara
yol agtigini1 vurgulamaktadir.

Diger bulgular, iyilestirilmesi gereken en kritik alanlari 6grenci isleri, personel yonetimi ve yonetsel
stiregler oldugunu gostermektedir. Kayit, nakil, denklik ve mezuniyet islemlerine iliskin belirsizlikler; yabanci
uyruklu 6gretmenlerin calisma izinlerine yonelik karmagsik diizenlemeler ve okul agma/ruhsatlandirma
stireclerinin uzunlugu, kurumsal verimliligi 6nemli 6l¢iide sinirlamaktadir. Bu sorunlarin, idari yiikii artiran
parcali ve yoruma acgik bir yasal ¢ergeveden kaynaklandig1 goriilmektedir. Tsang ve arkadaslarinin (2022)
ortaya koydugu “kolaylastirici biirokrasi” kavramy, iyi igleyen diizenleyici sistemlerin 6gretmenlerin psikolojik
giiclenmesini destekledigini gostermekte; bu durum, Tiirkiye baglaminda biirokratik siire¢lerin yalnizca teknik
degil, ayn1 zamanda motivasyonel bir boyut tasidigini diisiindiirmektedir. Yabanci uyruklu 6gretmen
istihdamma iligkin yasal kisitlar, Tarc ve Tarc’in (2015) “orta diizey aktorler (middling actors)” olarak
tanimladig1 kirllganlik alanlarini genigletmekte; 6gretmen devir hiz1 ve yeterlik/denklik sorunlari ise Norris ve
Shriner’m (2024) gozlemleriyle tutarli bigimde okul siirdiiriilebilirligini zayiflatmaktadir.

Asin biirokrasi, yalnizca yonetsel siiregleri aksatmakla kalmamakta; ayn1 zamanda okul iklimini ve
okul—-aile iligkilerini de olumsuz etkilemektedir. Bu bulgu, yonetsel karmasikligin gliven ve is birligini
zayiflattigini ortaya koyan Bozkus un (2022) caligmasiyla paralellik gostermektedir. Bunnell ve arkadaglarinin
(2016) vurguladig: iizere, uluslararasi okullar igin siirdiiriilebilir kurumsal mesruiyet yalnizca Ingilizce egitim
dili uygulamalarina degil; ayn1 zamanda diizenleyici (yasal uyum), normatif (egitsel standartlar) ve kiiltiirel-
biligsel (paylasilan anlamlar ve degerler) olmak iizere li¢ boyutlu kurumsal mesruiyetin giiclendirilmesine
baglidir. Mevcut bulgular, bu {i¢ mesruiyet siitununun tamaminda kirilganliklar bulundugunu gostermektedir.

Tiirk egitim sistemine uyum siireci, 6grenciler, 6gretmenler ve yonetsel personeli kapsayan, dogasi
geregi ¢ok katmanli bir yap1 arz etmektedir. Tlirkge 6grenimi, yalnizca bir iletisim araci olmanin tesinde, okul
yasamina katilimi1 miimkiin kilan temel bir mekanizma olarak 6ne ¢ikmaktadir. Bu bulgu, dil engellerini uyum
stirecinin merkezi sorunu olarak tanimlayan Akunova ve Karatag’m (2025) ile Gebru ve Yiiksel-
Kaptanoglu’nun (2020) ¢alismalariyla ortiismektedir. Arastirma kapsaminda Tiirkge 6gretimi, destekleyici etiit
programlar1 ve kiiltiirel etkinliklerin, 6grencilerin sosyal biitiinlesmesini gii¢lendirdigi gdzlemlenmistir.
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Sosyo-kiiltiirel uyum, Tirk kiltiirlinlin 6grenilmesinin Gtesine gegerek karsilikli kiiltiirlerarasi
etkilesim yoluyla gelismektedir. Tiirkiye’deki milletleraras: okullar, ulusal sinirlarla tanimlanan duragan
kurumlar olmaktan ziyade; Bourdieu’nun (1984) ifade ettigi iizere, iliskisel siiregler araciligiyla stirekli
yeniden inga edilen toplumsal mekanlar niteligi tastmaktadir. Ogrencilerin Tiirkge dgrenimi ve kiiltiirel uyum
deneyimleri, velilerin beklentileri ve 0gretmenlerin mesleki kosullari, bu okullar1 Appadurai’nin (1990)
kavramsallastirdig1 anlamda ulusétesi mekanlara doniistiirmekte; bu mekéanlarda grup kimlikleri dil, kdiltiirel
sermaye ve sembolik ayrisma araciligiyla dinamik bigimde yeniden iiretilmektedir. Tiirk¢e 6gretiminin tesvik
edilmesi, sosyo-kiiltiirel etkinliklerin diizenlenmesi ve Tiirk okullariyla is birligi kurulmasina yonelik oneriler,
uyumun tek seferlik bir ¢ikt1 degil; karmasik ve siireklilik arz eden bir siire¢ oldugunu gostermektedir. Bu
durum, bireylerin igsellestirilmis egilimlerinin yeni toplumsal baglamlar iginde yeniden sekillendigini
aciklayan Bourdieu’nun habitus kavramiyla da ortlismektedir (Bourdieu, 1984). Milletleraras1 okullarda hem
ogrenciler hem de 6gretmenler, Tiirkiye’nin toplumsal ve egitsel normlar1 dogrultusunda kiiltiirel habituslarini
stirekli olarak yeniden uyarlamaktadir.

Almukdad ve Karadag’in (2024) bulgularini destekler bigimde bu ¢aligma, dil yeterligi ve 6z-yeterligin
kiiltiir sokunu hafiflettigini dogrulamaktadir. Ogretmenlerin rehberlik hizmetleri ve ders dis1 etkinlikler
araciligiyla 6grencilerin uyum siireclerini yonlendirmesi ve kolaylastirmasi, yalnizca akademik basariya degil,
ayn1 zamanda kiiltiirel biitlinlesmeye de dnemli katkilar sunmaktadir. Bununla birlikte, Tiirk okullariyla
yiiriitiilen is birliginin biiyiik dl¢lide enformel nitelikte oldugu ve bireysel girisimlere dayandig1 goriilmekte;
bu durum hem yatay (okullar aras1) hem de dikey (bakanlik diizeyi) koordinasyon eksikligini agiga
¢ikarmaktadir. Bu koordinasyon yetersizligi kritik bir sorun alanidir; nitekim Arar, Oriicii ve Giimiis’iin (2022)
vurguladigt tizere, miilteci kabul eden baglamlarda etkili liderlik, bu denli karmasik ihtiyaglarin
yonetilebilmesi i¢in giiclii politika destegini gerekli kilmaktadir. Robinson ve Guan (2012), farkli pedagojik
gelenekler ile kiiltiirel beklentiler arasindaki dengenin siirdiirtilebilir uluslararasi okullar agisindan belirleyici
oldugunu belirtirken; Pearce’n (2023) “uluslararasi-ulusal okullar” kavramsallagtirmasi, bu tiir hibrit
kurumlarin ancak karsilikli 6grenme ve kurumsal kapasite gelistirme yoluyla giiclendirilebilecegini ortaya
koymaktadir.

Bu calisma her ne kadar Tiirkiye’deki milletlerarasi okullara odaklansa da elde edilen bulgular
doniisiim, gd¢ ve smirl kaynaklarla karakterize edilen egitim sistemleri ile ylikselen ekonomilerde yiiriitiilen
daha genis Olcekli tartismalara da 151k tutmaktadir. Parcali mevzuat yapilari, agir igleyen biirokratik siirecler,
yabanci uyruklu dgretmen istihdamina yonelik kisitlamalar ve gogmen 0grenciler i¢in yetersiz dil destegi gibi
sorunlar Tiirkiye’ye 6zgii degildir. Bu sorunlar, okul liderlerinin ulusal politika gereklilikleri, kiiresel hesap
verebilirlik baskilar1 ve giderek cesitlenen okul topluluklar arasinda denge kurmak zorunda kaldigi diger
baglamlarda gozlemlenen gerilimlerle benzerlik gostermektedir. Bu gergevede Tiirkiye Ornegi, yapisal
doniisiim siirecinden gecen egitim sistemlerinde uluslararasi okullarin kurumsal mesruiyeti, dil politikalarini
ve sosyo-kiiltiirel biitlinlesmeyi nasil ele aldigini incelemek i¢in stratejik bir mercek islevi gérmektedir.

Sonug¢

Sonug olarak, Tiirkiye’deki milletleraras1 okullar yalnizca kiiresel egitim aglarinin uzantilart degil;
yerel kiiltiirel, kurumsal ve siyasal dinamikler tarafindan sekillenen hibrit yapilardir. Ogrenciler agisindan
uyum siireci dil, kiiltiir ve toplumsal aidiyeti kapsarken; veliler i¢in giivenlik ve uluslararas1 gegerlilik,
Ogretmenler igin ise mesleki istikrar ve hukuki agiklik 6n plana ¢gikmaktadir. Bu nedenle, milletlerarasi okullara
iliskin gelecekteki politika tartismalarinin yalnizca kiiresel egitim egilimlerine degil; aynm1 zamanda ulusal
mevzuata, kiiltlirel uyum siireglerine ve kurumsal is birligi aglaria da odaklanmasi, bu okullarin Tiirk egitim
sistemi i¢inde siirdiiriilebilir bicimde biitiinlesmesini saglamak agisindan kritik 6nem tagimaktadir.

Oneriler

Tiirkiye’deki milletlerarasi okullarin isleyisinde gozlemlenen kurumsal giicliikler; mevcut mevzuatin
parcal1 yapisi, biirokratik siireclerin karmasiklig1 ve dilsel ile kiiltiirel uyuma iliskin yetersizliklerle yakindan
iligkilidir. Bu baglamda politika yapicilar agisindan oncelikli hedef, yasal ¢ercevede tutarliligin saglanmasi ve
uygulamalarda standartlagmanin giiclendirilmesi olmalidir. Denklik, 6grenci nakli, kayit ve ¢alisma izni
siireglerine iliskin islemlerin sadelestirilmesi; e-Okul ve MOBIS gibi dijital platformlarin biitiinlesik bigimde
kullanilmasi, yonetsel siiregleri hizlandiracak ve kurumsal mesruiyeti giiclendirecektir. Bunun yani sira, dilsel
uyum yalnizca dgrencilere 6zgii bir mesele olarak ele alinmamali; 6gretmenler ve yoneticiler i¢in de Tiirkce
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yeterlik ve kiiltiirel farkindalik egitimleri planlanmalidir. Milletleraras1 okullar ile Tiirk okullar1 arasinda
sosyal ve kiiltiirel etkinlikler yoluyla sistematik is birliklerinin gelistirilmesi, kiiltlirlerarasi biitiinlesmenin
tesvik edilmesinde temel bir politika araci olarak degerlendirilebilir. Ayrica, dgretmenlerin mesleki gelisimini
destekleyen ve c¢alisma izni siireglerini  kolaylastiran esnek diizenlemeler, akademik niteligin
strdiiriilebilirligine  katki  saglayacaktir. Son olarak, kurumsal performansin izlenmesine ve
degerlendirilmesine yonelik ulusal diizeyde bir izleme ve degerlendirme ¢ercevesinin olusturulmasi, yalnizca
uluslararast standartlara uyumu degil; ayn1 zamanda Tiirkiye’nin yerel gergeklikleriyle uyumlu, baglama
duyarli bir egitim yonetisimi modelinin gelistirilmesini de destekleyecektir.

Gelecek aragtirmalar, bu ¢aligmanin bulgularim farkli baglamlara yayarak genisletebilir. Farkli ulusal
ve bolgesel ortamlardaki uluslararasi okullar1 karsilagtiran ¢caligmalar, degisen diizenleyici ¢ergeveler altinda
benzer kurumsal sorunlarin ortaya ¢ikip ¢ikmadigini ortaya koyabilir. Boylamsal arastirmalar ise politika
reformlar1 ve yonetsel diizenlemelerin zaman i¢inde okul uygulamalar1 ve paydas deneyimleri tizerindeki
etkilerini daha ayritili bicimde inceleyebilir. Ayrica dgrenciler, veliler ve politika yapicilarin bakis acilarim
da kapsayan c¢ok paydash caligmalar, uluslararasi okul siireglerine iligkin daha biitiinciil bir anlayis
gelistirilmesine katki saglayacaktir.

Beyanlar
Finansman

Bu arastirma, kamu, ticari veya kar amaci1 giitmeyen herhangi bir finansman kurulusundan 6zel bir
destek almamustir.

Cikar Catismasi / Rekabet Eden Cikarlar

Yazarlar, aciklanmasi gereken herhangi bir ¢ikar ¢atigmasi veya rekabet eden ¢ikar bulunmadigini
beyan etmektedir.
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Abstract: This study examines the current situation and main challenges faced by international
schools in Tiirkiye within a context of educational transformation and migration-driven
diversification. Adopting a qualitative case study design, data were obtained from structured
interviews with 65 founders and founder representatives of international schools operating at
different levels and in various provinces. Descriptive analysis was used to code and categorize
the data into themes. The findings show that international schools are hybrid institutions located
between national regulations and global expectations. Administratively, schools struggle with
student registration, transfer, graduation and equivalency procedures, as well as complex and
lengthy work-permit processes for foreign teachers. Pedagogically, Turkish language learning

and socio-cultural adaptation emerge as critical issues for students’ academic achievement and
social integration. Parents expect schools simultaneously to preserve cultural identity and
provide access to internationally recognized diplomas, which creates tensions in school—family
communication and school governance. The study concludes that clearer legal frameworks,
streamlined bureaucratic procedures, sustained Turkish language support and stronger
collaboration between international and Turkish schools are needed to enhance institutional
legitimacy and improve the quality of education in international schools in Tiirkiye.
Keywords: Education Policy in Tiirkiye; Institutional Legitimacy; International Schools;
Migration; School Governance; Socio-Cultural Adaptation.
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INTRODUCTION

Following World War I, migration flows increased the need for education aligned with national identity
and cultural continuity. Today, more than three million children worldwide attend international schools, a
number expected to grow further in the coming decade (Tan, 2012). Although precise data on the sector’s
expansion remain limited (Hayden & Thompson, 2008), recent years have seen rapid growth, particularly in
Asia, driven by global mobility and shifting parental aspirations (ICEF Monitor, 2014). Notably, much of this
demand now comes from host-country families rather than expatriates (ISC Research, 2012). Recent
scholarship indicates that the landscape of international schooling is undergoing a significant transformation.
Bunnell (2022) argues that the sector has entered a phase of 'crypto-growth,' moving beyond its traditional role
as an enclave for elites to increasingly intersect with national education systems. This structural shift
necessitates a re-evaluation of educational values; indeed, Yemini (2021) challenges established norms of
global citizenship education, emphasizing the need to understand how local actors navigate and reinterpret
these concepts within their specific contexts. In regions experiencing high levels of migration, such as Tiirkiye,
these dynamics are particularly complex. A systematic review by Arar, Oriicii, and Giimiis (2022) highlights
the critical role of school leadership in refugee education, suggesting that existing policies often struggle to
address the multifaceted needs of displaced students. Together, these recent studies underscore that the
positioning of international schools in Tiirkiye is shaped not merely by market forces but significantly by the
dynamics of migration and local adaptation.

Recent scholarship in the field of international schooling increasingly emphasizes the need to
distinguish between traditional “elite international schools” and non-traditional, context-responsive school
models. Hayden and Thompson (2008) conceptualize this diversity through their well-established typology of
international schools—Type A (expatriate-oriented schools), Type B (international curriculum schools serving
local elites), and Type C (globally oriented schools embedded within national contexts)—highlighting
variations in target populations, curricular orientations, and institutional purposes. Building on this framework,
Bunnell (2019) argues that such typologies have become progressively blurred in the contemporary “new era”
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of international schooling, as English-medium instruction, international curricula, and global mobility
discourses increasingly extend beyond traditionally privileged expatriate communities to encompass more
heterogeneous student populations. Within the Turkish context, emerging school models can be understood as
embodying a hybrid institutional structure situated at the intersection of these categories. On the one hand,
these schools retain key characteristics of elite international schooling, including language policies,
internationally recognized curricula, and alignment with global educational capital. On the other hand, they
simultaneously assume functions typically associated with non-traditional or refugee-oriented schooling,
particularly in responding to the educational needs of forcibly displaced students through practices of inclusion,
transition, and socio-cultural adaptation. This hybridity suggests that international schooling in Turkey cannot
be adequately interpreted solely through a market-driven or elite-oriented lens, but rather should be
conceptualized as a distinctive institutional form shaped by migration, inequality, and social justice dynamics.

Conceptual Framework

The first international school, the International School of Geneva, was founded in 1925 to educate the
children of the League of Nations staff (Renaud, 1974). This model—emphasising global values,
multilingualism, and integration with the host country—spread worldwide. Initially serving diplomats and
multinational employees, such schools aimed to provide global-standard education unavailable locally
(Hayden & Thompson, 2008). The establishment of the International Schools Association (ISA) and later the
International Baccalaureate (IB) strengthened this movement by offering internationally recognised curricula.

Over time, international schools evolved into institutions increasingly preferred by local middle-class
families (Bunnell, 2020; Tan, 2012). They offer global qualifications, intercultural interaction and multilingual
education (Weenink, 2008). Yet scholars warn that these schools may reproduce cosmopolitan privilege and
exclude marginalised groups (Calhoun, 2002; Glick-Schiller & Irving, 2017). Rising local demand has led
some governments, such as those in Switzerland, Singapore and China, to restrict domestic enrolment (Bailey,
2015). Thus, international schools have become sites where global citizenship ideals intersect with national
policy concerns.

Across diverse contexts, families view international schools as pathways to global cultural capital.
Research from Malaysia, Japan, India, the UK and the USA shows that parents prioritise English-medium
instruction, exposure to diverse cultures and access to overseas higher education (Adler, 1997; MacKenzie,
2010; Nambissan, 2010). Drawing on Bourdieu, international schools are often seen as channels for acquiring
Western cultural capital and symbolic distinction (Bourdieu & Passeron, 1973; Bourdieu, 1986). Urban
scholars like Harvey (1990), Sassen (1996) and Florida (2002) further argue that these schools support the
global competitiveness of major cities.

In Tiirkiye, international schooling has developed through a unique combination of legislation,
migration and internationalisation policies. The first officially recognised school was the International
Community School, founded in 1987; earlier, Robert College Community School (1911) served foreign faculty
children and later became Istanbul Community School (MEB, 2019). Today, international schools operate
under Law No. 5580 on Private Educational Institutions and admit only foreign nationals. Curricula must be
approved by the Ministry of National Education (MoNE), with institutions founded by foreign nationals
required to obtain permits under Law No. 4875 (Article 5/2-j). Schools using foreign curricula must submit
programme approval documents verified by the Ministry of Foreign Affairs (Article 5/2-n), and all instructional
materials require approval from the Board of Education and Discipline (Article 5/2-z).

In Tiirkiye, international schools operate not as fully autonomous entities aligned solely with global
curricula and accreditation regimes, but within a robust framework of national regulation. The Private
Education Institutions Law No. 5580 places international (milletlerarasi) private schools under the
authorization, supervision, and program approval authority of the Ministry of National Education, regulating
them alongside foreign and minority schools. This legal framework is further specified through the Regulation
on Private Education Institutions, which requires that the implementation of international diploma and
certification programs (e.g., IB or Cambridge) be subject to approval by the Board of Education and oversight
by the Ministry. Consequently, international schools in Tiirkiye are positioned within hybrid and multi-layered
governance structures, situated at the intersection of global accreditation bodies—such as IB, Cambridge, CIS,
NEASC, and WASC—and nationally defined regulatory requirements.
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Staffing regulations reflect the hybrid nature of these schools: directors need not be Turkish citizens,
but at least one deputy director must be Turkish unless the director is Turkish (Articles 25/a-7, 25/j-2). Teachers
must meet qualification standards of the country whose programme they follow (Article 29/1-d). Turkish
language and history courses are compulsory (Article 47). The distribution of international school
establishment permits by year is presented in Figure 1.

Figure 1
Annual Distribution of Permissions for the Opening of International Schools (1987-2025)

70

61

Source: Statistics of MoNE

As of 2025, Figure 1 shows that the number of international schools in Tiirkiye has fluctuated over the
years. Although the first school opened in 1987, the 2016-2019 period marked a major turning point, peaking
at 61 schools in 2018-2019 in parallel with rising foreign residency. However, between 2020 and 2025 the
trend reversed; only seven schools opened in 2021-2022, reflecting pandemic-related uncertainties in
international education investments. Crucially, the expansion of international schools in Tiirkiye is driven not
only by global economic mobility but also by regional geopolitical instability. A significant number of these
institutions have emerged specifically to address the educational needs of students affected by war and forced
displacement from neighboring countries. Consequently, the sector serves a dual function: catering to
voluntary expatriates seeking global capital and providing a safe educational haven for forcibly displaced youth

Table 1
Distribution of Closed International Schools by Academic Year (2000-2025)

Academic Year Number of Closed International Schools
1 2020-2021 8
2 2021-2022 18
3 2022-2023 15
4 2023-2024 13
5 2024-2025 37
Total 91
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Between 1987 and 2015, the establishment of international schools in Tiirkiye remained limited and
stable, but the 20162019 period saw a sharp rise, peaking at 61 schools in 2018-2019. After 2020, the trend
reversed as new openings declined and closures increased, with 37 closures in 2024-2025 being the most
striking indicator. A circular issued on December 18, 2017, requiring unauthorized institutions to submit a
compliance declaration by the end of 2017-2018 may have contributed to this rise in closures. While the 2016—
2019 period reflected Tiirkiye’s growing vision for internationalization, the years following the pandemic and
economic fluctuations marked a notable decline, with 2024-2025 emerging as a turning point dominated by
school closures rather than new establishments.

Table 2

Distribution of International Schools by Province

Province Number of International Schools
1 Istanbul 138
2 Ankara 34
3 Antalya 22
4 Mersin 20
5 Gaziantep 6
6 Samsun 4
7 Yalova 4
8 [zmir 3
9 Bursa 3
10 Sakarya 3
Total 237

According to Table 2, most international schools are located in Istanbul, Ankara, and Mersin, reflecting
the tendency of foreign nationals to settle in major cities and border regions for employment-related reasons.
In the 2024-2025 academic year, 17,444 students were enrolled in these schools. Since 2018-2019, the MoNE
has operated the International Schools Information Management System (MOBIS) to streamline processes
such as registration, transfers, and certification across different curricula, while integrating with the e-School
system for data verification. Developed by the Directorate General of Private Educational Institutions, MOBIS
supports student mobility, electronic generation of official documents, and overall process traceability.

Although the number of international schools has grown in recent years, improvements are still needed
in infrastructure and management. This study therefore examines the challenges faced by founders and founder
representatives, focusing on the current status of international schools in Tiirkiye, key problem areas,
underlying causes, and potential solutions. It also explores administrative, academic, and personnel-related
issues, evaluates collaboration between international schools and MoNE, and considers Turkish language
learning, academic success, and social integration. By analyzing the expectations of educators, students, and
parents, the study provides a comprehensive picture of the current state of international schools in Tiirkiye.
Recent literature on international schools has largely focused on global education markets, elitism,
accreditation processes, and intercultural pedagogies, often within Western contexts or through student- and
curriculum-centered perspectives. By contrast, institutional governance, administrative practices, and
interactions with national regulatory frameworks have received relatively limited attention. In particular, the
perspectives of school founders and founder representatives remain underexplored, despite their central role
in shaping the operation and sustainability of international schools. Beyond the Turkish context, the dynamics
analysed in this study resonate with schooling systems in other emerging economies and transformation-driven
contexts and other major receivers of international migration. International schools in these settings are
similarly positioned at the intersection of national regulation, global educational markets and migration-
induced diversity. By foregrounding issues of governance, bureaucracy, language of instruction and socio-
cultural adaptation, the study offers comparative insights that may inform policy debates in education systems
characterised by transformation, constrained resources and growing demands for internationally oriented
schooling.
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METHOD

This study adopted a qualitative research approach to interpret the phenomenon within its natural
context (Punch, 1998). To examine the problem areas, causes, solutions, and stakeholder expectations
regarding international schools in Tiirkiye, a case study design was employed due to the multidimensional and
context-dependent nature of the topic. As Yin (2014) notes, case studies enable an in-depth exploration of
complex structures and processes, making this design particularly suitable for the administrative and cultural
dynamics of international schools. Consistent with Kiimbetoglu’s (2005) emphasis on human interaction as
the primary data source in qualitative research, this study was conducted as a descriptive case study aimed at
understanding participants’ experiences and situating problems contextually.

Study Group

Purposive sampling—specifically the intensity sampling method—was used to select information-rich
cases rather than seeking statistical generalization (Vogt et al., 2012). This approach supports the acquisition
of comprehensive insights from participants who best represent the phenomenon (Cochran, 2007) and excludes
extreme or atypical cases (Morgan & Morgan, 2008). Founders and founder representatives were selected
because they possess direct knowledge of administrative, academic, and legal processes within international
schools, thus increasing empirical depth (Mays & Pope, 2000).

A total of 65 founders and founder representatives of international schools participated in the study.
The majority of the participants were male (60%) and Turkish citizens (83.1%). The largest group consisted
of those with 1-9 years of professional experience (40.9%), while a substantial proportion had been working
at their current schools for 1-5 years (70.8%). These characteristics indicate a diversified participant profile
representing multicultural school environments. It is important to note that the study group includes founders
and representatives of schools that serve distinct student populations, ranging from traditional expatriates to
those displaced by conflict. A subset of the participating schools primarily caters to students and families
affected by war and forced migration (e.g., from Syria, Iraq, and Libya). Acknowledging this demographic
context is essential for interpreting the administrative and pedagogical challenges reported in the findings.

Ethical Considerations

Ethical approval for this study was obtained from the Ankara University Educational Sciences
Scientific Research and Publication Ethics Committee (Decision Date: 09.10.2025, Decision No: 223).
Participation was voluntary, informed consent was obtained, and participants were informed of their right to
withdraw at any time. All data were anonymized using participant codes (e.g., P1, P2), and responses were
stored securely and used solely for research purposes. No identifying personal or institutional information was
collected or reported.

Data Collection Instrument

Data were collected using a structured interview form consisting of 12 open-ended questions. The form
was developed based on the research objectives and relevant literature, then reviewed by five subject-matter
experts and three language specialists. A pilot interview with two participants ensured clarity before
finalization. All participants answered the same questions to ensure comparability, while the open-ended
format allowed for detailed expression of experiences. The researcher’s previous experience in private schools
supported prolonged engagement and contributed to credibility (Patton, 2015). A fully structured interview
technique was chosen to obtain standardized yet rich qualitative data (Berg & Lune, 2015).

Data Analysis

Descriptive analysis was used to code and categorize participants’ responses. Direct quotations were
included to preserve authenticity and enrich interpretation (Kiimbetoglu, 2015). The data were reviewed
multiple times, coded, and thematically organized using MAXQDA. Transferability was supported through
detailed participant descriptions (Miles, Huberman, & Saldafia, 2014) and vivid excerpts (Merriam, 2015).
Confirmability was ensured through independent coding conducted by two researchers—one responsible for
data collection and the other verifying interview protocols (Lincoln & Guba, 1985; Creswell, 2013.
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The data were analyzed using an inductive approach, where codes were derived directly from the data
rather than using pre-determined categories (Patton, 2002). To ensure methodological rigor, the criteria of
credibility, transferability, dependability, and confirmability were addressed (Lincoln & Guba, 1985).
Credibility and transferability were supported by prolonged engagement in the field and detailed descriptions
of the research context. Dependability was established through a transparent reporting of the research
procedures. Finally, confirmability was ensured through independent coding conducted by two researchers;
any disagreements were resolved through discussion until full consensus was reached, thereby minimizing
researcher bias.

This study goes beyond a merely descriptive account of the tensions between local regulations and
global expectations faced by international schools in Turkey. Instead, it argues that these schools are actively
forging a distinctive glocal institutional identity within this tension. Robertson’s (1995) concept of
glocalization highlights that global educational norms are not passively adopted at the local level but are
selectively interpreted and reconstituted within specific contexts. Complementing this perspective, Ball’s
(2012) theory of policy enactment emphasizes that educational policies are not simply implemented in schools;
rather, they are interpreted, translated, and enacted through the everyday practices, institutional priorities, and
contextual constraints of school actors. Taken together, these frameworks reveal how international schools in
Turkey negotiate global expectations—such as international curricula, English-medium instruction, and
accreditation standards—alongside national regulations, political sensitivities, and increasingly heterogeneous
student populations. Consequently, international schools in Turkey should be understood not as passive
recipients of global educational policies, but as active local policy actors that translate and adapt policy
discourses, thereby producing a hybrid and context-sensitive institutional identity.

RESULTS

This section analyzes the views of founders and founder representatives on the current status, major
challenges, and adaptation of international schools within Tiirkiye’s education system. The findings reveal the
schools’ organizational structures, administrative and regulatory challenges, and proposed solutions in a
holistic manner.

Theme 1. The Current Status of International Schools According to the Views of Founders and Founder
Representatives

Under this theme, participants’ perspectives illuminate key aspects of international schools, including
student and parent expectations, adaptation to Tiirkiye, academic achievement, quality of education, teacher
recruitment, and international curricula. Overall, the results provide a comprehensive understanding of these
schools’ structural characteristics and stakeholder expectations.

Table 3
Current Situation in International Schools.
Category Subcategory Frequency (f)
Students’ Expectations from the 21
School
Parents’ Expectations from the Adaptation to Tiirkiye 45
School Academic Achievement 40
Quality of Education Employment of Qualified Teachers 12
Study Support Sessions 10
International Curricula 8

As shown in Table 3, founders and founder representatives identified the main reasons for preferring
international schools and perceptions of educational quality through specific codes. Themes related to
transitions from Turkish to international schools, parental expectations, and educational quality were examined
holistically, revealing dynamics of school choice, stakeholder priorities, and conceptions of educational
excellence.
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Participants indicated that students move from Turkish to international schools primarily due to
language, social adaptation, and cultural belonging. One participant emphasized the “language and adaptation
problem (P41),” noting that linguistic barriers hinder adjustment in Turkish schools. As a result, students prefer
schools offering instruction in their native language and cultural continuity: “The main reason students choose
our school is that they can study in their mother tongue. Another reason is being among peers who share
similar customs and traditions (P45).” These findings show that linguistic consistency and familiar cultural
environments support both academic success and emotional security. Several participants also mentioned
future mobility and return migration: “They don’t want to struggle with Arabic if they return one day (P39)”
and “The validity of the curriculum (P48),” suggesting that families seek globally recognized pathways.
Additionally, comments such as “Maintaining their own social structures (P50)” and “Students who are seen
as ‘different’ in Turkish schools feel more accepted here as one of many colors (P38)” demonstrate that
international schools are perceived as inclusive, multicultural spaces that promote psychological safety and
belonging.

Quality of Education in International Schools. Statements from founders and founder representatives reveal
that international schools adopt a multidimensional approach to enhancing academic achievement. Their
efforts primarily focus on three areas: (1) employment of qualified teachers (2) study support sessions, and (3)
implementing curricula

Employment of Qualified Teachers. Many participants emphasized that academic success is rooted in the
recruitment of high-quality teachers: “We employ qualified teachers” (P12) and “Our teachers design specific
learning activities for students” (P23). These remarks highlight that teacher competence—encompassing
pedagogical expertise, language proficiency, and a global perspective—is central to instructional quality and
student performance.

Study Support Sessions. Participants frequently referred to tutoring, review sessions, and individualized
support as key contributors to student achievement: “We organize extra lessons and study sessions” (P61) and
“Special programs are provided for students with learning gaps” (P23). Such practices demonstrate a
sensitivity to individual learning differences, reflecting a modern, learner-centered pedagogy that promotes
personalized support.

International Curricula. Several participants noted that their schools follow globally recognized frameworks
such as the International Baccalaureate (IB) and use standardized assessments like MAP testing: “We operate
in line with IB standards” (P22) and “We assess students through MAP and similar tests” (P42). These systems
enable schools to monitor progress and target academic interventions effectively. Additionally, schools
encourage teacher professional development and parent collaboration—"“We support participation in
international conferences” (P39)—to sustain academic quality.

Overall, participants’ views suggest that international schools pursue a holistic model of educational
excellence, integrating academic rigor, intercultural competence, and life skills. This approach positions them
as institutions distinguished not only by linguistic or cultural diversity but also by the quality and depth of their
teaching and learning processes.

Theme 2. Problem Areas of International Schools According to Founders and Founder Representatives

As shown in Table 4, founders and founder representatives identified key areas in need of improvement within
international schools. The most critical issues include student transfer procedures (90.8%), staff work permits
(80%), equivalency procedures (78.5%), student registration (76.9%), and graduation processes (67.7%).

Table 4

Problem Areas of International Schools

Frequency Percentage
(€] (%)
Area for Student Registration Procedures 50 76,9
Improve  Student Transfer Procedures 59 90,8
ment Student Graduation Procedures 44 67,7
Student Equivalency Procedures 51 78,5
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Table 4 (Continued)
Frequency Percentage
® (%)
Students’ Academic Achievement 29 44,6
Work Permits for Teaching Staff 50 80
Working Conditions of Teaching Staff 38 58,5
Lack of Qualified and Specialized Teaching Staff 39 60
Area for Insufficient Competence and Qualifications of Teaching 26 40
Improve g ¢f
ment Need for In-Service Training for Teaching Staff 23 35,4
School Opening and Inspection Procedures 33 50,8
Addition or Approval of Educational Programs 35 53,8
Inter-Institutional Communication and Correspondence 30 46,2
Internal Administrative Procedures 25 38,5
Organization of School-Based Social Activities 25 38,5
Transition to Higher Education After Graduation 35 53,8
Transition to Upper Secondary Education After Graduation 33 50,8
Employment After Graduation 26 40
Validity of the Curriculum Implemented at the School 31 47,7

Based on the views of founders and their representatives regarding the underlying causes of the
problem areas presented in Table 4, four main subcategories were identified: (1) lack of legal framework. (2)
work permit for foreign teachers, (3) inefficiencies in student affairs processes, and (4) lengthy bureaucratic
procedures. These findings indicate that international schools face persistent administrative and regulatory
constraints that hinder effective institutional functioning.

Lack of Legal Framework. According to founders and founder representatives, many challenges faced by
international schools arise from gaps and inconsistencies in existing legislation. Participants noted that current
regulations do not align well with the structure of international schools, especially regarding foreign teacher
appointments, document equivalency, and licensing. The statement “There is no clear legal framework” (P12)
reflects this gap, while “Schools must obtain authorization from the Republic of Tiirkiye, otherwise, unlicensed
institutions cannot be prevented” (P25) highlights the need for standardized licensing and supervision.
Similarly, “The General Directorate should eliminate differences among district education offices” (P6) points
to local policy inconsistencies. Overall, the findings indicate a strong need for a clearer, coherent, and
standardized legal framework to support the effective and sustainable governance of international schools.

Work Permits for Foreign Teachers. Findings from founders and founder representatives show that
obtaining work permits for foreign teachers is lengthy, complex, and affected by legal inconsistencies.
Participants explained that extended permit and pre-approval procedures delay appointments, as reflected in:
“Teachers cannot obtain work permits easily, the pre-approval process takes too long.” Another key issue
involves differences in teacher qualifications and degree recognition between Tiirkiye and other countries. For
example, “Requirements for being a teacher in Iraq differ from those in Tiirkiye” (P8) and “Teachers
accredited in the Iraqi system are not recognized under the Turkish system” (P31) illustrate structural
mismatches. Participants also noted that while some countries accept two-year programs for teaching, Tiirkiye
requires a four-year degree, widening this gap. As one founder stated, “We cannot appoint teachers with years
of experience in England due to diploma incompatibility” (P32). Furthermore, the rigid disciplinary structure
of Turkish teacher education, requiring specific programs for each subject, does not align with the diverse
staffing needs of international schools (P48). Overall, the findings highlight the need for a clearer, more
flexible, and internationally compatible policy to support qualified teacher employment and ensure continuity
in education.

Inefficiencies In Student Affairs Processes. Participants highlighted significant administrative and systemic
challenges in student registration, transfer, graduation, and equivalency procedures. These problems largely
stem from the incomplete integration of international schools into national systems—particularly the e-School
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platform—and from insufficient legal regulations. As one participant noted, “There should be a regulation for
Student transfers between foreign schools; students face problems with registration, graduation, and
equivalency” (P2). Likewise, “Since grades cannot be entered, grade promotion cannot be processed through
e-School” (P43) illustrates information management gaps that hinder student mobility and tracking.
Participants also pointed to discrepancies in school calendars, academic structures, and grading systems across
countries, which add bureaucratic complexity. Furthermore, “We cannot register students with dual citizenship
coming from abroad” (P21) highlights structural barriers related to identity status. Overall, the findings show
a lack of digital and legal mechanisms to support the multicultural student body of international schools. As
emphasized by one participant, “The establishment of the MOBIS information system would help resolve many
of these problems” (P59), underscoring the importance of digital integration for administrative efficiency.

Lengthy Bureaucratic Procedures. Findings from founders and founder representatives indicate that
excessive bureaucracy and lack of coordination affect nearly all administrative processes—from school
licensing and teacher appointments to diploma recognition and student registration. Statements such as “Pre-
approval takes a long time” (P43) and “Applying to the Council of Higher Education for diploma equivalency
takes too much time” show how delays hinder planning and disrupt the timely start of educational activities.
Likewise, “We face problems because ministry staff do not speak foreign languages” (P4) highlights how
limited linguistic and intercultural competence among officials further complicates procedures. Participants
emphasized the need to streamline processes, simplify recognition of international documents, and strengthen
local administrative capacity regarding international schools.

These findings align with Akunova and Karatas (2025), who reported that parents also experience
communication problems and lack of transparency, suggesting that bureaucratic inefficiencies extend beyond
internal school management. Similarly, teacher-related issues—such as work permits, equivalency, and
insufficient in-service training—fit within Tsang et al.’s (2022) framework of psychological empowerment,
which links supportive bureaucratic structures with teachers’ agency. The administrative burden and regulatory
gaps observed here also parallel Bozkus’s (2022) findings that inefficient bureaucracy increases principals’
workload and hinders effective management.

Theme 3. Recommendations for the Adaptation of International Schools to Tiirkiye

The founders’ and founder representatives’ views on the adaptation of international schools to Tiirkiye
primarily focus on language learning, socio-cultural activities, and social interaction. Findings emphasize that
learning Turkish is a key element of communication and cultural integration for both students and staff; that
social and cultural activities strengthen the sense of belonging within the school community; and that
interaction with Turkish schools can foster mutual understanding and collaboration.

Table 5

Recommendations for the Adaptation of International Schools to Tiirkiye

Category Subcategory Frequency (f)

Linguistic Adaptation. Staff Learning Turkish 4

Students Learning Turkish 46
Cultural and Social Activities for Staff 59
Integration. Activities for Students 27
Inter-Institutional Collaboration with Turkish 16
Collaboration Schools
Other 15

Within this theme, several subcodes were identified, including linguistic adaptation, socio-cultural
adaptation, social interaction and participation, the role of social and cultural activities in teachers’ adjustment,
institutional adaptation policies, adaptation challenges and solution strategies, and collaboration with other
schools and the MoNE. Collectively, these subcodes outline strategic recommendations aimed at facilitating
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the integration of international schools into Tiirkiye’s education system through inclusive practices,
intercultural engagement, and stronger institutional cooperation.

Linguistic Adaptation. the need for Turkish language learning among foreign students emerged as one of the
most critical areas of adaptation according to founders and founder representatives. Participants noted that
Turkish is not only a communication tool but also essential for students’ participation in school life and
interaction with teachers and administrators. As one stated, “All students need to learn Turkish. In our school,
Turkish and English are taught as foreign languages” (P6). Several founders argued for Turkish as a
compulsory subject, reflected in “There must be a mandatory Turkish course in international schools” (P39),
emphasizing the need for an institutionalized language policy. Linguistic adaptation was also linked to teacher
competence; for example, “Teachers struggle with Turkish language instruction due to their own proficiency
levels, so we organize supplementary training to improve their skills” (P21). Additionally, “Procedures are
delayed because the child doesn’t speak Turkish” (P54) shows that language barriers affect administrative
processes as well. Overall, Turkish language instruction is viewed as central to both pedagogical effectiveness
and administrative functioning in international schools.

Cultural And Social Integration. Findings from founders and founder representatives indicate that students’
cultural and social integration is a central component of the educational process. Participants emphasized that
familiarity with Turkish culture, cultural symbols, and local traditions is fostered through both classroom
practices and extracurricular activities. As one participant noted, “Students learn Turkish songs, the national
anthem, games, and even try Turkish food” (P1). Similarly, school trips, museum visits, and participation in
national holidays were highlighted as key practices supporting students’ sense of belonging and integration
into the host society (P29; P41). At the same time, participants stressed that integration is closely linked to
students’ opportunities for social interaction and participation. While such engagement enhances linguistic and
cultural competencies, language barriers and cultural differences were identified as persistent challenges.
Cultural events were described as effective in reducing social distance— “our school’s Culture Day helped
build unity” (P48)—yet limited language accessibility was seen as restricting broader participation (P43).
Overall, participants agreed that meaningful integration depends on sustained social participation, intercultural
interaction, and ongoing language support.

Founders and founder representatives emphasized that teachers’ active participation in social and
cultural activities is essential for successful adaptation to the host country. They suggested that elective courses
and extracurricular programs could facilitate this process and that foreign teachers should receive additional
support. As one participant noted, “Weekly elective courses and social activities should contribute to
adaptation, and foreign teachers also need reinforcement in this area” (P11). Some schools organize activities
to help teachers maintain cultural ties, such as “social events in the Iraqi language and culture” (P6), while
others promote professional and personal development through “cultural excursions, training sessions, and
group-building activities” (P44). However, several participants pointed out that language barriers hinder
teachers’ participation, as one stated: “No, such events aren’t organized. Teachers don’t want to join because
they struggle with Turkish” (P5). Overall, the findings indicate that social and cultural engagement supports
both professional and social integration, yet limited language proficiency remains a major obstacle to teachers’
full participation.

Findings from founders and founder representatives indicate that students’ linguistic and cultural
adaptation should be supported not only through individual efforts but also through institutional policies and
educational planning. Participants emphasized the need to restructure curricula, elective courses, and teacher
training to ensure the sustainability of adaptation efforts. As one stated, “Weekly elective courses and social
activities should contribute to adaptation™ (P35), highlighting efforts to systematically integrate social and
cultural learning into the curriculum. At the institutional level, strengthening collaboration between schools
and the MoNE was frequently mentioned as a key requirement. The view that “These issues can be resolved
through communication between schools and the MoNE (P47)” underscores the importance of administrative
coordination. Overall, the findings suggest that while institutionalization of adaptation-oriented practices
remains limited, there is a growing awareness and ongoing effort to establish structured policies for linguistic
and cultural integration in international schools.

Inter-Institutional Collaboration. Findings from founders and founder representatives indicate that
institutional collaboration with Turkish schools and the MoNE is a key factor in promoting social integration.
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One participant noted, “We organize joint programs with Turkish schools in Bagcilar” (P7), emphasizing that
such collaborations enhance cultural interaction among students and teachers. However, others pointed out
that cooperation remains limited and unsystematic: “Collaboration between international and Turkish schools
is insufficient. Schools in Istanbul barely know each other, and communication is difficult. Most problems are
solved only through the efforts of Turkish principals” (P24). Additionally, the statement “Unfortunately,
schools following the Arab curriculum work in secrecy, which prevents collaboration” (P11) highlights how
institutional isolation hinders shared practices and collective development. Overall, the findings reveal a lack
of both horizontal (inter-school) and vertical (ministerial-level) coordination, weakening goals of social
cohesion and educational interaction. Strengthening open communication, joint event planning, and
institutional coordination is therefore essential for sustainable integration.

According to founders and founder representatives, students in international schools often face
adaptation difficulties because they tend to preserve their own social and cultural structures. These challenges
stem from differences in language, culture, and social norms, as well as from the need to adjust to a new
educational system and value framework. Participant statements support this view: “Students tend to maintain
their own social structures” (P21); “Cultural and traditional differences among students from various
countries make adaptation difficult” (P43); and “Students face social problems due to limited adaptation to
local customs, though some issues are addressed through guidance activities” (P32). Overall, the findings
highlight that language barriers, diverse cultural habits, and unfamiliarity with social norms constitute the main
obstacles to students’ integration, while structured counseling and support programs play a crucial role in
mitigating these challenges within school environments.

DISCUSSION, CONCLUSION AND RECOMMENDATIONS
Discussion

As the findings indicate, language barriers limit students’ participation in social groups, academic
achievement, and daily life. This aligns with Gebru and Yiiksel-Kaptanoglu (2020), who identified language
as the “central issue” shaping both socio-cultural and academic adaptation. Their study found that international
students in Tiirkiye face adjustment difficulties due to differences in norms, values, food culture, and lifestyles.
Similarly, Akunova and Karatag (2025) emphasized Turkish language acquisition as the most critical factor in
foreign students’ educational adaptation. In this study, founders stated that Turkish should be “compulsory,”
while parents in their study believed that additional Turkish courses would reduce adaptation problems—both
underscoring language competence as a key determinant of social and academic success. The findings also
highlight major challenges related to legal ambiguities, registration/equivalency procedures, and bureaucratic
complexity. Tsang et al. (2022) showed that bureaucracy can be “enabling” rather than “restrictive,” fostering
teachers’ psychological empowerment and reducing burnout. This supports the view that bureaucratic
inefficiency in Tirkiye’s international schools not only hampers administrative functioning but also
undermines teacher motivation and school collaboration capacity. Language barriers and socio-cultural
differences remain the primary causes of students’ adaptation difficulties, consistent with Almukdad and
Karadag (2024), who found that language proficiency and socio-cultural adjustment reduce culture shock.
Guidance, social, and cultural activities organized by schools are thus pedagogically and psychosocially vital.
Their study also demonstrated that students with higher self-efficacy experience less culture shock, echoing
the present findings that individualized support programs enhance both academic achievement and cultural
adaptation. Finally, the current findings parallel Akunova and Karatas (2025), who reported that the absence
of Turkish preparatory classes was the most pressing concern among parents and recommended intensive
Turkish language courses. Likewise, in this study, teachers and administrators viewed sustained language
support as a strategic pathway to overcoming adaptation barriers.

The findings of this study reveal that international schools in Tiirkiye do not represent a homogeneous
“model” but rather constitute hybrid institutions shaped by their specific contextual conditions. This finding
resonates with Bunnell’s (2022) argument that the sector has entered a phase of ‘crypto-growth,’ interacting
more deeply with national systems rather than remaining isolated enclaves. With the acceleration of
globalization, the number of expatriate workers worldwide has significantly increased. The relocation of
families for professional, commercial, or diplomatic purposes has resulted in children growing up outside their
home countries, often facing distinctive social and emotional challenges (Fee & Gray, 2011; Peterson &
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Plamondon, 2009). These children are not only separated from their familiar environments but also from peers
and established social ties, creating strong pressures for adaptation within new school settings (Weeks et al.,
2010). Similarly, the preferences of students attending international schools in Tiirkiye are influenced not
solely by academic considerations but also by factors such as linguistic accessibility, cultural familiarity, and
psychological security. The role of psychosocial needs and the search for belonging in school choice aligns
with the findings of Kim (2001) and Verbik et al. (2007), who emphasize the influence of parents, peers, and
teachers as significant decision-making agents.

Social interactions within school environments play a crucial role in students’ developmental well-
being (Hurrelmann et al., 1995). Weak peer collaboration reduces quality of life, increases psychological
distress, and diminishes school satisfaction (Nutbeam et al., 1989). Nichols and Miller (1994) demonstrated
that cooperative learning environments enhance students’ self-efficacy and school satisfaction. These insights
support the argument that international schools function not only as educational spaces but also as sites of
emotional safety and social solidarity. From the parents’ perspective, international schools serve dual
functions—preserving identity while ensuring global educational validity. For war-affected families, these
schools offer a safe environment that sustains cultural continuity, whereas for diplomatic and business families,
they represent a platform for transnational educational mobility. Such diverse expectations highlight
international schools as fields of belonging and symbolic capital production (Wu & Koh, 2022; McIntosh &
Hayden, 2021; Kim & Mobrand, 2019). This lack of coordination is critical; as Arar, Oriicii, and Giimiis (2022)
highlight, effective leadership in refugee-receiving contexts requires robust policy support to manage such
complex needs. The study also reveals that a considerable proportion of students in these schools are children
of families displaced by war or forced migration. For them, schooling symbolizes identity, belonging, and
safety, while for others it signifies quality and internationally recognized education. Balancing these distinct
socio-cultural needs requires multi-layered educational policies. Parents’ expectations that their children both
learn Turkish culture and gain access to international diplomas extend beyond curriculum design, shaping
school—parent communication dynamics. As Akunova and Karatag (2025) note, communication gaps between
parents and administrators hinder the fulfillment of these expectations, while Bozkus (2022) underscores how
such tensions create administrative challenges that affect school climate and family—school relations.

Other findings indicate that the most critical areas for improvement concern student affairs, personnel
management, and administrative procedures. Ambiguities in enrollment, transfer, equivalency, and graduation
processes, alongside complex regulations for foreign teachers’ work permits and lengthy school licensing
procedures, hinder institutional efficiency. These challenges stem from a fragmented and interpretive legal
framework that increases administrative burdens. The notion of “enabling bureaucracy” (Tsang et al., 2022)
demonstrates that well-functioning regulatory systems enhance teachers’ psychological empowerment,
suggesting that bureaucratic processes in Tiirkiye’s context are both technical and motivational factors. Legal
restrictions on foreign teacher employment expand the zones of vulnerability described by Tarc and Tarc
(2015) as “middling actors,” while teacher turnover and qualification equivalency issues weaken school
sustainability, consistent with the observations of Norris and Shriner (2024).

Excessive bureaucracy not only disrupts administrative processes but also undermines school climate
and family—school relations. This finding parallels Bozkus (2022), who reported that administrative
complexity erodes trust and collaboration. As Bunnell et al. (2016) emphasize, sustainable legitimacy for
international schools depends not only on English-medium instruction but also on strengthening three
dimensions of institutional legitimacy—regulative (legal compliance), normative (educational standards), and
cultural-cognitive (shared meanings and values). The current findings suggest vulnerabilities across all three
pillars.

The process of adaptation to Tiirkiye’s educational system is inherently multi-layered, involving
students, teachers, and administrative staff alike. Turkish language learning emerges as not only a
communicative tool but also a key mechanism facilitating participation in school life. This finding aligns with
Akunova and Karatas (2025) and Gebru and Yiiksel-Kaptanoglu (2020), both of whom identify language
barriers as the central challenge to adaptation. Turkish language instruction, tutorial programs, and cultural
activities were observed to strengthen students’ social integration.

Socio-cultural adaptation extends beyond learning Turkish culture; it thrives through reciprocal
intercultural interaction. International schools in Tiirkiye are not static institutions defined by national
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boundaries but, as Bourdieu (1984) suggests, social spaces continuously reconstructed through relational
processes. Students’ experiences of Turkish language learning and cultural adaptation, parents’ expectations,
and teachers’ professional conditions transform these schools into transnational spaces, as conceptualized by
Appadurai (1990), where group identities are dynamically reproduced through language, cultural capital, and
symbolic differentiation. Recommendations such as promoting Turkish language education, organizing socio-
cultural activities, and establishing collaboration with Turkish schools illustrate that adaptation is a complex,
ongoing process. This aligns with Bourdieu’s notion of habitus, which explains how individuals’ internalized
dispositions are reshaped within new social contexts (Bourdieu, 1984). In international schools, both students
and teachers continuously adjust their cultural habitus to Tiirkiye’s social and educational norms.

Supporting Almukdad and Karadag (2024), the study confirms that language proficiency and self-
efficacy mitigate culture shock. Teachers’ roles in guiding and facilitating students’ adaptation through
counseling and extracurricular activities contribute not only to academic achievement but also to cultural
integration. However, collaboration with Turkish schools remains largely informal and dependent on
individual initiatives, exposing the lack of both horizontal (inter-school) and vertical (ministerial-level)
coordination. This lack of coordination is critical; as Arar, Oriicii, and Giimiis (2022) highlight, effective
leadership in refugee-receiving contexts requires robust policy support to manage such complex needs
Robinson and Guan (2012) emphasize that balancing diverse pedagogical traditions and cultural expectations
is crucial for sustainable schooling, while Pearce’s (2023) concept of “internationally-national schools”
highlights that the hybrid nature of such institutions can only be strengthened through mutual learning and
institutional capacity-building.

Although this study focuses on international schools in Tiirkiye, the findings speak to broader debates
in education systems marked by transformation, migration and limited resources, and other emerging
economies. Challenges such as fragmented legislation, cumbersome bureaucratic procedures, restricted
employment of foreign teachers and insufficient language support for migrant students are not unique to
Tiirkiye. They mirror tensions observed in other contexts where school leaders must navigate between national
policy requirements, global accountability pressures and increasingly diverse school communities. In this
sense, the Turkish case functions as a strategic lens through which to examine how international schools
negotiate institutional legitimacy, language policy and socio-cultural integration in education systems
undergoing structural change.

Conclusion

In conclusion, international schools in Tiirkiye are not merely extensions of global education networks
but hybrid entities shaped by local cultural, institutional, and political dynamics. For students, adaptation
involves language, culture, and social belonging; for parents, it entails security and international recognition;
and for teachers, it concerns professional stability and legal clarity. Therefore, future policy debates on
international schools should address not only global educational trends but also national legislation, cultural
adaptation, and institutional cooperation networks to ensure the sustainable integration of these schools within
Tiirkiye’s education system.

Recommendations

The institutional challenges observed in the functioning of international schools in Tiirkiye are closely
linked to the fragmented nature of existing legislation, the complexity of bureaucratic procedures, and the
insufficiencies in linguistic and cultural adaptation. In this context, the foremost priority for policymakers
should be ensuring coherence in legal frameworks and standardization in practice. Simplifying procedures
related to equivalency, student transfers, registration, and work permits, and integrating digital platforms such
as e-Okul and MOBIS, would accelerate administrative processes and strengthen institutional legitimacy.
Furthermore, language adaptation should not be viewed solely as a student issue; teachers and administrators
should also receive Turkish language proficiency and cultural awareness training. Developing systematic
collaborations between international and Turkish schools through social and cultural activities would serve as
a key policy strategy for promoting intercultural integration. In addition, flexible regulations that facilitate
teachers’ professional development and streamline work permit procedures would help maintain academic
quality. Finally, establishing a national monitoring and evaluation framework for assessing institutional
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performance would contribute not only to compliance with international standards but also to the development
of a context-sensitive educational governance model aligned with Tiirkiye’s local realities.

Future research may extend these findings across diverse contexts. Comparative studies of
international schools in different national and regional settings could reveal whether similar institutional
challenges emerge under varying regulatory frameworks. Longitudinal research may further examine how
policy reforms and administrative adjustments influence school practices and stakeholder experiences over
time. In addition, multi-stakeholder studies incorporating the perspectives of students, parents, and
policymakers would offer a more comprehensive understanding of international schooling processes.
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