O

v

YED / JEL

Yasadikca Egitim Dergisi

Yil /[ Year 2015 o Cilt/Volume 29 o Sayi/lIssue1

© T.C. istanbul Kdiltiir Universitesi



YED / JEL

Yasadikca Egitim Dergisi

Kurucu Editor /

Dr. Bahar Akingii¢ Giinver
[stanbul Kiiltiir Universitesi, istanbul, TURKIYE

Editor /

Prof.Dr. Hasan Simsek
[stanbul Kiiltiir Universitesi, istanbul, TURKIYE

Es editor /

Dog. Dr. Ozge Hacifazlioglu
[stanbul Kiiltiir Universitesi, istanbul, TURKIYE

Yayin Kurulu /

Prof. Dr. Ali ilker Giimiiseli Okan Universitesi  Prof. Dr. Gélge Seferoglu ODTU
Dog. Dr. BettsAnn Smith Michigan State University  Prof. Dr. Ali Yildirim ODTU
Prof. Dr. Rengin Zembat Marmara Universitesi  Prof. Dr. Sinan Olkun TED Universitesi
Prof. Dr. Ronald Sultana University of Malta  Prof. Dr. Abbas Tiirniiklii Dokuz Eyliil Universitesi
Prof. Dr. irfan Erdogan istanbul Universitesi  Prof. Dr. Ayse Bas Collins Bilkent Universitesi
Prof. Dr. Karen Seashore University of Minnesota  Prof. Dr. Selahattin Gelbal Hacettepe Universitesi
Prof. Dr. Giirhan Can Yeditepe Universitesi  Prof. Dr. Yagar Ozden Dogu Akdeniz Universitesi
Dog. Dr. Linda Davis Wheelock College  Prof. Dr. Nezahat Giiclii Gazi Universitesi
Prof. Dr. Ali Baykal Bahgesehir Universitesi  Prof. Dr. Alim Kaya Mersin Universitesi
Doc. Dr. Gary Grossman Arizona State University  Prof. Dr. Siilleyman Dogan Ege Universitesi

o
i;.

Sahibi / T.C. istanbul Kiiltir Universitesi /
Yazi isleri Madiiri / ilhami Findikgr
Yonetim Yeri istanbul Kiiltiir Universitesi Egitim Fakiiltesi Atakdy Yerleskesi 34156 Bakirkdy/ iISTANBUL
Telefon/ +90. 212 498 41 41
Basim Yeri ve Basim Tarihi / iKU Yayinevi 15/01/2015
Yayin Tirii: Yilda iki kez yayimlanan, siireli, hakemli, uluslararasi akademik dergi.

Bireysel Abonelik / Individual Subscription: 50.00 TL Kurumsal Abonelik / Institutional Subscription: 200.00 TL

ISSN: 1300-1272



é_:;. YED / JEL

Yil/Year: 2015 e Cilt/Volume: 29 o Sayi/lssue: 1

ICINDEKILER / CONTENTS

Tiirk ve Amerikan Psikolojik Danisman Egitimcilerinde Tiikenmislik Riski ve Is
Doyumu

Job Satisfaction and Burnout Risk Among American and Turkish Counselor Educators

Dean W. OWEN & AYHan DEMIR...........oocovvvvivensviinriesiiississssisessiesssssssssissssssssssssssssssssssssesssns 1-10

Ideolojiler, Tutumlar ve Miifredat Degisimi: Ogretmenlerin Algilayist
Ideologies, Attitudes, and Curriculum Change: Teachers’ Perception
Tuba Nur YILDIRIM YANILMAZ & E1Can KIRAZ .......ccc.ovveeomseeemneeinseeinseeisssesesesesesseeinseens 11-28

Okul Psikolojik Danigsmanlar1 Icin Bir Arag: Kariyer Yelkenlisi Modeli
Career Sailboat Model: A Tool For School Counselors
Fidan KORKUT OWEN .....uoooiiiieeeeeeeeeeeeeet ettt et ettt e et eat st senas et s et s stassente e e 29-42

Okul Oncesi Ogretmenlerinin Yonetim ile Yasadig1 Sorunlar ve Coziim Onerileri

Problems that Preschool Teachers have with School Administrations and Suggestions

for Resolutions

Emine UCAR-KAPLAN ....cccooeviiiiiiiiicccsttte sttt 43-56

YAZATIATA YONETQE ..ot 57-61

iii






Yasadikga Egitim, Cilt 29, Say1 1, Y1l 2015, s.1-10.
Education for Life, Volume 29, Issue 1, Year 2015, pp. 1-10.

Job Satisfaction and Burnout Risk Among American and
Turkish Counselor Educators’

Dean W. OWEN’ and Ayhan DEMIR?

Abstract:  The roles required of university teaching faculty have evolved quite dramatically over the past half century.
With this evolution in role and function has come increasing demands for productivity, efficiency, learning new
delivery platforms and responding to the ever changing demands of higher education. This study compared a sample
Turkish (n = 91) counselor education faculty members with a sample of their U.S. counterparts (n = 90) with regard to
job satisfaction and burnout risk. Data were collected through the use of an online survey and results revealed
significant differences between the samples. Results indicated significant differences between samples in job
satisfaction levels as well as a negative relationship between burnout risk and satisfaction. Discussion of findings and
implications for further research were presented.

Keywords: faculty job satisfaction, faculty burn out, counselor educators

Tiirk ve Amerikan Psikolojik Danisman Egitimcilerinde Tiikenmislik Riski ve is Doyumu

Oz: Son elli yilda, tiniversitelerde ¢alisan akademisyenlerin rolleri ciddi bigimde evirilmistir. Rol ve islevlerdeki bu
evrim ile etkililik, verimlilik, yeni ders verme yollar: istenmesinde artig olmus ve yiiksekdgretimin degisen isteklerine
tepki verme geregi dogmustur. Bu ¢alismada Tiirk (n = 91) ve Amerikan (n = 90) psikolojik danigsmanlar is doyumu ve
tiikenmislik riski agisindan karsilagtirilmigtir. (n = 90). Online olarak yayinlanan bir 6l¢me araciyla toplanan verilerle
yapilan analizler iki grup arasinda bazi farklarin oldugunu gostermistir. Bulgular, iki grup arasinda is doyumu
agisindan anlamli farklarin oldugu ve is doyumu ile tiikenmislik arasinda olumsuz iliski oldugu dogrultusundadir.
Bulgular tartisilarak, gelecek ¢alismalar i¢in dogurgular sunulmustur.

Anahtar Sozciikler: akademisyenlerde is doyumu, akademisyenlerde tiikenmislik, psikolojik danisman egitimcisi

The roles required of university teaching faculty have evolved quite dramatically over the past
half century. With this evolution in role and function has come increasing demands for productivity,
efficiency, learning new delivery platforms and the requirement to increasingly integrate computers
and other media and information technology into the work of a university faculty member. If one
were to consider only a few of the many other variables that impinge on job satisfaction and job stress
such as decreasing funding for higher education and seemingly constant pressure to increase retention
it is little wonder that many counselor educators in The U.S. now experience high levels of job stress
and reduced levels of job satisfaction. The rapid creation of new institutions of higher learning
throughout Turkey has created a nearly constant shortage of qualified academics in many fields
including counseling. In addition to a highly competitive promotion system that places a high
priority on research and publication; such faculty members are expected to accept very heavy teaching
loads. This investigation was conceived to further investigate a number of issues affecting counselor
educators in the U.S. and in Turkey particularly in the area of job satisfaction and burnout risk.

11t was presented partially at 11 Turkish Psychological Counseling and Guidance Conference October 3-5, 2011, Selguk, Izmir.
2 Prof. Dr.,, METU NCC, Turkish Republic of Northern Cyprus, e-mail: dean@metu.edu.tr
3 Prof. Dr. METU, Faculty of Education, Ankara, Turkey, e-mail: aydemir@metu.edu.tr
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The concept of job satisfaction is one that emerged in the early part of the last century when
corporations began to employ large numbers of workers. Together with the increasing popularity of
anonymous surveys the study of job or employee satisfaction arose as an area of serious study
(Latham & Budworth, 2007). From a historical perspective this interest in job satisfaction and the
variables which influence it have come rather recently (Hoppock, 1935). The concept of work has been
with humans since the beginning of our evolution for the expenditure of energy in some goal directed
activity is the basis for survival, not only for humans but for all creatures. For humans work was the
essential activity of life, the effort expended to seek and obtain food, shelter, protection and, indeed,
the continuation of the species. The association has nearly always been that of physical discomfort,
effort, pain, and toil. Perhaps one of the earliest references to job satisfaction has been to Confucius to
whom the following is attributed: “Choose a job you love, and you will never have to work a day in
your life.”

Even today throughout a large part of the under developed world, much of what is produced for
basic survival comes only with extreme difficulty, and with the expenditure of long and difficult
hours of labor in unpleasant working conditions. Indeed, in most western and developed regions of
the world where the industrial revolution provided machines that did the work of many and gave rise
to the production based economy (Ford & Crowther, 1922), even that has been supplanted by the idea
of a service economy (de Vries, 1994). The concept of work is no longer defined by physical labor,
sweat, and pain but by the manipulation of ideas. Now that survival no longer depends upon being
strong but upon being smart the stresses have changed from physical stressors to psychological ones
and the immediate threat of starvation has been replaced by a multitude of fears and anxieties about
one’s personal competence to compete and to hold a job.

Recent and continuing study into job satisfaction has identified many significant factors including
opportunities for personal and professional growth, high pay, opportunities for promotion and
professional development but these may be generally be grouped into extrinsic and intrinsic factors.
Randolph (2005) found that among rehabilitation professionals intrinsic factors like personal growth
and having the opportunity to work in a field consistent with personal values were more important in
determining job satisfaction than extrinsic factors such as pay. In the educational setting, a number of
studies have suggested that intrinsic factors seem far more related to job satisfaction than do extrinsic
factors (liacqua, Shumacher, & Li, 1995; Kalleberg, 1977, Mortimer & Lorence, 1979; Seybolt, 1976;
Tuch & Martin, 1991). If one were to consider the stereotypic university professor an image would
arise of a hard working but underpaid introverted scientist who labors long hours for little pay. While
not necessarily an accurate portrayal of contempory university faculty life, there seems to be
substantial evidence that many faculty choose to remain in higher education in spite of chronically
low pay, long hours, heavy teaching loads and increasingly less and less job security (Bentley &
Kyvik, 2011). These intrinsic motivators were found to be significant factors among Turkish educators
as well. While investigating factors associated with job satisfaction among Turkish university
educators using Herzberg’s (1972) two-factor model (intrinsic/extrinsic) Bilge, Akman and Keleciogu
(2007) reported intrinsic motivators as being significant to academics’ job satisfaction.

Burnout and Burnout Risk Factors

The term burnout has emerged during the past few decades as a distinct psychological
phenomenon that is typically associated with chronic, unremitting fatigue and loss of interest in
performing one’s usual work. It has long been associated with exposure to chornic occupational
stress. Although not recognized as a distinct psychological diagnosis in the DSM-5 (Kraft, 2006) it is
acknowledged listed in the International Classification of Diseases-10 (World Health Organization,
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2011) because of its similarity to depression. Most recent evidence suggests that burnout is both
widespread and it emerges as a response to multiple events over a prolonged period of time and that
its cause is multidimensional. The factors that have been shown to be most closely associated with
occupational burnout can be generally grouped into three major categories; Job characteristics, pre-
existing personality traits and the absence of coping mechanisms.

The symptoms of burnout are similar to those of clinical depression and in one recent study of
more that 5500 school teachers some 90% of them were identified as both burned out and meeting the
diagnostic criteria for depression (Bianchi, Schonfeld, & Laurent, 2014). A number of recent studies
have suggested that what is commonly referred to as burnout is more accurately described as a
depressive syndrome (Alarcon, Eschleman, & Bowling, 2009; Hintsal, Elovainio, Jokelal, Ahola, &
Pirkola, 2014; Pulkki-Raback et al, 2015), however the term is now in general use throughout
psychological and orgazitaional literature is unlikely to change.

Perhaps the most frequently used instrument for assessing burnout is the Maslach Burnout
Inventory (Maslach, Jackson, & Leiter, 1996) which assesses three components of burnout; exhaustion,
cynicism and inefficacy. Each of these three components has been theorized to manifest themselves in
a wide variety of health related conditions thought to arise from prolonged exposure to occupational
stress and burnout. Both cardiovasuclar disease and mental health problems are reported to most
clearly related to burnout with elevated stress hormone levels, hypertension and reductions in
memory and even attention being reported (Sandstrom, Rhodin, Lundberg, Olsson, & Nyberg, 2005).
Maslasch and Leiter (1997) went on to descibe the qualities associated with the absence of burnout
which they termed engagement. Engagement was thought to be characterized by energy,
involvement and efficacy all of which have been associated with the term wellness.

The work of counselors and teachers has been describes as stressful and the two occupations,
along with many others that involve teaching, caring, and nuturing, have been viewed as having a
particularly high burnout and attrition rate. The term “compassion fatigue” is now quite commonly
used in relation to burnout and describes what care givers experience. The incidence of burnout
among U.S. and Turkish educators and counselors has been the topic of several recent studies
(Glindtiz, 2012; Ikiz, 2010; Seger, 2011; Sprang, Clark, & Woosley, 2007). Although the results of these
studies seem to suggest that burnout affects individuals regardless of age, gender or job setting,
personal traits and social support seem to be negatively related to burnout. Additionally, a number of
recent investigations have linked both burnout and for a variety of occupations including teachers
(Cheung, Tang and Tang, 2011; Kinman, Wray, & Strange, 2011), physicians (Voltmer, Rosta, Siegrist
& Aasland, 2012 ), lawyers (Platsidou & Salman, 2012), nurses (Hayes, Douglas, & Bonner, 2013),
school counselos (Bryant, 2006) but no studies with counselor educators.

Burnout and job satisfaction have both been extensively investigated but there has been little done
to investigate differences and similarities between cultures within the same occupational group
particularly with regard to issues of burnout and job satisfaction. While substantial evidence suggests
that burnout and job satisfaction are related and that teachers at all levels experience varying levels of
job satisfaction and burnout the present study was conceived as an attempt to investigate differences
between U.S. Counselor Education faculty and their Turkish colleagues. This cross-cultural study was
conducted in recognition of the fact that university teaching is an expression of national and cultural
values, economic realities, and traditions.

This study sought to investigate differences between Turkish and American counselor educators
by surveying a sample in each country and inquiring into their levels of job satisfaction and perceived
burnout risk in three areas. Specifically this survey sought to identify differences in work load, job
satisfaction and to identify areas which might suggest potential for burnout. Since Maslach and Leiter
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(1997) described engagement in terms of concepts long associated with wellness, job satisfaction was
hypothesized to be negatively correlated with burnout out risk factors. The present study sought to
survey burnout risk and job satisfaction in both a U.S. and a Turkish samples of university counselor
education faculty and to test the null hypotheses that no significant differences would exist between
samples in terms of job satisfaction and risk burnout. It was further hypothesized that a negative
correlation would exist between job satisfaction and risk of burnout and its components.

Method
Respondents

The respondents in this investigation were a total of 181 (91 Turkish and 90 American) university
faculty members who responded to invitations to complete an online job satisfaction survey form.
The Turkish sample was contacted via a nation-wide email list (160) of counselor education faculty
who were members of the Turkish Psychological Counseling and Guidance Association. The resulting
response rate for the Turkish sample was 57%. The U.S. sample was generated by first randomly
selecting 20 states and then sending invitations to counselor education faculty members at the two
largest state universities within each of the selected states and a total of 246 invitations were sent with
90 responding representing a 37% return rate.  Table 1 portrays the gender and faculty ranks of the
respondents.

Table 1
Composition of the Respondents

Total Sample Turkish Sample  U.S. Sample
Gender
n 181 91 90
% Male 43.3 46.2 40.4
% Female 56.7 53.8 59.6
Faculty Rank
% Instructor 8.3 8.3 0.0
% Assistant Professor 41.7 51.6 31.5
% Associate Professor 25.0 15.4 34.8
% Full Professor 25.0 16.5 33.7
Data Collection

The data collected in the present investigation were gathered using three forms all of which were
developed by the first author. The initial component, consisting of 13 items, was designed to collect
demographic information from respondents. These demographic variables included age, gender,
typical teaching loads and years of experience. A short series of questions designed to investigate
work demands including theses and dissertation supervision loads as well as departmental and
university committee responsibilities. This portion of the survey essentially defined the basic
parameters of the respondents’ faculty duties.
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The second component of data collection was the Burnout Risk Assessment (BRA) which was
composed of 30 items and was constructed to investigate burnout risk by asking respondents to
endorse, on a 5 point Likert-type scale, items designed to assess three areas suggested as being
associated with elevated burnout potential. These item areas were selected following conversations
with Dr. Jane Myers, a nationally recognized authority in the field of wellness and author of a number
of widely utilized assessment programs in wellness (Myers, Sweeney, & Witmer, 2000). These areas
included personal traits like perfectionism and the need for power and control, work setting
characteristics and choices related to a healthy life style. The items on the BRA independently
reviewed for content validity by six senior counselor education faculty members from three major
universities in the U.S., all of which were accredited by the Counsel for the Accreditation of
Counseling and Related Educational Programs (CACREP). The BRA demonstrated acceptable internal
consistency reliability in the current study with a Chronbach’s alpha of .872 (n=178).

The final component, consisting of five items, sought to elicit information regarding the
respondents’ level of job satisfaction. Earlier work into job satisfaction (Bilge, Akman & Kelecioglu,
2007; liacqua, Shumacher, & Li, 1995) strongly suggested that among academics, intrinsic factors were
the most vital in determining satisfaction and among those five areas were identified as being
particularly critical: progress toward promotion or career advancement, current teaching
performance, research and publication record, departmental work climate and culture, and current
level of productivity as a faculty member. Each of these five areas was presented using five point
Likert type items with options ranging from strongly disagree to strongly agree. Since these five areas
had previously been associated with intrinsic job satisfaction the resulting total was taken to represent
current occupational satisfaction. The consensus of the instrument review panel mentioned above was
that there was clear evidence for face validity in these five questions. The five questions used to assess
job satisfaction in the current academic position were as follows:

1. T am satisfied with my progress toward promotion or career advancement.
I am satisfied with my current teaching performance.

I am satisfied with my research and publication record.

I am satisfied with the working climate or culture within my department.

SN

I believe that I am effective and productive in my current faculty position.

Procedure

All of the data for this investigation were collected during a six week period during the April and
May of 2010 and were collected through the use of an online survey website on which the instrument
was published. Participants in this study responded to emailed invitations that were sent to faculty
members serving at both public and private universities throughout Turkey and from 25 randomly
selected states in the U.S.

Data Analysis
Data were tabulated and analyzed by using SPSS 13. Analysis included t test, ANOVA and
Pearson Correlation Analysis.
Results

The results of this study will be presented in the material below and will include a description of
the sample characteristics and demographics. The findings related to burnout risk, job satisfaction
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levels of the two samples and the observed relationship between job satisfaction and burnout will be
presented.

The Turkish and U.S. samples were remarkably well balanced on a number of demographic
variables including teaching experience where both samples were virtually the same. The average
number of years of experience for the Turkish sample was 15.36 and for the U.S. sample the mean was
14.11 (t = .90, p>.366). The overwhelming majority of respondents reported working in public
universities with only 16 (9%) working in private universities. Among the remaining demographic
variables a number of them demonstrated significant differences between Turkish and U.S.
respondents The U.S. sample was significantly older with a mean age of 51.6 years versus 43.6 years
for the Turkish sample, (t = 5.47, p <.000). In terms of work load this was assessed by comparing
groups in terms of typical semester teaching load, the number of master’s theses/doctoral dissertations
being supervised and on the number of departmental and university committees the faculty member
was supervising. Highly significant differences were observed between groups with U.S. faculty
members reporting far higher work load responsibilities in the areas of committee work, (#(179)=9.48,
p<.000), and thesis and dissertation supervision numbers, (#(179) = 4.95, p < .000; t(179) = 8.20, p <
.000). In these areas the U.S. sample reported far higher numbers than did their Turkish counterparts.
The situation was reversed when teaching loads were examined with Turkish faculty members
teaching far more classes than in the U.S. The typical semester teaching load for Turkish faculty was
more than three times the typical load of a U.S. faculty member, with means of 25.98 (SD=8.25) and
8.02, (SD = 2.55) respectively, (#(176)=19.62, p <.000).

Burn out Risk

Burnout risk in this study was assessed using the BRA the design of which yielded three
component scores and a total score. The component scores reflected risk in three areas; personal traits,
work setting traits and lifestyle factors associated with effective stress coping. Although no significant
difference was observed between groups on the 30 item total Burnout Risk assessment, significant
differences were observed on each of the components: personal traits, (#(179) = 2.47, p=.014), work
related factors (£(179) = 6.904, p<.000 and in life-style factors (#(179) = 2.986, p=.003). When burnout risk
was investigated by gender no significant differences were observed between male and female
respondents in the Turkish sample however among the U.S. respondents significant differences were
detected between males and females on total burnout risk scores, ((89) = 2.86, p<.05, and on lifestyle
risk factors, ((89) = 2.33, p<.05). In both cases U.S. male respondents produced higher risk scores than
did their female colleagues. No differences in risk levels were detected among faculty ranks of either
sample.

Job Satisfaction

Job satisfaction in this study was assessed using a five item Likert-type scale on which
respondents could report their level of satisfaction in five areas: progress toward promotion/career
advancement, current teaching performance, research/publication record, department working
climate/culture, and overall effectiveness and productivity. The Turkish and U.S. means were
examined for significant difference using an independent t-test. The Turkish sample reported
significantly higher levels of job satisfaction than did the U.S. sample, (#(179) = 7.03, p <.000). When
the Turkish and U.S. samples were examined for differences by gender no significant difference could
be detected between male and female faculty members while the U.S. sample demonstrated significant
differences with females reporting higher job satisfaction than males, (t(89) = 2.07, p<.05). When job
satisfaction was examined by faculty rank no significant differences were observed by country but
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when the total sample of both countries were combined, there were clear differences in job satisfaction
level by rank with decreasing job satisfaction at each higher level of rank from assistant to full
professor as depicted in Table 2.

Table 2
One-way Analysis of Variance of Job Satisfaction by Faculty Rank

Source SS df  Mean Square F Sig
Between Groups 195.51 4 48.87 3.18 .015
Within Groups ~ 2684.69 175 15.34
Total 2880.20 179

The Relationship between Job Satisfaction and Burnout

The relationship between job satisfaction scores and total burnout risk scores was determined
by computing Pearson’s r with a resulting correlation coefficient of r (179) = -.50, p<.01. This strong
negative correlation was in the expected direction. Additionally, low job satisfaction was also
significantly negatively correlated with each of the component burnout risk factors as depicted in
Table 3.

Table 3
Correlations among Work Satisfaction and Burnout Risk Total and Factor Variables

Measure 1 2 3 4 5
1. Work Satisfaction -—--

2. Burnout Risk - 50% -

3. Personal traits -.21%* 72%* —

4. Work factors -.68%* Viad 37%* —

5. Life-style factors -.18* 79%* A48%* .35%* ——
*p<.05, ** p<.01,

Discussion and Suggestions

The purpose of the current investigation was to compare a sample of Turkish and U.S. university
faculty members all of whom were teaching in the same discipline. The long history of higher
education in both countries mitigates against a precise comparison since issues of governance,
common practice, tradition, and a host of cultural, political, and economic realities would suggest that
substantial differences would likely be apparent. The findings of this survey suggest that despite a
common teaching area and remarkable similarities in some areas such as age and teaching experience,
gender distribution, and risk of burnout, substantial differences do exist between the two
communities. Perhaps the most remarkable differences were observed in teaching load where Turkish
faculty members generally taught far more hours than did their U.S. counterparts. The mean teaching
load for Turkish counselor educators was more than three times that of their U.S. counterparts. In
spite of this difference the Turkish sample reported significantly higher job satisfaction levels at all
levels of employment from assistant professor to full professor. This finding is perhaps consistent
with earlier findings suggesting that intrinsic factors more completely account for job satisfaction than
do extrinsic factors such as work load or pay.
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The finding of substantial differences between Turkish and U.S. counselor educators with regard
to job satisfaction is quite interesting and may in part be explained by social and economic realities
that currently exist. Turkey is currently experiencing rapid growth in the number of universities
(Ozer, 2011). It is remarkable that in 2001 Turkey had a total of 76 universities (Giinay & Giinay, 2011)
and by early 2015 that number had risen to 202 (Turkish Council on Higher Education, 2015). This
rapid growth has generated a high demand for qualified faculty throughout the country. With
demand far exceeding supply there is every reason for faculty members to view themselves in a
highly positive and valued career path.

The situation in the U.S. is not nearly as optimistic as funding of higher education becomes more
and more limited and a major shift in higher education employment practices is currently underway
with tenure track, permanent faculty positions being eliminated in favor of adjunct and part-time
positions being used as a money saving alternative. The use of adjunct and part-time teaching faculty
in colleges and universities has become so common that they now represent more than half of all
faculty positions in the U.S. (Huber, 2015).

The task of comparing what may be regarded as similar occupations in two different countries is
fraught with many difficulties. Despite the fact that faculty members in both the U.S. and Turkey
teach a similar discipline with what may be regarded as a similar knowledge and research base, the
evolution of the occupation and its expression are highly dependent upon the unique social, cultural
and economic realities existing in each country. While Turkish academics are enjoying a period of
unprecedented growth and expansion with the opening of many new universities over the past
decade, U.S. academics continue to try to cope with limited funding and a fundamental change in
administrative policy in which permanent and long term faculty positions are gradually being
replaced by part-time and adjunct faculty members. In Turkish academics, particularly in the field of
counseling, find themselves in a situation where demand far exceeds supply while in the U.S. the
supply far exceeds the demand. The present study demonstrated that even with exceptional
workloads Turkish faculty members feel far more intrinsic job satisfaction then do U.S. faculty who
are currently facing demands and challenges that have only recently emerged. In spite of all of these
differences, the results of this study suggest that, among counselor education faculty in both countries,
the risk of burnout would appear to be essentially the same and be the result of individual personality
factors, work place factors, and life-style and stress coping factors.

The present investigation did not attempt to address the incidence, chronicity or severity of
faculty burnout within the field of counselor education and further study into this is certainly needed
as is a more effective means of addressing some of the many uncontrolled variables associated with a
survey of this type. It must be recognized that counseling, as a profession, is well and fully
established in the U.S. while in Turkey it may be regarded as a profession still in the midst of growth
and development. Other than in the public schools, counseling has yet to be fully recognized or
regulated by licensure as a separate and unique component of the national mental health care system
quite apart from psychology, social work and psychiatry. Additionally, the majority of counselor
training in Turkey is conducted at the undergraduate level instead of at the graduate level as it is in
the U.S. This fact alone may help explain the differences observed in thesis and dissertation
supervision rates between groups.

While the current sought to explore some of the differences and similarities of counselor educators
in the U.S. and Turkey it seems obvious that a great deal more can be done to understand the working
demands, pressures, stresses and burnout phenomena in both countries. The dramatic rate at which
higher education is expanding in Turkey and the unprecedented changes in U.S. higher education
administration policy and funding both suggest that the next decade will be one of dramatic change
and the need to observe, document, and research the impact of this change is very great indeed.
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Abstract:  This study investigates the effects of educational ideologies on teachers’ perceptions and their attitudes
towards curriculum reform. For this purpose, in order to explore teachers’ beliefs related with the recent curriculum
change, identifying educational beliefs became especially important since they are the principal implementers of the
curriculum. Participants of this study were teachers from primary and secondary schools. Data were gathered from the
participants via two inventories, Educational Ideologies Inventory and Teachers’ Receptivity to Change Inventory. The
results of the study indicated some key contribution from teachers” standpoint that their educational ideologies were
considerably compatible with the approach of the new curriculum. Although most of the teachers confirmed tendency
in the direction of liberal educational ideologies and in consequence there were no significant difference between
teachers’ educational ideologies and their receptivity of curriculum change, it would be an important contribution to
the literature to investigate the belief of teachers if they mainly had conservative educational ideologies toward
curriculum change.

Keywords: Educational ideologies, teachers’ belief, curriculum development, reform and change

ideolojiler, Tutumlar ve Miifredat Degisimi: Ogretmenlerin Algilayist

Oz Bu calisma egitim ideolojilerinin 6gretmenlerin egitime yonelik algilari {izerindeki etkisi ve dgretmenlerin
miifredat degisimine yonelik tutumlarini aragtirmaktadir. Ogretmenlerin yeni miifredatin temel uygulayicilari oldugu
diislintildiigiinde sahip olduklar1 egitim ideolojilerinin belirlenmesi ve giincel program degisikligine ydnelik
diisiincelerinin ortaya g¢ikarilmasi dnem kazanmaktadir. Calismanin katilimcilar ilk ve orta 6gretim dgretmenleridir.
Veri Egitim 1deolojileri Envanteri ve Ogretmenlerin Degisime Katilim Envanteri olmak {izere iki aragla toplanmistir.
Calisma sonuglar1 yeni miifredatin egitim yaklasimi ile 6gretmenlerin sahip olduklar egitim ideolojilerinin 6nemli
Olgiide uyumlu oldugunu ortaya koymaktadir. Katiimcilarin énemli bir kisminda liberal egitim ideolojilerine y&nelik
bir inamg olmasindan dolay1 egitim ideolojileri ve miifredat degisimini kabullenme arasinda belirgin bir farklilik
olmamasina ragmen temelde muhafazakar egitim ideolojilerine sahip &gretmenlerin miifredat degisimine y&nelik
inaniglarinin arastirilmasi alanyazina 6nemli katkilar saglayabilir.

Anahtar Sozciikler: Egitim ideolojileri, dgretmen inanislari, program gelistirme, reform ve degisim

Recent years have become the era of educational change through school reforms and curriculum
development due to the enormous developments in educational technologies, explosion of knowledge
in every branch of science and the growing needs of both market and the society. Gokmenoglu, Eret,
and Kiraz (2010) indicate that:

...the impact of socio-political changes and scientific developments in the societies can be
observed vividly on the educational movements, theories, and philosophies, as the education
cannot also be separated from the society we live in. In short, the historical, scientific and socio-
political events change the society. The changes in the society shape the theories; the changes in
the theory affect the research; and, in return, the changes in the theory and research change the
society (p.292).

* M.Sc, Advisor for Permanent Mission of Turkey to the United Nations, USA e-mail: tuba.yanilmaz@mfa.gov.tr
“ Prof. Dr. Associated Educators, Irvine CA, USA e-mail: ekirazmail@gmail.com
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In addition, international exams like PISA, TIMMS, and PEARLS made educational reforms and
curriculum change mandatory for many countries to make swift movements for higher scores and
compete with others. Hence, ministries and many other stake holders felt pressured of these
globalized as well as national exam inflation and numeric ranking balloon they begin discussing the
reform issues and attempt to make appropriate decisions for students” as well as the country’s own
excellence. An attempt to meet with the requirements of standardization in education, change has
been inevitable for many institutions. Interestingly, most of the time educational institutions with
governmental affiliation had to face this change matter via top administrators or decision makers or
unqualified politicians without questioning the inclination of the teaching staff and sources.
Generally, like all other reforms in education, curriculum reforms are top-down in nature (Fullan,
2001a) and teachers are the ones who oppose to curriculum changes as they are most affected group
by these changes. As stated by Broadfoot, Osborn, Planel & Pollard (1994) the success of educational
changes, regardless of their nature, relies on the successful implementations of teachers in classrooms.
Thus, it is important to find the factors that hinder or support teachers to adapt the intended changes.

Curriculum Reform

The curriculum reform is one of the main structures in the change processes, occurring in the
reform of education as indicated by Lee, Ha, Chan, and Sum (2004): “During the past decade, reform
of the school curriculum has been undertaken as a key instrument of educational change” (p.421). The
curriculum reform is considered as a key element because it determines what takes place in the
classroom. The success of an effective implementation of a curriculum reform also depends on the
teachers as they are the principal implementers of the program. However, “teachers came to the
reform with varying degrees of knowledge about and experience with the instructional approaches of
the curriculum and not all teachers held a belief system that coincided with the reform” (Davis, 2002,
p- 15). In her study, Davis (2002) states that some teachers consider the reform process as an
opportunity to reach their aims while the others believe that this process is a challenge to their long-
held ideas and beliefs about their students, learning, and teaching.

Literature also has evidence for under what conditions it is easier for teachers to accept the
system-wide changes as curriculum reform and it also provides data about the variables that affect
teachers’ acceptance of changes. Guskey (2002) has proposed a ‘Model of Teacher Change’ which
indicates that the relationships among change in teachers’ classroom practices, change in student
learning outcomes, and change in teachers’ beliefs and attitudes are highly complex and reciprocal. He
argues that evidence of improvement in the learning outcomes of students is the key element of any
change in classroom practices and teachers’ attitudes.

Curriculum Reform in Turkey

In Turkey, there has been a nation-wide curriculum change since 2005. In this reform movement,
at the beginning, elementary school primary years, grades from 1 to 5, was taken into consideration
and new curricula have been developed for all courses. For grades 6 to 8, new curricula have been
gradually developed and, later, implemented. At high school level, new curricula have been
developed in the areas of Physics, Turkish Language and Literature, Chemistry, Biology,
Mathematics, Geography, and History. At the vocational high schools, a new modular approach has
been adopted in the teaching of vocational courses. The curricula, which have been implemented
nation-wide since September 2005, was developed and piloted in 120 schools in nine cities in 2004-
2005 (Talim Terbiye Kurulu, 2005). Ministry of National Education (MONE) has considered the
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curriculum reform movement as a necessary step in order to keep up with the growing needs of
world, the country, and the market. Apart from MONE, others are also concerned about the quality of
education in Turkey (Simsek & Yildirim, 2004). Since at all levels of schooling traditional teaching
methods which include recitations, memorization, and drills dominated the classroom practices
(Sonmez, 1996), it is widely agreed by scholars, journalists and politicians that there is an imperative
need for reform in education. It is also considered that there is a necessity for raising the standards of
education in Turkey, a candidate country to European Union (EU). The famous international studies
PISA (OECD, 2004), PIRLS (2001), and TIMMS (1999) also have strengthened the idea of need for an
educational reform in Turkey since they revealed that achievement levels of Turkish students were
significantly lower than the international average. Although there have been reform initiatives to
change curriculum and classroom practices previously, classroom practices, curriculum and textbooks
were relatively conservative and traditional (Simsek & Yildirim, 2004). MONE, however, has
acknowledged that the previous education programs were rather traditional, conservative, and
teacher-centered. Thus, the thoughts toward the previous curricula were centered on inadequacy in
the needs of students, society, and the market. Because of these, and many other reasons,
constructivist approach gained significance and became the main philosophy of the new curriculum.
For instance, the main objectives of curriculum reform, based on constructivist view of education,
stated by Talim Terbiye Kurulu (Board of Education) in 2005 were:

¢ to reduce the amount of content and number of concepts,

* to arrange the units thematically,

¢ to develop nine core competencies across the curriculum,

¢ to move from a teacher-centered didactic model to a student-centered constructivist model,

¢ to incorporate ICT into instruction,

* to monitor student progress through formative assessment,

* to move away from traditional assessment of recall, and introduce authentic assessment,

¢ to enhance citizenship education,

e to introduce second language courses from primary school,

¢ to widen the scope of religious education,

* to establish a system of student representation, and engage students in community work (cited
in Artvinli, 2010, p. 115).

However, like in every reform effort, it is noteworthy that this reform movement has opponents as
well as proponents from very different point of views. Before, during, and after the program
development, developmental process and results are highly criticized by some scholars and some
Non-Governmental Organizations (NGOs) such as in Egitim-Sen’s report on the issue (2005). These
criticisms resulted in hot debates on curriculum reform. Bikmaz (2006) points out that some concepts
may lead misunderstanding in new curricula if in-service training is not carefully planned and
efficiently rendered for teachers. These concepts mainly were individual differences, active learning,
the role of teacher as guide, learning as a process, and evaluation as a process. In their analysis of
Math Curriculum, Babadogan & Olkun (2006) gave particular attention to the importance of teacher
training since new curriculum requires teachers a complete shift in their roles, but they also point out
that teacher training, so far, is not adequate. Apart from this, most of the experienced teachers
confront these methods and techniques for the first time. Therefore, there is a wide information gap
between some of the teachers and new programs.
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Since the first implementation of new curricula in 2005, various studies have been conducted on
the impacts and results of curriculum change in Turkey. In a case study, including 32 English teachers,
conducted by Kirkg6z (2008) revealed that after the curriculum change in 4th and 5th grade levels in
English teaching there is a considerable variation among the instructional practices of teachers.
Another study, conducted by Ozel et al. (2007) aimed to determine to what extent teachers agree on
the reasons for curriculum change in Turkey. They have found out that female teachers have stated
more positive opinions about the reasons for the change in curriculum than the males. Bulut (2007)
analyzed new elementary school mathematics curriculum by considering 5th grade students’” and
classroom teachers’ views in a case study. In her study, teachers stated that although their workload
lessened by placing the student at the center of education, arranging physical condition is a problem
since the classrooms are overcrowded. As the studies indicated that although the new curriculum
responds to the needs of students and it is in line with their developmental characteristics which
enable students to learn more efficiently, the teachers’ views and acts on the implementation of it vary.
Thus, it is important to find out the underlying factors that cause variation in the implementation.
This study suggests that educational ideology may affect one’s decisions directly or indirectly since
the change in new curriculum is also an ideological change in teachers' way of teaching.

Educational Ideologies

Ideologies play an important role in decision making processes as education is one of the areas in
life which forces stakeholders to make accurate choices. Lamm (2000) notes that educational decisions
are all ideological decisions since they include value judgments, aims, and expectations. Based on
their unique features, Gutek (2004) groups educational ideologies in five main categories:
Nationalism, Liberalism, Conservatism, Marxism and Liberation. O’Neill (1990), on the other hand,
divided educational ideologies into two main groups: Conservative educational ideologies and liberal
educational ideologies. In his categorization, there are mainly three specific educational ideologies
under each general educational ideology that focus on political philosophies and their implications on
education.

Conservative educational ideologies consist of three basic traditions. These are educational
fundamentalism, educational intellectualism, and educational conservatism. Like conservative
educational ideologies, liberal educational ideologies consist of three basic traditions: educational
liberalism, educational liberationism, and educational anarchism. O’Neill (1990) explains these
educational ideologies in six different categories, discussing and commenting on each one in quite
detailed manner.

The first of these ideologies is Educational Fundamentalism which claims that educational
ideology encompasses political conservatism which urges humans to reform conventional standards of
belief and the goal of the school is to restore the older and better ways in order to reconstruct the existing the
social order. Educational Conservatism which is fundamentally supportive of adherence to established
institutions and processes, together with a deep respect for law and order. In educational terms, conservatives
see the central goal of the school as being the preservation and transmission of existing social patterns and
traditions. They seek to develop a contemporary society by ensuring sort of slow and organic change
that is compatible with the pre-established legal and institutional requirements. The third ideology is
Educational Intellectualism. It seeks to change existing political (including educational) practices in order to
make them conform more perfectly to some established and essentially unvarying intellectual or spiritual ideal
(O’Neill, 1990).

In Educational Liberalism, the long term goal of education is to preserve and improve the existing
social order by teaching each child how to deal effectively with his or her real-life problems. Schools
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should attempt both to provide students with the information and skills necessary to learn effectively
for themselves and to teach students how to solve practical problems through the application of
individual and group problem-solving processes. Similar to the previous one, Educational
Liberationism maintains that the ultimate goal of education should be to implement the reconstruction
of society through humanistic lines emphasizing the fullest development of each person’s unique
potentialities as a human being. The last ideology, Educational Anarchism, holds that we should
emphasize the need for eliminating institutional limits and pressure on personal behavior. In a
decentralized, deinstitutionalized society, people would be returned to themselves, and be more
willing to have personal responsibilities (O’Neill, 1990).

It seems that these ideologies affect people’s behavior in terms of their approaches to the overall
goal of education, the objectives of the school, the roles of teachers and students, the administration
and control, the nature of the curriculum as well as instructional methods, and evaluation. Thus, the
educational ideologies can be or serve as very indicative for some of the educators’ behaviors in the
classroom environment. Caldwell (1997) states that educational ideologies inevitably influence the
development of the curriculum, but at the same time are themselves influenced by the prevailing
social and political ideologies. Fiala and Lanford (1987) explain the relationships between the ideology
of education and types of school curricula and they state that both formal and intended curriculums
are directly influenced by educational ideologies which affect active curriculum via formal and
intended curriculum. As indicated by some previous research (Kiraz and Ozdemir, 2006), the
investigation of relationship between teachers’ educational ideologies and their attitudes towards
changes might be helpful in order to have a better understanding of teachers’ classroom
implementations of new curriculum and their attitudes towards it. The main purpose of the study is to
help researchers, policy makers, curriculum developers, and many other participants of education to
understand whether the educational ideologies have an effect on teachers’ attitudes towards
curriculum change. Hence, this would work for curriculum developers to take precautions before
coming across with such problems. They may also develop panacea such as developing in-service
training programs or adapting pre-service education before the implementation of the new curriculum
in order to explain the teachers the importance of change to pace up with the changes in the world.

Method
Participants

In the study, purposeful sampling method was used. The population of the study was primary
school and high school teachers who were working in different regions of Turkey. The sample of the
study was 177 primary school and 62 high school teachers. The teachers whose curriculum has
changed gradually since 2005 participated in the study. When demographic characteristics of the
population are considered, 66 (37%) of the teachers are female while 111 (63%) of them are male at
primary school level. At high school level, 20 (32 %) of the teachers are female; whereas, 47 (68%) of
them are male.

Instruments

Mainly two main inventories guide the study since educational ideologies were used as independent
variable which can have effect on the Teachers” Receptivity to Change Model. Therefore, questionnaire
was mainly composed of three sections: Demographics, Educational Ideologies and Teacher’s
Receptivity to Change. Educational Ideologies Inventory was developed and standardized by William
O'Neill (1990). Although this inventory had been previously translated into Turkish and used by
Ozdemir (2004), in this study, of the 104 items, only 51 items were used in order not to jeopardize the
response rate of the inventory. In the process of omitting some items, first of all, two broad categories
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of general ideologies are not included since the other six subgroups of these broad categories can
gather detailed information about the educational ideologies. Secondly, the similar items within each
subgroup were excluded as having one item related to the important issues in educational ideologies
will suffice. Initial principal component analysis calling for six factors, which are educational
conservatism, educational fundamentalism, educational intellectualism, educational liberalism,
educational liberationism, and educational anarchism, was conducted. Apart from this, some of the
long sentences were shortened in order to make the meaning clearer. Then, the inventory was checked
by a Turkish teacher as to prevent the loss of meaning. As a result, some of the sentences were
rewritten. After these modifications, the Educational Ideologies Inventory was given to 8 colleagues
and 3 academicians in order to control the appropriateness of the inventory and to make modifications
accordingly. The inventory was given to the teachers with different fields of teaching because it is
intended to be answered by teachers with different backgrounds. The comments of both academicians
and teachers were somehow similar. According to their feedbacks and comments, some of the items
were modified while some were excluded as these items were not found closely related with
educational ideologies. They were stated as political ideologies rather than educational ideologies.
After this selection and shortening procedure, the total number of items in the inventory is 51,
including 7 Educational Fundamentalism; 9 Educational Intellectualism and Educational
Liberationism; 8 Educational Conservatism, Educational Anarchism and 10 Educational Liberalism
questions. Later, a pilot study was conducted with 52 primary, secondary and high school teachers. It
was found out that the study was reliable. The following tables present the reliability of the
educational ideologies inventory used in the pilot study.

Reliability Statistics for pilot study
Case Processing Summary

N %
Cases Valid 44 84,6
Excluded 8 15,4
Total 52 100,0

a. Listwise deletion based on all variables in the procedure.

Cronbach's Alpha N of Items
,748 51

The items in Teacher’s Receptivity to Change section were collected from an original survey
which explores teachers’ perceptions of and attitudes towards curriculum change, originally created
by McAttee & Punch (1979) and developed, adapted, and used by Waugh & Punch (1985, 1987, 1993)
and Lee (2004). In the adaptation process of the inventory, the researchers translated the inventory to
Turkish and it was cross-translated and back-translated by a group of experts. After the reliability of
translation had been assured, some modifications and exclusions were made in the translated survey
because there were some differences in the nature of original survey and the curriculum change in
Turkey. In addition, the survey was proofread by the same 11 experts who proofread the Educational
Ideologies Inventory. Thus, unclear items were clarified, the format of the survey was redesigned
according to their feedbacks and another section at which the participants can freely express their
ideas about the curriculum change has been added to the survey. The pilot study was employed to the
same 52 teachers. In the final draft of the survey, there were seven sections: Attitude Towards the New
Curriculum, Cost Benefit of the New Curriculum to the Teacher, Practicality of the New Curriculum
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in the Classroom, Support for Teacher in Teaching the New Curriculum, Feelings towards Previous
System Compared to the New Curriculum, General Behavior Intentions towards the New Curriculum,
Overall Feelings towards the New Curriculum.

Data Collection and Analysis

Questionnaires distributed to the teachers were analyzed by using descriptive and inferential
statistics. All responses to close-ended items were entered into SPSS for statistical analysis. Firstly, the
reliability of the educational ideology and teachers’ receptivity to system-wide change inventories
were calculated using Cronbach’s alpha and compared with the results of past studies. Secondly, the
data were explained descriptively by calculating the frequency, mean, and standard deviation,
kurtosis, and skewness values where necessary. Thirdly, the items in the questionnaire were examined
through Mann-Whitney U Test in order to determine whether or not the differences among teachers’
attitudes towards curriculum change and their perceptions of it correlated with their educational
ideologies. The reason for using Mann- Whitney U Test for the statistical analysis was that the results
of the test of normality tests revealed that the scores gathered from the teachers’ receptivity to system-
wide change section were not normally distributed. Thus, it required the use of non-parametric tests
in the study. The Mann Whitney U test was chosen among the non-parametric tests as the
independent variable, educational ideologies, is a categorical variable and the scores gathered from
the dependent variable, teacher receptivity to change, can be rank-ordered.

Results
Background Characteristics

This section indicated that 56,5% of the teachers participated in a new curriculum related in-
service training program after the curriculum change. This indicates that a significant number of
teachers did not participate in in-service training program at the time of data collection, which is
almost 4 years after the implementation of new curriculum programs. It can be inferred that this
variable may affect the classroom implementation of the programs. The inspection status of teachers
after the curriculum change showed that 67,9% of the teachers were inspected, whereas, 32,1% of them
were not inspected after the curriculum change. This indicates that 1/3 of teachers did not receive
feedback about their classroom implementations after the curriculum change.

Educational Ideologies

In the second part of the questionnaire, teachers were given 51 questions that identify their
educational ideologies. As Table 1 indicates the majority of teachers had educational liberalist

ideology.
Table 1
Distribution of Teachers in terms of their Educational Ideologies

Frequency Percent Valid Percent Cumulative Percent
Educational Liberalism 89 48,4 48,4 48,4
Educational Liberationism 55 29,9 29,9 78,3
Educational Fundamentalism 14 7,6 7,6 85,9
Educational Anarchism 8 43 43 90,2
Educational Intellectualism 2 1,1 1,1 91,3
Educational Conservatism 16 8,7 8,7 100,0
Total 184 100,0 100,0

17



Tuba Nur YILDIRIM YANILMAZ & Ercan KIRAZ

In the further analyses, these ideologies were grouped into two broad categories: educational
conservatism which is composed of educational fundamentalism, educational conservatism and
educational intellectualism; educational liberalism which includes educational liberalism, educational
liberationism and educational anarchism.

Table 2
Distribution of Teachers in terms of their General Educational Ideologies

Frequency Percent Valid Percent Cumulative Percent
Educational Liberalism 152 82,6 82,6 82,6
Educational Conservatism 32 17,4 17,4 100,0
Total 184 100,0 100,0

As Table 2 describes 82,6% of teachers had liberal educational ideologies, whereas, 17,4% of them
had conservative educational ideologies.

Teachers’ Receptivity to System-Wide Change

Teachers’ Attitude towards the New Curriculum. In this part, teachers were asked to respond 9
adjective pairs as a ten category semantic differential with the New Curriculum as the referent. The
adjective pairs are as follows: satisfactory/ unsatisfactory (s/u), worthless/ valuable (w/v), wise/ foolish
(w/f), permissive/ restrictive (p/r), good/ bad (g/b), intelligent/ absurd (i/a), effective/ ineffective (e/i),
necessary/unnecessary (n/u), and uncomplicated/ complicated (u/c). This part is responded by 176
teachers. The mean and median scores for each adjective pair are shown in below.

Table 3
Responses about Attitude towards the New Curriculum

S/U W/V W/F P/R G/B I/A E/I N/U u/C
Mean 5,60 5,96 6,27 6,42 6,10 5,94 5,90 6,42 6,12
Median 6,00 6,00 6,00 7,00 6,00 6,00 6,00 7,00 6,00
Minimum 1,00 1,00 1,00 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 10,00 10,00 10,00 10,00 10,00 10,00 10,00 10,00 10,00

As the table indicates the teachers are fully neither satisfied nor dissatisfied from the new
curriculum.

Cost Benefit of the New Curriculum to the Teacher

This subsection inquires about the teachers’ view on whether the new curriculum is cost beneficial
and worthwhile to implement in their classrooms. In this subsection, teachers responded to five
questions in four categories as “very much” (vm), “a little” (1), “not much” (nm) or “not at all” (na).
Table 4 presents the frequencies and percentages of the responses given to all questions in this
subsection.

Most of the teachers seem to have a balanced life between their school work and their life outside
the school. 75% of teachers thought that the new curriculum provides better classroom learning for
students as the Table 4 indicated. When the teachers weighed up the balance between the problems
generated by the new curriculum and its total benefits, it could be seen that more than 2/3 of teacher
thought that the new curriculum is worthwhile to implement in the classroom.
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Table 4
Teachers’ Views on the Cost-benefit of the New Curriculum

T E g g -
Item 'E g *_“5 i g
2 3 < 5 a
z >

Is new curriculum worthwhile when you weighed up the balance ~F % F % F % F % F %
between;
1- the work generated for you by the New Curriculum and your 7 38 29 158 101 549 47 255 184 100
satisfaction with teaching?
2- the work generated for you by the New Curriculum and your 13 71 40 21,7 95 51,6 36 196 184 100
life outside the school?
3- the work generated for you by the New Curriculum and better 7 38 39 212 84 457 54 293 184 100
student classroom learning?
4- all the problems generated for you by the New Curriculumand 7 49 41 223 92 500 42 22,8 184 100
its total benefits?
5- the responsibility for student assessment generated for you by 13 71 41 223 81 440 49 26,6 184 100

the New Curriculum and your work load?

Practicality of the New Curriculum Outline in the Classroom

This section asks questions to teachers about outlines of curriculum which is provided by MONE
and it also investigate how much these outlines suit their teaching styles. In this subsection, teachers
responded to seven questions in four categories. The findings indicate that the outlines of new
curriculum are compatible with the teaching styles of the teachers as 78,2% of the teachers stated this

openly.
Table 5
Teachers’ Views on the Practicality of the New Curriculum Outline

= 5 5
© 5 3 5 —
Item :r'f g ;‘5 g .g
2 3 < e C
Z >
1- Do the outlines of new curriculum suit your classroom teaching 13 71 27 147 86 46,7 58 31,5 184 100
style?
2- Do the outlines of new curriculum reflect your educational 13 71 48 261 85 462 38 20,7 184 100
philosophy?
3- Do the outlines of new curriculum provide a sufficient variety of 9 49 41 223 87 473 47 255 184 100
classroom learning experience?
4- Is the classroom content tuned to the needs of the students? 15 82 49 266 89 484 31 168 184 100
5- Are your students’ attitudes towards your classroom assessment 12 6,5 54 293 77 418 41 223 184 100
program positive?
6- Do the course outlines provide sufficient flexibility to help you 17 92 40 21,7 82 446 45 245 184 100
manage the day-to-day running of the classroom?
7- Are the resources in your subject area sufficient to implement 17 92 40 21,7 82 446 45 245 184 100

the course outline as stated?

School Support for the Teacher in Teaching New Curriculum

In this subsection, teachers responded to eleven items in four categories as “strongly agree” (sa),
“agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section gathers information about the
teachers’ views on the support provided to them in their schools about the new curriculum. The
frequencies and percentages of the responses for each item given to this subsection are presented in

the Table 6.
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Table 6
Support for teachers provided by the school and feelings towards the Previous System

=9 3 . =
50 = = o] o0 T
= oD &0 e ¢ S
Item g g 'g ED g Eo ﬁ
n A @) 93}
1- There are regular school meetings at which I can raise my 26 141 69 375 79 429 10 54 184 100
fears and apprehensions about the New Curriculum
2- There is a senior teacher to whom I can turn for advice related 31 168 67 364 73 397 13 71 184 100

to new curriculum problems

3- There is good general support whenever I have problems with 36 196 80 435 60 326 8 43 184 100
New Curriculum books, equipment etc.

4- There is at least one school person with whom I can talk about 13 71 41 223 108 587 22 12 184 100
any student problems in new curriculum

5- Problems about the New Curriculum can be solved informally 20 109 77 418 73 397 14 76 184 100
in general conversation at school

6- There are some problems with the New Curriculum that 11 6 49 266 94 51,1 30 16,3 184 100
cannot be solved through support at this school

7- Our principal at this school supports the New Curriculum 6 33 3 19 112 609 31 168 184 100
8- the senior teachers at our school supports the New 18 98 68 37 77 41,8 21 11,4 184 100
Curriculum

9- the majority of teachers at our school supports the New 16 87 74 402 70 38 24 13 184 100
Curriculum

10- At school meetings, the principal makes comments praising 8 43 49 26,6 100 543 27 14,7 184 100
the New Curriculum

11- At school meetings, the principal makes comments 15 82 88 478 71 386 10 54 184 100
criticizing the New Curriculum

This table shows that more than half of the teachers do not have another teacher who can help
about the problems in new curriculum. The third item in this section indicates that the support for the
successful implementation of the curriculum is not sufficient. 67% of teachers thought that some
problems cannot be solved informally by the support of the school. The support of the principal is
vital for the successful implementation of the new curriculum. The findings of the seventh, tenth and
eleventh items showed that 2/3 of teachers have the support of their principles at their schools. Only
half of the teachers thought that the other teachers at their schools support the new curriculum.
However, it can be expected that almost 80% of teachers support the new curriculum as they have
Liberal educational ideologies. Total mean and median scores calculated for the each question for this
subsection suggest that the median scores for the first, second, third, fifth and eleventh items in this
section are 2.00 (Disagree); whereas for the fourth, sixth, seventh, eighth, ninth and tenth items, the
median scores are 3.00 (Agree).

Feelings towards the Previous Curriculum Compared to the New Curriculum

In this subsection, teachers responded to six items in four categories as “strongly agree” (sa),
“agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section asks teachers to compare the
new curriculum with the previous one. This section is really important as the new curriculum holds a
completely new paradigm. The results of this section presented how the teachers conceive the new
curriculum when they compare it to the previous curriculum.
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Table 7
Teachers’ Feelings towards the Previous System Compared to the New Curriculum
[}
&
=% g v &
oh & 2 —_
Item g X &0 %o > .g
g 2 2 < £ =
n A @) S
—
73]
In comparison to the previous curriculum; F % F % F % F % F %
1- the New Curriculum provides for better student learning 16 87 44 239 90 489 34 185 184 100
2- the New Curriculum allows me to manage my classroom better 18 9,8 71 386 71 38,6 24 13 184 100
3- the New Curriculum provides more up-to-date content 5 27 27 147 117 636 35 19 184 100
4- the New Curriculum allows students to better match courses 7 38 46 25 98 533 33 179 184 100

with abilities and needs

5- the New Curriculum provides for more interesting experiences 7 38 40 21,7 101 549 36 196 184 100
for the students

6- the New Curriculum provides richer content 14 76 44 239 87 473 39 21,2 184 100

The finding of the first item in this section indicated that 79,4% of the teachers thought that the
new curriculum provides better student learning than the previous curriculum. The second item in
this section showed that 48,4% of the teachers experience classroom management problems while
implementing new curriculum. The finding of the third item presented that one of the aims of the new
curriculum is successfully achieved as 82,6% of the teachers think that the new curriculum is more up-
to-date. The forth item in this subsection inquired whether the teachers think that the new curriculum
is ‘responding the needs of the students’ which is also one of the main aims of the new curriculum.
The responses given to this item indicated that 71,2% of the teachers believed that the new curriculum
is responding the student needs better than the previous curriculum. Thus, the finding also indicated
that the paradigm shift from the old curriculum to new one is successful. The last two items of this
section indicated that most of the teachers considered the new curriculum more interesting and richer
content than the previous curriculum.

General Behavior Intentions towards the New Curriculum

In this subsection, teachers responded to six items in four categories as “strongly agree” (sa),
“agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section shows whether they are willing
to implement and support the new curriculum in various contexts or not. This is important because
their intentions of implementing or not implementing the new curriculum determine whether the
change process will be successful or not. As the Table 8 indicated almost 55% of the teachers would
openly and actively support the new curriculum.

However, when their educational ideologies were considered, 80% of the teachers was expected to
support the new curriculum as 80% of the teachers had the parallel educational ideologies with the
new curriculum. The percent of the teachers who could tell that the new curriculum was flexible;
hence supportable was 63,1. The sixth item in this section indicated that almost 2/3 of the teachers
could tell others that the new curriculum could be adapted to the needs and abilities of the teachers.

Teacher Participation in the New Curriculum

In this subsection, teachers responded to six items in four categories as “very much” (vm),
“somewhat” (sw), “not much” (nm) or “not at all” (na); however, the teachers responded to the last
item in three categories as “greater than I expected” (gte), “as I expected” (ae), “less than I expected”
(Ite). This section describes how the teachers evaluate themselves and their success while teaching the
new curriculum and assessing the student success in the new curriculum. The findings in this section
revealed that 77,7% of the teachers stated that they did not have influence in relation to teaching the
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Table 8
Teachers’ General Behavior Intentions towards the New Curriculum

> g Q o >

?D Iy = o) ?D 8 'T'g

Item g X » by g = 5

g2 Z < £ =

» A A n
In my behavior and communication with others; F % F % F % F % F %
1- I will probably oppose the New Curriculum 32 174 82 446 58 315 12 65 184 100
2- I will probably actively and openly support New Curriculum 14 76 69 375 73 397 28 152 184 100
3- I will probably praise New Curriculum 17 92 77 41,8 68 37 22 12 184 100
4- I will probably actively and openly resist New Curriculum 18 98 87 473 60 326 19 103 184 100

5- I will tell them that the New Curriculum is flexible and hence 15 82 53 288 91 495 25 136 184 100
supportable

6- I will tell them that the New Curriculum can be adapted to the 10 54 47 255 99 538 28 152 184 100
needs and abilities of students

new curriculum. 74,5% of the teachers did not consider themselves successful while assessing the
students achievement in the new curriculum. Almost 55% of teachers did not think that there was co-
ordination among teachers in relation to the new curriculum. The frequencies and percentages of the
responses for each item are represented in the following table.

Table 9
Teachers’” Conceptions of themselves in relation to their Success and their Authority in New Curriculum

E f: e c _
Item E % g :‘-f %
E‘ g B 5 =
> ) Z z
% F % F % F % F %
1- The influence that I have in relation to teaching the subject 3 1,6 38 207 117 636 26 141 184 100
matter is
2- My success in relation to assessing student achievement in 2 1,1 45 245 115 625 22 12 184 100
New Curriculum is
3- My success in relation to describing and reporting student 8 43 70 38 8 478 18 98 184 100
achievement in the New Curriculum is
4- My authority in relation to deciding subject matter to be 19 103 63 342 79 429 23 125 184 100

taught in New Curriculum is

5- My authority in relation to deciding assessment policyin New 10 54 58 315 94 51,1 22 12 184 100
Curriculum is

6- The co-ordination among teachers in relation to subject matter 22 12 60 326 93 505 9 49 184 100
is

The Effects of Educational Ideologies on Attitudes towards Curriculum Change

In this part, the relationship between teachers” educational ideologies and their attitudes towards
new curriculum are investigated. The independent variable, educational ideologies, include two main
levels which are composed of three subcategories each. The two main levels are general educational
conservatism and general educational liberalism. Three subcategories of educational conservatism are
educational fundamentalism, educational intellectualism and educational conservatism. Three
subcategories of general educational liberalism are educational liberalism, educational liberationism
and educational anarchism. The dependent variable, attitude towards new curriculum include two
levels: feelings towards the previous curriculum compared to the new curriculum and general
behavior intentions towards the new curriculum.
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Tests of normality were conducted for two levels of dependent variable, which are sections D and
E of Teachers’ Receptivity to System-Wide Change questionnaire according to the distribution of
teachers’ educational ideologies and it was observed that the total and mean scores of these sections
were not normally distributed. Thus, the analyses were conducted by using non-parametric tests. The
significance level was set at 0.05.

Relationship between Educational Ideologies and Feelings towards the Previous Curriculum
Compared to the New Curriculum

For the overall evaluation of this section, total and mean scores of the section D, which is
‘Teachers’ Feelings towards the Previous Curriculum Compared to the New Curriculum,” was
calculated and the results were compared to two main levels of educational ideologies. These results
were analyzed with Mann-Whitney U Test for the statistical significance. No significant mean
difference was found between the teachers with conservative educational ideologies and the teachers
with liberalist educational ideologies in their comparison of the new curriculum with the previous
curriculum p=.056, p>.05.

In this section When Mann-Whitney U Test was conducted for each item and it was seen that
there was statistical difference in the distribution of scores in the items 24 p=.002 and 27 p=.025. Item
number 24 investigates the teachers’ views on previous curriculum and new curriculum in terms of
better student learning. Item number 27 investigates that whether new curriculum allows students to
better match courses with abilities and needs. No significant difference was found in other items in
this section: item 25 p=.367, item 26 p=.433, item 28 p=.092 and item 29 p=.167.

Relationship between Ideologies and Teachers’ Intentions towards New Curriculum

In this section, the effect of educational ideologies on Teachers’ General Behavior Intentions was
analyzed. First, the mean and total scores in section E, which gathered data on the general behavior
intentions of teachers, were calculated and then they were compared to two main levels of educational
ideologies for the overall evaluation of this section. In the overall evaluation of this section, there was
found no significant difference in the distribution of scores p=.71.

In the item by item analysis of this section, there was also no significant relationship between
teachers’ educational ideologies and their general behavior intentions towards the new curriculum
which is an indicator of the teachers’ attitudes towards the new curriculum. The p values for each item
was calculated as p=.076 for item 30, p=.298 for item 31, p=.173 for item 32, p=.754 for item 33, p=.121
for item 34 and p=.695 for item 35.

The Relationship between Teachers’ Attitudes towards New Curriculum and their Teaching
Experience

In this part, it was tried to be find out if there was a significant relationship between teachers’
attitudes towards new curriculum and their teaching experience. In order to analyze the data, the
teachers were grouped into three categories in terms of their teaching experience: teachers with 1-5
years of experience, 6-9 years of experience and 10 years or more. The mean scores of sections D,
Feelings towards the Previous Curriculum compared to the New Curriculum; and E, General
Behavior Intentions towards the New Curriculum were compared to teachers’ experiences. As there
were three levels of experience. Kruskal-Wallis Test was conducted to analyze the data. No significant
relationship was found in the analysis between these sections and the teachers’ experience p= .49 for
section D and p=.796 for section E.
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Discussion

This study attempted to shed light on some issues about the acceptance of curriculum change in
education. The factors that have been affecting the change process have been argued for a long time
and many factors have been reported as the reasons of resistance to change. The most common
reasons supported by the previous studies are top-down nature of change (Fullan, 1990), lack of
knowledge, sources or skills to implement the curriculum (Greenberg & Baron, 2000) and the teachers’
resistance (Broadfoot& Osborn, 2003; Credaro, 2006; Fullan, Hargreaves, 1998; McNess, 1990; Lee et
al.,2004; Waugh &Punch, 1985). In the case of curriculum change, among these reasons, teacher
resistance is considered as one of the most important as the teachers are the ones who determines
what goes on in the classroom. However, when the teacher resistance is considered, it can be seen that
it does not stem from only one reason. There are usually reasons or conditions which interact with
other conditions or reasons in the change process apart from the personal differences. Thus,
curriculum change can be more arduous to take place when compared to other kind of changes in the
field of education as it involves the human factors as well as social and economic factors. Because of
these reasons, finding out the variables that affect the teachers’ perceptions towards change is not
easy. In this aspect, the question is what makes some people adopt the change more easily than the
other people.

In previous studies, many factors are listed as the reasons for the teacher resistance. For instance,
teachers may feel challenged by the new curriculum or they may see it as threats to their personal
expertise (Evans, 1996; Fullan, 2001b; Greenberg & Baron, 2000). They may have lack of knowledge or
resources (Greenberg & Baron, 2000) to successfully implement the new program. However, all these
factors that are counted as the reasons for teacher resistance are usually specific to certain conditions
or environments and all these reasons can be solved through several need analysis, but what if there
are some factors which are innate and unsolvable in nature in the change process as stated by Fullan
(2001a).

In this study, educational ideologies were tested as a factor affecting the teachers’ perceptions
towards change since educational ideologies cover the issues of both human and social change
processes as well as being unique to each person. Thus, they may not be changed easily and they may
not be determined at first glance.

Educational ideologies are categorized in two broad groups: the general conservative educational
ideologies and the general liberal ones. In both ideologies, fulfilling the one’s full potential has the
utmost importance. Happiness is only possible by reaching this potential. However, the means,
beliefs, truths and values to reach happiness are different in two ideologies. In most basic terms,
conservative ideology view that fulfilling the one’s potential is only possible through dedication to
some absolute reality such as God, natural law, wisdom of past, tradition; on the contrary, liberal
ideology puts the human experience in the center to be able to fulfill the one’s fullest potential and it
believes that man is the source of all knowledge (O’Neill, 1990). In the context of education, these
ideologies differentiate people’s beliefs about the nature of education. Thus, it changes the practice in
education.

This study showed that the teachers with liberal educational ideologies believe that new
curriculum provides better student learning and it allows better student-course match when
compared to the previous curriculum. However, no relationship was found between educational
ideology and teachers’ perceptions of the new curriculum or attitudes towards it in the rest of the
comparisons. This indicates that teachers, irrespective of their educational ideology, mostly share the
same attitudes or views about the new curriculum although it has been developed on the basis of
liberal educational ideology.
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It was also analyzed that if there was a difference between experienced and less experienced
teachers in their attitudes towards and perceptions of new curriculum. As new curriculum has liberal
basis and requires the inclusion of educational technologies along with the use of up-to-date materials,
it was assumed that less experienced teachers were more familiar with these; thus, they welcome new
curriculum more easily than the experienced teachers. However, unlike the study of Ozel et al. (2007),
no significant difference was found among the teachers with 1-5, 6-10 and 11 or more years of teaching
experience. In the analysis of gender differences, it was observed that there was no significant
relationship between male and female teachers in their perceptions of new curriculum. However, a
significant relationship was found in terms of their attitudes towards new curriculum in favor of male
teachers. They indicated that they will openly support the new curriculum. However, Ozel et al. (2007)
found out that female teachers stated more positive opinions on the about the reasons for the change
in curriculum than the males.

In the study, one of the striking results was that 82,6% of teachers had liberal educational ideology
which was compatible with the approach of the new curriculum. However, when attitudes and
perceptions of teachers with liberal educational ideologies were compared to the teachers with
conservative educational ideologies, it was observed that there was small significant difference in their
perceptions of the curriculum change and there was no significant difference in their attitudes
towards it. The reason or reasons for this finding is worth investigating further. Because some of the
responses given by teachers via open ended questions indicated that teachers sometimes demonstrate
supportive behavior even though they do not believe in the new curriculum. The reasons for this

1

would be many but some of them were very conspicuous. “...Love it or leave it” belief was one of
them. Teachers knew that being opponent to the new curriculum would not end up with anything in
favor of them. Another point of view was about centralized system. Because, teachers considered that
resistance to the new curriculum is an exhausted process and it is difficult to broadcast the voice in the
hierarchy of the centralized system. Open ended responses underlined the fact that some of the
teachers’ attitudes and beliefs were not negative. However, the reason for this would be having a

belief of irreparableness and believing in incurability of the new curriculum.

The study showed that most of the teachers (%80,6) have liberal educational ideologies; that is,
they are willing to adopt a more open and student-centered education, focusing on scientific problem-
solving and critical thinking skills which are also the characteristics of the new curriculum. However,
this finding was only gathered through quantitative methods and it only presented how teachers
viewed themselves. Although they may have liberal educational ideologies; in their classroom
practices, they may follow conservative way of teaching and classroom control methods. Thus, if some
qualitative studies are conducted along with quantitative data, this might strengthen the findings.

Some detailed need analysis would be effective in order to fully understand what the teachers
need to successfully implement the new curriculum since this study pointed out that most of the
teachers lacked some basic needs for successful implementation such as in-service training programs
or resources at the time of the data gathered. After solving infrastructure problems such as providing
materials, improving physical environments of the schools, conducting some further studies to gain
more insight in educational ideologies and adoption of curriculum change can be more solid in the
process of adopting new curriculum programs.
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Okul Psikolojik Danismanlari icin Bir Arac: Kariyer
Yelkenlisi Modeli

Fidan KORKUT OWEN *

Oz: Bu makalenin amaci, Kariyer Yelkenlisi Modelinin (KYM)  tamtilmasi ve bu model hakkinda bir odak grup
aracilig: ile elde edilen bulgularin paylasiimasidir. KYM, kariyer gelisimi ve segimi etkileyen etmenleri, bireysel,
sosyal, yasal/sistemle ilgili etmenler ve sans olarak dort biiyiik grupta ele alarak bu 6zelliklerin etkilesiminin bir bireyin
kariyer karari verme siireci iizerinde etkili oldugunu iddia etmektedir. Model okul psikolojik danigmanlarimn
ogrencilerle test disi/niteliksel teknikler kullanarak uygulamasina dayalidir. Psikolojik danisma ve rehberlik alaninda
tiglincli sirufta 6grenci olan ve mesleki rehberlik uygulamasi dersi alan 12 goniillii 6grenci ile odak grup calismasi
yapilarak modelle ilgili goriisleri alinmustir. Ayrica bir degerlendirme formunun da dolduruldugu ¢alismada modelin
anlagilabilir, sans etmenini fark ettirici ve hoslanilabilir, olduguna iliskin sonuglar elde edilmis ve okullarda
uygulanabilecegi tartistlmistir.

Anahtar Sozciikler: Kariyer Yelkenlisi Modeli, kariyer karar1 verme, niteliksel degerlendirme

Career Sailboat Model: A Tool For School Counselors

Abstract:  Purpose of this article is to introduce The Career Sailboat Model (CSM) and to share some new ideas about
the model was taken via focus group study. CSM was created to enhance the process of career decision-making which
emerges with four dimensions (individual, social, legal-system related and chance) and the interaction among them.
The model easily permits the use of informal/qualitative assessment instruments school counselors with students. Data
was collected from 12 third year psychological counseling and guidance students who took career counseling
practicum. Using focus group technique group discussed about model. At the same time it was given to participants an
evaluation form about model. According to focus group discussion and evaluation form, group found the CSM
understandable, enjoyable, and useful in the process of career decision-making.

Keywords: The Career Sailboat Model, career decision-making, qualitative assessment

Kariyer/mesleki gelisimi yasam boyu siiren bir siirectir. Pek ¢ok kurum, o6zellikle okullar bu
anlamda biiyiik 6neme sahiptirler. Bazi bireyler kariyer seciminde sistemli bir yol izlerler; bazilar1 ise
hangi egitime ya da meslege yonelecekleri konusunda yardima gereksinim duyarlar. Okullarda
calisan psikolojik danmigsmanlardan beklenen hizmetlerden birisi de gereksinim duyan 6grencilere
kariyer gelisimleri konusunda hizmet sunmaktir. Milli Egitim Bakanlig1 (MEB) Rehberlik ve Psikolojik
Danisma Hizmetleri Yonetmeligi'nin (MEB, Mevzuat, 2009) sekizinci maddesinde egitim siirecinde
her 6grenciye; mesleki tercih yapmasi, kendine uygun meslege yonelmesi, is yasamina ve meslege
hazirlanmasi igin gerekli rehberlik ve psikolojik danisma hizmetleri verilmesinden s6z etmektedir.
Okullarda psikolojik danigsma ve rehberlik (PDR) hizmetleri bireysel/sosyal, egitsel ve mesleki olarak
yerine yetirilse de okul psikolojik danismanlari, okullarda daha ¢ok egitsel ve mesleki rehberlik
hizmetlerini sunmaktadirlar (Ultanir, 2005)

Kariyer gelisimini hizlandirmak ic¢in okul psikolojik danismanlarin yapabilecekleri su sekilde
listelenebilir: Ogrencilere is diinyasi ile ilgili aragtirma yapabilmeleri icin yollar gostermek; kariyer
kararlar1 verebilmeleri i¢in gerekli bilgileri onlara ulastirmak; gelecekteki kariyerlerinde basarili
olmalar1 icin onlara stratejiler saglamak; Ogrencileri kendi Ozellikleri ile egitim ve is diinyasi
arasindaki iligkileri gorebilmeleri konusunda bilgilendirmek; yasam boyunca okuldan ise, isten ise
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basarili gegis icin destek saglamak. Bu amacla da bireyin kendisini ve tiist egitim kurumlarinin ve is
diinyasin1 tamimast ardindan bir hedef belirleyerek/karar vererek kariyer plani yapmasi
beklenmektedir. Bireylere bu siirecte yardimci olabilmek igin gelistirilen kuramlar ve modeller
bulunmaktadir. Ulusal Kariyer Gelisimi Dernegi (National Career Development Association-NCDA,
2009) tarafindan belirlenen kariyer psikolojik danismanlig: ile ilgili yeterlikler arasinda bireylerin
kariyer gelisimini anlamak ve gelistirmekle ile ilgili kuramlardan ve modellerden haberdar olma ve
kullanabilme de yer almaktadir. Kariyer psikolojik danismanlig: ile ilgili modeller daha ¢ok bu
hizmeti verirken yol gosterici bir rol oynamaktadir. Yurtdisinda 6zellikle Amerika’da (6rn., CAREER
model, Hansen, 1996) , Kanada’da (6rn., CareerScope, Amundson, Poehnell ve Pattern, 2005) ve
Avustralya’da (6rn., DOTS: A career-planning model, Monash University, 2015) bu konuda
gelistirilmis baz1 modeller bulunmaktadir. Tiirkiye’de de bu amagla gelistirilmis Kariyer Yelkenlisi
Modeli (Korkut-Owen, Agikel, Arici, Cag, Demirtas, Emir ve arkadaslari, 2010) adinda bir model
bulunmaktadr.

Bu makalenin amagclarindan biri psikolojik danismanlarin kariyer psikolojik danismasi/ mesleki
rehberlik yaparken kullanabilecekleri Kariyer Yelkenlisi Modeli'ni (KYM) tanitmaktir. Makalenin
ikinci amaci ise modelin psikolojik danisman adaylar: tarafindan nasil degerlendirildigini ortaya
koymak ve modeli daha da gelistirmek igcin bdyle bir grupla yapilan odak grup goriismesinin
sonuglarini paylasmaktir. O nedenle 6nce kariyer se¢ciminin 6nemi ve kariyer sec¢imini etkileyen
etmenlerden s6z edip ardindan model tanitilmis ve modeli uygularken kullamlabilecek test disi
tekniklerle ilgili bilgiler verilmistir. Ardindan yapilan odak ¢alismasinin sonuglar1 paylasilmistir.

Kariyer Se¢imi

Secilen kariyer bireyin kendisini algilama bi¢imini, kendini ifade etme yollarini, gelir diizeyini,
sosyal statiisiinii, 6zel yasamini, sosyal iliskilerini, zamani kullanma bi¢imini, isten ve yasamdan
alacagr doyumu ve daha bir dizi 6zelligi etkilemektedir. Kariyer secim kararlarinin kariyerle ilgili
gelecek, psikolojik iyi olus, saglik ve sosyal kabul konularinda yasam boyu 6nemli olabilecek
sonuglar1 oldugu diislintince alinan kararin 6nemi de ortaya ¢ikmaktadir (Korkut- Owen, 2008). Bu
kararlar elbette kosullara gore degistirilebildiginde daha saglikli olmaktadir.

Kariyer segimlerini etkileyen etmenler ¢ok sayidadir ve herkes tarafindan kabul edilebilecek
gecerli bir listesi heniiz yapilamamustir. Farkli kuramlar ve modeller farkli etmenleri
vurgulamaktadirlar. Onceleri genel etmenlerden soz edilirken son yillarda ¢ok etmenli ve etkilesimli
aciklamalar yapilmaya baslamistir. Bandura, Barbaranelli, Caprara ve Pastorelli, (2001) kariyer
se¢iminin birey, ¢evre ve davranis li¢liisiiniin etkilesiminin, dolayisiyla bireyin yasam baglami, kisisel
yetenekler ve egitimsel ge¢mis/basarisinin etkilesiminin sonucu oldugunu belirtmektedirler. Savickas
(1991) ise bireyin kariyer seciminin onun ilgileri, yetenekleri, degerleri, ailesi, kiiltiirii ve cevresi
tarafindan etkilendigini sdylemektedir. Bu etkilesimleri daha biitiinciil olarak ele alan kuramlardan
birisi Sosyal Biligsel Kariyer Kuramidir (SBKK). S6z konusu kuram Holland, Super gibi kuramcilardan
goriiglerinden ve Bandura’nin Sosyal Biligsel Ogrenme Kuramindan etkilenerek Lent, Brown ve
Hackett (1994) tarafindan olusturulmustur. SBKK, kariyer se¢iminin bireyin 6z yeterligi, sonug
beklentileri ve hedefleri belirleyip sunmasimin etkilesimine bagh oldugunu belirtmektedirler. Bu
etkilesimleri biitiinciil olarak ele alan ve meta kuramsal bir ¢alisma olan Sistemler Kurami Cerceve
Calismasi’'nda Patton ve McMahon, (2006), daha ¢ok kariyer gelisim kuramlarinin pozitivist ve
yapilandirmact olanlarinin katkilarimi birlestirmeye amaglamiglardir. Bu ¢alismaya gore kariyer
gelisimini etkileyen etmenler asagidaki gibi 6zetlenmektedir. Bireysel sistem; cinsiyet, degerler, saglik,
ilgi, inanglar, kisilik, calisma diinyasina iliskin bilgiler, yas, kendilik algisi, fiziksel kapasite, etnik
durum gibi bir dizi 6zellikten olusmaktadir. Sosyal sistem; aile, akranlar, egitim kurumlari, medya,
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calisma yerleri, toplumdaki gruplar gibi —sosyal yapilardan olusmaktadir. Cevresel-toplumsal sistem
ise; politik kararlar, tarihsel egilimler, is diinyasi, cografi kosullar, sosyo-ekonomik diizey,
kiiresellesme ve benzeri Ogelerden olusmaktadir. Bu etmenlere sans etmenlerini ekleyen Korkut-
Owen (2008) kariyer gelisimi ve secimi etkileyen etmenleri, bireysel, sosyal, yasal/sistemle ilgili
etmenler ve sans olarak dort biiylik grupta ele almaktadir. Aslinda bu 6zelliklerin etkilesimi bir
bireyin kariyer se¢imi iizerinde etkili olmaktadir. Bu etmenlerin bazilar1 baz1 bireylerde daha baskin
bir role sahip olsa da siklikla bu etmelerin siire¢ icindeki etkilesimleri bireyin karar verisinde
belirleyici olmaktadir.

Bireysel etmenler. Kariyer se¢ciminde bireyin ilgi, yetenek, deger, amag, beklenti, akademik basari,
kisilik Ozellikleri, cinsiyet, fiziksel Ozellikler, bireyin kendisi ve mesleklerle ilgili algilamalari,
deneyimleri, kariyer olgunlugu, 6z yeterlik gibi 6zellikleri son derece belirleyici bir rol oynamaktadir.
Korkut-Owen, Kepir, Ozdemir, Ulas ve Yilmaz (2012) tarafindan yapilan calismada {iniversite
ogrencilerinin okuduklar1 boliimleri se¢me nedenlerinin en iistinde meslege duyulan ilgi,
liniversiteye giris sinav puaninin okunan boliime yetmesi, secilen alanin kisilik 6zelliklerine uygun
olmasi ve is bulma olanaginin yiiksek olmas: yer almaktadir. Bu nedenlerden birinci ve {iglinciisii
bireysel etmenler iginde yer almaktadir. Tataroglu, Ozgen ve Alkan (2011) tarafindan matematik
ogretmenligi bolimiinii kazanan Ogretmen adaylari ile yapilan c¢alismada Ogretmen adaylarinin
nerdeyse yarisinin bu boliimii alana duyduklar ilgi nedeniyle sectikleri, yaklasik beste birinin
puanlari diger tercihlerine yetmedigi icin sectikleri goriilmiistiir.

Sosyal etmenler. Aile, kiiltiir, gelenekler, toplumsal cinsiyet, medya gibi kariyer secimini
etkileyen etmenler bu grupta ele alinmaktadir. Sosyolojik yan1 kadar psikolojik boyutlar: da olan bu
etmenlerden oncelikle ailesel etmenler tizerinde durulmaktadir. Korkut-Owen, Kepir, Ozdemir, Ulas
ve Yilmaz (2012) tarafindan yapilan ¢alismada sosyal etmenlerin boliim se¢mede orta siralarda etkili
oldugu bulunmustur. Kiz 6grencilerin, erkek 6grencilere gore boliim se¢me konusunda ailelerinden
daha fazla etkilendikleri ve segilen boliimiin cinsiyete uygunluguna daha fazla 6nem verdikleri
bulunmustur. Hemsirelik boliimiinde okuyan ogrencilerle Tung, Akansel ve Ozdemir (2007)
tarafindan yapilan bir arastirmada dgrencilerin {igte birinin sosyal bir etmen olan yakin gevre ve
aileleri tarafindan meslege yonlendirildikleri bulunmustur. Clutter (2010) bireyin kariyer secimi
tizerinde en gliclii etmenin ailesi oldugunu belirtmektedir. Tiirkiye’de yapilan ¢alismalar da, ailenin
sosyo ekonomik diizeyine gore yapilan kariyer segimin degistigini gostermektedir. Ornegin egitim
fakiiltelerine yonelenlerin ¢ogunun orta sosyo-ekonomik diizeye sahip olduklari bulunmustur
(Akbayir, 2003; Erden, 1995). Bahar (2002) da Iktisadi ve Idari Bilimler Fakiiltesi (IIBF), Egitim
Fakiiltesi ve Tip Fakiiltesi 6grencileri ile yaptig1 arastirmasinda benzer sonuglara ulasmis ve IiBF
ogrencilerinin daha ¢ok yiiksek sosyo-ekonomik diizeyden geldigini bulmustur. Bu bulgular
Ogrencilerin farkli sosyo-ekonomik diizeyleri olan ailelerden gelmeleri ile sectikleri fakiilteler arasinda
iligki oldugunu gostermektedir.

Politik, ekonomik, yasal ve sisteme iligkin 6zellikler. Iginde yasanilan toplumun politik yapisi,
yonetim bicimi, yasalar, egitim sistemi, egitime (6rn. Yiiksekogretime Gegis Sinavi, Lisansa
Yerlestirme Smavi, Akademik Personel ve Lisansiistii Egitimi Giris Sinavi gibi) ve ise gecisle ilgili
smavlar (6rn.,, Kamu Personel Se¢me Sinavi) , is bulma olanaklari, is piyasasi, ekonomik kosullari
kadar bireyin karar vermek durumunda oldugu zamana dek alinan yasal kararlar, egitim kurumlarina
ya da ise girmeyle ilgili politikalar, sinavlar da kariyer secimini etkileyebilmektedir. Bu tiir bilgilere
kitaplardan, bireylerden, gazetelerden erisilebilecegi gibi {iniversitelerin Internet sayfalarindan,
Tiirkiye Is Kurumu (ISKUR), Tiirkiye Istatistik Kurumu (TUIK), Ol¢me, Secme ve yerlestirme
Merkezi (OSYM) gibi resmi kurumlarin Internet sayfalarin edinmek de miimkiindiir. . Korkut-Owen,
Kepir, Ozdemir, Ulas ve Yilmaz (2012) tarafindan yapilan calismadan elde edilen diger bir sonuca
gore alinan puanin bu boliime yetmesi ve is bulma olanaginin yiiksekligi tiniversite 6grencilerinin
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boliim secme nedenleri arasinda ikinci ve doérdiincii neden olarak bulunmustur. Ozsoy, Ozsoy,
Ozkara ve Memis (2010) tarafindan gerceklestirilen bir c¢alismanin bulgularina gore; 6gretmen
adaylarinin yarisindan fazlasi boliimii se¢me nedenini puanlarmin bu béliime yetmesi olarak
gostermektedir. Tataroglu, Ozgen ve Alkan (2011) tarafindan yapilan calismada ise matematik
o0gretmenligi adaylarinin yaklasik beste birinin boltimlerini puanlar1 bu boliime yettigi igin sectiklerini
ifade etmektedirler. Sonug olarak sisteme iligkin etmenler béliim se¢mede 6nemli rol oynamaktadir.

Sans: Bazen kariyer tercihleri bireyin 6zel secimlerinden ¢ok kosullara ve firsatlara dayali olabilir.
Kariyer se¢imini etkileyen etmenlerden birisi de kontrol edilemeyen, beklenmeyen olaylar,
umulmadik karsilasmalar, dogal olaylar (yangin, sel, deprem vb.), savaslar, kazalar/hastaliklar, son
anda degisen yasal kosullar, diinya ya da iilke ekonomisinde olugsan egilimler, ekonomik ya da
politik krizler gibi sans etmenleridir. Universite ogrencileriyle yapilan bir ¢alismada 6grencilerin %
6’st kismi1 boliim se¢iminde sans etmeninin 6nemli oldugunu belirtmislerdir (Korkut-Owen, Kepir,
Ozdemir, Ulas ve Yilmaz, 2012).

Aslinda bu etmenlerin hepsi bireyin kendisini tanimas, iilkesindeki sosyal etmenlerin, sistemle
ilgili olarak egitim ve is olanaklarinin farkinda olmasi ve sans etmenini de dikkate almasi gerektigiyle
de ilgilidir. Bireyin bu etmenleri géz 6niine alarak kariyer kararina varmasi ve kariyer plan1 yapmasi
beklenmektedir.

Kariyer planlama sadece 6grencilikte olmayip siirekli 6grenilen ve gelistirilen, yasam boyu siiren
bir siirectir. Kariyer planlamanin bireylerin kendilerini olumlu ve olumsuz yanlariyla ilgili isabetli
bicimde diisiinmelerini saglama, gelecegi kolay bir sekilde formiile etme ve diizenleme, istenilen
amaca ulasmak igin bireyi yonlendirme ve giidiileme gibi farkli yararlar1 vardir. Kariyer plani
yapmada 6nemli olan unsurlari farkli bicimlerde belirtenler olsa da temel olarak {i¢ unsur oldugu
distiniilmektedir. Kendini kegif: Bireyin kendi 6zelliklerini kesfetmesiyle ilgili boyuttur. Egitim/is
olasiliklarini arastirma: Bireyin, kendisinin, ailesinin, i¢inde yasadig1 toplumun 6zelliklerini dikkate
alarak egitim ve is olanaklarini 6grenmesiyle ilgili boyuttur. Karar verme ve hedef olusturma: Bu
unsur, ilk iki boyuttan elde ettigi bilgilere dayali olarak bireyin karar vermesi ve hedef olusturmasi ile
ilgilidir. Bu boyutta birey alacagi kararin olumlu ve olumsuz yanlarini degerlendirmek
durumundadir. Karar verme, aslinda, bir dizi secenek arasindan her bir secenegin getirebilecegi
olumlu sonuglar: (faydalar) ve olumsuz sonuglar1 (maliyet ya da zarar) karsilastirmak suretiyle bir
secenegi bilingli olarak tercih etmektir. Bu siire¢ her zaman akilc1 ya da planli olmayabilir. Bazen de
bireyler kariyer konusunda kararsizlik yasayabilir ve bu siireci rahat atlatamayabilirler. Karar aldiktan
sonra bireyin aldig1 karara dayali olan bir hedef belirlemesi beklenir. Hedef olusturduktan sonra
egitsel ve kariyer planlamasina gecilebilir. Egitsel ve kariyer planlamasi, bireyin hedef olarak ortaya
koydugu egitime ya da meslege ulasmak icin yapmasi gerekenlerle ilgilidir. Bireyin kisa ve uzun
vadeli hedeflerini belirlemesi, karar verme siirecinin bir parcasidir. Hedeflerin yazilmasi daha fazla ise
yararsa da bazen bunlarin diisiiniilmeleri ve dile getirilmeleri de yetebilir. Iyi bir hedefin
ozelliklerinin basit, aninda harekete gecirilebilir ve istenir, gerceklestirilebilir, 6lgiilebilir ve kontrol
edilebilir olmas1 gerekmektedir (Wulbolding, 1998). O nedenle plan yapilirken hedefin bu 6zelliklere
uygunlugunun test edilmesi 6nemlidir.

Kariyer Yelkenlisi Modeli

Kariyer planlamada yardimc olabilecek yurt disinda gelistirilmis modeller olsa da Tiirkiye'de
gelistirilmis bir modele rastlanmadig1 icin bir model gelistirmenin anlaml olacag: diisiiniilmiis ve
Korkut-Owen ve arkadasglar: tarafindan 2010 yilindan itibaren KYM gelistirilmeye baglanmistir. KYM,
kariyer se¢imi etkileyen bireysel, sosyal, politik, ekonomik, yasal ve sisteme iliskin 6zellikler ve sans
etmenlerine temellendirilerek gelistirilmistir. Model, bireyin 6nce kendini ve firsatlarini kesfederek
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kariyer hedeflerini belirlemesi ve kararlar alabilmesi siirecini ele almaktadir. Modelde kariyer segme
siireci, metaforik olarak rotasini belirlemeye c¢alisan ve bu rotada ilerlemek isteyen bir yelkenlinin
yolculuguna benzetilmektedir. Bireylerin kariyer yolculuklarinin yoniinii belirleyen 6nemli
etkenlerden olan bireysel dzellikleri kariyer yelkenlisinin govdesi bigiminde sembollestirilmistir. Kariyer
secimi ve Kkariyer gelisimi etkileyen etmenlerin ikincisi olan sosyal dzellikler modelde, kariyer
yelkenlisinin bir yelkeni ile temsil edilmektedir. Yelkenlinin ikinci yelkeni de politik, ekonomik, yasal ve
sisteme iligkin (sistemik) ozellikleri simgelemektedir. Yelkenlinin hareket etmesi icin gereken; ancak
kontrol edilemeyen ve 6n goriilemeyen riizgar ve dalga etkisi, yadsinmamasi gereken bir etmeni,
baska degisle sans1 temsil etmektedir.

Modelde dort boyut ve onlarin etkilesimleri cercevesinde karar verme siiregleri de dikkate
alinmaktadir. Kariyer danismanliginin kendini tanima, egitimsel ve kariyer olanaklarmmin farkina
varma ve Kkariyer planlamasi bi¢imindeki tiim asamalar1 bu modelde yer almaktadir. KYM,
yapilandirmaci goriislerde savunuldugu gibi bireylerin kendi hikayelerini olusturarak gitmeyi
istedikleri limani belirlemelerini saglamaya dayali tekniklerle zenginlestirilmistir.  Psikolojik
danismanlar her boyut i¢in onceden gelistirilmis test disi teknikleri kullanabilir ya da kendileri
kosullara gore etkinlik gelistirebilirler.

Sekil 1: Kariyer Yelkenlisi Modeli (Korkut-Owen ve ark., 2010).

Model gelistirilirken, bir dizi kuram, model ve yaklasimdan esinlenilmistir. Bunlardan ilki Patton
ve McMahon (2006) tarafindan gelistirilen Sistern Kurami'dir. Sistem kurami Bronfenbrenner’in (1994)
ekolojik bakis agisina dayanarak olusturulmus ve kariyer gelisimini etkileyen etmenler, bireysel,
sosyal ve cevresel-toplumsal sistemler olarak tanimlanmistir. KYM gelistirilirken bu ayrimlardan
yararlanilmistir. Yine Bronfenbrenner'in (1994) bireylerin kisileraras: iliskiler ve daha genis bir
sosyoiikiiltiirel diizeylerde yer alan pek ¢ok etmene dayali olarak gelistirdigini vurgulayan ekolojik
bakis agisindan yararlanan Cook, Heppner ve O’Brien’in (2002) kariyer gelisimiyle ilgili goriisleri de
model olusum siirecinde etkili olmustur. Modelin olusturulma asamasinda Mitchell, Levin ve
Krumboltz (1999) tarafindan onerilen Planlanmis Sans Kurami’mn (Planned Happenstance Theory) sans
ile ilgili goriislerinden de yararlamilmistir. Planlanmis $ans Kurami'na gore bireyler kariyer segimleri
ve kariyer yasamlari boyunca farkli planlamamis yasam olaylarindan ve durumlarindan
etkilenmektedirler. Bireylerin ¢evredeki kariyer firsatlarina acgik olmalar1 mesaji veren kuramin bu
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yani1 KYM gelistirilirken sans etmeni olarak ele alinmistir.  Mesleki Teleskop Modeli (Amundson,
Poehnell ve Pattern, 2005), KYM'nin olusturulmasi siirecinde en etkili olan modeldir. Model bir teker
diyagrami aracilig: ile bir dizi alistirma yaptirarak bireylerin kisisel ve is diinyasina iliskin bilgileri
organize etmesine yardimci olmaktadir. Patton (2005), yapilandirmaci bakis agisindan bakildiginda
bireyin kariyerle ilgili yeterliliklerini gelistirmesinin sadece kendisiyle, i¢ diinyasiyla ve baglamla ilgili
bilgilerini siralamasi gibi bilissel bir etkinlikten ¢ok daha fazlasi oldugunu belirtmektedir.
Yapilandirmact yaklasim, ¢oklu anlamlarin ve gerceklerin olduguna inanmaktadir (Niles ve Harris-
Bowlsbey, 2013). Dolayisiyla birey bilgileri islerken kendine uygun olan bilgi ve becerilere gore
yapilandirmaktadir. KYM’de de bireyin kendisi, is diinyast ve yasam alanina iliskin bilgilerini
islemesi, kendi Oykiislinii yazmasi ve ona gore ulasacagi ‘liman’lar1 belirlemesini kolaylastirmak
planlanmaktadir. Bu amagla test dis1 teknikler kullanilmaktadr.

Test Dis1 Teknikler

Psikolojik danisma ve rehberlik alanindaki degerlendirmeler, teste dayali, (nicel -formal) ve test
dis1 (nitel - informal) degerlendirmeler olarak gruplanmaktadir. Her iki tiir degerlendirmenin de
gliclii ve zayif yanlar1 vardir. Psikolojik danisma ve rehberlik hizmetlerinde hem test verilmesini
daha fazla tnemseyen modern yaklagsimlara hem de test digi teknikleri de kullanmak gerektigini
soyleyen post modern yaklasimlara dengeli olarak yer vermek ¢ok 6nemli goriinmektedir (Korkut-
Owen ve Niles, 2011). Bu model yapilandirmaci yaklasimlara dayandirildig: icin daha ¢ok test disi,
nitel (informal) degerlendirmelere yer verilmektedir. Brott'in (2004) yapilandirmaci yaklasimlar
olarak adlandirdigit bu teknikler niteliksel degerlendirmeler olarak da anilmaktadir.
Ogrencilerin/danisanlarin 6zelliklerine ve gereksinimlerine gore test disi tekniklerin kullanilmasi daha
etkili olmaktadir. Bu teknikler, degerlendirme etkinliklerinin degisme siirecinin disinda olmamas:
onun yerine dgrencilerin/danisanlarin kendilerini kesfetmeleri ve bazi konularda bilgilendirilmelerine
yol acgacak bicimde danisma siirecinin iginde harmanlanmis olarak yer almalarinin daha iyi oldugu
(Drum, 1992) goriisiiyle oOrtiismektedir. Niteliksel ya da test disi teknikler, uzmana dayali
degerlendirmeler yerine danisan ve danismanin igbirligi icinde oldugu bir degerlendirme firsati
vermektedir. Boylece geleneksel yaklasimdaki dogrusal bakis, daha agik deyisle “testi ver ve sonucu
sOyle” bakis acis1 yerine siire¢ daha 6nemli hale gelmektedir. Bu tip degerlendirmeler aracilig: ile
birey ve damisman daha esnek bir iletisime gecebilmekte ve danisan bireysel Oykiisiinii kolaylikla
anlatabilmektedir (Savickas, 1993). Bu nedenle kariyer psikolojik danismanhiginda test dig1 / niteliksel
tekniklerin kullanilmasinin kuramsal temelini tartisarak bu teknikleri aciklayan kaynaklara
(McMahon ve Patton, 2002) rastlanmaktadir.

Bu teknikleri kullanmanin avantajlari arasinda bireyin kendisini kesfetmeye yol ag¢mas,
kullaniminin esnekligi, ucuz hatta bedava olmasi, kaygiy1 azaltici olmasi bazen hi¢ materyal
gerektirmemesi vardir. Dez-avantajlar1 arasinda ise 6znel olmasi, gelistirilme stirecindeki zorluklar,
yorumlamanin Ozel dikkat gerektirmesi sayilabilir. Goldman’a (1992) gore oyunlar ve uyaric
etkinlikler igermekte olan test disi teknikler, standartlastirilmig testlerden farkli olarak esnek, agik
uclu, biitiinciil olma ve istatistiksel olmama ozelligi gosterirler. Test dis1 tekniklerde bazilari kart
siralama teknigi, genogramlar, ilk anilar, yasam alani haritasi, iki se¢enekten birini se¢meye zorlayan
etkinlikler, zaman ¢izgisi, hayal teknigi, metaforlar, anketler 6rnek olarak verilebilir (Korkut-Owen,
Owen ve Karairmak, 2013). Modeli kullanmay1 planlayan okul psikolojik damismanlari 6nce
calistiklar1 6grencilere modelle ilgili bilgi verebilirler. Ardindan bu siiregte bireylerin kesfetmeleri
gereken alanlarla ilgili hazirlanmis etkinlikler kullamlabilirler ya da kendileri etkinlikler
gelistirilebilirler. En sonunda psikolojik damismanlarin, 6grencilerin ulasmak istedikleri limanlar1
belirlemeleri ve ona gore yazili bir kariyer plani yapmalarini saglamalari bu modelin nihai amacidir.
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Bu model ilk olarak alan degistirmeyi diisiinen 11 iiniversite 6grencisine uygulanmis (Korkut
Owen ve ark., 2010), sonunda modele iliskin degerlendirme yapmalar:1 istenmistir. Degerlendirme
sonugclarina gore katilimcilarin modeli, eglenceli, anlamli, kendileri ile ilgili farkindalik yaratan, karar
vermeye yardimci olabilecek 6zellikte bulmuslardir. Ayrica model sayesinde sans etmeninin roliinii
farkettiklerini belirtmiglerdir. Yapilan diger bir calismada Rehberlik dersi alan 22 dgrenciye model
anlatilmig, her boyuta iliskin birer test disi teknik uygulandiktan sonra modelle ilgili goriisleri
toplanmistir (Korkut-Owen, Arici, Demirtas-Zorbaz ve Mutlu, 2012). Elde edilen sonuglara gore
model anlagilabilir, anlamli, kariyer secimini etkileyen tiim etmenleri toptan gormeye yarayan,
eglenceli bulunmus ve sans etmenini fark ettirmesi vurgulanmistir. Modeli tanitmaya iliskin birisi
ABD'de digeri irlanda’da yayinlanan iki makale hazirlanmistir Korkut-Owen, Arici, Demirtas-Zorbaz
ve Mutlu, 2014; Korkut-Owen, Demirtas-Zorbaz ve Mutlu, 2015).

Yontem

Bu arastirmada veri toplamak igin nitel arastirma yaklasimina dayali olan odak grup goriismesi
yapilmstir. Katilimcilardan KYM degerlendirme formunu da doldurmalar: istenmistir.  Nitel
arastirma, tiime varimci bir yaklasimla, olaylari ve olgular1 dogal ortamlar: iginde betimleme,
katilimcilarin bakis agilarini anlama ve yansitma {izerine odaklanmaktadir. Nitel ¢alismalarda veri
toplanmasinda kullanilan yollardan birisi de odak grup goriismesidir. Odak grup goriismelerinin
amaci, belli bir konu hakkinda katilimcilarin bakis agilarina, yasantilarina, ilgilerine, egilimlerine,
diisiincelerine, algilarina, duygularina, tutum ve aligkanliklarina dair derinlemesine, ayrintih ve ¢ok
boyutlu bilgi edinmektir (Freeman, 2006). Odak grup goriismeleri genel olarak dort asamada
gerceklestirilmektedir: Ik asamada, arastirmaci arastiracagl konuyu belirler ve smirlarini ¢izerken
ikinci asamada arastirmaya katilacak bireylerin o6zellikleri, goriismede kullanilacak ana basliklar,
sorulacak sorular belirlenmektedir. Ardindan yer ve zaman, kayit alma kosullarinin netlestirilmesi ve
goriismenin gergeklestirilmesi asamasi gelir. Son asama goriismenin Ozetlenmesi, analiz edilmesi,
verilerin gézden gegirilerek rapor yazilmasi asamasidir (Cokluk, Yilmaz ve Oguz, 2011).

Katilimcilar

Aragtirmanin katilimailart bir vakif {iniversitenin Psikolojik Danisma ve Rehberlik anabilim
dalinda egitim goren, Mesleki Rehberlik ve Mesleki Rehberlik Uygulamalari derslerini alan 12 goniillii
ogrencidir. 2013-2014 Bahar Doéneminin basinda &grencilere duyuru yapilarak dénem sonunda
goniillii 6grencilerle KYM ile ilgili bir odak grup calismasi yapilacag: ilan edilmistir. Goniillii
ogrencilerden goriisme zamani uygun olan toplam bes erkek yedi kadin 6grenci ¢alismaya alinmuistir.
Katilimcilarin yas ortalamasi 21.2"dir.

islem Yolu

Bu arastirmada odak grup c¢alismasi icin Cokluk, Yilmaz ve Oguz (2011) tarafindan Onerilen ve
yukarida Ozetlenen sira izlenmistir. Once modele temelli dort acik uglu soru hazirlanmis ve
dolayisiyla yapilandirilmis soru tipi kullanilmistir. En sonra bagka fikirleri olanlarin paylasmalari i¢in
kapanis sorusu hazirlanmistir. Sorulan agik uglu sorular sunlardir: Modelin kullanilabilirligine iliskin
fikirleriniz neler? Modelde ne tiir bagska benzetmeler kullanilabilir? Baska hangi &zelliklere daha
bakilabilir? Gelecekte 6grencilerinizle kullanabilir misiniz? Nasil? Ardindan goniillii olan 6grenciler
belirlenmis, donem bitince dgrencilerle zaman ve yer ayarlamasi yapilmistir. Ders geregi modelden
haberdar olan 6grencilere 6nce modelle ilgili kisa bir amimsatma yapilarak modelle ilgili mini
uygulamalar yapilmigtir. Ardindan modeli degerlendirmeleri i¢in hazirlanan formu doldurmalar:
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istenmistir. Bu kisim, yaklasik bir bucguk saat kadar stirmiistiir. Ardindan sesli kayit alinarak
gerceklestirilen odak grup goriismesi yaklasik bir saat siirmiistiir. Bu kissmda modelin daha da
gelistirilmesine iliskin tartismalar1 saglanmistir.

KYM Degerlendirme Formu. Modeli degerlendirmeye dayali toplam 10 sorudan olusan form
besli dereceleme ile yanitlanmaktadir. Maddelere verilen puanlarin ortalamasimin bese yaklasmasi o
maddeye verilen degeri gostermektedir. Formda yer alan maddeler Tablo 1 ‘de yer almaktadr.

Verilerin Analizi

KYM degerlendirme formunun sonuglar1 igin ortalamalar kullanilmistir. Odak goriisme ile ilgili
bulgular nitel calisma olmasi nedeniyle katilimcilarin ifadeleri tizerinden sunulmustur. Kasetten

tartismalar dinlenmis ve belirtilen ana noktalarla ilgili notlar alinmustir.

Bulgular

Bulgular iki grup halinde sunulmustur. Ik grupta odak grup goriismesinden, ikinci grupta ise
KYM degerlendirme formundan elde edilen bulgular sunulmustur.

Odak Grup Goériismesi Sonuglar

Modelin kullanilabilirligine iligkin fikirlerinin neler oldugu sorusuna verilen yartlar gesitlilik
gosterse de bazi ortakliklar gostermektedir. En sik dile getirilen ifadeler modelin yelkenli ile temsil
edilmesinin dolayisiyla gorsel yanmnin ilgi ve merak uyandirici olmasi, kolay, pratik, eglenceli
bulunmasi tizerinedir. Tartismada modelin sans etmeninin roliine dikkat ¢cekmesi anlamli bulunmus
ve sistemle ilgili etmenlerle sansin i¢ ice olabildigine dikkat cekilmistir. Ulke gerceklerine uygun
bulundugu belirtilen modelin kullanish oldugu tizerinde durulmustur. Modelin kullarilabilirligi ile
ilgili belirtilen ciimlelerden bazilar1 sunlardir:

“Yelkenli ¢ok giizel fikir. Sans ve sistemle ilgili etmenler giizel. Ulkemize daha uygun”
“Merak uyandirici. Sonrasii merak ediyorsun”

“Eglenceli, pratik. Biraz zaman alic1 olabilir”

“Sans ve sistemle ilgili etmenler ¢ok ic ige olabiliyor”

Modelde baska ne tiir benzetmelerin kullanilabilecegi sorusunun tartismasinda Ozellikle sans
etmeninin ve varilmak istenen liman(lar)in (aslinda farkli mesleklerin) simgelenmesine eklenebilecek
bazi ilging fikirler verilmistir. Sans etmenine riizgar, dalgalar ve akintilara ek olarak varilmak istenen
limanla ilgili zorluklarin limanin yakinindaki kayaliklarla simgelenebilecegi ifade edilmistir.
Limanlarla ilgili kullanilabilecek bir benzetme Onerisi ise liman girisine konacak yesil ve kirmiz
1siklar olarak belirtilmistir. Ardindan bu i1siklardan yesil 1s181in limanin giivenli oldugunu ve
dolayisiyla kolay ulasilabilecegini simgelemesi; kirmizi 151g1n ise aksini simgelemesi tartisilmistir. Bir
diger tartisma yesil 151§1n o limanda is bulma olanagimin yiiksekligini simgelemesi dogrultusunda
olmustur. Modelde kullanilabilecek diger benzetmelerle ilgili katihmcilarin ciimlelerinden bazilar
sunlardir:

“Sans etmeninde liman 6niindeki kayaliklardan sz edilebilir.”

“Dalgal1 deniz, bireyin disinda gelisen 6liim, savas vb. simgeleyebilir”.

“Liman girisine yesil ve kirmizi 1sik konabilir.  Yesil limana ulasmanin kolay, kirmizi zor
oldugunu simgeleyebilir.
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Baska hangi o0zelliklere bakilabilecegi sorusunun tartismasinda sans etmeninin daha fazla
vurgulanabilecegi {izerinde durulmustur. Tartismada bireysel ve sosyal etmenler {izerinde cok
duruldugu sistemle ilgili kismin daha da giiglendirilebileceginden belirtilmistir. Bunlarin yani sira
bireylerin meslekleri ne kadar bildiklerine bakilmasinin éneminden de s6z edilmistir. Farkl1 olarak
hangi Ozelliklere bakilabilecegi sorusuna tartisma sirasinda yeni bir agiklama getirilmese de
gliclendirilmesi gereken yerler belirtilmistir. Bu konudaki ciimlelere asagida bir 6rnek verilmistir.

“Sans etmeni daha fazla vurgulanabilir. Bireysel ve sosyal etmenler {izerinde ¢ok duruluyor.”

Dordiincii soru olan “Gelecekte Ogrencilerinizle kullanabilir misiniz? Nasil? “sorusunun
tartismasina hepsi kullanabileceklerini belirtmis ve baz1 Oneriler vermislerdir. Modelin lise
Ogrencilerine 6zellikle son siniftakilere daha uygun olabilecegi ve model program haline getirilerek
haftalara bolerek kullanabilecegi {izerinde durulmustur. Gorsel olusu ve ¢ok fazla zaman almamasi
nedeniyle liselilerin ilgisini ¢ekecegi belirtilmistir. Bu soruya verilen yanitlardan bazilar1 sunlardir:

“Kullanirim. Cok yonlii tanitim sagliyor. Gorselligini de severler.”

“Kullanirim. Zaman alacagi icin ¢ok kisiye uygulanabilir mi diye diisiiniiyorum”
“Kullanilabilir. Haftalara bolerek 6grencilere uygulanabilir. Kararsizlara uygulanabilir.”

“ Kesinlikle kullanirim. Derste gordiigiimiiz diger modellere gore gorece daha kisa, zaman
kazandiric1.”

Kapanusla ilgili “Baska soyleyecekleriniz var m1?” Bi¢imindeki soruya verilen yanitlar modelin
yaratict olmasi, ¢ok yonlii olmasi, kisileri katilmaya desteklemesi bi¢iminde siralanmistir. Kapanisla
ilgili soylenen cilimlelere 6rnekler verilmistir.

“Cok liman olmas: ilging. Tek limana gideriz sanmistim ama etmenlere gore yelkenliyi
yonlendirip liman segebiliyoruz.”
“Herkesin kendi yelkenlisi var istedigimiz limana gore biz ulasabiliriz. Yaraticiyd1.”

“Bu modeli gordiigiim icin sansliyim. Ben de yaraticiligimi kullanabilirim.”

Degerlendirme Formu'ndan Elde Edilen Sonuglar

KYM degerlendirme formuna verilen yanitlar en yiiksek puan verilenden en az olan dogru
siralanmistir. Tablo 1’de KYM degerlendirme formundaki maddeler ve maddelere verilen yanitlarin
ortalamalar1 sunulmustur.

Modeli degerlendirme formunda en yiiksek ortalamay:r (4.66) modelin yelkenli olarak
simgelenmesinin anlamay1 kolaylastirict goriinmesi (4.66) ve sans (4.66) etmenini fark ettirebilecegi
maddeleri almistir. Modelin eglenceli oldugu (4.58), kariyer karar1 vermekte yardimci olabilecegi
(4.58) ve yelkenli olarak simgelenmesi anlamli oldugu (4.58) maddelerine de yiiksek puan verilmistir.
Ardindan gelen maddeler, modelin bireye kendisiyle ilgili baz1 6zelliklerini (4.33), ailenin etkisini fark
ettirebilecegi (4.17), kariyer kararlarini etkileyen etmenleri toptan gérmeyi saglayabilecegi (4.08) ile
ilgili olanlardir. Sistemle ilgili etmenleri fark ettirebilmesi (3.66) ile egitimler ve kariyer secenekleri
arastirmasini saglayabilecegi (3.42) maddeleri gorece diisiik puan verilen maddeler olmustur.

Tartigma

Tartismalar da bulgulara paralel olarak iki grup halinde sunulmustur. Odak grup tarafindan ilk
tartisma sorusu olan modelin kullanulabilirligi ile ilgili verilen tartismalar icinde sans etmeni ile
sistemle ilgili etmenlerin i¢ ige olmasina dikkat ¢ekilmesi ¢ok anlamli bir geri bildirimdir. Model
tanitilirken bu bilgiye yer verilmesinin ¢ok anlamli olacag diisiiniilmektedir. Modelde
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Tablo 1
KYM Degerlendirme Formu'na Verilen Yanitlarin Ortalamalar:

Maddeler Ortalama

Kariyer kararlarini etkileyen etmenlerin yelkenli olarak simgelenmesi anlamay1 kolaylastiric1 goriiniiyor 4.66
Sans etmeninin kariyer kararlarindaki etkisini fark ettirebilir. 4 66
Kariyer kararlar etkileyen etmenlerin yelkenli olarak simgelenmesi aracilig1 ile calisilmast fikri eglenceli 4.58
gortiniiyor.

Model kariyer karar1 vermekte yardimci olabilir. 4.58
Kariyer kararlar etkileyen etmenlerin yelkenli olarak simgelenmesi anlamli goriiniiyor. 4.50
Bireyin kendisiyle ilgili baz1 6zelliklerini 6grenmesini saglayabilir. 4.33
Ailelerin kariyer kararlarindaki etkisini bireye fark ettirebilir. 417
Kariyer kararlar etkileyen etmenlerin yelkenli olarak simgelenmesi onlar: toptan gérme firsat1 verebilir. 4.08
Sistemin, yasal yapinin, yonetim bi¢iminin, kariyer kararlarindaki etkisini fark ettirebilir. 3.66
Bireyin alabilecegi egitimler ve kariyer secenekleri arastirmasini saglayabilir. 3.42

kullanilabilecek diger benzetmelerin neler olabilecegine iliskin tartismalardaki fikirler de modeli
gelistirici niteliktedir. En anlamli goriinen ek benzetmenin varilmas: planlanan limanlarin (meslekler)
girisine konabilecek yesil ve kirmizi 1s1iklar oldugu diisiiniilmektedir. Kariyer planinda belli bir limana
varmak isteyen bireyin o limana yonelmeden once limanla ilgili ayrintili bilgi edinmesinin énemini
gostermesi agisindan bu benzetme modelin agiklanmasi sirasinda kullanilabilir. Ozellikle o limandaki
is bulma olanaklarinin arastirilmasi ve ona gore o limana yOnelmenin daha gercek¢i olacaginin
vurgulanmas: daha islevsel olabilir. Bagska hangi 6zelliklerin yoklanabilecegi ile ilgili tartismalarda
yeni bir 6zellik belirtilmemistir. Onun yerine sans ve sistemle ilgili etmenlerin {izerinde bireysel ve
sosyal etmenler gibi daha fazla vurgulanabilecegi {izerinde durulmasi dikkat gekicidir. Modelin
tanitiminda bu alanlara yeterince durulmadig: geri bildirimi dikkate alinmas1 gereken anlamli bir geri
bildirimdir. Gelecekte modeli 6grencileriyle kullamip kullanamayacaklar: ile ilgili tartismada
katilimcilar, ozellikle ortadgretime devam eden oOgrencilerle kullanabileceklerini belirtmislerdir.,
Modelin program haline getirilebilecegi ve haftalara boliinerek her boyut iizerinde durulabilecegi de
Onerilmistir.

Modeli degerlendirme formunda en yiiksek ortalamay: alan maddelerden ilki modelin yelkenli
olarak simgelenmesinin anlamay1 kolaylastiriciligy ile ilgili olanudir. Bu degerlendirme modelin gorsel
olarak yelkenli olarak simgelenmesinin kariyer se¢imini etkileyen etmenlerin etkilesimini anlamada
ise yarabilecegi biciminde yorumlanmistir. Tkinci en yiiksek ortalamay1 alan madde, KYM'nin sans
etmeninin roliinii fark ettirmesiyle ilgilidir. Mitchell, Levin ve Krumboltz (1999) tarafindan belirtildigi
gibi sans faktorii aslinda kariyer psikolojik danismanlar tarafindan fazla vurgulanmamaktadir. Oysa
yapilan bazi ¢alismalar kariyer kararlarinda sansin roliinii gostermektedir. Ornegin Bright, Pryor ve
Harpham (2005) tarafindan lise ve {iniversite &grencileriyle yapilan bir ¢alismada katilimcilarin
yaklasik onda yedisi kariyer kararlarinda sansin rol oynadigini belirtmislerdir. Korkut-Owen, Kepir,
Ozdemir, Ulas ve Yilmaz (2012) tarafindan yapilan bir ¢alismada tiniversite dgrencilerinin bolim
se¢melerinde sans etmeninin de rolii oldugu bulgusuna ulasilmigsa da bu konuyla ilgili Tiirkiye’de
yapilmuis fazla ¢alismaya rastlanmamigtir. Katilimcilarin modelin sans etmenini vurgulamasi tizerinde
durmalari aslinda bu etmenin roliinii fark etmeleri olarak yorumlanmis ve modelde olmasinin yerinde
olduguna karar verilmistir.

Kariyer karar vermek gibi kayg1 verici bir siirecin daha az kaygiyla, anlamli olarak yasanmasi
bireyin de siirece katildig1 uygulamalarda olasi olmaktadir. KYM'nin eglenceli bulunmasi bu anlamda
onemli goriinmektedir. Katilimcilarin modeli eglenceli bulmalari, kariyer karar vermeye yardimci
olacagini diisiinmeleri ve anlamli bulmalar1 uygulamalarda ise vyarayabilecegi biciminde
yorumlanmistir. Degerlendirmede dordiin {izerinde ortalama alan maddeler modelin bireyin
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kendisiyle, ailenin etkisiyle ilgili farkindalig1 artirabilecegi ve kariyer kararlarini etkileyen etmenleri
toptan gormeyi saglayabilecegi ile ilgili olanlardir. Katilimcilar modelin bu anlamda da ise yaracagini
diisiinmiislerdir. Gorece diisiik puan alan iki madde ise modelle ilgili {izerinde daha fazla durulmas:
gereken noktalar1 gostermesi agisindan onemli olarak degerlendirilmistir. Iki madde de aslinda
sistemle ilgilidir. Modelin {ilkenin yonetim biciminin ve yasal yapisinin kariyer se¢cimindeki roliinii
fark ettirebilecegi ile ilgili olan maddeye verilen (3.66) puan ortalamasina bakildiginda bu modelin
uygulanmas: siirecinde {iilke gerceklerine daha fazla dikkat ¢eken bilgilerin verilmesinin 6nemi
goriilmektedir. Son maddeye gore alinabilecek egitimler ve iilkedeki kariyer seceneklerle ilgili daha
fazla bilgi vermenin ya da 6grencilerden bu konuda nasil ve nereden (6rn., basili kaynaklardan,
ISKUR, TUIK, OSYM gibi kurumlarin Internet sayfalarindan) daha fazla bilgi toplanabileceginin
Ogretilmesinin gerekli olduguna karar verilmistir.

Sonug¢ ve Oneriler

Sonug olarak KYM bir dizi yaklasimdan yararlanilarak bireysel, sosyal, sistemle ve sansla ilgili
etmenlerinin etkilesimi ve karar verme siireci iizerine temellendirilmistir. Degerlendirmelerin test dis1
teknikler aracilig ile yapildigr modelde, yapilandirmac: yaklagim tarafindan onerildigi gibi herkesin
kendi kariyer Oykiisiinii olusturdugu fikri savunulmaktadir. Herkesin kariyer gelisimi bir deniz
yolculuguna benzetilip bu modelin uygulanmasinda bireyler, iyi denizcilerin yaptig1 gibi
yolculuklarini tamamlamak i¢in olusan degisikliklere gore kendilerini ayarlamalar1 gerekebilecegi
konusunda cesaretlendirilirler. Modelin degerlendirilmesiyle ilgili sonuglarina bakildiginda modelin
yelkenli olarak simgelenmesinin kariyer se¢imini etkileyen etmenlerin etkilesimini anlamada ise
yarabilecegi diistiniilmektedir. Odak gruptan elde edilen verilerden model tamitilirken ve
kullanilirken {tizerinde durulabilecek baz: yeni fikirler edinilmistir. Elde edilen bu degerlendirmeler,
okullarda mesleki rehberlik uygulamalari yapilirken KYM'nin kullanlabilecegi biciminde
yorumlanmaistir.

KYM, yapilandirmaci yaklasim tarafindan Onerildigi gibi herkesin kendi kariyer Oykiisiinii
olusturdugu fikri savunulmaktadir. Herkesin kariyer gelisimi bir deniz yolculuguna benzetilip
bireyler, yolculuklarim1 tamamlamak icin olusan degisikliklere gore kendilerini ayarlamalar
konusunda cesaretlendirilmeleri onemsenmektedir. Okul psikolojik danigmanlari KYM'nin her
boyutuyla ilgili 6grencileri degerlendirebilmek icin hazir olan, Tiirkiye'ye 6zgii gelistirilmis test dist
tekniklere gore hazirlanmis etkinlikleri kullanabilirler (6rn., Erkan, 2011; Erkan, 2012; Korkut-Owen,
Owen ve Karairmak, 2013; Kiilahoglu, 2011, Milli Egitim Bakanligi, 2011). Psikolojik danismanlar
ogrencilerin kariyer karar1 vermeleri siirecini hizlandirmak icin kendileri de amaca uygun etkinlikler
gelistirebilirler. Modelin etkililigi ile ilgili calismalar da yapilabilir. Bu modeli kullanan psikolojik
danismanlar, modeli kullandiklar: 6grencilerden degerlendirme alabilirler. Ayrica kariyer plani yapan
ogrencileri izleyerek ne kadarinin planladiklar: limanlara ulasabildikleri, limanlara ulasma siirecinde
neler yasadiklari ile ilgili bilgi toplanabilir.

Bu calismanin bazi sirurliliklar1 vardir. Bu sinurliliklarindan birisi az sayidaki bireyle calisilmis
olmasidir. Bunun yani sira modelin baska modellerle karsilastirilmamais olmas: da bir sinirlilik olarak
ele almabilir. Tiirkiye’de kariyer planlamasiyla ilgili modellerin kullanimiyla ilgili ¢alismalara
rastlanmamis olmast bu smirlilifi beraberinde getirmistir. Bu anlamda farkli modellerin de
calisilmasinda fayda oldugu diisiiniilmektedir.
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Okul Oncesi Ogretmenlerinin Yénetim ile Yasadig
Sorunlar ve ¢6ziim Onerileri

Emine UCAR-KAPLAN*

Oz: Aragtirmanin amaci “Okul 6ncesi 6gretmenleri ile okul yoneticileri arasinda yasanan problemler hakkinda okul
oncesi 6gretmenlerinin goriisleri alinarak problemin saptanmasi ve probleme yo6nelik ¢6ziim 6nerileri gelistirilmesidir.”
Gaziantep ili Sahinbey ilgesinde MEB’e bagli bagimsiz 3 anaokulu ve 3 ilkokul biinyesindeki anasmiflarinda goérev
yapan 31 kisilik okul 6ncesi 6gretmeni ¢alisma grubunu olusturulmustur. Arastirmanin yiiriitiilmesinde nitel aragtirma
yonteminin durumsal ¢alisma modeli kullanulmistir. Bulgulara gore 6gretmenlerin ¢ok 6nemli olarak gordiikleri sorun,
yoneticilerin okul 6ncesi egitim hakkinda yeterli bilgiye sahip olmamas1 veya okul 6ncesi egitimi nemsememesi. Fazla
o6nemli gormedikleri sorun ise yoneticilerin velileri fazla gozlerinde biiyiitmeleri ¢ikmustir. Bulgular incelendiginde
biitceye bagh fiziksel ve teknolojik yetersizlige yoneticilerin duyarli olmamas: ile materyal eksikliginin temini
konusunda okul &ncesi 6gretmenine yardimci olmamalari da dnemli sorunlardan goriilmiistiir. Bulgular sonucunda
genel olarak yoneticilerin okul 6ncesi egitim konusunda hizmet ici seminerlerle bilgilendirme ¢alismalar1 yapilmas: ve
biitcenin iyilestirilerek okul ©ncesi kurumlarinda fiziksel, teknolojik ve materyal eksikliklerinin giderilmesi
onerilmektedir.

Anahtar Sozciikler: Okul 6ncesi egitim, okul &ncesi egitim dgretmenlerinin sorunlari, okul y6netimi

Problems that Preschool Teachers have with School Administrations and Suggestions for
Resolutions

Abstract:  The purpose of the study is determine to the opinions of preschool teachers about the problems faced with
the school administration and offer solutions to these problems. 31 preschool teachers working 3 independent
kindergartens and 3 primary school kindergartens in Gaziantep in Sahinbey province attended the present Qualitative
research design was employed to conduct this study. According to the teachers opinions, among the very important
problems were school administration’s lack of information about preschool teachers and not caring about preschool
education. Furthermore, that school administrators overrate parents was seen among more important problems faced.
The findings indicated that school administrators were not sensitive about the physical and technological problems
resulting from lack of budget and they did not help teachers to make up for lack of materials needed. Overall, it is
suggested that in-service training seminars regarding preschool education must be held to solve the problems faced. In
addition, school budget must be developed to make up for the lack of technological and physical materials.

Keywords: Pre-school education, problems of preschool techers, school management.

Okul oncesi egitim, bireyin dogumundan ilkokula baslayincaya kadar gegen siiregte tiim
yasamini etkileyecek ¢ok 6nemli bir donemi kapsar. Bu diisiinceye paralel Oguzkan ve Oral (1983)
okul oncesi egitimi, ¢ocugun bireysel 6zelliklerine ve gelisimsel diizeylerine uygun zengin uyaric1 ve
cevre olanaklar1 saglayan, ¢cocuklarin biitiin gelisimlerini en iyi bi¢imde yonlendiren bir egitim siireci
ifadesiyle tasvir etmektedir. Oguzkan (1981) okul oncesi egitim, okul oncesi caginda bulunan kiigiik
cocuklara ozellikle yuvalarda, anaokullarinda ya da ana smiflarinda bireysel anlamlandirmalarin
gelismesi, toplumsal aliskanliklar kazanmalar1 ve sorun ¢dzme becerilerini artirmalar igin verilen
egitim olarak tanimlamaktadir.

3—6 yas arasi ¢ocuklarin diizenli bir programla egitildikleri kurumlardaki egitim(Oktay, 1983)
olarak belirtilen okul 6ncesi egitim; duygu ve diislincelerini 6zgiir bir sekilde ifade edebilen, kendi

* Yuksek Lisans Ogrencisi, Gaziantep Universitesi, Egitim Bilimleri Fakiiltesi, Egitim Programi ve Ogretimi Boliimii, Gaziantep, Tiirkiye,
e-posta: gantepli_emine_27@hotmail.com
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kendine karar verebilen, kendi haklarina ve bagkalarmmin haklarina saygili, kendi kendini
denetleyebilen bireyler yetistirebilmeyi amagladig i¢in kurumsal egitim gerekmektedir. (Oktay, 2006)

Kurumsal egitim olarak goriilen okul 6ncesi egitim kurumlari, ¢ocugun ¢ok yonlii gelisimini
hedefleyen programlara sahip olan ve bir sonraki egitim kademesine hazir olmasina yardimeci olan
egitim kurumlaridir. (Oktay,2006) Okul Oncesi egitim kurumlari, ana babanin evde c¢ocuga
ogrettiklerini gelistirebilecegi gibi, ¢ocuklarin yetersizliklerinin ve hatali davramislarinin etkilerini de
ortadan kaldirabilir ya da azaltabilir. (Basal, 2005)

Okul oncesi egitim kurumlari, yap: itibariyle diger egitim basamaklarindaki okullardan
farklidirlar. Bu farklilik bu kurumlarin gergeklestirmesi gereken amagclarindan, ¢alisan yapisindan, yas
gruplarinin 6zelliklerinden kaynaklanmaktadir. (Biite&Balci, 2010) Okul oncesi egitim, farkli yas
gruplarinda cesitli kurumlar araciligiyla yiirtitiilmektedir. Bu kuruluslar yas gruplarma gore
sunlardir: 0-2 yas donemi kresler, 2—4 yas yuvalar, 3-6 yas 6zel ve MEB’e bagli bagimsiz anaokullari,
4-6 yas ilkdgretim anasinuflari, kres ve giindiiz bakim evleri. (Bagal, 2005) Oktay ve Aral (2001) orta
dereceli okullardaki uygulama siniflarini, Basbakanlik Sosyal Hizmetler ve Cocuk Esirgeme Kurumu
Genel Midiirliigtine bagl cocuk yuvalari, Calisma Bakanligina bagli olarak isyerlerinde agilan kres ve
glindiiz bakim evlerini okul 6ncesi egitim kurumlar: olarak degerlendirmektedir.

Yukarida belirtilen farkli kurumlarca yiritiilen okul Oncesi egitiminde kurumlar arasi
koordinasyon saglanamamakta ve dolayisiyla da denetim, program, personel ve kurumun fiziksel
ozellikleri agisindan standartlar olusturulamamaktadir. (Aktankerem ve Comert, 2004) Bu sebeple
okul 6ncesi egitimin istenilen nitelikte yapilabilmesi igin fiziksel sartlarin, programin ve personelin iyi
bir sekilde se¢ilmesi ve planlanmas: gerekmektedir.(Oktay, 1999)

Okul 6ncesi egitim kurumlarinda fiziksel sartlar, program ve personel gibi standartlar oldugu
gibi i¢ ve dis 6geler de bulunmaktadir. Ogretmenler, 6grenciler, memurlar ve diger personeller
okulun igindeki elemanlar; aileler, cevredeki baski gruplari ve bu gruplarin liderleri, yénetim yapisi, is
orgiitleri gibi 6geler ise okul disindaki elemanlar olarak tanimlanmaktadir. (Bursalioglu, 2008) Gerek
okul personeli ile okulun dis ¢evresi arasindaki iligkiler (aile, vb.) gerekse yonetici-6gretmen,
O0gretmen-Ogretmen iligkileri gibi okulun i¢ c¢evresinde gelisen iliskiler okullarin egitim kalitesini
etkileyen faktorlerdendir (Cinkir ve Cetin, 2010).

Okullardaki egitim kalitesini etkileyen faktorlerden yonetici-6gretmen iliskisini incelemek iizere
yapilan bu ¢alismada daha ¢ok yonetimle yasanan sorunlar ele alinmaya ¢alisilmistir. Ulkemizde okul
oncesi egitim kurumlarinin yonetimi 6zellikle de resmi okullarin, yeni egitim anlayisi ¢ercevesinde
okul oncesi dahil ilkokulu da kapsayan 5 yillik egitimi ytirtitmekle yiikiimlii ilkokul yoneticilerinin
kararlarina birakilmistir. Ayri bir binadan yoksun olan ve okul Oncesi cagdaki ¢ocuklarin
gereksinimlerini karsilamaktan olduk¢a uzak arag gereg ile yiiriitiilmeye ¢alisilan bu egitimin, su anda
kargs1 karsiya kaldig1 en biiyiik sorunlardan biri de bu alanda egitim gormiis ve sadece okul oncesi
egitimi yonetmekle gorevli egitim/okul yoneticilerinin bulunmamasidir. (Topaloglu, 2009; Is, 2002)

Okul yonetimi ile karsilasilan tek sorun yetersiz bilgi sahibi olan kisilerin idari birimde yer
almasindan kaynaklanmamaktadir. Bu goriis “Okul yoneticilerinin okulun isleyisinden, egitim-
O0gretimin aksamadan yiiriitiilmesinden, okuldaki her tiirlii etkinlikten sorumlu kisiler olarak okulda
verimli bir diyalog ortami olusturmak ve bu siirecin devam ettirilmesini saglamak amaciyla herkesten
once okul i¢i olumlu iletisim ortami saglayarak gerekli donanima ve yeterlilige sahip olmalari
gerekmektedir.” ifadesi ile desteklenmektedir (i§gin6z ve Biilbiil, 2012).

Okul yonetiminin sahip oldugu donanum ve yeterlilige dayanarak “Okul yonetiminin gorevi,
okulu amaglarina uygun olarak yiiriitmektir (Demirtas, Ustiiner ve Ozer, 2007).” seklinde ifade etmek
yanlis bir ifade olmayacaktir. Ayrica okul yonetiminin diger bir gorevi de okul ici olumlu iletisimi
saglayarak huzurlu bir ortam saglamaktir. Okul yonetiminin gorevlerini aksatmasi sonucu problemler
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ortaya ¢ikmaktadir. Ancak sadece yoneticilerden kaynaklanan problemlerden s6z edilemez. Demirtas,
Ustiiner ve Ozer (2007) yaptig1 bir arastirmada “Ogretmenlerin kisisel sorunlari, &gretmenler ve
Ogretmen-yoOnetici arasindaki iletisim sorunlar1 (Semerci ve Celik, 2002), ogretmenlerin mesleki
gelisimleri ile ilgili sorunlar vb. 6gretmen kaynakli sorunlara drnek gosterilebilir.” diyerek okulda
yasanabilecek sorunlar1 yoneticiler agisindan ele almistir.
Demir ve Arr'ya gore (2013) 6gretmen ve sorunlar {izerine yapilan arastirmada su ifadelere yer
verilmistir:
“ Hizla gelisen ve degisen giiniimiiz diinyasinda insanlarin yasam ve diisiinme bigimleri,
deger yargilari, beklenti ve sorunlari da degismis, kiiresellesmenin de etkisiyle insanlarin
birbirini daha fazla etkiledigi bir siirece girilmistir. Egitim ve 6gretimin merkezinde insanin
oldugu distiniildiigiinde yasanan bu gelismelerden en ¢ok etkilenen meslek gruplarindan
birinin de 6gretmenlik meslegi oldugu yadsinamaz bir gercek olarak karsimiza ¢ikmaktadir. Bu
nedenle kamusal niteligi olan bu meslekte sorunlarin giincel tespiti ve ¢6ziim arayislar1 ihmal
edilmemesi gereken ¢ok onemli bir olgu olmaya devam etmektedir. Ozellikle 6gretmenin
yetisme siirecinden itibaren sorunlar iizerinde durmak uzun vadeli yatirnm olan egitimin
basarisina olumlu etki yapacaktir.”

Bu kapsamda okul Oncesi egitim Ogretmenlerinin sorunlar1 iizerine yapilan arastirmalarin
incelenip arastirilmasinin calsmaya olumlu etkisi goz ardi edilemez. Aktankerem ve Comert (2004),
yaptig1 arastirmasinda Siirt'te gorev yapan okul oncesi 6gretmenlerinin genel sorunlar ile birlikte
okul oOncesi egitim kurumlar1 ve okul ortami, okul yoneticilerinden kaynaklanan problemler
yasandigindan bahsetmektedir. Zembat (2012) yaptig1 arastirmada ogretmenlerin 6gretmen-yonetici
baglaminda algiladiklart1 problemlere iliskin ifadeleri asagida yer alan bashklar halinde
degerlendirmek miimkiindiir:

® Yoneticinin 6zel giin ve haftalarda sunulmak {izere okul oncesi 0gretmenlerinden sinifca
hazirlanan etkinlik talep etmesi,

e Ana sinifi aidatlarinin kullanim,

e Siifin fiziksel sartlarindaki eksiklikler ve materyal eksikligi,
® Okul 6ncesi egitimin 6neminin yeterince kavranamamas,

o Ogretmenin yardimc1 personel talebine duyarsiz kalinmasi,
* Yoneticinin 6gretmenlere egit mesafede olmamas:

seklinde ifade etmekte olup yoOneticiler ile okul Oncesi Ogretmenlerinin sorunlar yasadigini
anlatmasina ragmen Aktankerem ve Comert'in 2005 yilinda Tiirkiye geneli okul 6ncesi 6gretmenleri
sorunlari {izerine yaptiklar1 aragtirmasinda “Arastirmaya katilan 6gretmenler; denetim, sinif yonetimi,
yonetim ve yoneticileri sorun olarak gormediklerini belirtmislerdir.” farkli bir agidan ele alindig:
goriilmektedir.

Bursalioglu (2008) tarafindan one siiriilen bir sav olarak 6gretmenler okulun en 6nemli konumuna
sahip parcalarindan biri olmasina ragmen okullarda ¢atismanin taraflarindan biri olarak yasadiklari
catisma durumlari ve bu durumlara iliskin olarak oOnerdikleri ¢6ziim yollarim1 konu alan
arastirmalarin smirl oldugu goriilmektedir. Okul 6ncesi egitim kurumlarinda meydana gelen ¢atisma
durumlar1 da diger egitim kurumlarinda oldugu gibi Ogretmenlerin is verimliligini
etkileyebileceginden, ozellikle egitim kalitesi acisindan bu kurumlarda 6gretmenlerin yasadiklari
catisma durumlar1 ve bu ¢atisma durumlarinda ortaya koyduklar1 ¢éziim yollarinin bilinmesi énem
tasimaktadir. (Zembat, 2012) Bunu g6z oniinde bulundurarak anaokullarinda, ilkokula bagli ana
siniflarinda ve diger egitim kurumlarinda gorev yapan okul oncesi 6gretmenlerinin yonetim ile ilgili
sorunlarina farkli bir bakis acis1 kazandirmak gerekmektedir. Bu baglamda yapilan bu arastirmanin
amac1 okul 6ncesi 6gretmenleri ile okul yoneticileri arasinda yasanan problemler hakkinda goriislerin
alinarak saptanmasi ve ¢6ziim Onerileri gelistirilmesidir.
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Bu calismada arastirilacak sorular kapsaminda okul oncesi 6gretmenleri ile yonetim arasinda
olusabilecek fiziksel, teknolojik donanim, sinif ici ve sinuf disi etkinliklerle ilgili yasanan sorunlar olup
olmadig: ele alinacaktir. Ayrica okul 6ncesi 6gretmeni ile yonetim arasinda yasanabilecegi diistiniilen
sorunlara ¢6ziim yollar1 irdelenecektir.

Yontem
Arastirma Deseni

Bu arastirmada, ilkogretim okullar1 ile bagimsiz anaokullarinda gorev yapan okul Oncesi
ogretmenleri ile birlikte okul oncesi 0gretmenlerinin yonetim ile yasadigl sorunlar1 belirlemek ve
yasadiklar1 sorunlara egitimsel agidan ¢oziim yollar1 saptamak amaciyla nitel arastirmanin durum
calismasi modeli kullanilmistir.

Durum calismasi, bilimsel sorulara cevap aramada kullanilan ayirt edici bir yaklasim olarak
goriilmektedir. Durum c¢aligmalart bir varligin mekana ve zamana bagh tamimlandigr ve
Ozellestirildigi aragtirmadir. (Biiylikoztiirk ve digerleri, 2008) Bu arastirmada incelenen varlik okul

oncesi 6gretmenlerinin yonetimle yasadig1 sorunlar ve ¢6ziim &nerileridir.

Calisma Grubu

Bu arastirma Gaziantep Sahinbey ilgesinde 2012-2013 egitim-6gretim yilinda 6 tane Milli Egitim
Bakanligi'na bagl bagimsiz anaokulunda ve ilkokullara bagli ana simiflarinda gorev yapan okul
oncesi Ogretmenlerin goriisleri baz alinarak yapilmistir. Bu arastirmanin ¢alisma grubunu Gaziantep
ilinin Sahinbey ilcesinde Milli Egitim Bakanligina bagl 3 bagimsiz anaokulu ve 3 ilkokul biinyesinde
yer alan ana simniflarinda gorev yapan 31 6gretmen olusturmaktadir. Katilimcilar, Sahinbey ilge milli
egitim midiirliigiiniin 7. bolgesinden amagli olarak se¢ilmis, istekli ve kolay ulasilabilir olanlar tercih
edilmistir.

Veri Toplama Araglar1

Bu arastirmada veriler okul dncesi 6gretmenleri ile okul yoneticileri arasinda yasanan sorunlari
belirlemeye yonelik literatiir taramasina gore arastirmaci tarafindan hazirlanan sorunlar ve ¢oziim
onerilerine dair agik uglu sorularla yar1 yapilandirilmis 6gretmen goriisme formu hazirlanarak
toplanmistir. Arastirmanin kapsam gecerliligi, iki egitim bilimi uzmani, bir okul Oncesi egitimi
uzmani ve en az on yillik mesleki deneyimi bulunan okul 6ncesi 6gretmeni tarafindan saglanmuistir.

Verilerin Toplanmasi ve Analizi

Bu arastirmada veriler okul oncesi 6gretmenlerinin okul yoneticileri ile yasadiklar: sorunlar:
belirlemek amaciyla 31 okul 6ncesi 6gretmeni ile yapilan goriismelerle elde edilmistir. 31 okul oncesi
Ogretmeni ile yapilan goriismelerdeki agik uglu sorulara ogretmenler tarafindan verilen yamtlar
kendileri tarafindan yazilarak kaydedilmistir. Verilerin toplanmasi, 2013-2014 egitim-6gretim yil
eyliil ay1 seminer doneminde gergeklestirilmistir.

Bu arastirmada okul oncesi 6gretmenleriyle yapilan goriismelerde konuyla ilgili goriisleri yazili
olarak alindig1 igin verilerin analizinde nitel bir arastirma teknigi olan betimsel analiz yontemi
kullanilmistir. Arastirmanin betimsel analiz kisminda elde edilen verilerin sistematik ve acik bir
sekilde betimlenmesi, yorumlanmas: ve neden-sonug iliskilerinin ortaya koyulmasi gergeklestirilerek
bir sonuca varilmaktadir. (Yildirim ve Simsek, 2005)
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Katilimcilarin goriigleri incelenirken kullandiklar1 kelime, kavram ve ctimlelere dikkat edilerek
Ozellikle kendi ifadelerinde yer verdikleri kavramlarin kullanilmasina dikkat edilmistir. Ayrica
Ogretmen goriislerini daha agik bir gekilde yansitabilmek amaciyla dogrudan alintilara da yer
verilmistir. Katilimcilarin goriislerinden elde edilen verilerin analizi sirasinda arastirmanin
baslangicinda belirlenen kategorilere uygun olan kodlar aragtirmanin amacina cevap verecek sekilde
benzerlik ve farkliliklarina gore gruplandirilmistir. Bu gruplama sonucunda arastirmaya katilan
Ogretmenlerin goriisleri arasindaki benzerlikler ve farkliliklar ortaya ¢ikarilmaya g¢alisilmistir. Daha
sonra da elde edilen bulgular yorumlanarak sorun-oneriler iligkisi irdelenmistir.

Katilimcilarin yas ve okul oOncesi Ogretmenlikteki kidemine gore dagilimlari tablo 1'de

gosterilmistir.
Tablo 1
Katilimcailarin yas ve okul 6ncesi 6gretmenlikteki kidemine gore dagilimlar: (N: 31)

DEGISKENLER N %
Yas
20-30 20 64,5
31-40 11 35,5
Ogretmenlikteki kidem yilt
1-5yil 15 48,3
6- 10 yil 6 19,3
11- 15 y1l 6 19,3

Arastirmaya katilan okul 6ncesi 6gretmenlerini yas degiskenine gore incelersek biiyiik ¢cogunlugu
(% 64,5) 20 — 30 yas araliginda oldugu gortilmiistiir. 31- 40 yas araliginda olan 6gretmenlerin orant %
35,5tir.

Kideme gore tablo incelendiginde 6gretmenlerin % 48,3’t1 5 yil ve altinda oldugunu belirtmistir. %
19, 3’iiniin 6 ile 10 y1l arasinda ve 11 ile 15 yil arasinda deneyimleri oldugu goriilmiistiir. Bu durumda
arastirmaya katilan okul oncesi 6gretmenlerinin biiyiik bir kismmin daha ilk yillarinda oldugu
sOylenebilir. Arastirmaya katilan okul oncesi 0gretmenlerinin % 12’'si 6gretmenlikteki kidemlerini
agiklamada kararsiz davranmiglardir.

Bulgular

Aragtirma bulgular1 olusturulurken gizlilik ilkesine bagli kalarak goriisme formunu yanitlayan
Ogretmenlerin isimleri yerine 01,02,03,.....,031 seklinde numaralar verilerek kodlanmistir.
Ogretmenlerin O0gretmen-yoOnetici baglaminda algiladiklar1 problemlere iliskin ifadeleri asagida yer
alan basliklar halinde degerlendirmek miimkiindiir:

e Okulun fiziksel kosullarinda ve sosyal etkinliklerde giivenlikte yasanan sorunlar,
e Sinifin ve okulun fiziksel ve teknolojik sartlarindaki eksiklikler,
* Materyal eksikligi,

e Okul o6ncesi egitimin oneminin yeterince kavranamamasi ve farkli branglardan idarecilerin
olmasi,

* Herhangi bir sorun yasanmamasi,
e Teknolojik acidan maddi imkéansizliklar sebebiyle gerekli arag-gere¢ ve donanimlarin olmamasi,

*Gezilerde ve okulda yapilmas: diisiiniilen etkinliklerde okul 6ncesi d6gretmenlerinin goriigleri
alimmadan yapilmasi ve yardimci olmamalari,

* Biitce yetersizligi.
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Tablo 1
Sorun olmamas: durumu
Tema Kodlar F %
Herhangi bir sorun yaganmamaktadir. Evet 10 32,258
Kismen 7 22,58
Hayir 14 45,161
Toplam 31 100

Tablo 1.de anlasilacag: tizere okul 6ncesi 6gretmenleri ile yapilan goriismelerde 31 §gretmenden
10 tanesi goriisme sorularmin tamamina “sorun yasamiyorum” yamtini = vermistir. (08,
016,017,019,020,021, 022, 024, O26, 31) Bu durumu Ornekleyen 6gretmen ifadeleri: 08: Okul
yonetimiyle herhangi bir problem yasamuyorum. O20: Swuf ici uyqulayacagim etkinliklere kendim karar
verdigim icin, gezileri planlara uygun olarak karar verdigim icin, okulun fiziki sartlar: iyi oldugu icin sorun
yasamiyorum. seklinde Ozetlenebilir. Ayrica O8: “Okul yénetimiyle sorun yasamamaktayim. Okul
idaresinden ¢ok Milli Egitimin koydugu kisitlamalardan dolayi rahatsizim.” diyerek baska bir noktaya
deginmistir.

Tablo 2
Fiziksel ve teknolojik donamim sebebiyle yasanan problem durumu
Tema Kodlar F %
Sinifin ve okulun fiziksel ve teknolojik Evet 16 51,612
sartlarindaki eksiklikler bulunmaktadir. Kismen 8 25,806
Hayir 7 22,58
Toplam 31 100

Tablo 2 incelendiginde okul 6ncesi 6gretmenlerinin degindigi en 6nemli sorunlardan birisi sinifin
ve okulun fiziksel ve teknolojik sartlarindaki eksikliklerdir. (03,05, 06, 09, 010,011, 012, O13, O18,
024, 025, 026, 028, 029, O30, O31) Bu konuda ¢ok cesitli sorunlar dile getirilmistir. Teknolojik
donanim yetersizligi sebebiyle smiflarda O6grencilere gerekli durumlarda farkli hikaye
tekniklerinden(tepeg6z, kukla sahnesi, dvd..vb) yararlanamadiklarindan, sadece anlatim teknigi ile
egitim yapildigi belirtilmektedir. Bu konuda O10,011,012: “Projeksiyon bulunmamaktadir.” diyerek
sorunun en 6nemli sebebini vurgulamaktadir. Hatta ayn1 6gretmenler projeksiyon alinabilir diyerek
bu konuda yaganan soruna ¢oziim Onerisi sunmugtur. Bazi okul yoneticilerinin projeksiyon
konusunda &n yargiya sahip olduklarini savunan 6gretmenlerin ifadelerine bakacak olursak 026, O31:
“Teknolojik yonden merkezi bir okuldayim ama hicbir donanim yok. Okul miidiiriine projeksiyon istiyorum
dedigimde bana ne yapacaksiniz oturtup ¢izgi film mi izleteceksiniz? vs. diye direkt séylemiyor ama ima ediyor.
Bu sorunlara O26 ve O31: “Teknolojik araglarin okul oncesinde rolii nedir, ne gibi faydalart vardir?
konusunda bilgi verilerek bilinglendirilmeleri gerektigine inanmyorum.” diyerek ¢dziim Onerisi sunmustur.
O3 ve O25: “Her stmifin bir bilgisayar, projeksiyon cihazina sahip olmast gerekiyor ki cocuklara egitim verirken
gorselligi kullanarak yararl bilgileri d3retebilelim.” diyerek okul 6ncesinde teknolojinin énemine vurgu
yapmustir. Ayrica okulun fiziki yapisinda yetersizlik olarak oyun odasi, drama odasi, 6gretmenler igin
lavabo ve yaparak yasayarak Ogrenme firsati sunmak i¢in bahge diizenlemesi olmamasi dile
getirilmistir. 05, 06, 09, 013, 028 ise genel olarak fiziksel ve teknolojik sartlarin iyilestirilmemesini
ve okul Oncesi i¢in ayrilan biit¢enin sinif donanimi igin kullanilmadigini sorun olarak gérmekte olup
harcama ve satin alma konusunda okul dncesi 6gretmeninden de fikir alinmasini ¢6ziim Snerisi olarak
sunmuslardir. Goriismeye cevap veren Ogretmenlerden bazilari da eksikliklerin zamanla imkanlar
dogrultusunda giderildigini belirtmistir.
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Tablo 3
Okul dncesi egitime bakigin olumsuzlugu sebebiyle yasanan problem durumu
Tema Kodlar F %

Okul 6ncesi egitimin dneminin yeterince  Evet 6 50

kavranamamas ve farkli branglardan Kismen 5 4166

idarecilerin olmast '
Hayir 1 3,22
Toplam 12 100

Tablo 3’e gore okul 6ncesi 6gretmenlerinin yoneticilerle yasadiklar1 sorunlardan bir digeri de
okul Oncesi egitime yoneticiler tarafindan énem verilmemesi veya farkli branstan yoneticilerin okul
oncesi egitim hakkinda yeterli bilgiye sahip olmadiklar1 ig¢in okul Oncesi Ogretmenlerini
anlamamalaridir. ((56, 09, 014, 027, O28, (530) C)gretmenlerin ifadeleri incelendiginde:

0O6: “Genellikle farkli branstan 6gretmenlerin idareci olmalarindan kaynakli egitim anlaminda
beklentiler farkli oluyor. Ana smifi bulunan her kurumda mutlaka ayni branstan idareciler
olmali.”

09 ve O28: “Okul o6ncesi egitimi hakkinda ilgili ve alakadar olan bir yonetici olmast
gerekmektedir.”

030: “Okul yonetimi maalesef okul oncesi hakkinda bilgi bakimindan yetersiz. Smf igi
materyallerin ne anlama geldigini bilmedikleri i¢in bizlere destek olmuyorlar hatta asagilayict
tavirlar takiniyorlar. Bence tiim yoneticilere okul o6ncesi nedir, etkinlikleri nelerdir, nasil
uygulanir? diye bilgilendirme ¢alismalar1 yapilmali.”

0O27: “Okul éncesi hakkinda yeterli bilgiye sahip olunmamasi, okul dncesine yeterli énemin
verilmemesi, yapilacak c¢alismalarin gereken ciddiyetle dinlenmeyip desteklenmemesi, okul
miidiirii ve diger personelin ana sinifina ¢ocuklara sadece oyun oynatilip eglendirilen bir yer
olarak bakmasi, siirekli gecistirme politikalarinin uygulanmasi olarak bakmaktadir.”

seklindeki goriisleri dikkat ¢ekmektedir.

Tablo 4
Materyal eksikligi sebebiyle yasanan problem durumu
Tema Kodlar F %
Materyal eksikligi yasanmaktadir. Evet 13 41,935
Kismen 8 25,806
Hayir 10 32,258
Toplam 31 100

Tablo 4 incelendiginde materyal eksikliginin de okul 6ncesi 6gretmenleri tarafindan 6nemli bir
sorun tegkil ettigi bulunmustur. (03, 04, O5, 07, 010, 011, 012, 013, 014, 015, 023, 025, 029) O7,
010, 011, 012, 013, O14, O25 ifadelerinde genel olarak sinif i¢cinde uygulanan etkinliklerde materyal
eksikligi ve egitici oyuncaklarin temin edilmesi hususunda yasanan problemlerin énemli bir sorun
oldugunu dile getirmislerdir. O29: “Oyuncak, arac-gerec ve kitap eksikligimizde yardimct olmakta
zorlamyorlar.”diyerek eksikligin sadece oyuncak ve arac-gerecten ibaret olmadiginin iizerinde
durmustur. O23 ise asagidaki ifadesi ile bagka boyutla soruna yaklasmamiz gerektigini gosteriyor:
“Swmif ici uygulanan etkinliklerde okul yonetiminin herhangi bir miidahalesi olmadig: icin sorun yasamadim
ancak okuldaki arag ve gereclerin yetersizliginden kaynaklanan sorunlar yasaniyor. Okul yonetimi yeterince
ilgilenmiyor ve Onemsemiyor.”
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Tablo 5
Geziler ve etkinliklerde yasanan problem durumu

Tema Kodlar F %
Gezilerde ve okulda yapilmasi Evet 17 54,83
disiintilen etkinliklerde okul 6ncesi Kismen 10 32058
Ogretmenlerinin goriisleri alinmadan ’
yapilmasi ve yardimeci olmamalari Hayr 4 12,90

Toplam 31 100

Tablo 5’e gore; okul dncesi 6gretmenlerinin okul yonetimi ile yasadigi 6nemli sorunlardan birinin
de gezilerde ve okulda yapilmasi diisiiniilen etkinliklerde okul 6ncesi 6gretmenlerinin gortisleri
alimmadan yapilmasi, yardimci olmamalar1 ve desteklememeleri olarak belirtilmektedir. (C)l, 04, O7,
05, 09, 010, 011, 012, 013, 014, 018, 022, 023, 025, 027, 029, O30) O25'in: “Ogretmenlerle inceden
konusulup ortak karar almman gezilerde izin konusunda sikinti yasiyoruz. Bazen fazla ve okul oncesi egitime
uygun olmayan geziler yapilirken goriislerimiz alinmadan karar veriliyor. Okul icinde dgrencilerle cok amacl
salonda taginabilir perdeyi kullanarak yararli sunular ve ¢izgi film izlemek istedigimiz de sadece bir sinifa izin
verilmiyor. Bahgede cocuklarla etkinlik yapmak istiyorum ancak cocuklar icin oturabilecekleri uygun alan
yoktur. Istedigimizde de biitcenin yetersizligini dne siiriiyorlar ya da ilgilenmek istemiyorlar.” yaniti geziler ve
etkinlikler ile ilgili soruna yonelik genel olarak Ozetleyen bir ifade olarak degerlendirmek
miimkiindiir. O22'nin ifadesini inceledigimizde: “Etkinliklerden kisa siire énce programdan haberimiz
oluyor. Haber vermede sikinti yasiyoruz.” diyerek okul ig¢inde yapilan programlar agisindan yasadigi
sorunu dile getirmistir. Bu konuda sorun yasayan Ogretmenlerin c¢ogunda gerekli izinlerin
saglanamamasi, yeterli destek ve yardimi gormedikleri ve maddi yetersizlige degindikleri
anlasilmaktadir.

Tablo 6
Biitce yetersizligi sebebiyle yasanan problem durumu
Tema Kodlar F %
Biitge yetersizligi Evet 6 19,354
Kismen 15 48,387
Hayir 10 32,258
Toplam 31 100

Tablo 6 de ulagilabilecek bulgulardan yola c¢ikarak okul 6ncesi 6gretmenlerinin okul yonetimi ile
yasadig1 sorunlardan birinin de biite yetersizliinden kaynaklandig: ifade edilebilir. (04, O10, O12,
013, 014, O18) Bu konuda O13: “Yeterli biitcenin saglanamamasi.” diyerek destekleyici agiklamada
bulunurken O4: “Genel olarak maddi ihtiyaca bagh sikintilar yasanmaktadir. Ozellikle sosyo-ekonomik diizeyi
diisiik cevrelerdeki aileler destek vermediginden okul idaresi de sorun yasamaktadir ancak imkdnlar dahilinde
ellerinden geleni yapryorlar.” diyerek empati kurmus ve sadece Ogretmenlerin degil bazen okul
yonetiminin de sorun yasayabilecegini ve ¢dzmeye calistiklarini dile getirmistir.

Tablo 7 incelendiginde okul Oncesi 6gretmenlerinin okul yonetimi ile sosyal etkinliklerde ve
okulun fiziksel kosullarindaki giivenlik konusunda sorun yasadigi goriilmektedir. (01, 023, 029)
029: “Geziler idarecilerin korkulu riiyas: gibi. Giivenlik problemi ve sorunlarla karsilasacagimiz diisiiniilerek
olumsuz  bakabiliyorlar.” agiklamasiyla yonetim ile gilivenlik konusunda sorun yasandig:
vurgulanmaktadir.
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Tablo 7
Okulun fiziksel kosullari sebebiyle yasanan problem durumu
Tema Kodlar F Yot

Okulun fiziksel kosullarinda ve sosyal Evet 3 23,076

etkinliklerde giivenlikte yasanan Kismen 5 38,461

sorunlar 4
Hayir 5 38,461
Toplam 13 100

“Ogretmenlerin ara vermeden sinif igerisinde bulunmalar1 (O3), siniftaki 6grenci sayisinin
fazlalig (03, O30), okul idaresi ile veli iletisiminde yaganan sorun ve velilerin gozde fazla
biiytitiildigii (02, O18), yéneticilerin empati kurmayslari (O2), ilkokullarin ana siflarinda
gorev yapan okul oncesi dgretmenlerinin yoneticiler tarafindan smif dgretmenleri gibi rahat
olduklarin1 diisiinerek istedikleri zaman idareye cagirmalari, bu sebeple ana smifindaki
ogrencilerin smifta tek bagina kaldiklar1 (O4), anaokullarinda bayan dgretmenler icin ayri bir
lavabonun olmamasi (O25), ana siniflarinda gocuklarin temizlik ve tuvalet gereksinimi ile
ilgilenebilecek yardimci elemanlarin olmamasi (03, 010)”

yasanan diger sorunlar olarak katilimcilar tarafindan dile getirilmistir.

Okul Oncesi Ogretmenlerinin Yoneticileri ile Yasadiklar1 Sorunlara Onerdikleri Céziim Yollart

Okul oncesi 6gretmenlerinin okul yoneticileri ile yasadig1 6nemli sorunlardan biri olan okul
Oncesi egitime Onem verilmemesi konusunda Ogretmenler tarafindan “Okul 0Oncesi konusunda
bilgilendirilerek yeterli bilgiye sahip olmalari, okul oncesinin onemini kavramalar: saglanmali ve miimkiinse
ayni branstan veya okul éncesiyle ilgili yonetici olmas: gerek.” ifadeleriyle ¢6z{iim Onerileri sunulmustur. (
04, 06, 09, 012, 014, 026, 027, 028, 029) O27: “ Yéneticilerin okul éncesi kurumu ve egitimi adina belli
bir bilgi birikimi olmasi hem 6gretmen hem yonetici adina islerin kolaylasmasinmi daha iyi anlasilmasim saglar.
Eger yonetici okul oncesi eitimin onemini bilmezse goziinde yapti§imiz is ne ki cocuklart oynat eglensinler
yeter, der.” ifadesi ile okul dncesi egitimin 6nemli oldugunu vurgulamaktadir.

Katilimcilarin biiyiik bir ¢ogunlugu gezilerde ve okulda yapilmasi diisiiniilen etkinliklerde
okul oncesi 6gretmenlerinin goriisleri alinmadan yapilmasi ve yardimci olmamalar1 sorununa ¢éziim
Onerisi olarak “sosyal faaliyetlerin ve gezilerin dnemini kavrayarak maddi-manevi desteklenmesi ve 0gretmen
goriislerinin almarak daha onceden haber verilebilir.” gorlisinii sunmustur. (C)l, 03, 04, 05, 010, O11,
012, 013, 014, 022, 023, 025, 029, O30) Ornek olarak O25'in ifadesi incelenebilir: “Egitim-6gretim yili
basinda planlanan yerlere planlanan tarihlerde gezi diizenlenmesi ve okul-aile isbirligi saglanarak yardimci
annelerle, 0gretmenlerin cogunlugunun goriisleri almarak gidilecek yere bir hafta onceden haber verilerek
gidilmesi konusunda yardimc: ve destekleyici olmalilar. Ayrica okul ici sosyal etkinlik olarak cocuklarin
hoslarina gidebilecek kukla gosterileri, cocuklar icin uygun olan animasyon sinema izletme giinleri vb. etkinlikler
diizenlenebilir.” Ayrica bu konuda 010, O13 ve O30 tarafindan farkli bir fikir olarak ortaya atilan “Okul
oncesi egitimi igerisinde gezi ve sosyal faaliyetlerin okul oncesi ¢ocuklarm gelisimi acisindan gerekliliginin ve
oneminin okul idaresince algilanmasi, 6gretmenlerin- 6grencilerin bu konuda desteklenmesi gidilecek gezilerde
glivenlik probleminin, ulasimin saglanmasinda yardimcr olunmas: saglanabilir.” ¢oztim Onerisine diger okul
oncesi 6gretmenleri de benzer cevaplar1 vererek desteklemiglerdir.

Okul 6ncesi dgretmenlerinin tamamina yakininin materyal eksikligi ve fiziksel ve teknolojik
agidan yetersizlikleri, biitgenin yetersizligi olarak gordiikleri i¢in biit¢enin iyilestirilmesi konusunda
hemfikir oldugu goriilmiistiir. Bu konuda sunulan ¢esitli ¢6ziim Snerilerinden bazilar1 “Okul yonetimi
ile 3retmen arasinda isbirligi saglanarak okulun, stmfin ihtiyaclarim (egitici oyuncak ve gerekli materyaller,
siiflara projeksiyon, bahce ortami, bayan Ogretmenlere lavabo) karsilamaya yonelik yeterli biitcenin
olugturularak MEB ve gerekirse sponsor, digaridan destekler araciligiyla eksikliklerin giderilebilir.” seklinde
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fikirlerini beyan etmislerdir. (O1, 03, 05, 010, 011, 012, 013, 014, 018, O28) Bagka bir ¢oziim Snerisi
ise “Okul oncesi stmfinin harcama yetkisinin tamamen 6gretmene birakilabilir.” gortistidiir. (05, 06, O9)

Ayrica 6gretmenlerin 6nerdikleri diger ¢6ziim Onerilerine bakacak olursak yukarida yazili olan
ifadeler harici belirtilen “Okul yénetiminin empati kurmas: (02, O22), simf ici etkinliklere miidahale
edilmemesi (O24), her sinifa bir tane yardimct abla alinmast ve yardimct ablalarm iicret ve sigortalarinin milli
egitim tarafinca kargilanmast ve ddene§in artirilmas: (O3, O10)”fikirleri diger ¢6ziim &nerileri olarak
kargimiza ¢ikmaktadir.

Sonug, Tartisma ve Oneriler

Bu arastirmada elde edilen veriler dogrultusunda okul ©ncesi Ogretmenlerinin yoOnetimle
yasadig1 bazi problemler oldugu sonucuna ulagilmigtir. Ogretmenlerin yasadiklar1 sorunlardan
birkag1 asagidaki gibidir:

¢ Yoneticilerin okul 6ncesi egitim konusunda bilgilerinin azlig1,

® Yoneticilerin materyal ve smifin fiziki kosullari, yardimci personel gibi egitim ortamin
etkileyebilecek alanlarda olusabilecek eksiklikler konusunda yeterli 6nem vermemesi,

® Yoneticilerin okul Oncesi egitimde geziler ve sosyal faaliyetlerin 6nemi hakkinda yeterli
duyarlilikta olmamasi sebebiyle 6gretmene destek ve yardimci olmamalari,

* Yoneticiler, okul o6ncesi egitimde teknoloji kullanimmin 6nemine tezat bir bakis acisi ile
bakmalari.

Bu arastirmada elde edilen sonuglarla Zembat (2012)'in yaptig1 arastirmada elde edilen sonugclar
hemen hemen aym sorunlardan ve bulgulardan bahsetmektedir. Ancak yapilan arastirmadan farkl
olarak yoneticilerin 6zel giin ve haftalarda sunulmak {izere okul Oncesi 6gretmenlerinden sinifca
hazirlanan etkinlik talep etmesi sorun olarak Zembat(2012)'mn yapmis oldugu arastirmada
goriilmektedir.

Biite ve Bala (2010) yaptigi arastirmada kurum igi iletisim zayifliklarindan kaynaklanan
problemlerin yan sira bu aragtirmanin bulgular1 sonucunda da ortaya ¢ikan yoneticilerin okul 6ncesi
egitim konusunda yeterli bilgiye sahip olmadiklarindan dolay1r yasanan problemin daha 6nemli
olduguna kani getirmistir. Bu ka1 arastirmaya destek veren katilimcilarin en fazla goriis belirttigi
sorun olarak karsimiza ¢ikmaktadir. Katilimcilardan alinan verilerle elde edilen bulgulara gore okul
Oncesi 0gretmenlerinin tamamina yakini yoneticilerle yasanan sorunlarin giderilmesinde yoneticilerin
okul oncesi egitim konusunda bilgilendirilip egitilmesini énemsedikleri sonucuna ulasilmigtir. Okul
oncesi egitimin neden onemli olduguna dair yonetimdeki kisilere seminer verilmesi, okul oncesi
egitimde daha ¢ok hangi etkinliklerin kullamildigina yonelik uygulamali egitim sunulmasi ve
ogrencileri sadece oynat- eglendir mantigindan ¢ikilarak uzmanlik isteyen bir ugras oldugu kanisina
varmalari i¢in hizmet ici egitime katilmalarinin 6nerildigi sonuclar arasinda degerlendirilebilir.

Arastirmada okul 6ncesi 6gretmenleri ile yoneticiler arasinda sorunlar yasandigina dair ulasilan
genel sonucun aksine Aktankerem ve Comert(2004) yaptig1 arastirmada Siirt ili ve ilgelerindeki
yoneticilerin okul Oncesi egitim kurumlar1 ve 6gretmenlerle siirekli olarak iletisim halinde olup
onlarin sorunlariyla yakindan ilgilenerek ¢oziim iiretmekte, maddi ve manevi destek olduklar
sonucuna ulasmistir. Ulasilan bu sonug bu arastirmadaki baz1 katihimecilarin fikirleri ile uyusmaktadir.

Okul 6ncesi yas grubundaki ¢ocuklarin ahlaki, kisisel, duygusal, dil gelisimini destekleyici zengin
yasantilar edinmesi gelecek yasantisinda ve toplumsal agidan diisiiniildiigiinde en 6nemli gereksinim
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olarak goriilebilir. Calismada ulagilan diger sonug¢ okul 6ncesi 6gretmenlerinin yonetim ile sosyal
etkinlikler ve gezilerde birtakim sorunlar yasayabildigidir. Bu goriisii destekleyen ve arastirmaya
katilan 6gretmenlerin ¢ogunlugu gezilerde ve sosyal etkinliklerde yoneticilerden kaynaklanan izin,
prosediir ve “Biitcemiz kisitly, giivenligi nasil saglayacaksiniz?” gibi bazi aksi ifadelerle sosyal etkinlik
ve gezilere yeterli destegin verilmemesini énemli bir sorun olarak gormektedirler. Bu soruna ¢6ziim
olarak okul yoneticilerinin okul Oncesi egitimde sosyal etkinliklerin ©nemi {izerine
bilinglendirilmeleri, maddi destek ve ulasim agisindan yardimci ve destek olmalar1 gerektigini
belirterek ¢6ziim Onerisi sunmuslardir. Bu konuda sosyal etkinlik planlamasinin 6gretmene
birakilmas: ancak plan dahilinde yonetimin de Ogretmene yardimci olmasi(ulasim, ara¢ temini,
cocuklar i¢in yararh gosterilere katilimda isteklilik..vb) ¢6ziimii ulasilan olas1 bir sonugtur.

Akarsu(1983)' nun aragtirmasimi sundugu okul oncesi egitim kongresinde degerlendirme kisminda
Ruhi SEL, okul 6ncesi 0gretmenleriyle soylesisinde okul yonetiminin istegi {izerine yabanci dil,
tekvando, bale vb. Kurslar1 diizenlenmesinin gereksiz bulduklarini belirttiklerini ifade etmistir. Yani
cocuklarin gelisim diizeylerine uygun olmayan fiziksel gelisimi aksatici galismalar dgretmenler ve
akademisyenler tarafindan kabul gormeyen bir diisiince oldugundan sorun olarak
nitelendirilebilmektedir. Bu arastirmada ulasilmayan ancak ilgi ¢ekici bir sorun oldugu diisiiniilerek
oneriler gelistirilebilir. Bu arastirmada sonug¢ olarak karsilasabilecegimiz yilsonu ve ozel giin
gosterileri igin etkinlikler diizenleme Akarsu(1983)nun arastirmasindaki sonugla kismen
benzesmektedir.

Fiziksel ve teknolojik donanim yetersizligi konusunda yonetimin okul 6ncesi 6gretmeni ile farkl
diisiincelere sahip olmalar1 bulgular neticesinde varilan sonuglardan biridir. Okul 6ncesi egitim her ne
kadar oyunla egitim olarak goriilse de yas itibariyle gorselligin ve fiziksel imkanlarin gocuklar igin
uygun olmas: gerekmektedir. Ayrica gorsellik ve fiziksel imkanlarin yeterliligi ¢ocuklar icin okulu
sevdirici ve eglendirici olmasinin yamn sira egitici-Ogretici nitelikte olmasi agisindan 6nemlidir. Bu
sebeple cocuklar icin egitici ve yararli bilgiler iceren sunumlar, gorsel ve isitsel 6gelerle anlatim
tekniginin kullanilmas1 ig¢in projeksiyon ve teknolojik donanimin gerekliligi arastirmaya katilan
O0gretmenlerce de kabul goren bir goriistiir. Bu goriisii savunan katilmcilardan ¢ogunlugu okulun
fiziksel ve teknolojik ac¢idan yetersizligine okul yoneticilerinin olumsuz yanitlar verdiklerini ve okul
oncesinde projeksiyonun ve teknolojik yoOntemlerle egitimin gereksiz olarak gordiiklerini
belirtmislerdir. Yoneticilerin okul 6ncesinde daha ¢ok oynat, eglendir vb. seklinde egitim verildigini
diistindiiklerini belirten katilimcilar da mevcuttur. Fiziksel yetersizlik konusunda da 6zellikle yaparak
yasayarak ogrenme firsat1 saglayan agik uclu deneylerin yapilabilecegi ayr1 alan ve okul bahgesinde
alan gezileri ve gozlem yapabilmeyi saglayan imkanlar sunulmasi énerisine ulasilmistir.

Bilindigi tizere okul dncesinde sinif ortami ve egitici oyuncaklar ile materyaller ¢ok énemlidir. Bu
sonuca varilmasinin en onemli gostergesi arastirmaya katilan okul 6ncesi 6gretmenlerinin goriisme
formuna vermis olduklar1 yanitlaridir. Arastirmada bulunan bulgulara gore yoneticilerin materyal
eksikligi ve sinifin fiziki kosullar1 konusunda yetersiz bilgiye sahip olduklar1 veya duyarsiz olduklar1
icin Onemsemedikleri sebebiyle okul Oncesi egitimde materyal ve egitici oyuncak yoniinden
eksikliklere yardima olmadiklar: sonucuna varilabilir. Baz1 6gretmenlere gore sinif icgin yapilmasi
gereken harcamalarin okul disina yapildig: bildirilmektedir.

Arastirmaya katilan 6gretmenlerin belirttikleri sorunlardan yardimci personel alinmamasi daha
¢ok bagimsiz anaokullarinda ve arastirmaya katilan bir ilkokulda yasanan sorunlar olarak sonuglar
arasinda yerini almaktadir. Ayrica ilkokullarda farkli branslardan yoneticilerle ¢alisildigr igin okul
oncesi egitimin onemini kavrama konusunda yetersiz oldugu sonucuna varilan okul yoneticileri ile
okul 6ncesi dgretmenleri arasinda empati kurma yoniinde sorunlar yasandigi belirtilmektedir. Bu
sonuca karsilik arastirmaya katilan 6gretmenlerin bazilar1 okul yoneticileri ile sorun yasamadiklarini
belirterek aragtirmayi farkli bir boyuttan incelememizi saglamislardir.
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Yapilan bu aragtirmadaki sorunlar haricinde Kaan Demir ve Ari (2013) tarafindan yapilan
calismada yonetimden kaynaklanan sorunlar digsinda is taniminin agik olmamasi ve gelecek
glivencesinin bulunmamasi, emeklilik yasinin fazlalifi 6gretmenlerin yasadigi problemler olarak ele
alinmustir. Diger problemlerden kaynakli literatiir taramasi sonucunda okul oncesi 6gretmenlerinin
tiikenmislik durumuna bagh olarak okul yonetimiyle ilgili baz1 problemler yasandig1 goriilmiistiir.
(Deniz Kan, 2008; Akman, B ve arkadaslari, 2010) Bu sonuca arastirmaya katilan 6gretmenlerden
bazilar1 da onay vermistir. Bu sebepten yasanan sorunlarin ¢oziimii i¢in yOneticilerin anlayish ve
empati yapabilme yetisi yiiksek kisilerden olmasi oneriler arasinda bulunmaktadir.

Oneriler

Arastirmanin bulgu ve sonuglarina dayali olarak gelistirilen 6neriler sunlardir:

Her egitim kademesinde oldugu gibi okul oncesi egitimde de bireysel farkliliklarin ¢ok 6nemli
oldugu bilinmektedir. Bu sebepten dolay1 ¢ok kalabalik siniflarda dgretmen, yeterli diizeyde egitim
ortami hazirlamada giigliik yasayabilir. Bu soruna simniflarin fiziksel kosullarina uygun sayida 6grenci
alinmas1 Onerilebilir. Ayrica okul Oncesi egitim kurumlarinin fiziksel kosullarinin diizenlenmesi
konusunda gerekli birimlerle is birligi yapilarak fiziksel kosullarin ve materyallerin yetersizliginde
sivil toplum orgiitlerinin, goniillii kurum ve kuruluslarin destegi saglanabilir.

Siniflarda bulunmasiin faydali olabilecegi diisiiniilen teknolojik donanimlarin giderilerek
Ogretmen icin gerekli sitelere giris izni verilmesi oneriler arasinda degerlendirilebilir. Tabi bu sekilde
imkan sunuldugunda da istismar olaylarinin yasanmamasi igin Ogretmenlere gerekli hizmet ici
egitimler verilerek Ogrenciler i¢in yararli olabilecek sitelere giris yapilabilecegi uygulamali olarak
anlatilabilir.

Yoneticiler okul Oncesi egitimi alaninda uzmanlasmis kisiler arasindan secilmeleri veya
yOneticilere hizmet i¢i egitim seminerleri ve bilgilendirme ¢aligmalar1 diizenlenerek okul 6ncesi egitim
konusunda duyarli olmalar1 saglanabilir. Bu kapsamda okul yoneticilerinin alanla ilgili temel konular
ve diinyadaki gelismeler hakkinda hizmet igi egitimler yoluyla bilgilendirilmeleri de onerilebilir.
Boylece yoneticilerin okul oncesi 0gretmenleri ile empati kurabilmesi ve diger 6gretmenliklerden
farkli bir 6gretmenlik oldugunu bilmesi saglanabilir.

Arastirma bulgularina gore yapilacak yeni diizenlemelerle biitceden okul 6ncesi egitime ayrilan
pay arttirilabilir. Bu sayede ana siniflarinda yasanan yardimci personel konusunda yoneticiler daha
duyarli olarak alim yapabilirler. Hatta yardimci personelin ticret ve sigorta giderleri milli egitim
tarafinda kargilanarak okul aidatlarinin sadece sinif ici ve sinif digi etkinlikleri ile okul 6ncesi kurum
ve siniflarinin ihtiyaglari konusunda harcanmasi saglanip bu konuda okul yonetimi de 6zellikle eksik
materyallerin, fiziksel ve teknolojik donanimlarin temininde de yardimci olmasi onerilebilir.

Okul oncesi kurumlarinda kullanlabilecek oyuncak ve materyallerin egitici olup olmama
ozelligine dikkat etmesi hususunda yoneticilere bilgilendirme yapilmasi ve okul 6ncesi egitime uygun
materyallerin alinmasinda soz hakkinin daha ¢ok okul 6ncesi 6gretmeninde olmasi sunulabilecek
oneriler arasinda degerlendirilebilir. Ayrica yeni yaklasimlara uygun egitici materyalerin temini
konusunda firmalarla isbirligi yapilirken yonetimin de bulunmasi onerilebilir.

Onceden planda karar verilen ancak son anda degistirilip bagka bir yere diizenlenen gezide
¢ocuklarin ve 6gretmenin motivasyonunun saglanmasinda sikinti yasanmas: beklenen sonuglardan
biridir. Bundan dolay: gezilerde ve sosyal etkinliklerde okul yonetimi Ogretmenin de goriisiinii
alabilir ve birkag giin 6nceden haber verebilir.

Okullarda yilsonu gosterisi ve okul kapsaminda biitiin kademelerce kutlanan 6zel giin ve haftalar
okul 6ncesi 6gretmeni ve d6grenci acisindan davrarnissal ve ruhsal sorunlar olusturan bir siire¢ oldugu
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sOoylenebilir. Ayrica okul oncesi egitimde ¢ocuklara 6gretilmesi gereken kavramlar ve planda yer alan
gelisimi destekleyici etkinlikler yerine saatler siiren provalar sebebiyle egitim-6gretim aksamaktadir.
Bu sebepten ¢ocuklarin yas grubu ozellikleri baz almmarak c¢ocuklarin motor, dil, sosyal-duygusal
gelisimini destekleyici drama, miizikli oyunlar ve gosterimler seklinde sunulmas: daha faydal
olabilir. Aksi takdirde c¢ocuklarda oOzgliven eksikligi, basaramama korkusu, ice kapanma;
Ogretmenlerde yipranmalar ve agresif davranislar gibi sorunlar goriilebilir. bu tiir sorunlarin
yasanmamasi igin okul &ncesi kurumlarinda yilsonu gosterileri, 6zel giin ve haftalar etkinliklerinin
¢ocugun egitimini aksatici sekilde diizenlenmesi yerine c¢ocuklarin giiniin anlam ve Onemini
kavrayacaklari sekilde gorsel ve isitsel 6gelerden yararlanarak anlatilmasi dnerilebilir.
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Yazarlara Yonerge

Yasadikca Egitim Dergisi'ne gonderilen aday makalelerin American Psychological Association
(APA) (Amerikan Psikoloji Birligi) yaymn kilavuzu 6. basiminda (2010) belirlenen ilke ve kurallara
uygun olmasi gerekmektedir. Bu yonerge, yazarlara kolaylik saglamak acgisindan APA yaymn
kilavuzunun bir 6zetidir. Liitfen eksik hususlar i¢cin APA yayin kilavuzuna basvurunuz.

Kapsam

Hakemli bir dergi olarak yilda iki kez yayimlanan Yasadik¢a Egitim Dergisi egitim alaninda ulusal
ve uluslararasi sorunlari, egitim politikalarin1 ve uygulamalarim ele alan, inceleyen, degerlendiren
nitel ve nicel arastirmalara ve tartisma yazilarina sayilarinda yer vermektedir. Dergi kuram ve
uygulama arasinda bag kurarak egitim biliminin bilgi temeline katkida bulunmay1 amaglamaktadir.
Bu amagla egitimin ¢ok ¢esitli alanlarinda nitel ya da nicel yontemler kullanilarak gerceklestirilmis
arastirmalar1 yayimlamaktadir. Derginin temel amaci; okul Oncesi, ilkogretim, ortadgretim,
yliksekogretimde ve yetiskin egitiminde siireclerin ve ¢iktilarin iyilestirilmesine katkida bulunarak
kaliteyi artirmak seklinde ifade edilebilir.

Dil
Yasadik¢a Egitim Dergisi gonderilecek aday makalelerin tam metinleri Tiirkge ya da Ingilizce
dillerinden biriyle yazilmis olmalidir. Aday makaleler hem Tiirkce “6z” hem de Ingilizce “abstract”

icermelidir. “Oz”den sonra Tiirkge anahtar sozciiklere, “Abstract”tan sonra ise Ingilizce “Keywords”e
yer verilmelidir.

Bi¢im

Aday makale MS Word programinda, kenarlarindan 2.54 bosluk birakilan A4 boyutu kagida 12
punto Times New Roman yazi tipi kullanilarak ¢ift aralikhi yazilmalidir. Her sayfa sag iist kdoseden
numaralandirilmalidir. Metin igerisinde kullanilan istatistiksel semboller egik yaziyla (italik) olarak
verilmelidir. (Ornegin: p, 1, F, R?).

Metin igerisinde basliklandirma sistemi asagida belirtildigi sekilde gerceklestirilir:

Apa Makale Yazim ilkeleri Dogrultusunda Baslik Diizeyleri
Baslik Diizeyi Ornek bicim

1 Ortalanmis, Kalin, i1k Harfler Biiyiik Baslik

2 Sola Yasli, Kalin, i1k Harfler Biiyiik Baslik

3 Sola yasly, ilk satir girintili, kalin, ilk harfler kiiciik, nokta ile
biten baslik

4 Sola yasly, ilk satir girintili, kalin, italik, ilk harfler kiiciik, nokta
ile biten baslik.

5 Sola yash, ilk satir girintili, italik, ilk harfler kiiciik, nokta ile biten baglik.

Basliklarda kullanilan ve, ile gibi baglaglar istisna olarak ilk harfleri kiiciik yazilir.

Rakamlarin Kullanimi

Makale icgindeki sayilar 10'dan kiiglik ise harfle (bes, alti..) yazilmalidir. Ancak istisnai
durumlarda numara verilebilir (Ornegin: APA yazim kilavuzunun 3.12 numarali kisminda....).
Ciimlenin baginda olmamak sartiyla, 10'dan biiyiik sayilar rakamla yazilir (Orn. Evren biiyiikliigii
dikkate alinarak arastirmanin orneklemine 346 simif 0gretmeni dahil edilmistir.). Metin igerisinde
kullanilan 6l¢me birimleri i¢in her zaman rakam kullanilir (Orn. 10 mg'lik dozlar...). Istatistiksel veya
matematiksel islevler, kesirler, ondaliklar, yiizdeler vb. sayilar her zaman rakamla yazilir (C)rn. okul
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miidiirlerinin %35, 3 katindan fazla....). Parasal degerler, 6l¢ek puanlamasinda kullanilan birimler,
evren ve Orneklemle ilgili sayilar, tarih, yas ile ilgili ifadeler rakamla yazilir. Kitap boliimleri, tablolar,
sekiller, grafikler ve dortten fazla madde igeren listelere yapilan atiflarda her zaman rakam kullanlir.
Kiisuratl sayilarda tam say1 ile kiisurat1 arasina nokta konulur. Korelasyon katsayis1 gibi 1’den biiyiik
bir deger alamiyorsa ve 1’den kiiciik bir deger basina “0” konmadan yazilir (Orn., .05). F testi, ¢ testi
gibi testlerde oldugu gibi, rapor edilen katsay:r 1'den biiyiik bir deger alabiliyorsa, 1'den kiigiik
oldugu durumlarda bagina “0” konur, kiisurat nokta ile ayrilir (Orn., F(1,136)= 0.76). Kiisurath
sayilarda, 6zel bir durum olmadikg¢a kiisuratli kisim iki rakama yuvarlanir. Yalnizca istatistiksel
anlamlilik; p degerleri rapor edilirken yuvarlanmadan ve noktadan sonra ikiden fazla rakamla oldugu
gibi rapor edilir (Orn., p=.035). Anlagilirhg1 artirmak amaciyla p degerleri “p<.10, p<.05, p<.01”
seklinde de kullanilabilir. Ancak p degerleri rapor edilirken, deger .001’den kiigiik ise “p<.001”
seklinde rapor edilir. Bir ciimleye, basliga ya da alt basliklara sayi ile basliyorsa, harflerle yazilir. Eger
miimkiinse rakamlarla ciimleye baslamamak tercih edilir. (Orn. “Bin dokuzyiiz doksaniki yilinda
yapilan arastirmada Miller...” yerine “Rogers 1982 yilinda yaptig1 arastirmada...” ifadesi kullanilarak
ctimleye rakamlarla baslamaktan kaginilabilir).

Baslik

Aday Makalenin bashgi 12 kelimeyi ve iki satir1 asmamalidir. “Yazarin notu” (dipnot) sayfa
sonunda yer alir ve yazarin ¢alistig1 tiniversite, boltim, anabilim dali, sehir, iilke vb. bilgileri igerir.
Ayrica (varsa) arastirmaya destek saglayan kurumlara tesekkiir kismi yer alir, ilgili okuyucular igin
yazarlarin iletisim bilgisi verilir (yazisma adresi, telefon numarasi ve e-posta adresi). Arastirmayla
ilgili 6zel aciklamalar (verilerin baska bir arastirmada kullanilip kullanilmadigi, bir tez 6zeti olup
olmadigi, daha 6nce bir kongre, sempozyum gibi yerlerde sunulup sunulmadig1 vb.) var ise en son
olarak bu durum belirtilir.

Oz ve Abstract

Aday makalenin 6z kismi 150-200 kelime arasinda olmalidir. Ana metin Tiirkce ise 6nce Tiirkce
baslik, 6z ve anahtar sozciikler verilmeli. Sonrasinda Ingilizce baslik, “abstract” ve keywords” yer
almali. Takibinde “Giris seklinde baglik atilmadan ana metin yazilmaya baslanmalidir. Ana metin
ingﬂizce ise siralama ingilizce baslik, abstract, keywords, Tiirk¢e baslik, 6z ve anahtar sozciikler
seklinde olmalidir.

Oz ve abstract yaziminda; arastirma makaleleri i¢in arastirma probleminizi miimkiinse bir ciimle
ile belirtiniz. Devaminda arastirma yOnteminizi, veri kaynaklarinizi, veri toplama aracmnizi ve
islemlerinizi, bulgularinizi, sonuglarinizi, uygulama onerilerinizi sununuz. Tartisma ya da derleme
calismalar i¢in bir climle ile konunuzu belirtiniz. Makalenizin amacini, tartisma konusu ile ilgili kanit
ve kaynaklar1 sununuz. Ana tartisma noktalarini ve ulastiginiz sonucu ifade ediniz. Ciimleleriniz en
iist diizeyde 6z ve bilgilendirici olmalidir. Tiim arastirmacilarin yayimlanmis makalenizin dncelikle
“6z” kismini okuyacaklarini daima g6z 6niinde bulundurunuz ve gerekli 6zeni gosteriniz.

Giris

Ana metninizi “Giris” seklinde bagslik atmadan yazmaya baslayabilirsiniz. Bu ana boliimde ele
aldigimiz problemi tanitmaniz beklenmektedir. Arastirma gerekgenizi, arastirmanizin Onemini,
arastirmanizin yayimlanmis diger arastirmalarla iligkisini, arastirmanizin kuramsal temellerini uygun
paragraflar olusturarak sunmalisiniz.

Hgﬂi calismalara atifta bulunmaniz, kendi aragtirmanizla iligkilendirmeniz 6nem tagimaktadir.
Bunu yaparken gereksiz bilgi yiiklemelerinden kaginilmasi gerektigi gozden kacirilmamahdir. Giris
kismi mantiksal bir biitiinliige sahip olmalidir.
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Problem durumunu agikladiktan ve kuramsal ¢ergeveyi sunduktan sonra problemin ¢6ziimii igin
kendi yaklasiminizi sunmaniz gerekmektedir. Arastirmanizin anlasilirhigini saglamak igin problemde
yer alan degiskenlerin etkili sekilde aciklandigindan emin olmalisiniz. Bu bélimiin kapanisi
arastirmanizin amacinin actkca ifade edilmesi, arastirma sorusu ve alt problemlerin siralanmasi ile
yapilabilir. Bu kisimda alt bagliklar kullanmamalisiniz. Uygun paragraflar ve paragraflar arasindaki
gecis climleleri giris kisminin mantiksal tutarligini saglayacaktir. Her paragrafin en az {i¢ ciimleden
olusmasi gerektigi de unutulmamalidir.

Makalenizin bu béliimiinde ve diger boliimlerinde diger ¢alismalara yapacaginiz atiflar ya da bu
calismalardan yapacaginiz alintilar i¢in belli kurallara uymamz gerekmektedir. Diger calismalardan
yaptigimiz alintt 40 sozciikten az ise alintimin baslangi¢ ve bitisinde tirnak isareti kullanmaniz
yeterlidir.

Ornek:

Tabachnick ve Fidell’e gore (2007), “agimlayici faktdr analizinin amaci, gozlenen (observed)
degiskenler (test maddeleri) arasindaki iliskileri betimlemek, c¢ok sayida gozlenen degiskenlerin
sayisini indirgeyerek daha az sayida anlamli yapilar (faktorler) olusturmak ve gozlenen degiskenleri
kullanarak altta yatan siirece iliskin operasyonel bir tanim (regresyon esitligi) olusturmaktir” (s. 608).

Yapacagmiz alint1 40 sozciikten fazla ise alintiy1 bir paragraf olarak soldan ve sagdan 1.25 cm
igeriye alarak blok olarak yaziniz. Yapacagimiz bu dogrudan alintilarda higbir sozciigii ya da yazim
seklini degistirmeyiniz. Yazim hatalar1 yapilmis olsa bile orijinal dokiiman1 aynen yansitiniz. S6zciik
sayis1 40’tan fazla olan bir alint1 agagida gosterilmistir.

Ornek:

Akytiz (2001) Tiirk egitim tarihinin belirli donemlerinde 6gretmen yetistiren kurumlara daha
nitelikli olan 6grencilerin ¢ekilmesinin 6nemsendigini su 6rnekle desteklemektedir:

Ornegin 1848'de Dariilmuallimin erkek 6gretmen okulunun kurulusunda nitelikli 6gretmen
adaylarmin segimine énem verilmistir. Bu amagla 6grenci sayismin az olmasina, okula sinavla
Ogrenci alinmasina, adaylarin kisiliklerine ve davranislarina dikkat edilmistir. Bunun yaninda
ogretmen adaylarina dolgun burs verilmesi, 6gretim ve smavlarin ciddi yapilmasi, goreve
atamada mezuniyet derecesinin dikkate alinmasi ve bosalan kadroya gitmeyen mezunlarin
diplomasinin iptal edilmesi gibi ciddi kurallar getirilmistir (s. 142).

Bir kaynaktan yaptigimiz alinti miktar1 toplamda 500 sozciikten fazla ise kaynagin sahibinden bu
alintilara ¢alismanizda yer vermek i¢in izin istemeniz gerekmektedir. Calismanizda dogrudan alintilar
disinda diger calismalara atiflar da yer alabilir. Bu atiflar bazen dogrudan alinti niteliginde
olmayabilir. Bu durumda sayfa numarasi kullanilmaz.

Ornek:

Hgﬂi alanyazin incelendiginde fene yonelik tutumlarin 6l¢iimii, genel bazda olabildigi gibi, fizik,
kimya ve biyoloji tutumlar1 seklinde de olabilmektedir (Bitner, 1994; Ekici, 2002; Kara ve Ozden, 2005;
Russell ve Hollander, 1975; Yildirim ve Cirkinoglu, 2005).

Yontem

Yontem ana baslig1 altinda arastirmanin nasil gerceklestirildigi detayli bir sekilde agiklanmali. Bu
acgiklamalar okuyucuya yOnteminizin arastirma amacina uygunlugunu, sonuglarinizin gecerligi ve
givenirligini degerlendirme firsati sunmalidir. Bu sistematik yaklasim diger arastirmacilara
diledikleri zaman sizin ¢alismaniz: tekrar etme olanag1 sunar.

Yontem boliimiinde katilimcilar, veri toplama araglari, arastirma deseni ve arastirma siireci
acgiklanmalidir. Nitel ¢alismalar icin ayrica veri toplanilan ortamlar, goriisiilen kisiler ve goriismelerin
akist ve uzunluklar1 hakkinda yeterli bilgi sunulmalidir. Yontem kisminda nitel arastirmalar igin
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katilmcilarin ne sekilde segildigi belirtilmeli; nicel arastirmalar igin evren-orneklem iligkisi
aciklanmali, 6rneklemin evreni temsil ettiginin kamitlar1 sunulmalidir. Evren, 6rneklem, calisma
grubu, katilimcilar, veri kaynaklari; veri toplama araglari, bunlarin secimi, gelistirilmesi, gegerlik ve
glvenirlik calismalari, verilerin analizi gibi detaylar1 sunmak ic¢in alt bashklar kullanilarak alt
bolimler olusturulabilir.

Bulgular ve Sonuclar

Bu boéliimde; toplanan veriler, kullanilan istatistikler ve veri analiz siireglerinin detaylar1 da
verilerek 6zetlenmelidir. Verilerin 6zetlenerek sunulmasinda tablo ya da sekil gibi araglardan uygun
olanlar secilmelidir.

Tablo 4
Katilimcilarin Mezun Olduklar: Lise Tiirlerine Gore Ogretmenlige Atanma Durumlar

Atanma Mezun Oldugu Lise Tiirii
= Toplam
Durumu GL AL SL AOL KMLCGE
f % f % f % f % f % f %
Atand1 143 441 102 537 143 46.6 97 49.7 14 20.9 499 46.1
Atanamadi 181 55.9 88 46.3 164 53.4 98 50.3 53 79.1 584 53.9
Toplam 324 100 190 100 307 100 195 100 67 100 1083 100

x2=23.10 sd=4 p<.01

Tablo numarasinin koyu ve dik y, tablo adinin ise alt satirda, ilk harfler biiyiik ve egik yazildigina;
tabloda sadece yatay cizgilerin kullanildigina, dik ¢izgilere yer verilmedigine dikkat ediniz.

Biyoloji Dersine
Yénelik Tutum

Sekil 2. Biyoloji Dersi Tutum Olgegi'nin yap1 gegerligi icin yapilan dogrulayici faktdr analizi

Makalenizde bulunan sekilleri de $Sekil 2’deki 6rnege uygun hazirlayimiz. Sekil numaras: ve
adinin altta yazildigina, sekil numarasinin egik yazilip noktayla bittigine, Sekil adinin sadece ilk harf
biiyiik olmak {izere dik yazildigina dikkat ediniz.

Tartisma ve Oneriler

Bulgularimizi1  ve sonuglarmizi sunduktan sonra “Tartisma ve Oneriler”  boliimiine
baslayabilirsiniz. Bu boliimde elde ettiginiz sonuglar1 hipotezlerinizle ya da arastirma sorularinizla
iliskilendirerek tartismaniz, daha o©nce yapilmis olan c¢alismalarla iliskilendirmeniz ve ilgili
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alanyazinla bag kurmaniz beklenmektedir. Sonug ve tartismalar temelinde olusturdugunuz kurama
ve uygulamaya yonelik onerileriniz bu kisimda etkili bir sekilde sunulmalidir.

Kaynaklar

Metin i¢inde alinti yaptigimz ya da atifta bulundugunuz tiim kaynaklarin “Kaynaklar”
boliimiinde, bu boliimde alfabetik olarak siralanan tiim kaynaklarin metin i¢inde kullanildigindan
emin olunuz. Kaynak gosterme bicimi olarak APA kurallarmmi dikkate aliniz. Makalenizin
“Kaynaklar” boliimiinii asagidaki 6rnekleri dikkate alarak hazirlayiniz.

Kitap / Yabanci Dilde Kitap / Kitap Béliimii:
Akyliz, Y. (2001). Tiirk egitim tarihi. Istanbul: Alfa Yaymlarr.

Gay, L. R, ve Airasian, P. (2000). Educational research: Competencies for analysis and application. (6% ed.). [Egitim
arastirmast: Analiz ve uygulama icin yeterlikler.] (6. baski). New Jersey: Prentice-Hall, Inc.

Sahin, A. E. (2007). Meslek ve 6gretmenlik. V. Sénmez (Yay. Haz.), Egitim bilimine giris icinde (ss. 261-306).
Ankara: Am1 Yaymcilik.

Makale / Yabanci Dilde Makale:

Dury, E. ve Balkis, M. (2007). Sosyal provizyon 6lgeginin psikometrik karakteristikleri. Tiirk Psikolojik Danisma
ve Rehberlik Dergisi, 27(3), 79-90.

Weston, R. ve Gore, Jr. P. A. (2006). A brief guide to structural equation modeling [Yapisal esitlik modeli icin
bir kisa kilavuz]. The Counseling Psychologist, 34(5), 719-751.

Yayimlanmamas Yiiksek Lisans / Doktora Tezi:

Dogan, O. S. (2001). Zihin oziirlii ¢ocuklara adi soylenen mesle3e ait resmi segme becerisinin d3retiminde eszamanl
ipucuyla 6gretimin etkililigi. Yayimlanmamis yiiksek lisans tezi, Anadolu Universitesi Egitim Bilimleri
Enstitiisti, Eskisehir, Ttiirkiye.

e-Ortamda Erigilen Calisma:

Seferogly, S. S. (2004). Ogretmen yeterlikleri ve mesleki gelisim. Bilim ve Aklin Aydinhgmnda Egitim, 58, 40-45. 27
Aralik 2011 tarihinde http://yayim.meb.gov.tr/dergiler/sayi58/seferoglu.htm adresinden erisildi.

61



