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Similar Demands, Different Responses: Teacher Evaluation in the United Kingdom and
Singapore

Tracey L. Weinstein* & Kathryn S. Struthers**
University of Southern California

Abstract

Using a conceptual framework grounded in globalization and the knowledge economy, this
paper addresses teacher evaluation policy reform in the United Kingdom*** and Singapore.
Specifically, the authors discuss similar demands faced by both countries: maintaining
economic competitiveness in a globalized society, preparing citizens to participate in the
knowledge economy, and improving teacher quality to facilitate enhanced student learning.
Both the UK and Singapore respond to these demands by developing teacher evaluation
policies. However, due to the mediating factors of student demographics, educational
priorities, and the structure of education systems in each context, the UK and Singapore have
created different teacher evaluation systems. It is argued that despite these varying responses,
several essential areas underlie all successful teacher evaluation systems. Considering these
foundational elements, implications for teacher evaluation policy reform in the United States
are discussed.

* Tracey L. Weinstein is a Dean’s Graduate Assistant in the Center on Educational
Governance at the University of Southern California. She is currently working towards her
Ph.D. in Urban Education Policy. Her research interests include the economics of education,
specifically teacher effectiveness, school governance, and teacher unions.

**% Kathryn S. Struthers is a Provost’s Ph.D. Fellow in Urban Education Policy at the
University of Southern California. Her research interests lie in teacher education. She is
primarily concerned with providing teachers the necessary training and support so that
students in low-income, urban communities receive the highest quality instruction in their
classrooms.

*%* Due to inconsistent use of terminology in both scholarly and policy literature, when
referring to the United Kingdom, we include Britain and Wales.
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Similar Demands, Different Responses:
Teacher Evaluation in the United Kingdom and Singapore

Globalization has created a knowledge economy that demands a highly educated
workforce (Spring, 2009). Since schools play a critical role in educating the citizenry, nations
have focused on reforming their educational systems. Particular attention has been paid to
teacher policies, as teacher quality is the primary school-based contributor to student success
(e.g., Rivkin, Hanushek, & Kain, 2005; Sanders & Rivers, 1996; Hanushek, 1992). As a
means to improve teacher quality, teacher evaluation policies are being reformed. In the
United States, for example, the recent federal legislation Race to the Top places a premium on
implementing policies to increase teacher effectiveness, specifically in the area of teacher
evaluation (U.S. Department of Education, 2009b). However, certain challenges exist in
reforming these policies. The lack of consensus on the definition of teacher quality, the
purpose of teacher evaluation, and the components of evaluation systems are significant
obstacles. In addition, tensions exist between local, state, and federal policymakers as well as
between various stakeholders within school districts, such as parents, teachers, and
administrators. In the US, policymakers continue to grapple with these challenges, as teacher
evaluation reform has recently re-emerged onto the education policy landscape.

However, teacher evaluation reform is not a new phenomenon. The United Kingdom
and Singapore began developing functional systems of teacher evaluation years ago (DfEE,
1998b; Teo, 2001). Although both countries were responding to demands of the knowledge
economy, their teacher evaluation policy reforms evolved in context-specific ways. Three
significant influences account for much of the variation in the development of these policies:
1) the demographic composition of the student population, 2) the educational priorities of
each country, and 3) the structure of the school systems (i.e., level of centralization). These
factors will likely impact the development of education reform in any context because of their
role in policy development in general.

Curriculum policy in the UK will inevitably look different from that in Singapore
because the countries serve distinct student populations and have different educational
priorities. Similarly, the UK has a relatively decentralized education system while Singapore
is highly centralized, making the process of policy implementation unique in each context.
Although the UK and Singapore differ markedly from the US, it can be beneficial to analyze
the evolution of their teacher evaluation policies because the foundational areas of a well-
functioning teacher evaluation system are consistent across countries. We argue that by
examining the UK and Singapore’s teacher evaluation systems, the US can adapt these
essential aspects to its own specific needs.

We first address the conceptual framework of globalization that guides our discussion
of teacher evaluation systems, justifying our focus on the impact of globalization and the
knowledge economy on teacher evaluation reform. Next, we outline our method for
conducting secondary analysis of relevant scholarly and policy literature, including a
discussion of the selection of the UK and Singapore to serve as cases in which we examine
teacher evaluation reform within the context of our conceptual framework. We then address
the similar demands facing both countries as well as the mediating factors that are unique for
each context. We follow with a brief overview of the evolution of teacher evaluation policies
in the UK and Singapore in order to highlight each country’s different responses to the
demands of the knowledge economy and the potential limitations of teacher evaluation
policies shaped by globalization. Finally, we conclude by analyzing the similarities and
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differences between these policies and the potential implications for developing teacher
evaluation policy in the United States.

Teacher Evaluation in a Global Knowledge Economy

Our analysis of teacher evaluation policy in the United Kingdom and Singapore is
situated within the framework of globalization, specifically the convergence of the knowledge
economy and accountability reform (Spring, 2009). Although a series of steps is required for
policy development, these processes are not necessarily linear. Rather, policies are developed
in response to numerous external influences, including political and social contexts (e.g.,
Kingdon, 1995). With this understanding of the complexities inherent in policy formation, we
argue that the factors of globalization, the knowledge economy, and accountability reform
have significantly contributed to the elevated importance of teacher quality on the global
stage. Education is increasingly important in the global knowledge economy, and since
teachers play a central role in facilitating student learning, policies are being designed to
evaluate teacher performance and ensure teacher effectiveness.

Globalization is defined here as the international flow of people, goods, services, and
ideas that leads to increasing interconnections between nations, economies, and societies. A
nation’s level of global links can be measured based on four composite indicators: political
engagement, technology, personal contact, and economic integration (Carnegie Endowment,
2003). These four broad categories encompass the myriad relationships and connections that
define globalization. As technology facilitates communication across international borders,
nations are becoming increasingly interdependent. In addition, many nations are explicitly
working towards elevating their level of global integration in order to participate in this global
network. Globalization affects education through an international understanding that
education is essential to economic development and social cohesion (Spring, 2009).

Nations are moving in similar directions to improve their educational systems (Spring,
2009). They are investing more resources into education and encouraging higher levels of
educational attainment amongst their citizens (Instance & Theisens, 2008). In addition,
international organizations, such as the Organization for Economic Co-operation and
Development (OECD), attempt to compare the strength of nations’ school systems by
assessing student achievement. An international comparison contributes to the global
education dialogue, leading to greater exchange of educational ideas, policies, and practices.
The result of these exchanges is a global educational superstructure that permeates national
and local contexts (Spring, 2009).

The dialogue of the global economy also informs this global education superstructure.
Globalization has contributed to the emergence of a knowledge economy focused on building
human capital as a means to promote economic growth and global advantage. In 1961,
economist Theodore Schultz introduced the idea of a knowledge economy, asserting that
human capital or the productive capacities of individuals, as measured by their knowledge and
skills, are primary sources of economic wealth (Schultz, 1961). In 1975, economist Gary
Becker elevated Schultz’s idea of the knowledge economy, asserting that few countries have
achieved sustained economic development without investing substantially in the human
capital of their labor force (Becker, 1975). Schultz and Becker’s idea of the knowledge
economy represented a significant paradigm shift from the traditional belief that industry and
natural resources were the bulwarks of strong economies. Instead, the knowledge economy
places a premium on ideas, requiring a skilled and educated workforce, capable of innovation



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 8
© 2012 INASED

to spur the economic growth of nations. By fueling the belief that human capital is the key to
prosperity, the birth of a knowledge economy transformed what many nations value and in
turn how they invest to compete within the global economy. Specifically, the necessity of
building a skilled, educated, and innovative workforce has compelled nations to invest heavily
in education.

The rise of the knowledge economy has placed an increasing importance on human
capital cultivation. As such, nations have shifted their education policy towards a framework
of accountability, designed to increase the likelihood that the desired human capital outcomes
are achieved. As a result of these changes, schools are being held increasingly accountable for
student achievement. The goal of increased accountability is to ensure that schools are
performing their primary function: educating citizens for the nation’s future. The United
Kingdom has many policies in place to ensure their schools are held accountable. For
example, the government makes test score information publicly available to allow parents to
hold schools accountable for student performance (Machin & Vignoles, 2006). In Singapore,
secondary schools were ranked according to students’ results on annual standardized exams
starting in 1992. The rankings included students’ overall performance as well as a comparison
between students’ scores when they entered the school and their current scores, thereby
measuring the added value of a particular school on a student’s achievement (Ng, 2007).
Although Singapore’s school ranking system has changed, it still has a strong focus on
accountability. In addition to utilizing standardized achievement tests, nations across the
globe are implementing a variety of accountability policies that attempt to ensure that schools
and teachers are in fact helping students learn.

Teacher evaluation is one example of an accountability policy designed to ensure the
cultivation of human capital among a nation’s students. While schools are pressured to
increase student achievement in order to meet the demands of the knowledge economy,
teachers are directly responsible for their students’ academic learning. As a result, school
systems frequently aim to improve the quality of their teaching force. In turn, teacher
evaluation reform has emerged as a primary means for nations to ensure that effective, high-
quality teachers are in each classroom and are held accountable for human capital
development. As demonstrated in Figure 1, the relationship between the knowledge economy
and accountability reform in education provides a unique framework for analyzing teacher
evaluation in the UK and Singapore.

Debates continue about the positive and negative consequences of globalization and
globalization’s impact on education, in particular (see Neubauer, 2008 for a discussion).
Additionally, the emergence of the knowledge economy has benefitted certain individuals and
countries far more than others and has arguably contributed to increased inequality both
within and across nations (e.g., Neubauer, 2008; Ball, 1998). Increased accountability
measures in education policy are also contested reforms with debatable consequences (e.g.,
McNeil, 2000; Skrla & Scheurich, 2004). In this paper, we do not argue for or against
globalization, the knowledge economy, or stringent accountability measures but merely
recognize that for better or worse, policymakers consider the global knowledge economy
when creating education reforms such as teacher evaluation policies. We do, however, find
the overarching framework of globalization to be a useful lens to analyze these policies, in
part because policymakers in the UK and Singapore — as well as in other countries, such as
the US — use similar rhetoric to support their teacher quality reforms.
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Figure 1. The knowledge economy, accountability, and teacher evaluation policy reform in
the context of globalization

Method

In the present work, we synthesize and review information on the development of
teacher evaluation policies in the UK and Singapore. Specifically, we look at government and
policy documents as well as scholarly research. These resources provide information on the
demographics of the school-age population, the educational priorities, and the structure of the
school system for each country of interest. These data inform our discussion on the evolution
of teacher evaluation policies and the resulting structure of the evaluation systems in each
country.

We chose to analyze teacher evaluation policies in the UK and Singapore for several
reasons. First, we aimed to focus on countries whose teacher evaluation policies were
relatively well established so that it would be possible to trace the trajectory of the reforms
from start to finish. Second, the UK and Singapore are markedly different countries with
distinct histories, particularly in regards to colonialism and development processes. Third,
despite the country’s differences, we were struck by the similarity in rhetoric used by
policymakers in the two countries when discussing teacher evaluation reform. While the UK
and Singapore face similar demands of the globalized knowledge economy, each has
approached teacher evaluation reform differently, providing useful models for other countries
exploring teacher evaluation reform.

Similar Demands

Teacher evaluation policy in the United Kingdom and Singapore has evolved in
response to three similar demands including: maintaining economic competitiveness in a
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globalized society, preparing citizens to participate in the knowledge economy, and improving
teacher quality to facilitate enhanced student learning. These demands are directly linked to
the forces of globalization and the knowledge economy and illuminate the significance of
increasing accountability in education policy reform in a globalized society.

Economic Competitiveness in a Globalized Society

The forces of globalization have permeated the educational system of the United
Kingdom, encouraging the production of human capital to compete in the knowledge
economy. In 1998, the Department for Education and Employment (DfEE) issued a report
discussing a “renaissance for Britain” with the onset of “the age of information and global
competition.” According to the report, “old ways of doing things” are disappearing as new
jobs and industries emerge, demanding new skills (DfEE, 1998a, p. 1).

Leadership in Singapore is also clear about the desire to maintain global economic
competitiveness in the 21* century. In 1997, Prime Minister Goh Chok Tong claimed that the
future will be “intensely global” and “[c]ompetition between cities, countries, sub-regions and
regions will be intense” (Goh, 1997, p. 1). He also discussed how economic competition
would be ongoing, and no country will have “permanent advantages” (p. 1), so it is critical
that Singapore actively strives to succeed within the global economic competition. Clearly,
the governments of both the United Kingdom and Singapore emphasize the paramount need
for their nations to remain competitive in a globalized society.

Education for a Knowledge Economy

Education is the primary means that both countries employ to cultivate human capital
and increase their global competitiveness. The United Kingdom places the key to success in
the new global knowledge economy as “the continuous education and development of the
human mind and imagination” (DfEE, 1998a, p. 1). The shift towards a global knowledge
economy and its link to education in the UK epitomizes the importance of education in a
global society. Posing the acquisition of skills, knowledge, and understanding as the “single
greatest challenge” for the United Kingdom, both economically and socially, reveals the
demands on the national government to shift education policy towards cultivating human
capital (DfEE, 1998, p. 1).

Singapore believes strongly that “The wealth of a nation lies in its people” (Ministry
of Education, 2010a, p. 1); government leaders repeatedly make explicit references to the
knowledge economy and the importance of education. Prime Minister Goh Chok Tong (1997)
stated directly, “A nation’s wealth in the 21*' century will depend on the capacity of its people
to learn” (p. 1). He discussed the importance of knowledge and innovation, particularly in the
area of technology, and claimed, “Education and training are central to how nations will fare
in this future. Strong nations ... will distinguish themselves from the rest by how well their
people learn and adapt to change” (p. 1). Singapore’s commitment to education as a means to
prepare its citizens for the global knowledge economy is clear.

Importance of Teacher Quality
Just as both countries emphasize the importance of education, the United Kingdom

and Singapore recognize the critical nature teacher quality plays in student learning. In 1998,
the UK Department for Education and Employment released a second report, placing teachers
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as central to the mission of meeting the challenge of change in the global economy. Within
this report, the Prime Minister reiterates that education is the Government’s top priority and
asserts, “The teaching profession is critical to this mission” (DfEE, 1998b, pg. 4). This report
marked the beginning of several reforms to teacher policy within the United Kingdom, most
notably in the structure and operations of teacher evaluation.

The government of Singapore also recognizes the importance of teachers and has
implemented policies that reflect this value. The Ministry of Education asserts its commitment
to ensuring that teachers have the training and resources necessary to bring excellence to the
classroom (MOE, 2010a). Teachers are respected for their difficult, important work:
“[Teachers] influence young minds and inculcate sound social and moral values through word
and deed, within and outside the classroom” (MOE, 2010a, p. 3), and are ranked as the most
important profession in Singapore according to a public opinion survey (Lui, 2007).
Singapore is proud to have one of the world’s best-performing school systems and credits its
teaching force and “first-rate instruction” for its success in producing intelligent and
ambitious students (MOE, 2008, p. 2). The fact that teachers are given utmost respect as well
as credit for Singapore’s successful school system proves that Singapore realizes the critical
nature of teacher quality in both educating the nation’s youth and remaining globally
competitive.

Mediating Factors

Although the demands driving teacher evaluation policy reform are similar for both
the UK and Singapore, three factors mediate the content and structure of their policy
initiatives. First, the demographics of the student population influence the types of programs
each country implements to meet the needs of its students. Second, the educational priorities
of each nation set the policy agenda. Finally, the structure of the education system,
specifically the level of centralization, determines how the policies unfold from the national to
the school level.

Demographics

The state-supported British school system serves a relatively homogenous student
population. According to the 2010 School Census, the British school system served 8.1
million students with 4.1 million in primary schools, 3.3 million in state-funded secondary
schools, and 576,900 in independent or private schools. Although the overall student
population is decreasing, the number of students qualifying for free meals (a measure of
poverty) is increasing with 18.5% of primary school students, 15.4% of secondary school
students, and 34.9% of independent school students qualifying for free meals (Department for
Education, 2010). In the Census, the ethnic composition of the student population is classified
as White British or Minority Ethnic. The census classifies 25.5% of primary school students
as Minority Ethnic with 16% speaking a language other than English as their first language.
Secondary schools served 21.4% Minority Ethnic students with 11.6% speaking a language
other than English as their first language (Department for Education, 2010).

Singapore is a small, relatively homogenous country. According to the 2010 Census
(Department of Statistics, 2010a), Singapore has a population of 5,076,700, 17.4% of which is
under the age of fifteen. Singapore has 356 schools across its system; there are 29,000
teachers and nearly 500,000 students in primary and secondary schools (Ministry of
Education, 2009 & 2010). There are three main ethnic groups in Singapore. Approximately



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 12
© 2012 INASED

74% of the population is Chinese, 13% is Malay, and 9% is Indian. In schools, 310,000
students are Chinese, 80,500 are Malay, and 50,500 are Indian (Department of Statistics,
2010b). All students in Singapore are bilingual; core instruction is conducted in English but
children also take classes in their Mother Tongue language (Ministry of Education, 2008).
The United Kingdom and Singapore both have fairly homogenous student populations. This
homogeneity directly affects educational decisions, such as national curricula, since the
countries may not address issues of diversity. However, both nations still have a substantial
minority population in their public schools (roughly one-quarter and one-third of the students
in the UK and Singapore, respectively), and some argue that education is highly racialized in
these countries (e.g., Barr, 2006; Gillborn, 2005). Our analyses in the present paper reflect the
nations’ policies, which seem to largely reflect a perceived homogenous student population.

Educational Priorities

Education within the United Kingdom is guided by a unique educational philosophy
shaped by its history and future goals. This philosophy dictates the educational priorities of
the country and is shaped dramatically by the political party in power and the forces of
globalization. In the mid-1990s the Labour Government was elected with Prime Minister
Tony Blair asserting that the Government’s priorities were “education, education, education”
(Glennerster, 2002, pg. 120). The Labor Government’s renewed focus on education
dramatically transformed the educational priorities of the country, ushering in a standards-
based accountability framework designed to eliminate poverty and confront social exclusion
by setting high standards for all students (DfEE, 1998b). Throughout the end of the 1990s and
into the 2000s, accountability and performance remained a central force in shaping the
government’s educational priorities.

In 2004, a new dimension was added to the Government’s educational priorities with
the Children’s Act. The Children’s Act established legislation for whole-system reform
outlining statutory duties and new accountabilities in all public sectors for children’s services,
including education (DfES, 2004). The Children’s Act placed young people at the center of
the Government’s reform agenda, setting new desirable outcomes for future generations to
maximize their life opportunities and minimize the risks they may face in achieving their
goals. One of the five outcomes put forth in the Children’s Act 2004 is enjoying and
achieving, a goal directly linked to education. Within this outcome, children are expected to
be ready for school and attend school, achieve to national standards at both primary and
secondary levels, and achieve personal and social development (DfES, 2004). The fusion of
standards-based accountability and child welfare remains among the primary educational
priorities of the UK.

In May 2010, a new government was elected and continues to operate with similar
educational priorities. The new Coalition Government continues to work to improve child
welfare asserting, “Schools should be engines of social mobility — the places where accidents
of birth and the unfairness of life’s lottery are overcome through the democratisation of access
to knowledge” (Gove, 2010b). The government is working to *...raise attainment for all
children, turn round underperforming schools where students have been poorly served for
years, close the gap between rich and poor and make opportunity more equal” (Gove, 2010a).
Although the new Coalition Government is utilizing unique mechanisms to achieve these
priorities, the central role of opportunity and achievement for young people continues to guide
their policies and greatly influence their actions.
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Singapore currently prioritizes a holistic education that takes the whole child into
account. The MOE released a document in 2010 titled, Nurturing our Young for the Future:
Competencies for the 21° Century. The primary question addressed is stated simply: “How do
we prepare our children today to thrive in a future driven by globalisation and technological
advancements” (p. 1)? The MOE depicts four critical outcomes for Singaporean students.
Each child should become a confident person, a self-directed learner, an active contributor,
and a concerned citizen (p. 2). Singapore emphasizes the importance of values that underlie
knowledge and skills and “define a person’s character” (p. 3). The core values emphasized by
the MOE are respect, responsibility, integrity, resilience, and harmony (p. 3). Social and
emotional competencies are also addressed. Students should possess self-awareness, self-
management, social awareness, relationship management, and responsible decision-making
(p- 3). The MOE itemizes three broad competencies for the twenty-first century: civic literacy,
global awareness, and cross-cultural skills; critical and inventive thinking; and information
and communication skills (p. 3).

The focus on values, social and emotional competencies as well as the type of person
each child is to become demonstrates Singapore’s educational focus on the whole child.
Nowhere in the Competencies for the 21" Century are academic skills mentioned. The
importance of physical education, art, and music are addressed and are planned to be
strengthened: “These subjects are integral to a holistic education experience for our students”
(p- 4). The MOE also mentions the critical nature of teachers knowing students as individuals
and “paying attention to their development in every domain” (p. 4). Singapore’s concentration
on enrichment activities and students as individuals further demonstrate the MOE’s
commitment to educating the whole child. The MOE proved its emphasis on holistic
education by revising the school ranking system “to encourage schools in their efforts to
provide a broad-based education” (Ministry of Education, 2010c, p. 2). Although Singapore
does not discredit strict academic learning, its students consistently perform well on
international exams, especially in math and science (Ministry of Education, 2008), and the
current focus on holistic education may be a reaction to a former exclusive focus on
academics (Ng, 2008). Singapore’s educational priorities for the future are much broader and
encompass a wider range of personal competencies than those found in the UK.

Level of Centralization

The school systems within the UK operate under a mix of centralized and
decentralized decision-making authorities that uniquely shape their educational policies.
Historically, decentralization of authority was sponsored as a means to improve the quality of
schools. In recent years, the United Kingdom has seen even greater decentralization with the
creation of more academies, operating much like charter schools in the United States, and
greater autonomies for school heads regarding school level policies (Gove, 2010b). However,
in the UK, education is not strictly decentralized. There is a national curriculum, complete
with standards for teaching and learning as well as a national accountability system (Machin
& Vignoles, 2006). Centralizing curricular decisions at the federal level runs contrary to the
local autonomies afforded to schools. While national policy determines required end goals,
local authorities decide on the means necessary to achieve them. However, the combination of
centralized and decentralized education policies do not negate one another as education
reform continues to develop according to this mix.



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 14
© 2012 INASED

The decentralized nature of school autonomies directly informs teacher evaluation
policies in the United Kingdom. Although the pay scales and career paths are determined at
the federal level, teacher performance evaluation is under local control. In the UK, school
governing bodies establish the schools performance management policy in alignment with
federal regulations and ultimately decide whether or not a teacher advances to the next career
stage and pay scale (Santiago & Benavides, 2009). Ultimately, the combination of centralized
and decentralized authority within the education system in the UK directly informs the
structure of education policies including teacher evaluation, establishing a unique
combination of centralized and decentralized autonomy in teacher performance management.

Singapore’s government and education system are highly centralized. National
standards and curricula exist for most subjects and grades (Ministry of Education, 2010a).
Similarly, teacher evaluation policies are made through the centralized system; all schools
must use the same guidelines and occasionally are subjected to calibration to ensure
consistency throughout the system (Santiago & Benavides, 2009). The Ministry of Education,
however, has taken some steps to provide individual schools more autonomy. Specialised
Independent Schools were created in order to “focus on developing students’ specific talents
and abilities” (Ministry of Education, 2008, p. 7) in areas such as the arts, sports,
mathematics, and science. The School Excellence Model (SEM) is a key component of
Singapore’s experimental decentralization efforts. “Turning from an external inspection to an
internal appraisal exercise” (Mok, 2002, p. 357), schools conduct self-evaluations and create
their own plans for improvement. The development of specialized schools and the autonomy
given to schools with the implementation of the SEM demonstrate the MOE’s initial attempts
to incorporate some decentralization into its education system. Overall, however, Singapore’s
education system remains highly centralized, with critical decisions being made at
Headquarters.

Different Responses
Based on the demographics of the student population, the educational priorities of

each country, and the unique structure of the schools systems, teacher evaluation policy has
evolved in ways that reflect the unique contexts of the United Kingdom and Singapore.

1951 1998 2000 FIT 2007

TeacherAppraisal GreenPaperto Model of Teacher Pay Reform far New Standards for

Required by Law Reform Teaching Effectiveness Pupil Progress Teaching
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1997 2001 = i°°5 .
Thinki Education nhance:
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Figure 2. Evolution of teacher evaluation policy development
United Kingdom

The evolution of teacher evaluation policy in the United Kingdom has occurred over the
last thirty years. A significant concern with teacher quality and accountability emerged during
the 1970’s and grew in significance throughout the 1980’s as the school improvement
movement flourished and the conservative government focused on raising standards in
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schools by managing teachers performance (Bartlett, 2000). Towards the end of the 1980’s
and the beginning of the early 1990’s, teacher quality policies took center stage. Performance
Appraisal became required by law as part of the Education Regulations of 1991. This new
mandate from the central government required all schools to develop and implement
performance appraisal systems by 1992 and to conduct performance evaluation annually for
all teachers by 1994. The mandate required all appraisals to include observation of teaching,
interviews and goal setting meetings, and a final review; it was intended to assist in
professional development and career planning (Bartlett, 2000).

To facilitate the implementation of teacher evaluation and overall teacher policy
reform, the central government created the Office for Standards in Education (Ofsted) in
1992, an independent national level inspection agency established to supervise and report
publicly on the quality and standards of local school and teacher provisions (Reynolds,
Mujils, & Treharne, 2003). The creation of Ofsted marked the beginning of greater
government involvement in education policy with increased regulation and inspection of
traditionally local practices by government officials.

Major changes to teacher performance appraisal came in 1996 when the Office for
Standards in Education released a report stating that while appraisal was necessary, the
existing level of implementation was poor and needed intensive reform at the school level
(Bartlett, 2000). The Ofsted report, coupled with the assertion by the Chief Inspector of
Schools that there might be 15,000 incompetent teachers, led the government to channel even
greater focus on policies to improve teacher quality (Earnshaw, Marchington, Ritchie, &
Torrington, 2004). This focus grew significantly with the 1997 election of a Labour
government under the leadership of Tony Blair. Under the Blair administration, education
shifted from a social to an economic policy, ushering in an era of increased accountability and
a renewed focus on teacher quality (Furlong, 2008).

Of primary importance to Blair was reforming the teaching profession to improve
student achievement. In 1998, the Department for Education and Employment (DfEE, 1998b)
issued a Green Paper transforming the teaching profession and calling for a new career
structure to recruit, retain, and reward good teachers in England and Wales (Ingvarson, 2002).
Under this new structure, teacher career paths were differentiated, pay was linked to career
progression through five stages, and strategic mechanisms, including increased salaries, were
implemented to increase the quality of the teaching pool. Among the most significant reforms
outlined was the Threshold Assessment, which allowed teachers at the top pay scale who
demonstrated sustained levels of achievement and commitment to gain a 10% pay increase
and access further pay steps on the extended salary scale (Ingvarson, 2002). In addition, the
1998 Green Paper made teacher appraisal part of the quality assurance process, requiring
annual appraisal linked to pay with the rate of progress through the traditional incremental
scale dependent on performance against agreed targets (Bartlett, 2000). The focus on holding
teachers accountable for their performance directly reflects the increased accountability
brought on by a shift towards a global knowledge economy and the need to equip students
with the skills necessary to sustain economic growth.

The significant focus on improving teacher quality through evaluation outlined in the
1998 Green Paper contributed to an increasing shift towards greater accountability of teachers
to uphold the government’s education policy agenda over the next ten years. In 2000, a new
Performance Management System was adopted by all schools. This system included an
annual planning meeting, monitoring of teacher performance, and review of progress. It
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extended the threshold system by including compulsory observation of the teachers’
instruction as part of the process. The new system, while focused on improving teacher
practice through professional development, included a summative evaluation component to
identify ineffective teachers (Reynolds, Mujils, & Treharne, 2003). The Performance
Management System was designed to increase the quality of teacher evaluation by explicitly
including teachers in the process and linking evaluation to improving teacher practice.
However, the system placed little emphasis on linking teachers to actual pupil performance.

In 2005, a new “managed professionalism” came into effect that impacted appraisal
significantly, accomplishing the initial Green Paper recommendation to link teacher pay to
performance. The new Performance Management System outlined specific components
required in appraisal including an assessment of classroom performance through observation,
individualized analysis of pupil progress, and the mandate that student progress must be taken
into account in the setting of individual targets for each teacher (Furlong, 2008). The focus on
performance, however, was met with an increased emphasis on professional development and
teacher improvement. Also in 2005, the Training and Development Agency for Schools was
established to coordinate professional development and training for all school staff (Isore,
2009). Coupling increased accountability with additional professional development marked
the beginning of a truly integrated summative and formative teacher performance appraisal
system.

Teacher evaluation policy in the United Kingdom continues to develop and evolve
today but remains uniquely similar to the Performance Management System of 2005.
Although well-aligned with the government’s policy agenda, performance management has
been criticized as trying to diminish meaningful teaching and learning by valuing them
according to a set of auditable and measureable outcomes (Elliot, 2001). In 2007 new
standards were introduced to provide a framework for evaluation in accordance with broader
school policies, and have been integrated into the 2005 Performance Management Framework
(Isore, 2009). The emphasis on meeting high performance standards and tying teacher
performance directly to student achievement illuminates the shift towards greater
accountability as a means to improve teacher quality. However, the renewed focus on teacher
development is also represented in existing policies for teacher evaluation. While some argue
that this renewed focus on teacher evaluation within the UK leaves much to be desired in
terms of defining and identifying effective teachers, it is clearly a top priority for the UK as
they struggle to remain competitive in the global knowledge economy (Elliot, 2001).
Moreover, the fusion of summative and formative evaluation procedures, as well as the
combination of centralized and decentralized policy implementation, evidences the unique
response of the United Kingdom to the demands of the knowledge economy.

Singapore

Major education reform began in Singapore in 1997 with Prime Minister Goh Chok
Tong’s speech, “Shaping Our Future: Thinking Schools, Learning Nation” (Goh, 1997). The
speech delineated the importance of the knowledge economy in the future of a globalized
world. Prime Minister Goh specifically focused on education, both of youth and continued
learning for adults. He stated, “The task of education must therefore be to provide the young
with the core knowledge and core skills, and the habits of learning, that enable them to learn
continuously throughout their lives” (p. 1). The speech outlined the need to restructure the
curriculum in Singapore’s schools in order to
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better develop the creative thinking skills and learning skills required for the future ...
[and] cut back on the amount of content knowledge that students are required to learn,
and to encourage teachers and students to spend more time on projects that can help
develop these skills. (p. 3)

“Thinking Schools, Learning Nation” also called for a redefinition of the role of
teachers. Prime Minister Goh emphasized the necessity of teachers to remain current with best
practices in their field; they “must be given time to reflect, learn and keep up-to-date” (p. 3) in
order to ensure that school learning is relevant to their students, “relating what is learnt to
current events and issues” (p. 3). In the speech, Prime Minister Goh also discussed the need
for schools to inform education policy so policy makers are aware of “how policies are
working out on the ground” (p. 4). Schools were given more autonomy in order to make
decisions that best met their specific needs.

In addition to the focus on schools, the “Learning Nation” component of the Prime
Minister’s vision dealt with the importance of life-long learning. “LEARNING NATION will
require innovation at every level of society ... Even the most well-educated worker will
stagnate if he does not keep upgrading his skills and knowledge” (p. 4). Society will be
improved through continual improvement in knowledge and skills; everyone must strive to do
their job better. Prime Minister Tong claimed that “Thinking Schools, Learning Nation” is not
merely a slogan but rather, “It is a formula to enable Singapore to compete and stay ahead” (p.
5). This influential speech proved to be the backbone and impetus of many education policies
in Singapore, including those regarding teachers and teacher evaluation.

In 2001, the Minister for Education, Teo Chee Hean, launched an innovative plan to
reshape teaching as a profession. The Education Service Professional Development and
Career Plan (Edu-Pac; Teo, 2001) emphasized the critical role of teachers and the need to
attract and retain high-quality teachers in the education system. One of the main components
of Edu-Pac was a new career structure with three distinct tracks: a teaching track, a leadership
track, and a senior specialist track (p. 2). Educators choose which track they want to pursue,
based on their professional interests, strengths, and goals. The teaching track is “for teachers
who make teaching excellence in the classroom the primary focus in their careers” (p. 2).
There are many opportunities for professional development and career promotions within this
track. A teacher could become a Senior Teacher or a Master Teacher, offering teachers the
option of continuing to teach and focus on classroom instruction while obtaining a leadership
role that is accompanied with a senior-level salary (p. 3). The leadership track is for
individuals who wish to be leaders in schools and in education headquarters; Edu-Pac added
an additional promotion higher than previously available to school leaders. The senior
specialist track was a new addition to the MOE, and these individuals were planned to be “a
strong group of officers at [Headquarters] with deep knowledge and skills in specific areas of
education who will innovate, break new ground and keep [Singapore] at the leading edge in
educational development” (p. 3). The tracks offer education professionals more opportunities
to explore areas of interest within the field of education. Educators can move across tracks if
they meet the criteria for the position they wish to obtain.

Edu-Pac also called for a new recognition structure for teachers. Minister Teo claimed,
“MOE will adopt a total rewards structure that recognises and rewards good performance as
well as provides learning and development opportunities ... We will establish a stronger link
between pay and performance” (p. 4). Edu-Pac outlined immediate raises for teachers,
including financial bonuses rewarding years of service. The new policy emphasizes
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Singapore’s commitment to ensuring a high-quality teaching force to deal with the demands
of the knowledge economy. Although Edu-Pac called for performance-based pay and an
improved teacher assessment, the details of the performance management system were not yet
in place in 2001.

The Enhanced Performance Management System (EPMS), considered part of the Edu-
Pac framework, was developed in 2003 and gradually phased in to the education system so
that by 2005, EPMS was fully implemented. EPMS “allowed a more structured process of
assessing the performance of officers based on competencies and focused on helping
[Singapore] teachers identify areas for improvement” (Tharman, 2006, p. 4). The new
assessment system is not a general assessment of performance but rather “a more explicit
discussion of [teachers’] performance in specific areas” (p. 4), thereby making it easier for
teachers to seek meaningful professional development.

EPMS assesses teachers based on key results areas and overall competencies. Key
results areas include the “quality learning of students, pastoral care and well-being of students
... [a teacher’s] contribution to the school, collaboration with parents, and professional
development” (Santiago & Benavides, 2009, p. 36). The competencies, however, refer to a
teacher’s ‘“underlying characteristics that drive outstanding performance [such as]
nurturing the whole child, teaching creatively, [and] working with others” (Santiago &
Benavides, 2009, p. 36). The MOE evaluates teachers based on their performance as well as
their potential for future performance, demonstrated primarily through their competencies.
Teacher evaluation is conducted at the school level by a panel of supervisors, but all
supervisors must follow the EPMS guidelines developed by the MOE (Santiago & Benavides,
2009). Teachers are assessed annually and are financially rewarded, either on an individual or
group basis, for excellent performance. There are no sanctions for ineffective teachers;
instead, teachers seek appropriate professional development to strengthen areas of weakness.

Table 1 Components of Teacher Evaluation Systems

Components United Kingdom Singapore
Purpose * Summative: Career Advancement and * Summative: Performance
Pay Scale Increase Pay and Promotion
* Formative: Continuous Professional * Formative: Teacher
Development Improvement
Metrics * Classroom Observations based on * Classroom Observations
individual school protocols with EPMS Protocols
* Meetings and interviews between
teachers and evaluators
* Pupil performance
* Portfolio assessments
Who * Headteachers * School Supervisor
* External evaluators * Panel of Supervisors for
* Advanced Skills teachers Teacher Teams
Outcomes * Continuous career advancement with ¢ Individual and Group
monetary rewards Performance Pay
* Targeted professional development * No Sanctions
* Dismissal
Key Elements * Career Stages: Qualified, Core, Post * Teaching Track

Threshold, Excellent, Advanced
* Individualized professional
development plans
* Performance driven

* Focus on Underlying
Characteristics as
Competencies

 Performance and
Potential Driven

Note: Sources include Santiago & Benavides, 2009 and Isore, 2009.
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Discussion

The demands of global competitiveness, education for the knowledge economy, and
improved teacher quality drove the evolution of teacher evaluation policy reform in the
United Kingdom and Singapore. The United Kingdom has responded to these demands by
implementing a performance management system grounded in holding teachers accountable
for student achievement and facilitating continuous professional development. In contrast,
Singapore has responded by creating a teacher evaluation system that emphasizes both student
learning and underlying characteristics that promote effective teaching. Although the teacher
evaluation systems differ in the UK and Singapore, both systems are built on similar
foundational elements, which serve as the key building blocks to developing teacher
evaluation systems.

There are four essential areas undergirding teacher evaluation in both countries, which
we argue are critical to creating a functional teacher evaluation system in all contexts. The
first area constitutes a clear definition of teacher quality. Without this, the dimensions of
teacher practice under evaluation cannot be measured effectively. Second, it is important to
have a well-defined purpose of teacher evaluation. Because formative and summative
evaluations have distinct goals, the purpose of evaluation plays a key role in determining the
appropriate measures and structures involved in assessing teacher performance. The third
essential area of functional teacher evaluation systems is deciding how teacher practice will
be measured. The measurement tools, for example classroom observations or student
achievement scores, determine what characteristics and practices are evaluated and included
in the assessment of teacher quality. The fourth and final area of importance is support from
key stakeholders, including parents, teachers, students, administrators, and community
members. These stakeholders must agree upon and have confidence in the definition of
teacher quality, the purpose of evaluating teacher performance, and the measures used for
evaluation. Due to the impact teacher performance has on these stakeholders, it is extremely
difficult to implement a successful teacher evaluation system without their support.

Depending upon the demographics, educational priorities, and the structure of the
national school system, the four essential areas mentioned above will likely be addressed in
unique ways within various contexts. For example, both the United Kingdom and Singapore
clearly define the characteristics of a high-quality teacher. The United Kingdom defined good
teaching with the implementation of their performance management system. This system
identifies high quality teachers as those who communicate the standards to students and
continually work to develop their instructional skills. Teacher quality is determined by
demonstrations of strong instructional practice as well as pupil performance outcomes
(Reynolds, Mujils, & Treharne, 2003). Similarly, Singapore has defined both the “what” and
the “how” of good teaching through its key results areas and competencies, respectively.
While key results areas include clear outcomes, such as quality of student learning, the
competencies capture teachers’ underlying characteristics and personal attributes, such as
nurturing the whole child, that lead to long-term success in the classroom (Santiago &
Benavides, 2009). Although these definitions differ, they serve as the basis on which each
country’s teacher evaluation system is developed. The centrality of defining teacher quality
extends beyond the UK and Singapore. We argue that regardless of context and content, a
definition of teacher quality is of paramount importance to building an effective system of
teacher evaluation.
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Similarly, the purpose of teacher evaluation and the tools used to measure teacher
performance are evident in both the UK and Singapore. In the United Kingdom, teacher
evaluation is both summative and formative, designed to identify and reward effective
teachers and to improve teacher quality through continuous professional development. The
use of multiple measures, including pupil performance, individual conferences and interviews,
as well as classroom observations, provide a comprehensive picture of teacher practice
(Furlong, 2008). In Singapore, the purpose of teacher evaluation is primarily formative,
encouraging professional development in areas of weakness. Financial bonuses or career
advancement are available as rewards; however, there are no sanctions (Santiago &
Benavides, 2009). The evaluation tool is standardized across the country, but it is
implemented on the school level by a panel of supervisors (Santiago & Benavides, 2009).
Much like teacher quality, having a clear purpose - be it formative and/or summative, with or
without rewards and sanctions — is critical to any successful teacher evaluation system.
Finally, both the UK and Singapore have achieved broad stakeholder support, an element that
makes it possible to implement and sustain functioning teacher evaluation systems in all
contexts.

Currently, the United States is responding to similar demands to improve teacher
quality as the UK and Singapore. In 2009, the American Recovery and Reinvestment Act
introduced new legislation known as Race to the Top (U.S. Department of Education, 2009a).
Race to the Top rewards states that take serious action to reform education, specifically in the
area of teacher effectiveness. Race to the Top includes a focus on improving and developing
data systems and implementing policies to recruit, retain, reward, and develop effective
teachers and principals, especially where they are needed most (U.S. Department of
Education, 2009b). Moreover, a recent opportunity to apply for flexibilities to the No Child
Left Behind accountability policy includes the requirement that states work to design and
implement new teacher evaluation systems (CITE). As a result, federal and state governments
are considering policies that reform teacher evaluation. Due to the decentralized nature of the
US government, extreme variation exists across state and district evaluation policies. Several
US districts currently implement teacher evaluation systems that address the four
aforementioned essential areas (e.g., Cincinnati; Washington, D.C.). The majority of states
and districts in the US continue to grapple with creating a strong teacher evaluation system.
However, defining teacher quality, having a clear purpose for evaluating teachers, choosing
appropriate measures, and cultivating stakeholder support will likely facilitate the
development of a successful teacher evaluation system within each unique context.

In this globalizing world, countries are responding to similar demands. Since the
knowledge economy emphasizes the importance of education, many countries are reforming
teacher evaluation as a means to ensure high-quality teaching and improved student learning.
The policies of each country will inevitably differ. However, countries like the United States,
whose teacher evaluation policies are in the early stages of development, may learn from
other countries that are further along in the process. The UK and Singapore provide two
examples of successful teacher evaluation systems. Although different, they share common
foundational characteristics. Defining teacher quality, having a clearly articulated purpose,
using valid and reliable measures, and securing stakeholder support are the building blocks of
successful teacher evaluation systems. Therefore, regardless of context or content, nations
may benefit by beginning the development of their teacher evaluation systems by addressing
these critical areas.
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Abstract

It has long been argued that there is a close relationship between education and economic
development at both individual and societal levels. Economists have found that the level of
educational infrastructure is an important indicator of economic development. Similarly,
economic variables have been found to be strongly related to school enrollment in many
studies. Hence, we investigate the relationship between GDP per capita and school enrollment
rates at the primary, secondary, and tertiary levels during the period 1980-2008 in Turkey. To
this end, we employed Toda-Yamamoto’s (1995) causality test. Findings of our analyses
suggest that there is a statistically significant relationship between GDP per capita and the
school enrollment rate at the primary level bi-directionally. A significant relationship between
these two variables at the secondary level was also indicated in the study, but this relationship
was only significant in one direction: from the GDP per capita to the secondary school
enrollment rate. For the tertiary level, no casual relationship was found between changes in
GDP per capita and the school enrollment rate.
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Introduction

It has long been argued in the literature that there is a close relationship between
education and economic development at both individual and societal levels. Many economists
and educators believe that education plays a key role in forming the necessary human
resources for improving both individual earnings and national economic growth. From this
perspective, education is considered to be a strong tool that generates both macro- and micro-
level economic development by increasing the stock of human capital (Wigley & Akkoyunlu-
Wigley, 2008). This viewpoint relates to the human capital theory, which describes education
and training as two of the main components of economic growth (Gedik, Sahin, & Suer,
2002). The human capital theory also views education as an important investment for future
individual earnings (Becker, 1962; Blundell, Dearden, Meghir, & Sianesi, 1999).

In terms of individual earnings, there is a common belief that expanding education
promotes significant economic benefits for individuals. A positive relationship between one’s
wages and level of education is also empirically verifiable (Blundell et al., 1999; Oxaal,
1997). According to Acemoglu and Angrist (1999), many empirical studies have shown that
an additional year of schooling increases individual earnings by 6-10%. Similarly, in their
review of existing literature, Psacarapolus and Patrinos (2002) suggest that “the average rate
of return to another year of schooling is 10 percent” for 42 countries across the world. In
addition, it has been found that level of education is an important indicator not only for
current well-being but also for future income increases (Tansel & Gungor, 2000).

Aside from the individual benefits of education, it is also argued that there are
significant returns to education at the national level because of its benefits such as increasing
the growth and productivity of the economy (Hanusek, 2002). It is often observed that the
level of school enrollment is highly correlated with national productivity (Oxaal, 1997). This
is not only because educated people are more productive, but also that they may positively
affect productivity of others whom they work with (Blundell et al., 1999). Several empirical
studies have also indicated a strong relationship between level of education and the economic
growth of countries (Barro & Lee, 2000; de la Fuenta & Domenech, 2000; Hanushek &
Kimko, 2000).

There is also some evidence to suggest that the effect of education on growth is more
explicit among less developed countries. Barro and Sala-i Martin (1995) showed that the
growth rate is more sensitive to human capital when the initial income is low. Krueger and
Lindahl (2001) also found results that support Barro and Sala-i Martin (1995). They examined
countries within three groups, categorized according to education level. They concluded that
education is positively correlated with economic growth in the third group, which consists of
the lowest level of education. Similarly, it was found that rate of return to schooling was
higher for low and middle-income countries than it was for higher income countries
(Psacharopoulos & Patrinos, 2002).

Overall, the findings of previous empirical studies support the idea that education, as
an important component of human capital, is a significant determinant of economic well-
being at both the individual and national levels. Similarly, both national- and household-level
economic factors are known to be important indicators of individuals’ educational attainment.
It has been observed that poor countries or poor regions within countries generally experience
low school enrollment rates, and children in poor families attain less education (Oxaal, 1997).
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From this perspective, it can be argued that the income of a family and the economic growth
of a country affect the schooling probability of children who live in that family or country.

In Turkey, there have been many changes in educational structure and the level of
education attained by individuals, beginning with the establishment of the modern Turkish
Republic in 1923. In the last three decades in particular, school enrollment rates at all three
levels—primary, secondary, and tertiary—have significantly increased. Meanwhile, regional
and gender inequalities have been diminished, although such inequalities still exist. Some
structural changes, such as increasing compulsory education from five to eight years and
changing the long-held national curriculum, were also initiated. In addition to changes in the
Turkish educational system and an increase in the education level of Turkish citizens, the
Turkish economy also showed important changes in this period.

After the 1980s, Turkey experienced many structural changes in its economy and
witnessed several economical crises and fluctuations. The ruling government in 1980 declared
its intention to liberalize the economy and pursue an export-led growth policy (Ertugrul and
Selcuk, 2001). Although the problem of high inflation appeared during these years, the
Turkish economy started to grow rapidly; however, it was unstable, especially during the
1980s and 1990s. In this context, it is important to investigate how changes in the economic
growth of Turkey and school enrollment patterns at different levels are related to each other.
Hence, this study aims to explore the causal relationship between GDP per capita and school
enrollment rates at the primary, secondary, and tertiary levels in Turkey during the period
between 1980 and 2008. With this aim, the Toda-Yamamoto (1995) causality test was
employed in this study. This test not only enables researchers to investigate whether there is a
significant relationship between school enrollment rates at different levels and economic
growth or not, but also makes it possible to see the causal relationship between these
variables.

In the following section, the educational and economic background of Turkey is
summarized. In the third section, the data used in empirical analysis is presented and the
results of the empirical analysis are identified. In the last section of the paper, the results are
summarized and discussed.

The Economic and Educational Background of Turkey

After the Ottoman Empire collapsed, the Turkish Republic was established under the
leadership of M. Kemal Ataturk in 1923 with the aim of attaining western modernization. The
new government viewed education as an important tool for creating a secular and modern
state (Jayawardena, 1986; Moghadan, 1993, as cited in Smits & Gunduz-Hosgor, 2006). Thus,
religion-based schools (madrasas) were closed down, and different types of schools were
integrated in order to create a new secular educational system in the very early years of the
republic. In the meantime, primary education was made compulsory for every child and the
Roman alphabet was used in educational and other social areas instead of Arabic letters
(MoNE, 2002). Since that time, many structural changes have been made in the Turkish
educational system, and the level of the educational attainment of the Turkish people has
dramatically increased. For example, while literacy ratios were only 10% for females and
29% for males in 1935, they increased to 55% for females and 80% for males in the 1980s.
These literacy ratios reached 87% and 97% respectively in 2008 (Koc, Eryurt, Adali, &
Seckiner, 2010).
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Formal education in Turkey consists of pre-primary, primary, secondary, and higher
education institutions. Even though there has been much emphasis on the importance of pre-
primary education, and the Ministry of National Education (MoNE) decided to gradually
make it compulsory beginning with the 2009/2010 academic year, attending pre-primary
school is still a privilege in Turkey. For example, the pre-primary school enrollment rate was
only around 30% in 2010. Hence, it can be argued that primary education is the starting point
of formal education for most children in Turkey. According to the 42" clause of the Turkish
Constitution, primary education is compulsory and free of charge in public schools for all
girls and boys in the country. Primary education was originally compulsory for five years, but
it was extended to eight years in 1997. Secondary education consisted of high schools with a
three-year educational program until 2005. During the 2005/2006 academic year, a project for
increasing the education period of the high schools to four years was initiated and was
gradually implemented over the following years. Even though secondary education is not
compulsory, it is also free for all at public schools (MoNE, 2010).

Higher education in Turkey consists of universities that provide at least four years of
education and vocational schools that provide at least two years of education. There are many
public and foundation (non-profit) universities across the country, and national university
entrance examinations exist. Public higher-education institutions are financed by the
government, but students still have to pay tuition (a relatively low amount) in order to study in
these institutions. In the last several years, many new public and foundation universities have
been established. The number of universities increased to 165 (103 public and 62 foundation)
in 2011 (YOK, 2011) from it was only 78 in 2005. Also, statistics from the Ministry of
National Education (MoNE) indicate that there has been a considerable increase in school
enrollment rates at all levels in Turkey during the last decade. School enrolment patterns in
Turkey for the last decade are displayed in Table 1, which shows the net enrollment rates at
the primary, secondary, and tertiary levels (MoNE, 2010).

Table 1. Net Enrollment Rates

Primary Secondary Higher
Year

Education Education Education
2000/'01 95.28 43.95 12.27
2001/'02 92.40 48.11 12.98
2002/'03 90.98 50.57 14.65
2003/'04 90.21 53.37 15.31
2004/'05 89.66 54.87 16.60
2005/'06 89.77 56.63 18.85
2006/'07 90.13 56.51 20.14
2007/'08 97.37 58.56 21.06
2008/'09 96.49 58.52 27.69
2009/'10 98.17 64.95 -

Source: Ministry of National Education (2010)
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Similarly to the changes and developments in educational system, the Turkish
economy has also undergone significant transitions, especially during the last three decades.
Turkey had chosen the import substitution strategy for industrialization before 1980. At the
end of the 1970s, the outlook for the Turkish economy was bad; by 1979, the balance of
payments deficit was growing and inflation was getting higher. The import-led manufacturing
industry was nearly toppled because of the absence of raw materials. The Turkish economy,
however, experienced a big structural change as a result of the January 24, 1980 decisions to
solve such problems of the economy. The main purpose of these decisions was the
liberalization of the economy and the opening of the Turkish economy into the international
market. In addition, it was aimed to encourage economic growth by supporting the export
industry. In the context of these new policies, the export-led growth strategy was implemented
in 1980. Thereafter, foreign exchange was freed from any limitations, and the use of foreign
exchange in the banking system was permitted.

Beginning in 1980, the Turkish economy became a player in the international market.
Import and export amounts started to increase dramatically by the end of 1980s. The financial
system was liberalized. But during the 1980s and 1990s, the economy lived through both
economic and financial crises; 1994, 1998, and 2001 were years of crisis. All these crises
affected the whole economy, which contracted in those years. Despite all the economic and
financial crises, the economy grew dramatically. The growth rate of GDP per year is shown in
the following graphic. In the last thirty years, GDP per capita markedly increased. It was only
1.539 USD in 1980. It exceeded 5.000 USD at the end of 2005, and it rose to more than 7.000
USD in 2008.

Figure 1. GDP Growth Rate 1980-2010

T A RA NN

-10

Source: Turkish Statistic Institute (Date: 25.12.2010).
Methodology
Data Sources

In this study we built a model including the variables of GDP per capita and gross
school enrollment ratios at the primary, secondary, and tertiary levels. We also used data
belonging to the Turkish economic and educational systems for this study. Annual data covers
the period between 1980 and 2008. GDP per capita data was measured in U.S. dollars and was
obtained from the OECD library database. School enrollment ratio data for each level of
schooling was obtained from the National Education Statistics, Formal Education 2009-2010.
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Data reflecting the GDP per capita was transformed into a natural logarithm to obtain
stationary time series.

Table 2. The Data Set
Variables Explanations Source

Gross Domestic Product Per Capita OECD  Factbook
GDPP

USD (Base Year=2000) 2010

Gross School Enrollment Ratio National Education
PRM

Primary Level (%) Statistics

Gross School Enrollment Ratio National Education
SEC

Secondary Level (%) Statistics

Gross School Enrollment Ratio National Education
TER

Tertiary Level (%) Statistics

Empirical Specifications

To test the casual relationship between variables, we used Toda-Yamamoto’s (1995)
causality test. It is the modified Wald (MWALD) test developed by Toda and Yamamoto. The
Toda and Yamamoto (1995) procedure represents an improvement over the standard Granger
causality test by ensuring that the latter’s test statistic follows a standard asymptotic
distribution (Squalli, 2007). This technique has the advantage that it is applicable irrespective
of the integration and cointegration properties of the system. In this approach, VAR

(k+d_. )has to be estimated to use the modified Wald test for linear restrictions on the
parameters of a VAR (k), which has an asymptotic distribution. All we needed was to

max

determine the maximal order of integration d___, which we suspect might occur in the model,

and then to intentionally over-fit a level VAR with additional lags (Toda and Yamamoto,
1995). In the first step of the Toda and Yamamoto causality test, the lag length of the
variables (k) can be set according to the Akaike Information criterion (AIC) and then

stationary tests can be used to identify the integration of variables (d

max )

In the last step of the test, a modified Wald test was employed to estimate following
VAR system, including the primary school enrollment ratio and logarithm of GDP per capita

where the null hypothesis of no causality is not rejected when £, =0 and 4, ; =0.

k d k d
prm, =a, + ZZ:‘,I a, prm,_; + j§+1a2j prm,_; + E'Bﬁ lgdpp, ; + j:Zle ,32]. lgdpp, ; +¢€, (D)

k d k d
lgdpp, =7, + El v, lgdpp, . + j:Zle 7,;lgdpp,_; + El/Ll.prmr_l. + j:Zle lszrmr_j +&,, 2)



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 30
© 2012 INASED

The same procedure was employed for the secondary and tertiary levels to estimate the
relationship between the enrollment ratios of both education levels. The null hypothesis of no
causality was tested in the same way by using following equation systems.

k d k d
sec, =a, +Xa,sec,_+ X a,; sec, ;+ Y B, lgdpp, + X ,sz lgdpp, ; +¢, 3)
i=1 j=k+1 i=1 =kt
k d k d
lgdpp, =7, + El Yilgdpp, . + j:Zk:H V2j lg dppt—j + E/’n sec,_;+ j:zk:H /121‘ sec,_;+ &, “4)

k d k d
ter, = a, + iZ:llalitert_i + j§+la2jten_j + EHB” lgdpp, . + j:Zle,sz lgdpp, ; +¢€,

&)
k d k d
lgdpp, =y, + -21}/“ lgdpp, ; + Zkl 1}/2j lgdpp,_; + Zl/l,l.ter,_i + Zkl lﬂzjter,_j +&, (6)
i= J=k+ i= J=k+
Results
To employ the Toda-Yamamoto test, it is important to identify the integration number
(d,,.) of the time series of each variable. To this end, we used the Dickey Fuller-GLS

stationary test developed by Eliot, Rothenberg, and Stock (1996) and found that the maximum
integration of each time series is one. According to these results, the logarithm of GDP per
capita and the enrollment ratios at the primary, secondary, and tertiary levels were stationary
at %1 level of significance. Results are compiled in the following table.

Table 3. Results of the DF-GLS Unit Root Test

Levels First Differences

Without Trend* With Trend** Without Trend* With Trend**
LGDPP 0.8404 [0] -2.248 [0] -5.073 [0] -5.479 [0]
PRM -1.290 [0] -3.238 [0] -5.660 [0] -5.681 [0]
SEC -0.776 [1] -2.001 [0] -2.982 [0] -3.173 [0]
TER 1.722 [0] -1.252 [1] -6.080 [0] -6.619 [0]

* The asymtotic critical values for without trend -2.591, -1.944 at the %1 and %5 levels.

** The asymtotic critical values for with trend -3.602, -3.1772 at the %1 and %5 levels. The figures in
parenthesis denote the number of lags in the tests that ensure white noise residuals. They were estimated through
the Schwarz criterion.

We tested causality between the enrollment ratio of each level and GDP per capita.
For this reason, we built three different VAR models, numbered 1, 2, and 3. We used Akaike
information criterion to determine the lag length of these VAR systems and found lag length
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as three, four, and two, respectively. The results of the bivariate VAR models for equations 1,
2,3,4,5, and 6 are presented in tables 4, 5, and 6.

Table 4. Results of Estimated VAR Model 1

LGDPP PRM
Coefficient Prob val. Coefficient Prob val.

Constant 0.097 0.822 26.007 0.139
lgdpp, 1.051 0.002 -7.005 0.416
lgdpp,, -0.047 0.862 11.262 0.301
lgdpp, -0.048 0.858 31.118 0.009
prm,_, -0.002 0.687 0.303 0.147
prm,_, 0.006 0.261 -0.171 0.433
prm,_, -0.013 0.027 -0.183 0.403
R’ 0.98 0.81

S.S.R. 0.041 62.89
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Table 5. Results of Estimated VAR Model 2
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LGDPP SEC

Coefficient Prob val. Coefficient Prob val.
Constant 2.116 0.033 12.44 0.83
lgdpp, 0.580 0.048 -24.41 0.176
lgdpp, , 0.066 0.830 -6.883 0.733
lgdpp, 0.136 0.677 -25.49 0.235
lgdpp, , -0.244 0.415 2.274 0.904
sec, -0.006 0.183 0.609 0.056
sec,_, 0.013 0.038 -0.257 0.493
sec,_, -0.005 0.344 0.027 0.944
sec, , 0.006 0.289 0.345 0.391
R 0.99 0.98
S.SR. 0.034 140.16
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Table 6. Results of Estimated VAR Model 3

LGDPP TER

Coefficient Prob val. Coefficient Prob val.
Constant 2.307 0.021 34.44 0.418
lgdpp, 0.723 0.011 0.637 0.024
lgdpp, , -0.066 0.826 0.307 0.346
ter, -0.003 0.532 -2.405 0.838
ter, , 0.012 0.094 2.330 0.866
R’ 0.98 0.96
S.S.R. 0.045 94.17

We employed a modified Wald test for VAR (4), VAR(5), and VAR(3) respectively to
get the results of the Toda-Yamamoto causality test. Table 7 shows the results of the causal
relationship between primary school enrollment and GDP per capita.

Table 7. MWald Test Result of Model 1

Hypothesis Wald Statistics ~ Probability Value = Decision
LGDPP is not

Granger cause of Causality from
PRM 6.51 0.004 LGDPP to PRM
PRM is not Granger Causality from
cause of LGDPP 5.87 0.017 PRM to LGDPP

According to the results represented in the table, there is a two-way causal relationship
between variables. Causality from GDP per capita to primary school enrollment ratio is
significant at the 1% confidence level. Causality from the primary school enrollment ratio to
GDP per capita is also significant, but at the 2% confidence level. That means the first type of
causality is stronger than the latter.
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Table 8. MWald Test Result of Model 2
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Hypothesis Wald Statistics  Probability Value

Decision

LGDPP is not

Granger cause of

SEC 291 0.020
SEC is not Granger

cause of LGDPP 1.71 0.197

Causality from
LGDPP to SEC
No Causality from

SEC to LGDPP

Test results also show that although there is causality running from GDP per capita to
the secondary school enrollment ratio at the 2% confidence level, there is no causal
relationship from the secondary school enrollment ratio to GDP per capita.

Table 9. MWald Test Results of Model 3

Hypothesis Wald Statistics  Probability Value

Decision

LGDPP is not

Granger cause of

TER 0.02 0.977
TER is not Granger
cause of LGDPP 1.65 0.217

No Causality from
LGDPP to TER
No Causality from

TER to LGDPP

According to the results in Table 9, there is no causal relationship between the tertiary

school enrollment ratio and GDP per capita in either direction.

Discussions and Conclusion

This study aims to explore the relationship between economic growth and educational
attainment in Turkey. We examined the causal relationship between the GDP per capita and
gross school enrollment rates of the Turkish education system at the primary, secondary, and
tertiary levels for the period of 1980-2008. We found that there is a statistically significant
relationship between GDP per capita and the school enrollment rate at the primary level bi-
directionally. We also found a significant relationship between these two variables at the
secondary level, but this relationship was only significant in one direction, from the GDP per
capita to the secondary school enrollment rate. For the tertiary level, no causal relationship
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was found between the changes in GDP per capita and the school enrollment rate for the
given time period.

These results are consistent with those produced by Ozsoy (2010), who investigated
the relationship between school enrollment rates and economic growth during the period of
1923-2005 in Turkey. She found that there was a bi-directional relationship between the
variables at the primary level, but there was no relationship at the tertiary level. Erdogan and
Yildirim (2009) also found a positive relationship between economic growth and primary
schooling, but it was uni-directional, running from economic growth to primary schooling.
Yaylalar and Lebe (2010) found the same relationship but the direction of causality is running
from primary schooling to economic growth. Also, they presented results similar to ours on
the relationship between economic growth and schooling at the tertiary level. Duman (2008)
implied that there were positive relationships between economic growth and schooling in
Turkey at both the primary and secondary levels between 1987 and 2005. The direction of
causality ran from schooling to growth. Our results also correspond to those of Sari and
Soytas (2006), but they found that causality was running from the enrollment rate to economic
growth at both the primary and secondary levels.

Although we found no causal relationship between the enrollment rate and economic
growth at the tertiary level, some studies, such as Turkmen (2002) and Ay and Yardimci
(2008), found a causal relationship running from the tertiary enrollment rate to economic
growth. On the other hand, Erdogan and Yildirim (2009) found a negative relationship
between economic growth and schooling at both the secondary and higher education levels.

The causal direction from economic growth to enrollments at the primary and
secondary levels of education suggests that economic development positively affects
educational attainment at these two levels in Turkey. It can be interpreted that families would
be more reluctant to send their children to school at both levels when there are economic
recessions or crises. Hence, the current positive trends in economic growth can be thought of
as a good sign for educational attainment for the coming generations. Furthermore, our results
also implied that increases in primary school enrollment rates positively influenced the
economic growth of the country. However, finding no causal relationship between economic
development and enrollment in higher education suggests that acquiring higher-education
degrees may not directly result in higher productivity and economic growth, at least in a short
term. In addition, results showed that the changes in the GDP per capita were not directly
associated with higher education enrollment in Turkey.

Our results, in terms of the relationship between enrollment in higher education and
economic growth, could be interpreted in several ways. It is easy to interpret the lack of
causal relationship running from the GDP per capita to enrollment rates in higher education in
the context of Turkish educational system, as enrollment rates are directly related to the pre-
determined enrollment quotas. In Turkey, there is a national university entrance examination
and millions of young people have been in line to enter a higher-education institution because
a centralized system controls enrollment quotas for all public and private universities.
Whatever the economic situation might be, it is expected that all quotas are easily filled since
there is much higher demand than all the space available at the institutions. Thus, economic
conditions may not directly affect enrollment in higher education. It is relatively harder,
however, to explain the lack of causal relationship running from enrollment in higher
education to GDP per capita. This result may be explained by the quality of higher education
graduates and their impact on the country’s economic growth. Increases in the enrollment rate
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in higher education from the 1980s to 2008 were mostly caused by new universities and
programs. In this regard, it can be argued that these new universities and programs may not
necessarily produce high-quality graduates who can positively influence economic growth. In
addition, increases in higher education quotas in the last three decades may not cover the
programs that are primarily related to economic development in today’s world. However, our
analysis did not allow us to find out if there are certain kinds of higher education programs
that do influence economic growth. There is a need for further investigations about the
relationship between enrollment (or graduation) rates in different kinds of higher education
programs and economic growth.

Overall, the findings of this study indicate that there is a closer relationship between
educational attainment and economic growth at the primary school level as compared to the
secondary and higher levels of education. This interpretation also aligns with
Psacharopolous’s (1994) findings about social returns to different levels of education in
developing countries. His research indicates that the social return to primary education (27%)
in the developing countries is significantly higher when compared with the returns to
secondary (16%) and higher education (13%). These results may imply that pushing everyone
into higher education would not directly results in economic well-being at the national level,
while having more people receive at least a basic education supports economic development.
However, this interpretation is open for the discussion and should be taken with caution, as
we think that there is need for more detailed analyses of the effects of higher education on the
economic growth of nations, with special attention paid to the impact of particular programs
and quality of graduates. In terms of the findings of our study, we suggest that policymakers
pay special attention to primary school attainment and take the necessary actions to provide
opportunities for every child in Turkey to attend primary school without ignoring other
educational levels.

Lastly, our study has some limitations. In Turkey, there have been some significant
policy changes in both the economic and educational sectors, particularly during the last
decade. These policy changes, as well as international economic trends, may have impacted
both economic growth and school enrollment patterns over this period. Our data, however,
does not make it possible to take these factors into account. Future studies, therefore, may try
to account for these factors when investigating the relationship between economic growth and
educational attainment.
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Teachers’ Attitudes or Instruction Practices?
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Abstract

Understanding of what is children’s deficiency about learning mathematics and their negative
feelings about themselves in math classrooms may enable us an essential knowledge for
comprehending the failure mathematics in elementary school classrooms. This article presents
the studies about the children with learning difficulties in mathematics and the relationship
between cognitive development and mathematical disability. Also, some studies are about
teachers’ tasks and behaviors in elementary school mathematics classroom and the teacher’s
existing or expected role on teaching to children with low-level learning capacity. The review
includes an overview of relevant basic researches and theories through clear implications for
pedagogy, a discussion of relevant practical research, an examination of some general issues
and concerns having important implications in the area.

* Esin Acar is an assistant professor in the Faculty of Education at Adnan Menderes
University. Her research interest focuses on elementary school curriculum implementations in
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Introduction

Realizing the development of children with mathematical difficulties and the role of
teacher on their learning are significant for the researchers interested in academic
achievement differences and math learning in elementary classrooms. Also, diagnosing of
these kinds of children by teachers and definitions of their problems are required for helping
these children through making mathematics more meaningful, considerable and desirable for
them.

My goal in this article is to highlight key findings from the various researches taken by
the researchers in the area of mathematics teaching and learning in elementary school
classrooms. Investigation of the literature validates that there is enough empirical research for
determining and understanding the standing and need of students with mathematical
difficulties (MD). The traditional approaches to studying children with mathematics
difficulties (MD) take notice of their performance at a single point in time. But, contemporary
approaches consider children’s growth trajectory through longitudinal research for
understanding learning difficulties (Francis, Shaywitz, Steubing, Shaywitz, and Fletcher,
1994; in Swanson, Harris, and Graham, 2003).

In the present article, although the term “mathematical disabilities” are used
sometimes as consistent with the original article, the term “mathematical difficulties” are
preferred rather than disabilities. If children have mathematics difficulties, they show low
performance (e.g., at or below the 35th percentile) as well as high performance (below
average) (Funchs, Funchs, and Prentice, 2004; in Gersten, Jordan, and Flojo, 2005). So, even
children have different performances in some areas of mathematics, they may still have
difficulties or deficits in others. Geary, Bow-Thomas and Yao's (1992) study about that
children with mathematics and reading emphasized that these children counted correctly. and
made sense that counting from right-to-left was just as appropriate as the standard left-to-right
counting.

Geary et al.’s (2000) study about mathematical difficulties occurring in the different
time periods concluded that mathematics difficulties are not stable over time for many
children by identifying a group of “variable” children who showed mathematics difficulties
on a standardized test in first grade but not in second grade (in Gersten, Jordan, and Flojo,
2005). This result illustrates that mathematics difficulties in a specific topic and grade can be
determined by teachers after their assessment based on achievement tests, but teachers cannot
label these children as mentally and mathematically deficient to the test results in their grades.

Individual differences should not be ignored by educators. So, teachers’ expectations
of same average achievement level from all children are not fair. There are some ideas about
the reason of difficulties in learning math. According to one of these ideas, children with
mathematical difficulties have overall deficient in mathematical proficiency, too.
Conservative thought assumes that mathematical learning difficulties are merely come from
internal factors. Also the idea assumes that these kinds of children cannot apply theoretical
and practical knowledge to new problem situations even moderately. They are inattentive,
forgetful, and prone to confusion. Conversely, an alternative view asserts that learning
difficulties in mathematics arise from some external factors. In this view, the common
characteristics of children with DML (Difficulties in math learning) are not the cause of
difficulties but are merely the symptoms of inadequate or developmentally inappropriate
instruction (Baroody, 1996). Case studies about the performance of these children included
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those labeled SLD (students’ learning disability), indicate the importance of instruction by
underlying that most such children are instructionally disabled, not cognitively disabled
(Baroody, 1987, 1996; Baroody and Ginsburg, 1991; Ginsburg, 1977; in Jordan et al., 2003).
This idea is essential for understanding the significance of instruction by teachers and
program makers.

Classrooms include many kinds of students having different and mixed abilities. In
regular classrooms, mathematics is taught in a highly traditional way to the children with
difficulties in learning mathematics. Teachers generally use direct instruction and drill method
by regarding the traditional teaching approach or instruction, but this is not enough to help
children understand mathematics in classroom. The instruction needs some connection
procedures of concepts to each other, to other aspects of mathematics and daily life for
making learning meaningful.

Teaching is complex enterprise including student, teacher, physical and affective
environment and teachers implement a certain curriculum during this activity. All children in
a classroom cannot respond to the curriculum in the same way and at the same level, so
individual differences including cognitive development may cause some obstacles during the
teaching activities. The studies and theoretical knowledge about working memory, the
difference of working memory among the children with and without learning disabilities and
cognitive development sustains revealing the related knowledge with children having
difficulties on learning math.

This review study exposes many studies highlighting the reasons and situations of
mathematical learning difficulties by following the related studies in terms of working
memory, cognitive development and instruction viewpoints and gives some implications for
educators, program makers and parents.

Children with mathematical difficulties

Although recent test performances shows general improvement in mathematics when
it is compared to old test results in countrywide, individual differences in arithmetic are very
noticeable, and there is a significant extension of underachievement. According to Mazzocco
and Myers (2003), and Desoete et al. (2004), arithmetic is not easy for many children because
of the estimation difficulties of the proportion to criteria (in Dowker, 2009). Moreover, since
arithmetical thinking involves a wide variety of components, there are many forms and causes
of arithmetical difficulty, which may assume different degrees of importance in different tasks
and situations (Dowker, 2009).

Working Memory

Although there is still unclear understanding of the relation between working memory
and difficulties in executing arithmetical procedures, it is clear that children with MD have
some form of working memory deficits (Hitch and McAuley, 1991; McLean and Hitch, 1999;
Siegel and Ryan, 1989: Swanson, 1993 in Geary, 2004). Many studies claim that children
with mathematical difficulties have a problem with their working memory. Working memory
involves the concurrent storage and manipulation of the information necessary to perform
mental tasks. Arithmetic performance is accepted as parallel with measures of working
memory (Ashcraft, Donley, Halas, and Vakali, 1992; Logie, Gilhooly and Wynn, 1994;
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McLean and Hitch, 1999; Siegel and Ryan, 1989; in Mabbott and Bisanz, 2008). Children
with mathematical learning difficulties demonstrate poor working memory skills relative to
typically achieving, age-matched peers (Geary, 1990; Geary et al., 1991; Geary et al., 2000;
Geary et al., 2004; Hitch and McAuley, 1991; Siegel and Ryan, 1989; Swanson, 1993, 1994;
Swanson and Sachse-Lee, 2001; Wilson and Swanson, 2001; Van der Sluis, Van der Leij, and
De Jong, 2005; in Mabbott and Bisanz, 2008).

Working memory has been implicated as a central deficit for mathematical disability
children. Passolunghi and Siegel (2004) studied on working memory and accessing to
numerical information of children with mathematical difficulties in order to understand the
cognitive mechanism, which may cause to impaired working memory of children having
difficulties with math.

Likewise Keeler and Swanson (2001) worked on the relationship among strategy
knowledge, working memory and children’s mathematics performance. According to their
results, the stability of strategy choice is related to “working memory” performance and has
implications on mathematics performance. Additionally, selection of expert strategies in
learning has a significant influence on working memory. Geary’s (1990) research affirms the
different characteristic of children with MD and normally achieving on calculations strategies.
According to the study, first grades with MD used the same types of calculation strategies
(e.g., direct retrieval, counting with fingers, and verbal counting without fingers) as normally
achieving children, but they made more retrieval and computational errors and employed less
mature calculation strategies (Jordan, Hanich, and Uberti, 2003).

Keeler and Swanson’s (2001) results are consistent with Passolunghi and Siegel’s
(2004) study, in which they found that children with specific mathematical difficulties have
persistent deficit in working memory, which is not restricted to a numerical working memory
task. They concluded that children with difficulties in mathematics were not impaired in the
speech rate and in counting speed task. The working memory impairment in these kinds of
children is related to inhibitory processes. Siegel and Ryan (1989) found that the performance
in children with a mathematical learning disability is impaired only a working memory task
requiring processing of numerical information. However, Swanson and Sachse-Lee’s (2001)
interests are based on the relationship between working memory and mathematics
performance. Their results show that the difference between poor achievers and good
achievers in mathematics is related to both general and verbal working memory. They think
that a child’s strategy using capacity is obvious evidence of this child’s difficulties with
mathematics.

A child needs to develop some cognitive strategies in order to understand and apply
math. Much of the researches on children with MD (mathematical difficulties) have narrowly
focused on a single domain of mathematical behavior (e.g., number combinations). However,
different aspects of mathematics require different cognitive skills (Carroll, 1996; Jordan et al.,
1992) and mathematics difficulties may not be consistent across domains (Ginsburg, 1997) (in
Jordan, Hanich, and Uberti, 2003).

Cognitive Development
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Cognitive development is a kind of adaptation process to its environment. In order to
determine the most effective way of teaching mathematical structures to children Bruner
(1966) studied on mathematical structures and children’s cognitive development. In relation
to his study, mathematical structures can be built up in the minds of learners by providing
experiences allowing them to develop enactive, iconic, and symbolic representation of
concepts (in Tall, D., 2004). As consistent with these results, Geary (2004) concluded that
most of the children with MD appear to have nearly average number processing skills, at least
for the processing of simple numbers (e.g., 3,6), but they showed persistent deficits in some
areas of arithmetic and counting knowledge. Many of these children have an immature
understanding of certain counting principles and, with respect to arithmetic, use problem
solving procedures that are more commonly used by younger, typically achieving children.
They also frequently commit procedural errors.

Determining what students know and how they think about mathematical concepts is a
critical element for advancing children’s thinking. Teachers use elicitation techniques to
promote and manage classroom interactions, teaching goals. Analyzing and comparing are
additional means of extending students’ mathematical thinking. The development of
classroom climates in terms of conductive support of student explanations and extension of
student thinking without establishing classroom norms is clearly a time-consuming endeavor
and it requires great patience, sensitivity, knowledge, and skill on the part of the teacher.
Fraivillig et al. (1999) supported this idea by emphasizing the requirement of teacher
knowledge about both mathematics teaching and children’s mathematical thinking for
establishing classroom norms with the purpose of children’s development conceptual
understanding of mathematics.

Fraivillig, Murphy, and Fuson’s (1999) efforts to describe a pedagogical framework
that supports children’s development and conceptual understanding of mathematics are
remarkable. They emphasized teacher’s role to advance children’s mathematical thinking in
inquiry-based mathematics classrooms without undermining children’s intellectual autonomy
as describing a pedagogical framework. Dienes (1971) called the concrete materials and their
contribution to children’s experiences as “learning cycle” and supported the importance of it
for learning math (in Baroody and Dowker, 2003). He emphasized that structural concepts are
discovered and refined as children engage in guided manipulations of materials that
physically embody the concepts in several forms.

Many of the studies searching for children with mathematical difficulties consider
cognitive profiles and development of these children. Extensively, Kroesbergen, Johannes and
Naglieri (2003) took our attention on students with mathematical learning disabilities and the
cognitive profiles exhibiting different PASS in their study. In their studies, they concluded
that students with learning difficulties in the authorization of basic facts have problems with
successive planning, processing, and attention. More of the children having mathematical
difficulties are not good at planning or successive processing due to their cognitive weakness.
As asserted by Jordan et al. (2003), these children also showed no interest to word problems.
They argue that a child’s ability to solve nonverbal calculation problems develops before his
ability to solve conventional verbal calculations and cognitive ability differences orient
children’s performance on verbal and nonverbal calculation tasks. Children with MLD have
deficits in a wide range of basic mathematical domains including a delayed understanding of
counting concepts (Geary, Bow-Thomas and Yao, 1992), difficulties remembering arithmetic
facts (Geary, 1993; Jordan, Hanich, and Kaplan, 2003; Jordan and Montani, 1997), and poor
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conceptual knowledge of rational numbers (Mazzocco and Devlin, in press; in Geary et al.,
2008).

Desoete and Roeyers’ (2002) viewpoints about cognitive development focused on
meta-cognition, intelligence and mathematics relationships for understanding the role of
cognitive profiles on occurring mathematical difficulties. The study supported the use of
meta-cognitive assessment procedure to differentiate the students with and without
mathematics learning disabilities. They defined “meta-cognitive knowledge” as the
knowledge, awareness, and deeper understanding of one’s own cognitive process and
products. As consistently, in their study Megan and Kazemi (2001) described distinguishing
characteristics of learning with understanding in terms of its generative feature, rich
knowledge structure, connections and the power of learners’ their own inquiry requirements.

As regarding the effects of cognitive process of children, Carpenter, Moser, and
Romberg (1982) asserted the role of meaning and understanding in the acquisition of
computational skill by connecting the semantic and computational knowledge. Semantic
knowledge has potential for incrementing and decrementing moves. Constraints that are part
of the semantic knowledge would also serve to block possible incorrect process that children
might generate. They emphasized the importance and utility of instruction type that explicitly
links to semantic and syntactic knowledge for the children having difficulty learning or
remembering the rules for written arithmetic. In addition, the positive effects of initial
instruction expressing the semantic properties of the addition and subtraction algorithms help
block the obstacles and buggy routines that may arise later.

As consistent with Moser and Romberg’s (1982) proposals, Jordan, Hanich and Uberti
(2003) were interested in mathematical thinking of children as they worked in groups,
learning to add and subtract horizontal four-digit symbolic expression using base-ten blocks
and written marks. In their study, children easily established relations among blocks, English
words, and written marks at pre addition phase. Necessary pre addition skills, such as
counting blocks, copying the expression and written digits, rarely caused difficulty, except
that some magic-pad records were quiet messy and difficult to read. Children’s descriptions or
explanations that used block words or multiunit names often facilitated correcting erroneous
methods. They also stressed the role of teaching tools such as using cooperative learning
groups and carefully and thoughtfully selective manipulatives promoting conceptual learning.
Regarding the group work and cognitive development relation, Resnick and Ford (1981)
studied to see how children understand the complex mathematical concepts. According to
their results, understanding grouping notions in general may make easier to understand
different base systems in math.

Carpenter et al. (1982) focused on the meaning and understanding in the acquisition of
computational skill. They claim the instruction that explicitly links to semantic and syntactic
knowledge for the children having difficulties with learning and remembering the rules for
written arithmetic. They also point out the significance of initial instruction including
properties of the addition and subtraction algorithms and mention that instructing about the
properties may help block the difficulties and buggy routines that might arise later.

All these researches illustrate that there is incontestable relationships between
conceptual understanding and practicing of math and learners’ cognitive development.
Subsequently, the focus of illuminating children with mathematics difficulties is on the
deficiency or lack of cognition’s working properly.
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Teaching to Children with Mathematical Difficulties

Focusing on students’ mathematical thinking requires a powerful method for bringing
pedagogy, mathematics and student understanding together. Sometimes teachers struggle to
make sense of their students’ thinking. In this time, they may engage in practical inquiry and
elaborate how problems are posed, questions are asked, interactions occur, mathematical
goals accomplished, and learning develops.

Many elementary school and kindergarten have children with different academic
levels and abilities. That is, while some children can learn very fast and implement their
knowledge in an efficient way, some others’ learning process could take longer time and need
more effort by teacher. By considering the mixed level classrooms, some researchers focused
on instruction type and teachers’ tasks in elementary math classrooms. Carpenter, Moser and
Romberg (1982) were interested in the influence of traditional instruction on children to an
understanding of the intrinsic bases of the skills. At the end of the study, they recommended
that teachers should determine the origins of concepts first and begin instruction with them in
a specific course. And the basic properties of addition having an algebraic structure determine
a unique third element as a function. Thus, quantity can be characterized both in terms of the
order relation and of a function. Children with mathematical difficulties may have some
problems with at least one of these characters or both of them. So, if a teacher has children
with MD (mathematical difficulties) in her classroom, she should spend significant portion of
time in order to introduce the new topics to children into the world of concrete objects.

On the contrast, Megan and Kazemi (2001) asserted the function of Cognitively
Guided Instruction for teaching and learning of mathematics. They specifically focused on
how teacher use this type of instruction in their classrooms and its influences on teacher
beliefs and knowledge. From the researchers points of view, knowing the sequence of
strategies help teachers create challenging problems for their students’ thinking.

From the instruction type perspective, many researchers presented different
instructions such as Funchs et al. (2004). They cited Expanded Schema-Based Transfer
Instruction to promote mathematical problem solving among third-grade students. This
instruction type was defined by the researchers as the instruction that explicitly teaches
children how superficial features can make problems seem novel without altering the
underlying problem types or the required solutions. In their study, the effects of the
instruction were not mediated by students’ acquiring problem-solving competence although
the difficulties associated with effecting transfer and mathematical problem solving with low-
achieving students.

Ebmeier (1979) also studied on the instructional effects against the background of
student aptitude and teacher styles. He found that the student probably benefits most from the
increased practice and review session, while the teacher benefits from the increased direction
that comes from greater organization. Low achievers do best with type two teachers
(experienced/unsure) in the experimental treatment again seems to support the idea of
matching student-teacher characteristics for optimal growth. The study offered convincing
evidence that interaction between student types, teacher types and treatment types exert
influence on students’ mathematics achievement. As a result, direct instruction generally has
effect increasing student mathematics achievement.
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Student performance is enhanced on a complex, real-life, problem-solving task when
instruction addresses additional and more challenging transfer features designed to effect
broader schemas for recognizing mathematical problems as familiar. However, growing
numbers of students with difficulties are receiving instruction in general education
classrooms.

Implementing the mathematical skills to novel problems is required for mathematical
problem solving. In conjunction with problem solving performance of students as connected
to the problem types, Kercood, Zentall, and Lee (2004) took our attention on the
categorization of math problems to increase the math problem solving performance of
students with and without deficit disorder. Although their results are not surprisingly, they
would be valuable for mathematical disability children. The students in the study, who were
given advanced notice of particular features of math problems, identified those features more
easily and faster than students who were asked to generate the features of math problems on
their own. When these students were required to form their own categories, they took longer
on the subsequent problem-solving task than students who were earlier provided with a
schema of categorization by the examiner. During the execution of these tasks by students,
processing time was offset by improved solving accuracy tendency.

The citations have informed readers about some specific learning and instruction
methods so far. Linchevski and Kutscher’s (1998) work have altered my consideration to the
effect of classroom setting on students’ academic achievements and teachers’ attitudes. For
understanding a mixed-ability classroom setting Linchevski and Kutscher (1998) were
interested in a gap between high-ability and low-ability students and the reasons of different
teacher attitudes. They think that mathematics teachers can develop positive attitudes toward
teaching in mixed-ability classes if they teach mathematics in heterogeneous settings. In the
study, all teachers felt that their success was to some extent dependent on continual support of
a workshop type of framework. Also, it is possible for students of all ability levels to learn
mathematics effectively in a heterogeneous class, to the satisfaction of the teacher.

A symbolic relationship would develop between a non-defensive teacher in teaching
math and a student who needs teacher support. Resnick and Ford (1981) were interested in
this teaching issue from a holistic perspective. As well as children’s understanding and use of
complex mathematical concepts, they were keen on to find the best way to teach children the
basic concepts and principles of mathematics. To their findings, the teaching sequence from
concrete to increasingly symbolic representations gives the children an intuitive
understanding of the mathematical standardized realities. They assume that if one is not
interested in teaching the mathematical structure underlying the notation, then one might just
teach children to read numbers by rote. The structures of mathematics may be thought in an
intellectually honest way at an early age by presenting them in concrete form, especially in
the form of math materials that physically embody those structures.

Many of the studies about teaching to students with mathematical difficulties
emphasize the importance of teaching style, strategies and support of teacher. Consequently,
elementary math curriculum is not just consisting of the aims and educational attainments.
But it is the teacher practicing in classrooms.

Mathematical Difficulties in Educational Policy
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More than 30 % of students in school today have significant difficulties learning math,
in spite of normal or above-normal intelligence. A wide range of observed problems or
“symptoms” in this group of students leads educators to propose that there were a number of
different types of math learning difficulties (http://www.mathlearningdifficulties.com).

Taking into account this considerable amount of students, teaching programs in math
classrooms should assist students to overcome an increasing amount of mathematical
information. Munro (2003) assumes that once a mathematics procedure has been learnt, it is
not good to apply the same procedure across a range of numbers, because teaching provide
the opportunity for students to manipulate each capacity in an attention demanding way
initially and then to gradually automatize it. Therefore, it is very important to construct
special teaching programs for these kinds of children.

The constitution of this kind of programs is totally based on the educational policy and
its philosophy about what kind of human we should educate for our nation. Before shaping an
educational policy the former educational policy should be described, the results of applied
prior educational policy and its halting points should be examined for better educational
outcomes.

Inarguably, a nation’s educational policy consists of the political system of the nation,
but they are not the same things. Barely, political system can be used as a tool for creating the
educational system. In this situation, if the relationship between peoples’ success and their
understanding in math and their working potential in daily life is important for the political
system, then it is inevitable to consider this issue in educational policy. In this consideration,
political and educational systems should be reconciliatory to each other and to other
institutions.

In Turkey’s education committee working for OECD are highlighted some basic
points, which equilibrate the economic and educational situations in the state. These points are
improving the linkage between life-long learning and other socio-economic politics, analyzing
the educational politics and their implementation, examination of the national education
politics, encouraging a quality education, reevaluating higher education in global economy
perspective and being attuned to society by means of education (OECD, 2008). When the
subjects are inspected, it can be seen that educational politics and their implementation are the
heavy topics. The most important one among the subjects is that the effort of connection
between socio-economic politics and education programs. But it is not clear and underlying to
consider the students with learning difficulties.

Why an educational policy important for the issue of children with mathematical
difficulties can be explained with its power of influence on individuals’ lives directly. For
example, educational attainments acquired in schools affect the society. Therefore, students’
graduate with lack of basic mathematical knowledge and skills most likely affect the work
performance of social and state institutions. If a person cannot subitize the objects, which is
the first arithmetic skill belong to human naturally, count, make connections between number
magnitudes and be able to subtract numbers by counting between them, it is very possible to
not to do any work using money, technology, numbers etc. Children can learn subsequent
arithmetic skills, such as division, multiplication and fractions at basic level from the adults in
their society since these skills become largely cultural. That is, the society’s influence on
children is obvious. Olsen (1987) pointed out that mathematics as a field of knowledge
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comprising powerful knowledge and a field of knowledge is important knowledge is not only
for the benefit of industry or technology, but also it is important knowledge for the individual
pupil. Therefore, first of all children should exploit mathematics knowledge for themselves,
for their benefits from the society and for their status in that society.

Although the society’s serious effect, the amendments in educational policy take effect
on the society after a long years. The producers of educational policy take decisions extracted
from daily facts and events without probing enough even though their effects can be seen after
a long time. Accordingly, even the policymakers take wrong decisions; they do not pay a
price for these decisions because after a long time any body does not these people.

It is considered that the revised studies in this article generally focus on the
inadequacies in math teaching, incapacities in abstract thinking of students when they come
across the abstract subjects, inadequacies at interpreting verbal expressions in mathematical
problems and the teachers’ repeating practices of learning subjects and the problem solving
stages. When the reviewed studies are compared, it can be seen that the studies for removing
the difficulties students come across during the math learning are considerably less than the
studies for determining these difficulties.

Discussion

My goal in this article is to highlight key findings from the diverse approaches taken
by the researchers in the area of mathematics learning of students with mathematics
difficulties. In particular, I present what we know about (a) the relation between cognitive
development and mathematical difficulties (b) the role of working memory in children on
deficient of working memory (c) and the role of instruction on the children having difficulties
on learning mathematics.

The general notion in the literature about the children with mathematical difficulties
centers the links between semantic knowledge and cognitive structure. The cognitive structure
overlaps with working memory and processing of brain such as attention, perception,
understanding the episode or problem and trying to go to the result. Also children’s verbal and
nonverbal or numeric development is different in cognitive ability. But the cognitive profiles
generally are evaluated to exhibition of some standard strategies by children such as planning,
attention and processing, not to children’s individual differences. So, exploring that if
children use these strategies help teachers understand whether there are some children with
mathematical difficulties in their classrooms.

In this paper, teachers’ teaching style, responsibilities and tasks for children with MD
are reviewed by considering the relevant literature. The literature generally focuses on
pedagogical framework that supports children’s development of conceptual understanding of
mathematics. However, it is not easy to adapt this framework to classrooms. Therefore,
teachers need to be educated about recognizing and working with children with MD both
theoretically and practically.

Math teaching includes the teaching of basic mathematics concepts, principles and
practicing them. Additionally, the teaching sequence of topic is important since it could be
helpful instruction of math to the children with or without learning disabilities.



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 49
© 2012 INASED

Teacher attitudes to children with learning difficulties in classroom settings might be
the limitations of many studies, because attitude variable causes to get different results at
different situations. The studies about children with learning difficulties generally focus on
the children’s relationships with their friends during their learning process.

Furthermore, some studies take into consideration one or two certain theories about
development of mathematical knowledge in brain. For example; While Sweller and Reena
(1992) consider schematic acquisition and schema knowledge, Resnick and Ford (1981) talk
about Gestalt psychology and Gestalt explanations of problem solving. But, if they couldn’t
have considered those theories; their results would have been different. So, studies, which
were performed around a theory, could be the limitation of the review to understand the
relationship between the learning difficulties of children and their teacher.

Conclusion

The research agendas and book chapters discussed in this review underline that
children with mathematical difficulties should be taken into consideration by teachers in math
classrooms, because teachers can help them and alter their learning by an accurate
instructional way.

The study emphasizes the common inadequacies in practicing math teaching,
insufficiencies of children with mathematical learning difficulties in understanding the elusive
subjects and in interpreting the verbal expressions. Principally, the studies focus on
determining the difficulties in math learning instead of removing them. In these kinds of
studies, teachers’ time spent portion for introducing the new topics to children into the world
of concrete objects, their teaching methods and the importance of repetition during the
teaching are the recommended subjects for removing the difficulties.

Children have some mathematical knowledge before coming into the school and may
be interested in some mathematical aspects of their environment. Their mathematical interests
shift to teacher’s behavior in math classroom and their attitudes to children with mathematical
difficulties. The significance of informal experiences and formal instruction on children with
learning difficulties is inevitable for their learning. The studies generally mention organic
deficiencies related to mathematical difficulties in working memory section. Cognitive
development section includes many different views about learning and assessing it.

A major goal of early mathematics interventions focuses on the proficiency with basic
arithmetic combinations and efficient use of counting strategies. According to Gersten et al.
(2005), the fast retrieval of arithmetic combinations is critical because the students with MD
cannot comprehend any type of dialogue about number concepts or different problem solving
approaches unless they automatically know some shortcuts such as 6 + 4 is 10, doubling 8
makes 16, and so forth. Therefore, it can be argued that the fluency on arithmetic
combinations and problems is an important criterion for determining children with MD and
needs to be working on developing this criterion by some intervention efforts for many
children. The efforts should be made by teachers for picking out the students having not
mastered basic arithmetic combinations. They also should know that these students may need
more time than the students’requiring, who have mastered the combination to understand the
concepts and operations of basic arithmetic. Since children’s use of calculation strategies on
different problems may affirm their cognitive competences, one of the teachers’ tasks is to
determine whether children can make this transition.
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This review includes some process such as annotating any article, reviewing the
related resources, and combining those similar or different ideas on a paper by emphasizing
the difference between theoretical, empirical and polemical articles. The future studies
generally should focus on children’s performance on cognitive tasks that are directly
applicable to mathematics education examining adaptive expertise and flexibility based on
these empirical and theoretical studies. It is expected that the study would provide a
theoretical basis for developing instructional and assessment activities aimed at improving
instruction before their difficulties.

Additionally, educational policy needs to consider children with some difficulties in
math and other fields since the effect of deficiencies in this field on society.
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Abstract

The purpose of this qualitative research study is to analyze instructors’ exam questions at a
Primary Education Department in terms of the exam’s period, the comprehensibility of the
instructions, cognitive level, and the appropriateness to the critical thinking. This qualitative
study is based on document analysis method. 100 randomly selected exam papers and 1665
questions asked in these exams are analyzed by three experts in the field. The results conclude
that the exam questions are generally at knowledge level in terms of cognitive domain and
they are not appropriate to critical thinking.
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Introduction

The use of critical thinking skills is vital for people to fully participate in democratic
processes of their communities. Therefore, educating people to have critical thinking abilities
with the intellectual tools and capacities is a target to be reached for democratic societies. It is
possible to reach the objective by educating children as critical thinkers at early ages.
Duckwort (1964, p.172) states that education systems have two goals. The first one is to
educate individuals who have the capacity of generating new ideas rather than repeating the
previous works of researchers and scientists. The second one is to educate individuals with
critical thinking capacities in place of individuals who accept everything without questioning.

Teaching the ability of critical thinking to primary school children is robustly
associated with the intellectual tools and critical thinking capacities of their primary school
teachers. Consequently, it is important that education of primary school teachers should focus
on critical thinking skills with all dimensions. One of these dimensions is the appropriateness
of the questions given to prospective primary school teachers in the midterm and final exams.

Critical Thinking

Sahbat (2002, p.14 cited in Ipsiroglu 1998) expresses that students accustomed to rote
learning and conveying information are shocked when they are asked to comment on a written
work, poem, etc., with their own words. Since they do not know how to think on a given topic
and they do not grasp the importance and requirement of this process, they quickly transform
this into a simple buying and selling process and find someone who thinks for themselves.
This can be explained as the unfamiliarity of our culture to the critical thinking.

Historically, critical thinking can be traced back as far as Socrates, and has developed
through the centuries, via the writings and teachings of such renowned scholars as Aquinas,
Aristotales, Marx, members of the Frankfurt School, etc. Scientists such as Robert Boyle and
Sir Isaac Newton developed and used critical processes of thought that challenged the
accepted views of the world and demanded a rigorous framework based on carefully gathered
evidence and sound reasoning. The contribution of twentieth century educational philosophers
such as Dewey, Wittgenstein and Piaget has been to highlight the importance of education in
fostering critical thinking abilities, in order to challenge prejudice, over-generalization,
misconceptions, self-deception, rigidity and narrowness (Hargreaves & Grenfell, 2003).

The 1990 Delphi Report on critical thinking, endorsed by an expert panel from a
variety of disciplines, defined critical thinking as “purposeful, self-regulatory judgment which
results in interpretation, analysis, evaluation, and inference, as well as explanation of the
evidential, conceptual, methodological, criteriological, on contextual considerations upon
which that judgment in based...” (Facione, 1990, p. 3). According to Angelo (1995, p.6) most
formal definitions characterize critical thinking as the intentional application of rational,
higher order thinking skills, such as analysis, synthesis, problem recognition and problem
solving, inference and evaluation.

In the mid-1990s, a large sample of California faculty members affirmed the
importance of critical thinking as an educational outcome. Eighty-nine percent of the faculty
said critical thinking was a “primary objective” of their teaching-but only %19 could give a
clear explanation of the concept. While %78 of these faculty said that students “lacked
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standards” to assess their own thinking, only %8 could name or describe any of these
standards (Paul, Elder, & Bartell, 1997).

Critical thinking can be defined as a complex activity and it is not true to expect a
single method of instruction will prove sufficient utility for developing each of its components
parts. Whatever methodology is used, it is unquestionable the effect of the questions
organized in fostering the critical thinking abilities.

Questions and Their Classification

Questioning is accepted as a methodology which triggers thinking. Thinking occurs
when people have question marks in their minds. People need questions in order to use one’s
life (Ozden, 1999, p.106). Giirses et al. (2005, p.363) affirm that questioning is the most
essential step for the activity of thinking. Questioning can be admitted as a tactic that activates
thinking. In any environment in which the action of thinking happens, learning occurs in its
real meaning. As Hussain mentions (2003 cited in Ellis, 1993 and Foster, 1983) in the realm
of teaching and learning, questions have been cited as not only the most often used, but also
the single most important strategy used by instructors. The researches ground on classroom
implementation throughout the 20" century consistently document that the presentation and
memorization methods are foremost in these classrooms (Onosko, 1988, p.1). Research over
the last sixty years has shown that, of teachers' questions, the predominating ones are those
that are concerned with simple data and recall of facts already learned which fall under lower
order questions (Hussain, 2003).

Questions can and have been used for a wide variety of educational purposes:
reviewing previously read or studied material; diagnosing student abilities, preferences, and
attitudes; stimulating critical thinking; managing student behavior; probing student thought
process; stirring creative thinking; personalizing the curriculum; motivating students; and
assessing student knowledge (Sadker, 2003). Teachers use questions for these reasons at
different stages of education. When the questions given in the exams are considered,
“assessing student knowledge”, “probing student thought process”, “stimulating critical
thinking” can be listed as primary goals.

Akbulut (1999, p.16-17) asserts that teachers can learn which questions can be asked
at the beginning of the lesson, at the practice stage of the lesson and at the wrap up stage of
the lesson by knowing the classification of the questions rather than gaining this knowledge
with the experience throughout years. Besides, the questions should also be sorted in order to
address the students into appropriate thoughts. The categorization of the questions causes the
teachers to gain experience in developing new teaching materials and exposing the students’
previous knowledge (Hadder, 1970, p.93). Although the initial efforts on the categorization
of the questions are mostly accepted in the field, some researchers criticize these
categorizations in some ways and try to form new categorizations in the following years.
Cognitive domain is the primarily discussed realm and new categorizations are added to this
area. Yiiksel (2007, p. 480) indicates that the primary extensive efforts were commenced in
1948 on the gradual categorization of the objectives. A group of researchers working at the
higher education institutions in the USA gathers in Boston with the purpose of forming a
categorization that can be accepted by everyone. Even though the basic aim is to form a
categorization of all fields, only the cognitive domain is classified within this period (Bloom,
1956). The process that starts as the categorization of the objectives changes into the
categorization of the questions.



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 55
© 2012 INASED

Yiiksel (2007) states that alternative categorizations based on Bloom’s Taxonomy
(1956) aims to formulate the Bloom’s Taxonomy as truer and accurate. Some of the
alternative categorizations propound against Bloom’s Taxonomy are listed as follows:
Categorization of Gerlach and Sullivan, Categorization of De Block, Categorization of
Tuckman, Categorization of Williams, Categorization of Hannah and Michaelis,
Categorization of Gagné and Briggs, Categorization of Stahl and Murphy, Categorization of
Romizowski, Categorization of Quellmalz and Categorization of Haladayna.

Bloom's Taxonomy

Bloom Taxonomy is the most common approach employed in categorization of the
question levels and educational objectives. Bloom Taxonomy consists of six levels that are
hierarchically aligned from low cognitive skills to high cognitive skills. These levels are
Knowledge, Comprehension, Application, Analysis, Synthesis, and Evaluation.

Bloom's Knowledge level requires an answer that demonstrates simple recall of facts.
Questions at this level could ask students to answer who and what and to describe, state, and
list. Comprehension requires an answer that demonstrates an understanding of the
information. Questions at this level might ask students to summarize, explain, paraphrase,
compare, and contrast. Application requires an answer that demonstrates an ability to use
information, concepts and theories in new situations. Questions at this level may ask students
to apply, construct, solve, discover, and show. Analysis requires an answer that demonstrates
an ability to see patterns and classify information, concepts, and theories into component
parts. Questions at this level could ask students to examine, classify, categorize, differentiate,
and analyze. Synthesis requires an answer that demonstrates an ability to relate knowledge
from several areas to create new or original work. Questions at this level might ask students to
combine, construct, create, role-play, and suppose. Finally, Evaluation requires an answer that
demonstrates ability to judge evidence based on reasoned argument. Questions at this level
may ask students to assess, criticize, recommend, predict, and evaluate (Duron, Limbach &
Waugh, 2006, p.160). Although the Bloom Taxonomy is primarily developed for the
classification of educational objectives, it has been widely used in many researches for the
analysis of the questions asked by the teachers in oral and written exams and the questions in
course books as well.

Bloom's Taxonomy and Critical Thinking

Critical thinking has been an important issue in education for many years. After the
1948 Convention of the American Psychological Association, Benjamin Bloom took the lead
in developing “the goals of the educational process,” including knowledge, comprehension,
application, analysis, synthesis, and evaluation. Critical thinking in education has been hotly
debated since then (Schneider, 2002). Bloom’s taxonomy does not explicitly define critical
thinking. Rather, it includes six knowledge levels that constitute the construct of critical
thinking (Aviles, 2000, p.4). Bloom (1956, p.46-47) acknowledged critical thinking as a broad
aim of education and stated that such broad aims are helpful in suggesting general policy and
direction for curriculum development.

The theory of critical thinking began primarily with the works of Bloom (1956), who
identified six levels within the cognitive domain, each of which related to a different level of
cognitive ability. Knowledge focused on remembering and reciting information.
Comprehension focused on relating and organizing previously learned information.
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Application focused on applying information according to a rule or principle in a specific
situation. Analysis was defined as critical thinking focused on parts and their functionality in
the whole. Synthesis was defined as critical thinking focused on putting parts together to form
a new and original whole. Evaluation was defined as critical thinking focused upon valuing
and making judgments based upon information (Duron, Limbach & Waugh, 2006, p.160).
MacPherson and Mansfield (2008) affirm that critical thinking is inherent in Bloom’s
Taxonomy. In addition, they assert that top three levels of Bloom’s Taxonomy (analysis,
synthesis, and evaluation) are associated with critical thinking. Blank-Libra (1997, p.17 cited
in Gall 1984) provides evidence to support the notion that higher-level questions will provoke
higher-level responses from students. The same principle, of course, applies to lower-level
questions. Bloom (1988) says that his graduate students have done a series of studies that
have supported the same idea.

The research studies conducted on the analysis of the questions in Turkey largely
focused on exam question used in various courses and questions figured in the course books at
primary schools and secondary schools or questions asked in national exams (Cepni & Azar,
1998; Cepni, Keles & Ayvaci, 1999; Gelen, 1999; Cepni, Ayvac1 & Keles, 2001; Koray &
Yaman, 2002; Tekin & Ayas, 2002; Akpinar, 2003; Cepni, 2003; Cepni, Ozsevgeng &
Gokdere, 2003; Karamustafaoglu et al., 2003; Mutlu, Usak & Aydogdu, 2003; Sagir, 2003;
Giiler, Ozek & Yaprak, 2004; Azar, 2005; Es, 2005; Giirses et al., 2005; Karaman, 2005;
Kogce, 2005; Yasar, 2005; Akpinar & Ergin, 2006; Baysen, 2006; Dindar & Demir, 2006;
Ozmen & Karamustafaoglu, 2006; Ozgiir, 2007; Erman, 2008; Kogce & Baki, 2009). It is
striking that document analysis is employed as a research methodology in most of these
studies, and observations, interviews and questionnaires are applied in some other studies as
well. It is necessary to indicate that there are scarcely any research analyzing exam questions
at the University level and even no research is found about the questions given at the primary
teacher training departments within the related literature. Related studies conclude that most
of the analyzed questions only concentrate on levels such as knowledge, comprehension, and
implementation that do not require high levels of thinking and few almost no questions are
asked appropriate to the critical thinking skills demanding analysis, synthesis, and evaluation
levels.

Method

In this qualitative study, document analysis method was employed. In this method, any
part of a selected text or document was analyzed and the features of the text transformed into
numerical data in order to utilize any statistical operation.

Research Group

The exams given to the prospective primary school teachers at an Education Faculty
was the main data source. 100 randomly selected exam papers and 1665 questions asked in
those exams were used as the sample of this study.

Data Collection Tools

The features of the Bloom Taxonomy’s cognitive levels were primarily designated by
reviewing the related literature to determine the cognitive levels of the questions given to the
prospective primary school teachers and their appropriateness to the critical thinking. Thus the
criteria for the evaluation of the questions were formed.
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1665 question obtained from 100 randomly selected exam papers were analyzed by a
research team involving the researchers and two experts in the field. The criteria formed for
the purpose of the study and the cognitive level of the questions including the knowledge,
comprehension, application, analysis, synthesis, evaluation levels and appropriateness to
critical thinking were used. The questions’ appropriateness to critical thinking was examined
in regard to the first and last three levels of the Bloom Taxonomy. The obtained data was
tabulated into frequency and percentage distribution by using the SPSS program.

Findings

The study year of the course which the exam questions were analyzed, are showed in
Table 1.

Table 1
The Study Year of the Course Which the Exam Questions were Analyzed.

The year of the course f %

First Year Course 35 35,0

Second Year Course 34 34,0
Third Year Course 16 16,0
Fourth Year Course 15 15,0 -
Total 100 100,0

As it is demonstrated in table 1, 69 % of the analyzed exams questions belonged to the
courses of the first and second year. The exam questions of the third and fourth year courses
constitute 31 % of the total sample. The occurrence time of the exams, are showed in Table 2.

Table 2
The Occurrence Time of the Exams

The occurrence time of the exams f %

Mid-term exam 49 49,0
Final exam 51 51,0
Total 100 100,0

When the table 2 is examined, it can be observed that 51 % of the analyzed exams are
final exams and 49 % of them are Mid-Term exams. Length of the exams, are showed in
Table 3.
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Table 3

Length of the Exams
Length of the exams f %
0-20 min. 10 10,0
21-40 min. 50 50,0
41-60 min. 39 390
61 min and over 1 1,0 -
Total 100 100,0

Table 3 demonstrates that 50 % of the analyzed exams take place in 21-40 minutes,
39% of them are limited with 41-60 minutes. It is remarkable that 0-20 minute the exams have
only 10 % distribution in the overall sample and the longest exams in terms of their
implementation time have just 1 % in the distribution. It is clear that 89 % of the exams of the
prospective primary school teachers are held in 21-60 minutes. The comprehensibility level of
the exams’ instructions, are showed in Table 4.

Table 4
The Comprehensibility Level of the Exams’ Instructions

Clearness of the instructionsf %

Totally Clear 76 76,0
Poor 24 24,0
Total 100 100,0

Table 4 represents that the 76 % of the instructions are totally clear and
comprehensible whereas 24 % of them are poor and difficult to understand. The
comprehensibility of the exam instructions that is one of the basic requirements for the
implementation easiness is fundamental in improving the students’ success in the given exam.
Therefore, it is a noteworthy result that approximately one fourth of the exam instructions are
vague and problematic in terms of their comprehensibility. The cognitive level of the
analyzed exam questions, are showed in Table 5.
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Table 5
The Cognitive Level of the Analyzed Exam Questions

Cognitive Level f %
Knowledge 965 58,0
Comprehension 237 14,2
Application 248 14,9
Analysis 137 8,2
Synthesis 48 2.9
Evaluation 30 1,8
Total 1665100,0

The analysis in table 5 presents that the exam questions are mostly at the knowledge
level with a 58 % regarding the Bloom’s Taxonomy cognitive levels. It is an appealing
outcome that more than half of the questions given to the prospective primary school teachers
are at knowledge level. The questions at comprehension and application level have both 14 %
in overall distribution. The questions at the analysis level have higher proportion than the
questions at synthesis and evaluation level with an 8.2 percentage. The total distribution of the
question at synthesis level and evaluation level is less than 5 % of the whole distribution. The
distribution of the questions at evaluation level, which is considered as the top stage among
these hierarchical levels with a 1.8 percentage, awakes the question of how the prospective
primary school teachers are educated. Furthermore, the results of the present study match up
with the outcomes of the previous studies in the literature.

It is necessary to ask high cognitive level questions to enable prospective student
teachers to think in a multifaceted way. Therefore, they can avoid the tendency of superficial
thinking that they get used to by answering cognitive level questions. It is obvious that
assessment of students’ success is one of the most important tasks of the teachers or
instructors. The exams including questions with a high level thinking skills can be used as
well as an assessment tool and a teaching material. The appropriateness level of the analyzed
questions to critical thinking, are showed in Table 6.

Table 6

The Appropriateness Level of the Analyzed Questions to Critical Thinking
Appropriateness to Critical Thinking f %
Inappropriate to Critical Thinking 1450 87,1
(Knowledge — Comprehension — Application)
Appropriate to Critical Thinking 215 129

(Analysis — Synthesis — Evaluation)
Total 1665 100,0
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Table 6 illustrates that the proposition of the questions supporting the Knowledge
level, Comprehension level and Application level is 87, 1 % in the overall distribution. The
distribution of questions requiring high level thinking at analysis level, synthesis level and
evaluation level form 12,9 % of the all questions.

Of course, only considering the questions given at the exams as the primary source of
education of prospective teachers as critical thinkers would be a mistake. However, exams in
which the students perform their intake as an outcome offer unique opportunities for
understanding of the development of critical thinking. Giirses et al. (2005, p.366) asserts that
preparation and evaluation of the questions involving analysis, synthesis and evaluation levels
which are effective in improving the high level thinking skills is more difficult than preparing
questions partaking at the Knowledge, Comprehension and application level. This can be an
explanation of not preparing these kinds of questions or the critical thinking skills can be
underestimated in the given courses.

Conclusions and Recommendations

There is no doubt that critical thinking skill is a treasure that every individual should
have in order to overcome the dilemmas of globalization and information society. Therefore,
the educating students with the resourses and strayegies of critical thinking starting from
primary school level is essential for the development of true participatory democracy. Primary
school teachers who are good at using critical thinking skills and have the knowledge of
methodologies in conveying these skills to their students play an important role in this
democratization process.

The questions given in the exams by the instructors reflect the objectives, goals,
outputs and the methodologies that the instructors apply in their teaching. The results of this
study have strong similarities with the other studies conducted in Turkey about the
appropriateness of questions in regard to the levels of critical thinking. Both the teachers in
primary and secondary schools and the university instructors tend to check whether the
students memorize the decontextualized information by using semester exams and they do not
force the student enough to critically analyze, synthesize and evaluate what they have learnt
because of the low cognitive level questions in the exams. It should not be forgotten that
prospective teachers have the tendency of using the same teaching methodologies and same
kind of questions that they encounter during their university education, when they become
classroom teachers.

It is not surprising to discover that the evaluation of the students’ learning with low
cognitive level questions in primary and secondary schools as well as in higher education
institutions is a common assessment strategy. Once prospective teachers graduate from their
programs without attaining high-level cognitive questions during their education, they do not
prefer to assess their students’ progress with high-level cognitive questions as a teacher.
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Gen.el Liselerde Karsilagilan Disiplin Sorunlarmmn Uzamsal incelenmesi: istanbul’dan
Bir Ilce Ornegi

Nihat Gurel Kahveci*
Istanbul Universitesi

Ozet

Bu calisma 2006-2007, 2007-2008, 2008-2009, 2009-2010 yillar1 boyunca islenen okul
disiplin sorunlarinin ve ceza kayitlarinin ve karsilasilan disiplin sorunlarinin niteliklerinin
aydinlatilmast i¢in ileri bir adim atmaktadir. Bu calisma ayni zamanda Milli Egitim
Bakanlig’ nmin disiplin yonetmeligine gore 6grencilerin istenmeyen davranislari karsisinda
almis olduklar disiplin cezalarim incelemistir. Bu uzamsal calisma Istanbul ilinde bir ilgede
yasanan disiplin sorunlarin1 aydinlatmaya calismaktadir. Veriler, incelenen genel liselerdeki
disiplin karar defterlerinden elde edilmistir. Veriler dokiiman analizi yontemi ile analiz
edilmis, kategorilere ayrilmis ve tablolarda gosterilmistir. Best (1959) (aktaran Karasar, 2007,
s. 183) bu yontemi “ mevcut kayit ya da belgelerin veri kaynagi olarak sistemli incelenmesi”
olarak ifade etmistir.Arastirmada incelenen bilgiler disiplin kayit defterlerinde &grenci ile
ilgili elde edilen verilerden elde edilmistir. Bu bilgiler cinsiyet, basar1 durumu, ekonomik
durum, ebeveynlerinin durumu, Ogrencilerin 6grenim gordiikleri alanlar, sinif diizeyi ve
disiplin cezalarinin niteliklerine gore dagilimlaridir. Arastirmanin bulgular1 gostermistir ki
erkek ogrenciler kiz 6grencilerden daha fazla istenmeyen davranislarda bulunmus ve disiplin
cezalant ile karsilasmislardir. Calisma sonuclari ayrica hangi istenmeyen davramslarin
incelenen egitim-ogretim yillar1 boyunca ortaya ¢iktigini tespit etmistir. Ogrencilerin bagari
diizeyi, cinsiyet, ebeveynlerinin durumlari, 6grencilerin disiplin cezalarinda hangi sekillerde
ortaya ciktigi arastirmanin bulgularinin ve sonuglarinin agiklandigi sunumda tartisilacaktir.
Bu calisma bir ilce orneginde genel liselerde var olan disiplin sorunlarim1 aydinlatmasi ve
sonraki arastirmalara bilgisel altyap1 olusturmasi agisindan 6nem tagimaktadir.

*Yrd. Dog Dr. Istanbul Universitesi, Hasan Ali Yiicel Egitim Fakiiltesi. E-posta:
nihatgurel @ yahoo.com.

** Bu caligmanin on bulgular1 3. Egitim Arastirmalar1 Birligi Kongresinde sunulmustur.
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Cezanin belki de en onemli eksikligi, kotii davranmist durdurabilmesine ragmen, iyi
olani tek basina baslatamayacagi gercegidir.
Smith, J.C. & Laslett, R. (2002, s. 108)

Kuramsal Cerceve
Disiplin Nedir?

Latince kokenli disiplin sdzciigiiniin anlam1 6grenmek, 6gretmek; egitsel anlamu ise,
insan1 6zdenetime kavusturmak icin egitmektir. Insamin, 6zdenetime ulastiginda disiplin
uygulamasmna gerek kalmadan davranislarini toplumsal ve torel kurallara uygun olarak
yonlendirebilecegi varsayilir.

Basaran (2006) disiplini “Ogrencilerin okula uyumunu saglamak icin kurulan yaptirim
diizeni” olarak tanimlar (Basaran, 2006, s.368). Basaran’ a gore disiplin, 6grencilere okulda
uyulmasi gereken davranislarin kurallarin1 6gretmek, dgrencilerin bu kurallara uygun olarak
davranip davranmadigimi izlemek, uygun davranmay1 aliskanliga donistiirenleri
odiillendirmek ve aykiri davranmay1 aligkanlhi§a doniistiirenleri cezalandirmay1 amaglar. Bu
tanima gore disiplin bir 6grenme siirecidir. Disiplin sistemi, Orgiitiin yargi diizenidir. Buna
gore ilke ve kurallara uygun olmayan davraniglar1 yapanlarin disiplin yoluyla bunlara uyumu
saglanir (Basaran, 2006).

Giinliik yasamda “disiplin™ s6zciigii genellikle bir grubun, bir 6rgiitiin kurallari, diizeni
anlaminda kullamilmakta; bu diizeni saglamaya da disiplini saglama denmektedir. Diger
yandan “disipline etme, disipline sokma” kullanimlar1 da bu durumdan etkilenecek cesitli
kimselerin olmas1 durumunu anlatmaktadir. Genel sonug olarak disiplinin;

¢ Bireyin kendi kendini uygun davranis i¢in denetlemesi.

e Bir orgiitteki diizenin saglanmasi ve siirmesi icin bireylerin uygun davranislar
gostermesi.

¢ Bireylerin uygun davramslar gostermesi i¢in gerekli onlemlerin alinmasi ve yanlig
davranislarin diizeltilmesi anlamina geldigi sdylenebilir.

Disiplin, genelde okul toplumunun uygulayicilar1 ve iiyeleri tarafindan sik kullanilan
bir terimdir. Ancak disiplin kavraminin anlanu iizerinde tam bir anlagmaya varilamamaktadir.
Ciinkii uygulamada okul toplumunun deger ve inanglart etkili olmaktadir. Okul disiplini
deyince dgrencinin okul diizenine uygun davranmasi, bunun i¢in gerekli dnlemlerin alinmasi
ve diizenlemelerin yapilmasi akla gelmelidir (Sarpkaya, 2005).

Disiplin, okulda diizeni ve huzuru saglamak ve egitimin saglikli bir sekilde islemesine
uygun bir ortam hazirlamak i¢in hazirlanmis bir yaptirim diizenidir. Bu dogrultuda
ogrencilere hangi davramislarda bulunmamalar1 gerektigi belirtildikten sonra, Ogrencilerin
davranislart kontrol altinda tutularak disipline aykiri davramiglarin cezalandirilabilmesi
saglanabilmektedir. Asil ama¢ Ogrenciyi cezalandirmak degil, istenmeyen davranislarin
gerceklesmesini caydirict bir ortam elde etmektir. Disipline aykir1 davranislar Milli Egitim
Bakanlig1 Ortadgretim Kurumlar1 Odiil ve Disiplin Yonetmeliginin ii¢iincii kisminin birinci
boliimiinde siralanmis ve bu davranislara karsilik gelen cezalar belirtilmistir (Erkesici, 2005).
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Yasa ve diizenlemelerin toplulukta baskin olmasi niteligi olarak tanimlanan disiplin,
egitim ve Ogretimin siirdiiriilebilmesi i¢in gerekli unsurlardan birisidir. Disiplinsiz bir
egitimden s0z etmemiz miimkiin olmamakla birlikte; asir1 baskici disiplin uygulamalariyla
etkili 6gretimin gerceklesmesi miimkiin degildir. Egitim kurumlarinda disiplin uygulamalari
gecmisten giiniimiize kadar tartisitlmis ve etkili egitim icin uygun disiplin modelleri
arastirtlmustir (Milli Egitim U¢ Aylhik Egitim ve Sosyal Bilimler Dergisi, Bahar 2005, sayi:
166).

Charles (2002) disiplini, okullarda 6grencilerin uygun davraniglar gdstermeleri i¢in
onlara yardim etmek i¢in yaptiklarimizdir seklinde tanimlamaktadir. Charles, etkili disiplini
iyi iliskilerin varligim1 devam ettirirken ve isbirligi icin goniilliiliigii siirdiiriirken 6grencinin
uygun davraniglar gostermesine yardim etmektir seklinde tanimlamaktadir.

Disiplin ve ceza kavramlar1 genellikle birbirleriyle es anlamli ve zaman zaman da
degisimli kavramlar olarak kullanilagelmislerdir. Oysa bu iki kavram birbirlerinden 6nemli
bir sekilde ayrilmaktadir. Ceza, istenilmeyen veya zararl olarak adlandirilan davranisa karsi
gosterilen tepkidir. Disiplin ise istenilmeyen davranmisa iliskin problemlerin olmadan Once,
oldugunda ya da olduktan sonra alinacak tedbirler ve yapilanlarla iligkili siiregleri icerir
(Celik, 2008).

Milli Egitim Bakanhg Ortadgretim Kurumlari Odiil ve Disiplin Yonetmeligi 4.
maddesinde tanimlar boliimiinde “Disiplin” kavraminin tanimlanmadigi ancak “Disiplin
Cezas1” tamminin yapildigi goriilmektedir. Bu tanimda: “Ogrencilerin kendilerinden beklenen
davranislart gostermemeleri ve belirlenen kurallara uymamalar1 halinde verilen kinama,
okuldan kisa siireli uzaklastirma, okuldan tasdikname ile uzaklastirma ve orgiin egitim disina
cikarma cezalarindan birisini” seklinde ifade edildigi goriilmiistiir. Yonetmelikteki bu tanima
bakildiginda disiplinin beklenen davranislar1 gdsterme ve belirlenen kuralara uyma, beklenen
davranislart gostermeme ve belirlenen kurallara uyulmamasi halinde de cezalandirilmasi
olarak algilandig1 soylenebilir.( Milli Egitim Bakanhigi Ortadgretim Kurumlari Odiil Ve
Disiplin Yonetmeligi 19.1.2007/26408)

Okulda Disiplin, Disiplin Sorunlar1 Hakkindaki Arastirmalar

Okulda disiplin sorunlartyla ilgili yapilmis olan arastirmalarin; 6gretmen, 6grenci ve
velilerin sinif icindeki hangi davramslar ni¢in istenmeyen davranig olarak tanimladiklari,
ogrencilerin 6gretmenlerinin istenmeyen davranislarla bas etme stratejilerini nasil algiladigi,
aile icinde bu davranislarla nasil bas edildigi ve bu siirecte 6gretmenlerin ailelerden, 6grenci
ve ailelerin 6gretmenlerden beklentileri ile ilgili konulara ac¢iklik getirmede yetersiz kaldigi
diistiniilmektedir (Sadik, 2006).

Edwards (1997 akt. Celik, 2008) okullarda disiplin sorunlarina kaynaklik edebilecek
durumlar su sekilde ifade etmistir:

Yasantiya yonelik olmayan 6gretim
Diisiinme becerilerini 6gretmede yetersizlik
Gercek olmayan yiiksek basari beklentisi
Yarigmaci sinif iligkiler dokusu

Yanlis disiplin siiregleri kullanma

Okul icindeki disiplin sorunlari
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Basaran (2006) ilkogretim basamaginda egitimi olumsuz yonde etkileyecek disiplin
olaylarina pek rastlanilmayacagini, bununla birlikte egitim —0gretimin bu basamaginin
disiplin agsindan en Onemli basamagi oldugunu ifade eder. Basaran bunun nedenini “
...0grencinin gelecekte yapacag davranisin kokleri ilkogretimde atilir. Ogrencilerin adalet ve
denkserlik duygularinin gelistirilmesinde ilkogretimin degeri, ©biir okullardan daha
yiiksektir.” Seklinde ifade eder (Basaran, 2006, s. 369). Bununla birlikte Basaran, ilk6gretim
okullart i¢in disiplin yOnetmeligine gerek olmayip, kurallarin saptanip, uygulanip
izlenmesinin daha yararli olacagini ifade etmistir.

Milli Egitim Bakanlig: cesitli disiplin modellerinden yararlanarak, egitim kurumlarinda
uygulanmak {izere orta Ogretim kurumlar1 o6diil ve disiplin yonetmeligi hazirlamistir.
Tirkiye’de Ortadgretim Kurumlarinda Disiplin konusuna bakildiginda, 1978 tarih 2002 sayili
“Milli Egitim Bakanligi Orta Ogretim Kurumlan Disiplin Yonetmeligi’nde, ogrencilerin
disiplin sugu sayilacak davranislari, cezalar1 ve bunlarin uygulamslarinin yer aldigi ve
31.01.1995 tarih 22188 no'lu Resmi Gazete’de yayinlanan yeni yonetmeliin adinin “Orta
Ogretim Kurumlart Odiil ve Disiplin Yonetmeligi" olarak degistirildigi goriilmektedir.
Bununla birlikte, Ogrencilerden beklenen davranislar, bu davranislarin Ogrencilere
kazandirilmasi, odiillendirilecek davranigslar ve odiiller, onur kurullarinin kurulmasi ve
calismasi boliimleri de eklenmistir. {lkogretim 6. 7. 8. siiflar da bu yonetmelige bagl iken,
1997 'de ilkdgretim zorunlu egitimin sekiz yila ¢ikarilmasiyla bu smiflar da Ilkogretim birinci
kademedeki siniflar gibi disiplin yonetmeliginden muaf tutulmuslardir. Yine ayni1 yonetmelik
2007°de degistirilmis ve 2009°da da bazi maddeleri degisiklige ugramistir. Bu yonetmelikte
ogrencilerden genel olarak su davranislar beklenmektedir:

» Tiirkiye Cumhuriyeti Devleti’nin kanunlarina, toplumun ahlak kurallarina ve okul
diizenine uymalari, ¢cevreye iyi 6rnek olmalart.

* Atatiirk ilke ve inkilaplarina bagli kalmalari, korumalar1 ve kollamalari.

* Dogru sozlii, cevreye ve insanlara saygili, arkadaslarinin onur ve haklarina saygili
olmalari.

* Millet malini, okul ve egyasin1 6z mali gibi korumalari.

* Sigara, icki ve uyusturucu gibi sagliga zararli maddeleri kullanmamalari, kumar
oynamamalari.

» Boliicii, yikic, siyasi amagh faaliyetlere katilmamalari.

* QOkula ve derslere diizenli devam etmeleri.

» Insan haklar1 ve demokrasi bilincini 6ziimsemis ve davranisa doniistiirmiis olmalari.

* Kitaplar sevmeleri ve korumalari, sorumluluk bilinciyle trafik kurallarina uymalari.

* Dengeli bir bigcimde gelistirdikleri varliklarini aile, toplum,vatan,millet ve insanligin
yararina sunmalari.

* Toplam kalite yonetimi anlayisi ile ekip calismalarinda rol almalari.

* Okul, 6grenci veli sozlesmesine uygun davranmalari.

* Bilisim arag¢larim kisisel, toplumsal ve egitsel yaralar dogrultusunda kullanmalari.

Bu davranislarin 6grencilere kazandirilmasi i¢in derslerde, torenlerde, toplantilarda,
rehberlik calismalarinda, sosyal, Kkiiltiirel ve tiim egitici faaliyetlerde davranis olarak
ogrencilere kazandirilmasina 6zen gosterilmesi yonetmelikte vurgulanmaktadir. Hatta bu
davranislarin  6grenciler tarafindan benimsenmesi icin yOnetmelikge odiillendirilmeleri
istenmektedir ve onur kurullari olusturularak 6grenciden beklenen olumlu davranislarin
gerceklesmesi icin tiim olumlu ¢alismalarin yapilmasi istenmektedir.
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Tiim bu calismalarin sonucunda yonetmelige aykiri hal ve davranislar ortaya ¢ikinca
da cesitli cezalara bagvurularak 6grenci istenen olumlu davranislara yonlendirilmeye calisilir.
(Milli Egitim Bakanligi Orta Ogretim Kurumlari Odiil ve Disiplin Yonetmeligi, Resmi
Gazete, 19.01.2007/26408).

Arastirmadan elde edilen bulgularda Orta dereceli okullarda 6grencilerin cinsiyet, sinif
seviyesi, yas Ozellikleri ile disipline aykirt davranista bulunma durumlarinin birbirine bagiml
oldugu goriilmektedir. Disipline aykirt davranislarin cinsiyete gore dagiliminda erkek
ogrencilerin kiz Ogrencilerden daha fazla disipline aykir1 davramista bulunduklar
anlasilmaktadir. Ogrencilerin yaslar1 biiyiidiikce disipline aykir1 davramslarinda da artis
oldugu gozlenmektedir. Ogrenciler tarafindan islenen 21 cesit disiplin sugu tespit edilmistir.
Ogrencilerin isledigi disiplin suglarina karsilik okul idaresi tarafindan 6grencilere verilen
disiplin cezalarinin dagiliminda birinci siray1 okuldan uzaklastirma almaktadir.

Ogrencilerin simf seviyeleri yiikseldikge disipline aykirt davramislarda artis oldugu, en
az disipline aykir1 davranis durumunun lise 1. sinif, en ¢ok ise lise 3. sinif diizeyinde oldugu
goriilmektedir. Disiplin cezasi alan Ogrenciler almayanlara gore; okulda disiplinin fazla
oldugunu diisiinmekte, okulda kiyafetlerine karisildigina inanmakta, okulda kiz-erkek ayrimi
yapildigina inanmakta, okul idaresini ve Ogretmenlerini anlayigsiz bulmakta, 6gretmenlerin
kendileri ile yeterince ilgilenmedigini diistinmekte, 6gretmenlerin onur kirict sozler
sOyledigini ve hakaretlerde bulundugunu ifade etmekte, okulda verilen cezalardan korkmakta,
dersleri yeterince ilgi ¢ekici bulmamakta ve derslerin ilgi cekici hale getirilmesi gerektigini
belirtmekte, derslere c¢ok calistigi halde basaramamaktan sikayet etmekte, Ogretmenlerin
notlarinin kit oldugunu ifade etmekte, okulu bitirememe korkusu yasamakta ve okuldan daha
cok nefret etmektedirler. Buna gore 6grencilerin en ¢ok okul i¢inde kavga ve kiifiir etmek ile
dersi ihlal ve ders akisin1 bozmak yiiziinden disiplin cezasi aldig1 goriilmektedir. Ogrenciler
tarafindan en cok islenen iiclincii siradaki disiplin sugu Ogretmene saygisizlik etmek, karsi
gelmek olurken, onu okuldan izinsiz kacmak sucu izlemektedir. Sigara icmek sucu da
ogrenciler tarafindan en ¢ok islenen disiplin suglar1 arasinda besinci sirada yer almaktadir
(Celik, 2007).

Bu arastirmada, okullarda fazla sayida ve agir ceza gerektiren disiplin olayinin
yasanmadig1 en fazla uyarma-mahrumiyet-kinama ve okuldan kisa sureli uzaklastirma cezasi
gerektiren disiplin olaylar1 yasandig tespit edilmistir.

Okullarda disiplin yonetmeliginde ceza gerektiren davraniglar olarak belirtilen
davraniglarin yaklasik %38’1 ile karsilasildig: tespit edilip, hi¢bir okul tiiriinde 6rgiin egitim
disia cikarma cezasi ile karsilasiilmadigi ya da bu cezayr gerektiren davramglar disiplin
kuruluna bildirilmedigi ifade edilmektedir. Ayrica, disiplin yonetmeligindeki davranis-ceza
eslesmesi 6gretmen, rehber 6gretmen ve yoneticilerce uygun goriilmedigi tespit edilmistir
(Kok, 2007).

Bu aragtirmada 6gretmenlerin disiplin sorunlart ile karsilasma sikli§i konusundaki
algilar1 okul ve branslarina gore farkli bulunmustur. Ogrencilerinde bu konudaki algilari
okullarina, devam durumlarina, okullar1 ile gurur duyup duymadiklarina gore farkli
bulunmustur. Ayrica bu arastirmada dgrenci ve ogretmenler giiriiltii yapmak, itisip kakismak,
derse hazirliksiz gelme ve kopya cekmek gibi disiplin sorunlari ile karsilastiklart tespit
edilmistir (Sarpkaya, 2005).
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Erkesici’ nin (2005) yapmis oldugu bir arastirmada erkek 6grencilerin kiz 6grencilere
gore daha fazla disiplin cezasi aldiklarim1 ortaya koymustur. Derslerinde basarisiz olan
ogrencilerin, derslerinde basarili olan Ogrencilere gore, ge¢miste veya giiniimiizde ailesi
tarafindan fiziksel sekilde (tokat atma vb.) cezalandirilan Ogrencilerin, cezalandirilmayan
ogrencilere gore, ailesi tarafindan baski goren dgrencilerin, baski gérmeyen ogrencilere gore
daha cok disipline aykir1 davranista bulunma egiliminde olduklari goriilmiistiir. Ayrica
ailesinden ilgi gdrmeyen Ogrenciler, ilgi géren dgrencilere nispeten daha ¢ok disipline aykiri
davranista bulunma egilimindedirler. Ailesinde kavga veya siddetli tartismalarin sikligi
arttikca, 6grencinin disipline aykir1 davranista bulunma egilimi de artmaktadir. Ailenin
olumsuz tutumu (hatali davranislarinda 6grenciyi dovme, bagirip kotii s6z sdyleme vb.) ile
birlikte Ogrencinin daha fazla disipline aykir1 davranista bulundugu anlasilmaktadir.
Ogrencinin televizyonda siddet olaylar ile ilgili haberleri ve filmleri izleme sikh@ arttikca,
disipline aykir1 davranista bulunma egilimi de artmaktadir. Savas oyunlar1 ya da siddet
oyunlarimi tercih eden 6grencilerin, strateji oyunlar1 ya da yaris oyunlarim tercih eden
ogrencilere gore daha ¢ok disipline aykirt davranista bulunma egilimindedirler. Ogrencinin
gazetede gordiigii cinayet haberlerini okuma sikligi arttik¢a, disipline aykir1 davranista
bulunma egilimi de artmaktadir. Arkadas cevresinde kavga ve benzeri olaylarin meydana
gelis siklig1 arttik¢a, 6grencinin disipline aykirt davranigta bulunma egilimi de artmaktadir.
Yasadig1 cevrede kavga tiirii olaylara tanik olma siklig1 arttik¢a, 6grencinin disipline aykiri
davranigta bulunma egilimi de artmaktadir. Yasadig1 muhitte hirsizlik, gasp ya da kapkag vb.
olaylarin meydana gelis siklig1 arttikga 6grencinin disipline aykir1 davranista bulunma egilimi
de artmaktadir seklinde bulgulara ulagmustir.

Baysal (2009) ilkdgretim II. kademe 6gretmenlerinin sinifta en sik karsilagtiklari ilk ii¢
disiplin sorunu swrasiyla; (1) “izin istemeden konusmak”,(2)“ogrencilerin birbirilerini
gereksiz yere sikdyet etmesi” ve (3)“ogrencilerin birbirileriyle ders disi konugmalar:” olarak
tespit edilmistir. Ogretmen goriislerine gore sinifta karsilagilan disiplin sorunlarinin ilk iic
nedeni; (1)“ailelerin ¢cocuklarinin egitimine olan ilgisizligi”, (2)“aile ici problemler” ve
(3)“ailelerin ¢ocuklarina karst olumsuz tutum ve davramglari”dir. Ogretmenlerin sinifta
karsilastiklar1 disiplin sorunlarina karst en sik kullandiklar1 ilk {i¢ ¢dziim yolu ise;
(1)“ogrenciyi viicut diliyle uyarmak”, (2)“0grenci ile dersten sonra konusmak” ve (3)
“ogrencinin dikkatini baska yone cekmek” olarak belirtilmistir. Arastirmanin nihai sonucu;
ilkogretim II. kademede gorevli 6gretmenlerin sinifta karsilastiklart disiplin sorunlari1 ¢ok
ciddi boyutlarda olmayip kiiciik yaramazliklar niteligindedir. Bu sonu¢ oldukca olumludur.
Ancak Ogretmenler, bu disiplin sorunlarinin tim sorumlusu olarak basta aile olmak iizere
kendileri disindaki etkenleri sorumlu tutmaktadirlar. Ogretmenlerin bu sorunlarin ¢dziimii igin
kullandiklar1 6ncelikli yollar ise c¢agdas yaklasimlara uygun niteliktedir. Ogrenciyi simf
ortaminda kiiciik diisiirmeyecek viicut dilini kullanma, 6grenciyle dersten sonra goriisme ve
ogrencinin dikkatini bagka yone ¢ekme gibi teknikleri kullanmasi olduk¢a olumludur (Baysal,
2009) .

Ogrencilerin demokratik bir ortamda kendilerini rahatca ifade etmeleri saglanmali;
demokratik disiplin yOntemleri uygulanmalidir. Disiplin bireylerin sorumluluk almalarini
saglamak ve onlarda ©6zdenetim olusturmaktir. Bunu saglarken sevgi ve giiven iliskisi
gelistirmek disiplinin en 6nemli amaclar1 arasindadir. Disiplini saglamak uzun, zor ve
tutarlilik gerektiren bir siirectir. Eger egitimde amag istendik davranis olusturma ve olumsuz
davranislart olumluya cevirmekse distan denetleyerek degil icten bir denetimle disiplin
saglanmalidir. Ciinkii bagkalarin1 kontrol etmeye yonelme amactan uzaklasilmasina neden
olur. Disiplin saglama yontemleri ¢agdas ve geleneksel olmak iizere ikiye ayrilmaktadir.
Ogretmenler tarafindan cagdas disiplin yontemleri benimsenmeli, 6grencilerin demokratik bir
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ortamda kendilerini rahatca ifade etmeleri saglanmalidir. Disiplin problemleri hicbir zaman
bireysel olarak algilanmamalidir. Bu sorunlar sistemdeki aksakliklardan kaynaklanir. Ortada
bir problem varsa bunun sorumlulugu herkese aittir. Cocufun olumsuz davranis
gostermesinde aile, yoneticiler, ogretmenler gibi tiim faktorler etkilidir. Egitim ve 6gretim
etkinliklerinin aksamamasi adina diizeni saglamak sarttir. Egitim sistemi icerisinde belli bir
diizen ve tutarlilik saglanirsa disiplin problemleri en aza indirgenir. Egitim sisteminin
uygulama bolimii olan siniflarda diizenin saglanmasi tiim sistemde bunu saglayacaktir.
Bunun yaninda ozellikle liselerde de sozel derslerde disiplin problemlerinin daha fazla
yasandig1 ortaya cikmustir. Universite smav sisteminde sozel derslerin katsayilarinin daha
diisiik olmas1 buna neden olarak gosterilebilir. Ogretmenler egitim durumlarim1 6grencilerin
ilgi ve ihtiyaclarindan yola cikarak diizenlemeli, dersin amacin1 ve gerekliligini dgrencilere
anlatmalidirlar.

Aragtirma sonuglarina gore disiplin bireysel sorun olarak algilanmakta, sistemin
sorunu olarak goriilmemektedir. Bununla iligkili olarak &gretmenler ve dgrenciler disiplin
sorunlariin nedenlerini dis etkenlere baglamaktadirlar. Bu konuda hi¢ kimse sorumluluk
almak istememektedir. Disiplinin saglanmasi i¢in 6gretmen ve yoneticinin ayni dilden ve ayni
seyi sOylemesi ¢ok Onemlidir. Bu konuda sergilenecek olan tutarsiz davramiglar en koti
cezadan bile daha olumsuz sonuglar dogurabilir. Ogretmen ve yoneticiler tutarli olup, sistemi
diizeltmek adina birlikte hareket ederlerse daha olumlu ve saglam temelli sonuclar ortaya
cikacaktir (Vatansever, 2008).

Okulda genglerin uyumlu bireyler olarak gelismelerini saglamada ve okul ortaminda
belirlenmis olan kural ve davramis bic¢imlerine uyulmasini saglamada izlenen yaklasim
disiplin uygulamalar1 olmaktadir.

Alan yazin incelemesinde goriildiigii gibi ortadgretim kurumlarinda sinif ortaminda
Ogrencilerin uygun olmayan davranislarda bulundugu, disipline aykiri hareketler
gerceklestirdigi ve 0gretmenlerin cesitli disiplin problemlerine iliskin sorunlar yasadig: ifade
edilmektedir.

Disiplin  kavrami; kisilerin  kendi kendilerini kontrol etmelerindeki icsel
mekanizmalarin gelismesi olarak kabul edilirse, tutumlar ve davranislar icin kabul edilen
sinirlar olmasina ihtiya¢ olacaktir. Disiplin, 6grencilerin 6grenmesine ve kigisel beceriler
kazanmasina yardim eden bir siire¢ olmakla birlikte, okul disiplin politikas1; 6grenci disiplin
Aragtirma kapsamindaki Ogretmenler kolay yol olan cezalandirma yontemini tercih
etmektedir. Asil olmas1 gereken Ogrencilerimizle etkili iletisim kurabilmektir. Bu baglamda
egitim fakiiltesi mezunu 6gretmenlerin cezalandirma sistemini tercih etmelerinin sebepleri
aragtirilabilir. Satoglu (2008) sonug¢ olarak, okulda onleyici disiplin yaklagimi uygulandigi
zaman disiplin sorunlar1 azalmakta ve Ogrenciler cezalandirilmamakta, yapay olarak
odiillendirilmemektedirler. Boylece, 6grenciler, gercek diinyada kullanmayacaklarin konu ve
olaylar1 6grenmek zorunda olmayip, bunun yerine kaliteyle ilgilenebileceklerdir. Sonug olarak
da, Ogrencilerin egitimleriyle ilgili kararlara katilmalarina ve kendi gelisimlerini
degerlendirmelerine izin verildiginde disiplin sorunlarinin azalacagi diisiiniilmektedir
(Satoglu, 2008).

Akar’ 1n (2006) yapmis oldugu bir arastirmaya gore, ortadgretim kurumlarinda en ¢ok
goriilen suclar; 6grencilerin okulda kavga etmesi, sigara icmek, dersin isleyisine engel olmak,
ogretmene saygisizlik ve kesici-yaralayict alet bulundurmaktir. En cok disiplin cezasinin



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 71
© 2012 INASED

genel liselerde verildigi goriilmektedir. Disiplin cezalarin1 ¢ogunlukla erkek ogrencilerin
aldig, disiplin cezalarinin 10. simif diizeyinde yogunlastigi goriilmektedir.

Bu arastirmada elde edilen ¢6ziim yaklasimlari: Okullarda rehberlik ¢alismalarinin
yeterince yapilmasi, Ogrencilerin sosyal aktivitelere yonlendirilmesinin disiplin suglarini
azaltmaya yardimci olmasi, ailelerle isbirligi yapilmasinin disiplin konusunda yararl
olabilecegi, disiplin kurallarinin 6grencilere aciklanmasi gerekliligidir.

Yine bu arastirmada okulda goriilen disiplin sorunlart i¢in ¢6ziim Onerileri:
Televizyonlarda yayinlanan filmlerdeki siddet sahnelerinin engellenmesi, egitici programlar
yaymlanmasi, aile desteginin alinmasi, okul 6ncesi egitimin 1 yil zorunlu hale getirilmesi,
devamsizliga sinirlama getirilmesi, okul mevcutlariin diistiriilmesi, okul cevresindeki
yerlerin denetlenmesi ve Ogrencilerin sosyal aktivitelere yOnlendirilmesi gerektigidir.
Yoneticilerin  disiplin su¢larinin  Onlenmesinde uygulanan ¢oziim yaklasimlart ve
uygulanabilecek ¢6ziim Onerileri, disiplin kurulu iiyeleri ve dgretmenlerin goriislerine gore
anlamh farklilik gostermektedir (Akar, 2006).

Genel liselerde kazandirilmaya calisilan davranislarin olusmasi icin uygulanan biitiin
calismalara ragmen bazi1 6grencilerde istenmeyen davraniglar1 gosterme egilimlerinin devam
ettigi goriilmektedir. Bu calisma, genel lise 6grencilerinin isledigi disiplin suglarim ve bu
suclarin dagilimini arastirilan lge 6rnegi ile agiklamaya ¢aligmaktadar.

Yontem

Bu arastirma disiplin karar defterlerinde incelenen su¢ dosyalarindaki verilerden
yola cikilarak farkli degiskenlere gore su¢ dagilimlarin1 ve bu suglarin niteliklerini ortaya
koymaktadir. Bu arastirmada bu degiskenler, cinsiyet, basar1 durumu, ekonomik durum,
ebeveynlerinin ayri, 0lii ya da sag oluslari, 6grencilerin 6grenim gordiikleri alanlar, simif
diizeyi, ve disiplin cezalarinin niteliklerine gore dagilimlar1 (uyari, kinama, uzaklastirma) dir.

Bu arastirma Istanbul’ daki bir ilcedeki ii¢c genel lisenin 20062007, 2007-2008, 2008-
2009, 2009-2010 6gretim yillarina ait disiplin kararlarini inceleyerek 2006-2007, 2007-2008,
2008-2009, 2009-2010 yillar1 boyunca islenen okul disiplin sorunlarinin, ceza kayitlarinin ve
karsilasilan disiplin su¢larinin ve niteliklerinin ne oldugunu arastirmaktadir. Bu ¢alisma aym
zamanda Milli Egitim Bakanligi’nin disiplin yonetmeligine gore Ogrencilerin istenmeyen
davranislar1 karsisinda almis olduklar disiplin cezalarini incelemistir. Bu uzamsal calisma
Istanbul ilinde bir ilcede yasanan disiplin sorunlarini aydinlatmaya calismaktadir. Veriler,
incelenen genel liselerdeki disiplin karar defterlerinden elde edilmistir. Veriler dokiiman
analizi yontemi ile analiz edilmis, kategorilere ayrilmis ve tablolarda gosterilmistir. Best
(1959) (aktaran Karasar, 2007, s. 183) bu yontemi “ mevcut kayit ya da belgelerin veri
kaynag olarak sistemli incelenmesi” olarak ifade etmistir.

Aragtirmada incelenen bilgiler disiplin kayit defterlerinde 6grenci ile ilgili elde
edilen verilerden elde edilmistir. Bu bilgiler cinsiyet, basari durumu, ekonomik durum,
ebeveynlerinin durumu, &grencilerin 6grenim gordiikleri alanlar, simif diizeyi ve disiplin
cezalarinin niteliklerine gore dagilimlaridir.

Bu arastirma, sonraki arastirmalar i¢in bunlarin nedenleri arastirilarak c¢oziim
yollarina ulasmada 6nemli bir asama olarak ifade edilebilir.



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 72
© 2012 INASED

Bulgular

Tablo 1 ' ‘
Bagsart Durumu lyi Olanlarin Isledigi Suclar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K K E K E
11 13 24
Lise A
4 15 0 6 4 0 1 3 9 24 33
Lise B
8 9 0 0 3 5 5 6 16 20 36
Lise C
15 33 1 6 12 8 8 10 36 57 93
Toplam
% % 726 115 18,8

Basar1 durumu iyi olan dgrencilerin su¢ isleme durumlarina bakildiginda 496 su¢ dosyasinin
9% 19’unun bu ogrencilere ait oldugu goriilmiistiir. Ayrica basarili 6grencilerin su¢ isleme
durumlarinda erkeklerin % 12 kizlarin ise % 7 su¢ oranina sahip oldugu goriilmiistiir.

Tablo 2 .
Bagsart Durumu Orta Olanlarin Isledigi Suclar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
Lise A 1 10 12 20 65 33 86 119
Lise B 4 10 0 11 1 3 3 23 8 47 55
Lise C 2 4 0 0 3 2 15 35 20 41 61
6 22 3 12 14 17 38 123 61 174 235
Toplam
% % 12,3 35,1 47,4

Basar1 durumu orta olan 6grencilerin su¢ isleme durumlarina bakildiginda 496 sug
dosyasinin % 47’sinin bu 6grencilere ait oldugu goriilmiistiir. Ayrica basar1 durumu orta olan
ogrencilerin sug¢ isleme durumlarinda erkeklerin % 35 kizlarin ise % 12 su¢ oranina sahip
oldugu goriilmiistiir. Bu durum basari durumu orta olan dgrencilerin basar1 durumu iyi olan
ogrencilerin iki katindan daha fazla sug islediklerini gostermektedir.
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Tablo 3 .
Bagsart Durumu Kotii Olanlarin Isledigi Suclar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K B K K E
10 6 19 14 42 56
Lise A
1 7 3 5 1 2 0 5 5 19 24
Lise B
9 31 0 0 3 18 13 14 25 63 88
Lise C
13 47 3 9 9 30 19 38 44 124 168
Toplam
% % 8,87 25 33,9

Basar1 durumu koétii olan 6grencilerin su¢ isleme durumlarina bakildiginda 496 sug
dosyasinin % 34’iiniin bu dgrencilere ait oldugu goriilmiistiir. Ayrica basar1 durumu kétii olan
ogrencilerin su¢ isleme durumlarinda erkeklerin % 25 kizlarin ise % 9 su¢ oranina sahip
oldugu goriilmiistiir.

Disiplin sugu isleyen 6grencilerin bagar1 durumlarina bakildiginda orta diizey basarili
ogrencilerin % 47 sug isleme orani ile ilk sirada yer aldiklar1 goriilmiistiir. Bunlan % 34 sug
isleme oram ile basar1 durumu kotii olan 6grencilerin izledigi % 19 sug isleme orani ile de
basar1 durumu iyi olan dgrencilerin siralamada yer aldig1 goriilmektedir.

Yine her basar1 diizeyinde su¢ isleme oraninin erkeklerde kizlardan daha yiiksek
oldugu ortaya cikmustir.

Basar1 durumu iyi olan 6grencilerin dort egitim-6gretim yilinin, 6zellikle 2006-2007
ve 2008-2009 6gretim yillarinda diger iki yila oranla daha fazla sug isledikleri goriilmektedir.
Incelenen dort egitim-6gretim yilinin iiciinde erkekler daha cok disiplin sucu islemisken,
basar1 diizeyi iyi olan Ogrencilerin 2008-2009 egitim-ogretim yilinda isledikleri suglarin
cogunun kizlar tarafindan islendigi tespit edilmistir. Basar1 durumu orta olan dgrencilerin ise
2008-2009 ve 2009-2010 egitim-ogretim yilinda en ¢ok sucu isledikleri goriilmiistiir. Ayrica
basart durumu kotii olan dgrencilerin ise 2006-2007 ve 2009-2010 6gretim yillarinda diger
yillara oranla daha cok sucu isledikleri tespit edilmistir.

2006-2007 ogretim yilinda en ¢ok disiplin sucu basari durumu kotii olan 6grenciler
tarafindan islenmisken ikinci sirayr basart durumu iyi olan dgrenciler ve iigiincii siray1 da
basart durumu orta olan dgrenciler almistir.

2007-2008 ogretim yilinda en ¢ok disiplin sucu basar1 durumu orta olan dgrenciler
tarafindan islenmisken ikinci siray1 basart durumu kotii olan dgrenciler ve iiciincii siray1 da
basar1 durumu iyi olan dgrenciler almistir.

2008-2009 o6gretim yilinda en ¢ok disiplin su¢u basari durumu kotii olan 6grenciler
tarafindan islenmisken ikinci siray1 basari durumu orta olan 6grenciler ve iiciincii siray1r da
basar1 durumu iyi olan dgrenciler almistir.
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2009-2010 ogretim yilinda en ¢ok disiplin sucu basar1 durumu orta olan dgrenciler
tarafindan islenmisken ikinci siray1 basart durumu kotii olan dgrenciler ve iiciincii siray1 da
basar1 durumu iyi olan dgrenciler almistir.

Tablo 4

Basart Durumuna Gore Islenen Suclar

Basari Iyi Orta Kotii
Diizeyi
Cete Kurmak Ahlaksizlik Cete Kurmak
Disiplin Ders isleyisini bozmak Cete Kurmak Ders Isleyisini bozmak
Suglarinin Derste Cep Tel Kullanmak Ders Isleyisini Bozmak Derste cep Tel Kullanmak
Niteligi- Dersten Kagmak Derste Cep Tel Kullanmak Dersten Kagmak
Cesitliligi Hakaret Etmek Dersten Kagmak Gorevi Kotiiye Kullanmak

Istiklal Marsina Katilmamak

Hakaret Etmek

Kaba ve Saygisiz Davranig

Kavga Etmek Idareyi Yaniltmak Kavga Etmek

Kilik-kiyafet bozuklugu Iftira Etmek Kilik-kiyafet bozuklugu
Kopya Cekmek Kaba ve Saygisiz Davranis Kopya Cekmek

Kurallara Uymamak Kavga Etmek Koétii icerikli Yazi yazmak
Kiifretmek Kilik-kiyafet bozuklugu Kurallara Uymamak

Okul Araglarin1 Tahrif Etmek | Kopya Cekmek Kiifretmek

Okuldan Ka¢mak Kumar Oynamak Okul Araglarim Tahrif Etmek
Okulu Internette Yayilamak | Kurallara uymamak Okuldan Ka¢gmak

Ogretmene Saygisizlik Kiifretmek Okulu Internette Yayinlamak
Resmi Evrakta Tahrifat Okul Araclarini Tahrif Etmek | Ogretmene Saygisizlik
Sigara Igmek Okuldan Ka¢mak Resmi Evrak Calmak
Tehdit Etmek Okulu Internette Yaymlamak | Resmi Evrakta Tahrifat
Yalan Soylemek Ogretmene saygisizlik Sigara Igmek
Yasakli CD Getirmek Resmi Evrakta Tahrifat Sozle Taciz
Zorla Para Toplamak Sahtecilik Tehdit Etmek

Sarkintilik Torenlere Katilmamak

Sigara igmek

Yasakli CD Getirmek

Zorla Para Toplamak

Tablo 4 incelendiginde, her {i¢ basar1 diizeyindeki 6grencilerin isledikleri suglarin genelde
ortak oldugu goriilmiistiir. Ancak bazi suglarin sadece bazi basar1 diizeyindeki dgrencilerce
islendigi tespit edilmistir. Basar1 durumu iyi olan dgrencilerin diger Ogrencilerden farkli
olarak yalan sdylemek ve istiklal Marsina katilmamak suclarini, basart durumu orta olan
ogrencilerin digerlerinden farkli olarak ahlaksizlik, idareyi yamiltmak, kumar oynamak,
sahtecilik ve sarkintilik suglarimi ve basart durumu koétii olan 6grencilerin ise digerlerinden
farkli olarak gorevi kotiiye kullanmak, kotii icerikli yazi1 yazmak, sozle taciz ve torenlere
katilmamak suclarini isledikleri goriilmiistiir. Ayrica basar1 diizeyi orta olan Ogrencilerin
digerlerinden daha fazla cesitte sug isledikleri goriilmiistiir.

Tablo 5
Ogrencilerin basart Durumuna Gére Sug Sayilari

Bagar Diizeyi Tyi Orta Kaotii
Uyarma 17 20 10
Kinama 38 97 58
Uzaklastirma 38 118 100
Toplam 93 235 168
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Tablo 5’ te 6grencilerin aldiklar1 cezalara bakildiginda yine her ii¢ ¢esit cezanin da
basart durumu iyi olan dgrencilerce en az alindigi, orta diizey basarili 6grencilerin ise en fazla
ceza alan grup oldugu tespit edilmistir.

Tablo 6
Sosyal Alandaki Ogrencilerin Disiplin Cezalar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam Toplam

Cinsiyet K E K E K E K E K E

LiseA 3 9 0 0 6 4 6 26 15 39 54

Lise B 1 12 1 6 3 3 0 0 5 21 26

LiseC 7 16 0 0 6 10 14 15 27 4 68

Toplam 11 37 1 6 15 17 20 41 47 101 148
% 135 29 425

Tablo 6°da disiplin sugu isleyen 6grencilerin alanlarina bakildiginda 348 alani olan
Ogrencinin sug¢ isledigi goriilmiistiir. Sosyal Alanda okuyan 6grencilerin toplam % 43 sug
isleme oranina sahip olduklar1 goriilmiistiir. Bunlarin da % 14’tiniti  kizlarin % 29’unu ise
erkeklerin isledigi goriilmiistiir.

Tablo 7
Sayisal Alandaki Ogrencilerin Disiplin Cezalan

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam

Cinsiyet K E K E K E K E K E
LiseA 3 9 0 0 6 4 6 26 15 39 54
Lise B 1 12 1 6 3 3 0 0 5 21 26
LiseC 7 16 0 0 6 10 14 15 27 4 68
Toplam 11 37 1 6 15 17 20 41 47 101 148

% 135 29 425

Tablo 7° ye gore Sayisal alanda okuyan &grencilerin toplam % 19 sug isleme oranina
sahip olduklar1 goriilmiistir. Bunlarin da % 5’1 kizlarin % 14’tinii de erkeklerin isledigi
goriilmiistir. Bu durum Sayisal Alanda okuyan &grencilerin Sosyal Alanda okuyan
ogrencilere oranla iki katindan daha az sug islediklerini ortaya cikarmistir.



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 76
© 2012 INASED

Tablo 8 )
Tiirkce-Matematik Alanmindaki Ogrencilerin Disiplin Cezalar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K K E K E
1 18 27 33
Lise A
1 8 1 7 0 1 3 8 5 24 29
Lise B
8 17 0 0 2 4 5 7 15 28 43
Lise C
9 29 3 7 3 10 11 33 26 79 105
Toplam
% % 7,47 22,7 30,2

Tablo 8 incelendiginde, Tiirkce-Matematik Alaninda okuyan 6grencilerin toplam % 30
suc isleme oranina sahip olduklarini bunlarin da % 7’sini kizlarin % 23’iiniide erkeklerin
isledigi goriilmiistiir.

Tablo 9
Yabanc: Dil Alamindaki Ogrencilerin Disiplin Cezalar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
12 14 22
Lise A
0 0 0 0 0 0 0 0 0 0 0
Lise B
0 0 0 0 0 1 0 6 0 7 7
Lise C
0 0 2 0 2 3 4 18 8 21 29
Toplam
% % 2,3 6,03 8,33

Tablo 9 incelendiginde, 348 alan1 olan 6grencinin sug isledigi goriilmiistiir. Yabanci
Dil Alanda okuyan dgrencilerin toplam % 8 sug¢ isleme oranina sahip olduklar goriilmiistiir.
Bunlarin da % 2’sini kizlarin % 8’ini ise erkeklerin isledigi goriilmiistiir.

Bu durum Yabanci Dil alaninda okuyan 6grencilerin en az su¢ isleme oranina sahip
olduklarim1 bunlar1 da sirasiyla Sayisal Alanda okuyan oOgrencilerin, Tiirkce-Matematik
Alaninda okuyan dgrencilerin, Sosyal Alanda okuyan 6grencilerin izledigi goriilmiistiir. E-
Okulun ilk zamanlarda ders basarisina gore alan secimine izin verdigi dikkate alindiginda
basarili 6grencilerin sayisal alana yoneldigi ve bu alana kayit yaptirdig: ifade edilebilir. Bu
durum basarili 6grencilerde suc isleme egiliminin az oldugunu ortaya ¢ikarmaktadir. Yabanci



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 77
© 2012 INASED

Dil Alaninda okuyan 6grencilerin daha az sug isledigi goriilse de incelemeye konu olan ii¢
okuldan birisinde bu alanin olmadig1 ve bu alan1 tercih eden dgrencilerin az oldugu dikkate
alinmalidir.

Incelenen dort egitim-6gretim yilimin tamaminda en cok disiplin sucunun Sosyal alan
ogrencileri tarafindan islendigi, ikinci siray1 Tiirkce-Matematik alanindaki dgrencilerin aldigi
ve en az sug isleme oraniyla Sayisal alan1 6grencilerinin {i¢lincii sirada yer aldigi goriilmiistiir.
Ug okulda toplam dort egitim-6gretim yilinda en ¢ok sucun , 6zellikle 2009—2010 dgretim
yilinda islendigi tespit edilmistir.

Tablo 10
Cinsiyete Gore Su¢ Dagilimi

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
6 26 0 5 20 25 28 85 54 141 141
Lise A
10 33 4 22 6 5 4 32 24 92 92
Lise B
19 44 0 0 9 25 33 55 61 124 124
Lise C
35 103 4 27 35 55 65 172 139 357 496
Toplam
% % 28 72 100

Tablo 10’ da disiplin sugu isleyen ogrencilerin cinsiyet durumuna baktigimizda % 28
oraninda kiz 6grencilerin % 72 oraninda erkek 6grencinin sug isledigi goriilmiistiir. Bu durum
erkek 6grencilerin kiz dgrencilerin {i¢ kat1 kadar sug islediklerini ortaya ¢ikarmaktadir.

Kiz dgrencilerin 2007-2008 dgretim yilinda dort kez, 2006-2007, 2008-2009 yillarinda
35 kez ve 2009-2010 6gretim yilinda ise 65 kez sug isledikleri tespit edilmistir. Kizlar en ¢ok
2009-2010 yilinda sug islemislerdir. Erkekler ise 2007-2008 ogretim yilinda 27 kez, 2008-
2009 ogretim yilinda 55 kez, 2006-2007 ogretim yilinda 103 kez ve 2009-2010 6gretim
yilinda 172 kez sug isledikleri goriilmiistiir. Dort 6gretim yilinin tiimiinde erkekler kizlardan
daha ¢ok sug islemislerdir.
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Tablo 11 .
Ekonomik Durumlar: Iyi Olan Ogrenciler

Yil 2006- 2007 2007- 2008 2008~ 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
16 2 15 18 1 13 24 48 72
Lise A
8 20 3 17 2 3 4 24 17 64 81
Lise B
1 8 0 0 0 1 4 3 5 12 17
Lise C
15 44 5 18 17 22 9 40 46 124 170
Toplam
% % 9,27 25 34,3
Tablo 12
Ekonomik Durumlar: Orta Olan Ogrencilerin Isledigi Suclar
Yil 2006- 2007 2007- 2008 2008~ 2009 2009- 2010 Toplam
Toplam
Cinsiyet E K E K E K E K E
4 27 72 34 87 121
Lise A
1 12 0 5 4 2 0 7 5 26 31
Lise B
18 33 0 0 9 23 29 46 56 102 158
Lise C
19 52 2 9 18 29 56 125 95 215 310
Toplam
% % 19,2 433 62,5
Tablo 13
Ekonomik Durumlar: Kotii Olan Ogrencilerin Isledigi Suclar
Yil 2006- 2007 2007- 2008 2008~ 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
0 0 0 6
Lise A
0 0 0 0 0 0 0 0 0 0 0
Lise B
0 3 0 0 0 1 0 6 0 10 10
Lise C
0 6 0 0 0 4 0 6 0 16 16
Toplam
% % 0 3,23 3,23

78
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Tablo 11, 12 ve 13’ te disiplin sugu isleyen ogrencilerin ailelerinin ekonomik
durumlarina bakildiginda ailelerinin ekonomik durumu kétii olan 6grencilerin toplam % 3
oraninda sug isledigini ve hepsinin erkek oldugu goriilmiistiir. Ailelerinin ekonomik durumu
iyl olan dgrencilerin toplam % 34 oraninda sug isledigi ve bu suglarin % 9’unu kizlarin %
25’ini ise erkeklerin igledigi goriilmiistiir. Ailelerinin ekonomik durumu orta olan 6grencilerin
toplam % 63 oraninda sug isledigi ve bu sug¢larin % 19’unu kizlarin % 43’iinii ise erkeklerin
isledigi goriilmiistiir. Bu durum aile ekonomisinin orta diizeyde olan dgrencilerin en ¢ok sucu
islediklerini ortaya ¢ikarmistir. Ve ailesinin ekonomik durumu kétii olan 6grencilerin en az
sucu isledikleri goriilmiistiir.

2006-2007 dgretim yilinda en ¢ok disiplin sugu ekonomik durumu orta olan dgrenciler
tarafindan islenmisken ikinci siray1 ekonomik durumu iyi olan 6grenciler ve iigiincii siray1 da
ekonomik durumu kétii olan 6grenciler almistir.

2007-2008 ogretim yilinda en ¢ok disiplin sugu ekonomik durumu iyi olan dgrenciler
tarafindan iglenmisken ikinci siray1 ekonomik durumu orta olan 6grenciler ve iiciincii siray1 da
ekonomik durumu kétii olan 6grenciler almistir.

2008-2009 6gretim yilinda en ¢ok disiplin sugu ekonomik durumu orta olan dgrenciler
tarafindan islenmisken ikinci siray1 ekonomik durumu iyi olan 6grenciler ve iigiincii siray1 da
ekonomik durumu kétii olan 6grenciler almistir.

2009-2010 dgretim yilinda en ¢ok disiplin sugu ekonomik durumu orta olan dgrenciler
tarafindan islenmisken ikinci siray1 ekonomik durumu iyi olan 6grenciler ve iigiincii siray1 da
ekonomik durumu kétii olan 6grenciler almustir.

Incelenen dort egitim-ogretim yilinin tamaminda en ¢ok disiplin sucunun ekonomik
durumu orta olan Ogrenciler tarafindan islendigi, ikinci sirayr ekonomik durumu iyi olan
ogrencilerin aldig1 ve en az sug¢ isleme oraniyla ekonomik durumu kétii olan 6grencilerin
liciincii sirada oldugu goriilmiistiir. U¢ okulda toplam dort egitim-ogretim yilinda, ozellikle
2009-2010 dgretim yilinda en ¢ok sugun islendigi tespit edilmistir.

Tablo 14
Tekrar Edilen Disiplin Suclarinin Dagilimi

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam

Cinsiyet K E K E K E K E K E

3 20 0 2 0 1 0 0 3 23 26
Lise A

1 11 0 3 0 0 0 0 1 14 15
Lise B

7 15 1 3 0 1 1 0 9 19 28
Lise C

11 46 1 8 0 2 1 0 13 56 69
Toplam

% % 262 11,3 13,9
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Tablo 14’ te disiplin sucu isleyen Ogrencilerin tekrar suc isleyip islemediklerine
bakildiginda iki kez islenen sug¢ sayisinin 57 oldugunu bu sucglarinda 11 tanesini kizlari 46
tanesini de erkeklerin tekrar ettigi goriilmiistiir. U¢ kez islenen sug sayisimin 9 oldugunu bu
suclarinda 1 tanesini kizlarin 8 tanesini de erkeklerin tekrar ettigi goriilmiistiir. Dort kez
islenen suc¢ sayisinin 2 oldugunu bu suclarinda 2tanesini de erkeklerin tekrar ettigi
goriilmiistiir. 6 kez islenen sug sayisinin 1 oldugunu bu sucun kizlar tarafindan tekrar edildigi
goriilmiistiir. Ayrica yukaridaki tabloya bakildiginda ceza alan dgrencilerin % 14’ {iniin tekrar

suc isledigi ama % 86’sinin ise tekrar su¢ islemedigini goriilmektedir.

Tablo 15
9.Swniflar Disiplin Suclarimin Dagilini

Yil 2006— 2007 2007- 2008 2008— 2009 2009- 2010 Toplam
Toplam
Cinsiyet E K E K E K E K E
4 11 7 23 14 45 59
Lise A
7 9 1 3 3 0 0 3 11 15 26
Lise B
2 10 0 0 1 10 14 26 17 46 63
Lise C
9 26 1 7 11 21 21 52 42 106 148
Toplam
% Y% 847 214 29,8
Tablo 16
10. Siniflar Disiplin Suclarimin Dagilimi
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam Toplam
Cinsiyet K E K E K E K E K E
2 6 2 0 5 6 5 24 14 36 50
Lise A
2 9 2 7 0 0 2 6 6 22 28
Lise B
4 2 0 0 5 14 5 18 14 34 48
Lise C
8 17 4 7 10 20 12 48 34 92 126
Toplam
% % 6,85 185 254
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Tablo 17
11. Swiniflar Disiplin Suclarmmin Dagilimi
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K K E E E K E
13 1 15 25 27 40 67
Lise A
0 14 0 12 0 0 2 16 2 42 44
Lise B
13 32 0 0 2 1 10 11 25 44 69
Lise C
17 59 2 13 8 2 27 52 54 126 180
Toplam
% Y% 10,9 254 36,3
Tablo 18
12. Swniflar Disiplin Suclarmmin Dagilimi
Yil 2006- 2007 2007- 2008 2008~ 2009 2009- 2010 Toplam
Toplam
Cinsiyet E K E K E K E K E
1 13 3 20 23
Lise A
0 0 0 0 3 5 0 6 3 11 14
Lise B
0 0 0 0 1 0 4 0 5 0 5
Lise C
0 0 0 0 6 12 5 19 11 31 42
Toplam
% % 222 6,25 8,47

Tablo 15, 16, 17 ve 18’de goriildiigii gibi, disiplin sucu isleyenlerin siniflara gore
dagilimina bakildiginda 9 sinif 6grencilerinin toplam % 30 oraninda sug isledigini bu suglarin
9% 9’unu kizlarin % 21’ini de erkeklerin isledigi goriilmiistiir. 10 sinif 6grencilerinin toplam %
25 oraninda sug¢ isledigini bu suglarin % 7’sini kizlarin % 19’unu da erkeklerin isledigi
goriilmiistiir. 11 smif 6grencilerinin toplam % 36 oraninda sug isledigini bu suglarin % 11’ini
kizlarin % 25’ini de erkeklerin isledigi goriilmiistiir. 12 sinif 6grencilerinin toplam % 8
oraninda su¢ isledigini bu suclarin % 2’sini kizlarin % 6’ini de erkeklerin isledigi
goriilmiistiir. Bu duruma gore en ¢ok sugu 11 sinif 6grencilerinin isledigi ardindan sirasiyla 9
siif,10. simif ve 12. simif Ogrencilerinin yer aldigi goriilmiistiir. 12.Smif 6grencilerinin
Universite sinavlarina hazirlikla mesgul olmalarindan dolay:r hedeflenmelerinin onlari sug
islemeden uzaklastirdig: diisiiniilmektedir.

2006-2007 dgretim yilinda en c¢ok suc isleme oraniyla 11. simiflarin birinci sirada, 9.
siniflar ikinci sirada, 10. siniflarin iigiincii sirada ve 12. smiflarin dordiincii sirada yer aldigi
goriilmektedir.
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2007-2008 ogretim yilinda en cok sug isleme oraniyla 11. simiflarin birinci sirada, 10.
siniflarin ikinci sirada, 9. siniflarin {igiincii sirada ve 12. siniflarin dordiincii sirada yer aldigi
goriilmektedir.

2008-2009 ogretim yilinda en cok suc isleme oraniyla 9. siniflarin birinci sirada, 10.
siniflar ikinci sirada, 12. siniflarin iigiincii sirada ve 11. smiflarin dordiincii sirada yer aldigi
goriilmektedir.

2009-2010 odgretim yilinda en c¢ok suc isleme oraniyla 11. simiflarin birinci sirada, 9.
siniflar ikinci sirada, 10. siniflarin iigiincii sirada ve 12. smiflarin dordiincii sirada yer aldigi
goriilmektedir.

Tablo 19
Okullara Gore Disiplin Suglarimin Dagilumi

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
26 4 5 20 25 28 85 58 141 199
Lise A
9 32 3 22 6 5 4 31 22 90 112
Lise B
19 44 0 0 9 25 33 55 61 124 185
Lise C
34 102 7 27 35 55 65 171 141 355 496
Toplam
% % 284 71,6 100
Tablo 20

Disiplin Suglarinin Okullara Gére Dagilimi

Okul Mevcudu Disiplin Sug Sayisi %
Lise A 1980 199 10
Lise B 950 112 12
Lise C 1100 185 17

Aragtirmaya konu olan ii¢ Genel Lisenin dort yillik disiplin dosyalarina bakildiginda
(Tablo 19 ve Tablo 20) 1980 mevcutlu A lisesinin 199 su¢ dosyast ile birinci sirada oldugu
1100 mevcutlu C lisesinin 185 su¢ dosyast ile ikinci sirada oldugu ve 950 mevcutlu B
lisesinin 112 su¢ dosyasi ile iiciincii sirada oldugu goriilmiistiir. Okullarin mevcutlar ve sug
dosyalar1 karsilastinldiginda A lisesinin su¢ isleme oraminin %10, B lisesinin su¢ isleme
oraninin %12, C lisesinin ise su¢ isleme oraninin %17 oldugu goriilmiistiir. Ayrica ii¢ lisenin
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toplam sug¢ oranlarinin % 72’sini erkek Ogrencilerin % 28’ini ise kiz Ogrencilerin isledigi
goriilmiistiir.

2006-2007 ve 2007-2008 ogretim yillarinda en ¢ok disiplin cezasi goriilen okul C
Lisesi, ikinci B Lisesi ve ligiincii A Lisesi iken, 2008-2009 ve 2009-2010 6gretim yillarinda
en ¢ok disiplin cezas1 goriilen okul A Lisesi, ikinci C Lisesi ve ardindan B Lisesi gelmektedir.

Tablo 21
Uyarma Cezast Alanlar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
10
Lise A
5 12 0 0 0 0 0 0 5 12 17
Lise B
4 4 0 0 0 0 3 9 7 13 20
Lise C
11 24 0 0 0 0 3 9 14 33 47
Toplam
% % 282 6,65 9,48
Tablo 22
Kinama Cezasit Alanlar
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet K E K E K E K E K E
10 15 34 23 54 77
Lise A
2 10 2 9 6 5 1 10 11 34 45
Lise B
3 9 0 0 6 13 14 26 23 48 71
Lise C
7 28 2 10 18 28 30 70 57 136 193
Toplam
% % 115 274 38,9
Tablo 23

Uzaklagtirma Cezast Alanlar

Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam

Cinsiyet

14 15 12 52 32 80 112
Lise A



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 84
© 2012 INASED

2 10 1 13 0 0 3 21 6 44 50
Lise B
12 31 0 0 3 12 16 20 31 63 94
Lise C
16 50 5 17 17 27 31 93 69 187 256
Toplam
% % 13,9 37,7 51,6

Disiplin sugu isleyen 6grencilerin almis olduklar1 disiplin cezalarina bakildiginda
uyarma cezasi alan 6grencilerin toplam % 9 oraninda, Kinama cezas1 alan 6grencilerin toplam
% 39 oraninda, Uzaklastirma cezasi alan Ogrencilerin ise toplam % 52 oraninda olduklari
goriilmiistiir.

2006-2007 ogretim yilinda 35 kez uyarma ve kinama, 66 kez uzaklastirma cezasi
verilirken, 2007-2008 6gretim yilinda uyarma cezasinin hi¢ uygulamadigi, kinama cezasinin
12 kez uzaklastirmanin ise 22 kez uygulandig1 goriilmiistiir. 2008-2009 6gretim yilinda yine
uyarma cezasi hi¢ uygulanmaz iken, kinama cezasi 46 kez ve uzaklastirma cezasi ise 44 kez
uygulanmigtir. 2009-2010 6gretim yilinda 12 kez uyarma, 100 kez kinama ve 124 kez
uzaklagtirma cezasmin uygulandigr goriilmiistiir. Ayrica 2009-2010 6gretim yilinda disiplin
sucu isleme ve ceza uygulama oraninin bir dnceki 6gretim yilina oranla iki kat fazla arttig
goriilmiistiir.

Milli  Egitim  Bakanligi  Ortadgretim  Kurumlari  Odiil Ve  Disiplin
Yonetmeligi1l4.Maddesinde “Aymni disiplin cezasinin verilmesine neden olan ayn1 davranisin,
Ogretim yili i¢inde tekrarlanmasi halinde bu davranis hangi cezay1 gerektiriyorsa bu cezadan
bir derece daha agir ceza verilir.”” Seklinde ifade edilmektedir. Yine ayni yonetmeligin 16
maddesinin (2) Ek fikrasinda: “Ogrenci davranmisinin olumlu olmasi, basarisi, énceden ceza
almamis olmasi, rehberlik servisinin goriisii hususlart da goz Oniine alinarak bir alt ceza
verilebilir.”” denilmektedir.

Yukaridaki tablolara bakildiginda Uyarma ve Kinama cezalarinin toplamindan daha
cok uzaklastirma cezasi verildigi goriilmektedir. Bu durum disiplin cezasi verilirken 16.
maddenin ilgili fikrasinin dikkate alinmadigi kanaatini olusturmaktadir.( Milli Egitim
Bakanlig1 Ortadgretim Kurumlar1 Odiil Ve Disiplin Yonetmeligi 19.01.2007/26408).

Tablo 24
A Lisesi Disiplin Suclari ve Cezalar
Disiplin Uyarma Kimama Uzaklagtirma
Cezalari
A Lisesi Kavga Etmek Sigara icmek Ahlaksizlik
S Kilik-kiyafet bozuklugu ~ Ogretmene saygisizlik Cete Kurmak
Disiplin Koétii yazi yazmak Dersten Kagmak Ders Isleyisini bozmak
Suclart ) Kiifiiretmek . Hakaret Etmek Dersten Kagmak
Ogretmene Saygisizlik Idareyi Yaniltmak Hakaret Etmek
Kaba ve Saygisiz Davranis Iftira Etmek
Kavga Etmek Kaba ve Saygisiz Davranig
Kilik-kiyafet bozuklugu Kavga Etmek
Kopya Cekmek Kilik-kiyafet bozuklugu
Kurallara uymamak Kopya Cekmek
Okuldan Kagmak Kiifiiretmek
Okul Araglarim Tahrif
Etmek
Ogretmene Saygisizlik

Resmi Evrak Calmak
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Sigara Igmek
Sozle Taciz
Tehdit Etmek
Tablo 25
B Lisesi Disiplin Suclari ve Cezalar
Disiplin Uyarma Kimama Uzaklagtirma
Cezalar1
Cete Kurmak Ders Isleyisini Bozmak Ders Isleyisini bozmak
Dersten Kagmak Derste Cep Tel Kullanmak Kavga Etmek
B Lisesi Istiklal Marsina
Katilmamak Dersten Kagmak Kilik-kiyafet bozuklugu
Disiplin Kavga Etmek Kavga Etmek Kopya Cekmek
Kopya Cekmek Kilik-kiyafet bozuklugu Kumar Oynamak
Suglart Kurallara Uymamak Kurallara uymamak Kurallara Uymamak
Okuldan Ka¢gmak Kiifiir etmek Kiifiir etmek
Sigara icmek Okuldan Ka¢mak Okuldan Ka¢mak
Yalan Soylemek Ogretmene saygisizlik Ogretmene Saygisizlik
Sigara igmek Sigara Igmek
Yasakli CD Getirmek Yasakli CD Getirmek
Zorla Para Toplamak
Tablo 26
C Lisesi Disiplin Sucglart ve Cezalar
Disiplin Uyarma Kimama Uzaklagtirma
Cezalar
Gorevi Kotiiye )
Kullanmak Ders Isleyisini Bozmak Cete Kurmak
Kopya Cekmek Derste Cep Tel Kullanmak ~ Ders Isleyisini bozmak
Kurallara Uymamak Dersten Kagmak Derste cep Tel Kullanmak
Okul Aracglarini Tahrif
Etmek Kavga Etmek Dersten Kagmak
Okulu Internette
Yayinlamak Kopya Cekmek Kavga Etmek
C Lisesi Ogretmene Saygisizlik Kifiiretmek Kilik-kiyafet bozuklugu
Sahtecilik Ogretmene saygisizlik Kopya Cekmek
Disiplin Sigara Igmek Resmi Evrakta Tahrifat Kurallara Uymamak
Sahtecilik Kiifiiretmek
Suglar Okul Araglarini Tahrif
Sigara igmek Etmek
Okulu Internette
Tehdit Etmek Yayinlamak
Ogretmene Saygisizlik
Ogretmeni Tehdit Etmek
Resmi Evrakta Tahrifat
Sahdecilik
Sarkintilik
Sigara Igmek

Torenlere Katilmamak

Milli Egitim Bakanlig1 Ortadgretim Kurumlar1 Odiil ve Disiplin Yonetmeliginde hangi
davranislarin karsiliginin hangi cezalar oldugu net olarak belirtilmisse de inceledigimiz
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okullarda farkli uygulamalarin oldugu ve farkli davraniglara farkli cezalarin verildigi Tablo
21, 22, 23 {in incelenmesiyle ortaya ¢ikmaktadir.

Ayrica okullarda 6grencilerin isledigi disiplin su¢larina bakildiginda A ve B Lisesinde
en cok islenen suc¢ kavga etmek iken C Lisesinde en cok islenen sucun &gretmene saygisizlik
oldugu tespit edilmistir.

Tablo 27
Ailesi Sag Olanlarin Aldiklar Disiplin Ceza Sayilari
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam
Toplam
Cinsiyet E K E K E K E K E
17 4 5 20 24 27 84 57 130 187
Lise A
8 31 3 21 6 5 4 30 21 87 108
Lise B
19 39 0 0 9 20 31 50 59 109 168
Lise C
33 87 7 26 35 49 62 164 137 326 463
Toplam
% % 27,6 657 93,3
Tablo 28
Ailesi Ayr1 Olanlarin Aldiklar1 Disiplin Ceza Sayilar
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam Toplam
Cinsiyet K E K E K E K E K E
0 0 0 0 0 0 0 0 0 0 0
Lise A
0 2 0 0 0 0 0 0 0 2 2
Lise B
1 2 0 0 4 3 2 7 7 12 19
Lise C
1 4 0 0 4 3 2 7 7 14 21
Toplam
% % 1,41 2,82 4,23
Tablo 29
Babasi Olmayan Ogrencilerin Aldiklart Disiplin Ceza Sayilari
Yil 2006- 2007 2007- 2008 2008- 2009 2009- 2010 Toplam Toplam
Cinsiyet K E K E K E K E K E
0 3 0 0 0 1 0 2 0 6 6
Lise A
0 1 0 0 0 0 0 0 0 1 1
Lise B
0 3 0 0 0 0 0 0 0 3 3
Lise C
0 7 0 0 0 1 0 2 0 10 10

Toplam
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% % 0 2,02 2,02
Tablo 30
Annesi Olmayan Ogrencilerin Aldiklar1 Disiplin Ceza Sayilari
Yil 2006~ 2007 2007- 2008 2008~ 2009 2009- 2010 Toplam Toplam
Cinsiyet K E K E K E K E K E
0 1 0 0 0 0 0 0 0 1 1
Lise A
0 1 0 0 0 0 0 0 0 1 1
Lise B
0 0 0 0 0 0 0 0 0 0 0
Lise C
0 2 0 0 0 0 0 0 0 2 2
Toplam
% % 0 04 04

Tablo 27, 28, 29 ve 30 da disiplin defterleri incelenen ii¢ lisenin dort yillik sonuglarina
baktigimizda ailesi sag ve 0z olan 6grencilerin toplam sug¢ isleme oranlarinin % 93 oldugu,
anne-baba ayr1 olan 6grencilerin toplam sug¢ isleme oranlarinin % 4 oldugu, aabasi olmayan
ogrencilerin toplam sug isleme oranlarinin % 2 ve annesi olmayan 6grencilerin ise sug¢ isleme
oranlarinin % 1 oldugu goriilmiistiir. Bu bulgulardan da anlasilacagi gibi en ¢ok sugu ailesi
sag ve 0z olan Ogrencilerin isledigi goriilmektedir. Bu bulgu, daha farkli tekniklerle bu
durumun aydinlatilmasi i¢in yeni arastirmalar yapilmas1 gerekliligini ortaya koymaktadir.

Aragtirmanin konusu olan ii¢ lisenin dort yillik disiplin dosyalarina baktigimizda
toplam 496 su¢ dosyas1 ve 34 ¢esit sug islendigi goriilmiistiir. Bu suclardan en ¢ok islenen 121
kez islenme sayist ve % 24 suc oraniyla Kavga etmek sucudur. Bu sucu 62 kez islenme sayis1
ve %13 su¢ oraniyla sigara icmek takip etmektedir. Ayrica 59 kez tekrar sayist % 12 suc
islenme oranmiyla Ogretmene saygisizlik ve Kopya ¢ekmek oldugu goriilmiistiir. Ders diizeni
bozmak sugunun 37 Dersten kagma sucunu da 25 kez isledikleri tespit edilmistir. Yukarida
verilen en ¢ok islenen suglarin yaninda su suglarinda islendigi goriilmiistiir: Kilik-kiyafete
uymamak, kumar oynamak, okul goriintiilerini internette yayinlamak, kiifretmek, okuldan
kacmak, kurallara uymamak, evrakta tahrifat, kaba ve saygisiz davranmak, hakaret etmek,
derste cep telefonu kullanmak, ahlaksizlik, sarkintilik, yasakli cd bulundurmak, okul
araclarinmi tahrif etmek, zorla para toplamak, tehdit etmek, evrak calmak, iftira etmek, cete
kurmak, yalan sdylemek, sozle taciz etmek, resmi torenlere katilmamak, O6gretmeni tehdit
etmek, kotii yazi yazmak, idareyi yaniltmak ve gorevi kotiiye kullanmak.

Yukaridaki suglara bakildiginda siddete yonelik suclarin ¢ok oldugu goriilmektedir.
Ayrica sigara igmek sucunun ikinci sirada yer almasinin; bununla beraber Ogretmene
saygisizlik sucunun {i¢iincii sirada yer almasinin, zararli-koti aligkanliklar ve toplumsal deger
yaklagimlarimin egitimindeki sorunlara dikkat ¢ekmesi bakimindan ©nemli oldugu ifade
edilebilir. Ders ve ders diizenini bozmaya yonelik sug¢larin kiiciimsenemeyecek bir sayida
varliginin da disiplin ve sinif yonetimi kavramindaki uygulamalarin yeniden ele alinabilecegi
ve ileri diizeyde tekrar incelenmesi gerektigini aciga cikartmaktadir. Ayrica teknoloji
suclarinin artmasinin da dnemli oldugu diistiniilmektedir.
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Sonug ve Oneriler

Arastirma igerisinde alan yazin incelendiginde disiplin sorunlarina neden olabilecek bir
cok neden olabilecegi ifade edilmistir. Edwards (1997 akt. Celik, 2010) okullarda disiplin
sorunlarina kaynaklik edebilecek durumlari: Yasantiya yonelik olmayan 6gretim, Diisiinme
becerilerini 6gretmede yetersizlik, Ger¢ek olmayan yiiksek basari beklentisi, Yarismact sinif
iliskiler dokusu, Yanlis disiplin siire¢leri kullanma, Okul i¢indeki disiplin sorunlar1 olarak
ifade etmistir. Bu diger faktorlerle beraber, disiplin sorunlarinin hem 6grenciler tarafindan
hem de okul yoneticileri ya da dgretmenler tarafindan kaynaklanabilecegini ifade etmek de
yerinde olacaktir. Bu arastirma Istanbul’ daki bir ilcede bulunan 3 genel lisenin 4 y1l boyunca
disiplin kayit defterlerinde bulunan kayitlarindaki disiplin suglarindan yola ¢ikilarak bu
su¢larin neler oldugunu ve degiskenlere gore nasil dagilim gosterdigini ortaya koyarak okulda
disiplin konusunda bundan sonra yapilacak arastirmalara ve benzer durumlarda alinabilecek
onlemlere de bir katki saglamaktadir. Disiplin kavraminin egitim icin onemi, bu kavramin
dogru anlasilmasi ve uygulanmasiyla daha net bir sekilde ortaya cikacaktir. Smith ve Laslett
(2002)in belirttigi gibi;

Eger tiim olumlu tutum ve cabalar ise yaramiyorsa cezayr ise kosmak gerekli
olabilir. Bu, davranis1 degistirmenin onemli bir yoludur ancak egitimciler bunun
olumsuz yan etkilerinin farkinda olmak durumundadirlar. Cezalandirma uygun
olmayan bir davranis modelini 6gretir. Cocuklar diger insanlar1 incitmenin yollarini
Ogrenebilir ve kisisel problemlerini ¢dzmede yetiskinlerin bu yo6nlerini taklit
edebilirler. (s. 108).

Yapilan arastirmada elde edilen bulgulardan yola ¢ikilarak incelenen 3 genel lisede 4 yil
boyunca disiplin cezalarmin artis gostermesi yukaridaki ifadeyi incelenen ilce Orneginde
dogrular bir nitelik tasimaktadir. Arastirmada ayrica okullar arasinda benzer ya da ayni
disiplin suclarina farkli niteliklerde cezalar verildigi gozlemlenmis olup, disiplin
yonetmeligindeki uygulamalarin ve diizenlemelerin okuldaki uygulayicilarinin yorumlarina ve
bu sorunlarla bas etme kavramlarina gore sekillendigi ifade edilebilir.

Arastirma bulgularindan yola cikilarak ifade edilebilecek diger sonuglar ve Oneriler
sunlardir:

e Arastirilan genel liselerde disiplin sucu isleme oran1 erkek Ogrencilerde kiz
ogrencilere oranla ii¢ kat daha fazla oldugu goriilmiistiir.

e Aragstirilan genel liselerde disiplin sugu igsleme oram basar1 durumu iyi olan ve kétii
olan oOgrencilerde diisik ama orta diizey basarili Ogrencilerde yiiksek oldugu
gorilmiistiir.

¢ Arastirilan genel liselerde disiplin sugu isleme orani sosyal alan 6grencilerde en fazla
sayisal alan 6grencilerde ise daha az oldugu goriilmiistiir.

e Arastirilan genel liselerde disiplin sugu isleme oram1 ekonomik diizeyi orta olan
ogrencilerde en fazla ekonomik durumu kétii olan 6grencilerde ise en az oldugu
goriilmistiir.

e Aragstirilan genel liselerde disiplin sugunu tekrar etme oran1 % 14 tekrar etmeme orani
ise % 86 olarak ¢ikmistir. Disiplin cezalarinin tekrar etme oranlarinda énemli oranda
bir diisme yasanirken, 4 yil icerisinde 3 genel lisede islenen disiplin cezalarinin artis
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gostermesi, disiplin suglarmin incelenen okullardaki 6grenci niifusuna yayilarak
arttigin1 gostermektedir.

e Aragstirilan genel liselerde disiplin sugu isleme orani en ¢ok on birinci siniflarda sonra
dokuzuncu smiflarda sonra onuncu siniflarda ve en az on ikinci siniflarda oldugu
goriilmiistiir. Ogrencilerin okula veya sosyal faaliyetlere yogunlastirilmalar1 halinde
disiplin sucu isleme oranlarimin azalacagini diisiinmemizi saglamistir. Ayrica
dokuzuncu siniflarda disiplin su¢unun islenme oraninin yiiksek olmasinda ilkdgretim
okullarinda disiplin yonetmeliginin kaldirilmasinin da etkili oldugu diisiiniilmektedir.

e Arastirilan genel liselerde disiplin sugu isleme orani en ¢ok Nisan ay1 ikinci Ocak ay1
ve lclincii Aralik ay1 seklinde siralanmistir. Nisan ve Ocak aylarinda disiplin sugu
isleme oranlarinin yiiksek olmasinin nedenlerinden birinin de donem sonu olmasinin
ve zayif derslerin 6grenilmesinden kaynaklandig: diisiiniilmektedir.

e Arastirilan genel liselerde disiplin sucu isleme oranlarinin birbirine yakin oldugu
goriilmistiir.

e Aragstirilan genel liselerde disiplin sucu isleme oraninin ailesi sag olan 6grencilerde
daha yiiksek oldugu goriilmiistir. Bu durumun velilerle goriisiilerek ¢6ziime
ulastirilmasinda fayda saglayacag diisiiniilmiistiir.

e Arastirilan ilgedeki genel liselerde su¢ teskil eden davranislardan en cok tekrar
edilenlerin kavga etmek, sigara i¢cmek, ogretmene saygisizlik, kopya cekmek, ders
diizenini bozmak ve dersten kacmak oldugu ortaya ¢cikmustir. Diger sug teskil eden
davraniglarin da bunlarin devami niteliginde oldugu goriilmiistiir. Belirlenen diger sug
teskil eden davraniglar da tekrar edilme sayisina gore Kilik-kiyafete uymamak, kumar
oynamak, okul goriintiilerini internette yayinlamak, kiifretmek, okuldan kag¢mak,
kurallara uymamak, evrakta tahrifat, kaba ve saygisiz davranmak, hakaret etmek,
derste cep telefonu kullanmak, ahlaksizlik, sarkintilik, yasakli cd bulundurmak, okul
araclarim tahrif etmek, zorla para toplamak, tehdit etmek, evrak ¢almak, iftira etmek,
cete kurmak, yalan sOylemek, sozle taciz etmek, resmi torenlere katilmamak,
ogretmeni tehdit etmek, kotii yazi yazmak, idareyi yaniltmak ve gorevi kotiiye
kullanmak seklinde ortaya ¢ikmuistir.

¢ Arastirilan genel liselerde meydana gelen disiplin suclarinin 6gretmene, derse ve okul
kurallarina karsi olmasi 6grencilerin olumlu davramiglar gosterme motivasyonlarinin
diisiik oldugunu gostermektedir.

e Arastirilan genel liselerde disiplin sucu teskil eden davranislar icerisinde okuldan
ka¢cmak, kavga etmek ve Ogretmene saygisizlik etmek gibi davranislarin daha ¢ok
erkek ogrencilerde goriildiigli anlasilmistir.

e Aragstirilan genel liselerde erkek ogrencilerin daha cok disiplin sucu isledikleri g6z
Oniine alinarak, egitim ve Ogretim etkinlikleri icerisinde bu Ogrencilerin sosyal,
kiiltiirel ve sportif faaliyetlere yonlendirilmesinin uygun olacagi diistiniilmektedir.
Bunun i¢in okul idareleri, 6grencilerin ekonomik durumlari ve ders basarilarini da goz
Oniine alarak bu 6grencilerin durumunu degerlendirmelidir.

o Istenmeyen davranislar1 gosterme egilimi fazla olan bu 6grenciler, hedef ve idealleri
konusunda egitilip rehberlik servislerinden yardim almalar1 saglanmalidir. Bunu
gerceklestirirken okul idareleri rehberlik servisleri Ogretmen ve veliler beraber
hareket etmelidirler.

e Okulda disiplin sorunlarim1 ya da istenmeyen davranislari Onlemenin en 6nemli
bilesenlerinden biri egitim yonetiminin ilk ve temel basamagini teskil eden smif
yonetimi becerileridir (Basar, 2008). Bu yiizden ogretmenlerin smif yonetim
yetkinliklerini en iist diizeye cikaracak okul yonetimlerinin dgretmenlerle destek ve
isbirligi icerisinde olan siirekli egitim ve gelistirme programlari (hizmet ici egitim)
olusturulmal1 ve bu siirece veli ve dgrenciler de dahil edilmelidir.
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e Disiplin Yonetmeliginin uygulanmasinda ortaya cikan eksikliklerin giderilmesi ve
daha diizenli uygulanmasi icin disiplin uzmanlarinca okul yoneticileri, 6gretmenler,
disiplin kurulu bagkan ve iiyelerine yonelik hizmet ici egitimler diizenlenebilir.

¢ Bu arastirma okullarda goriilen disiplin su¢larinin niteligini, bu suclara uygulanan
cezalar1 ve bu cezalarin sonuglarina 151k tutmast acisindan énemlidir.

¢ Bu arastirma, Egitim YOnetimi acisindan onemli olan disiplin sorunlariyla bas etme
ve bu sorunlarin okullarda en aza indirilmesi, gerekli tedbirleri almak ve daha sonra
yapilacak arastirmalara bilgi olugturmak acisindan 6nemlidir.

¢ Bu arastirma 6grencilerin su¢a yonelme sebeplerini ve bu siireclerin incelenmesi
gerekliligini ortaya ¢ikarmasi acisindan dnemlidir.

e Arastirmanin bulgulart incelendiginde Charles (2002)’1n iizerinde durdugu onemli
noktalarin ifade edilmesi faydali olacaktir: Hatali disiplin kavraminin yerine daha
gecerli olan1 koymak, egitim ortamlarinda gereksinim duyulan temel insan
ihtiyaclarimi kavramak, egitim programlarinin ve Ogretimin, egitim ihtiyag ve
hedeflerine uygun ve yeterli hale getirilmesi, istenmeyen davranislarin ¢esitlerini ve
sebeplerinin neler oldugunu tespit etmek ve bunlarla nasil basa ¢ikilacagini
ogrenmek, ogrencileri zorlamak ve baski altinda tutmak yerine onlara yardimei olacak
sekilde nasil igbirligi yapilabileceginin imkanlarinin arastirilmasi, 6grenci-6gretmen
igbirliginin oneminin ve islerlik basamaklarinin anlasilmasi, istenmeyen davranislar
Onleme ve 6grenci 0z-denetimini saglama konusunda gelisim, istenmeyen davraniglar
meydana geldiginde yapic1 ve yardimci davramislarin neler olabilecegi konusunda
gelisim (Charles, 2002. s. 98).
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EK-1

OKUL OGRENCI ODUL VE DiSiPLIN KURULU KARAR ORNEGI

Karar No

Karar Tarihi

Ogrencinin

Ad1 Soyadi

Dogum Tarihi

Sinif1, alani/dali ve okul numarasi

Paral1 veya parasiz yatili ya da giindiizlii oldugu

Basart durumu

Saglik durumu

Ailesinin ekonomik durumu

Ailesi ile birlikte oturup oturmadig1

Anne-babasinin sag olup olmadig1

Anne-babasinin 6z olup olmadigi

Ailesinin yaninda okuyup okumadigt

Biiyiiyiip yetistigi cevre

Ailesinin oturdugu yer ve gevresi

Simdiye kadar aldig1 cezalar ve genel durumu

Cezayi gerektiren davranisinin yapildigi yer ve tarih

Cezayi gerektiren davraniginin ¢esidi

Cezay1 gerektiren davramsinin nedeni

Olayla ilgili olarak;
a) Cezalandirilan 6grencinin ifadesinin dzeti
b) Taniklarin ifadesinin 6zeti
¢) Varsa cezayi gerektiren davraniginin tespitine
yarayan diger deliller

Cezay: hafifleten veya siddetlendiren nedenler

Okul 6grenci 6diil ve disiplin kurulunun kanaati

Verilen cezanin ¢esidi ve dayandigi yonetmelik maddesi

OKUL OGRENCI ODUL VE DiSiPLIN KURULU KARARI

Okul 6grenci 6diil ve disiplin kurulu Bagkam Uye

Okul Miidiirii

Uye

UYGUNDUR

Miihiir ve imza

92

Uye
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Teknik Lise Miidiirlerinin Doner Sermaye Islerinin Yonetiminde Karsilastiklar1 Riskler
ve Yonetme Yontemleri: Ankara Ornegi

Iknur Cahskan Maya®**
Canakkale Onsekiz Mart Universitesi

Ozet

Bu calisma, teknik lise miidiirlerinin doner sermaye islerinin yonetiminde karsilastiklar
risklerin neler oldugunu ve bu riskleri hangi yontemlerle yonettiklerini belirlemeyi
amaclamaktadir. Arastirma tarama modelinde olup, arastirmada goriisme yOntemi
kullanilmistir. Calisma grubunu Ankara ili merkez ilcelerinde bulunan 21 teknik lisenin
miidiirii olusturmaktadir. Ancak goriisme yapilabilen miidiir sayist 20°dir. Veriler, nitel
arastirma yontemlerinden icerik analizi kullanilarak ¢oziimlenmis ve su sonuclara ulasilmistir:
1) Teknik lise miidiirleri, bu tiir liselerde goriilmesi beklenen risklerden bazilari ile
karsilasmadiklarini belirtmeleri nedeniyle, onlar doner sermaye islerinin yOnetimindeki
risklerin hepsinin farkinda degildir. Ancak yine de miidiirler, doner sermaye islerini
yonetirken riskle en ¢oktan en aza dogru; iriiniin / hizmetin tiretilmesi ve teslim edilmesi,
malzeme satin alinmasi ve depolanmasi, siparis alinmasi, doner sermaye hesaplarinin
tutulmast ve doner sermayeden calisanlarin pay almasi islerinde karsilasmaktadirlar. 2)
Teknik lise miidiirleri, doner sermaye islerini yonetirken karsilastiklar: risklerin yonetiminde
en coktan en aza dogru riski iistlenme, riskten kurtulma ve riski azaltma yontemlerini
kullanmaktadirlar.

* Bu makale, Hacettepe Universitesi Sosyal Bilimler Enstitiisii'nde Egitim Yonetimi, Teftisi,
Planlamasi ve Ekonomisi Anabilim Dali'nda Prof. Dr. Hiiseyin BASAR’1n danismanliginda
yapilan doktora tez calismasina dayali olarak yazilmaigtir.

#%1996’da Dokuz Eyliil Universitesi Egitim Fakiiltesi Stmf Ogretmenligi’nden mezun oldu.
Bilim uzmanlhigmi 1998 ‘de Dokuz Eyliil Universitesi Egitim Bilimleri Enstitiisii Egitim
Yonetimi ve Denetimi Anabilim Dali’ndan aldi. 2008 yilinda, Hacettepe Universitesi Sosyal
Bilimler Enstitiisii Egitim Yonetimi, Teftisi, Planlamas1 ve Ekonomisi Anabilim Dali’ndan
mezun olarak Dr. oldu. 2009 yilindan itibaren Canakkale Onsekiz Mart Universitesi’nde
Yard.Do¢.Dr. olarak calismaktadir. Yazarin Kadinlar ve Liderlik, AB Egitim Sistemleri,
Egitimde Sosyal Adalet ve Egitim Orgiitlerinde Risk Yonetimi konularinda uluslararasi ve
ulusal diizeyde hakemli dergilerde yayinlanmis makaleleri ve uluslararasi ve ulusal diizeydeki
sempozyumlarda sunulmus bildirileri bulunmaktadir.
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Giris

Orgiitler, her ne kadar insan, enerji, zaman ve para gibi maddi kaynaklara sahip olsalar
ve yoneticiler gorevlerini yerine getirseler de Orgiitlerin amaglarint olumsuz y&nde
etkileyecek birtakim olaylarin ya da durumlarin ortaya ¢ikma olasilig1 her zaman s6z konusu
olabilir. Bu durum, basta yoneticiler olmak {izere ¢alisan diger personelin bilgi ve beceri
yoniinden yetersizliginden kaynaklanabildigi gibi oOrgiitsel siireclerin etkili bir sekilde
isletilememesinden, orgiit icindeki ve disindaki degisimlerden de kaynaklanabilir. Bu durum,
risk yonetiminin orgiitler i¢cin onemini ortaya koymaktadir. Ciinkii, Orgiit yonetimi temelde
karar siirecleridir (Bursalioglu, 1998) ve orgiitlerde alinan her tiirlii karar birtakim riskler
icerebilir.

Risk kavrami alan yazinda, oOrgiitlerde amaglara ulasilmasini engelleyen olaylarin
meydana gelme olasilifi ya da kayiplarin miimkiin olmasi durumu seklinde tanimlanirken
(Dorfman 2002); risk yOnetimi, kurumun karsilagtigt veya karsilasabilecegi riskleri nasil
ele alacagina iliskin bilimsel bir yaklasim olarak tanimlanmaktadir (Giiler, 2004; Vaughan,
1997).

Risk yOnetimi, bir¢ok katkilar1 bulunmasi bakimindan tiim kurum ve isletmeler i¢in
onemlidir. Bu katkilara ornek olarak sunlar verilebilir: Amagclar1 gergeklestirme olanagi
saglayarak kurumun varligimin siirdiirmesini, kendini gelistirmesini ve gelecekte daha cok
firsatlar yakalamasini, giivenli bir ¢aligma olanagi sunarak insan kaynaklarinin korunmasini,
sermayenin maliyetini ve olas1 kayiplar1 azaltarak gelirlerin ¢ogalmasini, yarisma iistiinliigii
saglayarak ekonomik gelisme olanagi ve itibarin ¢ogalmasini saglama (Fikirkoca, 2003;
Morgan, 2004).

Risk yonetimi, birtakim yontemlerin kullanilmasi yoluyla olmaktadir. Bu yontemler;
alan yazinda (Ababneh, 2000; Lam, 2003; Sokolow, 2004; Woodlock ve Ross 2001;) riskten
kacinma, riski 6nemsememe, riskle birlikte yasama, kayb1 6nleme veya azaltma, riski kendi
kendine finanse etme, riski paylasma ve riski yonlendirme olarak yedi sekilde belirlenmistir.
Risk yOnetim c¢abalarinin tiimiiniin kaybi Onlemeye yonelik oldugu, riskten tamamen
kacinildiginda veya yoOnlendirildiginde riskin ortadan kalktigt ya da riskten kismen
kacinildiginda veya yonlendirildiginde riskin azaldigi diisiiniildiiglinde kullanilan yontemler
riski istlenme, riskten kurtulma ve riski azaltma seklinde {ice indirilebilir.

Riski iistlenme alanyazinda, olasi1 kayiplar1 gdz Oniine alarak riski kabul etme seklinde
bir davranis gosterme olarak tanimlanmaktadir (Kindler, 1990). Ancak, olas1 kayiplar goz
Oniine almaksizin riski kabul etme veya iistlenme durumu da s6z konusu olabilir. Oysa ki, bu
yontemin uygulanmasinda olmas1 gereken kurumlarin riskleri bilingli, verilere dayali ve riskle
bas edebilme yetenegi Olciisiinde tstlenmeleridir. Riski iistlenme yontemi, hem kayip
siddetinin hem de olasiliinin diisiik, riskin insan kaynaklar1 ya da finansal sonuglarinin
Oonemsiz oldugu ve riski iistlenmenin firsat yarattig1 zamanlarda iyi bir secenek olabilir. Aksi
halde gercek bir firsat yoksa, riski iistlenmenin anlami yoktur (Fikirkoca, 2003).

Riskten kurtulma yontemi, kayip siddeti veya olasilig1 yiiksek oldugunda ya da riskin
kuruma kazan¢ saglama firsati getirmemesi durumunda kullanilmast uygun olan
yontemlerden biridir (Dorfman, 2002; Sokolow, 2004). Kayip olasilig: biitiiniiyle ortadan
kaldirildiginda, risk yok olacagi icin bu yontem, risk yonetiminde istenilir sonuca ulastiran
yontemlerden biridir. Bu yontemi kullanan yonetici, riskin yaratacagi potansiyel kayiplara
ugramayacagini bilmektedir (Coccia, 2005; Hillson, 2002; Kallman, 2003; Little, 2005).
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Riskten kurtulma yOntemi, her tiirlii riski ele almak i¢in uygun bir yontem olmayabilir.
Ciinkii, beklenmeyen kayiplarin ortaya ¢ikma olasiligi her zaman mevcut olabildigi gibi, bazi
durumlarda bu yontemin kullanilmasi yeni riskler yaratabilir ya da bazi riskler kurum i¢in
temel olup kacimilmaz olabilir. Ornegin tiinelin ¢okmesi riski, madencilik isletmeleri igin
kacinilmaz tiirden bir risktir (Williams ve Heins, 1989).

Riski azaltma yontemi, kaybin potansiyel siddetini azaltmayi amaglamaktadir. Bu
sekilde, riskin kurum icin kabul edilebilirlik diizeyinin yiikselmesi saglanmaktadir. Riski
azaltma, kaybin siddeti yiiksek ve kayip birtakim onlemler alinmasina ragmen kaginilmaz
oldugunda uygun bir yontem olabilir (Athearn ve digerleri, 1989; Dorfman, 2002; Little,
2005). Bir kurumda riski azaltma yOntemi; riski paylasma, riski yayma ve riskin bir
boliimiinii yonlendirme gibi etkinliklerle uygulanabilir (Dean ve digerleri, 2000; Malecki ve
Flitner, 2001).

Risk ve risk yOnetimi kavramlarinin, kar amach c¢alisan fabrika ve banka gibi
isletmeler ile finans piyasalarinda sik¢a kullanilmasi, bu iki kavramin ekonomi sektorii ile
biitiinlesmesine yol agmaktadir. Oysa egitim kurumlari da birtakim risklerle karsilasabilmekte
ve risk yonetimi bu kurumlarda basar ile uygulanabilmektedir (Williams ve Heins, 1989).
Nitekim Whitfield (2003) yaptigi arastirmada, kard dayanan sektorden tiiretilmis olan
girisimci ¢apli risk yonetimi modellerinin yiiksekdgretimde uygulanabilecegini gostermistir.

Risk yoOnetiminin, egitim kurumlar1 i¢in iki yonden ©nemli oldugu sdylenebilir.
Birincisi, egitim kurumlarinin, karar siirecleri ile kurulup islevselligini siirdiirmesi ve isleyisi
boyunca birtakim sorunlarla karsi karsiya kalmasidir (Basaran, 1996). Ciinkii alinan her
kararin dogru oldugu kadar, yanlis olma ihtimali de olabilecegi (Erdogan, 1996) icin egitim
yoneticisi, aldig1 kararin yanlis olmasi durumunda olusabilecek riski 6nceden iistlenmis
demektir. Bu durumda egitim yoneticisinin, okulun amaglarini olumsuz yonde etkileme
olasihigr bulunan risklerle her zaman karsi karsiya kaldigi soylenebilir. ikincisi, egitim
kurumlarinin temel 6gesinin insan olmasi ve egitsel etkinliklerin maliyetinin yliksekligidir.
Tim bu nedenlerle egitim yoneticisi, kurumunda karsilastig1r veya karsilasabilecegi riskleri
belirlemeli ve yonetebilmelidir (Katz, 1998; Parry, 1983; Sokolow, 2004).

Risk yonetimi, egitim Orgiitleri icerisinden isletmecilik islerinin yogun olarak
goriildigl teknik 6gretim kurumlarinda basariyla uygulanabilir. Doner sermayesi bulunan
teknik liselerin amaglariin ve yonetim seklinin isletmelerle biiyiik o6lgiide benzerlik
gosterdigi soylenebilir. Ote yandan, teknik liselerin egitim sistemi igerisinde yer alan diger
okul tiirlerine gore hem maliyetlerinin, hem de egitim programlarinin uygulanmasi sirasinda
tehlikeli sonucglar ortaya ¢ikma olasiligimin yiiksek olmasi, bu okullardaki risklerin
yonetilmesinin dnemini ortaya koymaktadir.

Okul isletmeciligi islerinden biri olan doner sermaye isleri, mesleki ve teknik dgretim
okullarinda 6grencilerin, doner sermaye araciligi ile alinan siparigler ve hazira yapilan isler
izerinde fiilen ¢alisarak meslekleri ile ilgili konular1 daha iyi 6grenmelerine ve dgrendiklerini
kalict bir sekilde pekistirmelerine yardimci olmak; piyasa ve sanayinin ihtiya¢ duydugu
egitilmis ara insan giicliniin is hayati sartlarina gore yetistirilmesine katki saglamak;
okullardaki mevcut atdlye kapasitesi, makine parki ve teknik insan giicii potansiyelini
ekonomiye kazandirmak, uygulamali egitim icin genel biitceden ve aile biitcesinden harcanan
giderleri azaltmak amaclar1 ile yapilmaktadir. Bu isler yasal-yonetsel metinler dikkate
alinarak bes alt is dilimine ayrilabilir. Bu is dilimleri sunlardir: a) Siparis alinmasi, b)



Educational Policy Analysis and Strategic Research, V 7,N 1, 2012 96
© 2012 INASED

Malzeme satin alinmasi ve depolanmast, c) Uriiniin / hizmetin iiretilmesi ve teslim edilmesi,
d) Doner sermaye hesaplarinin tutulmasi ve e) Doner sermayeden calisanlarin pay almasi.

Tiirkiye’de egitim yonetimi alaninda, lise miidiirlerinin doner sermaye islerinin
yonetiminde karsilastiklari riskler ve bunlar hangi yontemlerle yonettiklerine iliskin bir
arastirmaya rastlanmamis olmasit nedeni ile bu arastirmanin yoneticiler ve arastirmacilar i¢in
basvuru kaynagi olabilecegi diisliniilmiistiir. Bu nedenle calisma, teknik lise miidiirlerinin
doner sermaye islerinin yonetiminde karsilastiklari risklerin neler oldugunu ve bu riskleri
hangi yontemlerle yonettiklerini belirlemeyi amaclamaktadir. Bu amag¢ dogrultusunda su
sorulara yanit aranacaktir: 1) Teknik lise miidiirleri, a) siparis alinmasi, b) malzeme satin
alinmasi ve depolanmasi, c¢) liriiniin / hizmetin iiretilmesi ve teslim edilmesi, d) doner sermaye
hesaplarinin tutulmasi, e) doner sermayeden c¢alisanlarin pay almasi islerinde hangi risklerle
karsilagsmakta ve bunlar1 hangi yontemlerle yonetmektedirler?

Yontem

Arastirma, teknik lise miidiirlerinin déner sermaye islerinin yonetiminde karsilastiklar
risklerin neler oldugu ve bu riskleri hangi yontemlerle yonettikleri konusunda derinlemesine
bilgi elde etmeyi amagladigindan arastirmada goriisme yontemi kullanilmistir. Goriismelerde
sorulacak sorular, 6nceden belirlenmistir. Ancak, goriismede agiklanmasi istenilen durumlara
gore ek sorular yoneltilmistir. Bu nedenle kullanilan goriisme tiirii, yar1 yapilandirilmis
goriigmedir.

Calisma Grubu

Arastirmada, evren ve onu temsil edici bir 6rneklem almak yerine aragtirmanin amaglari
ve arastirmacinin olanaklar diisiiniilerek Ankara ili merkez il¢elerde bulunan ve MEB Erkek
ve Kiz Teknik Ogretim Genel Miidiirliigii'ne baglh olan yirmibir teknik lisenin miidiirii
calisma grubu olarak alinmistir. Ancak yirmi teknik lise miidiirii ile goriisme yapilabilmistir.
Arastirmanin merkez ilcelerdeki teknik liselerle sinirlandirilmasinin nedeni, bu liselerdeki
doner sermaye calismalarinin merkez dist ilgelerdeki teknik liselere gore daha yogun ve bu
liselerin cesitli alanlarda iiriin / hizmet iiretmeleri nedeniyle doner sermaye islerinde pek ¢ok
okulu temsil edecek oOzellikler tasiyor olmasidir. Bu nedenle merkez ilgelerdeki teknik
liselerin, risk ile daha cok karsilasilan ve bunun sonucunda risk yonetimi ile daha ¢ok ilgili
liseler oldugu ve arastirmanin amacina hizmet ettigi soylenebilir.

Verilerin Toplanmast

Goriismeler, arastirmacinin 6nceden randevu alip, belirlenen giin ve saatlerde miidiirleri
liselerinde ziyaret etmesi ile ylizylize ve bireysel olarak gerceklestirilmistir. Veriler, goriisme
esnasinda akiciligi saglamak, veri kaybin1 Onlemek ve zaman kazanmak acisindan lise
miidiirlerinin izni alinarak ses kayit cihazina kaydedilmistir.

Arastirmada veriler, arastirmaci tarafindan gelistirilen goriisme formu ile toplanmistir.
Hazirlanan form hakkinda uzman goriisii alinmis ve aracin gecerliligi uzman goriisleriyle
desteklenmistir. Bundan baska, teknik lise miidiirleri ile liselerinde karsilastiklar1 riskler ve bu
riskleri nasil yonettikleri konusunda 6n goriisme yapilmistir. Yirmi lise miidiirii ile yapilan
goriismelerden sonra da, gorlisme aracinin giivenilirligi i¢cin kura ile belirlenen bes lise
miidiirii ile bir ay sonra ikinci bir goriisme daha yapilmistir. Birinci goriismedeki sorularin
yanitlarinin anlamlari ile ikinci goriismedeki sorularin yanitlarinin anlamlari arasinda fark
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olup olmadig: ciimleler esas alinarak bakilip, karsilastirmalar yapilmis ve sonuglarin tutarlt
oldugu goriilmiistir. Bu durum, aracin giivenilirliginin bir gostergesi olarak
degerlendirilebilir.

Goriisme aracinin gecerliligi icin bilimsel yayinlar ve yasal-yonetsel metinler taranmis
ve arag, liselerdeki doner sermaye islerinin hepsine iliskin sorular1 icerecek sekilde, lise doner
sermaye islerinin bes alt basamag ile ilgili sorulardan olusturulmustur. Bu nedenle, aracin
gecerliliginin oldugu sdylenebilir. Arastirmanin nitel boyutunda i¢ gecerlilik "inandiricilik"
veri kaynaklar1 ve arastirmaci ¢esitliligine gidilerek saglanmaya ¢alisiimistir (Cohen, Manion
ve Morrison, 2000; Yildirnm ve Simsek, 2006).

Arastirmact ¢esitliligi i¢in, nitel arastirma deneyimi olan ii¢ uzmandan goriis ve
onerileri alinmistir. Arastirmanin i¢ gecerliligi icin yapilan islemler, "tutarlilik incelemesi”
olarak arastirmanin i¢ giivenilirligine katki saglamistir. Diger taraftan, arastirmanin dis
gecerliligi icin "aktarilabilirlik" gergeklestirilmistir (Yildirim ve Simsek, 2006). Bu nedenle,
aragtirmanin raporlastirilmasi sirasinda teknik lise miidiirlerinin ifadelerinden bazi 6rnekler
oldugu gibi aktarilmistir.

Verilerin Coziimlenmesi

Tim veriler, arastirmaci tarafindan anlami bozulmadan ve herhangi bir yorum
katilmadan sorular esas alinarak oldugu gibi yaziya gecirilmis ve nitel arastirma
yontemlerinden icerik analizi kullanilarak c¢odziimlenmistir. Boylece her bir soruya verilen
yanitlar, iceriklerine gore anlamli gruplar haline getirilmistir. Her riskin ve yOnetme
yonteminin kac lise miidiirii tarafindan sdylendigine bakilarak, sikligina gore o riske ve
yonetme yoOntemine bir say1 verilmistir. Boylece, risk ve ydnetme yontemleri sayilart ve
bunlarin toplamlar1 bulunmustur.

Arastirmada, teknik lise miidiirlerinin belirttikleri ifadeler bir ozellige gore risk ve
yonetme yontemleri bakimindan kodlanmistir. Bu kodlamalardan, arastirmaya katilan
miidiirlerin goriislerinin benzerliklerine gore temalar ve kategoriler belirlenmistir.

Risk yonetimi ile ilgili bilimsel yayinlar ve doner sermaye islerinin yonetimi ile ilgili
yasal-yonetsel metinler esas alinarak bir olgiit gelistirilmis ve miudiirlerin, riski tistlenme,
riskten kurtulma veya riski azaltma yontemini kullandiklar1 su davranislarina bakilarak
belirlenmigtir:

Riski Ustlenme Davramislari: Riski 6nlemek ya da azaltmak adina higbir girisimde
bulunmama, MEB’i sorumlu tutma, lisenin cesitli mekanlari1 depo amach kullanma,
teknolojik arac — gerece yatirim yapma, olast kayiplarin sonuglarina katlanma.

Riskten Kurtulma Davranislari: Uriin / hizmet cesitlendirme, piyasa arastirmasi yapma,
rekldm yapma, personeli egitme, satis sonrasi montaj yapma, belirli bir siire garanti hizmetleri
sunma, iirlin / hizmet veya hazira iiretiminden kaginma, hesaplama yaparak kullanilacak
malzemeyi dogru tahmin etme, liretim programina uyulup uyulmadigini denetleme, stok
yonetimini uygulama, doner sermaye ¢alismalarina deneyimli 6grencilerin katilimini saglama,
doner sermaye calismalarinin denetlenmesi, iiriin tasarlama ve gelistirme calismalarinda
bulunan personel ve Ogrencileri bilin¢lendirerek {iiriin pazara sunuluncaya kadar yapilan
islemlerin gizli tutulmasini saglama, teknolojik ara¢ — gereclerin diizenli bakiminin
yapilmasii saglama, lisede tehlike coziimlemesi yaptirma, giivenlik eleman1 / gece bekgisi
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bulundurma, kamera / alarm sisteminin kurulmasimi saglama, giivenlik giicleri ile siirekli
iletisim kurulmasim1 saglama, personel ve Ogrencilerin kisisel koruyuculart kullanmasim
saglama, iiretimi istenen iiriin / hizmetin ilk 6rnegini siparisi veren kisi / kurumdan isteme,
iiriinde / hizmette olusabilecek hatalara yonelik tasarim asamasinda hata veya giivenilirlik
coziimlemelerinin yapilmasini saglama, iiretiminde kaliteli malzeme kullanilmasini saglama,
teknik el kitaplarinin hazirlanmasin1 saglama, tirliniin belli 6lciitleri tasiyan isletmeler yoluyla
tasinmasini saglama, tasima isleminin siparisi veren kisi ya da kurum tarafindan
yapilmasimi saglama, iirliniin uygun sekilde paketlenmelerini saglama, iiretimden Once isi
projelendirme ve maliyetleri hesaplama.

Riski Azaltma Davramslari: Ust yonetimlerle iyi iliskilerde bulunma, ikna yetenegini
kullanma, baska isletmelerle veya liselerle iiriin / hizmet iiretiminde riskleri paylasma,
piyasadan yart mamul {riin alma, kayiplart karsilamak i¢in ilgili kurumlara sikayette
bulunma, fire miktarin1 azaltacak biiyiiklikte malzeme satin alma, teknolojik ara¢ — gereg /
iriinleri kiralama / sigortalatma, yangin tatbikatlarinin yapilmasini saglama, yangin tiiplerinin
diizenli bakimini yaptirma, tehlikeli kimyasal maddelerin ayr1 ayr yerlerde depolanmasini
saglama, tehlikeli kimyasal maddelerin iizerine uyar isaretlerinin konulmasim saglama,
diretim ortamlarinin hijyenik olmasini saglama, doner sermaye caligsmalarindan Once
velilerden 6grencilerin caligmalarini onayladiklarina iliskin dilekge alma, iiriiniin / hizmetin
istenilen ilk O6rnege uyulup uyulmadigini denetleme, diizenlenen sozlesmelerde {iriiniin /
hizmetin iicretinin tesliminde O6deneceginin belirtilmesi, iicretin édenmemesi durumunda
tiriinii ilgili kisi ya da kuruma teslim etmeme ve iiriinler iiretildikce liseden alinmasim
saglama.

Bulgular ve Yorumlar

Siparis Ahinmast Isinde Karsilasilan Riskler ve Yonetme Yontemleri

Cizelge 1°de teknik lise miidiirlerinin, siparis alinmasi isindeki goriislerinin tema ve
kategorilere gore dagilimi verilmektedir. Bu Cizelge miidiirlerin, siparis alinmasi isinde
karsilastiklar: risklerin ve yontemlerin en ¢oktan en aza dogru; yeterli siparis alamama, iist
yonetimlerin miidahélesi / baskisi, iist yonetimlerin gorevini kotiiye kullanmast ve iist
yonetimlere sikdyet edilme riski oldugunu gostermektedir. Teknik lise miidiirlerinin, ayni risk
icin birden fazla risk yonetme yontemi kullanmasi, risk ve yonetme yontemleri sayilar
toplaminin birbirinden farkli olmasina neden olmustur. Cagdas risk yonetimi, herhangi bir
risk icin tek bir yontem yerine birden fazla yontemin uygulanmasinin sonuglar1 bakimindan
daha saglikli olacagini vurgulamaktadir (Williams & Young, 2002). Lise miidiirlerinin bu
risklerin yonetiminde ise, en ¢ok olas1 kayiplara katlanmak anlamina gelen riski iistlenme
yontemini kullandiklar1 anlasilmaktadir. Ozelikle yeterli siparis alma, teknik liselerin
amagclarini gerceklestirebilmesi i¢in en Oncelikli konulardan oldugu icin, bu riskin olusmasi
durumunda doner sermaye islerinin kesintiye ugrayarak, teknik liselerin amaclarini
gerceklestirmesini engelleyebilecegi soylenebilir. Bu nedenle teknik lise miidiirlerinin, riskleri
iistlenmesi beklenen bir durum degildir.
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Cizelge 1
Siparis Alinmas: Isinde Karsilasilan Riskler ve Yonetme Yontemleri
Riskleri Yonetme Yontemleri
i S
Karsilagilan Riskler Risk L .aylsl ... Toplam
Sayisi  Riski  Riskten  Riski
Ustlenme Kurtulma Azaltma
1 Yeterli siparis alamama riski 17 13 5 2 20
2 Ust yonetimlerin miidahalesi / baskisi riski 14 3 1 14
Ust yonetimlerin gorevini kotiiye
3 . 6 6 - - 6
kullanmasi riski
4 Ust yonetimlere sikayet edilme riski 3 3 - 3
Toplam 40 35 5 3 43

Ust yonetimlerin miidahalesi / baskis1 riski, MEB orgiitiinde gorev yapan yoneticilerin
otoriter yonetici anlayisin1 benimsemelerinden veya astlarina giivensizliginden kaynaklaniyor
olabilir. Kald1 ki, MEB’in cok biirokratik bir yapida orgiitlenmis oldugu ve iletisimin
merkezden okullara tek yonlii olarak emir seklinde gerceklestigi sdylenebilir (Simsek ve

Yildirim, 2000). Bu temada birkag teknik lise miidiiriiniin goriisleri soyledir:

Biz okul olarak, daha cok MEB’den siparis almaktayiz. Ciinkii dzel sektor ile rekdbet
edemiyoruz. Bu anlamda yeterli siparis alamama riski ile karsilastiginizi soyleyebiliriz.
Bu riskin yonetimi konusunda MEB’in gerekli diizenlemeyi yapmast ve iist yonetimlerin
adil davranarak her okula sahip oldugu donamimlar veya olanaklar élgiisiinde siparis
vermesi gerektigi diigiincesindeyim.

Siparisler alinirken, bize genellikle emir seklinde yazi ile bildirilir. Bakanligin belirledigi
iicrete, iiriinii yapmak durumunda kaltyoruz. Bazen de iiretim icin bize taminan siire ¢ok
az olabiliyor. O nedenle zaman zaman iist yonetimlerin miidahdlesi / baskist riski ile
karsilastyoruz.

Ust yonetimlerin bize baskist / miidahalesi cesitli sekillerde olabiliyor. Bir ¢cok projemiz
olmasina ragmen, MEB ten baski gelmemesi icin hepsini birden sunmuyoruz.

MEB, bizim okulun daha ucuza mal ettigim bir iiriinii, daha pahal bir iicret teklifi veren
ozel sektore yaptirabiliyor. Halbuki biz yapsaydik, MEB daha ¢ok kazanmuig olurdu. Tiim
bunlar degerlendirildiginde, iist yonetimlerin gorevini kotiiye kullanma riski ile de karst
karsiya kaldigimizi  soyleyebiliriz. Bu risk ile karsilasmamiz durumunda bizim
yapabilecegimiz bir durum bulunmuyor.  Bu risk, iist yonetimlerce yapilacak
denetimlerle ¢oziimlenebilir.

Zaman zaman oOzel sektorden siparis alabilmek icin yaptiginuz miicadelelerde
cezalandirilmak durumunda kalabiliyoruz. Bir seferinde, ihaleye girdik, ancak “Siz nasil
olur da ihdleye girersiniz” diye iist makamlara sikdyet edildik. Bu nedenle siparis almada
iist makamlara sikdyet edilme riski ile karsilasabilmekteyiz. Bu risk ile karsilasiimasi
durumunda ise, sadece getirecegi kayiplara katlanmak durumunda kalabiliyoruz.

Malzeme Satin Alinmasi ve Depolanmast Isinde Karsilasilan Riskler ve Yonetme
Yontemleri

Teknik lise miidiirlerinin, malzeme satin alinmas1 ve depolanmas isindeki goriislerinin
tema ve kategorilere gore dagilimi Cizelge 2’de sunulmaktadir. Buna gore miidiirlerin, en ¢ok
karsilastiklar1 risklerin, ihale islerinin yOnetiminde zaman kaybi, malzemenin tagima
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esnasinda kaybolmasi/hasar gdrmesi, firmalarin okul yonetimini iist yonetimlere sikayet
etmesi, piyasadaki firmalara bor¢clanma, alinan malzemenin depolanmasi ve tagima esnasinda
komisyonun trafik kazasi yapma riskleri oldugu goriilmektedir. Yine miidiirler, malzeme satin
alinmast ve depolanmasi isindeki risklerin yoOnetiminde cogunlukla riski {iistlenmeyi
secmektedirler.

Cizelge 2
Malzeme Satin Alinmasi ve Depolanmast Isinde Karsilagilan Riskler ve Yonetme Yontemleri

Riskleri Yonetme YoOntemleri
Risk Sayisi

Karsilasilan Riskler Sayist  Riski Riskten  Riski Toplam
Ustlenme Kurtulma Azaltma
1 Ihal§ islerinin yonetiminde zaman kaybi 17 11 5 1 17
riski
> Malzeme?pln ta.su.na.esnasmda kaybolmasi 17 7 11 18
/ hasar gdrmesi riski
3 F}.rma.larm ok.ulAyonetlmm.l qst . 15 3 7 15
yonetimlere sikdyet etmesi riski
4 Piyasadaki firmalara bor¢lanma riski 14 13 | 14
5 Alinan malzemenin depolanmas riski 14 11 2 3 16
6 Tasima esnasm@a ‘komlsyonun trafik 14 6 9 15
kazas1 yapma riski
7 Elrmanln kalitesiz malzeme gondermesi 3 4 4 1 9
riski
3 F}'rmamn mal;emeyl zamaninda ] 6 5 3
gondermemesi riski
9 Alman malzemenin elde kalmasi riski 4 4 e e 4
10 Personelin gorevini kétiiye kullanma riski 3 3 e e 3
Toplam 114 73 41 5 119

Ihale islerinin yonetiminde zaman kaybi riski miidiirlerin, malzemeyi ihile yoluyla
almasi ve bu siirecin uzun olmasindan; malzemenin tasima esnasinda kaybolmasi / hasar
gormesi riski ise, malzemeyi okul teslimi almamalarindan kaynaklanabilir. Ancak
miidiirlerin, c¢ogunlukla tasima islemini {stlenmedikleri ve riskten kurtulduklari
goriilmektedir.

Piyasadaki firmalara bor¢lanma riski ile teknik lise miidiirlerinin cogunlugu
karsilasirken digerlerinin karsilasmama nedeni, bu liselerdeki doner sermaye caligmalarinin
yogun olmasi ve bu calismalardan elde ettikleri kar kullanarak malzeme satin almalar1 ya da
iist yonetimlerle olan iyi iligkiler nedeniyle iiretimden Once {iicretlerini almalar1 olabilir.
Alinan malzemenin depolanmasi riski ise, teknik liselerin iiretimden ¢ok egitim amach
kurulmus olmasindan kaynaklanabilir.

Teknik lise miidiirlerinin tasima esnasinda komisyonun trafik kazasi yapma riski i¢in,
en ¢ok riskten kurtulma yontemini kullandiklar1 gériilmektedir. Bunun temel nedeni bu riskin
sonucunda basta personelin 6lmesi, yaralanmasi ve satin alinan malzemelerin hasari gibi
cok 6nemli kayiplara neden olmasindan kaynaklanabilir.
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Miidiirler, en az ise firmanin kalitesiz malzeme gondermesi, firmanin malzemeyi
zamaninda gondermemesi, alinan malzemenin elde kalmas1 ve personelin gorevini kotiiye
kullanma riskleri ile karsilagmaktadirlar. S6z konusu riskler, lisenin iiriinii / hizmeti kaliteli
ve zamaninda teslim edebilmesi ve zarar etmemeleri i¢in etkili sekilde yonetilmesi gereken
risklerdendir. Bu temada bir kac teknik lise miidiiriiniin goriisleri sdyledir:

Malzeme temininde, genellikle 4734 sayili Ihdle Kanunu cercevesinde islemleri
yiiriitiiyoruz. IThdlenin Resmi Gazete’de ilan edilmesi, onaylanmasi, ihdlenin yapilip
sonuclandirimasi iki ay siirmekte ve bu zaman kaybt riskini ortaya ¢ikarmaktadir. Bu
riske ugramamak icin gerekli malzemeyi tek kalemde (seferde) degil de, kalem kalem
alma yoluna gidiyoruz.

Malzemenin tasima esnasinda kaybolmasi / hasar gormesi riski ile karsilasmamak igin,
malzemeyi genellikle il icinden temin etmeye bakariz ve malzemenin okul hatta ambar
teslimi olmasim isteriz. Odemeler de malzemeler, okul ambarina muayene teslim alma
komisyonu tarafindan alinmasindan sonra yapilir.

Malzeme satin alirken, yerel ¢evredeki esnaf “Ihdlede bizim niye haberimiz olmadi ve biz
duymadik” diye bizi sikdyet etti. Bu anlamda, firmalar tarafindan sikdyet edilme riski ile
karsilasabiliyoruz. Bunun sonucunda sorusturma gecirdik ve zaman, emek ve enerji gibi
birtakim kaywplara katlanmak durumunda kaldik.

Piyasadaki  firmalara  bor¢lanma  riski, malzeme satin  almmast  sirasinda
karsuagilabilecek bir risktir. Ancak elimizde bu tiir doner sermaye ¢alismalart olmasaydi,
o zaman piyasaya bor¢lanirdik. Malzeme satin alirken piyasaya borclanma riski ile
karsilasmamizin nedeni diger nedeni ise iist yonetimle olan sicak iligkilerdir.

Satin alinan malzemenin depolanmast riski ile de karsilasabiliyoruz. Ancak, bizim
mantigimizdan bakarsaniz her yer depodur. Depo, ilgililerin gonliiniin istemesine
baghdir.

Satin alma komisyonunun tasima esnasinda trafik kazast yapmasu riski ile karsilasabiliriz.
Bu risk ile karsilagsmamak icin, malzemenin okul teslimi olmasint istiyoruz.

Uriiniin / Hizmetin Uretilmesi ve Teslim Edilmesi Isinde Karsilasilan Riskler ve
Yonetme Yontemleri

Cizelge 3’te teknik lise miidiirlerinin tiriiniin / hizmetin iiretilmesi ve teslim edilmesi
isindeki goriislerinin tema ve kategorilere gére dagilimi verilmektedir. Buna gore, miidiirlerin
en ¢ok karsilastigi goriilen dort riskten, dgrencilerin ve personelin kaza yapmasi ve yangin
riskleri insan kaynaklarinin can giivenligini tehlikeye sokmaktadir. Bu nedenle sdz konusu
risklerin, miidiirler tarafindan 6nemli goriildiigii soylenebilir. Kald1 ki, bu liselerin tehlikeli
arag-gere¢ kullanimina dayali olarak iiretim yapan liseler olmasi, s6z konusu risklerin
goriilme olasiligimi artirabilir. Diger taraftan, teknik liselerde pahali makine, arac-gere¢ ve
bilgisayar donanimlarinin olmasi ve miidiirlerin kendilerinin ya da baska liselerin yasadiklar
deneyimler onlarin hirsizlik riskinin en ¢ok karsilasilan risklerden biri olarak gdrmelerine yol
acmus olabilir. Uretilen iiriiniin depolanmasi riski ise, siparisi veren kamu kurumlarinin ya da
0zel kurum / kisilerin iiretimi tamamlanan {riinleri liselerden almamasindan veya liselerin
iiretimi tamamlanan iiriinleri koyacak depolarinin olmamasindan kaynaklanabilir.
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Cizelge 3 .
Uriiniin / Hizmetin Uretilmesi ve Teslim Edilmesi Isinde Karsilasilan Riskler ve Yonetme
Yontemleri
Riskleri Yonetme YoOntemleri
. Risk Sayis1
Karsilagilan Riskler Sayist  Riski Riskten  Riski Toplam
Ustlenme Kurtulma Azaltma
1 Qgr.encﬂerm ve personelin kaza yapmasi 20 17 3 1 71
riski
2 Hirsizlik riski 20 5 15 2 22
3 Yangin riski 20 1 3 19 23
4 Uretilen iiriiniin depolanmasi riski 20 19 1 - 20
5 Urs:tﬂf:n tirliniin / hlzmetln 19 10 5 6 71
begenilmemesi riski
6 Teknolojik arag- gereclerin hasar gérmesi 19 19 e 19
/ bozulmas riski
7 Hazira yapilan urur.llel.rln satitlamamasi / 18 e 17 1 18
p_azarlanamamam riski
3 Ogren.c.llerl.n ve person.ehn .l‘<aza yapmasi 13 o 5 19
nedeni ile lisenin tazminat 6demesi riski
9 Teknolojik arag- ggreglerm gereksinimi 15 14 1 1 16
kargilayamamas riski
10 U.r.et.llen urunl.m./ h.1zmet1n zamaninda 13 6 5 4 15
l.).ltlrllememem riski
1 Uretilen {iriiniin tasnT}a esn.as.md.a 10 5 7 1 10
kaybolmasi / hasar gormesi riski
12 EJretllen tirtiniin /' hizmetin iicretinin 3 7 ' 3
o0denmemesi riski
13 Malzen.ler.un' beklenenden fazla fire 6 5 1 6
vermesi riski
14 P.ersjonehn gorevini kotiiye kullanmast 5 4 1 5
riski
[1k kez iiretilen {iriiniin tasariminin rakip
15 . A 4 1 3 4
isletmelere gegmesi riski
16 Uret.ller‘l irliniin 1§letme hatas1 nedeni ile 4 1 3 4
geg iletilmesi riski
17 Patlama riski 3 - 2 1 3
18 Zehirlenme riski 2 - 2 - 2
19 Artik malzemenin depolanmasi riski 2 2 e 2
Toplam 226 127 70 41 238

Teknik lise miidiirlerinin en ¢ok karsilastig ikinci siradaki risklerin, iiretilen iiriiniin /
hizmetin begenilmemesi ve teknolojik arac-gereglerin hasar gormesi / bozulmasi riskleri
oldugu goriilmektedir. Uretilen iiriiniin / hizmetin begenilmemesi riski, iiretimde kalitesiz
malzeme kullanimindan, miisterilerin ihtiyag veya beklentilerine uygun iiriin / hizmet
iiretilememesinden veya iriiniin uygun paketlenmemesi nedeniyle tasima sirasinda cevresel
etkilerden zarar gormesinden kaynaklanabilir. Diger taraftan teknolojik arag-gereclerin hasar
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gormesi / bozulmasi riski ise, arag-gereclerin yanlhs kullamimi veya kullanim Omiirlerinin
dolmas1 nedeniyle olusabilir.

Teknik lise miidiirlerinin en ¢ok karsilastigi iigiincii siradaki risklerin, hazira yapilan
diriinlerin satilamamasi / pazarlanamamasi ve 6grencilerin ve personelin kaza yapmasi nedeni
ile lisenin tazminat O0demesi riskleri oldugu anlasiimaktadir. Ik risk lise miidiirlerinin,
miisterilerin veya piyasanin istek ve gereksinimlerini tam olarak belirleyememesinden, liseyi
diriinleri / hizmetleri konusunda cevresine yeterince tanitamamasindan ya da vizyon
yetersizligi ile bilyiilk miktarda hazira liretim yapmasindan kaynaklanabilir. Diger risk ise,
ogrencilerin ve personelin kaza yapmasi ile ilgili oldugu icin bu tiir liselerde kaginilmaz ama
birtakim Onlemler almak yoluyla 6nlenebilir risklerden biri oldugu sdylenebilir. Bu dnlemlere
ornek olarak, personel ve dgrencilerin (gozliik, baret, eldiven, kulaklik, maske, tulum, dizlik
gibi) kisisel koruyuculari kullanmasini saglama, doner sermaye calismalarini denetleme
ve doner sermaye caligmalarina deneyimli 6grencilerin katilimini saglama verilebilir.

Teknik lise miidiirlerinin en ¢ok karsilastigi dordiincii siradaki risk, teknolojik arac-
gereclerin gereksinimi karsilayamamasi riskidir. Bu risk, teknik liselerin doner sermaye
calismalarinda yeterli siparis alabilmesi, liretim yaparak amaclarin1 gerceklestirebilmesi ve
sanayinin gereksinim duydugu ara insan giiciinii yetistirebilmesi icin etkili olarak yonetilmesi
gereken risklerden biridir. Kaldi ki 03.07.2002 tarih ve 24804 sayili Mesleki ve Teknik
Egitim Yonetmeligi miidiirlerin atolye, laboratuar, makine ve arag-gereci egitim-Ogretime
hazir bulundurdugu gibi kurumun gereksinimlerini belirlemesi ve makine ve arac-gereci
gelistirmesi gerektigini belirtmektedir.

Teknik lise miidiirlerinin bu riskle karsilasma nedenleri, MEB’in endiistriden kopuk
olmasi, gerekli olan teknolojik arag-gerecler konusunda lise miidiirlerine danismamis olmasi
ve teknolojik arag-gereclerin maliyetinin yiiksek olmasi verilebilir. Nitekim Simsek ve
Yildirim (2000) tarafindan yapilan arastirmanin sonuglarina gore MEB, teknolojik arag-gereg
konusunda endiistrinin gerisindedir.

Teknik lise miidiirlerinin en ¢ok karsilastigi besinci siradaki risk, iiretilen {riiniin /
hizmetin zamaninda bitirilememesi riski oldugu goriilmektedir. Bu risk, lise miidiirlerinin
diretim planlamasini uygun yapmamasindan veya stok yonetimini yeterli uygulamamasindan
kaynaklanabilir.

Teknik lise miidiirlerinin en ¢ok karsilastig1 altinci siradaki risk, iiretilen {iriiniin tagima
esnasinda kaybolmasi / hasar gormesi riskidir. Bu risk genellikle, miidiirlerin tasima isini
iistlenmeleri durumunda yasanabilecek risklerden biridir. Ancak elde edilen veriler
degerlendirildiginde teknik lise miidiirlerinin, iiretilen {riiniin taginmasini saglamadiklar
ve okul teslimi olmasimi istedikleri goriilmektedir. Bu durumda miidiirlerin, riskten kurtulma
yontemini kullandiklar1 anlagilmaktadir.

Teknik lise miidiirlerinin en ¢ok karsilastig1 yedinci siradaki riskin, tiretilen iiriiniin /
hizmetin iticretinin 6denmemesi ve sekizinci siradaki riskin, malzemenin beklenenden fazla
fire vermesi riski oldugu anlasilmaktadir. ikinci risk, miidiirlerin ve doner sermaye
calismalarinda bulunan personelin hesaplama yaparak kullanilacak malzemeyi dogru tahmin
etmemelerinden kaynaklanabilir. Oysa ki Mesleki ve Teknik Egitim Yonetmeligi’ne gore
miidiiriin gérevlerinden biri, kurumun amaclarini gergeklestirmek iizere tiim kaynaklarin etkili
kullanilmasini saglamak ve verimliligi artirmaktir. Kuskusuz verimlilik, bir orgiitiin etkili
olmasi i¢in kisa donem gostergelerinden biri olarak kabul edilmektedir (Karsli, 2004).
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Teknik lise miidiirlerinin en az karsilastiklar1 risklerin ise, personelin gorevini kotiiye
kullanmasi, ilk kez iiretilen iiriiniin tasariminin rakip isletmelere ge¢mesi, iiretilen {riiniin
isletme hatasi nedeni ile gec iletilmesi, patlama, zehirlenme ve artik malzemenin depolanmasi
riskleri oldugu goriilmektedir. Ilk kez iiretilen iiriiniin tasariminin rakip isletmelere gecmesi,
patlama ve zehirlenme riskleri ile bu kadar az sayida lise miidiiriiniin karsilasmakta olmasi
beklenen bir sonug degildir.

[k kez iiretilen iiriiniin tasariminin rakip isletmelere ge¢mesi riskinin az sayida lise
miidiirii tarafindan ifade edilmis olmasi, teknik liselerde yeni iiriin tasariminin ve iiretiminin
cok az sayida olmasinin bir gostergesi olabilir. Bu durum, lise miidiirlerinin ve alandaki
ogretmenlerin yeni gelismeleri izlememelerinden, yaratici olmamalarindan ve / veya egitim
sisteminin yapisindan kaynaklanabilir. Nitekim Simsek ve Yildirim (2000) tarafindan yapilan
arasgtirmanin sonuglari, Tiirk mesleki—teknik egitim sisteminin yenilik¢i kapasiteyi engelleyen
bir yapida oldugunu gostermektedir. Bu temada bir ka¢ teknik lise miidiiriiniin goriigleri
sOyledir:

Ogrencilerin kaza yapmast riskine karsi yapilabilecek en iyi uygulama égrencileri bu tiir
is kazalarina ve meslek hastaliklarina karsi sigorta etmektir. Ancak, devlet maalesef bunu
yapmamaktadir. Tabii bu kazalar konusunda sorumlu olan tek kisi, doner sermaye
calismalarinin basinda bulunan sorumlu 6gretmendir.

Hirsizlik riskine karst okulumuzda alarm sistemi bulunmaktadir. Yine kendi ¢abalarimizla
kurdugumuz ve okulun degisik boliimlerinde yer alan kamera sistemi bulunmaktadur.

Yangin riski konusunda MEB’ten parasal destek almiyoruz. Yilda bir kez o da yapilirsa
yangin tatbikatlar yapilmakta ve yangin sondiirme cihazlarimiz bulunmaktadir.

Uriin iiretildikten sonra da karsilastigimiz en onemli risk, yine depolama riski oluyor. Bu
riske yonelik gecici ¢oziimler bulmaya ¢alisiyoruz. Bu durumda, maalesef atolye veya
koridor gibi okulun cesitli mekdnlarint depo olarak kullanmak zorunda kaliyoruz.

Uretilen iiriin muayene komisyonlart tarafindan degerlendirilmektedir. Bu anlamda
iiretilen iiriiniin begenilmemesi riski ile karsilasilabilir. Uretilen iiriiniin begenilmemesi
riski ile karsilasiimast durumunda hata veya eksiklik bizden kaynaklanmasi durumunda
bunu teldfi etmeye calisiriz.

Kullamlan teknolojinin hasar gormesi / bozulmast riski soz konusudur ve kaginilmazdir.
Kullamilan teknolojinin hasar gormesi / bozulmasi riski ile karsiasilmast durumunda
okul-aile  birligi biitcesinden ya da Bakanhgin ara¢ — gere¢ bakim biitcesini
kullanarak tamir ve bakum islerinin yiiriitiilmesini saglariz.

Uretilen iiriiniin / hizmetin satilamamast / pazarlanamamas riski karsilasilan bir baska
risktir. Bu risk ile karsilagsmamak icin, piyasanin gereksinim duydugu iiriinleri iiretiriz.

Personel ve dgrencilerin kaza yapmast nedeni ile zarar gormesi sonucunda lisenin dava
edilmesi riski okulumuzda karsilasabilecegimiz bir baska risktir. Bu risk ile karsilasiimast
durumunda devlet, MEB’i para ile cezalandirabilir.

Kullanilan  teknolojinin ~ gereksinimleri  karsilayamamast riski konusunda bizim
yapabilecegimiz pek bir sey yok. Elde ettigimiz kdrdan teknolojiye yatirum yapamiyoruz,.
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Uriiniin zamaminda bitirilememesi riski ile karsilasmamak icin, ayni isi yapan baska
okullarla isbirligine gidilebilir ya da piyasadan iiriinii yari-mamul iiriin alinabilir.

Diner Sermaye Hesaplarimin Tutulmas: Isinde Karsilasilan Riskler ve Yonetme
Yontemleri

Teknik lise miidiirlerinin, doner sermaye hesaplarinin tutulmasi isindeki goriislerinin
tema ve kategorilere gore dagilimi Cizelge 4’te sunulmaktadir. Bu Cizelge, miidiirlerin déner
sermaye hesaplarinin tutulmasi isinde iiretilen iiriintin / hizmetin beklenen maliyeti asmasi,
doner sermaye hesaplamalarinda hata yapilmasi ve hesaplarin tutulma seklinin iist
yonetimlerce begenilmemesi riskleri ile karsilasmakta olduklarini ve bu risklerin yonetiminde
riskin olast sonuglarina katlanmay1 sectikleri anlagilmaktadir.

Cizelge 4
Doner Sermaye Hesaplarimin Tutulmast Isinde Karsilasilan Riskler ve Yonetme Yontemleri

Riskleri Yonetme Yontemleri
Risk Sayist
Sayis1  Riski Riskten  Riski
Ustlenme Kurtulma Azaltma

Karsilasilan Riskler Toplam

1 UreFller.l triniin /. hlgmetm beklenen 16 13 3 16
maliyeti agmasi riski

Doner sermaye hesaplamalarinda hata

2 7 9 I 1 9
yapilmasi riski
Doner sermaye hesaplariin tutulma

3 seklinin list yonetimlerce begenilmemesi 3 3 e e 3
riski

Toplam 28 24 3 1 28

Uriiniin / hizmetin beklenen maliyeti asmasi riskinin en c¢ok karsilasilan risk olmasi,
ekonomi piyasalarindaki dalgalanmalara bagli olarak iiretim esnasinda malzeme ve is¢ilik
maliyetinin artmasindan kaynaklanabilir. Tiirkiye gibi ekonomik istikrarsizliklarin ¢cok fazla
yasandig1 bir iilkede bu tiir riskin iistlenilmesinin akilc1 olmadig1 sdylenebilir. Diger taraftan,
doner sermaye muhasebe hesaplarinin otomatik olarak bilgisayar programi ile tutulmasina
ragmen, miidiirlerin hesaplamalarda hata riski ile karsilasmalar1 beklenen bir durum degildir.
Bu temada bir kag teknik lise miidiiriiniin goriisleri soyledir:

Doner sermaye hesaplarimin tutulmast isinde iirettigimiz tiriiniin / hizmetin bekledigimiz
va da hesapladigimiz maliyeti asmast riski ile karsilasmaktayiz. Dolayisiyla, birakin
bizim bu isten kdr elde etmemizi zarar etmemiz s6z konusu olabiliyor. Bunun sonucunda
olast kaywplara katlanmak durumunda kaltyoruz.

Hesaplamalarda hata riski az da olsa olusabilir. Bu riskin olusmamast igin bir
saymammuzin olmast gerekmektedir. Hatalar olusursa, bunlar diizeltme yoluna gideriz.

Hesap tutulmasi isinin iist birimlerce begenilmemesi riski ile karsilasabiliyoruz. Bu risk
ile karsilasmamak icin kurumlar arasinda iyi bir gekilde koordinenin saglanmasi
onemlidir.
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Doner Sermayeden Calisanlarin Pay Almast Isinde Karsilasilan Riskler ve Yionetme
Yontemleri

Cizelge 5’te teknik lise miidiirlerinin, déner sermayeden calisanlarin pay almasi isindeki
goriislerinin tema ve kategorilere gore dagilimi verilmektedir. Buna gore, miidiirlerin déner
sermayeden calisanlarin pay almasi isinde personele ve Ogrencilere Odenen iicrette hata
yapilmasi ve personelin gorevini kotiiye kullanmasi riskleri ile karsilastiklart anlagilmaktadir.
Teknik lise midiirleri, bu risklerin yonetiminde cogunlukla riski iistlenme yontemini
kullanmaktadir.

Cizelge 5
Doner Sermayeden Calisanlarin Pay Almas: Isinde Karsilasilan Riskler ve Yonetme
Yontemleri

Riskleri Yonetme Yontemleri
Risk Sayist

Karsilasilan Riskler Sayist  Riski Riskten  Riski Toplam
Ustlenme Kurtulma Azaltma
Personele ve 6grencilere ddenen iicrette
o 8 7 1 - 8
hata yapilmasi riski
Personelin gorevini kotiiye kullanmasi
C 1 4 3 I - 4
riski
Toplam 12 10 2 e 12

Teknik lise miidiirlerinin personele ve ogrencilere ddenen iicrette hata yapilmast riski
icin ¢cogunlukla riski istlenme yontemini kullanmalari, onlarin bu riskin ve onun yénetiminin
oneminin farkinda olmamasi ve personele ve dgrencilere ddenen iicretin hesaplanmasi isinin
sorumlulugunu, ilgili atélye sefinde ve saymanda gérmesinden kaynaklanabilir. Bu temada iki
teknik lise miidiiriiniin goriisleri soyledir:

Ddéner sermayeden pay almast isinde hata olusma riski ile karsilasilabilir. Bu risk ile
karsilagsmamak igin ilgili atolye seflerinin gorevini iyi yapmasi gerekmektedir.

Doner sermaye calismalan, kazang kapist olarak goriilebiliyor. Caligsanlar, bir isi ii¢
giinde bitirebilecekken daha fazla iicret alabilmek icin bu isi bes giine yayabiliyorlar. Bu
nedenle, doner sermayeden ¢alisanlarin pay almasi isinde personelin gorevini kotiiye
kullanmast riski ile karsilasilmaktadir. Bu riskin ortadan kaldirilmast icin 6gretmenlerin
licretlerinde iyilestirme yapilmasi ve egitimcilerin de en azindan ii¢ yilda bir egitimden
gecirilmesi gerekmektedir.

Sonuclar

1. Teknik lise midiirleri, doner sermaye iglerini yonetirken riskle en coktan en aza
dogru; iriiniin / hizmetin iretilmesi ve teslim edilmesi, malzeme satin alinmasi ve
depolanmasi, siparis alinmasi, doner sermaye hesaplarinin tutulmasi ve doner sermayeden
calisanlarin pay almasi islerinde karsilasmaktadir. Ne var ki miidiirlerin bazilari, bu tiir
liselerde goriilmesi beklenen risklerden bazilari ile karsilasmadiklarini belirtmislerdir. Bu
durum, teknik lise miidiirlerinin doner sermaye islerinin yonetimindeki risklerin hepsinin
farkinda olmadiklarini gostermektedir.

2. Teknik lise miidiirleri, doner sermaye islerinin yonetiminde karsilastiklart risklerin
yonetiminde, riskten kurtulma veya riski azaltma yontemlerinden cok onu iistlenmeyi
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secmektedirler. S6zii edilen durum lise yoneticilerinin risk yonetimi becerilerinin yetersizligi
ile agiklanabilir. Bu nedenle lise miidiirlerinin, genel olarak egitim yonetimi 6zelde ise risk
yonetimi egitimine ihtiyaclari bulunmaktadir.

Tartisma

Teknik lise miidiirleri, doner sermaye islerinden yonetiminde karsilastiklar riskler icin,
riskten kurtulma veya riski azaltma yOntemlerinden c¢ok riski iistlenme yontemini
kullanmaktadirlar. Oysa ki teknik liselerin, sahip oldugu sermayelerin azlig1 da goz Oniine
alindiginda ortaya ¢ikan tablonun beklenen bir sonu¢ olmadig1 séylenebilir. Nitekim yapilan
arastirmalar, kamu yoOneticilerinin risk yonetiminde 6zel sektordeki yoneticilerden farkli
olarak riski listlenme yerine, riski azaltma yOntemini kullandigini gostermektir (Paul and
Anthony, 2002). Sozii edilen durum, lise yoneticilerinin risk yonetimi becerilerinin
yetersizligi ile aciklanabilir. Bu belirtilen nedenler dolayisiyla, lise miidiirlerinin genel olarak
egitim yonetimi alaninda, 6zelde ise risk yonetimi egitimine ihtiyaclari bulunmaktadir.

Teknik liselerde miidiirlerin, doner sermaye islerinin yonetiminde karsilasabilecekleri
risklerin farkinda olmalari, bunlar1 nasil dnleyeceklerini veya azaltacaklarini bilebilmeleri ve
uygun stratejileri kullanarak yonetebilmeleri icin meslekleriyle ilgili yeterliliklere sahip
olmas1 gerekmektedir (Agaoglu ve digerleri, 2002; Gii¢lii, 2003). Bunun i¢in, teknik lise
miidiirlerinin genel olarak egitim yonetimi ve 0zelde ise iiniversitelerde gorevli isletme ve /
veya risk yonetimi alaninda uzman Kkisilerden risk yonetimi konusunda hizmeti¢i egitim
almalar1 saglanmalidir.

Lise miidiirlerine verilecek egitimin, kuramin yaninda uygulamayi da igermesi
onemlidir. Bu sekilde miidiirlere, ihtiyag duyduklar1 yoOnetsel ve liderlik becerileri
kazandirilabilir (Simsek, 2000). Boyle bir egitim, risk yOnetimi uygulamalarina iliskin
benzetimler, oOrnekler ya da karsilasilan sorunlarin ¢6ziimlenmesi yoluyla verilebilir.
Gliniimiizde bircok gelismis iilkede, okul yoneticiligi yetistirme programlari, buna benzer
yontemlerin kullanilmast ile yiiriitiilmektedir (Aypay, 2002; Balci, 2002; Celik, 2002; Simsek,
2004; Sisman & Turan, 2002).

Lise miidiirlerinin riskleri azaltabilmeleri i¢in, diger liselerle, baska kamu kurumlariyla
ve sanayideki isletmelerle isbirligi yaparak riskleri paylasmalidir. Nitekim, giliniimiizde
Ingiltere gibi baz iilkelerde egitim yoneticilerinin egitimi ile ilgili reform ¢alismalarindan biri
okul yoneticilerinin sanayi ve ticaret kuruluslarinin yoneticileri ile zorunlu olarak
calismalarini icermektedir (Simsek, 2004). Bu sekilde miidiirler, doner sermaye isletmelerinin
yonetiminde dnemli olan biit¢e yonetimi, iiriin / hizmet iiretimi yonetimi, pazarlama ve insan
kaynaklarinin yonetimi konularinda kendilerini gelistirebilirler.

MEB, liselerin piyasa ile rekébet edebilmesi i¢in teknik lise miidiirlerine teknolojik arag¢
- gere¢ ve sermaye bakimindan destek olmali ve doner sermaye c¢alismalarinda bulunan
personelin iicretlerinde iyilestirmeler yapmalidir. Bundan bagka MEB, miidiirlerin depolama
risklerini ortadan kaldirabilmeleri veya azaltabilmeleri i¢in liselerin depolama eksikliklerini
veya yetersizliklerini gidermelidir.
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