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On Soz

Egitim yonetimi, etkili ve siirdiiriilebilir 6gretim ile 6grenme siireglerinin
temelini olugturur ve kurumlarin ve paydaslarinin basarisini sekillendirir. 21.
yuzyilda, teknoloji alanindaki ilerlemeler, degisen toplumsal ihtiyaglar ve
kiiresel zorluklar, egitimin dinamiklerini doniistiirerek hem firsatlar hem de
karmagikliklar yaratmugtir. Bu kitap, egitim yonetimi uygulamalarinin evrilen
yapisini gesitli perspektiflerden inceleyerek, alanin gekillenmesine yonelik
onemli i¢goriiler sunmaktadr.

Yapay zekanin egitimdeki doniistiiriicii etkisinden—firsatlar, zorluklar ve
yeni dinamikler baglaminda—okul kademelerine gore uygulanan kapsayici
egitim pratiklerinin karsilagtirilmasina kadar, boliimler bu alami sekillendiren
temel konulara odaklanmaktadir. Ogretmenlerin 6rgiitsel diglanma ve sinizm
algilar1 arasindaki iligki, erken gocukluk egitiminde yonetim ve okul Oncesi
ogrenme ortamlarinin yonetiminde girigimciligin tegvik edilmesi gibi konular
ele alinmaktadir. Ayrica, fen egitimi uygulamalari ve sosyal bilgiler 6gretmen
adaylarinin cografi igaretli tirlinleri satin almaya yonelik tutumlar: {izerine
tartigmalar da yer almaktadir. Bu katkilar, modern egitimin zorluklarini
yenilikgi ve kapsayici stratejilerle agmak igin kapsamli bir rehber sunmaktadr.
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Preface

Educational administration serves as the backbone of effective and
sustainable teaching and learning processes, shaping the success of
institutions and their stakeholders. In the 21st century, the landscape of
education has been transformed by advances in technology, shifting societal
needs, and global challenges, creating both opportunities and complexities.
This book examines these dynamics through diverse perspectives, oftering
critical insights into the evolving practices of educational administration.

From the transformative impact of artificial intelligence in education—
exploring opportunities, challenges, and new dynamics—to the comparison
of inclusive education practices across different stages of schooling, the
chapters delve into key issues shaping the field. Topics include the relationship
between teachers’ organizational ostracism and cynicism, management in
early childhood education, and fostering entrepreneurship in preschool
learning environments. Additional discussions focus on science education
practices and the attitudes of social studies teacher candidates toward
purchasing geographically indicated products. Together, these contributions
provide a comprehensive guide to navigating modern educational challenges
with innovative and inclusive strategies.
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Bolum 1

Yapay Zeka ile Egitimde Dontigtim: Firsatlar,
Zorluklar ve Yeni Dinamikler

Mustafa Ozdere!

Ozet

Yapay zeka (AI) alanindaki gelismeler, egitim alaninda derin doniigiimlere
neden olmaktadir. Al’in egitim ortamlarinda artan varligi, geleneksel 6gretim
ve Ogrenme yontemlerinin yeniden tanimlanmasini, egitimcilerin rollerinin
ve egitim kurumlarmnmn yapisinin giinceli yakalamak adina degisimini gerekli
kilmaktadir. AP’nin egitime entegrasyonu hem firsatlar hem de zorluklar
getirmektedir. Bir yandan Al, 6gretmenler igin giiglii bir arag olarak, egitimin
etkililigini ve verimliligini 6nemli 6lglide gelistirme potansiyeline sahiptir.
Fakat bu teknolojilerin bazi gorev ve sorumluluklarin otomasyonuna imkan
saglayabilmesi, egitimciler arasinda is kayb: konusunda endiselere neden
olmaktadir. Ayrica, Al’nin egitime entegrasyonu ile birlikte AT uzmanlari, veri
analistleri ve teknoloji entegratorleri gibi yeni rollerin dogmasi, egitimcilerin
konuya iligkin yeni bilgi, beceri ve yeterlilikler gelistirmelerini gerekli
kilmaktadir. Bu ikili etki, APnin sadece 6gretmenlerin degil, ayn1 zamanda
okul yoneticilerinin, danigmanlarin ve destek personelinin roliinii nasil
yeniden sekillendirebilecegine dair dikkatli bir incelemeyi gerektirmektedir.

Bu ¢aliymanin amaci, Al-entegre bir ortamda egitimciler ve yoneticiler i¢in
gerekli olan kritik yeterlilikleri aragtirmak, teknik yeterliligin, adaptasyonun
ve yasam boyu Ogrenmeye bagliligin 6nemini incelemektir. Ayrica, mevcut
ve gelecekteki egitimcilerin degisen sartlara uyum saglamak igin gerekli bilgi
ve becerilerle donatilmalarini amaglayan egitim programlarinin, yeni politika
ve cercevelerin geligtirilme ihtiyacinin yani sira konuya iligkin etik konulart
degerlendirmektir. Bunlarin yani sira, Al kaynakls is kaybr ihtimali, esitlik ve
erisim konulari, veri gizliligi ve giivenlik ile ilgili endiseler gibi egitimde Al ile
iligkili etik problemler de ele alinmaktadir. Ozetle, bu galigma Al'in egitimdeki
roliiniin bu farkli yonlerini inceleyerek egitim istihdamu tizerindeki potansiyel
etkileri ve bu degisikliklere hazirlanmak igin gereken adimlar hakkinda
kapsamli bir genel bakig saglamay1 amaglamaktadur.

Dr., Nigde Omer Halisdemir Universitesi Yabanci Diller Yiiksekokulu, mozdere@gmail.com,
https://orcid.org/0000-0001-7535-9024.
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1. ATin Egitimdeki Rolii: Doniigiim ve Etik Zorluklar

Al teknolojileri, kigisellestirilmis 6grenme deneyimleri saglayan, idari
gorevleri basitlestiren ve Ogrenci performansina iliskin bilgiler sunan
uygulamalar aracihiiyla egitim ortamini hizla doniigtiirmektedir. ChatGPT
ve Gemine gibi dikkate deger Al uygulamalari, kisisellestirilmis 6grenme,
Ozel ders ve idari iglerde destek sunarak 6nemli faydalar saglamaktadir
(Akavova, 2023; Alkan, 2024; Harry, 2023; Pendy, 2023). Bunlarin yani
sira Carnegie Learning, Pearson’un MyLab, Dreambox Learning, Georgia
Eyalet Universitesi'nin AT Chatbot’u Pounce ve IBM Watson Education gibi
diger Al destekli uygulama ve platformlar, etkili 6grenme ve idari siiregleri
gelistirmek adina hizmet sunmaktadir. Ornegin, ChatGPTnin bir geri
bildirim arac1 olarak kullanilmasinin, ger¢ek zamanli geri bildirim ve interaktif
etkilesim yoluyla 6grenme deneyimlerini gelistirdigi (Park, 2023), benzer
AT temelli 6grenme sistemlerinin, 6grenme deneyimlerini bireysel profillere,
gesitli 6grenme stillerine ve hizlarina uyarlayarak egitim sonuglarini 6nemli
Olgiide artirdigr (Agbong-Coates, 2024; Hashim et al., 2022; Katiyar,
2024), bunlarin sonucunda ise 6grenci katilimi ve memnuniyetinin arttig1
belirlenmigtir (Kamruzzaman, 2023; Nurjanah, 2024). Covid-19 gibi kriz
donemleri de Al teknolojilerinin benimsenmesini daha da hizlandirmig ve
ogrenci ihtiyaglarini kargilamak igin uyarlanabilir 6grenme ortamlarinin
onemini gozler oniine sermistir (Albdrani, 2023; Kamalov et al., 2023).

Egitim alaninda yaganan AI kaynakli gelismeler, geleneksel pedagojik
yaklagimlarin yeniden degerlendirilmesini ve 6gretimi ile 6grenci katihimini
artirabilecek yeni teknolojilerin benimsenmesini gerektirmektedir (Alshehri,
2023; George, 2023). Akilli ders sistemleri ve uyarlanabilir 6grenme
platformlart gibi Al uygulamalari, bireysel 6grenci ihtiyaglarina hitap ederek
daha ilgi gekici ve etkili bir 6grenme ortami vaat etmektedir (Chen et al., 2020;
Gogen ve Aydemir, 2020; Ramesh, 2021). Bununla birlikte, Al gelisiminin
hizli temposu, egitim kurumlarinin 6grenme ¢iktillarini en st diizeye
¢ikarmak igin siirekli olarak bu yeniliklere uyum saglamasini gerektirmektedir
(Karimi, 2023; Lee et al., 2021). Kisisellestirilmig 6grenmeye ek olarak, Al
ayni zamanda egitim kurumlarinda etkililigi ve verimliligi artirmak adina idari
stiregleri doniigtiirerek, egitimcilerin idari gorevlerden ziyade 6gretime daha
fazla odaklanmasina imkan saglamaktadir (Zawacki-Richter et al., 2019).
Fakat bu evrim, A’'nin faydalarinin en iist diizeye ¢ikarilmasini saglamak ve
potansiyel riskleri en aza indirmek konusunda ciddi etik ve sosyal endiseler
dogurmaktadir (Zawacki-Richter et al., 2019).

AT'in meslekler iizerindeki ¢ok yonlii etkisi hem firsatlar1 hem de
zorluklart beraberinde getirmektedir. Bir yandan AI, rutin gorevleri
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istlenerek egitimcilerin rollerini  gelistirirken, onlarin  kisisellestirilmig
Ogretim ve Ogrenci etkilesimine daha fazla odaklanmalarina izin
verebilmektedir (Chembe, 2023; Das, 2023). Bu degisim, egitimcilerin
mentor, kolaylagtirici gibi roller tistlenerek 6grencilerin elestirel diiglinme ve
duygusal zeka gibi becerilerini gelistirmelerine ve Al odakli bir gergeklikte
yollarin1  bulmalarina rehberlik  etmelerini  gerektirmektedir. ~ Ayrica,
ogretmenlerin degisen mesleki beklentilere uyum saglamalar igin yeni bilgi,
beceri ve yeterlilikler geligtirmelerini saglamak amaciyla AT odakli mesleki
gelisim programlarma olan ihtiyaci dogurmaktadir. Ayrica, Al ozellikle
Olgme-degerlendirme ve idari iglevlerde geleneksel olarak insanlar tarafindan
yapilan igleri tistlenebileceginden, i kayb1 gibi konularda endigelere neden
olmaktadir (Alghamdy, 2023; Ulsan, 2023). Bu baglamda, AT'in yaygin bir
sekilde kullanildigy bir egitim ortamu i¢in hem mevcut hem de gelecekteki
egitimcilerin Al okuryazarligi ve Al kullanimna iliskin etik endigeler gibi
konularda egitilmeleri 6nemlidir (Arvin, 2023; Okello, 2023).

Sonug olarak, Al'm egitim ve istihdam tzerindeki etkisini tanimak
onemlidir. ChatGPT, Gemine gibi Al araglan ile Carnegie Learning,
Pearson, Dreambox Learning, Georgia State Universitesi ve IBM Watson
Education gibi egitim platformlari; kisisellestirilmis 6grenmeyi gelistirme,
ger¢ek zamanli geri bildirim saglama ve idari siireglerin otomasyonu
gibi yonleriyle egitimi yeniden sekillendirmektedir. Al gelismeye devam
ettikge, egitimdeki roliiniin geniglemesi ve egitim sonuglarini ve verimliligi
tyilestirmek igin daha fazla firsat sunmasi beklenmektedir. Fakat bu teknolojik
evrim, egitimcilerin teknolojik gelismelere ayak uydurmak igin tutum, bilgi,
beceri ve yeterliliklerini stirekli olarak gilincellemelerini gerektirmektedir.
Bu nedenle, Al'in egitimdeki rolii hakkinda kapsamli bir anlayiga sahip
olmak, hem egitim kurumlarinin gelecege daha iyi hazirlanmasi hem de
egitimcilerin ve 6grencilerin Al odakli bir diinyada gelismeleri i¢in elzemdir
(Das & Das, 2023; Nguyen, 2023). Ozetle, Al'in egitime entegrasyonu
egitimcilere yeni roller ve sorumluluklar yiiklemekte, bilgi, beceri ve
yeterliliklerini giincellemelerini gerektirmekte ve Ogretimin insani yonleri
korunurken biiyiime firsatlarindan maksimum diizeyde yararlanilmasi igin
gerekli girigimlerde bulunulmasini zorunlu kilmaktadr.

2. AP’ Egitimdeki Rolii: AI’in Déniistiiriicii Giicii ve Mesleki
Gelisim Gereksinimleri

Al'n egitime entegrasyonu, ders planlamasi, 6lgme-degerlendirme
ve geri bildirim saglama gibi siiregleri geligtirerek geleneksel 6gretim
rollerini doniigtiirmektedir. Bu doniigiimiin egitim ve ogretimin verimliligi
ve etkililigine olumlu katki sagladigi diigiiniilmektedir. ChatGPT gibi
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araglar, egitimcilere farkli 6grenme stillerini ve ihtiyaglarimi kargilayacak
daha kapsayict ders planlar1 ve ek kaynaklar olusturabilmeleri konusunda
destek saglayarak (Abuodha, 2024; Huang et al., 2021; Karpouza, 2024;
Powell, 2024), zaman kazandirmakta ve bireysel Ogrenci profilleri ile
ogrenme hedefleri dogrultusunda daha kigisel bir yaklagim gelistirmelerine,
zamaninda miidahaleleri kolaylastirarak 6grencilerin ilerlemesini daha etkili
bir gekilde izlemelerine olanak tanimaktadir (Ayanwale, 2024; Dindar et al..,
2022). Ayrica, 6lgme ve degerlendirme siirecini hizlandirmakta, 6grencilere
zamaninda kigisellestirilmis geri bildirimler saglamakta ve 6gretmenlerin
st diizey diistinme ve kigisellestirilmis egitime odaklanmalart i¢in zaman
kazanmalarina olanak tanimaktadir (Ghabrawi, 2023; Konyrova, 2024;
Singh ve Hiran, 2022; Tubino ve Adachi, 2022).

AT'1n egitime entegrasyonu igin egitimcilerin bu sistemlere giivenmeleri
ve gerekli bilgi ile becerilere sahip olmalar1 6nemlidir; bu nedenle mesleki
gelisim ve egitim ihtiyaglariin kargilanmasi gerekmektedir (Akgazi ve
Greenhow, 2021; Kranz, 2024; Nazaretsky et al.., 2022; Nazim, 2024).
Ayrica, destekleyici bir 6grenme ortami olugturmak igin veri gizliligi ve
ATl'in 6gretmen-ogrenci iligkileri tizerindeki etkisi ile ilgili etik kaygilara
odaklanmak gerekmektedir (Almaraz-Lépez, 2023; Chen et al.., 2020;
Koh, 2023; Miao et al.., 2022). Ozetle, AL ders planlama, Olgme-
degerlendirme ve geri bildirim gibi alanlarda 6gretmen i yiikiinii azaltarak,
daha karmagik pedagojik gorevlere odaklanmalarina ve genel O6grenme
deneyimini geligtirmelerine imkan saglamaktadir. Fakat, egitime bagaril
Al entegrasyonu, mesleki geligim, etik hususlarin ve pratik zorluklarin ele
alinmasini gerektirmektedir. Teknolojiyi insan gozetimi ile dengelemek,
etkili 6gretim uygulamalarim degistirmek yerine Al ile desteklemek gok
onemlidir (Porn, 2024; Seo et al.., 2021).

Al'n  egitime entegrasyonu, Ogretmenlerin  Ol¢gme-degerlendirme,
materyal hazirlama, geri bildirim ve igerik sunma gibi geleneksel rollerini
yeniden sekillendirmekte ve empati ile yaraticiik gerektiren st diizey
ogretim iglevlerine daha ¢ok odaklanmalarina izin vermektedir (Fahimirad
ve Kotamjani, 2018). Bu degisim, 6gretmenleri gereksiz hale getirmekten
ziyade 6gretmen-ogrenci etkilesimini geligtirme ve kisisellestirilmis 6grenme
deneyimleri saglama gibi 6nemli konularda yeni roller iistlenmelerini
gerektirmektedir (Zhang, 2024). Al belirli gorevleri devralabilsede, proje
tabanli 6grenme gibi aktif 6grenme modelleri araciligiyla gelistirilen ve insan
dokunusu gerektiren elestirel diigiinme ve is birligini gelistiremez (Purnama
etal.., 2024). Ozetle, Ain entegrasyonu bazi dgretim rollerini degistirirken,
kigisellestirilmis 6grenme ve gelismis 6gretmen-ogrenci etkilesimleri igin
firsatlar saglarken, 6gretmenlerin Al okuryazarlik diizeylerinin ve gerekli
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mesleki bilgi ve becerilerinin gelistirilmesi igin mesleki gelisgimlerinin
desteklenmesini gerektirmektedir (Ghamrawi, 2023; Lee, Davis ve Ryu,
2024).

AT'in egitime entegrasyonu, ogretmenlerin, yoneticilerin, danigmanlarin
ve destek personelinin rollerini doniigtiirmekte ve idari verimliligi ile karar
alma siireglerini gelistirmektedir. AI teknolojileri, okul yoneticilerinin
programlama ve kaynak tahsisi gibi siireglerde isglerini kolaylagtirabilmekte
ve onlarin 6grenci katimini ve bagarisini artiran  stratejik  girigimlere
odaklanmalarina izin vermektedir (Ramalingam, 2024). Al ayrica veri
analizine yardimc olmakta ve 6grencilerin ile personelin gelisen ihtiyaglarini
kargilayan bilingli kararlar almalarini desteklemektedir (Zhao ve Liu, 2019).
Al damgmanlar ve destek personeli i¢in destege ihtiya¢ duyan 6grencileri
tanimlayarak, zamaninda miidahaleleri kolaylagtirmakta ve damgmanhgi
kigisellestirebilmektedir (Zainuddin, 2024). Fakat empati gibi nedenlerle
ogrencilerin insan damigmanlarin geri bildirimlerini tercih ettikleri ve bu
nedenle insan etkilesiminin esas oldugu belirtilmektedir (Drewery et al.,
2022). AI bireysel 6grenci ihtiyaglarina gore uyarlayarak daha kapsayici
ve etkili 6grenme ortamlar1 yaratabilmektedir (Dai et al., 2020). Bagarili
entegrasyon, tiim paydaglarin ig birligini ve hem siirekli egitim hem de
etik hususlara odaklanmay: gerektirmektedir (Palmer, 2023; Thierry et al.,
2022; Zainuddin, 2024).

3. Al’in Egitimdeki Rolii: Is Giicii Déniigiimii ve Mesleki Geligim
Gereksinimleri

AT'in egitime entegrasyonu, Ozellikle istihdam gekilleri ve ig kayb ile ilgili
olarak hem firsatlar hem de zorluklar sunmaktadir. AP’nin belirli gorevleri
otomatiklestirebilmesi, bu otomasyonun mimkiin oldugu sektorlerde
i§ kaybina yol agabilecegi endigelerine neden olmaktadir (Abid, 2024;
Acemoglu ve Restrepo, 2018; Rickardo, 2023; Xian, 2022). Ancak, ig
kaybinin yani sira Al yonetimi, gelistirme ve etik yonetisim gibi alanlarda
yeni i§ firsatlar1 da ortaya ¢ikmaktadir (Liang, 2024; Najana & Chintale,
2024). Al uzmanlari, veri analistleri ve teknoloji entegratorleri gibi yeni ig
firsatlar1 yaratilmaktadir. AI uzmanlari, Al odakli egitim teknolojilerinin
uygulanmast konusunda uzmanlik saglarken, veri analistleri bu sistemler
tarafindan iiretilen verileri Ogretim stratejilerini gelistirmek ve 6grenci
sonuglarint iyilestirmek i¢in yorumlamaktadir (Chen et al., 2020). Teknik
entegratorler, okullarin  AI araglarim1  miifredatlarina  dahil etmesine
yardimci olarak bu yeniliklerin etkin kullanimini saglamaktan sorumludur
(Fakhar, 2024). Bu degisim, yeni rollerin genellikle ileri beceriler ve egitim
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gerektirmesi nedeniyle isgiicii adaptasyonu ve siirekli 6grenme ihtiyacinin
onemini vurgulamaktadir (Yan, 2024; Zhou, 2023).

AT’1n egitime entegrasyonu, egitimciler ve yoneticiler i¢in gereken temel
becerilerin yeniden degerlendirilmesini gerektirmektedir. Al rutin gorevlere
olan insan giicii ihtiyacini azalttigindan, egitimciler giinceli yakalamak adina
dijital okuryazarlik, veri analizi ve etik Al kullanimi gibi gesitli konularda
ileri diizey bilgi ve becerilere sahip olmahdir (Bankkins et al., 2023; George,
2023; Liu, 2023). Al nedeniyle i kayb1 tehdidi, galiganlar arasinda teknoloji
diigmanlig: ve giivensizlik duygularini tetikleyerek duygusal titkenme ve
memnuniyetsizlige yol agabilmektedir (Jetha et al., 2021; Melemuku, 2023;
Wang, 2024; Xu et al., 2023). Bu nedenle, kurumlar bu etkileri azaltmak
ve insanlarin Al ile birlikte galigabilecegi is birligine dayali bir ortami tegvik
etmek igin destek ve egitim programlar1 uygulamalidir (Bankins et al., 2023;
Wang, 2024). Ayrica, yiiksek vasif gerektiren Al ile ilgili roller, otomasyona
duyarli olanlara kiyasla genellikle daha yiiksek maaglar sundugundan,
gelir esitsizligi baglaminda etik kaygilara neden olmaktadir (Liang, 2024;
Qingxing, 2023).

Bu zorluklar1 ele almak igin, tiim ¢aliganlar1 AI odakli bir ekonomi igin
gerekli becerilerle donatan egitim ve Ogretime ihtiyag vardir (Adigwe,
2024; Zhou, 2023). Egitimciler, Al’ya kars1 olumlu tutum, sistem igindeki
onyargilart elestirel olarak degerlendirme, miidahale etme ve sorumlu bir
sekilde kullanma konusunda gerekli hem teknik hem de etik bilgi, beceri ve
yaklagimlara sahip olmalidir (George, 2023; Almaraz-Lépez, 2023). Siirekli
mesleki geligim, egitimcilerin bu teknolojileri etkili bir gekilde kullanmasi
ve yapay zekanin egitimin ayrilmaz bir pargasi oldugu bir gelecege uyum
saglamalar igin ¢ok 6nemlidir (Mishra, 2024). Egitimciler 6grenci katilimini
tegvik etmeye, proje tabanh 6grenme gibi Al'in gelistiremeyecegi pedagojik
stratejileri uygulamaya odaklanmalidir (Firat, 2023; Purnama et al., 2024).

AT'1n egitime entegrasyonu, kapsamly, siirekli mesleki geligim programlari
aracih@iyla dijital okuryazarliktaki esitsizliklerin giderilmesi, kaynaklara
adil erigim, gelisen teknolojilere uyum saglamak ve egitim firsatlarindaki
tarkliliklart 6nlemek i¢in ¢ok 6nemlidir (Baskara, 2024; Durso & Arruda,
20225 Li, 2023; Wang, 2020). Ayrica, Al kaynakli veri gizliligi ve intihal
gibi etik kaygilar1 gidermek (Adeleye, 2024; Ahmad et al., 2024; Liang,
2023; Pont-Niclos, 2024; Strzelecki, 2023), riskleri minimize ederken,
faydalarini en iist diizeye ¢ikarmak igin agik etik gergevelere ve yonergelere
ithtiya¢ bulunmaktadir.

Ozetle, Al 6lgme degerlendirme ve kaynak tahsisi gibi idari gorevleri
otomatiklestirdiginden, 6gretmenlerin daha fazla 6gretim liderligine ve
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ogrenci katilmina odaklanabilmelerine izin vermektedir (Ghamrawi,
2023; Chen et al., 2020). Bununla birlikte, bagarili Al entegrasyonu,
egitimcilerin hem uygulamalarin1 hem de etik sonuglarini anlamalar igin
Al okuryazarligr gelistirmelerini gerektirmektedir (Lérias, 2024). Mesleki
gelisim programlari, 6gretmenleri At sorumlu bir sekilde kullanma ve
pedagojik etkilerini degerlendirme becerileri ile donatmak igin gereklidir

(Fakhar, 2024; Riitti-Joy, 2024).

4. AT’1in Egitimdeki Rolii: Uyum Becerileri ile Yasam Boyu
Ogrenmenin Rolii

ATl'in egitime entegrasyonu, egitimci ve Ogrencilerin degisen egitim
ve ig ortamlarinda rekabet avantaji elde edebilmeleri ig¢in uyum becerisine
ve yagam boyu Ogrenme anlayigina sahip olmalarini gerektirmektedir.
Uyum, 6grencilerin mevcut ve olasi zorluklarla bag etmelerine yardimci
olurken, onlar1 gelecekteki meslek hayatlarina da hazirlar (Rasulova, 2023).
Egitim alaninda yaganan bu degisim, kigisellestirilmis egitim araciligiyla
ogrencilerin  uyum becerilerini artirmayr gerektirmektedir (Huang &
Lai, 2020; Vainshteina et al., 2018). Cok kiiltiirliiliiglin miifredata dahil
edilmesi, Ogrencilerin ¢egitli ortamlara uyum becerisini artirarak genel
egitim deneyimlerini zenginlestirecektir (He et al., 2021). Ayrica, ¢evrimigi
egitime uyum saglamaya iligkin etkenleri anlamak, uyum becerisi yiiksek
ve sosyal olarak yetenekli bir isgiiclinii yetigtirmek i¢in ¢ok 6nemlidir (Li,
2023,2024).

Yagam boyu 6grenme teorileri, egitim memnuniyetinin ve kariyer uyum
becerisinin, ogrencileri gelecekteki mesleklerine hazirlama siirecinin temel
bilesenleri olarak gormektedir (Tutlu et al., 2019). Isyerindeki siirekli
ogrenme firsatlar1 da galigan yetkinliklerini artirmak ve hizla degisen bir
iggiicii piyasasina uyum saglayabileceklerinden emin olmak i¢in hayati 6nem
tagimaktadir (Noe et al., 2014). Egitim kurumlari, 6grencilerin basarisini
desteklemeli ve onlar1 gelecekteki istihdam belirsizliklerine hazirlamak igin
yagam boyu 6grenmeyi tegvik etmelidir (Petersen et al., 2017). Sonug olarak,
uyum becerisine ve yagam boyu 6grenmeye Oncelik vermek, ogrencilerin
modern iggiiciiniin taleplerini kargilamalar1 i¢in donatilmalar1 agisindan gok
onemlidir.

5. Al’in Egitimdeki Rolii: Mesleki Egitim Programlarinin Rolii ve
Etkileri

Mevcut ve gelecekteki egitimciler igin mesleki egitim programlarinin
gelistirilmesi ve uygulanmasi, gelisen egitim istihdam taleplerini kargilamak
agisindan sarttir. Etkili programlar, 6gretmenlerin pedagojik becerilerini,
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tutumlarini, bilgilerini ve Ogretim stratejilerini  gelistirerek  kapsayici
uygulamalar yoluyla tiim 6grencilerin farkls ihtiyaglarini ele almalarini saglar
(Kurniawati et al., 2016). Bu programlarin basaris1 genellikle, egitim yoluyla
hedeflenen giiglendirilmis 6gretmenlerin mesleki gelisimi ve yetkinlikleri
tizerindeki etkilerine baghdir (Frunta ve Zartaloudi, 2016).

Aday 6gretmen egitim programlar1 hem kigisel hem de mesleki biiyiimeyi
tesvik etsede, iyilestirilmesi gereken alanlar bulunmaktadir (Alabag ve
Yilmaz, 2018). Ozellikle etik egitiminin bu programlara dahil edilmesi gok
onemlidir, ¢iinkii egitimcilerin uygulamalarinda karmagik ahlaki ikilemlerle
baga ¢ikma becerilerini gelistirerek egitim kalitesini ve 6grenci sonuglarini
etkiler (Adib et al., 2019; Al-Disi & Rawadieh, 2020).

Egitim programlari, degisen egitim ortamlar1 sonucu ortaya gikan bilgi,
beceri, tutum ve yeterlilikleri gelistirmeye odaklanmalidir. Ayni zamanda,
ogrenci ve egitimcilerin gesitli ihtiyaglarmi ele almali ve degigen egitim
manzarasina uyum saglamahdir (Makrygiannis et al., 2020). Yapay zekadan
maksimum diizeyde faydalanmak igin, egitim reformlar1 6gretmenleri ATt
ogretim uygulamalarina etkili bir sekilde entegre etme bilgi ve becerisi ile
donatan mesleki gelisim programlarina oncelik vermelidir (Chen, 2022;
Silitonga, 2023). Kapsamli ve siirekli egitim programlari, egitimcileri
kariyerlerinde daha iyi olmaya ve genel egitim kalitesini iyilestirmeye
hazirlamalar1 igin pedagojik becerileri, etik hususlar1 ve adaptasyon becerisini
kapsamalidir. Egitimcilerin, gelisen talepler ve siirekli degisen bir egitim
ortaminda bagarili olmalarini saglamak i¢in bu tiir programlar esastir.

6. Al’m Egitimdeki Rolii: Politika ve Etik Rehberlik

ATl'n egitime entegrasyonu, sektordeki istihdami korurken bu gegisi
desteklemek igin ©6nemli politika reformlar1 gerektirmektedir. Egitim
politikalari, AI entegrasyonundaki farkliliklar1 ele alarak adil erigim, etik
kullanim ve iyilestirilmig sonuglara odaklanmahdir (Arvin, 2023). Erken
yagtan itibaren Al okuryazarhigini ve Al teknolojilerine adil erisimi tegvik
eden politikalar, tiim o6grencileri Al merkezli bir diinyaya hazirlamak
igin sarttir (Woodruff, 2023). Tiim egitimcilerin ve 6grencilerin mevcut
esitsizlikleri daha da derinlestirmemek igin Al araglarina ve egitime adil
erigime sahip olmalar1 gerekmektedir. Al olas: algoritmik 6nyargilar ve veri
gizlilik riskleri nedeniyle dijital esitsizligi genisletme ve marjinal gruplar
orantisiz bir gekilde etkileme potansiyeline sahiptir (Ifenthaler, 2024).

Ayrica, Al araglarinin etik kullanimi ve esitsizlikleri artirma potansiyeli

konusunda artan endigeleri gidermek ig¢in sorumlu kullanimi tegvik
eden ve esitlige odaklanan politikalara ihtiyag duyulmaktadir (Akinayo,
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2024; Eden, 2024; Gligorea, 2023; Tzoneva, 2023). Gelistirilecek etik
cergeveler, algoritmalardaki potansiyel Onyargilart1 veya Ogrencilerin
ogrenme deneyimlerini olumsuz etkileyebilecek durumlar goz oniinde
bulundurmalidir.  Ayrica, tiim 6grencilerin bu araglara erigebilmesini
saglamak icin teknik zorluklar giderilmelidir (Familoni, 2024; Jobin &
Ienca, 2019). Egitimciler, 6grenciler ve marjinal topluluklar da dahil olmak
tizere gesitli paydaglart Al egitim araglar1 gelistirme siireglerine dahil etmek,
etkili ve adil ¢oziimler yaratmak i¢in ¢ok 6nemlidir (Lazarus et al., 2022).
Bu igbirlik¢i yaklagim, AI sistemlerinin adil, kapsayici ve tiim 6grencilerin
ihtiyaglarina gore uyarlanabilir olmasini saglar.

Geligtirilen politika ve gergeveler, Al’daki veri gizliligini ve onyargilart
da ele almalidir (Lin & Yu, 2023). Al’da kullanilan algoritmalarin siirekli
izlenmesi ve anlagilmasi, potansiyel olumsuz etkileri ve onyargilar1 6nlemek
i¢in gereklidir (Klimovd et al., 2023). Kapsaml etik gergeveler gelistirmek,
AT sistemlerinin kigisel verileri nasil yonettigini anlamak ve karar alma
stirecinde  algoritmalardan kaynaklanabilecek onyargilar1 gidermek igin
hesap verebilirlik ve seffaflik saglamak ¢ok 6nemlidir (Aghaziarati, 2023;
Anuyahong, 2023). Veri ihlalleri ve kétiiye kullanim riskini en aza indirmek
igin, veri gizliligi, giivenlik ve egitligi vurgulayan saglam bir diizenleyici
sisteme ihtiya¢ duyulmaktadir (Ma & Jiang, 2023; Yu & Yu, 2023).
Veri iglemede seffaflik saglanmasi ve kullanici gizliliginin  korunmast,
Al teknolojilerine olan giiveni korumak igin elzemdir (Yu ve Yu, 2023).
Ayrica, dijital boliinme ve AI'nin mevcut esitsizlikleri daha da kotiilegtirme
potansiyeli gibi sorunlari ele almak biiylik 6nem tagimaktadir (Ma & Jiang,
2023).

Yapay zekanin mesleki egitime entegrasyonunu destekleyen politikalar,
Al giidiimli bir ekonominin ihtiyaglart ile uyumlu bir iggilicii hazirlamak
icin de ¢ok 6nemlidir (Liang, 2023). Onyargilarin pekismesini veya yeni
ayrimcilik bigimlerinin olugmasini 6nlemek igin, egitimciler, politika yapicilar
ve teknoloji gelistiricileri arasinda ig birligine dayali bir gaba gerekmektedir.
Bu gaba sonucunda, tiim 6grencilerin refahina 6ncelik veren etik yonergeler
gelistirilmelidir (Holmes et al., 2021, 2023; Klimova et al., 2023). Proaktif
olarak bu etik kaygilar1 ele alarak ve Al teknolojilerine egit erigim saglayarak,
egitim kurumlart ATy1 insan rollerinin yerini almak yerine destekleyecek
sekilde etkili bir sekilde entegre edebilir. Boylece, A’nin etik standartlari
korurken egitim sonuglarini geligtirdigi bir ortam tegvik edilebilir. Ayrica,
kapsayici bir egitim ortaminin tegvik edilmesi, Al entegrasyonunun etik
ve teknik zorluklarinin ele alinmasini, tiim egitimciler igin Al araglarina ve
ilgili egitimlere esit erisgimin saglanmasini, etik uygulamalarin ve paydag
katiiminin desteklenmesini ve AP'nin egitim esitligi iizerindeki etkisinin
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stirekli degerlendirilmesini gerektirmektedir. Genel olarak, esitlik, etik
diiglinceleri ve etkili Ogretmen egitimini vurgulayan kapsamli politika
reformlar1, Al’nin egitime bagarili bir sekilde entegrasyonu igin gereklidir.
Bu tiir reformlar, yapay zekanin potansiyelini tam olarak ortaya ¢ikarmak
ve egitimdeki dontigiimii adil ve kapsayict bir gekilde yonetmek igin kritik
oneme sahiptir.

7. Sonug

Yapay zekaninegitime entegrasyonu, kigisellestirilmis 6grenme deneyimleri
saglayarak, idari gorevleri otomatiklestirerek ve Ogrenci sonuglarmi ve
kurumsal verimliligi artirmay1 amaglayan aragtirma yeteneklerini gelistirerek
egitimi 6nemli Olgiide yeniden sekillendirmektedir (Saidakhror, 2024;
Slimi, 2023). Bununla birlikte, bu degisim ig kaybi, 6nemli altyap1 yatirimi
ihtiyac ve egitim personelinin bu teknolojileri etkili bir gekilde kullanma
gerekliligi ile ilgili endigeler dogurmaktadir (Abid, 2024; Saidakhror, 2024).
Al, ogretim rollerinin dogasini degistirmekte, egitimcilerin geleneksel
ogretim pozisyonlarindan mentorlar ve kolaylagtiricilar olarak yeni roller
edinmelerini ve 6grenci katilimini ve 6grenme ¢iktilarini artirmak igin Al
araglarimt kullanmada yeni yeterlilikler kazanmalarim1 gerekli kilmaktadir
(Gogen ve Aydemir, 2020; Kim et al., 2022). Ogrcncileri giderek daha
fazla Al ile ilgili beceriler gerektiren bir ig piyasasina hazirlamak igin, egitim
programlarinda Al okuryazarligi ve yetkinliklerine genig yer verilmelidir
(Benhayoun ve Lang, 2021; Rathore, 2023). Ayrica, 6gretmenler igin
mesleki gelisim programlari, Al okuryazarhgina ve siifta Al araglarinin
etkin kullanimmna odaklanmali, algoritmik onyargi ve veri gizliligi gibi
AT'nin etik sonuglarini anlamalarina katki saglayacak sekilde tasarlanmalidir
(Fahimirad ve Kotamjani, 2018; Lin et al., 2022). Tim paydasglarin bu
stirece katilimi, egitimcilerin en iyi uygulamalari paylagabilecekleri ve Al’'nin
etik kullanimi hakkinda ortak bir anlayis gelistirebilecekleri igbirlikgi bir
ortamin olugturulmasi, Al entegrasyonuna dikkatli ve proaktif bir yaklagim
saglamaya yardimci olabilir (Grassini, 2023). Al okuryazarligini ve paydag
katilmini tegvik ederek, egitim kurumlar1 6grenme ¢iktilarin artirabilir, egit
erigimi destekleyebilir ve etik kaygilar: ele alabilir, 6grencileri A'nin gesitli
endiistrilerle ayrilmaz oldugu bir gelecege hazirlayabilir.
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Chapter 2

Comparing Inclusive Education Practices
Implemented in Schools According to Stages of
Education! 3

Hayriye Selin Karaman?

Ilknur Maya?

Abstract

This paper aims to analyse inclusive education applications used in elementary,
secondary and high schools and to find whether or not the practices differ
according to stages of education. Semi-structured interview technique, one of
the qualitative research methods, was used in this study. 45 school managers
working in schools located in Siileymanpaga district of Tekirdag in 2022-
2023 academic year were interviewed by using the interview form prepared
by the researcher and thus inclusive education activities were implemented in
schools were researched. The findings obtained were analysed in descriptive
analysis method. They were considered separately under the headings of
“Inclusive Education Activities Implemented in Elementary Schools”,
“Inclusive Education Activities Implemented in Secondary Schools” and
“Inclusive Education Activities Implemented in High Schools”, and thus,
efforts were made to find whether or not there were any differences between
practices of inclusive education at different stages of education. While a
great majority of the managers stated their views on inclusive education as
“beneficial, necessary and it should be increased” regardless of the stages of
education, managers of high schools emphasised the need for conducting
activity-based education. While elementary and secondary school managers

1 This paper was produced on the basis of PhD thesis entitled “the Correlations between
School Managers’ Levels of Social Justice Leadership and their Attitudes towards Inclusive
Education” prepared with the Advisory of Professor Dr lknur Maya in Canakkale Onsekiz
Mart University.
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stressed that activities such as “supportive education and education at home”
were done for students with special needs in schools, managers of high
schools stated that programmes for individual education should be designed.
Managers at all stages of education said in relation to children of families with
low socio-economic level that they should be given materialistic and moral
support.

Introduction

Man is a social creature, and each child is born into a society. Yet, although
all children have the same universal rights at birth, they may not have the
same opportunities in the society they were born. Even nutrition need- the
most basic need- can be met in different ways and at different levels by
tamilies. The cognitive, motor and social development of many children
aged under 5 is influenced in negative ways in developing countries due
to poverty, poor health and inappropriate living conditions, and as a result,
more than 200 million children under 5 years old cannot reach their cognitive
development potential (Grantham Mcgregor, ve digerleri, 2007). While this
situation affects children’s healthy growth on the one hand, it also causes the
difference between them and their peers to increase on the other hand. Over
time, the increased differences between children are observed more clearly,
and they affect the degree to which children benefit from education.

Considering the fact that even children who are born into the same
family have differences, it may be difficult for children who are born into
different families and into different opportunities and who lead different
lives to benefit from education to the same extent. Children’s characteristics,
the environment into which they are born and the properties of their family
shape children’s future and they can even cause them to be disadvantaged
compared to their peers. While some children are disadvantaged in front
of their peers because they cannot develop physically and socially due to
various inadequacies, some others are disadvantaged due to the properties of
the family they are born into (socio-economic level, educational level, etc.),
and they cannot benefit equally from education. Yet, right of education is
one of the most fundamental rights of children. Every child has the right of
receiving education to use their capabilities and capacity to the maximum.
Societies should assure individuals’ right of education and right to access
to knowledge while expecting individuals to play their roles and to fulfill
their responsibilities, and should also give them the opportunity to use their
right. Regardless of children’s personal traits physical properties, the family
they are born into and their expectations; countries are liable to respect and
protect children’s right of education and to assure that all children benefit
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from education equally. Education is a human right and is basic to a fairer
society (UNESCO, 2021). Children’s right of education is also mentioned

in several international agreements and texts (Ozaydinlik, 2019).

Geneva Declaration of the Rights of the Children emphasises that
backward children should also be supported beside enabling children’s
physical and psychological development (Geneva Declaration of the Rights
of the Children, 1924). Article 26 of Universal Declaration of Human Rights,
which was signed in 1948, expresses the situation clearly as “everyone has
the right of education. Education is free of charge at least at elementary and
basic levels of education. Elementary education is compulsory” (Universal
Declaration of Human Rights, 1948)European Convention on Human
Rights stressed in 1950 that discrimination of any kind should not be made
(European Convention on Human Rights, 1950). “Convention on Children’s
Rights” signed in 1990 by relevant states pointed out that discrimination
could not be made with any reason while drawing attention to equality of
opportunity in education (Convention on Children’s Rights, 1990). The
movement of education for all- which aimed to make all children and adults
benefit from basic education was started in “Conference on Education for
All” in 1990. It was stated in Salamanca Declaration published in Salamanca
city of Spain in the conference held jointly by Spanish government and
UNESCO in 1994 that each child had characteristics specific to him or her
and that they should be given the opportunity to learn and achieve by letting
them receive education according to their interests, abilities and learning
needs (UNESCO, 1994). In a similar way, legislative regulations were also
made in Turkey. Thus, article 42 of “The Constitution of Republic of Turkey”
lays emphasis on the right of education.

Nobody can be deprived of educational rights. The scope of educational
right is identified and regulated by law. Primary education is compulsory
for all male and female citizens and is free of charge in state schools. The
government provides the necessary aid through scholarship and in other
ways so that successful students who are devoid of financial possibility can
sustain their education (The Constitution of the Republic of Turkey, 1982).

Article 12 of “Primary Education Law no 222 emphasises the necessity
for children with special education needs to be supported in the statement
“children who are at the age of primary education but are mentally, physically,
psychologically and socially disabled are offered the opportunity to receive
special education” (Law of Primary Education No 222, 1961).

Inclusive education, which is based on laws, emerged in the late 20™
century and began to find a place in the educational policy of several
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countries in the late 21* century. Inclusive education is a process which
supposes that educational process should be arranged in a way that offers
equal opportunity to all children regardless of their religion, race, gender and
medical and socioeconomic status so that they can benefit from education
equally. United Nations Educational Scientific and Cultural Organisation
(UNESCO) defines it as responding to learners’ differences and needs by
promoting their participation in learning, in culture and in the society, by
making them remain in education and by reducing their isolation from
education and directing them (UNESCO, 1994). It also contains the
modifications made in content, structure, approaches and strategies with
perspective including all the children within the appropriate age range and
with belief in responsibility of the educational system (UNESCO, 2005).
Its goal is to conduct a process of education which enables disadvantaged
children to exercise their right of education in equal circumstances with other
children without isolation or discrimination. In brief, inclusive education
is everybody’s access to education- which is a fundamental right (Stubbs,
2008).

Inclusive education has to do with regulating education in the way that
meets the needs of all learners rather than with adaptation of children with
different needs and properties into the system. Stubbs (2008), explains
the difference between inclusive education and special education with two
different models. The author stresses in the social model involving inclusive
education and education for all that both the problem and the solution are
in the society and in the educational system (Stubbs, 2008). What needs to
be changed is the structure of schools, methods and techniques used in the
classroom and teachers’ and parents’ way of looking at differences- and not
the properties of children- in inclusive education. Studies concerning and
regulations directed to inclusive education were started in Turkey as well as
in several countries with high academic achievement. Maya and Karaman
(2021)- in a study analysing the inclusive education studies conducted in
countries with high academic achievement- found that effective studies on
inclusive education were conducted, educational systems and educational
environments were regulated in a way that addressed all students and that
the activities done in classrooms were arranged in such a way that they suited
to students who came from different environments and who had difterent
characteristics in those countries (Maya & Karaman, 2021).

Various regulations and studies concerning inclusive education have
also been done in recent years in Turkey. Ministry of National Education
positioned its document of vision on the basis of “ensuring that all girls and
boys at school age can have access to education, drop outs are prevented
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and those children can exercise their educational rights on all dimensions”
(MEB, 2019). Besides, Teacher Training Project on Inclusive Education
Teacher Training Module was also done under the coordination of Erciyes
University with cooperation between Ministry of National Education and
UNICEF; in-service training modules for teachers and self-learning models
were formed from those modules which were created under 10 headings

(MEB, 2022).

This study aims to identify the inclusive education practices made at the
stages of primary school, secondary school and high school on the basis
of school managers’ views, and to find whether or not the practices differ
according to stages of education.

The current study seeks answers to the questions formulated below:

1. What inclusive education practices are available in primary schools
according to the views of primary school managers?

a) What are the views of primary school managers on inclusive
education?

b) What are the inclusive education activities that should be used
primary schools according to the views of primary school managers?

* What activities should be done/ are done for students with
special needs according to the views of primary school
managers?

¢ What activities should be done/ are done for students coming
from families with low socio-economic level according to the
views of primary school managers?

2. What inclusive education practices are available in secondary schools
according to the views of secondary school managers?

a) What are the views of secondary school managers on inclusive
education?

b) What are the inclusive education activities that should be done
in secondary schools according to the views of secondary school
managers?

* What activities should be done/are done for students with
special needs according to the views of secondary school
managers?
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* What activities should be done/are done for students coming
from families with low socio-economic level according to the
views of secondary school managers?

3. What inclusive education practices are available in high schools
according to the views of high school managers?

a) What are the views of high school managers on inclusive education?

b) What are the inclusive education activities that should be done in
high schools according to the views of high school managers?

* What activities should be done/are done for students with
special needs according to the views of high school managers?

*  What activities should be done/are done for students coming
from families with low socio-economic level according to the
views of high school managers?

Method

Research Design

This study -which aims to identify the inclusive education practices
available in primary, secondary and high schools and to find whether
the practices differ according to the stages of education- uses qualitative
research method. The purpose in a qualitative study is to reveal the
meanings that individuals who are the subject matter of the study assign
to events, experiences or problems. Semi-structured interview, one of the
qualitative study methods, was used in data collecting the data. Semi-
structured interview is a method in which pre-determined questions or
questions appropriate for the arising issues during the interview can be
asked (Giiler, Halicioglu, & Taggin, 2015, s. 41-133)The current study uses
a phenomenological design because it involves various responses given to
or perceptions held by school administrators working in schools located in
Siileymanpaga district of Tekirdag in relation to a certain phenomenon. In a
phenomenological study, a researcher investigates individuals’ responses to
or perceptions of a certain phenomenon. The researcher tries to identity the
common responses or perceptions by analysing several perceptions held by
different participants (Yalgin, 2022). The research population was composed
of the managers of 65 schools located in Stileymanpasa district of Tekirdag
in 2022-2023 academic year. The population was used as the sample for the
research and 45 of the school managers who agreed to take part in the study
were interviewed.



Hayriye Selin Kavaman / Wenur Maya | 29

Data Collection Tool

The interview form prepared by the researcher was used in this current
study. Relevant literature was scanned, scientific books on inclusive education
and educational practices were reviewed and the disadvantaged groups
were determined by analysing the theses published in recent years before
preparing the interview questions. The interview form was prepared so as to
find whether or not the school managers had participated in any in-service
training about inclusive education before, to find their views on inclusive
education and to find the practices whose target group was disadvantaged
groups. The form contained 3 open-ended questions.

Participants

The study group was composed of 45 administrators 19 of whom
worked in primary schools, 12 of whom worked in secondary schools and
14 of whom worked in state high schools located in Siilleymanpasa district
of Tekirdag in 2022-2023 academic year. 10 (22.2%) of the participants
were female whereas 35 (77.7%) of them were male. 8 participants (17.7%)
were under 44 years old while 31 (68.8%) were between 45-54 years old
and 6 (13.3%) were above 55 years old. Of them, 40 (88.8%) were married
but 5 (11.1%) were single. 18 participants (40%) were classroom teachers
(primary school teachers) while 27 participants (60%) were teachers of
other branches. 28 (62.2%) of them held a graduate degree whereas 17
(37.7%) of them held a post-graduate degree. As to their seniority, it was
found that 10 of them (22.2%) had 11-21 year experience while 35 (77.7%)
had 22 year or more experience. While 15 participants ( 33.3%) had under
10-year management experience, 11 (24.4%) had 11-15 year experience and
19 (42.2%) had 16 year or more experience in management. 19 (42.2%) of
them were the managers in primary schools, 12 (26.6%) were the managers
in secondary schools and 14 (31.1%) were the managers in high schools.
Of them, 23 (51.1%) had been managers for 0-4 years in their school, 10
(22.2%) had been managers for 5-8 years in their school and 12 (26.6%)
had been managers for 8 years or more in their school.

Data Collection & Analysis

45 school managers who volunteered to take part in the study were
interviewed in person and face-to-face by making an appointment beforehand
by using the interview form at the stage of data collection. The interviews
lasted approximately 20 minutes. The participants stated their views in
writing and orally during the interviews, and no interventions were made to
their responses.
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The data collected through interview technique -a method of qualitative
study- were put to descriptive analysis. Descriptive analysis aims to reach
conclusions by systematically and clearly describing the findings with the help
of pre-determined themes, by presenting them to readers in an organised and
interpreted way and by setting up a cause and effect relationship (Yildirim
& Simgek, 2018). The collected data were summarised and interpreted by
creating codes under pre-determined themes.

Results

The findings obtained in the study suggested that 19 of the participants
who were interviewed were the managers in primary schools, 12 were the
managers in secondary schools and 14 were the managers in high schools. It
was found that 17 of the 19 primary school managers, 11 of the 12 secondary
school managers and 10 of the 14 high school managers had received in-
service training in inclusive education. In other words, 38 out of 45 school
managers were found to have received training in inclusive education and
were knowledgeable about it.

Statements made by some of the participants in velation to training
they received ave as in the following: “I joined the 7-day, 40-hour training
offeved by the Ministry of National Education on Inclusive Education:
Training Managers’in 2018.” (P1). “I joined 3 traininyg sessions and 680-
hour course” (p41).

1) Inclusive Education Practices available in Primary Schools

a) The primary school managers’ answers to the question “What do you
think about inclusive education?” are shown in Table 1.

Table 1. Primavy School Managers’ Views on Inclusive Education

Theme f Participants
What do you think  Education altogether, together 3 P3, P32, P22
a(l;out 1.nc1:1s1ve Beneficial, necessary, it should 9 P4, P17, 120, P23, P24,
education: be increased P30, P35, P39, P41,

Equality in opportunity, equal 3 P5, P6, P25
and fair education

Interest, demand and need 3 P32, P36, P40

An examination of Table 1 makes it clear that primary school managers’
views are clustered around four themes labelled as “education altogether,
together”, “beneficial, it should be increased”, “equality in opportunity,
equal and fair education” and “interest, demand and need”.
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Some of the participants stated their views as in the following: “Inclusive
education and academic studies on students in this group and their fumilies
and velevant practices should be under the control of the government. Those
students should be in classroom envivonment when possible” (P22). “It is
right to vaise them (those students) in school environment, but it is not
sufficient on its own” (P35). “Inclusive education is important because
it offers all students equal and fuir education” (P5). “It eliminates the
differences of students needinyg special education as far as possible. It offers
education supportive of students’ interest and needs” (P36).

b) The primary school managers’ answers to the question “What are the
inclusive education activities that should be used in primary schools?” are
shown in Table 2.

Table 2. Primary School Managers’ Views on Inclusive Education Activities that Should
be Done in Primary Schools

Theme f Participants
What are the inclusive Informing parents and teacher 4 Do, P17, 120,
education activities that P41
should be used in primary Cultural and artistic activities 5 D5, P23, D28,
schools? P39. P40
Supportive education, 3 P3,P36
individualised curriculum(IC),
Stakeholder cooperation 3 P4,P32,P35
Changes in instruments, materials 2 P24, P30

and methods

It is clear from Table 2 that the primary school managers’ views on
inclusive education activities that should be done in primary schools fall
into five themes labelled as “informing parents and teacher”, “cultural and
artistic activities”, “supportive education, individualised curriculum(IC)”,
“stakeholder cooperation” and “changes in instruments, materials and

methods”.

Some of the participants stated their views as in the following:
“Informing activities can be done in the form of in-service training,
seminars or confevences” (P6). “Each student’s intevest, abilities and skills
should be vevealed. Programmes should be developed accordingly. Activities
of sport, art and game should be increased” (P40). “Students should benefit
Sfirom supportive education voom throuwgh 1C” (P3). “work should be done
in cooperation with paediatricians (child trawmas). Education cannot
be conducted in inclusive education without overcoming child trawmas.
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Supportive education should be used and education should continue
along with peers” (P4). “physical, social and cultural activities should be
organised in schools so that disadvantaged students can join educational
activities. These regulations may be the modifications to be made in teaching
materials, in the physical structure of the school or in school culture” (P24).

¢) The primary school managers’ answers to the question “What activities
should be done/are done for students with special needs?” are shown in

Table 3.

Table 3. Primary school managers’ Views on activities that should be done in primary
schools for students with special needs

Theme f Participants
What activities should Supportive education, 10 P3, P4, P17, P20, P23,
be done/are done for  education at home P24, P30, P32, P36, P44
students with special
needs? 1C, EC 5 P22, P35, P39, P40, P41

Education according to 2 P5,P28
student

We have no activities 2 P6, P26

IC: Individualised curviculum | EC: Enviched Curviculum

According to Table 3, the primary school managers’ views on the
inclusive education activities that should be done in primary schools for
students with special needs are clustered around four themes labelled as
“supportive education, education at home”, “IC (individualised curriculum),

»

EC (enriched curriculum)”, “education according to student” and “we have
no activities”.

Some of the views stated by the participants werve as in the following:
“Deficiencies ave corvected in the supportive education room. Guidance is
offeved to family members. Relevant institutions ave contacted” (P17). “Work
can be done for students with special needs in accordance with legisiative
provisions. Students subject to 1IC and EC ave evaluated according to their
status” (P40). “Activities suitable to students’ development level ave offered.
Assignments and activities ave given by dversifying them. Competitions
suitable to each student’s level and capabilities ave ovganised” (P5).
“Seminars and in-service training can be offered. We have no activities in
our school” (P6).
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d) The primary school managers’ answers to the question “What activities
should be done/are done for students coming from families with low socio-
economic level?” are shown in Table 4.

Table 4. Primary school managers’ views on activities that should be done for students
coming firom families with low socio-economic level

Theme f Participants
What activities should be Job opportunity for families 1 P4
done./ are done for‘s.tuder'lts Cooperation with stakeholders 3 P24,P39, P44
coming from families with ) ]
low socio-economic level? Supportive education 1 Po
Participation in social activities 2 P17, P35
9 D5, P20, P22, P23,

They should be supported

financially and morally P28, P30, P36, P40,

P41

As is clear from Table 4, the primary school managers’ views on inclusive
education activities that should be done for students coming from families
with low socio-economic level are clustered in five themes labelled as “job
opportunity for families”, “cooperation with stakeholders”, “supportive
education”, “participation in social activities” and “they should be supported
financially and morally”.

Some of the views stated by the participants were as in the following:
“Enabling them to veceive aid in school, in the distvict and in the province,
creating job opportunities for those families” (P4). “We try to give support
to those students in cooperation with non-governmental organisations,
mumicipalities and pavent-teacher association” (P24). “They can be
offered supportive education outside school hours” (P6). “Activities are
done for pavents. Social activities ave done for children” (P17). “Students
with low income are supported with the help of pavent-teacher association,
Directorate of National Education and non-governmental orvganisations.
They arve given moval support through negotiations with the school guidance
service” (p5).

2) Inclusive Education Practices available in Secondary Schools

a) The secondary school teachers” answers to the question “What do you
think about inclusive education?” are shown in Table 5.
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Tible 5. Secondary School Managers’ Views on Inclusive Education

Theme f Participants

What do you think about Education altogether, together 1 P2
inclusive education?

b

Beneficial, necessary, it should 9 P7, P9, P11, P14,
be increased Ple, P21, P25, P31,
P42

Equality in opportunity, equal 1 P43
and fair education

Interest, demand and need 1 P34

According to Table 5, secondary school managers’ views fall into four
themes labelled as “education altogether, together”, “beneficial, it should be
increased”, “equality in opportunity, equal and fair education” and “interest,
demand and need”.

Some of the participants stated their views as in the following: “I think
that all childven ave special and that they should be altogether without
discrimination and by providing the necessary materials” (P2). “Important
in terms of equality in opportumity” (P43). “Students’ adaptation into
school should not be expected in inclusive education. In my opinion, school
conditions should be made suitable to students” (P34).

b) The secondary school managers’ answers to the question “What are
the inclusive education activities that should be used in secondary schools?”
are shown in Table 6.

Table 6. Secondary School Managers’ Views on Inclusive Education Activities that
should be Done in Secondary Schools

Theme f TParticipants
What are the inclusive Informing parents and teachers 2 P2,DP34,
education activities . Cultural and artistic activities 3 P11,pl6, P25
that should be used in
secondary schools? Supportive education, education at 1 P7

home”,

Changes in instruments, materials, 1 P14
methods and techniques

Attending school 1 P21

An examination of Table 6 makes it clear that the secondary school
managers’ views on the inclusive education activities that should be done
in secondary schools fall into five themes labelled as “informing parents and
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»  CC » CC

teachers”, “cultural and artistic activities”, “supportive education, education
» <«

at home”, “changes in instruments, materials, methods and techniques” and
“attending school”.

The views stated by some of the participants weve as in the following:
“offering seminars to pavents and students, doing adaptation activities so
that education is carvied out with no problems, organising joint activities
so that disadvantaged students and other students can work jointly” (P2).
“They should be activity oviented, common behaviours should be determined
between teachers, cultuve shaving between childven” (P11). The number of
supportive education and education at home should be increased by offering
awareness seminars” (P7). Training on material development and activity
should be popularvised” (P14). “ensurving student attendance, making
students available in environments of working harmoniously with their
friends” (P21).

¢) The secondary school managers’ answers to the question “What
activities should be done/are done for students with special needs?” are
shown in Table 7.

Table 7. Secondary school managers’ views on the inclusive education activities that
should be done for students with special needs in secondary schools

Theme f Participants

What activities should be Supportive education, education at 3 P7, P11, P16
done/are done for students home

with special needs? IC 1 P25,
Education together 3 D31,DP34, P43
Education according to students 2 P9, P21
Seminars and adaptation education 1 P2

IC: Individualised curviculum

It is clear from Table 7 that the secondary school managers’ views on
inclusive education activities that should be done for students with special
needs in secondary schools are clustered in five themes labelled as “supportive

>

education, education at home”, “IC (individualised curriculum)”, “education

»

together”, “education according to students” and “seminars and adaptation
education”.

Some of the views stated by the participants were as in the following:
“Supportive education should be offered at times outside lesson time. Yes. We
have supportive education and education at home practices in our school”
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(P7). “We have IC planning and one-to-one lesson practice in educational
support voom in our school for students with special needs” (P25). “We
work on implementing the principle of least vestricting environment in our
school. In this way, our special education students learn most of the cultural
courses with other students” (P34). “We have such students in our school.
Classroom envivonment in the school was adjusted to them. Besides, children
are together in classroom envivonment and during breaks and they spend
time together” (P21). Teaching materials were provided, seminars and
traiming were offeved, IC plans were prepaved and thus, implementation of
teaching was focilitated. Adaptation work was done” (P2).

d) The secondary school managers’ answers to the question “What
activities should be done/are done for students coming from families with
low socio-economic level?” are shown in Table 8.

Table 8. Secondary school managers’ views on activities that should be done in secondary
schools for students coming firom families with low socio-economic level

Theme f Participants

What activities should be ~ Cooperation with 1 P34

done/are done for students stakeholders

coming from families with

low socio-economic level?  They should be supported
financially and morally

11 P2, P7, P9, P11,
P14, P16, P21, P25,
P31, P42, P43

According to Table 8, the secondary school managers’ views on the
inclusive education activities that should be done in secondary schools for
students coming from families with low socio-economic level are clustered
in two themes labelled as “cooperation with stakeholders” and “they should
be supported financially and morally”.

Some of the views stated in this vespect werve as in the following: “Those
students were allowed to benefit from the same opportunities as other students
by working jointly with school administration, parvent-teacher association,
teachers and other stakeholders. Theve are no differences between students
in socio-economic status in our school” (P34). “Financial mid is provided
through pavent-teacher association and benevolent parents. Clothing

materials and food provision sent by municipalities and foundations are
also distributed” (P2).

3) Inclusive Education Practices Available in High Schools

a) The high school managers’ answers to the question “What do you
think about inclusive education?” are shown in Table 9.
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Table 9. High School Managers’ Views on Inclusive Education

Theme f TParticipants

What do you think Education altogether, 2 P29,P37

about inclusive together

education? Important, beneficial, it 10 P10, P12, P13, P15, P18,
should be supported P19, P27, P33, P38, P45
Interest, demand and need 1 P8
If need is felt 1 Pl

As clear from Table 9, high school managers’ views are clustered in four
themes labelled as “education altogether, together”, “important, beneficial,

it should be supported”, “interest, demand and need” and “if need is felt”.

Some of the views stated by the participants werve as in the following: “I
am one of those who faced the difficulties of starting primary school without
learning Turkish when we came to Turkey. Schools are embracive, tolerant
and are vesponsible for bringing students with any kind of awareness
together in educational envivonments and prepaving them for life” (P29).
1 agree with the goals and targets of inclusive education. I believe that it is
a social strugygle” (P18). “I think that it should be applied to all individuals
who need it” (P8). “Not in all schools but in the ones where necessary (when
needed)” (P1).

b) The high school managers’ answers to the question “What are the
inclusive education activities that should be done in high schools?” are
shown in Table 10.

Table 10. High School Managers’ Views on Inclusive Education Activities that should be

Done in High Schools

Theme f TParticipants
What are the Informing parents and teachers 3 P1,P18, P33
inc.lu_si_ve education Activity-based education 3 P10, P12, P29
activities that
should be done in  Integration, Mainstreaming 2 P13,P19
high schools? Supportive education, education at home 2 P37, P38

In accordance with needs 2 DP27,P45

We have no students or such activities 2 P8,Pl5

According to Table 10, high school managers’ views on the inclusive
education activities that should be done in high schools are clustered in
six themes labelled as “informing parents and teachers”, “activity-based
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education”, “integration, mainstreaming”, “supportive education, education
at home”, “in accordance with needs” and “we have no students or such
activities”.
Some of the views stated by the participants werve as in the following:
“work on raising consciousness should be done. In-service training, a group
should be formed for inclusive education” (P18). Any kind of activity
which accepts diffevences with tolerance, which adds a colour to the society,
which reduces peer pressure and which eliminates teacher prejudice is
acceptable” (P29). “work should be done for students who are within the
scope of commingling and integrating. I consider the implementation of
the project especially in vocational high schools important” (P13). “support
education rooms, students who cannot come to school join classes at home”
(P37). “Activities to reintegrate individuals into society should be done
alonyy with applications in accordance with their needs beginning at early
childhood” (P27). “I haven’t thouwght about it because we have no such
students in our school” (P8).

¢) High school managers’ answers to the question “What activities should
be done/are done for students with special needs?” are shown in Table 11.

Tible 11. High school managers’ views on the inclusive education activities that should
be done in high schools for students with special needs

Theme f Participants

What activities should Supportive education, education at 3 P12, P37, P38
be done/are done for  home
students with special IC

e 4 P1,P13, P27, P29
Education together 2 P19, P45
Seminars and adaptation education 1 P18
We have no such students or activities 4 P8, P10, P15, P33

IC: Individualised curviculum

It is clear from Table 11 that high school managers’ views on the inclusive
education activities that should be done in high schools for students with
special needs fall into five themes labelled as “supportive education, education

at home”, “IC”, “education together”, “seminars and adaptation education”
and we have no such students or activities”.

Some of the views stated by the participants were as in the following:
“plans suitable to them arve made and additional classes ave offered to them
in courses they have difficulty and pavent-student-teacher meetings are
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organised under the coordination of guidance service reqularly. Students
with special needs should be treated equally” (P12). Our teachers ave offered
traiming activities with guide teachers in accordance with IC plans” (P1).
“Such students should rveceive education with supportive matevials beside
being educated along with other students. Individuals should be informed
corrvectly of perspectives about them” (P19). “consciousness raising work is
done in in-class production aveas and in workshops in the fact that those
students ave sensitive and are entrusted to us” (P18).

d) The high school managers’ answers to the question “What activities
should be done/are done for students coming from families with low socio-
economic level?” are shown in Table 12.

Table 12. High school managers’ views on the inclusive education activities that should
be done for students coming firom families with low socio-economic level in high schools

Theme f Participants

What activities should  Determining the situation 2 P1, P19
be done/are done for

X Cooperation with 1 P38
stuc!e'nts coming fron'1 stakeholders
families with low socio-
economic level? They should be supported 8 P10, P12, P18, P27,
financially and morally P29, P33, P37, P45

We have no such activities in 3 P8, P13, P15
our school

As is clear from Table 12, high school managers’ views on the inclusive
education activities that should be done for students coming from families
with low socio-economic level in high schools are analysed in four themes
labelled as “determining the situation”, “cooperation with stakeholders”,
“they should be supported financially and morally” and “we have no such
activities in our school”.

Some of the views stated by the participants were as in the following:
“m my opinion, the type of support to be given can be identified after
determining the situation through visits” (P1). “School administration
and school guidance service monitor the students who financial state is
weak and the necessary support is provided for them by means of pavent-
teacher association and the velevant stakeholders” (P38). “Students should
be supported through pavent-teacher association” (P10). “There are no such
activities. Such students should be given wages monthly or weekly and they
should be made to join activities along with their peers” (P13).
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Discussion, Conclusions and Recommendations

This paper aimed to find whether or not school managers’ thoughts on
inclusive education and the inclusive education activities done in schools
differed at the stages of primary school, secondary school and high school.
The analyses performed for the collected data showed that primary school,
secondary school and high school managers considered inclusive education
beneficial and necessary and that they thought inclusive education activities
should be increased. Besides, they also described inclusive education
as a process in which all children receive education altogether; and they
emphasised that it secured equality opportunity in education and that
it should be performed in accordance with children’s interest, need and
demands.

As to the administrators’ views on inclusive education activities that
should be done in schools, while primary and secondary school managers
argued that all the students should be included in cultural and artistic
activities to be done in schools; high school managers stated that activity-
based education should be offered to address all students. In addition to that,
the managers of all stages of education stressed that parents and teachers
should be informed of inclusive education and that they should be offered
seminars and in-service training.

On examining the activities that should be done in schools for students
with special needs, it was found that primary and secondary school managers
said such students are offered supportive education and education at home
and they also said such activities should be done. High school managers,
on the other hand stated that individualised curriculum plans should be
implemented and are implemented. Some of the managers said that such
activities were not done in their school since they did not have such students.
In relation to students coming from families with low socio-economic level,
primary school, secondary school and high school managers emphasised
that those students should be supported financially and morally so that they
can benefit from education equally. They stated that aid is given to such
students in various forms (financial aid, food and clothing) in cooperation
with stakeholders.

As a result, it was found that the activities done in schools differed
according to stages of education. Accordingly, while the inclusive education
activities done in primary and secondary schools were cultural and artistic
activities, the ones done in high schools were mostly individual activities. It
might be attributed to the fact that primary schools and secondary schools
aim to offer basic education and to raise individuals who are sensitive to the
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society and who are good citizens. On the other hand, high schools prioritise
individual goals because they are the institutions which aim to prepare

individuals to occupations and to life. It was also found in this study that

the inclusive education activities done in schools were determined according

to needs, that no activities were done in matters for which need was not felt

and that activities according to legislation provision and activities available

in the curriculum were done.

In conclusion, recommendations listed below may be made to the

Ministry of National Education and to the prospective researchers:

Teachers may be offered in-service training and parent may be offered
seminars on inclusive education.

Institutions which do positive activities for disadvantaged students
can be awarded.

Regulations requiring the implementation of inclusive education can
be made in legislation.

The opinions of teachers, who are the practitioners of inclusive
education, can be consulted.

Disadvantaged students’ parents’ views on inclusive education can be
consulted.
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Abstract

In this quantitative study which aims to reveal the relationship between
teachers’ perceptions of organizational cynicism and organizational ostracism,
the relational survey model was used. 260 teachers randomly selected with
disproportionate cluster sampling from the teachers working in official
secondary schools in Karabaglar district of Izmir province in the 2019-
2020 academic year constituted the sample of the research. “Organizational
Cynicism” scale and adapted into Turkish by Kalagan and Giizeller (2008) and
“Organizational Ostracism” scale adapted into Turkish by Keklik et al. (2013)
were used as data collection tools. As a result of the study; it was revealed that
teachers were frequently experinced both the cynicism and ostracism in their
schools. Also, it was found out that female and married teachers were more
exposed to organizational cynicism and ostracism compared to male and single
teachers and school administrators. Lastly, a positive and moderate relationship
between teachers’ perceptions of organizational cynicism and ostracism was
identified and teachers’ perceptions of organizational cynicism were found
to be a significant predictor of their perceptions of organizational ostracism.
Considering the results of the research, such suggestions as organizing in-school
and out-of-school activities, attaching more importance to communication and
building a more democratic and interactive school climate, etc were put forward.
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1. Introduction

People spend a significant part of their lives in organizations and the
ability of organizations to survive and achieve their goals depends on the
quality of their human resources. One of the main factors determining the
quality of human resources is the happiness and well-being of employees.
As a matter of fact, it has been observed that if people enjoy their work life,
they reflect this primarily to the increase of their own life energy, but also to
their family and business life positively (Oriicii, Yumusak, & Bozkir, 2006).
Therefore, meeting the emotional, spiritual and social needs of employees
constitutes a serious importance for organizational management (Bagaran,
2000). However, it is possible that organizations include the weaknesses
as well as the strengths of their employees and that these weaknesses
may lead to various conflicts (Baltag, 2006). In the work environment,
manager-managed relationships are sometimes squeezed between personal
expectations and interests, and this situation may cause employees to exhibit
negative behaviors (Asunakutlu & Safran, 2006).

The number of studies on the negative behaviors that employees exhibit
towards each other in organizations is increasing day by day. Behaviors
such as humiliation, name-calling, and nickname-calling towards or among
employees in organizations, which reduce self-confidence and decrease work
performance, have become an area of interest for unions, organizations, and
researchers in many countries (Cowie, Rivers, Naylor, Pereira, & Smith,
2002, p.34).

Since the work motivation and job satisfaction levels of employees are very
important in terms of organizational efficiency, they are increasingly taken
into consideration by organizational managers. Any situation that prevents
the work motivation and job satisfaction of organizational employees poses
a threat to the organization. Among these threats, organizational ostracism
and organizational cynicism have an important place. The situations of
ostracism and cynicism that can be experienced by employees within the
organization pose serious risks for the organization at both individual and
organizational levels.

Educational organizations are organizations whose subject and object are
human beings and where human relations are vital for the existence of the
organization. The school is the smallest unit of the educational organization
and is an organization formed by educational members united for the same
purpose. The education system and schools are too comprehensive and
complex to be realized by a single person alone and require cooperation
(Bagaran & Cimnkir, 2011). Such cooperation is only possible in school
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cultures where students, teachers and administrators can come together in
harmony and minimize negative feelings and experiences such as cynicism
and ostracism.

The development and enlightenment of societies is largely possible
through the education of the individuals who make up the society.
Educational organizations can be considered as important structures in this
respect. Teachers and educational administrators are of great importance
for educational organizations to achieve their goals. It is very important
for teachers and administrators to work as a team to realize the aims of
the school and to feel a sense of belonging to the school where they work.
Therefore, the negative situations they may expose in terms of their need for
collaborative social relations with their colleagues may lead to undesirable
experiences in their social lives and organizational lives. In this context, it
is thought that examining the cynicism and ostracism situations that may
negatively affect the effectiveness and efficiency of the school organization
is important for both school organizations and the administrators, teachers
and students working in these schools.

2. Literature Review

2.1. Organizational cynicism

As a human concept, cynicism has a multidimensional structure and
constitutes the subjects of different disciplines such as philosophy, sociology,
political sciences, religion, management and psychology. The concepts
of cynic and cynicism have been reproduced in different meanings from
cynicism teachings over many years (Dean, Brandes, & Dharwadkar, 1998)
and conceptualized in the sense used today. In its simplest form, cynicism is
defined as “dislike and distrust of others” (Brandes et al. 2008).

Cynicism is a very new subject area in the organizational behavior
literature and has attracted the attention of researchers working in different
fields such as human resources management, business ethics, public
relations, business management since the 1990s (James, 2005; cited in
Tinaztepe, 2012). Brandes et al. (1999) saw organizational cynicism as the
suspicion and distrust that employees feel towards the organizational order
and listed the causes of cynicism as employees’ contempt for each other,
accusing each other of selfishness, and underestimating the management,
and argued that these attitudes cause employees to dislike the organization.
Similarly, Dean et al. (1998) defined organizational cynicism as the
negative attitudes of organizational employees towards the organization
they work for and discussed these attitudes in three dimensions: cognitive,
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affective and behavioral. In the cognitive dimension of organizational
cynicism, individuals are seen as lacking organizational principles and rules,
disregarding ofticial affairs and rules, exhibiting inconsistent, cheating and
lying behaviors, having problems in trusting other people, and exhibiting
characteristics that prioritize personal interests (Brandes, et al., 1999; Dean
et al, 1998); in the emotional dimension, they are seen as individuals who
not only have beliefs about the organization, but also have emotions such
as anger, shame, resentment, hatred, self-righteousness, disappointment and
distrust towards the organization (Abraham, 2000; Dean et al., 1998, p.346;
Kalagan, 2009). Similarly, in the behavioral dimension, employees who
exhibit cynical behavior in their organizations are seen as individuals who
have pessimistic predictions about future ideas, events or situations, cynical
humor and attitudes, hopeless approaches and strong critical expressions
(Kutanig & Cetinel, 2010; Ozgan et al. 2012; Ozgener et al., 2008).

Cynicism in the organization may arise from various factors such as
mismanagement of change efforts, wrong role burden and excessive stress,
failure to meet organizational and personal expectations, insufficient social
support, promotion problems, goal conflict, organizational complexity,
deficiencies in decision-making processes, communication problems,
psychological pressure, etc. (Andersson, 1996; Reichers, Austin, and
Wanous, 1997; Wanous, Reichers, and Austin, 1994; as cited in Cop,
Altinodz, and Sigimigin, 1994) and may lead to low performance (Byrne &
Hochwarter, 2008) with feelings of frustration, hopelessness, frustration
and insecurity (Andersson & Bateman, 1997).

In educational organizations, factors such as the complex structure
of education systems, bureaucratic processes, institutional difficulties,
teachers’ inadequacies, educational policies that do not support teachers
and students, low motivation and interest of students towards school are
effective in teachers’ having cynical attitudes and behaviors (Akar, 2018;
Akpolat & Oguz, 2021; Dagyar & Kasalak, 2018). Cynicism in educational
organizations can have serious consequences on employee motivation, job
satisfaction and overall performance. Research has shown that teachers with
high levels of cynicism may be less committed to their jobs, experience more
burnout, have lower job satisfaction, and feel more feelings of alienation and
exclusion (Celik & Demirtas, 2021; Korkmaz & Karabulut, 2021; Yildiz,
Akgiin, & Yildiz, 2013).
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2.2. Organizational Ostracism

There are various discourses in the literature on the definition of the
concept of ostracism, which is thought to have existed since the moment
people started living together, and the common features of all these
definitions are expressed as “ignoring, abandonment, exclusion, rejection,
disregard, ignoring, exclusion, disregard” (Greenberg & Edwards , 2009;
Mlika, Khelil, & Salem, 2017; O’Reilly et al. 2014).

Ostracism is manifested everywhere in various social situations and has
negative consequences for individuals (Ramsey & Jones, 2016). For this
reason, it can become a part of individuals’ lives, with the possibility of
being constantly confronted throughout their lives. Individuals have the
potential to be the source of ostracism throughout their lives, but they also
have the potential to exclude throughout their lives (Williams, Cheung, &
Chot, 2000). Ostracism can occur not only in the form of direct or indirect
prevention or reduction of one’s social relations, but also in the form of
virtual isolation (removal from virtual games, not responding to one’s
e-mails) and physical isolation (Williams & Sommer, 1997).

Since ostracism is a situation that has existed and is likely to exist since
primitive societies, it is usual to be exposed to ostracism or to resort to
ostracism in organizations as a social system. It is possible to say that the
reasons for the development of ostracism in the organizational context are
the consequences of modern life (social reason), the processes brought about
by organizational policies (organizational reason) and the characteristics of
the people who are subjected to ostracism (individual reason).

Foster (2012) considers ostracism as the process of displaying negative
attitudes towards the organization when an individual does not feel part of
the organization. The severity and content of ostracism in organizations also
differ. In some cases, ostracization may take the form of rejecting the person,
sometimes trying to ignore the person and communicating with the person
as limited as possible (Scott, 2007).

Perceiving, measuring and documenting organizational ostracism is not
possible in all cases. Because it is not easy to determine the exact boundaries
of organizational ostracism (Williams, 2001). Moreover, in some cases, an
individual may feel excluded even though he/she is not excluded or may
not realize that he/she is excluded (Zhao et al. 2013). The person may
think that he/she is ostracized when in fact he/she is not ostracized due
to his/her timid or sensitive nature. In some cases, the fact that ostracism
is based on subjective judgments and creates a basis for misperceptions
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makes it complex (Williams, 2001). In this context, it is possible to argue
that there may not be a rational reason for ostracism in all cases (Wang,
2014). Ostracism, which also has a perceptual dimension, may not give a
linear reason in every case (Williams & Sommer, 1997). In this context,
while some researchers attribute the causes of ostracism to internal (reasons
originating from the individual) and external (group dynamics, formal
or informal structure within the organization and social culture) reasons
(Banki, 2012); some researchers have examined ostracism in the dimensions
of purposeful (overly bureaucratic organizational structure, interpersonal
conflict of interest) and purposeless (momentary fatigue of the individual,
private and family problems, distance of settlement, weak organizational
culture) reasons (Robinson et al., 2013).

Ostracism may cause negative emotions such as low self-esteem,
depression, suspiciousness, communication problems, aggressiveness,
decreased life energy and feeling worthless (Foster, 2012; Robinson et al.,
2013), as well as causing negative effects on job performance, organizational
citizenship behaviors and job satisfaction and increasing job stress in
individuals, which may lead to turnover and pose a risk for organizations
(Ferris et al., 2008; Haq, 2014). Organizational ostracism can be included
among mobbing attitudes such as intimidation, fear, humiliation which are
based on separating individuals at workplaces (Estévéz & Serlin, 2013)
and can be considered as a form of workplace bullying (Einarsen, Hoel, &
Notelaers, 2009). Leung, Wu, Cheng and Young (2011) state that there
is a negative relationship between ostracism in the workplace and service
performance and that excluded individuals have low work engagement.
Similarly, Wu, Wei, and Hui (2011) found a negative relationship between
workplace ostracism and employee performance.

Educational organizations are organizations that derive their power largely
from their social structures and interactions and achieving their goals largely
depends on the effectiveness of these interactions. In this context, focusing
on the causes and consequences of ostracism in educational organizations
that threaten the social development of organizational members such as
administrators, teachers and students is important in terms of service quality
in education. Once the issue of ostracism in educational organizations is
examined, it is seen that the studies mostly focus on students (Geng, Taylan,
& Bar, 2015; Giirler, 2017). However, it is thought that the ostracism
of teachers is at least as important as the ostracism of students and should
be emphasized. As a matter of fact, it has been revealed in various studies
that teachers’ feelings of organizational ostracism negatively affect their
organizational adaptation (Yilmaz, 2018), increase their alienation (Abasl,
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2018), burnout levels (Naz et al., 2017, pp. 488-502), decrease their
organizational commitment (Eickholt & Goodboy, 2017, pp. 139-157)
and performance (O’Reilly & Robinson, 2009, pp. 1-7). In this context,
the purpose of this study is to reveal the relationship between teachers’
perceptions of organizational cynicism and organizational ostracism. In this
context, it is aimed to answer the following questions:

1). What are teachers’ perceptions of organizational cynicism?

2). Do teachers’ perceptions of organizational cynicism show a significant
difference in terms of gender, age, marital status, professional seniority,
educational background, status at the school?

3). What are teachers’ perceptions of organizational ostracism?

4). Do teachers’ perceptions of organizational ostracism show a
significant difference in terms of gender, age, marital status, professional
seniority, educational background, status at the school?

5). Whatis the relationship between teachers’ perceptions of organizational
cynicism and organizational ostracism?

6). Do teachers’ perceptions of organizational cynicism significantly
predict their perceptions of organizational ostracism?

3. Method

3.1. Research Design

In this quantitative study aiming to reveal the relationship between
teachers’ perceptions of organizational cynicism and organizational
ostracism, the relational survey model was used. Relational survey model is
a research model that aims to determine the degree of change between two
or more variables (Karasar, 2016).

3.2. Population and Sample of the Study

The population of the study consists of teachers working in official
secondary schools in Karabaglar district of Izmir province in the 2019-2020
academic year. The sample of the study consists of 260 teachers randomly
selected from the population through disproportionate cluster sampling.
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The distribution of the participants according to their demographic
characteristics; gender, age, educational status, marital status, length of
service in the organization and position in the organization is given in
Table 1.

Variable F %
Gender

Female 166 %63.8
Male 94 %36.2
Age

25 and below 28 %10.7
26-35 128 %49.2
36-45 60 %23.1
46 and above 44 %16.9
Marital Status

Married 178 %068.4
Single 82 %31.6
Educational Background

Bachelor 219 %84.2
Postgraduate 41 %15.8
Position at school

Teacher 231 %388.8
Administrator 29 %11.2
Professional seniority

1-10 204 %78.4
11-20 39 %15
21 and above 17 %6.6

Once Table 1 is examined, it is seen that 63.8% of the participants are
temale (n=166) and 36.2% are male (n=94); while 10.7% of them are 25
and below years old (n=28), 49.2% of them are 26-35 age range (n=128),
23.1% of them are 36-45 age range (n=60), and 16.9% of them are 46 and
above years old (n=44). In addition, it is revealed that while 68.4% of the
participants are married (n=178), 31.6% (n=382) of them are single; 84.2%
of them (n= 219) have bachelor’s degrees, 15.8% of them (n=41) have
postgraduate degrees; 88.8% (n=231) work as teachers at their schools,
11, 2 % of them (n=29) work as administrators; 78.4% of them (n=204)
have a professional seniority of 1-10 years, 15% of them (n=39) have 11-20
years of professional seniority and 6.6% of them (n=17) have 21 years and
above professional seniority.
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3.3. Data Collection Tools

“Organizational Cynicism” scale developed by Dharwadkar, Brandes and
Dean (1999) and adapted into Tarkish by Kalagan and Giizeller (2008)
and “Organizational Ostracism” scale developed by Ferris et al. (2008) and
adapted into Turkish by Keklik et al. were used as data collection tools.
Kalagan and Giizeller (2008) presented findings on the construct validity
of the scale with exploratory and confirmatory factor analysis. Within the
scope of exploratory factor analysis, it was revealed that the scale consisted
of three dimensions as “cognitive, affective and behavioral” and 13 items,
and the factor loadings of the items ranged between 0.668 and 0.895 and
the variance explained by the dimensions was 22.398%. In addition, the
three-factor structure of the scale was confirmed by confirmatory factor
analysis. Within the scope of reliability analysis, the Cronbach Alpha Internal
Consistency Coefticient of the scale was found to be 0.931 for the whole
scale, while it was calculated as 0.913, 0.948 and 0.866 on the basis of
dimensions respectively (Kalagan & Giizeller, 2008). For the current study,
the reliability analysis of the scale was repeated and the reliability coefficient
of the scale was found to be 0.725 for the cognitive dimension, 0.933 for the
affective dimension, 0.925 for the behavioral dimension and 0.918 for the
whole scale, indicating that the scale in question is highly reliable.

In a study involving the Turkish version of the organizational ostracism
scale, the reliability coefficient of the scale was found to be 0.92 (Keklik, et al,
2013). The reliability analysis of the scale was repeated for the current study
and the reliability coefticient of the scale was found to be 0.83, indicating
that the scale in question is quite reliable.

3.4. Data Analysis

In this part of the study, the data obtained from the scales were checked
and uploaded to the SPSS 26.0 (Statistics Program for Social Sciences)
program. In this process, .05 was taken into consideration as the upper
limit of the margin of error. First of all, descriptive statistics (frequency,
percentage, arithmetic mean, standard deviation, etc.) were made in
line with the research questions, and then it was tested whether the data
showed normal distribution in order to determine the type of analysis to be
performed. As a result of the analysis, it was determined that the skewness
and kurtosis values of the data were not between -1 - +1 and that the data
did not show normal distribution, and in this context, Mann Whitney U
test was used to compare the difference between averages for independent
variables with two groups, and Kruskal Wallis test was used to compare the
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difference between averages for independent variables with more than two
groups. Pearson Correlation analysis was used to determine the relationships
between variables. In addition, simple linear regression analysis was used to
test the level of teachers’ perceptions of organizational cynicism predicting
their perceptions of organizational ostracism.

4. Findings

The tindings regarding teachers’ perceptions of organizational cynicism
are given in Table 1.

Toble 1. Teachers’ pevceptions of organizational cynicism

Sub Dimensions N x Level Ss Items
Cognitive 260 3,65 T agree. 91 5
Affective 260 3,24 Partially Agree .84 4
Behavioral 260 3,61 T agree. ,88 4
Organizational 260 3,49 I agree. .80 13

Cynicism Scale

Once Table 1 is examined, it is identified that teachers’ perception levels
of organizational cynicism is X= 3.65 for the cognitive dimension; X = 3.24
for the affective dimension; X= 3.61 for the behavioral dimension and X =
3.49 for the whole scale and 1s at the “Agree” level. In this context, it can be
argued that teachers are often exposed to cynicism in their schools.

The analysis of teachers’ organizational cynicism perceptions according
to their genders is given in Table 2.

Table 2. Teachers’ organizational cynicism perceptions according to their genders

Sub Dimensions Gender N Row Total U P
Average
. Female 166 100,95 16455,00
Cognitive 2779,00 .62
Male 94 95,69 3445,00
Female 166 102,61 16726,00
Affective 2508,00 ,02*
Male 94 88,17 3174,00
Female 166 101,63 16565,50
Behavioral 2668,50 40
Male 94 92,63 3334.50
it Female 166 101,95 16618.50
Organizational 2615,50 31
Cynicism Scale Male 94 91,15 3281,50

*»<,05
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In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their genders, Mann Whitney U test was
conducted. As a result of this analysis, it was found that teachers’ perceptions
differed in terms of their genders only in the affective sub-dimension.
Accordingly; it was found that the perceptions of females were higher than
males for the affective sub-dimension (U= 2508.00; p < .05). In this
context, it can be argued that female teachers feel organizational cynicism
more intensely than male teachers.

The analysis of teachers’ perceptions of organizational cynicism according
to their marital status is given in Table 3.

Table 3. Teachers’ ovganizational cynicism perceptions according to their marital status

Sub Marital
Dimensions Status N Average Row Total v p
Married 178 98,59 13310,00
Cognitive ) 4130,00 ,02*
Single 82 102,97 6590,00
Married 178 97,94 13222,50
Affective ) 4042,50 46
Single 82 104,34 6677,50
Married 178 101,86 13751,50
Behavioral ) 4068,50 ,01~*
Single 82 96,07 6148.50
izati Married 178 99,07 13375,00
Orgfu}lzatlonal . 419500 74
Cynicism Scale Single 82 101,95  6525,00

*<,05

In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their marital status, Mann Whitney U test
was conducted. As a result of this analysis, it was determined that teachers’
perceptions differed in terms of marital status only in cognitive and behavioral
sub-dimensions. Accordingly, it was found that the perceptions of married
teachers were higher than single teachers for the cognitive (U= 4130.00;
p < .05) and behavioral (U= 4068.50; p < .05) sub-dimensions (U=
2508.00; p < .05). In this context, it can be argued that married teachers
perceive cognitive and behavioral organizational cynicism more intensely
than single teachers.

The evaluation of teachers’ perceptions of organizational cynicism
according to their educational backgrounds is given in Table 4.
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Table 4. Teachers’ organizational cynicism pevceptions according to their educational

background
Sub Educational
Dimensions background Average Row Total U 4
Bachelor 219 96,55 15010,00
Cognitive 4200,00 .59
Postgraduate 41 100,05 6600,00
Bachelor 219 96,85 1258,50
Affective 4140,50 )52
Postgraduate 41 101,30 659450
Bachelor 219 102,36 14188,50
Behavioral 4050,50 49
Postgraduate 41 96,05 6148,50
izati Bachelor 219 93,90 14476,00
Organizational 416000 72
Cynicism Scale  postgraduate 41 100,94  6628,00

In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their educational backgrounds, Mann
Whitney U test was conducted. As a result of this analysis, it was determined
that teachers’ perceptions of cynicism did not differ in terms of educational
backgrounds (U= 4160,00; p > .05). In this context, it can be argued
that teachers perceive organizational cynicism similarly regardless of their

educational backgrounds.

The analysis of teachers’ perceptions of organizational cynicism according
to their ages is given in Table 5.

Table 5. Teachers’ ovganizational cynicism perceptions according to their ages

Sub Age N X x2 Sd r
Dimensions
25 years and below 28 100,91
26-35 years old 128 101,73
Cognitive 1,27 3 74
36-45 years 60 93,32 >
46 years and above 44 108,63
25 years and below 28 80,388
26-35 years old 128 105,40
Affective 7,07 3 08
36-45 years 60 88,30 >
46 years and above 44 119,00



Behavioral

Organizational
Cynicism Scale

25 years and below
26-35 years old
36-45 years

46 years and above
25 years and below
26-35 years old
36-45 years

46 years and above
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28
128
60
44
28
128
60
44

82,91
100,29
98,37
117,42
89,22
102,28
93,07
116,08

3,20

3,01

In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their ages, Kruskall-Wallis test was conducted.
As a result of this analysis, it was found that teachers’ perceptions of cynicism
did not differ in terms of their ages (x?=3,01; p > .05). In this context,
it can be argued that teachers’ age does not play a determining role in their
perceptions of organizational cynicism.

The analysis of teachers’ perceptions of organizational cynicism according
to their professional seniority is given in Table 6.

Table 6. Teachers’ organizational cynicism pevceptions according to their professional

seniority

Sub Dimensions Professional N X e Sd P
Seniority

Cognitive 1-10 years 204 93,15
11-20 years 39 112,08 4,09 2 25
21 years and over 17 93,29

Affective 1-10 years 204 97,38
11-20 years 39 111,73 3,12 2 ,37
21 years and over 17 93,50

Behavioral 1-10 years 204 88,34
11-20 years 39 110,52 4,64 2 ,20
21 years and over 17 103,55

Organizational ~ 1-10 years 204 9291

Cynicism Scale 1) 50 yeqrs 39 111,80 343 2 33
21 years and over 17 96,22
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In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their proffessional seniority, Kruskall-Wallis
test was conducted. As a result of this analysis, it was found that teachers’
perceptions of cynicism did not differ in terms of their proftessional
seniority (x%=3,43; p> .05). In this context, it can be argued that teachers’
professional seniority does not play a determining role in their perceptions
of organizational cynicism.

The analysis of teachers’ perceptions of organizational cynicism according
to their status at school is given in Table 7.

Table 7. Teachers’ ovganizational cynicism pevceptions accovding to their status at school

Sub Status at
Dimensions school N Average  Row Total v P
Teacher 231 102,54 15210,00
Cognitive 4290,000 ,72

Administrator 29 93,45 6650,00

Teacher 231 103,76 1423250

Affective o 4052,500 .33
Administrator 29 9415 6897,50
Teacher 231 102,54 14441.,50

Behavioral o 4148,500 40

Administrator 29 98,08 6268,50

Organizational Teacher 231 103,98 12985,00

Cynicism Scale  Administrator 29 96,09 6595,00

4265,00 ,03*

*<,05

In order to determine whether teachers’ perceptions of organizational
cynicism differed according to their status at school, Mann Whitney U
test was conducted. As a result of this analysis, it was found that teachers’
perceptions of cynicism did not differ in terms of their status at school in the
sub-dimensions, but it showed significant difference in the whole scale in
tavor of teachers (U= 4265,00; p < .05). In this context, it can be argued
that teachers feel organizational cynicism less than administrators.

The findings regarding teachers’ perception levels of organizational
ostracism are given in Table 8.
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Table 8. Teachers’ perception levels of ovganizational ostracism

N x Ss Level

Organizational 260 342 .72 Frequently
ostracism

Once Table 1 is examined, it is identified that the mean of teachers’
perceptions of organizational ostracism is X= 3.42 and at the level of
“Frequently”. In that regard, it can be argued that teachers experience
organizational ostracism frequently at their schools.

The analysis of teachers’ perceptions of organizational ostracism according
to their genders is given in Table 9.

Table 9. Teachers’ perceptions of organizational ostracism according to their
genders

Gender N Row Total U P
Average

Organizational Female 166 103,95 17218,50

! o 2526,50 ,03*
ostracism scale Male 94 90,20 3301,50

*<,05

In order to determine whether teachers’ perceptions of organizational
ostracism differed according to their genders, Mann Whitney U test was
conducted. This analysis revealed that teachers’ perceptions differed
according to their genders. Accordingly, it was found that female teachers’
perceptions were higher than male teachers (U= 2526,50; p < .05). In
this context, it can be argued that female teachers experience organizational
ostracism more intensely than male teachers.

The analysis of teachers’ perceptions of organizational ostracism according
to their marital status is given in Table 10.

Table 10. Teachers’ peveeptions of organizational ostracism accovding to their mavital

status
Marital
Status Average Row Total U P
Organizational Married 178 111,85 12895,00 4275,00 ,03*
Exclusion Scale Single 82 9711  6625,00 T

*<,05
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In order to determine whether teachers’ perceptions of organizational
ostracism differed according to their marital status, Mann Whitney U test was
conducted. As a result of this analysis, it was found that teachers’ perceptions
differed according to their marital status. Accordingly, it was found that
the perceptions of married teachers were higher than single teachers (U=
4275,00; p < .05). In this direction, it can be argued that married teachers
teel organizational ostracism more intensely than single teachers.

The analysis of teachers’ perceptions of organizational ostracism according
to their educational background is given in Table 11.

Toble 11. Teachers’ pevceptions of organizational ostracism according to their
educational background

Educational
Background N  Average Row Total U P
o Bachelor 219 96,07 11185,00
8rgam.zatlonal 399000 .72
stracism Postgraduate 41 120,95  7005,00

In order to determine whether teachers’ perceptions of organizational
ostracism differed according to their educational backgrounds, Mann
Whitney U test was conducted. As a result of this analysis, it was determined
that teachers’ perceptions did not differ according to their educational
background (U= 3990,00; p > .05). In this context, it can be argued that
teachers’ educational background does not play a determining role in their
perception of organizational ostracism.

The analysis of teachers’ perceptions of organizational ostracism according
to their ages is given in Table 12.

Table 12. Teachers’ pevceptions of organizational ostracism according to their ages

Age N X ' Sd P
25 years and below 28 90,31
Organizational 26-35 years old 128 122,19 313 ) 70
ostracism scale  36-45 years 60 95,10 '

46 years and older 44 122,13
Total 260
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In order to determine whether teachers’ perceptions of organizational
exclusion differed according to teachers’ ages, Kruskall-Wallis test was
conducted. As a result of this analysis, teachers’ perceptions of organizational
ostracism did not differ in terms of age (x2=3,13; p > .05) was found. In
this context, it can be argued that teachers’ age does not play a determining
role in their perception of organizational ostracism.

The analysis of teachers’ perceptions of organizational ostracism according
to their professional seniority is given in Table 13.

Table 13. Teachers’ organizational ostvacism pevceptions according to theiv professional

seniovity
Professional N XRow e Sd P
Seniority FOWS
Organizational  1-10 years 204 89,63 3,60 2 45
Ostracism Scale
11-20 years 39 100,91

21 years and over 17 95,33
Total 260

To determine whether teachers’ perceptions of organizational ostracism
differed according to their professional seniority, Kruskall-Wallis test was
conducted. As a result of this analysis, it was found that teachers’ perceptions
of organizational ostracism did not differ in terms of their Professional
seniority (x2=3,60; p> .05). In this context, it can be argued that teachers’
professional seniority does not play a determining role in their perception of
organizational exclusion.

The analyis of teachers’ perceptions of organizational ostracism according
to their status at school is given in Table 14.

Table 14. Teachers’ organizational ostracism perceptions accovding to their status at
school

Title N Average Row Total U P

Organizational Teacher 231 103,07 15215,00

e 5155,00 ,02*
ostracism Scale  Administrator 29 90,95 7005,00

*»<,05
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To determine whether teachers’ perceptions of organizational ostracism
differed according to their status at school, Mann Whitney U test was
conducted. As a result of this analysis, it was found that teachers’ perceptions
of organizational ostracism differed in favor of teachers (U= 5155.00; p <
.05) in terms of their status at school. In this context, it can be argued that
administrators feel ostracism more than teachers.

In order to determine whether there is a relationship between teachers’
perceptions of organizational cynicism and ostracism, Pearson Correlation
test conducted and the results of the test are shown in Table 15.

Table 15. The velationship between teachers’ ovganizational cynicism and
organizational ostvacism pevceptions

Cognitive  Affective  Behavioral Organizational Organizational

Dimension Dimension Dimension  Cynicism Exclusion
Cognitive
. . 1
Dimension
Affecnyc 750 1
Dimension
Behavioral 567 574 1
Dimension
Organgtlonal 589 623 642 1
Cynicism
Orgamza.tlonal 452 401 398 ,503 1
ostracism
*p<,05

The correlation analysis in Table 15 shows that there is a positive and
moderate relationship between teachers’ perceptions of organizational
cynicism and organizational ostracism (r=,503; p<.05).

Lastly, in order to determine predictive power of teachers’ organizational
cynicism perceptions on organizational ostracism, simple regression analysis
was carried out and the analysis results are given in Table 16.
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Tiable 16. The predictive power of teachers’ organizational cynicism perceptions on
organizational ostracism perceptions

Independent Dependent Standard 2
R R
Variable Variable Error Beta T p

Organizationa  Organizational

o . ,390 418 227 6,802 000 152
Cynicism Ostracism

*p<.05

As seen in Table 16, teachers’ perceptions of organizational cynicism were
found to be a significant predictor of their perceptions of organizational
ostracism (R=.390; R?=.152; p<.01). According to the findings, teachers’
perceptions of organizational cynicism explained 15% of their perceptions
of organizational ostracism.

5. Discussion, Conclusions, and Recommendations

As a result of this research, which aims to reveal the relationship between
teachers’ perceptions of organizational cynicism and ostracism, it is found out
that teachers’ perceptions of organizational cynicism are at the level of “Agree”
and teachers are often exposed to cognitive, affective and behavioral cynicism
in their schools and feel frequently ostracised. Educational organizations are
organizations with a dominant relationship orientation and need. In this
context, it is possible to argue that the fact that teachers, who are seen as the
most important actors of educational organizations, have a negative situation
such as cynicism in cognitive, affective and behavioral dimensions and feel
the feeling of ostracism so intensely constitutes an important problem for
both educational organizations and social development. Once other studies
aiming to reveal teachers’ organizational cynicism levels in the literature are
examined, it is seen that there are studies revealing that teachers’ perceptions
of organizational cynicism are at a lower level (Gokge & Levent, 2022; ipek
& Erdem, 2021; Kahveci & Demirtas, 2015; Ozgenel & Hidiroglu, 2019;
Yildiz, Akgiin, & Yildiz, 2013). Similarly, when other studies examining
teachers’ perceptions of organizational ostracism were examined, it was
found that teachers’” organizational ostracism levels were low (Ayyildiz &
Kahveci, 2022; Donmez & Mete, 2019;Y1lmaz, 2018). This can be explained
by the difference in the sample. Once teachers’ perceptions of organizational
cynicism and ostracism are examined in terms of their genders, it is found
that female teachers’ perceptions of organizational cynicism and ostracism
were higher in the affective sub-dimension of organizational cynicism and
the overall ostracism scale compared to male teachers. In this context,
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it can be argued that female teachers feel organizational cynicism and
exclusion more intensely within the school. This finding of the study can
be explained by the dominant gender perception in society and the way
women perceive their jobs and organizations. It is known that women and
men attribute different meanings to the same work conditions due to gender
differences. As a matter of fact, while women’s view of work and working
life is more relationship-centered, men’s view is generally achievement-
centered (Lambert, 1991). In this direction, it is expected that processes
that negatively affect the communication process such as cynicism and
ostracism will cause female teachers to have negative feelings. Once the
studies aiming to determine whether teachers’ perceptions of organizational
cynicism differ according to gender variable are examined, it is seen that
there are studies paralleling the results of this study (Canak, 2014; Polatcan,
2012). On the other hand, some studies have concluded that gender variable
has no effect on teachers’ perceptions of organizational cynicism (Erdost
et al. 2007; Helvact & Cetin, 2012; Nartgiin & Kartal, 2013). Similarly,
once the studies aiming to determine whether teachers’ perceptions of
organizational ostracism differ according to gender variable are examined, it
is seen that there are studies that are in parallel with the results of the current
research (Keklik et al., 2013;). However, while some studies did not find
any difference between men and women’s perceptions of ostracism (Abasl,
2018; Ayyildiz & Helvaci, 2022; Kumral, 2017; Oz, 2019); there are also
studies in the literature that reveal that male teachers and faculty members
have higher perceptions of organizational ostracism (Kogar, 2014; Halis &
Demirel, 2016; Soylu, 2010; Tiirkmen et al. 2016).

Once teachers’ perceptions of organizational cynicism and ostracism
were examined in terms of marital status, it was found that married teachers’
perceptions of organizational ostracism and cognitive and behavioral cynicism
were higher than single teachers. In this context, it is possible to argue that
married teachers feel cynicism and ostracism processes more intensely than
single teachers. This can be explained by the variety of roles that married
teachers have and the role conflict that these roles may make married teachers
feel. Indeed, Arslan and Ungiiren (2017) found that role conflict and role
ambiguity were effective on organizational alienation. Similarly; in Kalagan’s
(2009) study conducted with research assistants, no significant difference was
found in the cognitive and affective dimensions of organizational cynicism
according to marital status variable, while a significant difference was found
in the behavioral dimension. When the significant difference was examined,
it was seen that the arithmetic averages of married research assistants were
calculated higher than the averages of single ones. This situation can be
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explained by the excessive roles and responsibilities of married teachers.
However, while there are studies marital status variable does not create a
significant difference on teachers’ perceptions of organizational cynicism
and ostracism (Abash, 2018; Agirdan, 2016; Akman, 2013; Boyali, 2011;
Calbay, 2016; Caligkan 2016; Ergen, 2015; Kanar, 2015; Karacaoglan,
2014; Kili¢ 2011; Kilig, 2018; Kosar, 2014; Yarmaci, 2018; Ozcan, 2013;
Taran, 2011; Yildirim, 2015)in the literature, there are also studies revealing
that single teachers have higher perceptions of organizational cynicism and
ostracism (Donmez & Mete, 2019; Korkut & Aslan, 2016; Saygili, 2022).

Once teachers’ perceptions of organizational cynicism and ostracism are
examined in terms of their status as teachers or administrators, it is found
that teachers’ perceptions of organizational cynicism and ostracism are
higher than administrators. This may be related to the fact that teachers
feel powerless, ineffective and isolated in school processes. As a matter of
fact, Kilgik (2011) argued in his study that teachers’ inability to participate
in decision-making processes within the organization sufficiently leads to
powerlessness and alienation from work. Similarly, Yalgin Sengiil (2018), in
his study on the effect of organizational policy perception on organizational
cynicism, concluded that the cynicism level of organizational employees was
higher than that of organizational managers. However, it is also possible
to come across different research results in the literature. In their studies,
Kosar (2014) and Donmez (2018) found that the participants’ positions
within the organization did not make any difterence in their perceptions of
ostracism.

Once the relationship between teachers’ perceptions of organizational
cynicism and ostracism is examined, it is found that there is a positive
and moderate relationship between teachers’ organizational cynicism and
ostracism perceptions and teachers’ organizational cynicism perceptions are
a significant predictor of organizational ostracism perceptions, and teachers’
organizational cynicism perceptions explain 15% of their organizational
ostracism perceptions. In other words, it can be argued that as teachers’
organizational cynicism levels increase, their organizational ostracism levels
also increase. In this context, it is expected that organizational ostracism will
bring isolation and alienation. As a matter of fact, exclusion and isolation
are also a dimension of job alienation (Seeman, 1959), and as the level of
organizational exclusion of teachers increases, their level of job alienation
increases (Abasli, 2018). Similarly, various studies have shown that exclusion
causes an increase in teachers’ burnout levels (Naz et al., 2017, pp. 488-
502) and decreases their organizational adaptation levels (Yilmaz, 2018). In
addition, when teachers and administrators face long-term exclusion, their
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performance for their jobs decreases. The care and importance they give to
their work decreases (O’Reilly & Robinson, 2009, pp. 1-7).

Considering the results of the research as a whole, several suggestions for
practitioners and researchers can be put forward:

1. In-school and out-of-school activities (collective meals, participation
in training seminars, school trips, school picnics, special days, etc.) should
be organized by the school administration to prevent teachers from having
teelings of cynicism and ostracism and to make them feel more belonging
to the school.

2. In order for the communication in the school environment to be based
on trust, especially administrators should act fairly, be as transparent as
possible about the functioning of the school, and make teachers active in the
decisions taken in the school and make them feel it in practice by evaluating
internal proposals and complaints.

3. With the view that miscommunication can be a source of organizational
ostracism and organizational cynicism, school administrators should attach
importance to communication and try to build a more democratic and
interactive school climate.

This study is a descriptive quantitative study that aims to reveal the
participants’ perceptions of organizational cynicism and ostracism based
on the views of teachers and administrators. Therefore, it cannot reveal
the reasons for teachers’ perceptions of cynicism and ostracism. In this
context, there is a need for qualitative or mixed-method studies that reveal
the reasons for teachers” and administrators’ perceptions of organizational
cynicism and exclusion in detail. In addition, this study is limited to the
opinions of teachers and administrators working in Karabaglar district of
Izmir province. The study can be repeated with larger samples and different
groups (such as students, parents, etc.).
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Bolum 4

Erken Cocukluk Egitiminde Yonetim

Siimeyye Ocal Dérterler!

Ozet

Okul 6ncesi egitim, ¢ocuklarin sosyal, duygusal, biligsel ve fiziksel gelisimini
destekleyen temel bir siiregtir. Egitimde bagari, 6zellikle erken yasta tasarlanan
etkin politikalar ve etkili yonetim modellerine baglidir. Tiirkiye’de bu siireg,
toplumsal ve kiiltiirel doniigiimlere paralel olarak siirekli bir evrim gegirmistir.
Okul 6ncesi egitimin yonetiminde yer alan liderlik, 6gretmenlerin ve diger
paydaslarin gocuklarin gelisimine katkida bulunmasini saglamada 6nemli bir
rol oynamaktadhr.

Osmanli  doneminde Sibyan mektepleri gibi dini egitime odaklanan
kurumlarla sinuirlt kalan erken ¢ocukluk egitimi, Cumhuriyetin ilanindan
sonra modernlesme ¢abalarnin bir pargast haline gelmistir. 1923-1926
yillarinda yapilan girisimlerle anaokulu sayisinda artig goriilse de kaynak
yetersizligi nedeniyle siirdiirtilebilir bir yap1 olusturulamamistir. 1980’lerde
baslayan reformlarla erken gocukluk egitiminin 6nemi vurgulanmig, 2000’
yillarda ise bu egitimin yaygilastirilmasina yonelik projeler iz kazanmugtir.
2012 yilinda zorunlu egitimin 12 yila gikarilmasi, okul 6ncesi egitimi de bu
kapsamda daha erisilebilir hale getirmistir.

Tirkiye’de okul oncesi egitimde farkli yonetim modelleri benimsenmigtir.
Biirokratik model, hiyerargik yapistyla standartlarin  saglanmasina
odaklanirken; demokratik model, 6gretmenler ve ailelerin siirece katilimini
tegvik eder. Doniigiimcii model, liderlik kavramini 6n plana ¢ikararak yenilikgi
yaklagimlar1 desteklerken, katilimer model tiim paydaslarin karar siireclerine
aktif katihimini saglar. Her modelin avantaj ve dezavantajlart bulunmakta olup,
etkin bir yonetim anlayigi i¢in bu yaklagimlarin esnek bir sekilde uygulanmas:
onerilmektedir.

Merkeziyetgi yapinin hdkim oldugu Tirkiye’de, okul 6ncesi egitimde yerel
ihtiyaglar goz ardi edilmekte ve bu durum Ozellikle kirsal bolgelerdeki
okullarin kendi kogullarina uygun ¢oziimler gelistirmesini zorlagtirmaktadir.

1 Dr, Kiitahya Dumlupmar Universitesi, Dumlupmar Meslek Yiiksek Olulu, sumeyye.
dorterler@dpu.edu.tr, ORCID ID: 0000-0001-5351-4820
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Ayrica, nitelikli 6gretmen eksikligi, mesleki gelisim imkanlarinin yetersizligi
ve finansman sorunlarr egitimin kalitesini olumsuz etkilemektedir. Kirsal
bolgelerde egitime erisim ve firsat esitligi gibi konular da 6nemli sorunlar
arasinda yer almaktadir.

Okul 6ncesi egitim kurumlarinda yoneticiler, giinliik isleyisin siirdiiriilmesinin
yani sira liderlik becerileriyle egitimde vizyon olusturma gorevini de
tistlenmektedir. Miidiirlerin liderlik kapasitesi, 6gretmenlerin motivasyonunu
artirmak ve yenilik¢i yaklagimlar: tegvik etmek agisindan kritik 6nemdedir.
Dontigiimcii liderlik, 6gretmenlerin profesyonel gelisimlerini destekleyerek,
okul 6ncesi egitimin kalitesini artirmada etkili bir yontem olarak 6n plana
cikmaktadur.

Egitimin yerellestirilmesi, bolgesel ihtiyaglarin daha iyi kargilanmasi agisindan
onemlidir. Kaynaklarin artirilmasi ve etkin kullanimi, 6gretmenlerin siirekli
mesleki geligiminin desteklenmesi, aile katilimmnm artiridmasi ve kalite
standartlarinin  belirlenerek diizenli denetlenmesi gerekmektedir. Ayrica,
yoneticilerin liderlik becerilerinin gelistirilmesi, egitim kalitesini artirarak
cocuklarin geligim siireglerine olumlu katkilar saglayacaktir.

1. Girig

Egitim, bireylerin topluma uyum saglamalari, toplumsal degerleri
benimsemeleri ve toplumsal yagsamda etkin bir rol almalar1 igin 6nemli
bir stirectir (Aspin ve Chapman, 2007). Bu siirecin temel taglarindan biri,
gocuklarin erken yagam deneyimleri ile yogun bir sekilde sekillenen okul
oncesi egitimdir. Okul 6ncesi egitim, ¢ocugun sosyal, duygusal, biligsel ve
tiziksel gelisimini destekleyen kritik bir donemdir (Kagitcibasi, 2017). Bu
nedenle okul 6ncesi egitimin niteligi ve bu siiregte yer alan yonetim unsurlari
gocugun gelisimini dogrudan etkilemektedir (Kagitcibasi, 2017).

Egitimin ozellikle okul ©ncesi agamasinda bagarili olmasi, 6zenle
tasarlanmug politikalarin ve etkili bir yonetim modelinin varhgina baghdir
(Gandhi, 2021). Bu noktada yonetim, sadece okullarda fiziksel kosullarin
tyilestirilmesi veya cocugun temel ihtiyaglarinin karsilanmasindan ibaret
degildir. Ayn1 zamanda gocugun yasam boyu egitim siirecinde kendini etkili
bir gekilde ifade etmesine, akademik performansinin arttirilmasina ve toplum
yararim gozeterek bireyler yetistirilmesine énemli katkilar sunar (Ozbakr ve
Dilmag, 2021).

Tiirkiye’de okul oncesi egitimin yonetiminde gesitli evreler ve yapisal
degisiklikler yaganmig; egitim sisteminde Onemli doniigiimler yaganarak
bu alanin niteligi ve kapsamu geligtirilmeye ¢alisilmigtir (Milek ve Koksoy,
2023). Ogzellikle son vyillarda yapilan reformlar, okul o6ncesi egitim
kuruluglarinin  yonetim yapilarini daha geffaf ve hesap verebilir hale
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getirmeyi hedeflemektedir (U. Akyiiz ve Ozdemir, 2024). Bununla birlikte,
yoneticilerin yonetim stirecindeki rolii, bu siirecin ¢ok boyutlu ve dinamik bir
yapi arz ettigini gostermektedir. Bu siiregte liderlik becerileri, etkili iletigim
stratejileri ve ¢ocuklarin ¢ikarlarini 6n planda tutan yaklagimlar 6nemli bir
yer tutmaktadir (Zarifova, 2024).

Okul oOncesi egitim yonetiminde etkili bir sistem olugturulmasi, gesitli
paydaglarin ortak katihmi ve eggiidiimlii ¢aligmasi ile miimkiindiir ($ahin
ve Akpinar, 2023). Bu paydaglar, egitim yoneticileri, 6gretmenler, aileler ve
toplumsal kurumlar gibi gesitlilik arz etmektedir. Bu agidan bakildiginda,
okul 6ncesi egitimde yoneticilik becerileri ve yonetim modelleri gocugun
egitimden alacag1 kazanimlar1 ¢ok yakindan etkilemektedir (Bush, 2020).

Kitabin bu boliimiinde, Tiirkiye’de okul 6ncesi egitimin yonetim yapisi,
bu yapinin evrimi ve liderlik ve yoneticilik siirecindeki 6nemli noktalar ele
alinacaktir. Bu kapsamda ilk olarak; Tiirkiye’de okul 6ncesi egitimin tarihsel
gelisimi ele alnacaktir. Tkinci boliimde, okul 6ncesi egitimde yonetim
modelleri detayl bir sekilde incelenecektir. Ugiincii boliimde, Tiirkiye’de
okul 6ncesi egitim yonetiminin mevcut durumu ve karsilagilan sorunlar ele
alinacaktir. Ardindan, okul 6ncesi donemde yoneticilik ve liderlik (miidiirliik)
kavramlar1 {izerinde durulacaktir. Son olarak, Tiirkiye’de okul 6ncesi egitim
yonetimine dair oneriler sunulacaktir.

2. Tiirkiye’de Okul Oncesi Egitimin Tarihsel Geligimi

Tiirkiye’de okul oncesi egitimin tarihsel gelisimi, iilkenin toplumsal
ve kiiltiirel doniigtim stiregleriyle yakindan iligkilidir. Okul 6ncesi egitim,
Tiirkiye’de diger egitim seviyelerine kiyasla daha geg bir donemde gelismeye
baglamisgtir. Bu durumun baglica nedenlerinden biri, toplumun okul 6ncesi
egitimin 6nemine iliskin farkindaliginin diigiik olmasi ve erken ¢ocukluk
egitiminin yalmzca aile iginde saglanabilecegine yonelik yaygin inangtir
(Celik ve Giindogdu, 2007).

2.1. Cumhuriyet Oncesi Dénem

Osmanli Imparatorlugu déneminde, erken gocukluk egitimi resmi bir
politika olarak yerlesmemisti. Bu donemde var olan Sibyan mektepleri
daha ¢ok dini egitim vermekteydi ve ¢ocuklarin erken yasglarda geligimsel
olarak desteklenmesine yonelik bir yaklagimi igermemekteydi (Akyliz,
2004). Osmanl’da ilk anaokullar1 1913 yilinda, Tedrisat-1 Iptidaiye
Kanun-1 Muvakkati ile agilmig ve ilkokullarin ilk basamagi olarak faaliyet
gostermigstir. Ancak bu girisimler, altyapi yetersizlikleri, 6gretmen eksikligi ve
toplumsal farkindalik eksikligi nedeniyle yayginlagamamug ve siirdiirtilebilir
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olmamugtir (Celik ve Giindogdu, 2007; Yiicel, 2016). Bu donemde 6zellikle
gayrimiislim Ogretmenlerin anaokullarinda gorev yapmasi, Miisliiman
ailelerin anaokullarina kargi mesafeli durmasina yol agmistir (Yiicel, 2016).

2.2. Cumhuriyet Dénemi ve Erken Cumhuriyet Yillar

Cumhuriyetin ilanindan sonra egitimde modernlesme ¢abalart
kapsaminda okul 6ncesi egitim de ele alinmugtir. 1923 yilinda cumhuriyetin
ilan edilmesiyle birlikte anaokullarinin sayis1 artmaya baglamig, ancak yine
de bina ve 6gretmen yetersizligi gibi gesitli sorunlar nedeniyle bu okullarin
stirdiiriilebilirligi sinirh kalmugtir (Yiicel, 2016). 1923-1926 yillar1 arasinda
Tiirkiye genelinde faaliyet gosteren 80 anaokulunda toplam 136 6gretmen
gorev yapmaktaydi ve 5.880 6grenci bu okullarda egitim gormekteydi (Celik
ve Giindogdu, 2007). Ancak 1926 yilina gelindiginde kaynak yetersizligi ve
egitimin ilkokul diizeyine yogunlagmasi nedeniyle anaokullarinin biiyiik bir
kismi ilkokullarin biinyesine dahil edilerek kapatilmistir. Bu siiregte erken
cocukluk egitiminin stirdiirtilebilir bir politika haline gelmesi zorlagmugtir.
Egitim alaninda oncelik okuryazarhigi artirmaya ve ilkokul egitimini
yayginlagtirmaya verilmig, bu nedenle okul 6ncesi egitim geri planda kalmistir
(Celik ve Giindogdu, 2007). Bu durum, anaokullarinin kapatilmasina ve
kaynaklarin ilkokul seviyesine aktarilmasina yol agmistir.

2.3. 1980 Sonrasi ve Modernlesme Siireci

1980’li yullar, Tirkiye’de okul oncesi egitimin gelisiminde Onemli
bir doniim noktasidir. Bu donemde yapilan reformlarla birlikte, erken
gocukluk egitiminin 6nemi vurgulanmig ve bu alandaki kurumsal yapinin
gelistirilmesine yonelik ¢aligmalar hiz kazanmigtir (MEB, 1983). 1980’lerin
ortalarinda yiiriirliige giren beg yillik kalkinma planlar1 gergevesinde, okul
Oncesi egitimin yayginlagtirilmasi hedeflenmis ve Milli Egitim Bakanhg1 bu
dogrultuda gesitli projeler gelistirmigtir (Abazaoglu vd., 2015). Bu yillarda,
egitim politikalar1 ve toplumun bu konudaki farkindahiginin artmasi, okul
oncesi egitim kurumlarinin sayisinda belirgin bir artiga yol agmustir.

1990’ yillarda ise UNICEF ve UNESCO gibi uluslararasi orgiitlerin
destekledigi projeler kapsaminda okul o©ncesi egitim hizmetlerinin
yayginlastirilmast hedeflenmistir (Oztiirk, 2017). 1994 yilinda Milli Egitim
Bakanligr tarafindan hazirlanan “Okul Oncesi Egitim Genelgesi” ile okul
Oncesi egitimin yayginlagtirilmasi ve nitelikli hale getirilmesi resmi olarak
tegvik edilmigtir (Sapsaglam, 2013). Bu yillarda okul Oncesi egitimin,
gocuklarin biligsel, duygusal ve sosyal geligimi iizerindeki olumlu etkileri
daha fazla vurgulanmaya baglanmustir.
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2.4. 2000 Sonrast Gelismeler

2000’  yillardan itibaren Tirkiye’de okul ©ncesi  egitimin
yayginlagtirilmasina yonelik gesitli politikalar benimsenmis ve ¢ok sayida
projelerle bu alandaki egitim kalitesini artirmaya yonelik ¢aligmalar
yapilmugtir (Celik ve Giindogdu, 2007). 2012 yilinda zorunlu egitimin 12
yila ¢ikarilmasi ve okul 6ncesi egitimin bu sisteme dahil edilmesi yoniinde
atilan admmlar, Tirkiye’de erken g¢ocukluk egitiminin yaygimlasmasinda
onemli bir doniim noktast olmugtur (Sapsaglam, 2013). Bu gelimeler, okul
Oncesi egitimin daha genis kitlelere ulagmasini saglamakla kalmamug, ayni
zamanda egitimde firsat egitliginin saglanmasina da katki saglamugtir.

2013 yiliitibartyla Milli Egitim Bakanlig: tarafindan yiiriitiilen yeni projeler
ve stratejik planlar dogrultusunda, okul Oncesi egitimin yayginlagtirilmasi
ve kalitesinin artirilmasi hedeflenmigtir. Okul Oncesi egitimin zorunlu
hale getirilmesi yoniinde gesitli politikalar giindeme gelmis ve bu durum
toplumda erken gocukluk egitimine iligkin farkindaligr artirmigtir (Turan,
2016). 2020 yilina kadar okul 6ncesi egitimdeki 6grenci sayisinda ve okul
sayisinda belirgin bir artig gozlemlenmis; bu gelismeler okul 6ncesi egitimin
toplum nezdinde daha fazla kabul gérmesini saglamigtir (Cesur ve Demir,

2020).

Tiirkiye’de okul 6ncesi egitimin tarihsel gelisimi, toplumsal, ekonomik ve
kiiltiirel doniistimlerle paralel olarak gekillenmistir. Cumhuriyet 6ncesinden
baglayarak giintimiize kadar gegen siirede okul ©ncesi egitime yonelik
politikalar, toplumun ihtiyaglarina ve kiiresel egilimlere uygun olarak
evrilmigtir. Tiirkiye’de okul 6ncesi egitimin yayginlastirilmasi ve kalitesinin
artirlmasi, gocuklarin erken yaglarda saghkli bir geligim gostermelerine,
egitimde firsat esitliginin saglanmasina ve toplumun kalkinmasmna katki
saglayacak 6nemli bir unsurdur.

3. Okul Oncesi Egitimde Yonetim Modelleri

Okul oncesi egitimde yonetim, gocuklarin erken donemde egitim
olanaklarinaerigimlerinive busiirecinetkinbirekildesiirdiiriilmesinisaglamak
adma olduk¢a 6nemli bir unsur olarak karsimiza ¢ikmaktadir. YOnetim
modelleri, bu kurumlarin isleyiginde, 6grenci ve 6gretmen etkilegimlerinin
etkin yonetiminde ve egitim siirecinin kalitesinin artirtlmasinda kritik bir
rol oynamaktadir (Loose, 2014). Farkli yonetim yaklagimlari, hem yonetim
kademesinde yer alan yoneticilerin liderlik becerilerini, hem de 6gretmenlerin
profesyonel geligimlerini dogrudan etkilemektedir.
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3.1. Burokratik Yonetim Modeli

Biirokratik yonetim modeli, egitimde geleneksel bir yaklagimla
yonetimin hiyerarsik bir yapi iginde siirdiiriilmesini ifade eder. Bu yonetim
modeli, kurallarin, prosediirlerin ve yetkinin siki bir gekilde yapilandirilmasi
esasina dayanir (Weber, 2009). Biirokratik yonetim, net gorev tanimlari ve
sorumluluklarla disiplinli bir yap1 olusturarak kurumsal isleyisi diizenlemeye
yonelik bir yaklagimi benimser. Ancak bu model, ¢ocuk merkezli egitim
yaklagimu i¢in belirli sinirliliklar dogurabilir. Egitim ortaminda esneklik ve
yenilik¢iligin sinirli olmasi, 6zellikle gocuklarin bireysel farkliliklarini goz
ontinde bulundurma konusunda zorluklar yaratabilir (Hoy ve Miskel, 1991).

Biirokratik yonetim modelinin avantajlar1 arasinda, okul yonetiminin
belirli standartlar dogrultusunda tutarlihigi ve hesap verebilirligi saglama
kapasitesi bulunmaktadir. Ancak bu modelin en biiyiik dezavantaji, esneklik
eksikligidir. Ozellikle okul &ncesi egitimde, 6grencilerin degisken ve bireysel
ihtiyaglara uygun cevaplar verebilmek, daha esnek bir yonetim anlayigini
gerektirir (Lohmander ve Samuelsson, 2020).

3.2. Demokratik Yonetim Modeli

Demokratik yonetim modeli, okul ©ncesi egitimde 6gretmenlerin,
ailelerin ve diger paydaglarin kararlara katilimimni 6ngérmektedir. Bu model,
yonetimde paylagimer bir yaklagim sergiler ve tiim paydaglarin siireglere aktif
katihmint tegvik eder (Cullu ve Samanci, 2016; Dewey, 1986). Demokratik
yonetim, 6gretmenlerin karar alma siireglerine katilmini saglarken, ayni
zamanda ailelerin ve ¢ocuklarin ¢ikarlarint goéz 6niinde bulunduran bir yap1
sunar. Bu yaklagim, okul 6ncesi egitimde katilimcihigr artirmakta ve ¢ocuk
merkezli uygulamalarin yayginlastirilmasina olanak tanimaktadir (Luft ve
Webster, 2014; Tam, 2019).

Demokratik yonetim modelinin avantajlart arasinda, paydag katiliminin
saglanmasi ve bu sayede toplulukiginde ig birliginin artirilmasi bulunmaktadr.
Bu durum, 6gretmenlerin motivasyonunu ve kuruma olan bagliliklarini
artirirken, ¢ocuklarin da daha saglikli ve destekleyici bir egitim ortaminda
bulunmalarini saglamaktadir (Luft ve Webster, 2014). Ancak bu modelin
uygulanmasinda kargilagilan zorluklardan biri, karar alma siireglerinin
yavaglamasi ve karmagik hale gelmesidir, bu da yonetimsel verimliligi
olumsuz etkileyebilir.

3.3. Doniisiimcii Yonetim Modeli

Doniigiimcii yonetim modeli, liderlik kavraminin 6n planda oldugu bir
yonetim modelidir. Bumodelde yoneticiler, 6gretmenlerin ve diger ¢alisanlarin
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motivasyonunu artirmayi, onlar1 ortak amaglara yonlendirmeyi ve okul
oncesi egitimde yenilik¢i yaklagimlar geligtirmeyi hedeflerler (Tanriverdi ve
Pagaglu, 2014). Doniisiimcii liderler, 6gretmenlere rehberlik ederek onlarin
profesyonel geligimlerini destekler ve okuldaki egitim kalitesini artirmay1
amaglar (Polat vd., 2025; Tanriverdi ve Pagaglu, 2014). Bu yaklagim, okul
oncesi egitimin dinamik ve esnek bir sekilde yonetilmesine olanak tanir.

Doniigiimcii yonetimin en 6nemli avantajlarindan biri, 6gretmenlerin ve
diger caliganlarin motivasyonunu {ist diizeyde tutarak, kurumdaki yenilik
ve degisime agiklig1 tegvik etmesidir (Hallinger, 2003). Ancak, doniigiimcii
yonetim modeli, yoneticilerin liderlik becerilerinin giiglii olmasini gerektirir
ve bu becerilerin eksikligi durumunda, beklenen etkiler elde edilemeyebilir.

3.4. Katilimc1 Yonetim Modeli

Katilimcr yonetim modeli, okul 6ncesi egitimde tiim paydaglarin siirece
katilimini ve karar alma mekanizmalarinda s6z sahibi olmalarini hedefler.
Bu model, ¢ocuklarin, Ogretmenlerin ve ailelerin seslerinin yonetim
stire¢lerinde duyulmasini saglamak amaciyla olusturulmustur (Fullan, 2003;
Harris, 2004). Bu yaklagimla, yonetimsel siireglerde seffaflik ve giiven
saglanirken, 6gretmenlerin de karar siireglerinde aktif rol almas: desteklenir.
Katilimcr yonetim modeli, 6zellikle 6gretmenlerin mesleki tatminini ve
motivasyonunu artirarak kurum i¢i dayanigmay: giiglendirmektedir (Harris,
2004). Bu modelin giiglii yonlerinden biri, okuldaki tiim paydaglarin
stirece katilimini saglayarak daha kapsayici bir egitim ortami yaratmasidir.
Ancak, katilimcr yonetim modelinin uygulamaya gegirilmesi sirasinda, karar
alma stireglerinde zaman kayb1 ve bazen uzlagiya varmanin zorlagmas: gibi
durumlarla kargilagilabilmektedir.

Sonug olarak, okul oncesi egitimde kullanmilan yonetim modelleri,
egitimin niteligini ve gocuklarin gelisgim siirecini dogrudan etkilemektedir.
Her bir modelin kendine 0Ozgii avantaj ve dezavantajlar1 bulunmakla
birlikte, okul Oncesi egitimde etkili bir yonetim anlayist olusturmak igin bu
modellerin esnek bir sekilde bir arada kullanilmasi 6nerilmektedir (Fullan,
2003). Yonetim modellerinin bagarili bir gekilde uygulanmasi, okul 6ncesi
egitim kurumlarinin topluma ve gocuklara sundugu faydalar: en iist diizeye
¢ikaracaktir.

4. Tirkiye’de Okul Oncesi Egitim Yonetiminin Mevcut Durumu
ve Sorunlari

Tiirkiye’de okul oncesi egitim, ¢ocuklarin yasam boyu siirecek olan
egitim yolculuguna adim attiklar1 6nemli bir evredir. Bu donemde, gocugun
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biligsel, sosyal, duygusal ve fiziksel gelisimini desteklemeyi amaglayan,
nitelikli egitim firsatlarnin saglanmas: gerekmektedir. Tiirkiye’de okul
oncesi egitim, Milli Egitim Bakanligi (MEB) tarafindan merkezi bir yapida
yonetilmektedir. MEB, okul oncesi egitimin planlanmasi, uygulanmasi
ve degerlendirilmesinden sorumludur (Kaya, 2012). Bu merkezi yapi,
politikalarin {ilke genelinde tutarli bir gekilde uygulanmasini amaglasa da
yerel ihtiyaglarin ve farkhiliklarin g6z ardi edilmesine yol agabilmektedir.
Mevcut durum incelendiginde, egitim yonetimi siireglerinde ¢esitli
sorunlarla kargilagildigi ve bu sorunlarin okul 6ncesi egitimin kalitesini
dogrudan etkiledigi gozlemlenmektedir (Ardig ve Aslanargun, 2020). Bu
boliimde, mevcut yonetim yapisinin durumu ve kargilagilan temel sorunlar
cle alinacaktir.

4.1. Mevcut Durum

Tiirkiye’de okul oOncesi egitim yonetiminde son yillarda belirgin
bir ilerleme kaydedilmistir. Ozellikle MEB tarafindan yapilan gesitli
reformlar ve hayata gegirilen projeler sayesinde, okul ©ncesi egitime
erigim orant artmugtir (Eran Tiredi vd., 2021). Mevcut yonetim yapisinin
degerlendirilmesi, Tiirkiye’deki okul oncesi egitimin gelisiminde kritik bir
onem tagimaktadir. Ozellikle merkezi yonetim modeli, bu siirecin etkinligini
belirleyen temel unsurlardan biridir. Ancak, bu olumlu gelismelere ragmen
okul 6ncesi egitimin yonetim yapisinda bazi zayifliklar dikkat ¢ekmektedir.
Tiirkiye’de okul 6ncesi egitimin genel yonetimi, merkezden alinan kararlarla
belirlenmekte ve bu durum esnek bir yonetim modelinin benimsenmesini
zorlagtirmaktadir. Boylesi bir yapida, yerel kogullar ve ihtiyaglar yeterince
dikkate alinmamaktadir. Bu da ozellikle kirsal kesimlerdeki okullarin, kendi
kosullarina uygun ¢oziimler gelistirmesini ve gocuklarin farkli gelisimsel
ihtiyaglarina cevap vermesini giiglestirmektedir. Ozellikle kirsal bolgelerdeki
okullar, merkezi yapr nedeniyle kendi 6zgiin kogullarina uygun egitim
¢oziimleri gelistirememekte ve bu durum ¢ocuklarin gelisim siireglerinde
olumsuzluklara yol agmaktadir. Bu tiir merkezi yOnetim anlayigi, okul
oncesi egitimde yenilikgi ve esnek uygulamalarin ontine gegmekte, yerel
dinamiklerin goz ard1 edilmesine neden olmaktadir (Giider, 2019; Tarman ve
Sarikaya, 2024). Yonetim siireglerinin yerel ihtiyaglara daha uygun bir gekilde
diizenlenmemesi hem 6gretmenlerin hem de gocuklarin potansiyellerinin
tam olarak gergeklestirilmesini engelleyerek egitimde firsat esitligi ilkesini
zedelemektedir.
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4.2. Yonetsel Sorunlar

Okul oncesi egitim yonetiminde kargilagilan temel sorunlardan biri,
egitimde nitelikli personel eksikligidir. Okul Oncesi egitimde gorev alan
ogretmenlerin birgogu, yeterli pedagojik bilgiye sahip olmalarina ragmen,
stirekli mesleki gelisim imkanlarina ulagmakta zorlanmaktadir (Biimen
vd., 2012). Bu durum, o6gretmenlerin giincel egitim yaklagimlarina
uygun yontemler geligtirmesini ve ¢ocuklarn bireysel farklihiklarmni goz
oniinde bulundurarak egitim vermesini smnrlamaktadir.  Ayrica, okul
oncesi egitim kurumlarinin yonetim kademesinde yer alan yoneticilerin
liderlik becerilerinin  gelistirilmesi konusunda eksiklikler bulunmaktadir
(Durmuskaya ve Durmuskaya, 2023; Okgu, 2011). Bu eksiklikler, yonetim
stirecinde etkili karar alma mekanizmalarinin olugturulmasini zorlagtirmakta
ve egitim kalitesini olumsuz etkilemektedir.

Bir diger 6nemli sorun ise, okul oncesi egitime ayrilan kaynaklarin
yetersizligidir. Tirkiye’de okul Oncesi egitime ayrlan biitge, diger
egitim seviyelerine kiyasla oldukga diistiktiir (Ekici ve Ekici, 2024). Bu
kaynak yetersizligi, okul oncesi egitim kurumlarinin fiziksel altyapisinin
giiglendirilmesini, egitim materyallerinin yeterli seviyeye getirilmesini ve
sinif mevcutlarinin uygun bir sayrya indirgenmesini engellemektedir. Kaynak
eksikligi ozellikle kirsal bolgelerde daha fazla hissedilmekte, bu da bolgeler
arasindaki egitim esitsizliginin artmasma neden olmaktadir (Saklan ve

Erginer, 2016).

4.3. Erisim ve Esitsizlik Sorunlar:

Tiirkiye’de okul 6ncesi egitimin yonetimi, erigim ve esitsizlik sorunlari ile
de karg1 karsiyadir. Kirsal bolgelerde yagsayan ¢ocuklarin okul 6ncesi egitime
erigimi, kentsel bolgelerde yasayanlara gore oldukga diistiktiir (Can ve Kilig,
2019; Kerem ve Comert, 2005). Bu durum, egitimde firsat esitligi ilkesine
aykar1 olmakla birlikte, kirsal bolgelerde yagsayan ¢ocuklarin biligsel ve sosyal
gelisim agisindan geride kalmalarina yol agmaktadir. Ailelerin ekonomik
durumlari da okul éncesi egitime erisimde 6nemli bir faktordiir. Ozellikle
diigiik gelirli ailelerin gocuklar1, okul 6ncesi egitim hizmetlerinden yeterince
faydalanamamakta ve bu durum ilerleyen egitim kademelerinde akademik
bagarilarini olumsuz yonde etkilemektedir (Atatanir, 2023; Eren vd., 2017).
Okul 6ncesi egitimin yonetiminde kargilagilan bir diger sorun, 6gretmenlerin
mesleki tatmin diizeylerinin diisiikliiglidiir. Mesleki tatmin diizeyinin diigiik
olmasi, ogretmenlerin motivasyonunu ve dolayisiyla egitim siirecine olan
katkilarini olumsuz etkilemektedir (Giingor vd., 2022; Uziimcii ve Miiezzin,
2018). Ogretmenlerin is yiikiiniin fazla olmas, diisiik maaglar ve siniflardaki
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ogrenci sayilarinin fazla olmast gibi faktorler, mesleki tatmin diizeyini
diigliren baslica unsurlar arasindadir (Basturan ve Gorgt, 2020).

4.4. Coziim Onerileri

Tiirkiye’de okul Oncesi egitim yonetiminin mevcut durumu  ve
kargilagilan sorunlar g6z oOniine alindiginda, ¢esitli ¢6ziim  Onerileri
gelistirilebilir. Oncelikle, okul 6ncesi egitimin finansmani artirilmali ve
ozellikle kirsal bolgelere yonelik 6zel kaynaklar saglanmalidir (Ekici ve
Ekici, 2024). Ayrica, ogretmenlerin mesleki gelisimlerine yonelik stirekli
egitim programlar1 diizenlenmeli ve bu programlar, 6gretmenlerin giincel
egitim yaklagimlarini benimsemelerini saglayacak sekilde yapilandiriimalidir
(Ekim vd., 2023). Okul yoneticilerinin liderlik becerileri de desteklenmeli
ve yonetim siirecinde daha etkili rol almalar1 saglanmalidir. Bu amagla, okul
yoneticilerine yonelik liderlik ve yonetim becerilerini gelistirmeye yonelik
egitimler diizenlenmelidir.

5. Okul Oncesi Dénemde Yoneticilik ve Liderlik (Miidiirliik)

Okul 6ncesi egitim kurumlarmnin etkin bir sekilde yonetilmesi; gocuklarin
geligimi ve bu siiregteki egitim kalitesinin saglanmasi agisindan biiyiik 6nem
tagimaktadir. Bu donemde miidiirlerin ve yoneticilerin liderlik becerileri,
kurumun egitim felsefesini ve igleyisini dogrudan sekillendirir. Liderlik ve
yoneticilik arasindaki fark, ozellikle okul 6ncesi egitimin karmagik ve gok
yonlii yapist goz 6niinde bulunduruldugunda belirgin hale gelir. Yonetim,
kurumun giinliik igleyigini siirdiirmeyi hedeflerken, liderlik daha ¢ok vizyon
olusturma ve yenilikgi uygulamalar1 hayata gegirme {izerine yogunlagir
(Northouse, 2021). Bu baglamda, okul 6ncesi donemdeki yoneticilik
ve liderlik, gocuklarin 6grenme deneyimlerini, 6gretmenlerin mesleki
geligimlerini ve ebeveynlerin katilimini 6nemli 6lgiide etkiler.

5.1. Yoneticilik ve Liderlik Kavramlari

Yoneticilik okul 6ncesi egitim kurumlarinda daha ¢ok operasyonel
stireglerin yonetilmesi ile ilgilidir (Aslan, 2012). Midiirler, bu kurumlarda
planlama, koordinasyon, personel yonetimi, biit¢e ve fiziksel altyapinin
saglanmasi gibi gorevleri yerine getirirler (Sanlhdag, 2024). Bu gorevler,
egitim kurumunun diizgiin bir gekilde igleyebilmesi ve egitim hedeflerine
ulagabilmesi igin gereklidir (Bush, 2020). Yoneticilik, daha ¢ok kurallar ve
prosediirler tizerine kurulmusken, liderlik ise kurumun vizyonunu belirleme,
yenilik¢gi yaklagimlar1 hayata gegirme ve Ogretmenleri motive etme gibi
gorevleri kapsar.
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Liderlik daha genig bir perspektif sunarak, egitimin kalitesini artirmak,
ogretmenlerin motivasyonunu saglamak ve egitim siirecine dahil olan
tiim paydaglar1 (0gretmenler, aileler ve gocuklar) ayni hedefe yonlendirme
becerisidir. Liderlik, 6zellikle okul 6ncesi egitimde, ¢ocugun gelisiminde
yenilik¢i ve esnek bir 6grenme ortaminin olusturulmasina katki saglayan
onemli bir unsurdur. Doniigtimcii liderlik bu baglamda 6n plana gikar,
ctinkii bu liderlik tiirii, 6gretmenlerin mesleki gelisimlerini desteklemekte ve
motivasyonlarini artirmaktadir (Leithwood ve Jantzi, 2005).

5.2. Okul Oncesi Egitim Kurumlarinda Miidiirlerin Rolleri

Okul 6ncesi egitim kurumlarinda miidiirlerin tistlendigi roller, gocuklarin
egitimden en iyi sekilde faydalanmasini saglamak amaciyla ¢ok boyutlu bir
nitelik tagir. Miidiirlerin ilk ve en 6nemli rolii, kurumun igleyisinin sorunsuz
bir sekilde devam etmesini saglamaktir. Bu kapsamda, oOgretmenlerin
desteklenmesi, egitim materyallerinin temin edilmesive egitim programlarinin
etkin bir gekilde uygulanmasi miidiirlerin sorumlulugundadir (Durmuskaya
ve Durmugkaya, 2023; Kose ve Uzun, 2017). Miidiirler ayrica, okulun
misyon ve vizyonunu belirleyerek, bu hedeflere ulagmak igin 6gretmenleri
ve diger personeli yonlendirirler. Bu stiregte, midiirlerin giiclii bir liderlik
sergilemesi, okul 6ncesi egitimin kalitesini dogrudan etkileyen bir faktordiir.

Bununla birlikte, okul 6ncesi kurumlarda miidiirlerin sadece yonetimsel
gorevlerle sinirl kalmadigi, ayni zamanda 6gretmenlerin mesleki geligimlerini
de destekleyici bir liderlik sergilemeleri gerektigi bilinmektedir (Ata ve Bolat,
2023). Ogretmenlerin mesleki geligimi, egitim kalitesinin artmasinda kritik
rol oynar ve miidiirler bu siiregte rehberlik ederek 6gretmenlerin yenilikgi
yaklagimlar benimsemesini saglar. Bu baglamda, doniistimcii liderlik
yaklagimi, okul 6ncesi egitim kurumlarinda miidiirlerin roliinii daha etkili
bir sekilde yerine getirmelerine olanak tanir. Doniigiimcii liderler, vizyoner
bir yaklasim sergileyerek, 6gretmenleri motive eder, onlarin potansiyellerini
agiga ¢ikarmalarini saglar ve kurum igindeki is birligini artirir (Robinson
vd., 2008).

5.3. Liderlik Yaklagimlari ve Okul Oncesi Egitimde Uygulamalar

Okul 6ncesi egitimde liderlik, gesitli liderlik yaklagimlarinin uygulanmasini
gerektirir. Bunlardan biri olan doniigiimcii liderlik, egitim kurumlarinda
degisim ve yenilik yaratmak i¢in olduk¢a uygun bir modeldir. Bu yaklagim,
okul oncesi egitimde 6gretmenlerin bireysel geligimlerine 6nem verir ve
gocuklarin 6grenme siirecinde yenilikgi uygulamalarin ontinii agar (Bass ve
Avolio, 1994). Doniigiimcii liderlik, 6gretmenlerin motivasyonunu artirarak,
onlarin kendilerini daha fazla gelistirmelerine ve 6grencilere daha kaliteli bir
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egitim sunmalarina olanak tanir. Bunun yan sira, dagitilmis liderlik yaklagimi
da okul 6ncesi egitimde 6nemlidir. Dagitilmig liderlik, liderlik rollerinin okul
igindeki gegitli paydaslara dagitilmasini ifade eder. Bu model, 6gretmenlerin
karar alma siireglerine daha aktif katilmalarini saglamakta ve bu sayede
ogretmenlerin kendilerini lider olarak hissetmelerine olanak tanimaktadir
(Harris, 2004). Bu yaklagim, sadece miidiirlerin degil, ayn1 zamanda
ogretmenlerin de liderlik becerilerini geligtirmeleri igin firsatlar sunar ve okul
i¢inde kolektif bir sorumluluk kiiltiirii olugturur. Bunun diginda, hizmetkar
liderlik yaklagimi da okul 6ncesi egitimde giderek 6nem kazanmaktadir. Bu
yaklagimda, liderler hizmetkar bir tutum sergileyerek 6gretmenlerin ve diger
personelin ihtiyaglarini 6n planda tutar ve onlarin potansiyellerini agiga
gikarmay1 hedefler (Greenleaf, 2002). Ayrica, durumsal liderlik modeli de
okul Oncesi egitimde kullanilabilir. Bu model, liderlerin farkli durumlara
gore esnek davranmalarini ve ihtiyag duyulan liderlik tarzini uygulamalarini
onerir (Hersey ve Blanchard, 1969). Bu cesitlilik, okul oncesi egitimde
liderlerin farkli gereksinimlere uyum saglamasini ve daha esnek bir yonetim
sergilemesini miimkiin kilar.

5.4. Miidiirlerin Liderlik Becerilerinin Gelistirilmesi

Okul 6ncesi donemdeki miidiirlerin liderlik becerilerinin gelistirilmesi,
egitimin kalitesini artirmak agisindan oldukg¢a 6nemlidir. Bu dogrultuda,
miidiirlere yonelik siirekli egitim programlarinin diizenlenmesi ve onlarin
liderlik kapasitelerinin artirilmasi gerekmektedir. Bu egitimler, miidiirlerin
yonetimsel becerilerinin yani sira, liderlik becerilerini de gelistirmeye yonelik
olmahdir (Aslan, 2012). Liderlik becerilerinin artirilmasi, miidiirlerin
ogretmenleri daha etkili bir sekilde yonlendirmesini ve ¢ocuklarin egitim
stirecine olumlu katkilar saglamasini miimkiin kilar. Ayrica, miidiirlerin
liderlik becerilerini gelistirmeleri, okul 6ncesi kurumlarin toplumla olan
etkilesimini de artirir. Bu sayede, okul-aile ig birligi gli¢lenir ve ailelerin egitim
stirecine katilimi desteklenir. Ailelerin egitime katilimi, ¢ocuklarin geligimi
izerinde olumlu bir etki yaratarak, onlarin sosyal ve biligsel becerilerinin
gelismesine katki saglar (Cakmak, 2010; Epstein, 2018).

Sonug olarak, okul oncesi donemlerde yoneticilik ve liderlik, egitim
stirecinin etkin bir sekilde yiiriitiilmesi ve ¢ocuklarin gelisgimlerinin en st
diizeyde desteklenmesi agisindan kritik 6neme sahiptir. Miidiirlerin hem
yonetimsel hem de liderlik rollerini etkili bir gekilde yerine getirebilmeleri,
okul 6ncesi egitimin kalitesini dogrudan etkileyen bir faktordiir. Bu baglamda,
miidiirlerin liderlik becerilerinin gelistirilmesi, 6gretmenlerin desteklenmesi
ve okul 6ncesi kurumlarin vizyoner bir sekilde yonetilmesi gerekmektedir.
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6. Tiirkiye’de Okul Oncesi Egitim Yonetiminde Oneriler

Okul oOncesi egitim, bireylerin temel becerilerini gelistirdigi, sosyal
ve biligsel yeteneklerinin sekillendigi kritik bir donemdir ve bu donemde
sunulan egitim hizmetinin kalitesi, ilerleyen yaglardaki egitim bagarisini da
dogrudan etkiler. Bu boliimde, Tiirkiye’de okul 6ncesi egitimin yonetimini
daha etkili hale getirmek igin yapilmasi gereken diizenlemeler ve Oneriler
siralanacaktir.

6.1. Yerel Yonetimlerin Giiglendirilmesi ve Yerellesme

Tiirkiye’de okul Oncesi egitim yonetiminin biiyiik Olgiide merkezi
yapiya dayanmasi, yerel ihtiyaglara hizli ve uygun ¢oziimler getirilmesini
zorlagtirmaktadir. Bu durum, o6zellikle kirsal bolgelerde egitim kalitesini
olumsuz yonde etkileyebilmektedir. Bu nedenle, egitimde yerellesmenin
artirlmasi ve yerel yonetimlerin daha fazla yetki ve sorumluluk almasi
gerekmektedir (Sahin, 2023). Yerel yonetimlerin giiglendirilmesi, bolgesel
ihtiyaglarin daha dogru tespit edilmesi ve bu ihtiyaglara uygun ¢oziimlerin
gelistirilmesi agisindan 6nemli bir adimdir. Yerellesme, 6gretmenlerin ve okul
yoneticilerinin karar alma stireglerine katilimini artirarak, egitim siirecinde
daha esnek ve yenilik¢i yaklagimlarin uygulanmasina da katki saglayacaktir
(Tatik, 2013).

6.2. Finansman ve Kaynaklarin Etkin Kullanimi

Egitimde mevcut finansal kaynaklarin yetersizligi, bu alanda kargilagilan
en onemli sorunlardan biridir (Deveci ve Aykag, 2018). Egitimin kalitesini
artirmak ve g¢ocuklara daha iy1 olanaklar sunmak igin devlet biit¢esinden
egitime ayrilan payin artirilmast gerekmektedir. Ozellikle kirsal ve sosyo-
ckonomik olarak dezavantajli bolgelerde, okul 6ncesi egitim kurumlarinin
fiziki altyapisinin iyilestirilmesi ve materyal eksikliklerinin giderilmesi igin
ek kaynak saglanmalidir (Can ve Kilig, 2019). Ayrica, kamu ve 6zel sektor ig
birligi ile okul 6ncesi egitime yonelik daha fazla yatirrm yapilmasi, finansman
konusundaki eksikliklerin giderilmesine yardimei olabilir. Kaynaklarin etkin
kullanimi, sadece biitge artirimiyla degil, ayn1 zamanda var olan kaynaklarin
verimli kullanimiyla da saglanmalidir.

6.3. Ogretmen Yeterliliklerinin ve Siirekli Mesleki Geligimin
Desteklenmesi

Okul 6ncesi egitimin niteligi, biiyiik 6l¢iide 6gretmenlerin yeterliliklerine
ve egitimlerine baghdir) (Turan vd., 2017) . Bu nedenle, 6gretmenlerin
mesleki yeterliliklerinin artirilmasi, okul 6ncesi egitimin kalitesini dogrudan
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etkileyen bir faktordiir. Ogretmenlerin hizmet igi egitimlerle desteklenmesi
(Bilgin vd., 2007) ve siirekli mesleki gelisim olanaklarinin artirilmasi
onemlidir (Tiiziin, 2017). Bu kapsamda, 6gretmenlere pedagojik bilgi ve
becerilerini  geligtirebilecekleri egitim programlarinin sunulmasi, giincel
egitim yaklagimlarin1 6grenmeleri agisindan gereklidir. Ayrica, okul 6ncesi
egitimde gorev alan 6gretmenlerin mesleki tatminlerinin artirilmasi adina
caliyma kogullarinin iyilestirilmesi, maaglarin yiikseltilmesi ve i yiiklerinin
hafifletilmesi gerekmektedir (Boyalioglu, 2023). Bu sayede, ogretmenler
daha motive ve etkin bir sekilde galigabileceklerdir.

6.4. Aile Katiliminin Artirilmasi

Okul oOncesi donemde ebeveynlerin egitime aktif katilimi, gocuklarin
ogrenme siireglerinde biiyiik bir etkiye sahiptir. Bu nedenle, Tiirkiye’de
okul 6ncesi egitimde aile katilimimnin artirilmasi gerekmektedir (Bilaloglu
ve Arnas, 2019). Ailelerin egitim siirecine dahil edilmesi, ¢ocuklarin evde
ogrendiklerini pekigtirmelerine ve okul-aile baglarinin giiclenmesine olanak
tanir. Bu amagla, okul 6ncesi egitim kurumlarinda aile egitimi programlari
diizenlenebilir ve ailelerin gocuklarin egitim siireglerinde daha aktif rol
almasi tegvik edilebilir (Epstein, 2018). Aile katihmini artirmak i¢in okullar
ve Ogretmenler, diizenli olarak ailelerle iletisim kurmali ve onlarin egitim
stirecine yonelik katkilarini tegvik edici faaliyetler diizenlemelidir.

6.5. Denetim ve Kalite Standartlarinin Olusturulmasi

Tiirkiye’de egitimde kaliteyi artirmak adina standartlarin belirlenmesi ve bu
standartlarin diizenli olarak denetlenmesi gerekmektedir (Demirkasimoglu,
2011; Kursunlu, 2018). Uluslararast iyi uygulamalar igiginda, kalite
standartlar1 belirlenmeli ve bu standartlarin uygulamas: siki bir gekilde
denetlenmelidir. Ozellikle egitim materyalleri, fiziki ortam, O6gretmen
yeterlilikleri ve gocuklarin geligimsel siiregleri ile ilgili kriterler belirlenmeli ve
bu kriterlerin yerine getirilip getirilmedigi siirekli olarak kontrol edilmelidir
(Sylva, 2004). Bu sekilde, okul 6ncesi egitimin kalitesinin artirilmasi ve
kurumlar arasinda tutarlihgin saglanmast miimkiin olacaktir.

6.6. Liderlik ve Yoneticilik Becerilerinin Gelistirilmesi

Okul 6ncesi egitim kurumlarinin yonetiminde miidiirlerin ve yoneticilerin
liderlik becerileri biiyiik bir 6neme sahiptir. Bu baglamda, okul 6ncesi egitim
yoneticilerinin liderlik kapasitelerinin artirilmasi gerekmektedir. Miidiirlerin
ve yoneticilerin siirekli egitim programlarina katilmalari ve liderlik becerilerini
gelistirmeleri (Balyer ve Gilindiiz, 2011), okul 6ncesi egitim kurumlarinin
daha etkin bir gekilde yonetilmesine katki saglayacaktir. Liderlik becerilerinin
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artirilmast, yoneticilerin 6gretmenleri daha etkin bir gekilde desteklemelerine
ve egitim kalitesini artirmaya yonelik yenilik¢i yaklagimlar gelistirmelerine
olanak tantyacaktir.
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Bolum 5

Sosyal Bilgiler Ogretmen Adaylarinin Cografi
Isaretli Uriinleri Satin Almaya Yonelik Tutumlari 3

Salih Uslu!
Rumeysa Gezmen?

Azize Ozalps

Ozet

Arastirmanin  genel amaci, sosyal bilgiler 6gretmen adaylarimin farkh
degiskenler agisindan cografi isaretli tirlinleri satin almaya yonelik tutumlarinin
belirlenmesidir. Bu amagla ¢aliymada temel arastirma deseni olarak betimsel
tarama yontemi kullanidmugtir. Aragtirmanin galisma grubunu; goniilliilitk
esasina gore aragtirmaya katilan, bir devlet iiniversitesinin egitim fakiiltesi
sosyal bilgiler egitimi ana bilim dalinda 6grenim gormekte olan toplam 165
ogretmen aday1 olusturmaktadir. Aragtirma verileri, katihmcilarin cinsiyet,
simf ve yaganilan yer degiskenlerinin yer aldigi arastirmacilar tarafindan
olugturulan “Kigisel Bilgi Formu” ve Yiice ve Korucuk (2020) tarafindan
gelistirilen “Cografi Isaretli Uriinleri Satin Almaya Yonelik Tatum Olgegi”
ile elde edilmistir. Ogretmen adaylarinin cografi isaretli iiriinleri satn almaya
yonelik tutum puanlart betimsel istatistik ile belirlenmeye ¢aligilmustir.
Aragtirmadan elde edilen verilerin istatistiksel ¢oziimlemeleri IBM SPSS
programi kullanilarak yapilmustir.  Sosyal bilgiler 6gretmen adaylarinin
cografi isaretli {irlinleri satin almaya yonelik tutum puanlari genel olarak
incelendiginde cografi isaretli Girlinleri satin almaya yonelik tutumlarinin
olumlu ve tutum diizeyinin yiiksek oldugu tespit edilmistir. Sosyal bilgiler
ogretmen adaylarinin cinsiyetleri ile cografi isaretli iirtinleri satin almaya
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yonelik tutum puanlari arasinda, bilgi, duygu ve davranig faktorlerinde ve
Olgegin genelinde anlamli bir farkliigin bulunmadigr saptanmugtir. Simif
diizeyleri ile cografi isaretli iiriinleri satin almaya yonelik tutum puanlar
arasinda; bilgi, duygu faktorleri ve 6lgegin genelinde 6gretmen adaylarinin
cografi isaretli Giriinleri satin almaya yonelik tutumlarinin sinif degiskenine
gore istatistiksel agidan anlamli bir farkhilik gostermedigi, davramg faktoriinde
ise istatistiksel agidan anlaml bir farklilik gosterdigi belirlenmistir. Cografi
isaretli tirtinleri satin almaya yonelik tutum diizeylerinin yasadiklar1 yer
degiskenine gore bilgi, duygu ve davranig faktorlerinde ve 6lgegin genelinde
anlamli farklihk gostermedigi saptanmistir.

GIRIS

Cografi isaretler (CI), belirli bir alandan kaynaklanan bir iiriinii
tanimlayan ya da Kkalitesi, tinii veya diger karakteristik Ozellikleri
bakimindan cografi kaynagina atfedilen, bir bolgeyi temsil eden simnai
miilkiyet hakkidir. Tiirk lokumu, Afyon kaymagi, Corum leblebisi,
Malatya kayisisi, Hereke halisi, Antep fistigi, Van kedisi, Sivas kangal
kopegi, Adana kebabi ve digerleri. Biitiin nitelikleri ile {ilkemize has olan,
yizlerce yillik emegin, yoresel birikim ve tecriibelerden olusturulmug ve
yorenin, lilkenin kalkinmasinda 6nemli rolleri olan miikemmel nitelikteki
tirtinlerdir (Oraman, 2015). Cografi isaretler, tiiketicilerce taninmis ve
tinlenmis tirtinlerin kokeni (menge) ile iiretim yontemlerinin giivence altina
alinmasini saglayan ayirt edici resmi kalite isaretleridir. Yani belli bir bolge
veya yoreye bagl olarak 6n plana ¢ikmug itirtinlerdir denilebilir. Oldukga
uzun bir tarihi gegmisi olan Eski Misir’da piramitlerin yapiminda kullanilan
dayanikli tugla ve taglarin kokenlerini belirtmek igin, Eski Yunan’da ise
Thasos Adasi saraplarinin kalite isareti olarak kullanmuglardir. Fransiz
yasalarinca “koken adr” korunan ve iiretimi titizlikle denetlenen Roquefort
peyniri, Fransa’da 1070 yilindan beri korunmaktadir (Tekelioglu, 2019).
Tirkiye’ye kirsal alanin, kiiltiirel ve yerel zenginliklerin genig oldugu bir iilke
olarak bakildiginda cografi isaret kavramimin 6nemli oldugunu séylemek
miimkiindiir. Her bolgenin kendine 6zgii hammadde kaynaklari, ekonomik
ozellikleri ve doga sartlart oldugu igin bu {irlinlerin her birinin birbirinden
tarkl1 6zellikleri vardir. Geleneksel iiriinleri iklim, yiikselti, toprak yapisi ve
baki gibi bagimsiz degiskenler etkilemektedir. Doganin bize vermis oldugu
bu kogullarin degerlendirilerek hem o bolgenin hem de diger toplumlarin
taydalanabilecegi niteliklerin kazandirilmasi ise insan faktoriiniin 6nemini
agiklamaktadir. Boylece yoresel iiriinleri etkileyen ve insan ile ortak noktalari
olan bagimh degiskenlere bakildiginda ise emek, yaraticilik, farkli tarihi
geemigi, farkli gelenekler, farkli ¢alisma kosullari, ilgi ve merak oldugu
goriilebilmektedir (Giimriikgii ve Kurtuldu (2023).
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Cografi Isaret Koruma Tiirleri
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Mense adi Mahreg isareti Geleneksel tiriin adi

“Mensge adi isareti® (Protected designation of origin, PDO): Biitiin
ozelliklerini iiretildigi cografi alandan alan, {iretim-igleme ve hazirlama
stireglerinin tamaminin belirtilen cografi alanda gergeklestigi ve ayni kalitede
bagka yerde iiretilemeyen iiriinleri tanimlayan isaretlerdir. (Tekelioglu, 2019).
Cograti smurlart belirli olan yore, alan, bolge veya iilkelerden kaynaklanan
driinlerin tiim veya esas Ozelliginin, o yore, alan, bolge veya tilkeye ozgii
dogal ve beserl unsurlardan kaynaklandigini ifade etmektedir. Bagka bir
ifadeyle menge ads, tiim 6zellikleriyle belirli bir yoreye 6zgii olan ve bagka bir
yerde bulunmayan ya da temin edilemeyen iiriinler olarak agiklanmaktadir
(Yonet Eren ve Ceyhun Sezgin, 2021). Finike Portakali ve Malatya kayisist
tilkemizde menge adr almig Girtinlerimizden bazilaridir.

“Mahreg isareti” (Protected Geographical Indication, PGI): Uretimi,
islenmesi ve diger islemlerinden en az birinin belirlenmis cografi alan
sinirlart iginde gergeklestirilen tiriinleri tanimlayan adlardir. Bu iirtinler daha
ok, bir bilgi, beceri ya da maharet ve ustaliga dayanan gida ve el sanatlar1
driinleridir (Tekelioglu, 2019). Bir iirliniin cografi sinirlar1 belirlenmis bir
yore, alan veya bolgeden kaynaklaniyor olmasi; belirgin bir niteligi, tinii veya
diger ozellikleri itibariyle bu yore, alan veya bolge ile 6zdeglesmis olmasi;
iretimi, iglenmesi ve diger iglemlerden en az birinin belirlenmis yore alan
veya bolge sinirlar1 iginde yapilmasi kosulu ile o yore, alan veya bolge adini
ifade etmektedir. Mahreg igareti kavraminda, iiriin-menge iligkisi zayif olup
riiniin tiretimi, iglenmesi ya da hazirlanmasindan en az birisinin belirlenmig
bolgede gergeklesmesi yeterli olabilecektir. Mahreg isarete 6rnek olarak;
Corum Leblebisi ve Mersin Cezeryesi verilebilir (Yonet Eren ve Ceyhun
Sezgin, 2021). Antep Baklavasi ve Hareke Ipek Halist mahreg isareti almig
baz1 tirtinlerimizdendir.

“Geleneksel tiriin ads” (Traditional Speciality Guaranteed, TSG): Menge
ad1 veya mahreg isareti kapsamina girmeyen, geleneksel bir tiretim metodu
(yapim tarifi) veya gelencksel bilesimden kaynaklanan ya da gelencksel
hammadde veya malzemeden iiretilmis iiriinleri tanimlayan adlardir. Ornegin
Italya’nin meghur Napoliten pizzast tipik bir Napoli gelenegine bagli olarak
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ve odun ateginde pigirilmektedir. Burada iiriiniin spesifik 6zelligi, niteligi
sertifikalandiriimaktadir. Geleneksel {iriin adi korumasi bir CI degildir.
Koruma altina alinan koken degil, gelenektir. Gelenekselin anlamu ise iiriiniin
pazarda uzun bir ge¢mige sahip olmasi, kugaklar aras1 gegis gosteren bir tiriin
olmasidir. Bu siire, AB ve tilkemizde 30 yildir (Tekelioglu, 2019). Piyasa
igerisinde bir tirtini tarif etmek i¢in menge ad1 veya mahreg igareti kapsamina
girmeyen, geleneksel olarak en az otuz yil siireyle kullanildig: kanitlanan
adlar, agagidaki siralanan kosullardan en az birini saglamasi durumunda;

* Geleneksel {iretim, isleme yontemi veya geleneksel bilesimden
kaynaklanmas,

* Geleneksel hammadde veya malzemeden iiretilmig olmasi geleneksel
tirtin ad1 olarak tanimlanabilmektedir. Geleneksel tirtin adina 6rnek olarak;
baklava, lokum, hogmerim ve pastirma gibi iiriinler verilebilir (Yonet Eren
ve Ceyhun Sezgin, 2021).

Avrupa Birligi’'nde koruma altina alinmis cografi isaretler ikiye ayrilr,
bunlar: PDO (Protected Designation of Origin/ koruma altina alinmug
orjin adi- mahreg isareti) ve PGI (Protected Geographical Indication/
koruma altina alinmig cografi isaret-menge isareti). AB iilkelerinde uyumun
saglanmasi ve cografi igaretlerin taninmasi igin birlik genelinde uygulanacak
PDO ve PGI logolar1 hazirlanmistir (Sahin ve Meral, 2012).

Bir {irtinlin cografi igaret tescili alabilmesi igin sahip olmasi gereken dort
temel Ozellik su sekilde siralanabilir:

* Yerel tiretimi ve kirsal kalkinmay: desteklemek,

* Gelencksel bilgi ve kiiltiirel degerleri korumak,

* Turizme katkida bulunmak,

« Uriin taklitgiligi ile miicadeledir (Oraman, 2015).

Cografi isaretlerin yararlari su sekilde 6zetlenebilir:

a) Cografi isaretler iiretici ve tiiketicileri haksiz rekabete karst korur.

b) Cografi isaretler tiiketiciyi yonlendirir ¢) Cografi isaretler katma deger
ve istthdam yaratir.

d) Cografi isaretler gergek kirsal kalkinma araglaridir.

¢) Cografi isaretler turizmi gelistirir. Yore turizmi ancak tarimin giiglii
oldugu, taninan ve tipik bir tiriiniin sunuldugu bolgelerde gelisebilmektedir
(Tekelioglu, 2019).
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Sonug olarak bu aragtirma, sosyal bilgiler 6gretmen adaylarinin cografi
isaretli driinleri satin almaya yonelik genel tutumlarini inceleyerek,
gelecekteki Ogretmenlerin bu konuda nasil desteklenebilecegini anlamak
amacini tagimaktadir. Aragtirmanin sonuglari, cografi isaretli tiriinleri satin
alma konusunda bilingli ve tutarl bir veri saglayarak, 6gretmen adaylarinin
bu alanda farkindalik kazanmalarina katkida bulunacaktir. Tlgili alan yazin
incelendiginde, dogrudan sosyal bilgiler Ogretmen adaylarinin cografi
isaretli tirtinleri satin almaya yonelik tutumlartyla ilgili bir aragtirmaya
rastlanmanugtir.  Ogrencileri toplumsal hayata hazirlayacak ~dolayistyla
cografi igaretli iirtinleri tercih etme noktasinda da 6grencileri bilgilendirecek
olan Ogretmen adaylarinin cografi isaretli iiriinleri satin almaya yonelik
tutumlarini bilmek ve onlara verilecek egitimi aragtirma sonuglar1 11ginda
yonlendirmek, hizmet 6ncesi egitimin amaglarina ulagmasi noktasinda 6nem
tagimaktadir. Bu nedenlerle aragtirmanin literatiire de katki saglayacagi
diistintilmektedir.

Bu dogrultuda aragtirmanin genel amaci, sosyal bilgiler 6gretmen
adaylarinin farkli degiskenler agisindan (cinsiyet, siif ve yaganilan yer)
cografi isaretli {irlinleri satin almaya yonelik tutumlarinin belirlenmesidir.
Aragtirmada bu genel amag ¢ergevesinde su sorulara cevap aranmuistir:

1. Sosyal bilgiler 6gretmen adaylarinin cografi igaretli tiriinleri satin
almaya yonelik tutumlart nasildir?

2. Sosyal bilgiler 6gretmen adaylariin cografi isaretli tirtinleri satin
almaya yonelik tutum puanlari cinsiyetlerine gore farklilagmakta midir?

3. Sosyal bilgiler 6gretmen adaylarinin cografi isaretli iiriinleri satin
almaya yonelik tutum puanlari simif diizeylerine gore farklilagsmakta midir?

4. Sosyal bilgiler 6gretmen adaylarinin cografi igaretli tiriinleri satin
almaya yonelik tutum puanlari yagadiklar yerlere gore farkhilagmakta midir?

YONTEM

Genellikle egitim aragtirmalarinda segilen grubun belirli bir konu
hakkinda tutum, inang ve goriiglerini 6grenmek amaciyla tarama yontemi
kullanilmaktadir (McMillan ve Schumacher, 2006). Bu nedenle bu ¢aligmada
da temel aragtirma deseni olarak betimsel tarama yontemi kullanilmistir.

Calwyma Grubu

Aragtirmanin  ¢aligma grubunu; goniilliiliilk esasina gore aragtirmaya
katilan, bir devlet iiniversitesinin egitim fakiiltesi sosyal bilgiler egitimi
ana bilim dalinda 6grenim gormekte olan toplam 165 &6gretmen adayi
olugturmaktadir.
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Verilerin Toplanmas:

Aragtirma  verileri, katihmcilarin cinsiyet, smif ve yaganilan yer
degiskenlerinin yer aldig1 aragtirmacilar tarafindan olugturulan “Kigisel Bilgi
Formu” ve Yiice ve Korucuk (2020) tarafindan gelistirilen “Cografi Isaretli
Uriinleri Satin Almaya Yonelik Tutum Olgegi” ile elde edilmistir. Tlgili 6lgege
iligkin bilgiler su sekildedir: Toplamda {i¢ ayr1 ¢aligma grubu ve 550 tiiketici
ile gergeklestirilen galiymada ilk olarak alanyazin taramasi yapilmig ve uzman
goriiglerine bagvurularak verilerin kapsam ve goriiniig gegerligi sinanmugtir.
Onuygulamasi 60 madde ile yiiriitiilen 6legin agimlayici faktor analizi (AFA)
sonucunda toplam 3 boyut ve 33 maddeden meydana geldigi gortilmiistiir.
AFA sonucunda agiklanan toplam varyans yiikii %53.46°dir. Alt boyutlar ise
birinci boyut = Bilgi Boyutu (7 madde agiklanan varyans = %5.56); ikinci
boyut = Duygu Boyutu (15 madde agiklanan varyans = %41.06); tigiincii
boyut = Davranig Boyutu (11 madde agiklanan varyans = 6.84) olarak
belirlenmistir. Olgegin son uygulamasinda dogrulayici faktor analizi (DFA)
uygulanmug ve elde edilen uyum indeksleri (y2/sd=2.966, RMSEA=.077,
SRMR=.075, CFI=.91, GFI=.90, AGFI=.92, NFI=.90, TLI=.90)
Olgegin ii¢ boyutlu yapisinin dogrulandigi sonucunu ortaya koymustur.
Olgegin olgiit gegerligi igin ise dlgegin biitiinii ile alt boyutlart arasindaki
korelasyon katsayilar1 hesaplanmig ve nihayetinde 6lgegin boyutlart arasinda
yiiksek diizeyde anlamli bir iliski oldugu sonucuna ulagtimstir. Olgegin hem
6n hem de son uygulamasinda ulagilan i¢ tutarlilik (Cronbach Alfa degerinin
950) ve iki yar1 test degerleri (Birinci kistm ve Tkinci kisim Cronbach Alfa
degerlerinin ise sirasiyla .899 ve .923) olgegin yiiksek derecede giivenilir
oldugunu gostermektedir. Sonug olarak ¢aligma ile tiiketici odakli gegerligi
ve giivenirligi test edilebilen “Cografi Isaretli Uriinleri Satin Almaya Yonelik
Tutum Olgegi” gelistirilmistir (Yiice ve Korucuk, 2020).

Vervilevin Analizi

Tarama modelindeki aragtirmada, Ogretmen adaylarinin  cografi
isaretli iirtinleri satin almaya yonelik tutum puanlari betimsel istatistik ile
belirlenmeye caligilmigtir. Arastirmadan elde edilen verilerin istatistiksel
¢oziimlemeleri IBM SPSS programu kullanilarak yapilmig ve aragtirmada
anlamlihk diizeyi [p< .05] olarak kabul edilmigtir. Katthmcilarin tutum
Olgeginden aldiklar1 puanlarin cinsiyete gore farklilagma durumu iliskisiz
orneklemler igin t-testi (Independent Samples t-Test) ile belirlenmistir.
Katimcilarin tutum 6lgeginden aldiklar1 puanlarin sinif ve cografi isaretli
driinleri satin alma hakkinda bilgi sahibi olma degiskenlerine gore farklilagma
durumu ise iligkisiz 6rneklemler igin tek faktorlii varyans analizi (One-Way

ANOVA) ile hesaplanmugtir.



Salil Uslu / Rumeysa Gezmen | Azize Ozalp | 101

BULGULAR VE YORUM

Sosyal bilgiler ogretmen adaylarmmn cografi isavetli diviinleri satin
almaya yonelik genel tutum puanlar:

Sosyal bilgiler 6gretmen adaylarinin cografi igaretli iirtinleri satin almaya
yonelik tutum puanlari incelenmigtir. Bunun igin betimsel istatistik analizi
yapilmug, tiim Ogretmen adaylarinin cografi isaretli {irtinleri satin almaya
yonelik tutumlariyla ilgili veriler ve tutum maddelerine verdikleri cevaplarin
ortalamalar1 ve standart sapmalar1 Tablo 1’de verilmistir.

Tablo 1: Sosyal Bilgiler Ogretmen Adaylarmm Cografi Isaretli Uriinleri Satm
Almaya Yonelik Tutumlar:

Aritmetik

Ogretmen  En diisiik En yiiksek Standart
ortalama

adayr (N) puan puan (y) sapma (Ss)
Toplam 165 46.00 171.00 119.33 18.94
Olcek Maddeleri X Ss
1. Cografi isaretli {irlinleri tanirim. 3.49 91
2. Cografi isaretli iiriinler hakkinda bilgim vardir. 341 .90
3. Cografi isaretli firinlerin {iretimi agamasinda standartlara  3.15 .87
uyuldugunu bilirim.
4. Cografi igaret etiketini tanirim. 3.21 .94
5. Cografi igaretli tiriinlerin yapiminin 6zenli oldugunu bilirim. 3.28 .96
6. Cografi isaretli {iriinlerin nerede satildigini bilirim. 3.07 92
7. Cografi igaretli tiriinlerin standart kalitede iiretildigini bilirim. 331 1.02
8. Cografi isaretli tirtinlerin yoreye 6zgii olmast beni memnun eder. 3.97 .98

9. Cografi igaretli iiriinlerin yoreye katki saglamasi beni memnun eder.  3.93  1.08
10. Cografi isaretli iiriinlerin kiiltiirel varligi korumas: beni mutlu eder.  4.05  1.00

11. Cografi isaretli tirtinleri diger insanlarin tercih etmesi beni mutlu ~ 4.04  1.00
eder.

12. Cografi isaretli iiriinlerin daha kaliteli olmasi1 beni memnun eder. 4.11 .96
13. Cografi igaretli tirtinlerin olumlu bir imajinin olmast beni mutlu ~ 4.10 93
eder.

14. Cografi isaretli iiriinlerde stirdiiriilebilir bir kalitenin olmasi beni ~ 4.12 93
memnun eder.

15. Cografi igaretli tiriinlerin daha 6zenle iiretildigini diisiintiriim. 338 1.07

16. Cografi isaretli iriinlerin diger iriinlerden farkli oldugunu  3.59 .98
diigtintirtim.

17. Cografi isaretli iriinlerin pahali da olsa kaliteli oldugunu 3.56 1.04
diigtintirtim.

18. Cografi igaretli tiriinleri tiiketmek isterim. 3.86 1.09
19. Cografi isaretli iiriinlerin tanitimi beni mutlu eder. 3.95 .95
20. Cografi isaretli tirtinlere karg1 giiven duyarim. 3.67 91
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21. Cografi igaretli lirlinleri satin almak isterim. 3.88 .95
22. Cografi isaretli tirtinleri titkettigimde mutlu olurum. 3.82 .96

23. Cografi isaretli iriinlerin ilin tanitimina  katki sagladigim  3.76  1.11
diisiindiigiim igin satin alirim.

24. Cografi isaretli iirlinlere ulagmak igin ¢aba harcarim. 3.12 .96
25. Cografi isaretli iiriinleri satin alirim. 347 .99

26. Cografi isaretli iriinleri diger iriinlere gore daha fazla tercth  3.23  1.02
ederim.

27. Cografi isaretli iiriinleri daha sik denetlendigi igin tercih ederim. 332 1.04
28. Cografi isaretli iiriinleri 6zgiin olduklari i¢in satin alirim. 351 1.06
29. Cografi isaretli iirtinleri yoresel olduklart i¢in tercih ederim. 354 1.06
30. Cografi isaretli {iriinler yiiksek fiyatli olsa da satin alirim. 2.83 1.10
31. Cografi isaretli iiriinler yerli iiretime bagli kaldigi igin satin alimm.  3.45  1.00
32. Cografi isaretli iiriinleri ¢evremdeki insanlara tavsiye ederim. 3.58 .92
33. Cografi isaretli iiriinleri geleneksel izler tagidigs igin satin alirim. 3.59 1.00

Tablo 1’deki analiz sonuglarina gore:

Sosyal bilgiler 6gretmen adaylarinin cografi isaretli tirtinleri satin almaya
yonelik tutum puan ortalamalarinin en diigiik (X =2.83) oldugu maddenin
“Cografi isaretli tiriinler yiiksek fiyatl olsa da satin alirnm.” Maddesi (30.
Madde); Tutum puani ortalamasinin en yiiksek oldugu maddenin ise (X
=4.12) “Cografi isaretli tiriinlerde stirdiiriilebilir bir kalitenin olmas1 beni
memnun eder.” (14. Madde) oldugu tespit edilmistir.

Ogretmen adaylarinin tutum diizeyleri toplam 23 maddede katiliyorum
(3.40<X <4.19) diizeyindedir. 10 maddede ise kararsizlik diizeyinde
(2.59<X =3.39) tutum bulunmaktadi. Cahgma grubunu olugturan
ogretmen adaylarimin lgek toplami ortalama puanlart X =119.33’dir. Bu
verilerden, sosyal bilgiler 6gretmen adaylarinin cografi isaretli tirtinleri satin
almaya yonelik katiiyorum diizeyinde olumlu tutum igerisinde olduklar:
anlagilmaktadir.

Cinsiyet degiskenine iliskin bulgular

Aragtirmada “Sosyal bilgiler 6gretmen adaylarinin cografi igaretli tirtinleri
satin almaya yonelik tutum puanlari cinsiyetlerine gore farklilagsmakta midir?”
sorusuna cevap aranmugtir. Buna gore sosyal bilgiler 6gretmen adaylarinin
cinsiyetleri ile tutum puani ortalamalari arasinda fark olup olmadigini ortaya
koymak igin bagimsiz gruplar igin t-Testi kullanilmig ve sonuglar Tablo 2°de
verilmistir.
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Tablo 2: Sosyal Bilgiler Ogretmen Adnylarmmn Cinsiyetlerine Gire Cografi Isaretli
Uriinleri Sotm Almaya Yonelik Tutum Puan Ortalamalar: ve t-Testi Sonuglars

Faktorler Cinsiyet n X Ss t p

o Kadin 97 24.05 6.38

Bilgi 1.964 .051
Erkek 68 22.31 5.00
Kadin 97 59.63 10.72

Duygu 1.406 162
Erkek 67 57.16 11.25
Kadin 97 37.75 7.12

Davranig .670 .504
Erkek 68 36.90 8.68
Kadin 97 121.43 17.41

Toplam 1.668 .098
Erkek 67 116.28 20.71

Tablo 2 incelendiginde, sosyal bilgiler 6gretmen adaylarinin cinsiyetleri
ile cografi isaretli irtinleri satin almaya yonelik tutum puanlar1 arasinda, Bilgi
(€163 =1.964; p>.05), Duygu (¢, =1.406; p>.05), Davranis (t ., =.670;
p>.05) faktorlerinde ve Olgegin genelinde (t,; =1.668; p>.05) anlamh
bir farkliigin bulunmadigr goriilmektedir. Bu bulgu, cinsiyet degiskeninin
ogretmen adaylarinin cografi isaretli {irtinleri satin almaya yonelik tutum
diizeyleri iizerinde istatistiksel agidan anlamli bir etkiye sahip olmadig:
seklinde yorumlanabilir.

Sinuf degiskenine iliskin bulgular

Aragtirmada “Sosyal bilgiler 6gretmen adaylarinin cografi isaretli tirtinleri
satin almaya yonelik tutum puanlar1 sinif diizeylerine gore farklilagmakta
mudir?” sorusuna cevap aranmugtir. Buna gore sosyal bilgiler 6gretmen
adaylarinin siif diizeyleri ile tutum puani ortalamalari arasinda fark olup
olmadigini ortaya koymak igin tek faktorli ANOVA testi kullanilmig ve
sonuglar Tablo 3’te verilmistir.
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Toblo 3: Sosyal Bilgiler Ogretmen Adaylarmm Swmif Diizeylevine Give Cografi Lsavetli
Uriinleri Satm Almaya Yonelik Tutum Puan Ortalamalary ve Tek Faktorlii ANOVA
Sonuglar:

Betimsel Veriler

3
:§ Siuf n X Ss
I
o]
1. Simf 36 22.92 4.23
~ 2. Sinuf 46 22.80 6.99
é" 3. Sinif 43 24.07 7.48
4. Simf 40 23.53 3.53
Toplam 165 23.33 5.90
1. Simf 36 57.28 9.20
2 2. Simf 46 58.96 13.91
g 3. Suf 43 59.30 8.92
A 4. Siuf 40 58.72 10.92
Toplam 165 58.62 10.97
1. Siuf 36 38.06 7.31
g 2. Sinuf 46 34.96 8.08
£ 3.Smf 43 37.16 7.74
5 4. Sinuf 40 39.88 7.32
Toplam 165 37.40 7.79
1. Siuf 36 118.25 17.52
5 2. Simf 46 116.72 22.25
i 3. Suuf 43 120.53 17.75
2 4. Siuf 40 122.08 17.41
Toplam 165 119.33 18.94
ANOVA SONUCLARI
‘;g);::;sgj:l Kareler Toplamu sd Of'(tzi:::a;m F P
Bilgi
Gruplar arast 43912 3 14.637
Gruplar igi 5662.755 161 35.172 416 742

Toplam 5706.667 164
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Duygu
Gruplar arast 90.459 3 30.153
Gruplar ici 19534.102 161 122.088 247 .863
Toplam 19624.561 164
Davranig
Gruplar arast 537.563 3 179.188
— 3.066 .030*
Gruplar igi 9410.037 161 58.447
Toplam 9947.600 164
Toplam
Gruplar arasi 712.677 3 237.559
— .658 .579
Gruplar igi 57759.543 161 360.997
Toplam 58472.220 164
*<.05

Tablo 3 incelendiginde, sosyal bilgiler 6gretmen adaylarinin 6grenim
gormekte olduklart sinif diizeyleri ile cografi isaretli {irlinleri satin almaya
yonelik tutum puanlart arasinda; bilgi (F ;| =.416, p>.05), duygu (F
11 =247, p>.05) fakeorlerinde ve dlgegin genclinde (F ;| =.658, p>.05)
ogretmenadaylarinin cografiisaretliiiriinlerisatinalmaya yonelik tutumlarinin
siif degiskenine gore istatistiksel agidan anlamli bir farkliik gostermedigi;
davrang (F ,  =3.066, p<.05) faktoriinde ise istatistiksel agidan anlamlh
bir farklihk gosterdigi goriilmiistiir. Bu bulgu, sinif degigkeninin davranig
boyutunda sosyal bilgiler 6gretmen adaylarinin cografi isaretli tirtinleri satin

almaya yonelik tutumlari tizerinde etkili oldugu seklinde yorumlanabilir.

Yasanilan Yer Degiskenine Iliskin Bulgular

Aragtirmada  “Sosyal bilgiler Ogretmen adaylarinin cografi isaretli
tiriinleri satin almaya yonelik tutum puanlari, cografi isaretli iiriinleri satin
almaya yonelik tutum puanlari yagadiklar: yerlere gore farklilagmakta midir?”
sorusuna cevap aranmugtir. Buna gore sosyal bilgiler 6gretmen adaylarinin
yagadiklart yer ile tutum puam ortalamalar1 arasinda fark olup olmadigini
ortaya koymak i¢in tek faktorliit ANOVA testi kullanilmig ve sonuglar Tablo
4’te verilmistir.
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Toblo 4: Sosyal Bilgiler Ogretmen Adaylarmn Cografi isavetli siviinleri satn alma
Halklanda Bilyi Sahibi Olma Diizeylerine Gove Tutum Puan Ovtalamalar: ve Tek
Faktorlii ANOVA Sonuglar:

Betimsel Veriler

g
e Siif n X Ss
G
a5
Sehir Merkezi 103 23.54 6.65
5 Tlge Merkezi 43 23.05 342
4 Kasaba/Koy 19 22.84 6.22
Toplam 165  23.33 5.90
Sehir Merkezi 103 58.66 10.70
B0 ilge Merkezi 43 5953 11.26
5 Kasaba/Koy 19 56.37 12.04
Toplam 165  58.62 10.97
w _ Schir Merkezi 103 37.61 8.12
§ Tlge Merkezi 43 3742 6.23
2 Kasaba/Koy 19  36.21 9.32
A Toplam 165 37.40 7.79
Sehir Merkezi 103 119.77 19.58
_5 Tlge Merkezi 43 120.00 15.70
§ Kasaba/Koy 19 115.42 22.44
Toplam 165 119.33 18.94
ANOVA SONUCLARI
Varyansin Kareler
Ka};rnagl Kareler Toplam1 sd Ortalamas
Bilgi
Gruplar arasi 12.680 2 6.340 180 .835
Gruplar ici 5693.987 162 35.148
Toplam 5706.667 164
Duygu
Gruplar arasi 132.452 2 66.226 .547 .580
Gruplar igi 19492.109 162 121.069
Toplam 19624.561 164
Davranig
Gruplar arasi 31.511 2 15.755 257 773
Gruplar ici 9916.089 162 61.210
Toplam 9947.600 164
Toplam
Gruplar arast 329.774 2 164.887 457 .634
Gruplar ici 58142.445 162 361.133
Toplam 58472.220 164
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Tablo 4 incelendiginde, sosyal bilgiler 6gretmen adaylarinin cografi
isaretli tirtinleri satin almaya yonelik tutum diizeylerinin yagadiklar1 yere
gore bilgi (F 2162 =180, p<.05), duygu (F<2_162>=.547, p>.05), davranig
(Fp160=-257, p>.05) faktorlerinde ve Olgegin genelinde (F,,, =457,
p>.05) ise anlamli farkhilik gostermedigi goriilmiistiir. Bu bulgu, yasanilan
yer degigkeninin 6gretmen adaylarmin cografi isaretli iiriinleri satin almaya
yonelik tutum diizeyleri tizerinde istatistiksel agidan anlamli bir etkiye sahip
olmadig: seklinde yorumlanabilir.

SONUC

Sosyal bilgiler Ogretmen adaylarmin farkli degiskenler agisindan
(cinsiyet, siif ve yaganilan yer) cografi isaretli iiriinleri satin almaya yonelik
tutumlarinin belirlenmesinin amaglandigi bu ¢ahiymada su sonuglar elde
edilmigtir:

Sosyal bilgiler 6gretmen adaylarinin cografi igaretli iiriinleri satin almaya
yonelik tutum puanlari genel olarak incelendiginde cografi isaretli tirtinleri
satin almaya yonelik tutumlarinin olumlu ve tutum diizeyinin yiiksek oldugu
tespit edilmistir.

Sosyal bilgiler 6gretmen adaylarinin cinsiyetleri ile cografi isaretli tirtinleri
satin almaya yonelik tutum puanlar arasinda, bilgi, duygu ve davranig
faktorlerinde ve Olgegin genelinde anlamli bir farkliigin bulunmadigy;
cinsiyet degigkeninin sosyal bilgiler 6gretmen adaylarinin cografi isaretli
riinleri satin almaya yonelik tutum diizeyleri tizerinde istatistiksel agidan
anlaml bir etkiye sahip olmadig: saptanmistir. Aragtirmanin bu bulgusu
(Lalelidag (2020) ve Uygurtiirk ve Giiner (2021) arastirma sonuglari ile
ortiigmektedir.

Sosyal bilgiler 6gretmen adaylarmin 6grenim gormekte olduklart sinif
diizeyleri ile cografi igaretli tirtinleri satin almaya yonelik tutum puanlari
arasinda; bilgi, duygu faktorleri ve dlgegin genelinde 6gretmen adaylarinin
cografi igaretli Girtinleri satin almaya yonelik tutumlarinin sinif degiskenine
gore istatistiksel agidan anlamli bir farkliik gostermedigi belirlenmistir.
Aragtirmanin bu bulgusu Uygurtiirk ve Giiner (2021)’in aragtirma sonuglar1
ile ortiigmektedir. Davranig faktoriinde ise siuf diizeyine gore istatistiksel
agidan anlaml bir farklihik goriildiigt belirlenmistir.

Sosyal bilgiler 6gretmen adaylarinin cografi igaretli iiriinleri satin almaya
yonelik tutum diizeylerinin yasadiklar: yer degiskenine gore bilgi, duygu ve
davranig faktorlerinde ve olgegin genelinde anlaml farklilik gostermedigi
saptanmugtir. Bu bulgudan hareketle sosyal bilgiler 6gretmen adaylarinin
cografi igaretli Urtinleri satin almaya yonelik tutumlarinin yaganilan yer
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degiskenine gore istatistiksel agidan anlamli bir etkiye sahip olmadigt
sonucuna ulagilmigtir.

Farkli arastirma sonuglari, farkli 6rneklemler tizerinde farkli yontemlerle
aragtirmalarin yapilmasi gerektigini gostermektedir. Bu konuda yapilacak
benzer ¢aligmalarin, farkli tiniversitelerin egitim fakiiltelerini kapsayan daha
genig ve farkli 6orneklem gruplar: iizerinde degerlendirilmesinin alan yazina
katki saglayacag diigiiniilmektedir.
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Chapter 6

Encouragement of Entrepreneurship
in Management of Preschool Learning
Environment: Science Education Practices @

Ayfer Mutlu!

Abstract

Entrepreneurial characteristics are among the characteristics individuals
should have in our century. Although there is an awareness of the
necessity of gaining entrepreneurial characteristics at all levels of education,
unfortunately;, the number of studies focusing on entrepreneurship education
at the preschool level is limited. For this reason, this chapter focuses on the
promotion of entrepreneurship in preschool science education and it aims
to draw attention to entrepreneurship education at the preschool level, the
use of science activities in preschool entrepreneurship education, and guide
researchers who want to work in this field and the preschool teachers who
want to give entrepreneurship education. For this purpose, in this chapter,
a basic framework was established for entrepreneurship education at the
preschool level, and the role of science activities in preschool entrepreneurship
education and the development of effective entrepreneurial preschool science
activities was expressed through a non-systematic literature review. In
addition, three different practical entrepreneurial preschool science activities
developed by the author were introduced and suggestions were made to
apply them in preschool classes.

1. Introduction

Considering today’s technological, social, and economic conditions,
students who will be the professionals of the future are required to have skills

that can be developed with high-level thinking. The training of individuals
to gain these skills is of great importance for the professional development
of students and the economic development of the country. Problem-
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solving, creativity, self-management, collaboration, information literacy,
productivity, technology literacy, innovation, leadership, communication,
and entrepreneurship are some of these skills (Partnership for 21st Century
Learning, 2019).

Thus, this chapter focuses on entrepreneurship education at the preschool
learning environment management and, the use of science activities in
preschool entrepreneurship education. A basic framework was established
for entrepreneurship education at the preschool level, and the role of science
activities in preschool entrepreneurship education were presented through
a non-systematic literature review. In addition to these, three preschool
science activities with their detailed implementation plans were suggested to
develop students’ entrepreneurial characteristics.

1.1. Entrepreneurship and Entrepreneurship Education

Entrepreneurship, one of the skills of the 21st century, has an important
role in terms of increasing social development and business opportunities
(Deveci, 2017). Lexical definition of the word entrepreneurship is the
state of being an entrepreneur (Turkish Language Association, 2022).
In the literature, different, broader and generally economic definitions of
entrepreneurship are encountered. Entrepreneurship is the ability to design
and plan a route for a new business venture (Achor & Wilfred-Bonse,
2013). In another definition, entreprencurship is expressed as the process of
bringing together creative and innovative ideas and discovering management
and organizational skills (Hoit, 2006).

Entrepreneurship is the actual activity of entrepreneurs (Celik, Bacanak &
Cakir, 2015). Entrepreneurs are individuals who turn negative situations into
positive ones, are innovative and creative, can apply their experiences to new
situations, can take risks, and adapt to changing conditions (Celik, Bacanak
& Cakar, 2015). Deveci (2016) identified the most common entrepreneurial
personality characteristics to be the ability to act independently, wish for
success, being tolerant of uncertainty, being courageous, adapting to
change, communicating effectively, seeing opportunities, being the focus of
internal control, being willing, being optimistic, being determined, making
decisions, self-confidence, being a leader, taking responsibility, being
proactive, taking risks, being intuitive, being creative and being innovative.
In another literature review, Cetinkaya-Bozkurt and Alparslan (2013)
determined entrepreneurial personality characteristics as being change-
oriented, developing emotional intelligence, focusing on opportunities,
advanced communication skills, persistence in one’s decisions, self-
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confidence, proactivity, being able to solve problems easily, taking risks,
being creative, being innovative and having a high motivation for success.
The acquisition and development of the mentioned skills are an important
necessity to keep up with the conditions of the country’s economy and the
current century. Entrepreneurship is both a genetic trait and can be developed
in appropriate learning environments (Taghraf & Halis, 2008). One of the
main objectives of education is to enable students to acquire high-level skills
and competencies (Oguztekin, Bektag, Karaca & Kizilay, 2022). The basic
causal factors of entrepreneurship are education, culture and experiences
(Lee, Chang & Lim, 2005). For this reason, entrepreneurship education
has gained more importance for improving entrepreneurial characteristics.

Entrepreneurship education is a training program that aims to develop
skills such as seeing opportunities for various jobs, taking risks, organization,
planning, and communication, and it provides special information about
the economy (Deveci & Cepni, 2014). Entrepreneurship education is
mostly given in economic programs and vocational schools. However, the
development of entreprencurship should be a fundamental goal at all levels
of education. Unfortunately, it is too late at the university level to gain and
develop entrepreneurial skills. If the students are introduced to practices for
entrepreneurship earlier, they would be entrepreneurs in the future (Wilson,

2008).

1.2. Entrepreneurship in Preschool Education

The period from the birth of the child until the age of six is the preschool
education period. This period is the most critical period of life in terms of
the development of personality and the acquisition of basic skills (Aksiit,
2019). During this period, brain development and synaptic connections are
at their highest level, and the speed of a child’s exploration and learning
is affected by the opportunities in the environment (Ministry of National
Education, 2013). For this reason, preschool education is accepted as the
most important step of the education system (Kostur, 2019). Accordingly,
the preschool learning environments will form the basis of the child’s future
academic, social, and emotional life.

Preschool education aims to impart many skills to children and develop
them. It is thought that the most appropriate period for the acquisition
of entrepreneurial characteristics is the preschool period and that children
will develop a positive attitude towards entrepreneurship in this period
(Axelsson, Hiagglund & Sandberg, 2015). Entrepreneurship education in
the preschool period enables the development of children’s skills in their
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future business life such as planning and regular work (Pago & Palinhas,
2011). With the entrepreneurship education to be given during this period,
children who have discipline, critical thinking, problem-solving and time
management skills, are self-controlled and can communicate are trained
(Suzanti & Maesaroh, 2017).

The formation of an entrepreneurial spirit in children is a process that
requires time and it depends on the development of the child (Suzanti &
Maesaroh, 2017). The age range of 3-6 years is the most important age
range for the development of entrepreneurial skills. According to Erikson’s
Psychosocial Development Theory, there is a confusion of guilt vs. initiative
in this age range and activities that support entrepreneurship have an
important role in resolving this confusion (Can, 2007). This age range is
also in the preschool period; therefore, preschool teachers should develop
and conduct entrepreneurial activities in and out of class.

1.3. Entrepreneurship in the Preschool Science Education

Children are exposed to many stimulants in their environment and
they make observations and explore around. With these observations and
explorations, children gain their first experiences with science without
noticing. In the preschool period, where formal education begins, more
attention should be paid to these science experiences. For this reason, science
activities have major importance in the preschool period.

Preschool science activities are activities that lead children to research,
inquire, explore, gain environmental awareness, pay attention, recognize life
tacts, and make observations (Ministry of National Education, 2013). It is
aimed that children understand the universe and gain the basic skills required
by the century by conducting preschool science activities (Aksiit, 2019).
One of these skills is entrepreneurial skills, and science activities stimulate
entrepreneurship by nature.

Entrepreneurship is a concept that has been frequently mentioned in
science education in recent years and has special importance for science
education (Deveci & Cepni, 2017). The number of entrepreneurship
studies for science teacher candidates and science classes has increased
because science education has, in terms of its features, various advantages
for entrepreneurship education. For example, Deveci, Zengin and Cepni
(2015) developed and assessed science-based enterprising training modules
for seventh-grade students and they found that students developed creative
entrepreneur ideas. On the other hand, the number of studies focusing on
the preschool level has been limited and especially using science activities
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to develop entrepreneur skills has been minimal. In the first example of
such studies, Christianti, Cholimah and Suprayitno (2015) investigated
entrepreneurship practices in early childhood with the participation of
principals, teachers, and parents. According to the results of the study,
all teachers and principals, and a significant part of the parents (90,79%)
thought that entrepreneurship could be developed at an early age. Yetti and
Azizah (2017) have determined that creativity could be developed through
entrepreneurship education in early childhood. Suzanti and Maesaroh
(2017) analyzed the implementation of entrepreneurship activities developed
by the teachers for early childhood education and they found that some
activities were effective in promoting entrepreneurial characteristics. Jufri
and Wirawan (2018) developed entrepreneurial games for early childhood
education and it was found that the games were effective in internalizing the
entrepreneurial spirit. Hasmawaty, Syam and Saman (2020) developed role-
playing-based entrepreneurial activities for early childhood and they found
that activities were effective in developing entreprenecurship. As seen in the
literature review, entrepreneurship in preschool science education has not
been emphasized adequately.

Gaining entrepreneurial characteristics at an early age is possible with
applications in science education (Bartulovic & Novasel, 2014). For
this reason, preschool science activities are significantly important for
entrepreneurship education at an early age. Experiments are the most basic
of pre-school science activities and experiments contribute to children’s
entrepreneurship. By experimenting, children increase their courage and
self-confidence and explore and perform creative ways to experiment. By
experimenting, children develop their critical thinking and reasoning skills
(Tezcan & Aslan, 2007). Another important preschool science activity is
designing. Students make a plan to solve a problem in the light of their
current knowledge, and in this way, they use their creative and innovative
skills. Most importantly, preschool science applications are very suitable
for cooperative work. By working cooperatively, students can use their
entrepreneurial characteristics such as effective communication, decision
making, being a leader, and taking responsibility. Therefore, an effective
preschool science education will contribute to the development of
entrepreneurial characteristics in children at an early age. Some application
examples for preschool science activities that can stimulate the entrepreneurial
characteristics of preschool students are presented in Table 1.

An effective science education depends on well-developed science
activities. These activities are not about being an entrepreneur directly but
they may be activities where the child can internalize entrepreneurship
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within the framework of some science subjects. Although there is no clarity
in the teaching process regarding the acquisition of entrepreneurial skills for
students in schools (Yurtseven, 2020), a preschool teacher can create their
own scope with well-designed science activities. In addition to designing
a science activity, the teacher has the responsibility to effectively manage
this activity in order to gain entrepreneurial characteristics in preschool.
First of all, the teacher should encourage children to work cooperatively
and encourage students to fulfil their individual responsibilities. During the
activity, the teacher should ask correct and guiding questions, should not
judge the ideas of the students and encourage them to develop innovative
ideas. In activities for entrepreneurship education, children may think that
they are just playing games (Rohmah, Rahayu & Latif, 2021). For this
reason, the teacher should guide students while performing entrepreneurial
activities.

Parents are the first teachers in a child’s life. They are the most important
stakeholders in the teaching process in preschool education. Family
involvement is an important component of children’s science achievement
(Sad, 2012), and parents need to support children in science education
(Perera, 2014). At this point, parents should participate in the teaching
process in gaining entrepreneurial skills. According to Erikson’s Psychosocial
Development Theory, preschool students experience the confusion of guilt
versus initiative, and the role of the family in the solution to this confusion is
undeniable. For this reason, giving a role to the family in the entrepreneurial
science activity developed by the teacher will be beneficial in developing the
entrepreneurial characteristics of children.

Another important factor in promoting entrepreneurial skills through
preschool science activities is the learning approach to be used in the
implementation of the activities. Choosing the right learning approach
in activities is of great importance in the development of children’s
entrepreneurship (Hasmawaty, Syam & Saman, 2020). Traditional
approaches, in which knowledge is transferred directly and the student is
passive, are insufficient in the development of many learning outcomes and
do not have sufficient power in promoting entrepreneurial skills. For this
reason, active learning approaches should be used in the development of
entrepreneurial skills through preschool science activities. Project-based
learning, inquiry-based learning and problem-based learning are some of
the active learning approaches that can be used to achieve this goal.
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Table 1 Some application examples for preschool science activities that can stimulate the
entveprenenvial chavactervistics of preschool students.

Entrepreneurial

characteristics (Based on
Deveci’s review (2016))

Application examples

Ability to act independently  Giving some tasks that increase individual responsibilities

Wish for success

in the activity

Conducting teamwork with a group reward

Being tolerant of uncertainty Exploring a solution for a problem that has not been

Being courageous

Adapting to change

encountered before in daily life
Using laboratory equipment by taking safety precautions

Rotate cooperative group members

Communicating effectively

Conducting studies in cooperative groups and sharing the
results of the studies with other groups

Seeing opportunities

Request to select from different alternatives and request
to explain the reasons for the selection

Being the focus of internal Request a post-event self-assessment

control

Being willing

Encourage task-sharing in cooperative groups

Being optimistic

Motivate students to believe that their products designed
for the activity will be useful

Being determined

Ensuring that you don’t give up while solving a problem

Making decisions

Encouraging people to choose by presenting dilemma
situations

Self-confidence

Experimenting individually by taking safety precautions

Being a leader

Being a leader in a cooperative group

Taking responsibility

Taking some responsibilities individually in cooperative
groups

Being proactive

Encouragement to express an opinion on a problem from
daily life

Taking risk

Encouragement to choose one by presenting two different
alternatives never encountered before

Being intuitive

Encouragement to make predictions about the solution of
a problem from everyday life

Being creative

Encouragement to solve a problem from everyday life
with creative ideas

Being innovative

To add a new feature to a product and encouragement
to make recommendations for improving the use of that
product
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1.4. Preschool Science Activities Examples for Promoting
Students’ Entrepreneurial skills

In this section, examples of preschool science activities developed
by the author based on active learning approaches to develop children’s
entrepreneurial skills are presented. All activities were reviewed by a science
and a preschool educator and a preschool teacher. Content areas of the
activities were determined based on the classification of Sagkes (2014).

In order to develop entrepreneurial skills in each activity; it is necessary
to work in cooperative groups and to determine student roles in these
groups. Students should be aware of their individual responsibilities and
should be supervised by the teacher whether they fulfil these responsibilities.
In addition, a group leader should be chosen alternately for each activity.
When making a group decision, it should be ensured that all group members
express their opinions. Students can stay away from assignments that require
skill and courage, especially experimenting or designing. All students in the
group should take an active role during these processes. Students should
also be encouraged not to give up when they make unsuccessful attempts.
Students should communicate with their groupmates during the activity and
with their classmates at the end of the activity. In particular, the results
and the products should be presented to the whole class after each activity.
Students cannot make cost or market analyses due to their age, but how the
products will be introduced to other people and how the income will be
used can be decided jointly with the students.

In this section, the implementation stages of the activities presented are
given step by step with all their details. The reason for this is to guide the
teacher in managing the implementation process of the activities. Possible
and expected actions from the students and potential answers to the
questions are presented in detail. The teacher should determine the students’
activeness in the activity according to their educational background and
readiness. If the students are ready for more open-ended practices, students
can be left more freely in the implementation practices. If they do not have
active learning experiences, more guidance can be provided. In addition,
students can sometimes deviate from the educational objectives of activities.
At this point, the teacher needs to direct the students back to the educational
objectives of activities with effective classroom management and appropriate
guidance.
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1.4.1. A Project-Based Preschool Science Activity: “Do not be cold
my dear friend”

In the presented activity, the learning process is planned under four main
headings. In the implementation of these four main headings, the science-
based entrepreneurship project development process proposed by Deveci
and Cepni (2014) was adapted to the preschool level.

Targeted age: 5-6

Aim of the Activity: Designing a cat kennel that will be less aftected by
the cold

Concepts: Live, animal, hot, cold, edge, corner, inside-out
Content Area: Physical Science

Materials: Wood, nails, hammers, various insulation materials (styrofoam,
cardboard, blankets, etc., according to the preference of students), glue

Entrepreneurial characteristics: Ability to act independently, wish for
success, communicate eftectively, being willing, being determined, self-
confidence, taking responsibility, being intuitive, being creative, being
innovative

Learning process: At the beginning of the activity, the teacher divides
the students into cooperative groups. The main tasks in the group (group
leader, spokesperson, material officer, etc.) are determined.

Stage 1. Defining the Problem

» The teacher talks to the students about pets. The teacher asks the
students whether they have pets and if they do, which animal it is.

» The teacher talks to the students about the street animals. The teacher
asks what these animals eat and where they sleep.

» The teacher shows the cat kennel to the students. The teacher states
that animals get cold in cold weather, their feathers do not protect
them enough from the cold, and when they put this kennel on the
street, the street animals will be protected from the cold.

» The teacher asks the students the following question, which will also
create the problem situation for the project: “This kennel can protect
the cats from the cold. So, can we design a different cat kennel that
will keep the cats warmer than this kennel?”
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Stage 2. Planning the Project

» The teacher announces that the best-designed cat kennel will be placed
in the school garden so that the cats that come to the school garden
can use it. Thus, the motivation of the students for the group award
can be increased.

» The students discuss how to design a cat kennel. The teacher guides
the discussion and encourages all students to voice their opinions.

> Division of tasks is done to find ways to keep the cat kennel warmer.

» According to the results of the research, the necessary materials are
determined.

> Everyone shares their responsibility in the project with the teacher,
and the teacher follows whether these responsibilities are fulfilled
during the project

Stage 3. Conducting the Project
» Each cooperative group designs its own cat kennel.
> It is ensured that all students take an active role in the design process.

» A ready-made kennel can be used or it can be made with the boards.
If it is preferred to build a kennel with wooden-planks, the teacher
should help with the use of nails and a hammer.

Stage 4. The accomplishment of the Project

> Each group introduces their cat kennel to the whole class. Students
are encouraged to make a detailed introduction whenever possible.

> Students discuss how they choose the best kennel. For example, an
online questionnaire is created by the teacher through Google Forms.
Each kennel is introduced with the students’ own sentences. The
questionnaire is shared with the parents of the students. Each parent
is told to vote for a kennel other than their child’s assignment. The
selected kennel is placed in the schoolyard.

» What to do with the remaining cat kennels is discussed with the
students. The cat kennels are put in front of the students’ homes or
donated to an animal shelter.

Participation of the Parents: They will participate in the vote.

Evaluation: At the end of the activity, students can be asked the following

sample questions:
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* Descriptive questions: What materials did you use to strengthen your
kennel?

* Affective Questions: How do you feel when you see a cat?

* Questions Regarding Educational Objectives: What is the weather
like in winter?

* Associative Questions to Daily Life: Is there an animal you feed on
your street?

Complementary Activity: Using cardstock paper, bird, cat and dog
masks are made for all the students in the class. Students put on masks and
dramatize the stray animal in the mask. Students are asked to dramatize
what they feel with each change of time such as a cold winter day or a hot
summer day.

1.4.2. An Inquiry-Based Learning Preschool Science Activity:
“Rose Garden”

In the learning process of the presented activity, the steps of an inquiry-
type experiment suggested by Hofstein, Shore, and Kipnis (2004) were
adapted to the preschool level.

Targeted age: 5-6

Aim of the Activity: To obtain different colors of roses using white roses
through the transport system in plants.

Concepts: Colors, Live, Plant

Content Area: Life Sciences

Materials: Coloring agent (food coloring, colored ink, watercolor,
etc.), different flowers of white color (preferably rose, chrysanthemum, or
carnation), knife, oversized cup.

Entrepreneurial characteristics: Ability to act independently, wish for
success, communicate eftectively, being willing, being determined, self-
confidence, taking responsibility, being intuitive, being creative, being
innovative

Learning process: At the beginning of the activity, the teacher divides

the students into cooperative groups. The main tasks in the group (group
leader, spokesperson, material officer, etc.) are determined.
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Stage 1. Defining the Problem

>

>

>

>

The presented activity is started with a trip to the flower garden or
botanical garden, depending on the possibilities of the place where
students live, so that students can learn by observing various plants
and their basic characteristics. On this trip, students are allowed to
observe different flowers.

After the trip, the trip is discussed in the classroom environment. The
teacher asks students what color flowers they saw. Each student is
encouraged to share their observations with their classmates.

The teacher shows a white rose and shares with the students that those
plants need water like all living things, that plants have transmission
pipes in their stems and that they transmit water from their roots to
their flowers with the help of these pipes.

The students are asked the following question, which will create the
g4 )

problem situation: “We only have white roses in our classroom. How

do you think we can get roses of different colors from these white

roses?”

Stage 2. Predicting the solution to the problem (hypotheses)

>

Each group is asked to talk among themselves and to express group
ideas. It is ensured that each student in the group contributes to the
group idea. The teacher should be guided to reach a solution.

Stage 3. Planning and Conducting the Research

>

>

The materials to obtain the colorful roses are prepared by the teacher
for each cooperative group and left on the study desks.

Students are asked to determine how they will test their solutions
by using these materials under the guidance of the teacher in their
cooperative groups.

Students are asked to share tasks to test their solutions to the problem.
It is requested to decide on the necessary stages for the research, such
as how the roses will be colored and which colors will be preferred.

The individual responsibilities of each student are determined and the
tulfilment of these responsibilities is followed by the teacher during
the activity.

They are asked whether they have seen a rose in the color they chose
before. It is evaluated whether the selected color is different from the
natural rose colors (yellow, pink, red).
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> Rose coloring process begins and each student is allowed to take part
in the experiment.

» First of all, the roses are cut about 4 cm from the stem. The teacher
does the cutting.

> Water and coloring agent are put into the glass. Roses are placed
inside. It is placed in the classroom where it does not receive direct
sunlight. It is observed after 1 hour and the next day.

Stage 4. Interpretation and Sharing of Results

» Each group introduces their rose and the coloring process to other
groups.

» More roses are produced in groups.

> The ways to sell the roses are discussed. For example, the roses can be
exhibited and sold at a bazaar at the school.

» It is decided what will be done with the income obtained. For
example, the income can be used to produce new roses or donated
to a non-governmental organization for children with leukemia, stray
animals, etc.

Participation of the Parents: They will participate in the bazaar at the
school at the end of the activity.

Evaluation: At the end of the activity, students can be asked the following
sample questions:

* Descriptive questions: What color flowers have you seen in the flower
garden?

* Affective Questions: How did it feel to be among so many flowers?

* Questions Regarding Educational Objectives: How do plants transmit
water from the soil to their leaves?

* Associative Questions to Daily Life: What color flowers are in front
of your house?

Complementary Activity: Students are asked to draw a picture of the
roses they have colored on the cardstock paper. Pictures are mounted on
wooden sticks covered with green crépe paper and a rose garden is created
in the classroom.



124 | Encouragement of Entvepreneurship in Management of Preschool Learning Environment...

1.4.3. A Problem-Based Learning Preschool Science Activity: “A
bright night”

Targeted age: 5-6

Aim of the Activity: Students design a lighting tool using waste materials

Concepts: Day and night, light-dark

Content Area: Earth and Space Science, Physical Science

Materials: Household waste, glue, lamp, electrical equipment

Entrepreneurial characteristics: Ability to act independently, wish for
success, communicate effectively, being willing, being determined, self-
confidence, taking responsibility, being intuitive, being creative, being

innovative

Learning process:

At the beginning of the activity, the teacher divides the students into
cooperative groups. The main tasks in the group (group leader, spokesperson,
material officer, etc.) are determined.

Session 1: Defining the problem and making plans to solve the problem

Stage 1. Identifying the Problem

>

>

The teacher asks the students what they do during the day. Encourages
students to talk about what they do.

The teacher asks the students what they do at night. Encourages
students to talk about what they do.

The teacher asks the students what the weather is like during the day
and at night (light-dark). The teacher asks them to describe how they
see ahead when it is dark at night.

The teacher reads the following story: “When it was night and it was
time to sleep, Turna would brush her teeth, put on her pyjamas, and
fall asleep with her mother’s fairy tale. When Turna’s tale was over,
her mother would turn oft the light in the room and the whole room
would be dark. Turna liked this darkness because she could see the
stars better from the window of her room. But when she woke up at
night and wanted to go to the toilet, she couldn’t see ahead. She could
have turned on the lamp in her room, but the switch was too high and
she wasn’t quite tall. Her room had to be bright so she could go to the
toilet. She had to find a solution to this problem.”
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> The teacher asks the students, “What is the problem that Turna wants
to solve?”. Students are required to express the problem in their own
words by asking the question.

Stage 2. Suggesting a Solution for the Problem

> Each group is asked to identify their own solution proposal for the
problem. Each member of the group is encouraged to voice their
opinion.

» The teacher provides guidance to students to focus on the use of a
lighting tool rather than the lamp of the room.

Stage 3. Planning of the Research

> Students are asked what lighting tools they use in their homes. Until
the next session, students are asked to research and photograph what
lighting tools they use in their own homes and in the homes of their
relatives and neighbours.

» Group members share tasks for research. The individual responsibilities
of each member are determined and followed up throughout the
activity.

Session 2: Sharing Research Results

> Each collaborative group shares the photos with the whole class and
introduces the lighting tools.

» The teacher asks, “Which of these lighting tools can be used as a
solution to Turna’s problem?”. The expected answer from the students
is “bedside night lamps”.

> Then, the teacher asks the students to design a night lamp.

» The teacher shows the students some pictures. In these pictures, there
are natural resources such as forests that disappear and lakes that dry
up, and also garbage heaps.

> The teacher explains to the students those natural resources are
depleted, but still, a lot of garbage continues to be produced, so it is
very important to make use of the waste.

> The teacher asks the groups to make the bedside night lamp they will
design from their household waste. For this, students collect the waste
materials (paper, metal, plastic, wood) with their families for a week.
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Session 3: Problem Solving

» Each group brings their household waste to the classroom. Each

group designs a bedside night lamp using the waste materials. The
teacher assists in the setting of electrical equipment and the use of
cutting tools.

After the bedside night lamp is designed, each group introduces the
waste they used.

Students are asked to explain the contribution of the bedside night
lamp designed by each group to the solution of the problem.

The designed night lamps are exhibited and sold through an online
exhibition. The income generated is used or donated as deemed fit by
the school.

Participation of the Parents: Collection of household waste, participation
in the online exhibition

Evaluation: At the end of the activity, students can be asked the following
sample questions:

Descriptive questions: Can we see the sun during the day?

Affective Questions: How does it make you feel to watch the stars in
the dark?

Questions Regarding Educational Objectives: What do we use to
light up our homes?

Associative Questions to Daily-Life: What is your room lighting tool?

Complementary Activity: Students are asked to depict the day and night
in three dimensions on cardstock paper.

2. Discussion and Conclusion

In order to adapt to the requirements of today, individuals need to
have many characteristics. Entrepreneurial characteristics are the main
ones among these characteristics. While entrepreneurship education was
given in university programs such as Business Administration, Economics,
and Engineering, today it is aimed to gain entrepreneurial characteristics
at every level of education (Deveci & Cepni, 2014). Entrepreneurs rule
today’s world (Mathew, Olorundare & Laniyan, 2017). For this reason,
the importance of sustainable and quality entrepreneurship education is

increasing day by day.
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Preschool education plays a key role in gaining entrepreneurial
characteristics. Entrepreneurial characteristics gained at an early age
contribute to the development of conscious entrepreneurs and thus society
(Yurtseven, 2020). However, unfortunately, many researchers have focused
on tertiary-level entrepreneurship education. This situation causes neglect
of the importance of entrepreneurship education at the preschool level
(Fuchs, Werner & Wallau, 2008). For this reason, introducing preschool
entrepreneurship education is a major need and it is expected to provide an
opportunity for researchers and teachers to become aware of the importance
of this topic more deeply with this chapter.

Preschool science activities, by their nature, are highly suitable to gain
entrepreneurial characteristics. As underlined in this chapter, there is a
need for well-designed preschool science activities based on active learning
approaches to promote entrepreneurial characteristics. For this reason, three
preschool science activities based on different active learning approaches
to promote the entrepreneurial characteristics of preschool students were
presented.

In the presented activities, it is suggested that each activity be carried
out in cooperative groups. In this way, students will both realize their own
responsibilities and learn to defend their own ideas in the group, therefore,
some entrepreneurial characteristics such as being a leader, ability to act
independently, wish for success, communicating effectively, and being
willing can be stimulated.

One of the activities includes doing an experiment and two of them are
design activities. In this way, students have the opportunity to improve
their self-confidence and courage and to produce creative and innovative
ideas by making experiments and designs. Another important component
of the activities is parent participation. Parent support is a necessity in
science education (Perera, 2014) and events such as voting for the best
kennel, purchasing the produced roses, and participating in the exhibition
are carried out with the participation of parents in the present activities.
Students carry the activities out of the classroom with the participation of
their parents, and they receive the reinforcement of their parents for their
initiatives in these activities. Due to the education level of the students,
entrepreneurial activities such as making costs and market analyzes are not
included in the activities. However, some practices that familiarize students
with entrepreneurship, such as introducing their product in the exhibition,
selling this product at the bazaar, and deciding where to use the income,
were presented. Daily life examples are the basic elements that should be
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included in the activities for the development of entrepreneurship (Deveci,
2017) and another strength of the activities presented in the chapter is that
they require students to take the initiative to solve a problem on daily life.
In the first activity, it is requested to design a cat kennel with innovative
ideas to protect a stray animal from the cold. In the second activity, it is
requested to produce roses of different colours from the roses seen in daily
life in the light of innovative ideas. In the third activity, it is requested to
design a lamp so that a child is not afraid of the dark, and to use waste in
their design for contributing to the protection of natural resources. Thus,
by performing these activities, students both carry out a series of research to
solve a problem from daily life and see how the information they learned in
the lesson is transferred to daily life. Entrepreneurship education provides
a useful breakthrough in daily life (Heinonen & Poikkijoki, 2006) and the
activities are designed to provide this.

The presented preschool science activities are supported by three different
active learning approaches that have been proven to have a positive effect
on many learning outcomes in the literature. It is also emphasized by the
studies in the literature that the traditional approach is insufficient in many
respects. For this reason, approaches that can contribute to the development
of entrepreneurial characteristics at the highest level have been selected for
the activities. The first activity is a project-based preschool science activity.
With this activity, the students designed a project to improve the housing
conditions of stray animals. While providing this, they made innovative
and creative designs in their cooperative groups. Project-based learning
contributes to the training of children who produce unique products and
manage the learning process autonomously in the preschool period (Kaya,
2019). Moreover, students’ abilities such as managing time, cooperation,
coordination, and being a leader, which create their entrepreneurial spirit
are improved by using this approach (Sousa 2018). The second activity was
developed based on an inquiry-based learning approach. In this activity,
students questioned the ways of producing a different colour rose from
daily life with an innovative perspective. Comprehension of the importance
of science through improving students’ inquiry skills is vital (Denig-Celiker
& Dere, 2022). With inquiry-based learning, children gain experience in
communication and designing a new product or model (Oztiirk & Tulum,
2021). Inquiry-based learning provides children to learn improving their
several ability (Qamariyah, Rahayu, Fajaroh & Alsulami, 2021). In addition
to this, they can develop several scientific skills as well as can learn scientific
concepts by inquiring (Borrull & Valls, 2021). Inquiry-based learning
requires suggesting creative and innovative research ways to test hypotheses
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for solving the problem and working together in this process, thus this
approach contributes to the development of many entrepreneurial skills in
students. The last activity was prepared within the framework of problem-
based learning. While solving the problem in this activity, the students use
their daily life experiences and conduct comprehensive research around them.
They use waste in their designs and make creative and innovative designs.
Problem-based learning is important in terms of entrepreneurship education
(Deveci, 2016). Conducting a problem-based learning activity requires
some characteristics such as taking responsibility for problem-solving,
communicating, being determined, and suggesting creative and innovative
ideas, just like project-based learning and inquiry-based learning activities.
Using these characteristics provides an opportunity for the development of
entrepreneurial characteristics.

As a result, the presented chapter has detailed the development of
entrepreneurial characteristics of preschool students with science activities
through a non-systematic review. It is hoped that this chapter will contribute
to researchers and teachers who will conduct entrepreneurship education at
the pre-school level. In the light of the presented chapter, it is recommended
to design more entrepreneurial activities for pre-school science subjects and
make them available to pre-school teachers.
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Bolum 7

ChatGPT Tabanli Asitler ve Bazlar Ogretiminin
Ogrencilerin Fen Bilimleri Motivasyonu ile
Yapay Zeka Algilar Uzerindeki Etkisi 8
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Ozet

Egitim, bireylerin bilgiye ulasma ve 6grenme bigimlerinin siirekli degisim
halinde oldugu dinamik bir alandir. Teknolojinin etkisiyle giintimiizde bu
degisimde yapay zeki, ogrenme siireglerini daha etkili, 6grenci merkezli
ve kigisellestirilebilir hale getirme potansiyeliyle 6ne ¢ikmaktadir. Ancak,
yapay zeka destekli 6gretim yontemlerine dair aragtirmalarin sinirli olmasi,
bu teknolojilerin egitime entegrasyonu hakkinda daha fazla bilgiye ihtiyag
duyuldugunu gostermektedir. Bu ¢alisma, 8. simuf Ogrencilerinin fen
bilimleri dersinde “Asitler ve Bazlar” konusundaki yapay zekia destekli
Ogretimin, motivasyonlart ve yapay zekd hakkindaki algilar1 {izerindeki
etkisini incelemeyi hedeflemektedir. Aragtirma, 2023-2024 egitim-Ogretim
yilinda kolay ulagilabilir 6rnekleme yontemiyle belirlenen 40 6grenciyle
gergeklestirilmistir. Caligmada deneysel bir yontem benimsenmis ve 6n
test-son test kontrol gruplu bir tasarim uygulanmustir. Nitel veriler, yapay
zekd kavramina yonelik metafor testi araciligiyla toplanmug ve icerik analizi
yontemiyle degerlendirilmistir. Nicel veriler ise Fen Bilimleri Motivasyon
Olgegi ile elde edilmis ve SPSS 25 programi kullanilarak analiz edilmistir.
Nitel bulgular, sonucunda deney grubu 6grencilerinin yapay zeki destekli
ogretim siirecinin ardindan “teknolojik/robotik” boyuta daha fazla vurgu
yapmig ve Ozellikle ders sirasinda kullanilan “ChatGPT” uygulamasini sikga
metaforik benzetimlerinde ifade etmistir. Bu durum, 6grencilerin yapay zekéyi
daha somut, sistematik ve iglevsel yonleriyle iligkilendirdigini gostermektedir.
On testte soyut kavramlara (6rnegin, “Market” ve “Su”) yapilan atiflar,
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son testte daha spesifik ve deneyimsel ifadelerle yer degistirmistir. Bu
sonug, yapay zeka destekli 6gretimin, 6grencilerin hem teknolojiyi anlama
hem de bu teknolojiyi egitim siireglerinde kullanim amacina yonelik beceri
gelistirebilecegini gostermektedir. Nicel bulgular, yapay zeka destekli 6gretim
ile geleneksel yontemler arasinda motivasyon agisindan anlamh bir fark
bulunmadigini (p > .05) gostermistir. Ancak deney grubunun motivasyon
puanlarinin kontrol grubuna kiyasla daha yiiksek olmasi, yapay zeka destekli
Ogretimin motivasyon artirict etkisini igaret etmektedir. Bu galismanin, yapay
zeka destekli 6gretim yontemlerinin 6grenci algilari Gizerindeki etkilerine 151k
tutacag diisiiniilmektedir.

1. Giris

Teknolojinin  hizli  geligimi, hayatimizin her alanimna teknolojinin
entegrasyonu ihtiya¢ haline getirmistir. S6z konusu teknolojilerden son
donemde One gikan yapay zeka, kiiresel olgekte ilgi goren bir teknoloji
olarak dikkat gekmektedir. Turing Testi, bir makinenin insan gibi diigiinme
yetenegini degerlendirerek yapay zekanin tanimlanmasinda, makinelerin zeka
diizeyini insanla kargilagtirma esasina dayandigy igin ilk ¢ikis noktalarindan
biri olarak kabul edilmektedir. Literatiirde yapay zeka, ilk kez 1956 yilinda
Dartmouth Konferansrnda “akilli makineler, 6zellikle de akilli hesap
programlar1 yapmann bilimi” geklinde tanimlanmugtir (Haenlein ve Kaplan,
2019). Bu tamim, zamanla geligerek farkli perspektiflerden ele alinmstir,
makinelerin insancil diigiinebilme potansiyeli olarak degerlendirilmektedir.
Ozellikle biiyiik veriyi kullanabilen ve biiyiik veri setinden saniyeler iginde
¢ikarimlar yapabilen programlar hayatimizi oldukga kolaylagtiracak ¢oziimler
sunmaktadir. Bu kapsamda Russell ve Norvig (2010) yapay zekanin sahip
olmasi gereken dort temel 6zellik tanimlamistir: insan gibi diiglinmek, insan
davraniglarmi taklit etmek, rasyonel diigiinmek ve rasyonel davranmak.
Bu tanimlarin ortak noktasini, insan benzeri diistinme kapasitesinin yapay
zekinin merkezinde yer almasi olugturmaktadir. Fakat unutulmamalidir ki
yapay zekanin diigtinme yetenegi ancak egitildigi olgii ile sinirhdir.

Zaman iginde yapay zeka, saglk, ulasim, miihendislik, tip, ulusal giivenlik
ve egitim gibi gok gesitli alanlarda 6nemli etkiler yaratmustir (Jiang ve ark.,
2022; Yazicr Colak ve Nakiboglu, 2024). Yapay zeka teknolojileri, uzaktan
egitim platformlarindan kigisellegtirilmis 6grenme ¢oziimlerine, ders plani
hazirlama, ders igi, ders digt materyal hazirlama, sinav degerlendirme
sistemlerinden dil 6grenim araglarina kadar genis bir yelpazede egitim
alanindaki ihtiyaglara yenilik¢i ¢oziimler sunarak, 6gretmenler ve 6grenciler
igin gesitlendirilmis ve zenginlestirilmis alternatifler saglamaktadir. (Zhan ve
ark., 2022). COVID-19 baslangici ile beraber ozellikle egitim sektOriinde
kullanilmaya baglayan web 2.0 araglar1 Ozellikle kimya gibi uygulamal
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bilimlerde etkilegim kabiliyeti ve oOzellikle kigisellestirilmis geri bildirim
mekanizmalarinin 6ne ¢itkmasiyla yerini yapay zeka destekli araglara birakmaya
baglamistir. Fakat yeterli Tiirk¢e uygulama olmamasi veya 6gretmenlerin
bu alandaki hazirbulunugluklarinin yetersizligi, alt yapr sorunlart kullanim
konusunda yaganilan temel problemler arasindadir. Egitim alaninda yapay
zekd uygulamalarmin kullanimi, {stiin gorsellestirme  stiregleri  diginda
ogrenci merkezli bireysellestirilmis 6gretim yontemlerine olanak tanimakta
ve ogretmenlerin ig ylikiinii azaltarak verimliligi artirmaktadir (Baidoo-Anu,
& Ansah, 2023). Egitimde yapay zekanin etkin bir sekilde kullanilmasi,
yalnizca bireysel 6grenme siireglerinin iyilestirilmesine degil, ayn1 zamanda
Ogrenci motivasyonu ve bagarisinin artirilmasina da olanak tanimaktadir
(Roschelle, Lester ve Fusco, 2020). Yapay zekdnin egitimdeki yaygin
uygulamalarina chatbotlar, uzman sistemler ve akilli 6gretim sistemleri
ornek vermek miimkiindiir (Clarizia ve ark., 2018). Bu araglar, 6grencilerin
ogrenme hizlarini izleme, kisisel geligimlerini degerlendirme ve aninda geri
bildirim saglama gibi 6zellikleriyle 6ne ¢ikmaktadir. Bagka bir deyisle, yapay
zeka destekli platformlar, 6grencilerin ilerleme hizina, tercih ettigi yontemlere
ve Ogrenme tarzlarma uygun kisisellestirilmis 6grenme deneyimleri ile
uyarlanabilir degerlendirme sistemleri sunmaktadir. Bu sistemler, 6grencilerin
bagimsizliklarin1 destekleyerek, kaynaklara erigimlerini kolaylagtirmakta,
geribildirim almalarini saglamakta ve bireysel olarak pratik yapma imkani
tanimaktadir (Baidoo-Anu & Ansah, 2023; Rusmiyanto ve digerleri, 2023).
Ornegin, 6grencinin sordugu sorulardan kavram yanilgilarini tespit ederek
bu yanilgiya yonelik sorular sorarak oOgrencinin eksiklerini tamamlama
noktasinda bireysel doniit verebilecek diizeydedir. Ancak, bu teknolojilerin
etkin kullanimi igin 6gretmenlerin yapay zeka araglarina hakim olmast kritik
bir gereklilik olarak 6ne ¢ikmaktadir (Colak Yazic1 & Erkog, 2023).

Ozellikle son dénemlerde kimya egitiminde 6ne gikan sanal gergeklik ve
artirilmig gergeklik uygulamalarinin yaninda yapay zeka, egitim alaninda farkl
disiplinler ve 6gretim konularinda sundugu olanaklarla giderek daha fazla
onem kazanmaktadir (Chen & Liu, 2020; Nja, Uwe, & Nkereuwem, 2021).
Ozellikle fen bilimleri egitimi gibi bilgiye dayali ve uygulamali alanlarda,
yapay zekd destekli Ogretim yontemleri, gelencksel yaklagimlara kiyasla
ogrencilerin 6grenme siireglerini iyilegtirme potansiyeline sahiptir. Kimya
dersleri, ogrenciler igin genellikle karmagik ve soyut kavramlarin yogun
oldugu bir alan olarak 6ne ¢ikmaktadir. Asitler ve bazlar gibi temel kimya
konulari, 6grencilerin giinliik hayatla baglanti kurmasini saglayabilecek,
ancak ayni zamanda kavramsal zorluklar i¢eren konulardandir. Bu nedenle,
bu tiir derslerde yapay zeka teknolojilerinin kullanimi, hem 6grencilerin
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motivasyonunu artirma hem de konunun anlagilabilirligini gii¢lendirme
agisindan 6nemli bir firsat sunmaktadr.

Yapay zeka, ogrencilerin bireysel 6grenme hizlarini ve ihtiyaglarini goz
ontine alarak, 6grenme stireglerini kigisellegtirme ve zamandan mekandan
bagimsiz 6grenme siirecine katilimi desteklemektedir. Bu durum, asitler ve
bazlar gibi deneysel bilgi gerektiren kimya konularinda oldukga faydahdur.
Ornegin, bir yapay zekd destekli 6gretim sistemi, 6grencilerin kavram
yanilgilarini tespit ederek bu konulara yonelik 6zel geri bildirim sunarak
Ogrenme deneyimini optimize etmeye katki sagmaktadir (Baker ve Smith,
2019). Aymi zamanda, gorsel ve interaktif araglarla desteklenen konu,
ogrencilerin soyut kimya kavramlarin1 daha somut bir sekilde anlamalarini
kolaylagtirmaktadir (Nja, Uwe, ve Nkereuwem, 2021). Roschelle, Lester
ve Fusco (2020), yapay zeka tabanh egitim sistemlerinin, 6grencilerin hem
ogrenme siireglerine aktif katihmini sagladigini hem de 6grenmeyi daha
eglenceli bir hale getirdigini vurgulamustir.

Kimya egitimi, Ogrencilerin motivasyon diizeylerinin 6nemli bir role
sahip oldugu bir alan olarak goriilmektedir (Yang, Lian, ve Zhao, 2023).
Motivasyonun yiiksek oldugu durumlarda, 6grencilerin derslere karsr ilgisinin
arttig1 ve akademik bagarilarinin olumlu yonde etkilendigi bilinmektedir
(Mega ve ark., 2014). Schunk ve arkadaglar1 (2014), motivasyonu bireyin
ogrenme siirecindeki enerji kaynagi olarak tanimlamug ve igsel stiregler kadar
digsal uyaricilarin da bu siireci destekledigini belirtmistir (Chiu ve ark.,
2024). Kimya derslerinde yapay zeka teknolojilerinin kullanimi, 6grencilerin
icsel motivasyonunu artirabilecek énemli bir aragtir. Ornegin, Vinichenko
ve arkadaglar1 (2020), yapay zeka destekli sistemlerin bireysel motivasyonu
artiricr etkisine dikkat ¢ekmistir. Ayni sekilde, Azamatova (2023) tarafindan
yapilan bir galigmada, yapay zeka uygulamalarinin, 6grencilerin akademik
bagarilarint artirdigr gibi 6grenme siirecine kargt daha olumlu bir tutum
gelistirmelerini sagladigi ortaya konulmustur. Bu bulgular, yapay zekinin
kimya egitimi gibi zorlu konularda kullanildiginda, 6grencilerin motivasyon
diizeylerini artirabilecegini gostermektedir.

Yapay zekanin egitimde sundugu bir diger avantaj ise karmagik bilgileri
gorsellestirme  yetenegidir. Organik kimya, asitler ve bazlar konusu
gibi soyut kavramlarin anlagilmasinda, interaktif simiilasyonlar ve sanal
laboratuvar uygulamalari, 6grencilerin konuyu daha iyi anlamasina yardimei
olan teknolojilerden sadece birkagidir (Gandhi ve ark., 2020). Clarizia ve
arkadaglar1 (2018), yapay zeka destekli 6gretim sistemlerinin, 6grencilerin
bireysel 6grenme hizini takip edebilmesi ve uygun igerik onerileri sunmasi
sayesinde 6grenme siirecine katilimi artirdigini vurgulamugtir. Bu da kimya



Senem Colak Yazicr | Gamze Kaya | 139

gibi genellikle zor ve karmagik bir ders olarak nitelendirilen, yogun soyut
kavramsal igeriklere sahip derslerde, 6grenme siire¢lerini kolaylagtirmaktadir.
Ayrica, PeiYiLin (2021), yapay zeka destekli 6gretimin ilkokul 6grencilerinin
motivasyon diizeylerini artirdigini ve 6grenme siireglerine daha fazla 6grenci
katilimint tegvik ettigini ortaya koymustur.

Kimya konularinda yapay zeka teknolojilerinin kullanimina yonelik
algilar da olduk¢a 6nemlidir. Bilinen ve faudasmna inamilan araglar daha
¢ok kullaniimaktadir. Literatiirde bu konu ile ilgili tanimlanmig bir model
bulunmaktadir. Teknoloji kabul modeline gore algilana kullanim kolaylig
ve fayda herhangi bir teknolojik araci kullanma durumumuzu olumlu
veya olumsuz yonde etkilemektedir (Colak Yazici ve Nakiboglu; Galindo-
Dominguez ve ark., 2024). Bu kapsamda bir araci kullanabilmesinde
oncelikle olumlu bir algiya sahip olunmasi 6nemlidir. Sharkey ve Sharkey
(2010) yapay zeka uygulamalarinin egitimde sorumluluk duygusunu ve
yaraticihgr zayiflatabilecegi konusunda uyarilarda bulunmusglardir. Ancak
yapay zekidnin dogru bir sekilde kullanilmasi, bu olas: riskleri azaltarak ve
ogrencilerin 6grenme siireglerine katki saglayabilir. Bu baglamda, yapay
zekd teknolojilerinin kullanimini destekleyen ¢alismalar, bu teknolojilerin
faydalarinin  yami sira  siurlibklarimi da gz oOniinde  bulundurmanin
gerekliligini ortaya koymaktadir. Yapay zekanin egitime entegrasyonu
arttikga yapay zeka konusunda Ogrencilerinde algilarinin olumlu yonde
degismesi muhtemeldir.

Sonug olarak, yapay zeka teknolojilerinin kimya egitimi gibi mikroskobik
boyutta soyut kavramsal igeriklere sahip alanlarda kullanimi, 6grencilerin
hem o©grenme siireglerini iyilestirmekte hem de motivasyonlarini
artirmaktadir. Ozellikle asitler ve bazlar gibi konularin 6gretiminde, yapay
zekanin sagladigy kisisellestirilmis 6grenme deneyimleri ve gorsellestirme
olanaklari, 6grencilerin 6grenme siirecine daha aktif katilimini saglamaktadir.
Literatiirdeki  bulgular, yapay zeka destekli egitim uygulamalarinin
motivasyon artiric etkisini vurgulamakta ve bu teknolojinin gelecekte egitim
stireglerinde daha yaygin kullanilabilecegine isaret etmektedir. Bu ¢aligmada
bir yapay zeka araci olan ChatGPT’nin aninda cevap verme 6zelliginden
yararlanilarak  6grencilerin  dersin  sonunda bilgilerini  anlamlandirma
stireglerine ve yapay zeka araglarina yonelik algilarina etkisi incelenmigtir.

Aragtirma Sorular:

1. Aragtirma oncesi ve sonrasinda ortaokul 8. simuf 6grencilerinin fén
dersine yonelik motivasyonlar: nasil degismektedir?
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2. Aragtirma Oncesi ve sonrasinda deney grubu Ogrencilerinin yapay
zekd kavrammna iliskin metaforik algilarinda ne tiir degisiklikler
gozlenmistir?

3. Deney grubu dgrencilevimin yapay zekdya yonelik metaforik algilars,
arastwma oncesi ve somvasinda hangi kavvamsal kategoriler altinda
toplanmaltadr?

2. Yontem

Bu aragtirma, karma yontemlerden biri olan eszamanli iiggenleme modeli
ile gergeklestirilmistir. Bu model, hem nitel hem de nicel veri toplama
yontemlerini bir arada kullanarak aragtirma konusu hakkinda daha biitiinctl
bir anlayis saglamayr hedefler. Veriler eszamanli olarak toplanmig ve
bagimsiz olarak analiz edilmistir. Kodlama siirecinde, yazarlar her bir yaniti
dikkatlice analiz etmig ve belirlenen temalara uygun sekilde kodlamalar
gergeklestirmistir. Daha sonra bir araya gelen yazarlar, kodlar kargilagtirarak
kodlayicilar arasindaki goriig birligini degerlendirmistir. Kodlayicilar arasi
goriig birliginin %80’in tizerinde olmasi hedeflenmis, bu sayede i¢ tutarlilik
saglanarak kodlama giivenilirligi yiiksek diizeyde tutulmugtur (Goksu, Padem
ve Konakli, 2012). Kodlayicilar arasindaki yiiksek diizeydeki uyum, analizin
tutarhihgint artirmig ve bulgularin daha saglam bir temele dayanmasina
katkida bulunmugtur. Igerik analizi yontemiyle elde edilen bulgular, nitel
verilerin anlamh kategorilere ayrilmasini ve yorumlanmasint saglamugtir.
Kodlama giivenilirliginin saglanmasi, aragtirma bulgularinin gegerliligi ve
giivenilirligini giiglendirmis, boylece galigmanin literatiire bilimsel katkisinin
artirlmast amaglanmugtir. Elde edilen bulgular, karsilagtirilarak ortak bir
yorum gelistirilmigtir (Goksu, Padem ve Konakli, 2012).

2.1. Calisma Grubu

Aragtirma, 2023-2024 egitim-6gretim yil1 bahar doneminde Diizce ilindeki
bir ortaokulda 6grenim goren 40 sekizinci sinif 6grencisi ile yiiriitiilmistiir.
Katilmcilar goniilliiliik esasina gore belirlenmig ve aragtirmanin amact
kendilerine agiklanmugtir.  Caligma  grubunun = belirlenmesinde  kolay
ulagilabilir durum 6rneklemesi yontemi kullanimugtir.

2.2. Veri Toplama Araglar:

Aragtirmada  hem nicel hem de nitel veri toplama araglarindan
taydalanilmugtir.

Nicel Veriler: Nicel veriler, Glynn ve Koballa (2006) tarafindan
gelistirilen ve Dindar ile Geban (2015) tarafindan Tiirkgeye uyarlanan Fen
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Bilgisi Motivasyon Olgegi (FBMO) ile toplanmustir. Bu 6lgek, 6grencilerin
fen derslerine yonelik ilgilerini, katihmlarini ve motivasyonlarini 6lgen 21
maddelik bir Likert tipi 6l¢ektir. Olgegin Cronbach alfa giivenilirlik katsayisi
.80 olarak hesaplanmig ve giivenilir bir 6lgiim aract oldugu belirlenmistir
(Cronbach, 1951; Isin, Akgay ve Kapici, 2020).

Nitel Veriler: Nitel veriler, 6grencilerin yapay zeka kavrammna yonelik
algilarini belirlemek amaciyla yari yapilandirilmig bir metafor formu ile
toplanmigtir. Bu formda, ogrencilere “Yapay zeka ...... gibidir. Ciinki
...... ” climlesini tamamlamalar1 istenmis ve yanitlart analiz edilmistir (Giineg
ve Firat, 2016).

Veri Toplama Siiveci

Nicel ve nitel veri toplama siiregleri, deney ve kontrol gruplar igin su
sekilde yiirtitiilmiigtiir:

Nicel Veri Toplama: Aragtirmanin baginda, hem deney hem de kontrol
gruplarina FBMO 6n testi uygulannugtir. Egitim siirecinin tamamlanmasinin
ardindan, ayni Olgek son test olarak tekrar uygulanarak ogrencilerin
motivasyonlarindaki degisimler degerlendirilmistir.

Nitel Veri Toplama: Deney grubundaki 6grenciler, yapay zekd destekli
bir ara¢ olan ChatGPT ile ders islenmeden Once ve ders tamamlandiktan
sonra metafor formlarint doldurmugtur. Boylece, 6grencilerin yapay zekaya
yonelik algilarindaki degigimler incelenmistir.

Uygulama Siiveci

Arastirma, toplam 2 hafta (8 ders saati) boyunca yiiritiilmiistiir.
Aragtirmada ele alinan konu, sekizinci sinif fen bilimleri miifredatinda yer
alan “Asitler ve Bazlar™dur.

Kontrol Grubu: Kontrol grubunda, gelencksel 6gretim yontemi
kullanilarak ders islenmistir. Ders sirasinda o6gretmen, konu anlatiminda
akall tahta ve soru-cevap yontemini kullanmigtir. Ogrencilere 6n test ve son
test uygulanarak motivasyon ve 6grenme diizeyleri degerlendirilmigtir.

Deney Grubu: Deney grubunda, ders ChatGPT gibi yapay zeka destekli bir
arag kullanilarak islenmistir. Ders sirasinda 6grenciler, ChatGPT den sorular
sormug ve alinan yanitlart simifta tartigmiglardir. Bu siiregte 6grencilerin
derslere aktif katilimi saglanmus, elestirel diistinme becerileri tegvik edilmistir.
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Asagidaki uygulama sirasinda sorulan 6rnek bir soru verilmigtir.

- 8 X

e
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A

asit ve bazlan kegfeden bilim insami kimdir?

Asitler ve bazlar Uzerine yapilan aragtirmalann kikenleri, antik gaglara kadar uzamir. Ancak, modern

anlamda asitlerin ve bazlann kegfi ve sistemli bir sekilde incelenmesi. kimya biliminin geligimiyle
gergeklesti,

Ozellikle, asitler ve bazlar (zerine yapilan sistemli caligmalar ve modern anlamda tanimlamalar, 19,
yizyilda gergeklesti. Bu alandaki &nemli bilim insanlan arasinda gu isimler &ne gikar:

1. Robert Bayle {1627-1691): Boyle, asitler ve bazlar dizerine erken déinem ¢aligmalan yapan Ingiliz
bir bilim insaniyds. “The Sceptical Chymist” adl eseri, modern kimya biliminin temellerini atmgtir
ve asit-baz kavramini tartismigtie,

2. Antoine Lavoisier (1743-1794): Lavoisier, kimyamin babas olarak bilinir ve elementleri ve
kimyasal reaksiyonlan modern bir sekilde tanimlarmigtin Lavoisier, asitler ve bazlar Gzerine Snemli

galismalar yaprgtir v asidin oksijen igerdigi gériglni desteklemigtin

3. Humphry Davy (1778-1829): Davy, elektrokimya alaninda énemli katkilarda bulunan Ingiliz bir
bilim adamiyds, Asitler ve bazlarla ilgili ele . kimyasal galigmalan, asit-baz reaksiyenlanmin

anlagiimasina dnemli katkilar saglad..

@ ChatGPT u',-gul.arna:rna ileti ginder

Verilerin Analizi
Aragtirmada toplanan veriler nicel ve nitel olarak ayr1 analiz edilmigtir:

Nicel Verilerin Analizi: Nicel veriler, SPSS 25 programi kullanilarak analiz
edilmistir. Olgek yamtlarinin aritmetik ortalamalari, standart sapmalar1 ve en
diigiik-en yliksek degerleri hesaplanmug; verilerin normal dagilima uygunlugu
Shapiro-Wilk ve Kolmogorov-Smirnov testleriyle ~degerlendirilmigtir.
Verilerin homojenligi durumuna gore parametrik veya non-parametrik
testler uygulanmugtir.

Nitel Verilerin Analizi: Ogrencilerin metafor formlarindan elde edilen
veriler igerik analizi yontemiyle incelenmistir (Braun ve Clarke, 20006).
Bu siiregte metaforlar, temalar ve kategoriler gergevesinde siniflandirilmug;
verilerin frekanslari hesaplanarak yorumlanmigtir. Glivenirlik saglamak igin
analizler bagimsiz olarak yapilmig ve sonuglar karsilagtirtlmistir (Yildirim ve
Simgek, 2016).
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BULGULAR
Bulgular
Nitel Verilere Yonelik Bulgular

Deney grubu 6grencilerinin yapay zekaya yonelik algilarini anlamak igin
metaforik ifadeler incelenmistir. Veriler, 6grencilerin On test ve son test
agamalarinda gelistirdikleri metaforlar iizerinden degerlendirilmis ve bu
metaforlar kavramsal kategorilere gore simiflandirilmistir.

Deney Grubu Ogrencilerinin Metaforik Algilar

Ogrencilerin yapay zeka ile ilgili olugturduklar1 metaforlar Tablo 1’de
sunulmustur.

Tablo 1. Ojjrencilerin yapay zekd ile ilgili olusturdullar: metaforiar

Metafor On Test f % Metafor Son Test f %
Ogretmen 5 25 ChatGpt 5 25
Kiitiiphane 3 15 Kitap 3 15
Insan 2 10 Robot 4 20
Market 1 5 Kiitiiphane 2 10
Telefon 1 5 Satrang 1 5
Motivasyon 1 5 Arkadag 1 5
Arama Motoru 1 5 Menajer 1 5
EBA 1 5 Beyin 1 5
Su 1 5 Sozliik 1 5
Bilim 1 5 Eglence Parki 1 5
Oyun 1 5
Arkadag 1 5
Arag 1 5

Tablo 1’e gore, Ogrencilerin 6n testte en sik kullandiklar1 metafor
“Ogretmen” (f=5; %25) olurken, son testte bu metaforun yerini
“ChatGPT” (f=5; %25) alnugtir. On testte “Kiitiiphane” (%15) ve “Insan”
(%10) gibi metaforlarin 6ne g¢iktigr goriiliirken, son testte Ogrencilerin
daha fazla “Robot” (%20) ve “Kitap” (%15) metaforlarina yoneldigi dikkat
¢ekmektedir.

Son test sonuglari, ogrencilerin ders sirasinda kullanilan yapay zeka
materyali ChatGPT’ye yonelik algilariin arttugini ve yapay zekay:r daha
somut ve iglevsel yonleriyle iliskilendirmeye bagladiklarini gostermektedir.
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Ornegin, dgrencilerin “Robot” (f=4; %20) ve “Beyin” (f=1; %5) gibi
metaforlar kullanarak yapay zeka kavramini daha sistematik ve teknolojik bir
baglama oturttuklar1 anlagilmaktadur.

Ayrica, 6grencilerin 6n testte daha soyut kavramlar iizerinden tanimlama
yaptig1 (Ornegin, “Market” veya “Su”), ancak son testte Ogrenim siirecinde
kullanilan materyalin etkisiyle yapay zekayr daha spesifik ve deneyimsel
ifadelerle iliskilendirdikleri gozlemlenmistir. Bu durum, yapay zeka destekli
Ogretimin Ogrencilerin  kavramsal algilarindaki gesitliligi  artirdigini  ve
onlarin yapay zekaya iligkin daha derin bir farkindalik gelistirmelerine katki
sagladigini ortaya koymaktadir.

Deney Grubu On Test Metaforlarinin Kavramsal Kategorilere Gore
Dagilim

On testte ogrenciler tarafindan iiretilen metaforlar, dort ana tema altinda
toplanmugtir. Bu kategoriler ve metaforlarin dagilimi Tablo 2°de sunulmustur.

Toblo 2. Deney Grubu on test metafoviarin kavramsal kategovileve gove dagiluns

Kategoriler Metaforlar f %

Ogretmen (5)
Kiitiiphane (3)

Bilgi kaynagi olarak yapay Arama motoru (1) 12 46
zeka Bilim (1)
EBA (1)
Arag (1)
Ogretmen (5)
Canli varlik olarak yapay ;
N Insan (2) 8 31
zeka
Arkadas (1)
Oyun (1)
Eglence olarak yapay zeka Motivasyon (1) 3 12
Arkadag(1)
Market (1)
Anlamsiz Cevap Telefon (1) 3 12
Su (1)

Tablo 2 incelendiginde yapay zeka ilgili olarak 6grenci metaforik algilar
dort kategoriden olugmaktadir. Dort farkli kategori olmasi 6grencilerin
farkli metaforik algilara sahip oldugunu gostermektedir.

Yapay  zekanin  eglence  ana  temast  altmda  “oyun”,

“motivasyon”,”oyun”,”arkadas” gibi kavramlar 6n plana ¢ikmaktadir.
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b ) 19

Ogrencilerin yapay zekayr “oyun gibidir ¢iinkii vakit gegiririz”, “arkadas
gibidir ¢iinkii eglence kaynagim” cevaplar: verdikleri tespit edilmigtir.

Yapay zekanin bilgi kaynagr ana temast altinda en ¢ok ortaya ¢ikan
kavramlarin “6gretmen”, “bilim”, “kiitiiphane”, “eba” gibi kavramlara
benzetildigi ortaya ¢tkmustir. Ogrencilerin yapay zekay “6gretmen gibidir
clinkii bize bilgi 6gretir”, “arama motoru gibidir ¢iinkii i¢inde bilgiler vardir”
gibi cevaplar verdikleri goriilmiistiir.

Yapay zekanin canls varvik ana temas: altinda “insan”, “arkadas” gibi

kavramlarin 6n planda oldugu ortaya ¢ikmugtir. Yapay zekayr ogrenciler

“insan gibidir sorularimiza cevap verir”, “arkadag gibidir canim ne zaman
sikilirsa o beni eglendirir” gibi benzetmeler yaptigr gortilmiistiir.

Yapay zekanin cansiz varvik ana temasmdna “market”, “arag”, “telefon”,
“su” benzetilmelerinin yapildig1 goriilmiigtiir. Ogrencilerin yapay zekay1
“market gibidir ¢linkii i¢inde her ey vardir” benzetilmesi yapilmugtir.

Tablo 3. Deney Grubu son test metaforlarmn kavramsal kategorilere gore dagjiluma

Kategoriler Metaforlar f %
Kitap (3)
Kiitiiphane (2)
Bilgi kaynag: olarak yapay zeka Sozliik (1) 8 40
Arag (1)

Telefon (1)
ChatGPT (5)

Teknolojik/Robotik 7 35

Robot (2)
Eglence Parki (1)

Eglence olarak Yapay Zeka Arkadas (1) 3 15
Satrang(1)
Arkadag (1)

Canlt varlik olarak yapay zeka . 2 10
Menajer (1)

Anlamsiz Cevap - 0 0

Tablo 3 incelendiginde, deney grubundaki Ogrencilerin son test
sonuglarinda yapay zekaya iliskin algilarinimn bes farkli kategoriye dagildig:
goriilmektedir. Bu kategorilerde toplamda 20 metafor yer almakta olup,
ogrencilerin yapay zekdya yonelik algilar1 arasinda “bilgi kaynag: olarak
yapay zekd” kategorisi %40 ile en sik belirtilen grup olarak 6ne ¢ikmustir.
Bu kategoride 0grenciler, yapay zekay: “kitap”, “kiitiiphane”, “sozliik” veya
“telefon” gibi bilgiye erigim araci olarak tanimlamislardur.
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Ikinci sirada, %35 ile “teknolojik/robotik” kategorisi yer almakta olup,
bu alanda 6grencilerin yapay zekayi siklikla derslerde kullanilan “ChatGPT>
uygulamasina veya “robot” kavramina benzettikleri dikkat ¢ekmistir.
Ozellikle “ChatGPT gibidir; sordugumuz sorulara cevap verir” seklindeki
ifadeler, yapay zekanin bir bilgi kaynagi olmasinin yani sira 6grenciler igin
teknolojik bir rehber olarak algilandigini gostermektedir.

“Eglence olarak yapay zeka” kategorisi %15 oraninda temsil edilirken, bu
grupta 6grencilerin yapay zekay1 “eglence parki”, “arkadag” veya “satrang” ile
iligkilendirdikleri goriilmiistiir. Son olarak, “canh varlik olarak yapay zeka”
kategorisi %10 oraninda yer almis ve 6grenciler yapay zekay: “arkadas” ya
da “menajer” olarak tamimlamglardir. “Anlamsiz cevap” kategorisinde ise

herhangi bir metafor iiretilmedigi (%0) gozlemlenmistir.

Bu bulgular, 6grencilerin yapay zekaya dair algilarinin zengin ve gesitli
oldugunu, ozellikle teknolojik ve bilgi kaynagi boyutlarinin 6ne ¢iktigini
ortaya koymaktadir.

Tablo 4. Ogrenci metaforiarmn kavramsal kategoriler baglammda degisimi

. = Metaforlar
Kategoriler Metaforlar (Ontest) f (Sontest) f
Ogretmen (5), Kiitiiphane Kitap (3),
Bilgi kaynagi olarak  (3), Arama motoru (1), 13 Kiitiiphane (2),
yapay zeka Bilim (1), EBA (1), Arag Sozliik (1), Arag
(1), Telefon (1) (1), Telefon (1)
Canli varhik olarak ~ Ogretmen (5), Insan (2), 3 Arkadag (1), 5
yapay zeka Arkadas (1) Menajer (1)
y . Eglence Parki (1)
Eglence olarak Oyun (1), Motivasyon ’
yapay zeka (1), Arkadas (1) 3 Arkadag 8;’ Satrang 3
.. . ChatGPT (5),
Teknolojik/Robotik — — Robot (2) 7
Anlamsiz Cevap Market (1), Su (1) 2 - 1

Ontest kapsaminda ogrencilerin en fazla vurguladiklart kavramsal
kategori, bilgi kaynag: olarak yapay zeka 13 frekans ile 6ne ¢ikmig olup,
sontestte bu kategoriye yapilan atiflarin 8 frekansa diistiigii goriilmektedir.
Ontestte 6gretmen (5), kiitiiphane (3), arama motoru (1), bilim (1), EBA
(1), arag (1) ve telefon (1) metaforlar: kullanilirken, sontestte bu metaforlarin
kitap (3), kiitiiphane (2), sozliik (1), arag (1) ve telefon (1) olarak degistigi
dikkat ¢ekmektedir.
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Canlt varlik olarak yapay zeka kategorisinin Ontestte 8 frekans ile
vurgulandig, sontestte bu kategorinin 2 frekansa diistiigli gortilmektedir.
Ontestte 6grenciler 6gretmen (5), insan (2) ve arkadag (1) metaforlarint
kullanirken, sontestte arkadag (1) ve menajer (1) metaforlarina yer verdikleri
goriilmektedir.

Eglence olarak yapay zeka kategorisinin ontestte 3 frekans ile ifade edildigi
ve sontestte de ayni frekans ile yer buldugu goriilmektedir. Ancak, ontestte
kullanilan oyun (1), motivasyon (1) ve arkadag (1) metaforlarinin sontestte
eglence parki (1), arkadag (1) ve satrang (1) metaforlarina dontistiigti dikkat
¢ekmektedir.

Teknolojik/robotik olarak yapay zeka kategorisinin Ontestte hig
vurgulanmadigi, ancak Sontestte Ogrenciler bu kategori kapsaminda
ChatGPT (5) ve robot (2) metaforlarini kullanarak yapay zekayr daha somut
ve teknolojik yonleriyle ifade etmislerdir.

Anlamsiz cevap kategorisinin Ontestte 2 frekans ile temsil edildigi,
sontestte ise 1 frekans ile azaldigi goriilmektedir. Ontestte bu kategoriye
market (1) ve su (1) metaforlar: ile atifta bulunulurken, sontestte yalnizca
bir metaforun (belirtilmeyen) bu kategoriye ait oldugu dikkat ¢ekmektedir.

Bu bulgular, 6grencilerin metaforlarinin kavramsal kategoriler baglaminda
belirli degisiklikler oldugunu gostermekte olup, Ontest ve sontest arasindaki
bu degisimler, 6grencilerin yapay zekaya yonelik algilarinin verilen egitimlerle
degistigini gostermektedir.

Nicel Verilere Yonelik Bulgular

a) Yapay Zeka Tabanli Ogretim Yonteminin Ogrencilerin
Motivasyonuna Etkisi

Toblo 5. On test deney ve kontrol grubu t-testi sonuglars

Grup N Ortalama Standart Sapma t df p
Kontrol 18 3.21 54 -371 34 713
Deney 18 3.28 51

Deney ve kontrol gruplarinin 6n test puanlart arasindaki farkin anlamh
olmadig: belirlenmistir (p = 0.71 > 0.05). Tablo 5’te yer alan verilere gore,
kontrol grubunda bulunan 18 6grencinin 6n test puan ortalamasi 3.21 ve
standart sapmasi 0.54 olarak tespit edilmistir. Ayni sekilde, deney grubunda
yer alan 18 6grencinin 6n test puan ortalamasi 3.28 ve standart sapmasi 0.51
olarak hesaplanmugtir. Gruplar arasinda gozlemlenen t degerinin (-0.371)



148 | CharGPT Tabanl Asitler ve Bazlar Ogretiminin Ogrencilerin Fen Bilimleri Motivasyona...

ve p degerinin istatistiksel olarak anlamli bir fark gostermedigi dikkate
alindiginda, deney ve kontrol gruplarindaki 6grencilerin 6n bilgilerinin
birbirine yakin oldugu goriilmektedir. Bu durum, galigmanin baglangicinda
her iki grubun esit kogullarda oldugunu ve kargilastirmali analizlerin
giivenilirligini artirabilecegini gostermektedir.

Tablo 6. Son test deney ve kontrol grubu t-testi sonuglar:

Grup N Ortalama Standart Sapma t df ?
Kontrol 18 3.29 .73 -1.913 34 0.64
Deney 18 3.68 44 0.66

Tablo 6da deney ve kontrol gruplarmin son test puanlarinin
kargilagtirilmasina iligkin bagimsiz gruplar t-testi sonuglar1 yer almaktadir.
Kontrol grubunda bulunan 18 6grencinin son test puan ortalamasi 3.29,
standart sapmast ise 0.73 olarak hesaplanmgtir. Deney grubunda yer alan 18
Ogrencinin son test puan ortalamasi ise 3.68, standart sapmas1 0.44 olarak
belirlenmigtir. Tablo 6°daki verilere gore, t degeri -1.913 olarak hesaplanmug
ve p degerinin 0.64 oldugu goriilmistiir. Bu sonuglar, deney ve kontrol
gruplarinin son test puanlar1 arasindaki farkin istatistiksel olarak anlaml

olmadigin1 (p = 0.64 > 0.05) gostermektedir.

SONUC VE TARTISMA

Bu arastirmada, ortaokul 6grencilerinin yapay zekaya yonelik metaforik
algilar1 ve yapay zeka destekli 6gretim yonteminin fen bilimleri dersine
yonelik motivasyonlarina etkisi incelenmistir. Aragtirmanin sonuglari, yapay
zekinin egitim siireglerine entegrasyonunun 6grenci algilarinda 6énemli bir
degisim yaratabildigini ve bu teknolojinin fen bilimleri 6gretiminde 6grenci
motivasyonlarinin arttirilmasinda etkisi oldugunu gostermektedir.

Nitel bulgular, 6grencilerin yapay zeka kavramini eglence, bilgi kaynag,
canli varlik ve cansiz varlik gibi farkli temalar altinda degerlendirdigini ortaya
koymustur. Deney grubundaki ogrenciler, yapay zeka destekli 6gretim
stirecinin ardindan “teknolojik/robotik” boyuta daha fazla vurgu yapmig ve
ozellikle ders sirasinda kullanilan “ChatGPT” uygulamasini sikga metaforik
benzetimlerinde ifade etmistir. Bu durum, 6grencilerin yapay zekayr daha
somut, sistematik ve iglevsel yonleriyle iliskilendirdigini gostermektedir.
On testte soyut kavramlara (6rnegin, “Market” ve “Su”) yapilan atiflar, son
testte daha spesifik ve deneyimsel ifadelerle yer degistirmistir. Bu sonug,
yapay zeka destekli 6gretimin, 6grencilerin hem teknolojiyi anlama hem de
bu teknolojiyi egitim siireglerinde kullanim alanlar1 konusundaki bilgilerinin
gelistirebilecegini gostermektedir.
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Nicel bulgular, yapay zeka destekli 6gretim yonteminin 6grencilerin
motivasyonu iizerinde anlamli bir fark yaratmadigini gostermistir (p >
.05). Ancak deney grubundaki 6grencilerin son test puanlarinin kontrol
grubundan daha yiiksek olmasi, yapay zekd destekli 6gretim yOnteminin
potansiyel motivasyon artirict etkisine igaret etmektedir. Bu bulgu, Jaiswal
ve Arun (2021) ile $ahin ve Samur’un (2017) ¢aligmalarinda, yapay zeka
destekli 6grenmenin Ogrencilerin  motivasyonlarini artirdigi  yoniindeki
bulgularla 6rtiismektedir.

Caliymanin kimya egitimi agisindan O6nemli bir diger sonucu, asitler
ve bazlar gibi soyut ve kavramsal zorluklar igeren konularin 6gretiminde
yapay zeka teknolojilerinin sagladig kigisellestirilmis 6grenme olanaklarinin,
ogrencilerin 6grenme  siireglerini destekleyebilecegini gostermesi oldugu
diisiiniilmektedir. Kendi sorularin soran ve sonrasinda konu ile ilgili bir
tartigma ortaminda yer alan 6grencilerin yapay zekanin bireysel kullanimina
ilikin edindikleri somut deneyimlerin algilarindaki etki nitel bulgularda
goriilmektedir. Ogrencilerin, yapay zekayi bilgiye erisim, bilgiyi yapilandirma
ve gilinliik yasamda kullanim baglaminda algilamalari, teknolojinin kimya
egitimi gibi bilgiye dayali alanlarda yaratici ve etkili bir 6gretim araci
olabilecegini diisiindiirmektedir. Haenlein ve Kaplann (2019) vyapay
zekanin toplumsal ve bireysel yasam iizerindeki etkilerine dair vurgusu da
bu baglamda ¢aligmanin bulgularini desteklemektedir.

Aragtrmanin  bulgulart dogrultusunda, yapay zekanin fen bilimleri
egitimi ve motivasyon tlizerindeki etkilerini daha iyi anlamak igin farkl
yag gruplarinda ve genis 6rneklem gruplariyla benzer galigmalar yapilmasi
onerilmektedir. Farkli yapay zeka araglari ve uygulamalarinin incelenmesi,
bu araglarin yalnizca motivasyon degil, biligsel beceriler ve duyussal 6zellikler
tizerindeki etkilerini de degerlendirmeye olanak tanryacag: diigiintilmektedir.
Ayrica, yapay zekd destekli 6gretimin farkli konu alanlarinda (6rnegin
biyoloji veya fizik) uygulanmasi, 6gretim siireglerinde 6grenci algilarini
degerlendirmede biitiinciil bir yaklagim sinacaktir. Bu tiir aragtirmalar, yapay
zekdya dayali egitimin, 6grencilerin elestirel diisiinme, problem ¢6zme ve
yaraticilik gibi tist diizey becerilerini nasil destekledigine dair yeni bilgiler
saglayabileceginden s6z konusu siiregleri irdeleyen aragtirmalarin literatiire
kazandirilmas: 6nerilmektedir.

Etik Kurul Izni: Diizce Universitesi Bilimsel Arastirma ve Yayin Etik
Kurulu 11.07.2024 tarihli. 2024/237 numaral karar

NOT: Bu ¢alysmanmn  bir boliimii 13-15 Arvalik 2024  tarviblerinde
gereeklestivilen ICONTE 2024 Egitimde Yopay Zeka Temalh 15. Ulnslararas:
Egitimde Yeni Yonelimler (iconte) kongresinde sunulmustur.
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