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Egitim-Bir-Sen

Okullardaki Formal Yapi ve Bireysel Davramslar

Arasindaki Iliskiler Uzerine Bir Derleme Cahsmasi

SEDAT GUMUS

Mustafa Kemal Universitesi

Ozet: Orgiitlerde resmi yap1 ve bireysel davranislar arasindaki iliskinin anlasilmast, orgiit
kuramcilarinmn tartistiklar1 en 6nemli konulardan birisidir. Onceleri standartlastirma,
bireysel davranislarin kontrol edilmesi ve verimliligin arttirilmast konusunda etkili bir
yontem olarak ortayakonulmussa da, daha sonrabu yonteminuygulamadabazi sinirliliklar
oldugu fark edilmistir. Sonug olarak, ¢alisanlarin sadece resmi yap1 tarafindan olusturulan
kural ve siiregleri takip etmeleri mi yoksa kendi isleri tizerinde belli bir otoriteye sahip
olmalar1 ve kurumlarindaki karar alma siireglerine katilmalart m1 gerektigi siire gelen
bir tartismadir. Okullar agisindan bakildiginda ise dgretmenlerin kendi siniflarindaki
otoriteleri ve okuldaki diger orgiitsel stireclerdeki rolleri, egitim aragtirmalar1 arasindaki
en tartismali konulardandir. Bu kapsamda, mevcut ve 6zgiin ¢aligmalari tarayarak
okullardaki resmi yap1 ve bireysel davraniglar arasindaki iliskinin daha iyi anlasilmasina
katki sunmay1 amaglamaktadir. Caligmanin sonuglari; 6gretmenlerin kendi islerinde belli
bir otonomiye sahip olmalarinin gerekliligi ile birlikte, 6gretmen ve okul yoneticilerinin
hem sinifi¢i hem de sinif dist konularda ortak ¢alismasinin 6rgiitsel etkililigin saglanmasi
acisidan hayati 6nem tasidigini gostermektedir.

Anahtar Kelimeler: Standartlastirma, formal yap1, kontrol

A Literature Review on the Relationship between Formal
Structure and Individual Behaviour in Schools

Abstract: Understanding the relationship between formal structure and individual
behavior in organizations is one of the central problems that organizational theorists
have been discussing. Even though formalization was first introduced as an effective
way to control individuals’ behaviors and improve their productivity, it was later realized
that there were some limitations of its implementation. As a result, there has been a big
argument over whether employees should just follow the rules and procedures and be
controlled by formal structure or if they should have some authority over their own work
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and be involved in decision-making processes in their organizations. Similarly, teachers’
autonomy in their classrooms and their role in the organization processes of schools
are among the most discussed topics in educational research. At this point, this study
aims to contribute to the understanding of the relationship between formal structure and
individual behaviors in schools by reviewing seminal research on this topic. Results of
this review suggest that even though some discretion for teachers is inevitable in schools,
it is vital for teachers and administrators to work together closely to deal with both in-
classroom and out-of-classroom issues in order to improve organizational efficiency.

Keywords: Standardization, formal structure, control

Insan hayatinda &rgiitlerin biiyiik dnem tasidig1 yaygin olan bir konudur.
Insanlarin orgiitleri olusturan dogal bilesenler olmalarinin yanisira, her
insanin ¢ok gen¢ yaglardan baglayarak bir ¢ok farkli orgiitle etkilesim
icerisinde olmas1 Orgiitlerin insan yasamindaki hayati roliinii ortaya
koymaktadir. Ornegin, cocuklar ve yetiskinler giinlerinin ¢ogunu ya
okulda ya da is yerinde gegcirirler ve geriye kalan zamanlarinin 6nemli bir
kismini da gesitli sosyal orglitlerde degerlendirirler. Dolayisiyla orgiitler,
insan davraniglarini agiklamayla ilgilenen sosyal alandaki bilim insanlari
icin 6nemli kaynaklardir (March ve Simon, 1993). Orgiitlerin insan
yasamindaki bu belirgin 6nemine ragmen, geride biraktigimiz yiizyila
kadar onlar1 anlamak ve arastirmak i¢in ¢ok az girisimde bulunulmustur.
Ancak yirminci ylizyil baglarinda, miihendislikten sosyolojiye bir¢ok farkli
alandan bilim insan1 orgiitler ile ilgili arastirmalar yapmaya baslamis ve
orgiitlere ait ¢aligsmalar 6zgiin bir arastirma alan1 olarak ortaya ¢ikmuistir.
Orgiitlerle ilgili calismalarin 6zgiin bir alan olarak ortaya ¢ikisiyla birlikte
egitim oOrgiitlerine de bliyiik ilgi gosterilmeye baglanmistir. Giiniimiize
degin yapilan ¢alismalar sayesinde genel olarak oOrgiitlerin, 6zel olarak
ise egitim oOrgiitlerinin yapilar, kiltiirleri, zorluklari, farkliliklar1 ve
benzerlikleri hakkinda daha ¢ok bilgi edinme imkanimiz olmustur.

Orgiitlere ait calismalar ve egitim Orgiitleri iizerine yapilan
aragtirmalarda, Orgiitsel kuramcilarin tartismakta olduklar1 temel
problemlerden birisi, belki de en 6nemlisi orgiitlerdeki formal yapi ile
bireysel davraniglararasindakiiliskiyianlamak olmustur. Bukonudailk akla
gelen, bir kontrol araci olarak standartlagtirmanin ¢alisanlarin davranislari
tizerinde bliytik bir etki olusturabilecegi ve drgiitlerin basarisinda kilit bir
rol oynayacagi olmustur. Ancak, daha sonra orgiitlerin birbirine bagl ve
ongoriilemeyen bir ¢ok faaliyeti iceren karmasik sistemler oldugu ve bu
nedenle etkili standartlastirmanin her zaman miimkiin olamayabilecegi
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anlasilmistir (March ve Simon, 1993). Buna ek olarak standartlastirmanin
ya da siki kontroliin, calisanlarin orgiitlerine olan adanmisliklarini
azaltabilecegi ve verimliliklerini olumsuz etkileyebilecegi fikri ortaya
atilmistir. Sonug olarak bazi orgiitsel kuramcilar, ¢alisanlart karar verme
asamalarina dahil etmenin ve onlara isleri ile ilgili baz1 yetkiler vermenin,
orgiitlerin hayatta kalmasinda hayati 6onem tasidigindan soz etmeye
baslamistir (Rowan, 1990).

Bu iki farkli yaklagimin bir sonucu olarak ortaya ¢ikan soru,
calisanlar arasinda arzu edilen davranislar1 ve verimliligi saglayabilmek
i¢cin Orgiitlerin nasil planlanmasi ve yonetilmesi gerektigi olmustur. Bir
baska deyisle ¢alisanlarin, formal yap1 taratindan kontrol edilerek sadece
kurallar1 ve prosediirleri izlemesi gerektigi fikri ile, her bir ¢alisanin kendi
yapti81 is tlizerinde bazi yetkilerinin olmas1 ve orgiit igerisindeki karar
verme asamalarina dahil olmalar1 gerektigi fikri arasinda bir tartisma
meydana gelmistir. Egitim oOrgiitleriyle ilgili olarak da benzer sorular
ortaya ¢ikmistir. Ogretmenlerin profesyonelligi ve okullarda karar verme
siirecindeki rolleri hakkinda hala siiregelen bir tartisma s6z konusudur.
Ogretmenlerin smiflarindaki otoriteleri ve hem 6gretim hem de okuldaki
diger konularla alakali karar verme asamalarindaki rolleri, uluslararasi
egitim ¢evrelerinde en ¢ok tartisilan konular arasinda yer almaktadir
(Shedd ve Bacharach, 1991). Tirkiye’de ise bu konunun egitim
arastirmalar1 veya politika tartismalar1 arasinda 6nemli bir yer tuttugunu
s0ylemek pek miimkiim degildir. Ancak 2004 y1l1 sonrasinda gergeklesen
miifredat degisikligi ve klasik 6gretim yontemlerinin degistirilmesi
konusundaki beklentiler, 6gretmenin siif igerisindeki otoritesi konusunda
bazi tartigsmalarin baglamasina sebep olmustur. Bu konuda ciddi akademik
arastirmalara duyulan ihtiyag ise halen devam etmektedir.

Hizmet verdikleri bireylerin, ¢alisanlarinin ve amaglarinin
ozellikleri dolayisiyla okullar, diger oOrgiitlerden Onemli farkliliklar
gosterse de, okullarin Orgiitlenisi hakkindaki ¢alismalar ve kuramlarin
genel Orgiitsel arastirmalar ve kuramlardan biiyiik dlgiide etkilendigi
bilinmektedir. Buna ek olarak, formal yapi ile bireysel davranislar
arasindaki iligkiyi inceleyen mevcut ¢aligmalar okullarla diger orgiitler
arasinda bazi benzerlikleri ve farkliliklar1 gbz Oniine sermektedir.
Okullarda etkili bir formal yapiy1 tasarlayabilmek i¢in bu benzerlik ve
farkliliklar1 ve okullarin orgiitlenisi iizerine yapilmig arastirmalarin
kuramsal ve tarihsel koklerini dogru bir sekilde anlamak ¢ok onemlidir.
Bu kapsamda, bu derleme ¢aligmasinin amaci orgiitlerde formal yapr ile
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bireysel davraniglar arasindaki iliskiye dair 6zgilin aragtirmalar1 gézden
gecirmek ve Ozel olarak dgretmenlerin sinif i¢inde veya disinda sahip
olmalar1 gereken otonomi konusunda kuramsal bir analiz yapmaktir.

Yontem

Bu calisma, orgiitlerde Ozellikle de okullarda formal yapiyla
bireysel davraniglar arasindaki iliskiye dair yazilmig 6zgiin aragtirmalari
gbzden gecirmekte ve sentezlemektedir. Bu analizin ilk adimi, hedeflenen
konudaki 6zgiin ve alanda yeni ufuklar agan ¢aligmalar1 belirlemek i¢in
ilgili literatiiriin tarihi bir sentezini yapmak olmustur. Bu analiz, orgiit
arastirmalar ile ilgili iki dnemli ¢alismay1 ortaya ¢ikarmustir: Orgiitler
(March ve Simon, 1993) ve Iki Tiir Biirokrasi: Destekleyicive Baskici (Adler
ve Borys, 1996). Benzer bir sekilde, yapilan inceleme sonucunca egitim
orgiitleri ile ilgili iki ¢alisma 6n plana ¢ikmistir: Adanmuslik ve Kontrol:
Okullarin Orgiitsel Yapilanmast i¢in Alternatif Stratejiler (Rowan, 1990)
ve Karmagik Hiyerarsiler: Profesyoneller olarak Ogretmenlerve Okullarin
Yonetimi (Shedd ve Bacharach, 1991). Bu metinler belirlendikten sonra,
her bir ¢aligmanin asagida siralanan 6zellikleri sistematik olarak ortaya
konulmustur: calismanin yazildig: tarih ve diisiinsel igerik, calismay1
destekleyen esas problem ve kaygilar, yazarlarin esas iddia veya tezi ve
ana parametreleri. Yapilan bu analiz sonucunda, 6zellikle §gretmenlerin
davraniglar1 ve okullarin formal yapis1 arasindaki iliskiyi hedefleyen yeni
ve bagimsiz bir analiz olusturmak i¢in dort metin sentezlenmistir. Bu dort
temel metine ek olarak, bu konuda yapilan ¢agcil aragtirmalarin bulgulari
da sonug¢ kisminda ele alinmistir.

Klasik Orgiit Kurami ve Standartlastirma

Klasik orgiit kurami, ondokuzuncu yiizyilin sonu ve yirminci
ylizyilin baglarinda Frederick W. Taylor’un, insanlarin endiistriyel
orgiitlerdeki etkili kullanimini inceleyen arastirmalarindan ortaya
cikmistir. Taylor’dan sonra klasik kuram; Weber, Fayol, Simon, Gulick,
ve Urwick gibi birkag akademisyen ve sanayici tarafindan gelistirilmistir.
Genel anlamda klasik kuram, orgiitleri mantikli sistemler olarak algilar ve
standartlar, roller, kurallar ve diizenlemeler lizerine odaklanir. Hedeflerin
belirlenmesi, stardartlastirma ve bdliimlere ayirma klasik kuramin en
onemli bilesenleri arasinda yer almaktadir. Klasik kuram; calisanlari
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onlara verilmis gorevleri yerine getiren tepkisiz araglar olarak gordiigii
icin, bireysel davraniglar ve bu davranislarin motivasyonel temelleri
ile iliskili formal olmayan faktorleri genellikle gézardi eder. Bu kuram
kapsaminda caliganlardan, hi¢bir islemi baslatmadan veya siirece higbir
sekilde etkide bulunmadan, sadece daha onceden belirlenmis kurallari
takip etmeleri beklenir (March ve Simon, 1993).

Klasik kuram igerisindeki en onemli akimlardan biri, Taylor
tarafindan temelleri atilmis bilimsel yonetimdir. Bilimsel yd&netim,
orgiitlerde c¢alisan her bireyin lretim faaliyetlerinin yakindan takip
edilmesi ve Olgiilmesi gerekliligini 6nemle vurgulamaktadir. Bu yonetim
tarzi ayni zamanda biitiin rutinlesmis iiretim hizmetlerinin eksiksiz ve
acik bir bi¢imde tanimlanmasi ve standartlastirilmasi gerektigini savunur.
Bilimsel yonetim hareketinin odaklandig: temel alanlar iiretim siirecinde
veya biiro boliimlerindeki genellikle kendini tekrar eden ve ¢ok karisik
olmayan faaliyetler oldugu i¢in, bu gérevlerin kolayca standartlastirilacagi
varsayillmisti. Bu baglamda, bilimsel yonetim hareketinin ii¢ temel
formilii bulunmaktadir: (1) zaman kullanimi ve tiretim metodlar ile
ilgili verileri kullanarak en yiiksek ortalama iiretimi alabilmek i¢in en iyi
yolu bulmak, (2) iiretimi arttirmak i¢in, iiretim standartlarin1 karsilayan
calisanlara 6zel promosyonlar vererek tesvik yontemini kullanmak, (3)
calisanlarin gesitli gérevlerini belirli standartlara oturtmak i¢in alaninda
uzmanlasmis kisiler kullanmak (March ve Simon, 1993).

Taylor’in ¢alismalart oOzellikle rutin iiretim faaliyetlerinde
makinelerin yaninda insanlart da kullanarak ve her bir faaliyeti
standartlastirarak verimi arttirmaya odaklanmistir. Bilimsel ydnetim
hareketi Orgiitlerdeki her bir insan faaliyetinin otomasyonunu
desteklerken, ¢ogunlukla insan davraniginin psikolojik yonlerini gézardi
eder. Dolayistyla bireysel farkliliklar, degerler, davranislar, hedefler ve
paydaglar arasindaki formal olmayan iligkiler gibi orgiitlerdeki insani
etmenler bu modelde goz ardi edilmistir. Bir bagka ihmal de, her gorevin
eksiksiz ve etkili bir sekilde agiklanabilir ve standartlastirilabilir oldugu
iddiastyla orgiitlesme siirecinin fazla basitlestirilmesidir. Uretim ve biiro
diizeyindeki basit gorevlerin uygulanmasinda her adimi agiklamak ve
stireci standartlastirmak zor olmasa da, bir makine dizayn etmek veya
fiyat belirlemek gibi daha karmagik islemleri tam olarak tanimlamak
oldukca zordur. Ayni zamanda, bu gibi karmasik islerde yapilmasi
gerekenin en yakin tarifi bile asil faaliyeti detayl bir sekilde aciklayamaz
ve belirleyemez (March ve Simon, 1993).
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Genel olarak, klasik kuram oOrgiitlerdeki her bir hareketin her
durumda standartlastirilabilecegini ve kontrol edilebilecegini savunan saf
rasyonellik tizerine kurulmustur. Ancak su s6ylenebilir ki, bu safrasyonellik
orgiitlerin karmagikliklarin1 gozardi etmekte ve sadece ana hatlar1 ele
alarak gereginden fazla basitlestirilmis modellere yol agmaktadir. Buna ek
olarak rasyonel davranis, insan ile ilgili etmenleri ve orgiitlerdeki formal
olmayan iliskileri gozardi etmektedir. Aslinda orgiitler farkli amaglari, ilgi
alanlar1, yetenekleri ve iligkileri olan katilimeilart iceren ¢ok karmasik
sistemlerdir. Sonug¢ olarak, klasik Orgiit teorisinin Onerdigi miikemmel
orgiitsel mekanizmanin dizayn edilemeyecegi sdylenebilir. Ciinkii her
durum i¢in, 6zellikle de insani etmenler ve g¢evresel belirsizlikler g6z
oniinde bulunduruldugunda, biitiin olas1 alternatifleri ve sonuglar1 bilmeye
ve bunlara gore standartlar gelistirmeye imkan yoktur (March ve Simon,
1993).

Orgiitlerde Formal Yapi ve Bireysel Davranig

Orgiitler, basitce ifade etmek gerekirse farkli segimleri, bilgileri,
ilgileri, v.s. olan gruplar ve bireyler arasinda koordine edilmis eylemler
sistemi olarak tanimlanabilir. Biitiin orgiitlerde herkesin paylastig1 ortak
hedefler ve ¢ikarlar olsa da, paydaslar etkilesim igerisinde olduklar
orgiitlere anlagmazliklar dogurabilecek bir takim farkliliklar da getirirler.
Bu nedenle, orgiitlerin hayatta kalma miicadelesi oldukca cetrefillidir
clinkli hayatta kalma, bir yandan ortak hedeflere yogunlasirken diger
yandan farkli katilimcilarin ihtiyaglarini karsilamay1 da becerebilmekten
gecmektedir. Bunoktada orgiitlerin formal yapisi kilit bir rol oynamaktadir.
Klasik orgiit kurami, orgiitler ve onlarin formal yapisini detayli bir sekilde
anlamaya ¢alisan denemelerden ilkidir. Bu kuram bireylerin eylemlerinin
lizerinde kurulan mutlak kontroliin, orgiitlerin hayatta kalmasina biiyiik
katkida bulundugunu ileri siirmektedir. Daha 6nce de bahsedildigi gibi bu
kuram tarafindan standartlastirma, eylemleri kontrol etme siirecinde ¢ok
onemli rol oynayabilecek hayati bir ara¢ olarak tamitilmistir. Ancak bu
kuramin ortaya ¢ikisindan kisa bir siire sonra orgiitsel kuramcilar orgiitsel
tasarimda kat1 bir standartlagtirmanin yer almasinin ciddi problemlere yol
acabilecegini tartigmaya baslamislardir. Clinkii her orgiitiin kendine has
bir yapis1 vardir ve drgiitleri keskin sinirlarla betimlemek zordur. Ornegin
titizlikle yazilmig bir kurala farkli orgiitlerde ya da ayni orgiitte, farkli
zamanlarda tam olarak uymak bireysel farkliliklar, formal olmayan iligkiler
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ve cevresel belirsizliklerden dolayr ¢ok miimkiin gdziikmemektedir
(March ve Simon, 1993).

Standartlastirmay1 ya da klasik oOrgilit kuramini elestirenler,
standartlagtirmanin sinirliliklarina  odaklanan ve oOrgilitsel yasamda
insan etmenine Ozellikle dikkati ¢geken neo-klasik yaklasimlarin onciisii
olmuslardir. Sonug olarak, formal yapiyla bireysel davranis arasindaki
iliski, orgiitsel kuramcilarin yogunlastig1 en tartismali konulardan biri
haline gelmistir. Baz1 orglitsel kuramcilar standartlagtirmanin ¢alisanlara
rehberlik ederek ve sorumluluklar1 agikliga kavusturarak onlarin daha
etkili olmalarma yardim eden bir ara¢ oldugunu sdylerken, bazilari
da standartlagtirmanin ¢alisanlarin yaraticiliklarini engelleyecegini ve
memnuniyetsizliklerini fazlasiyla arttiracagim iddia etmektedir. Ilging
olan; her iki hipotezi de destekleyecek delillerin mevcut olmasidir. Bazi
arastirmalar standartlastirmanin devamsizlik, stres, kendine yabancilasma
gibi degiskenler ile pozitif, is tatmini ve yenilikg¢ilik gibi degiskenlerle ise
negatif bir iliskisinin bulundugunu gostermektedir. Ancak bazi ¢caligsmalar,
standartlastirmanin rol anlasmazhi§i ve belirsizligini azaltarak is
memnuniyetini arttirip ¢alisanlar arasindaki stresi azalttigini gostermistir
(Adler ve Borys, 1996).

Bu baglamda, orgiitlin tlirii ve derecesine bagh olarak standart-
lastirmanin olumlu ya da olumsuz olabilecegini Oneren durumsallik
kurami gelistirilmistir. Bu yaklasima gore, standartlastirma ve bireylerin
davranislar1 arasindaki iligkiler {izerine yapilan ge¢cmis ¢alismalarin
celigkili bulgularinin esas nedeni, gorevler ve calisanlarin karakterleri
arasindaki farkliliklardir. Standartlagtirmanin olumsuz tutumlara yol
agmasinin asil nedeninin, gorev gereksinimlerinin ve orgiitsel dizaynin
yanlis diizenlenmesi oldugu iddia edilmistir. Bu yaklasima gore, yiiksek
seviyede standartlastirma rutin gérevlerle, diisiik seviyede standartlastirma
ise rutin olmayan gorevlerle iliskilendirildiginde, olumlu davraniglar
ortaya ¢ikmaktadir. Bunun yaninda orgiitlerin, ¢alisanlarin memnuniyetini
ve yenilikei diisiincelerini azaltabilecek ¢ok sert ve baskict bir mantikla
ya da calisanlarin kapasitelerini ve is memnuniyetlerini gelistirebilecek
esnek ve imkan taniyan bir mantikla tasarlanabilecegi sOylenmektedir.
Ikinci tip formal dizayn olan destekleyici standartlastirma, calisanlara
yol gosterebilir ve calisanlarin oOrgiitlerdeki islemlere katilimlarini
destekleyerek gorevlerini kendi yontemleriyle tamamlamalarina imkan
tanir. Diger taraftan standartlastirmanin ilk tipi olan baskict dizayn
kurallar koymakta, ¢alisanlarin sadece kurallara ve emirlere uymasini
beklemektedir (Adler ve Borys, 1996).
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Okullardaki Formal Yap1 ve Bireysel Davranislar

Genel anlamda orgiitsel literatliire benzer sekilde, okullarin
formal yapisi ve Ogretmenlerin davramiglar1 arasindaki iliski de
egitim arastirmacilari tarafindan yogun ilgi gérmiistiir. Ogretmenlerin
profesyonelligi ve onlarin okullarda karar verme asamalarindaki
rolii hakkinda hala siiregelen bir tartisma s6z konusudur. Egitim
reformcularinin  bir ¢ogu, okullarin agir biirokrasiler oldugunu ve
ogretmenlere profesyoneller gibi davranilmadigini iddia etmektedir. Bu
tartisma, okullarin orgiitlenmesinde 6gretmenlerin rolii hakkinda bazi
sorular1 akla getirmistir. Ogretmenler karar alma asamasinda yer almali
midir yoksa sadece onlara sdylenenleri mi yapmalidir? Hangi kararlar igin
ogretmenler karar alma asamasina dahil edilmelidir? Bazi reformcular,
ogretmenlerin sadece siniflar1 ve Ogrencileri konusundaki karar alma
stireclerine katilmalar1 gerektigini sdylerken, bazilar1 da okul yonetiminin
ogretmenleri her tiirlii karar alma asamasina dahil etmeleri gerektigini
savunmaktadir (Shedd ve Bacharach, 1991). Bu noktada, formal yapinin
ogretmenlerin ¢alisma sekli tizerindeki etkilerini anlamanin, bu sorulari
cevaplamada kilit bir rol oynadig1 sdylenebilir.

Genel anlamda orgiitsel kuram icerisinde goriilen degisiklikler ve
gelismeler ile, 6zel anlamda 6gretmenlerin okullardaki rolleri hakkindaki
tartigmalar temelinde okullarin oOrgiitsel yapilart ile ilgili iki temel
model ortaya c¢ikmustir: kontrol ve adanmushik. Kontrol stratejisi, sinif
icerisindeki 6gretim aktivitelerini diizenleyen ve her 6grenci i¢in 6grenme
firsatlarin1 standartlagtiran bir sistem gelistirerek Ogrenci basarisini
arttirmay1 amaglamaktadir. Tam tersine adanmislik stratejisi, blirokratik
kontroller yerine 6gretmenlerin kendi baslarina karar vermesinin yanisira
yenilikgilik ve girisimciligi destekleyen calisma ortamlari gelistirmeyi
amaclamaktadir (Rowan, 1990).

Miifredat ve Ogretim lizerinde biirokratik kontrollere deginen
kontrol stratejisi, 1980°1i yillar boyunca okullardaki diisiik basar
problemine bir yanit olarak dogmustur. Kontrol stratejisi, Ogretimi
kolaylikla standartlastirilabilecek rutin bir siire¢ olarak gordiigi igin,
klasik Orgiit kurami ve baskici standartlastirmayla birgok benzerlik
gostermektedir. Bu perspektiften bakildiginda, 6gretimi standartlastiran
ve 6gretmenlerin 6gretim icerik ve yontemi ile ilgili kararlarini kisitlayan
kat1 biirokratik kontrollerin gelistirilmesi okulun etkisini arttirabilecektir.
Bu strateji, kontrol mekanizmasimin kullanilmasi ile her 6grencinin
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akademik igerige ve standartlagtirilmis bir 6gretim kalitesine sahip
olmasinin garanti edilecegini iddia etmektedir (Rowan, 1990).

Adanmislik stratejisi, kontrol stratejisinin 6gretmenlerin moralini
bozabilecegi tartismasinin bir sonucu olarak dogmustur. Buna ek olarak
kontrol stratejisinin, Ogretmenlerin mesleki o6zerkligi ve okullarin
degisken yapistyla uyumsuz oldugu iddia edilmektedir (Rowan, 1990). Bu
stratejiyi savunanlar, Uiriin standartlagtirmasi ve sabit pazarlar agisindan
okullarin diger orgiitler gibi olmadigimni vurgulamaktadir. Okullar igin
Ogretim siirecinde karsilasilabilecek biitiin problemleri tahmin etmek ve
her biriyle ugrasabilmek i¢in ayr1 ayr1 yontemler belirlemek miimkiin
degildir. Bu yiizden okul sistemleri, isleriyle alakali bir ¢ok karar
vermeleri ya da vermeye calismalari i¢in Ogretmenlerine itimat etmek
zorundadirlar (Shedd ve Bacharach, 1991). Dolayisiyla adanmiglik
stratejisi, 6gretmenlerin karar vermesine destek veren ve 6gretmenlerin
Ogretme gorevlerine adanmigliklarini arttiran yenilik¢i ¢alisma ortamlari
gelistirmeyi hedeflemektedir. Bu yaklasima gore Ogretmenlerin isleri
tizerindeki otoritelerini arttirmak, onlarin adanmisliklarini  ve is
performanslarini yiikseltebilecektedir (Rowan, 1990). Neo-klasik orgiit
kuramlarmma benzer olarak bu yaklasim, okullarin hiyerarsik orgiitsel
yapisini elestirir ve bunun dgretmenler arasinda memnuniyetsizlige yol
actigini iddia eder.

Okullarda kontrol ve adanmighik stratejilerini kullanmanin
uygunlugu hakkinda biliyiikk bir tartisma olsa da, standartlagtirmanin
calisanlarin davraniglar1 tizerindeki etkisiyle ilgili, iki yaklasimi da
destekleyen deliller bulunmaktadir. Daha Onceki arastirmalarin da
gosterdigi gibi, kontrol stratejisinin yogun sekilde uygulanmasi 6grencinin
ogrenmesini destekleyebilir. Buna ek olarak 6gretme iizerindeki yogun
kontroliin, 6gretmenlerin okul sistemine adanmishiklarini zedeleyecegi
iddiasin1 dogrulayacak giiclii bir delil de bulunmamaktadir. Buna
ragmen bazi ¢aligmalar, kontrol stratejisinin birbiriyle ¢elisen ve tutarsiz
uygulamalarininin, 6gretmenlerin memnuniyetini ve adanmisliklarini
olumsuz yonde etkileyebilecegini gostermektedir. Kontrol stratejisine
benzer olarak, adanmislik stratejisinin en iyi sonug verdigi zamanlarin bu
stratejinin yogun bir sekilde uygulandigi zamanlar oldugu goriilmektedir.
Ornegin meslektaslarla isbirligi ve ortak kararlar alma gibi faaliyetlerin
sadece en yogun formlar1 Ggretmenlerin smif i¢i uygulamalarin
etkileyebilmektedir (Rowan, 1990).
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Rowan’a (1990) gore, iki strateji de tutarl bir sekilde ve dogru
sartlar altinda uygulandigi zaman en iyi sekilde islemektedir. Ornegin
baz1 6gretmenler kontrol bazli yonetimle daha iyi performans sergilerken,
digerleri adanmishik bazli yonetim altinda daha iyi performans
sergilemektedirler. Tamamen yapilandirilmis talimatlara ihtiyaci
olan tecriibesiz 0gretmenler veya Ogretmeyi rutin bir is olarak goren
ogretmenler kontrol bazli stratejiler altinda iyi performans sergileyebilirler.
Diger taraftan tecriibeli veya 6gretmenligi rutin bir is olarak gérmeyen
ogretmenler, kontrol bazliyonetimaltindayaraticiliklarini gésteremeyebilir
ve etkililiklerini kaybedebilirler. Dolayisiyla farkli mesleki gelisim
seviyelerinden Ogretmenleri barindiran herhangi bir okulda, sadece bir
yaklasimi uygulamak mantikli degildir. Bu bakis acisina gére Rowan’in
iddias1, durumsalcilik kuramcilarinin standartlagtirmayla ilgili iddialartyla
onemli benzerlikler gostermektedir.

Sonug olarak okullarin etkili bir orgiitsel dizayna kavusmalari
icin tek bir model belirlemek, okul orgiitlerinin karmasiklig1 yliziinden
oldukea zor gériinmektedir. Ogretmenlerin kendi siniflar1 iizerinde dnemli
takdir yetkileri olmasina ragmen, geleneksel olarak sinif disinda alinan
kararlara ¢ok fazla katkida bulunamadiklar1 bilinen bir gergektir. Ancak
ilgili kaynaklar, meslegin dogasi geregi 6gretmenler icin belli l¢iide bir
ozerkligin kaginilmaz olsa da, okul sisteminin igerisindeki hi¢ kimsenin
diger katilimcilardan bagimsiz olmadigini sOylemektedir. Dolayisiyla
okul sistemini yeniden yapilandirma amacin gergeklestirmek igin,
ogretmenler ve yoneticilerin ¢ikarlariin birbirine karsit oldugu fikrinin
degistirilmesine ihtiyac¢ oldugu agiktir. Bu de§isim, sadece 6gretmenlerin
orgiitsel kararlarin alinmasindaki etkilerinin artirilmasin1 saglamakla
kalmamal1 ayn1 zamanda smif diizeyinde kararlar i¢in, 6gretmenler ve
digerilgili kisiler arasinda etkili bir igbirligi de saglamalidir. Genel anlamda
ozerklik ve koordinasyonun, okullarin basarili orgiitsel dizayninda kilit
rol oynadiklar1 sdylenebilir (Shedd ve Bacharach, 1991).

Tartisma ve Sonug¢

Orgiitsel calismalar gegtigimiz yiizyil icerisinde 6zgiin bir arastirma
alan1 olarak ortaya ¢ikmustir. Ortaya ¢iktig1 andan itibaren arastirmacilar
orgiitlerin  formal yapisiyla katilimcilarimin  bireysel davranislar
arasindaki iliskiyi agiklamaya ¢alismaktadirlar. Bu konudaki aragtirmalara
dayanarak, formal yapi ile Orgiitlerdeki bireysel davranislar arasindaki
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iliskiyi agiklamak icin iki temel yaklasim ortaya ¢cikmistir. ilk dnce, klasik
orgiit kurami standartlagtirmay1 “galisanlarin tiretkenligini gelistirmek
ve gorevleri standardlastirmak i¢in bir metot” olarak sunmustur. Bu teori
herhangi bir gorevin standartlastirilabilecegini ve bu standartlastirilmis
gorevlerin calisanlar tarafindan kolayca wuygulanabilecegini iddia
etmistir. Ancak kati bir standartlagtirmanin, ¢alisanlarin 6rgiitlerine olan
adanmisliklarina zarar verebilecegi ve is performanslarini diistirebilecegi
daha sonradan anlasilmigtir. Sonug¢ olarak, orgiitsel dizayn i¢in ikinci
bir yaklasim ortaya ¢ikmistir. Bu yaklasima gore ¢alisanlara birtakim
insiyatifler vermek ve onlar1 karar verme asamasma dahil etmek,
orgiitler icin daha yararli olabilecektir. Ugiincii bir bakis acisi ise,
standartlagtirmanin, sekil ve igerigine bagl olarak, orgiitler i¢in olumlu
ya da olumsuz olabilecegini iddia etmektedir.

Bu analiz; standartlastirmanin, Orgiitleri tasarlamanin ve
idare etmenin etkili bir yolu olabilecegini ve belirli kosullar altinda
iiretkenligi arttirmaya yardimci olabilecegini ortaya koymaktadir. Ancak
standartlastirma, calisanlarin etkinligini farkli kosul ve durumlarda garanti
edememekte ve her seferinde arzulanan davranislari olusturamamaktadir.
Okullar ac¢isindan diisliniildiigiinde ise, kat1 standartlastirma veya
kontrol, Ozellikle de tutarsizca ve uygun olmayan kosullar altinda
kullanildiginda, 6§retmenler arasinda moralin tiikenmesine neden olabilir
ve Ogretmenlerin Orglitlerine adanmisliklarini azaltabilir. Ayn1 zamanda,
formal yapinin 6grencilerin 6grenmesi iizerinde olumlu etkileri olduguna
dair kanitlar bulunmaktadir. Dolayisiyla okullarda belirli bir olgiide
standartlastirmaya ihtiya¢ oldugu sdylenebilir ancak olusturulan formal
yapinin ve uygulanan standartlastirmanin sekli olduk¢a onemlidir. Bu
noktada mevcut arastirmalar okullardaki standartlastirmanin destekleyici
olmast gerektigini gostermektedir. “Destekleyici yapilarda, miidiirler
ve Ogretmenler kendine has rollerini korurken, ayni zamanda taninan
yetki smirlar1 cergevesinde is birligiyle calisirlar (Hoy, 2003)”. Ilgili
calismalar destekleyici standartlastirmanin okul personeli arasinda giiveni
desteklerken, 6gretmenlerin gii¢ anlayisint arttirip, rol anlasmazliginin
Oniine gegebilecegini ifade etmektedir (Geist, 2002; Hoy ve Sweetland,
2000; 2001; Sweetland, 2001). Ayn1 zamanda okullardaki destekleyici
standartlagtirmanin, gérevle ilgili ve olumlu degisimler getirme potansiyeli
olan bilissel ¢eliskiyi arttirdig1 iddia edilmektedir (DiPaola ve Hoy, 2001).

Ozetle hem dgretmenlerin hem de yoneticilerin kendi gérevlerinde
bir takim insiyatifleri olmasma ragmen, bu gorevleri etkili bir sekilde
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yerine getirebilmeleri icin birbirleri arasindaki koordinasyon oldukca
onemlidir. Dolayistyla 6gretmenlere siniflarinda ne ¢ok fazla ozgiirliikk
vermek ne de onlar1 karar verme asamasinin disinda birakmak ve sadece
standartlastirilmis siire¢lere uymalarini beklemek, okul orgiitlerini dizayn
etmede etkili bir yol olarak goriilmemektedir. Ogretmenlerin otoriteye
ihtiyacioldugubilinmelidir, ancak ¢ok fazla otorite 6grencinin 6grenmesine
zarar verebilmektedir. Kisacasi okullarda kurallar ve islemlerle beraber
bazi esneklikler de var olmalidir (Sinden, Hoy ve Sweetland, 2004).

Okullardaki formal yap1 ve bireysel davraniglar arasindaki iligki
teorik olarak, genel oOrgiitsel kuramlardan da etkilenerek uzun yillar
tartigtlmaktadir. Ote yandan mevcut arastirmalar, okul drgiitlerinin belirli
ozelliklerini hesaba katarak bu iligkiyi incelemeye baslamiglardir. Ancak
bu iliskiyi daha iyi anlayabilmek i¢in daha fazla arastirmaya ihtiya¢ oldugu
aciktir. Ozellikle formal yapiy1 ve bireylerin davranislarini sekillendirmede
okul yoneticilerinin roliinii incelemeye yoOnelik arastirmalar konusunda
ciddi bir eksiklik vardir. Son yillarda yapilan ¢alismalar, okul miidiirlerinin
liderlik 6zelliklerinin okullarla ilgili bir ¢ok degiskenin yani sira
ogretmenlerin sinif i¢i uygulamalar1 ve diger konularda meslektaslari ile
yaptiklari isbirligi iizerinde de anlamli bir etkisi oldugunu gostermektedir
(Cha ve Ham, 2012; Demir, 2008; Gilimiis, Bulut ve Bellibas, 2013).
Dolayisiyla bundan sonraki arastirmalar okullarda formal yap1 ve bireysel
davraniglar arasindaki iliskiyi aragtirirken, okul yoneticilerinin roliine daha
fazla odaklanmalidir. Tiirkiye agisindan bakildiginda ise, 6gretmenlerin
siif i¢i 6gretim konusundaki otoriteleri ve 6gretimin standartlastirilmasi
konularinda ¢alismalara ihtiya¢ duyulmaktadir. Ozellikle miifredat
reformu sonrasinda, bu konuda yasanan degisimler ve bu degisimlerin
ogretim faliyetleri iizerindeki olumlu veya olumsuz etkileri derinlemesine
incelenmelidir.
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Ozet: Bir kamu hizmeti olan okul yonetimine toplumsal katilimi saglamak ve
bdylece okulun isleyisinde okul yakin ¢evresinin beklentilerini de dikkate almak okul
yoneticilerinin temel gorevlerinden biri olarak kabul edilmektedir. Bu arastirmanin temel
amact okul yoneticilerinin, okulun yonetimine iliskin siireglerde toplumsal katilima iligkin
tutumlarinin ortaya cikarilmasidir. Arastirmanin ¢alisma grubunu Istanbul’daki dzel ve
resmi ilkégretim ve ortadgretim kurumunda goérev yapmakta olan yedi okul miidiirii
olusturmaktadir. Arastirmada nitel arastirma yontemlerinden igerik analizi kullanilmistir,
Aragtirma sonucunda okul yoneticilerinin okulun ydnetim siireclerine toplumsal katilima
iligkin gortigleri bes alt baslik altinda degerlendirilmistir. Okul yoneticilerinin okulun
yonetimine toplumsal katilima temkinli bir tutum gelistirdikleri gdzlemlenmistir.

Anahtar Kelimeler: Okul yonetimi, kamu hizmeti, toplumsal katilim

School Administration as a Public Service: Examining School
Principals’ Attitudes towards Community Participation

Abstract: To provide community participation in school administration as a public
service, and thus take into account the expectations of the school surroundings in school’s
functioning is considered to be one of the main tasks of school administrators. The
main aim of this research is to reveal the school administrators’ attitudes on community
participation in the processes for the administration of the school. The study group consists
of seven school principals who are already working in public and private elementary and
secondary schools in Istanbul. In this research content analysis of qualitative research
methods were used. As a result of the research the views of school administrators on
community participation in school administration processes were evaluated under five
themes. It is revealed that school administrators have developed an attitude of cautious
about community participation in school management.

Keywords: School administration, public service, community participation

' Bu makalenin ilk hali EYUDER tarafindan Ankara’da 22-23 Ekim 2011 tarihinde diizenlenen toplantida
sunulan bildirinin genisletilmis halidir.
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Okul, toplumun farkli alt gruplarindan olusan karmasik bir toplumsal
yaptya sahiptir. Okul yoneticileri, okul toplumunu olusturan 6gretmenler,
ogrenciler, yardimci personel ve velileri de okulun yonetim siireglerine
katarak okuluyonetme sorumlulugunutasir. Diger taraftan bir kamu kurumu
olan okulun yakin ve uzak ¢evresiyle de iligkiler gelistirmesi beklenir. Bu
iligkiler en genel siniflandirmayla farkli diizeylerde okulun ¢evreye katkisi
ve cevrenin okula katkist olarak ele alinmaktadir. Okul, tanim1 geregi
yakin ¢evresinden baslayarak toplumsal degisimde ve gelismede etkili
olmalidir. Okul bu gorevini yerine getirirken yakin ve uzak ¢evresindeki
olumlu ve olumsuz degisim ve gelismelerden de etkilenmektedir. Okul
yoneticilerinin bu etkilesim siirecini basariyla yonetebilmelerinin yolu
okul yonetimine toplumsal katilimi saglamalarindan gegmektedir.

OKkul-Toplum iliskisi

Egitimin ve egitim siireclerinin orgiin ve planlt bir bi¢imde
yuriitiildiigii okulun ii¢ temel islevinden s6z edilmektedir (Aky1ldiz,1992).
Bunlar, kiiltiir aktarimi, meslek edindirme ve bireysel gelismeyi
saglamaktir. Okul kurumu tiim bu islevleriyle toplumsal beklentileri
karsilamay1 amaglar (Brubacher, 1978). Devlet toplumun bu taleplerini
karsilamak amaciyla okulu kendi denetim ve gozetimi altinda tutar.
Boylece bir kamu hizmeti (Derbil,1950) organize etmis olur.

Bir kamu hizmeti olarak okul kurumunun kendinden beklenen
islevleri yerine getirebilmesi onun yakin ¢evresiyle siki bir iligki i¢inde
bulunmasi ile miimkiindiir. Okul, gevresiyle iliski i¢inde yonetildiginde
amaglarii daha kolay gergeklestirecek ve daha esnek bir hizmet sunma
imkanina kavusacaktir (Demirbulak, 1997; Schafter, 1994). Okul-gevre
iliskisi dort baslik altinda toplanabilir (Pehlivan, 2000, 108):

a) Cevre kalkinmasina okulun katkida bulunmast,

b) Okul-aile is birligi ve aile katiliminin saglanmasi,

¢) Baski gruplari, goniillii kisi ya da gruplarla iliskiler,

d) Cevrenin egitime desteginin saglanmasi ve halkla iliskiler.

Okul gevre iliskilerinin bir boyutu da okulun yonetim siireglerine
toplumsal katilimisaglamaktir. “Y 6netisim” olarak daifade edilen yonetime
toplumsal katilimin saglanmasin1 Margolis ve Tewel dort diizeyde ele
almistir: (a) Diisiinsel katilim, (b) mali katilim, (c) gorevsel katilim ve (d)
yonetsel katilim (aktaran: Yilmaz, 1993, s. 19). Hesap¢ioglu da Tiirkiye’de
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egitim planlamasinda toplumsal katilimi ele almistir. Ona (1994, s. 266)
gore genel anlamda (1) danisma, (2) karar ve (3) uygulama olmak iizere
lic ayr siiregte katilimdan s6z edilebilir. Okul-toplum iligkilerini sivil
toplum kurulusglart ile isbirligi siirecleri acisindan inceleyen Bray ise
(2000) okul ile toplum arasindaki isbirliginin saglayacagi faydalari sdyle
siralamaktadir: (1) Deneyim ve uzmanlik paylasimi, (2) dayanisma, (3)
is boliimii, (4) kaynak saglama, (5) sahiplenme duygusu, (6) daha genis
alana ulagma, (7) etkililikte artisg, (8) izleme ve degerlendirme.

Okul Yonetiminde Toplumsal Katihhmin Yeri

1980’lerden sonra okulun, kendinden beklenen hedefleri
gerceklestirebilmesi agisindan toplumla igbirligi daha c¢ok Onem
kazanmistir (Simsek, 2004). Egitim talebinin bi¢im degistirmesi yaninda
hizla artan veli profilinin de bu durumda etkisi oldugu kabul edilmektedir
(Giimtgeli, 2001). Gallup’un 1969, 1976 ve 1977 yillarinda okul-
cevre iliskileri iizerine yaptig1 arastirmada da velilerin okul yonetimi
siireglerine miidahil olmak istedikleri gdzlenmistir. Bu arastirmada,
okullarin kontroliinde, bolgesel okul kurullarinin daha az sorumlu
olmalarini isteyenlerin oran1 % 10 olarak goézlenmistir. Katilimcilarin
% 90’1, okul idaresinde, en azindan, kendisine uygun bir bi¢imde, gérev
almay1 kabul etmislerdir. Goniillii katilim isteklerine karsin katilimeilar,
okul kurullarinin belirlenmesi, program ve biit¢e gibi konularda son karar
verici olarak rol oynamak istememektedirler (Akyildiz, 1992).

Bati’da yaygin olarak kabul géren okul yoneticiligi standartlarindan
biri toplum liderligidir. Ayrica okul yoneticisinin politik liderlik becerisine
de sahip olmasi gerekir. Toplum liderligi, okul dis1 toplumu da yonetme
yeterliligi olarak tanimlanabilir. Politik liderlik ise okul yOneticisinin
icinde bulundugu toplumun genel siyasi, ekonomik, yasal ve kiiltiirel
kosullarin1 anlamasi, bunlara uymasi ve gerektiginde etkilemesi olarak
tanimlanmaktadir (Giimiiseli, 2001).

Okul yoneticisi i¢in standartlar konusundaki kapsamli aragtirmada
Turan ve Sisman (2000) okul yoneticilerinin “okulun genis toplumun
bir parcasi olarak is gormesi gerektigine, ailelerle isbirligi ve iletisimin
geregine, ailelerin ve okulla iliskili olanlarin karar siireclerine katilmasi
gerektigine, ailelerin, ¢ocuklarinin zihinsel donanimi i¢in en iyisini
isteyeceklerine, aile ve toplum kaynaklarimin ¢ocuklarin egitimi icin
olduguna ve halki bilgilendirmenin geregine inanmalar1 ve ayrica
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farklilig1 bir zenginlik olarak gérmek ve ailelerin ¢ocugun egitiminde
s6z sahibi olduklarmi bilmeleri” gerektigini belirtmektedir. Ingiltere’de
de okul yoneticileri i¢in basat yeterlilik alanlarindan biri olarak toplum
liderligi iizerinde durulmaktadir. Nitekim okul yoneticisi yetistirme
programlarinda okul yoneticilerinin yakin ¢evre, veli, yerel yonetimler
ve sivil toplum kuruluslar ile isbirligi gelistirme becerileri iizerine
odaklanilmaktadir (Ozgan ve Bas, 2010). Ciinkii toplum iiyelerine,
okuldaki egitimin ylriitilmesinde gorev verilmesi, karar verici otorite
haline getirilmesi hem okul-toplum kaynagmasini saglayacak, hem de
egitim kurumlarina gii¢ katacaktir (Akyildiz, 1992). Bugiin bir¢ok iilkede
okul yonetimlerinde okulun yakin ¢evresinden kisilerin katildig1 bir kurul
s0z sahibidir. Bu kurul, okulun egitim-6gretim faaliyetleri, finansmani,
personel alimi gibi hem her konuda karar alma yetkisine sahiptir (Simsek,
2004).

Tiirkiye’de Okul Yonetimine Toplumsal Katilim

Tiirk egitim sisteminde okullarin toplum ile iliski alanlari, diizeyi
ve niteligi kanun ve yonetmeliklerle belirlenmistir. 1739 sayili Milli
Egitim Temel Kanunu’nun 5. maddesinde yer verilen “Ferdin toplumun
ihtiyaglar1” baslikli ikinci ilke “Milli egitim hizmeti, Tiirk vatandaslarinin
istek ve kabiliyetleri ile Tiirk toplumunun ihtiyaglarina gore diizenlenir.”
seklinde aciklanmistir. Ayni1 Kanunun 16. maddesinde “Egitim kampiisleri
ve okul ile ailenin isbirligi” baslikli 13. ilkede de “Egitim kurumlarinin
amaclariin gercgeklestirilmesine katkida bulunmak i¢in okul ile aile
arasinda igbirligi saglanir.” denilmektedir (Milli Egitim Bakanligi, [MEB],
2009).

Okul-toplum ve okul-gevre iligkisi egitim ile ilgili mevzuatta
da onemli bir yer tutmaktadir. Okul Aile Birlikleri Yonetmeligi (MEB,
2005b), Ortadgretim Kurumlart Yonetmeligi (MEB, 2004), {lkogretim
Kurumlar1 Yénetmeligi (MEB, 2003), MEB Ilkdgretim ve Ortadgretim
Kurumlar1 Sosyal Etkinlikler Yo6netmeligi (2005a) okul-cevre, okul-
toplum iliskilerine acik bir sekilde vurgu yapmaktadirlar. Diger taraftan
18. Milli Egitim Surasi’nda okullara yerel yonetimlerin ve toplumun
katkilarinin artirilmasi karar1 alinmistir (MEB, 2010). Buna ragmen okul-
veli igbirliginin basarili bir sekilde yiiriitiilemedigi 2002’de yayinlanan
“Okul-Veli Is birligi” konulu genelge ile tespit edilmistir:
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Ailelerde geleneksel hale gelmis “okulla iletisim” konusu ele alindiginda;
aileler okula ¢ogunlukla ¢ocuklariyla ilgili sikayet, parasal yardim istenmesi,
6grencinin notunun bildirilmesi, uyar1 vb. nedenlerle c¢agrildiklarimi
diisinmektedirler. Bunlarin sonucunda ailelerde beliren duygular, genellikle

¢ekinme, korku, bos vermisglik ve 6fke olmaktadir (MEB, 2002).

Tirkiye’de okul-gevre iliskilerini gliclendirmek amaciyla bir arayis
oldugu ve bu arayislarin ilgili literatiire de yandig1 goriilmektedir. Okula
dayali yonetim kavrami ¢ergevesinde tartisilan konu, bir yoniiyle makro
diizeyde merkeziyetci sistemin yerellestirilmesi agisindan tartisilirken
diger taraftan da okul diizeyinde katilimin saglanmasi yoniiyle de ele
alimmaktadir. Giicli’ ye (2000) gore “Tiirk egitim sistemini yeniden
yapilandirma girisimlerine yonelik olarak sistem boyutunda bir degisimi
Oongoren bir okul gelistirme yaklasimi olan okula dayali yonetimin en biiyiik
yarari, 0grenciyi merkeze alarak, d6grencinin ve g¢evrenin ihtiyaglarina
uygun bir okul oOrgiitlenmesine ortam saglanmasidir. Bu yaklasim,
egitime velilerin dahil edilmesine, toplumla baglar olusturulmasina ve
is cevresi ile aktif baglantilar kurulmasina katki saglayacaktir. Bu da
“bizim okulumuz” anlayisin1 hakim kilacaktir.” Ozdemir ise (1996) okula
dayali yonetimin karara katilma seklinde tanimlamaktadir. Bu anlayisa
gore okul temel karar verme birimi olacak, kararlar miimkiin olan en alt
seviyede alinacaktir. Degisme konusunda, i¢ dinamikler etkili olacak
ve yenilesmeler sahiplenilecektir; yetki paylasimina gidilecek, okul ve
¢evresi program, biitgce ve personel se¢imi konusunda tam yetkili olacaktir.

Okullarin bir kamu hizmeti veren kurum olarak toplumsal katilima
acilmas1 okul yoneticilerinin algi, beceri ve yaklagimlari ile dogrudan
iligkilidir. Kartal’in (2008) yaptig1 arastirmada velinin okul yOnetimine
katilimi1 kurul tiyeligi, komisyon tiyeligi, yonetime goriis ve oneri belirtme
ile yonetime yardimci olma seklinde dort temel kategori altinda ele
alinmistir. Fakat Aydogan’in (2006) arastirmasinda ilkogretim okullarinin
cevreyle olan iliskisinin istenen boyutta olmadigi, okulun oOgretim
programinin ¢evreyi temel alarak yapilandirilmadigi, ¢evreyle iligkisini
giiclendirecek etkinliklerin olmadigi ve okullarin ¢evrenin sorunlarina
duyarli olmadig1 goriilmektedir. Kolay ise (2004) Tiirk egitim sisteminde
ozellikle okul-aile- ¢evre arasinda yeterince is birligi saglanamamasinda
hem okullarin hem de aile ve ¢evrenin etkisi oldugunu belirtmektedir. Eres
(2010) ise okul-veli-6grenci sozlesmesi (MEB, 2005¢) lizerine yaptigi
aragstirmada daha olumlu sonuclara ulagsmistir. Eres’in arastirmasinda
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Ogretmen goriislerine gore Ogrenci-veli-okul sézlesmesinde yer alan
sorumluluklardan okulun sorumluluklarini, biiyiik o6l¢iide; velilerin
sorumluluklarini, ara sira ve Ogrencilerin sorumluluklarini biiytik
dlciide yerine getirdiklerini bulgulamistir. Ozbas ve Badavan ise (2009)
velilerin de yoneticilerin de okul-aile iligkileri konusunda yapilmasi
gereken isleri en yiiksek diizeyde gerekli gormelerine ragmen velilerin
okul-aile iligkilerine yoneticilerden daha fazla ihtiya¢ duyduklarimi
ortaya koymuslardir. Nitekim ayni arastirmada ydneticileri velilerle ve
cevreyle yeterli diizeyde isbirligi yapamadiklarmi belirtmislerdir. Unal,
Yildirim ve Celik (2010) tarafindan yapilan arastirma sonuglari ise okul
yoneticilerinin veliler ve dolayisiyla okul yonetimine katilim konusundaki
alg1 ve tutumlarin1 net olarak ortayakoymaktadir. Aragtirma sonuglaria
gbre miidiir ve 0gretmenlerin (1) velilerinin bir boliimiinii ¢ocuklarinin
egitim Ogretimine iliskin olarak; bilingsiz, ilgisiz, ¢ocuklari i¢in neyin
iyi oldugunu bilmeyen, okulla yeterince isbirligi yapmayan ve i¢giidiisel
olarak ¢ocuklarin1 koruma davranis1 gosteren kisiler olarak algiladiklari,
(2) velileri egitim 6gretim etkinliklerinin paydaslar1 olarak gormedikleri,
velilerden kendilerini uzman kabul ederek, sadece sdylediklerini yapan,
caligmalarina miidahale etmeyen kisiler olmalarin1 bekledikleri sonucu
ortaya ¢ikmuistir.

Bu arastirmanin amaci, egitim yoneticilerinin, okul yonetimini
kamu hizmeti boyutunda algi diizeylerini betimlemektir. Bu amagla
egitim yoneticilerinin (1) okul kurumunu sahiplenme ve (2) kurum dis1
toplumu algi diizeyleri ile (3) okulun, kurum dis1 toplumun beklentilerini
de goz Oniinde bulundurarak yonetme duyarliliklarinin belirlenmesi
hedeflenmistir. Buamagla asagida siralanan konularda okul yoneticilerinin
gorislerine bagvurulmustur:

* Okul yoneticilerinin okulun sahibinin kim olduguna iliskin
gortisleri,

*  Okul yoneticilerinin kendilerini sorumlu saydiklart odak
konusundaki goriisleri,

* Okul yéneticilerinin karar alma ve kararlara toplumsal katilim
konusundaki tutumlari,

* Okul yoneticilerinin okul yonetimine ve kararlara velinin katilimina
iligkin goriisleri,

* Okul yoneticilerinin okul yonetimine ve kararlara toplumun
katilimna iliskin goriisleri nelerdir?
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Egitimin bir kamu hizmeti olmasi sebebiyle, toplumun beklentileri
cergevesinde planlanmasi ve yiiriitiilmesi son yillarda daha fazla
tartistlmaktadir. Egitimin topluma degen noktasi olarak okul kurumunun
bu beklentileri karsilama diizeyleri, okul yoneticilerinin bilgi, beceri
ve yaklasimlariyla dogrudan iliskilidir. Okul yoneticilerinin se¢me ve
yetistirilme siirecleri ile tabi olduklarit mevzuatlarin bu bakis acgisiyla
gbzden gecirilmesi noktasinda bu arastirma sonuglari 6nem arz etmektedir.

Yontem

Arastirma Modeli ve Calisma Grubu: Arastirmada, nitel arastirma
yontemlerinden durum g¢alismasi kullanilmistir. Aragtirmaya, 2011-2012
ogretim yili giiz doneminde Istanbul’da gérev yapan yedi okul miidiirii
katilmistir. Okul miidiirleri belirlenirken goérev yaptigi okul degiskeni,
yoneticilik kidemi, egitim durumu ve okulun 6zel ya da resmi olma durumu
dikkate alinmistir. Aragtirmanin ¢aligma grubu Tablo 1’de verilmistir.

Tablo 1
Calisma Grubu ve Ozellikleri

Okul Tiirii Okulun Miilkiyeti Yoneticilik Kidemi
1 Anadolu Ogretmen Lisesi Kamu 8 yil
2 Anadolu Lisesi Kamu 30 y1l
3 ilkégretim Kamu 3yl
4 ilkogretim Ozel 7 yil
5 imam Hatip Lisesi Kamu 15 y1l
6 Genel Lise Kamu 7 yil
7 Tlkégretim Kamu 13 yil

Calisma gurubu belirlenirken okul tiirlerinin temsiline Oncelik
verilmigtir. Drt okul yoneticisi farkli tiirlerde liselerde gérev yapmaktadir.
Ug ilkdgretim okulundan ikisi kamu, biri 6zel egitim kurumudur. Calisma
gurubunu olusturan okul yoneticilerinin biri 5 yildan az, {i¢ii 6-10 y1l arast,
ikisi 11-15 y1l aras1 ve biri de 30 y1l yoneticilik kidemine sahiptir. Calisma
grubunu olusturan yedi okul yoneticisinden ii¢ii lisans, biri yiiksek lisans,
biri de doktora diizeyinde egitim almistir. Bir katilimc1 doktora egitimine
bir katilimc da yiiksek lisans egitimine devam etmektedir.

Veri Toplama Aract ve Verilerin Analizi: Aragtirma verileri, alan
yazin ve On goriismeler neticesinde arastirmaci tarafindan gelistirilen
ve 10 sorudan olusan yari-yapilandirilmis bir gorlisme formu ile
toplanmistir. Goriismeler okul miidiirlerinin makam odalarinda yiiz yiize



24 ibrahim Hakan Karatas

gerceklestirilmis ve ortalama 30 dakika siirmiistiir. Arastirma kapsaminda
elde edilen verilerin ¢6ziimlenmesinde nitel analiz tiirlerinden igerik
analizi kullanilmistir. Analiz {i¢ asamada gerceklestirilmistir. Birinci
asamada ses kayd1 olarak ve not alinarak elde edilmis veriler yazili hale
getirilmistir. Ikinci asamada arastirmaci ile nitel arastirma konusunda
deneyimli bir bagka Ogretim iiyesi ayr1 ayri1 yazili verileri aragtirma
sorular1 ¢ergevesinde temalara gore siniflandirilmistir. Son asamada ise
tasnif edilen ifadeler yorumlanmuistir.

Bulgular

Bu béliimde okul yoneticilerinin okul-toplum iliskisi konusundaki
goriigleri bes alt baslik altinda sunulmaktadir. Bu basliklar okul
yoneticilerinin (1) okulun sahibinin kim olduguna iligkin goriisleri, (2)
kendilerini sorumlu saydiklar1 odak konusundaki goriisleri, (3) karar alma
ve kararlara toplumsal katilim konusundaki tutumlari, (4) okul yonetimine
ve kararlara velinin katilimia iliskin goriigleri ve (5) okul yonetimine
ve kararlara toplumun katilimina iliskin goriisleri olarak belirlenmistir.
Her bir tema altinda, ilgili temaya iliskin okul yoneticilerinin goriisleri
alt temalar halinde yorumlanmistir. Okul yoneticilerinin okulun sahibinin
kim olduguna iliskin goriigleri Tablo 2’de verilmistir.

Tablo 2
Okul Yoneticilerinin Okulun Sahibinin Kim Olduguna Iliskin Goriisleri

Ana Tema Alt Temalar F
Toplum 4
Ogrenciler 2
Okulun Sahibi
Devlet 1
Toplam 7

Okul yoneticileri agirlikli olarak okulun sahibinin toplum
oldugunu kabul etmektedirler. Iki katilimc1 ise okulun dgrencilere ait
oldugunu belirtmistir. Sadece bir katilimer okulu devletin sahiplendigi
ifade etmistir. Ug katilimer ise okulun topluma ait oldugunu vurgularken
devletin bir yetki devri ile okulu islettigini belirtmistir. Bir 6zel ilkdogretim
okulu miidiirii bu yaklagimi sdyle ifade etmistir:
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Benim kanaatime gore okullarin asli sahibi milletin kendisidir, ona toplum da
denebilir. Fakat organize edilmesi islerin koordineli bir sekilde yiiriiyebilmesi
anlaminda mutlaka bunun sahipligi, devlete, daha kurumsallasmis yapilara
devredilmistir. Siz bunu millet adina toplumun faydasina olacak sekilde
yonlendirin.

Okul yoéneticilerinin kendilerini  sorumlu saydiklar1 odak
konusundaki goriisleri Tablo 3’te verilmistir.

Tablo 3

Okul Yoneticilerinin Kendilerini Sorumlu Saydiklart Odak Konusundaki Goriisleri

Ana Tema Alt Temalar F
Toplum 3

Okul Y éneticilerinin Vicdan 2

Kendilerini Sorumlu ~

Saydiklart Odak Ogrenci ve 6gretmenler 2
Toplam 7

Okul yoneticileri bu soruya verdikleri cevaba genellikle tiimiine
kars1 sorumluyum diye baslamislardir. Ancak agirlikli olarak kendilerini
topluma kars1 sorumlu hissettiklerini belirtmislerdir. Tki katilime1 kendini
vicdanina karst sorumlu saydigini ileri stirmiistiir. Bir okul yoneticisi
okul miidiiriiniin 6grencilere ve 6gretmenlere karsi sorumluluk duymasi
gerektigini belirtirken bir okul yoneticisi de devlete karst sorumlu
oldugunu belirtmistir. Bir Imam Hatip Lisesi Miidiirii goriislerini soyle
ifade etmektedir:

Tiim topluma kars1 sorumlu hissediyorum. Ciinkii yoneticisi oldugumuz egitim
kurumlar topluma faydali bireyler yetistirmek icin bize emanet edilmislerdir.
Okulumuzdan mezun olacak her 6grenci bizi toplumda temsil edecektir. Bunlar
bizi ne kadar giizel bir sekilde temsil ederse bizde o kadar basarili bir okuluzdur.
O kadar basaril idarecilerizdir.

Okul yoneticilerinin karar alma ve kararlara toplumsal katilim
konusundaki gortisleri (@) karar alma siireglerinde séz sahibi olmast
gereken paydaslar, (b) karar alma siirecinde danisma aliskanliklari ve (c)
katiliml karar almaya iliskin tutum basliklar1 altinda siralanmuastir.
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Okul yoneticilerinin karar alma siireglerinde séz sahibi olmasi
gereken paydaslara iliskin goriisleri Tablo 4’te verilmistir.

Tablo 4
Okul Yoneticilerinin Karar Alma Siireglerinde Séz Sahibi Olmasi Gereken Paydaslara Iliskin Goriisleri
Ana Tema Alt Temalar F
Sadece okul yoneticileri 2
Karar Alma Siireglerinde S6z  gadece okul ici toplum 3
Sahibi Olmas1 Gereken —
Paydaslar Okul i¢i ve okul dis1 toplum 2
Toplam 7

Okul yoneticileri agirlikli olarak karar alma siireglerine okul i¢i
toplumun katilmas: gerektigini belirtmektedirler. Iki katilime1 okul ici
topluma velileri ve mezunlart da dahil etmistir. Fakat katilimcilar genel
olarak kararlarin 6gretmenler ve idareciler tarafindan alinmasi gerektigini
ileri slirmektedirler. Bir katilimci kararlara 6grencilerin  katilmasi
gerektigini belirtirken bir katilimci da karar alma siirecine katilacak
paydaslarin alinacak kararin icerigine gore degisebilecegini belirtmistir.
Bir genel lise miidiirii karar alma siirecine katilmasi1 gerekenleri sdyle
siralamaktadir:

Okulda alinan kararlara 6gretmenler kurulu, okul aile birligi; okul gelisim
toplulugu, okul meclisi ve okul idaresi katilir. Aslinda hepsi beraber katilir, bu
bir yatay iligkidir. iletisim kurularak herkesin fikri alinarak degerlendirilir. idare
tarafindan uygun goriiliirse uygulanir.

Okul yoneticilerinin karar alma siirecinde bagkalarina danisma
aliskanliklarina iligkin goriisleri Tablo 5°te verilmistir.

Tablo 5§

Okul Yéneticilerinin Karar Alma Siirecinde Damistiklar: Kigsilere Iligkin Goriigleri

Ana Tema Alt Temalar F

Ustler, amirler 1

Diger okul yoneticileri

Karar Alma Siirecinde
Danisilan Kisiler

2
Ogrenciler 6gretmenler 2
2

Uzmanlar

Toplam 7

Okul yoneticileri kararlar1 alirken daha deneyimli diger okul
yoneticilerine, amirlerine veresmiilgililere danistiklarini belirtmektedirler.
ki katilimci karar alirken &gretmenlerin ve ogrencilerin goriislerine
bagvurdugunu iki katilimci ise alinacak karar konusunda yetkin
oldugunu diisiindiigii kisilere danistigin1 belirtmistir. Genel olarak okul
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yoneticilerinin kararlarin1 danisarak alma aliskanligina sahip olduklari
gorlilmektedir. Bir resmi ilkogretim okulu miidiiriiniin goriisleri soyledir:

Ozel birisi diyemem ama ancak isin ehli birisine danisirim. Yani her karar1 ayn
kisiye danigmak degil de almam gereken kararin uzmani oldugunu diistindiigtim
herkese danigabilirim. O konuda ¢ok agigim. Zaten danigmadan da is yapmamak
lazim. Karar alma agamasinda danmigsmak fikir edinmek ve daha sonra karara
varmak lazim. Eski usuller bitti. Bitmediyse de toplum onlar bitirecektir zaten.

Okul yoneticilerinin katilimhi karar alamaya yonelik tutumlari
Tablo 6°da verilmistir.

Tablo 6

Okul Yéneticilerinin Katilimli Karar Almaya Iliskin Tutumlar:

Ana Tema Alt Temalar F
Olumlu 4
. Olumsuz 0

Katilimli Karar Almaya Iliskin Tutum
Kismen 3
Toplam 7

Okul yoneticileri, okulun isleyisinde ve karar alma siireclerinde
okul ¢evresinin ve toplumun beklentilerini gbz 6niinde bulundurmanin
gerekli ve yararlt oldugunu kabul etmektedirler. Okula iliskin kararlarda
ve siireclerde ¢evrenin beklentilerini g6z oniinde bulundurmak okulun
cevresiyle uyum ic¢inde olmasini saglayacagini diisiinmektedirler. Diger
taraftan okulun gercek¢i hedefler belirlemesi, belirledigi hedeflere
ulagsabilmesi de yine ¢evrenin beklentilerini géz 6niinde bulundurmaktan
gectigini belirtmiglerdir. Bir katilimci okulun cevrenin beklentilerine
duyarli olmasinin ayn1 zamanda velinin ve toplumun gelismesine de katki
saglayacagini ifade etmistir. Bir katilimer ise okulun sorunlara yerinde
ve ivedi ¢ozlimler bulmasi, is doyumu ve girdilerin artmasi ve okulun bir
cekim merkezi haline gelmesi i¢in ¢evrenin beklentilere kulak vermenin
gerekli oldugunu belirtmistir. Ozel ilkdgretim miidiirii katiliml1 karar alma
konusunda sunlar1 sdylemektedir:

Onlar (velileri ve yakin g¢evreyi) etkinliklerine gézlemci olarak katmalidir.
Bilgisayar, internet, spor gibi imkanlarindan faydalandirmalidir g¢evresini
ki yarin &biir glin ihtiya¢ diisebilir. Yani okul bayramda komsulariyla da
bayramlasmalidir. Ciinkii yarin zili sesi yiiksek oldugu zaman yandaki komsu
sikayet etmez o zaman.
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Fakat okul yoneticileri ¢evrenin beklentilerine duyarli olmanin
ve onlart karar siireglerine katmanin en Onemli sakincasinin okul
yOneticisinin karar alma ve yonetme zafiyetine sahip oldugu algisinm
yayginlagtiracagi korkusudur. Bazi okul ydneticileri karar alma
stireclerine ¢evrenin katilmast durumunda karar alma konusunda yetersiz
katilmecilar sebebiyle huzursuzluk ve sikintilar olusabilecegi, zaman
kayb1 yasanabilecegi, veliler arasinda ¢ekememezlik olabilecegi, okula
iliskin mahremiyetin zedelenebilecegi ve egitimin kalitesinin diisebilecegi
endisesini dile getirmislerdir. Anadolu Lisesi miidiirii toplumu karara
katmanin sakincalarina iligkin goriislerini sdyle ifade etmistir:

Kesinlikle katilmalidir veya katilmamalidir diyemiyorum. Her karara katildig1

zaman, profesyonelligi azaltabilir, karar alma siirecini yavaglatabilir, teknik

bilgi yetersizligi olabilir, siibjektiflik olabilir.

Bir ilkogretim okulu miidiirii ise toplumu karara katmanin
sakincalarini soyle belirtmektedir:

Eger is idari bir husussa genellikle istisareden kagan, baskalarinin goriislerine
pek basvurmayan kisilerin algisi, karar alma becerisine sahip degil de
baskalarinin yonlendirmeleriyle karar aliyor seklinde bir algidir.

Okul ydneticilerinin okul yOnetimine ve kararlara velilerin
katilimina iligkin goriisleri Tablo 7°de verilmistir.

Tablo 7

Okul Yoneticilerinin Okul Yonetimine ve Kararlara Velinin Katilimina Iliskin Goriigleri
Ana Tema Alt Temalar F

Kesinlikle katilmali

1

Okul Yonetimine ve Kararlara ~ Kesinlikle katilmamali 1
Velinin Katilim1 Kismen katilmali 5
Toplam 7

Okul yoneticileri velilerin de karar alma siireclerinde kismi olarak
rol almasi1 gerektigi goriisiine sahiptirler. Dort okul yoneticisi velilerin
okulun sadece maddi ve fiziki siiregleri ile ilgili s6z sahibi olabilecegini
fakat egitim siireglerine ve politikalarina kesinlikle karistirtlmamalari
gerektigini belirtmislerdir. Sadece bir okul yoneticisi velinin her konuda
karar stireclerine katilabilecegini, bir katilimci da egitimin niteligi ile ilgili
konularda velilerin katilabilecegini belirtmislerdir. Bir 6zel ilkdgretim
okulu midiiri velilerin egitim konusunda yeterlilik sahibi olmadiklarini
ve karar alma siirecinde objektif olamayacaklarini diistinmektedir:
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Veliler karar alma siireglerine katilmalidirlar ama velilerin almis oldugu kararlar
cok asli seyler olmamalidir. Okulun egitim politikalarini belirleyecek hususlar
olmamalidir.

Bir ilkogretim okulu miidiirii ise okul yonetimine ve kararlara veli

katilimina iliskin goriisleri s0yle gerekcelendiriyor:

Veli okul yonetimiyle ilgili olarak egitimin veliye taalluk eden kisimlarinda séz
sahibi olmalidir. Okul yonetiminde de veli yer alabilir. Zaten okul aile birlikleri
velilerden olusur. Okul aile birlikleri okulun maddi hususlarini yonetir. Maddi
hususlarinin yonetiminde yer alir demek daha dogru ¢iinkii birlikte okul
midiirti, midiir yardimcisi arkadas ve bir 6gretmen bulunur. Ama yedi yonetim
iiyesinden dordil velidir. Maddi hususlarin yonetiminde s6z sahibidir. Bunun
disinda velinin egitime iligkin hususlarda da goriislerine de bagvurulmali. Tabi
bundan su anlam ¢ikmasin yani. Velinin duygusunu diisiincesini almak bagka
bir olay karari direk veliye birakmak daha ayr1 bir olay. Bir de su agmazi vardir.
Bizde eger veli belli bir egitim olgunluguna sahip degilse durmasi gereken
noktay1 bilmiyorsa kendini miitevazi durumdaki 6gretmenin, velinin gortsiini
de almay1 diislinen 6gretmenin daha siitiine koyabiliyor. Bu sikintilar1 dikkate
alarak ¢ok iyi ayarlanmasi gerekiyor.

Okul yoneticilerinin okul ydnetimine ve kararlara toplumun

katilimina iligkin goriisleri Tablo 8’de verilmistir.

Tablo 8

Okul Yoneticilerinin Okul Yonetimine ve Kararlara Toplumun Katilimina Iligkin Goriisleri

Ana Tema

Alt Temalar F

Okul Yonetimine ve Kararlara
Toplumun Katilimi

Okulun tanitimi 1

Sosyal etkinlikler 4

Maddi konular 2

Toplam 7

toplum

Okul yoneticileri okul c¢evresindeki toplumun ve sivil
kuruluslarmin okula iligkin siireglerde rol almasinin yararina

inanmaktadirlar. Fakat okul yoneticileriarasindasivil toplum kuruluslarinin
genellikle ihtiyag sahibi 6grencilere maddi katkilar yapabilecekleri goriisti
hakimdir. Sivil toplum kuruluslarinin okula iliskin rol alabilecekleri diger
bir alan sosyal aktiviteler ve bos zamanlar1 degerlendirme etkinlikleridir.
Bir okul yoneticisi sivil toplum kuruluslarinin okulun denetlenmesi
gorevini yerine getirebileceklerini, bir okul yoneticisi 0gretmenlerin
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mesleki gelisimlerine katki saglayabileceklerini, bir okul yoneticisi de
ailelerin egitimi konusunda gorev alabilecekleri belirtmistir. Bir genel lise
miidiirii okul ¢cevresindeki toplumun katilim alanlarini sdyle belirlemistir:

Okulun c¢evresindeki kuruluslardan okulun c¢evresi dahilindeki
imkanlardan  yararlanma, okul kiltiriintin ~ gelistirilmesi ~ ve
kurumsallasmada katki saglayabilirler. Okulun il ¢apinda veya daha
yaygin sekilde tanitilmasi i¢in okula yardimci olabilirler. Mezuniyet
giinleri ayarlayabilirler. Sergiler kermesler agabilirler.

Okul yoneticileri sivil toplum kuruluslarinin okul ile igbirliginin
olmamasi durumunda okulun tanitiminin aksayacagimi diisiindiiklerini
belirtmislerdir. Okulun saglikli hedefler gelistiremeyecegi, toplumun
beklentilerini hakkiyla yerine getiremeyecegi, saglikli geri bildirim
alamayacagi, egitim silirecinin veriminin diisecegi, hedeflerini
gerceklestiremeyecegi ve denetim ve kontrolden mahrum kalacag: ifade
edilmistir. iImam hatip lisesi miidiirii okul-toplum iliskisinin onemini
sOyle 6zetlemektedir:

Sosyal c¢evrenin Ozelliklerini bilmeden ¢ocuklara verecegimiz
egitimin ve yaklasim tarzinin olumsuz neticeleri vermesi yiiksek bir
ithtimaldir. Bunun i¢in idarecinin okulun sosyal ¢evresi hakkinda gerekli
bilgiye sahip olmas1 ve bu ¢evreyle egitim stratejisini belirlemesi gerekir.
Bunlar g6z ard1 edildigi zaman 6grenciye kendinizi ifade edemezsiniz. Ve
egitimde verimli olmazsiniz.

Sonuc¢ ve Tartisma

Okul kurumunun, kendinden beklenen islevleri yerine getirmesi,
bir kamu hizmeti bilinciyle yiiriitiilmesi durumunda gergeklesebilecektir.
Oysa modern ulus devlet anlayisinin ideolojik Oncelikleri, ¢ogu zaman
okul kurumunu toplumun beklentilerinin aksine bir hizmet anlayisi ile
ylriitiilmesi sonucunu dogurmustur (Aydogan, 2006). Okul yoneticilerinin
toplum algilarini incelemeyi amaglayan bu arastirmanin elde ettigi veriler
yukaridaki yargiyr dogrulamaktadir. Okul ydneticileri okulun isleyisinde
veli ve toplum katilimina iligkin temkinli bir tutum gelistirdikleri
gozlenmistir. Esasen okul yoneticileri Pehlivan’in (2000: 8) dort boyutlu
okul-cevre iligkisinin gerekliligi konusunda bir kanaate sahip olduklari
goriilmektedir. Okul yoneticilerine gore (a) ¢evre kalkinmasina okulun
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katkida bulunmasi, (b) okul-aile is birligi ve aile katiliminin saglanmast,
(c) baski gruplari, goniillii kisi ya da gruplarla iliskiler ve (d) ¢evrenin
egitime desteginin saglanmas1 ve halkla iligkiler konusunda bir duyarlilik
sahibi olduklar1 sdylenebilir.

Nitekim okul yoneticileri okulun sahibinin toplum oldugunu,
kendilerini de topluma karsi sorumlu hissettiklerini belirtmektedirler.
Bununla beraber Margolis ve Tewel’in (a) diisiinsel katilim, (b) mali
katilim, (c) gorevsel katilim ve (d) yonetsel katilim (aktaran: Yilmaz, 1993,
s. 19) olmak tizere tasnif ettigi dort diizeyli katilimdan agirlikli olarak mali
katilima oncelik verdikleri, kismen diisiinsel katilima egilimli olduklari
ancak yonetsel ve gorevsel katilima sicak bakmadiklar1 goriilmiistiir. Okul
yoneticileri okul ve egitim ile ilgili hayati konularda karar alma durumunda
daha ¢ok tstlerine ve amirlerine danismakta, veliyi ve okul ¢evresini
ise kiyafet, beslenme, servis gibi destek hizmetleri ile ilgili konularda
dikkate almaktadirlar. Hesap¢ioglu'nun (1994, s. 266) belirledigi katilim
diizeyleri goz onilinde bulunduruldugunda okul yoneticilerinin veli ve
toplumu okul ile ilgili konularda danisma siirecine dahil ettikleri ancak
karar ve uygulama siire¢lerinde daha az tercih ettikleri sdylenebilir.

Okul yoneticilerinin veli ve toplumla isbirligi ve katilimct bir
yonetim anlayisi ile elde etmeyi bekledikleri faydalarin literatiirde yer
alan (1) deneyim ve uzmanlik paylasimi, (2) dayanisma, (3) is bolimii, (4)
kaynak saglama, (5) sahiplenme duygusu, (6) daha genis alana ulagsma,
(7) etkililikte artis, (8) izleme ve degerlendirme (Bray, 2000) alanlarindan
bir kismini igerdigi goriilmiistiir. Okul yoneticileri velilerin ve toplumun
okulun gercekci hedefler belirlemesinde ve bu hedeflere ulagsmasinda
onemli oldugunu kabul etmektedirler. Velinin ve toplumun okul
sahiplenme duygusunun gelisecegini, izleme ve degerlendirme agisindan
faydal1 olacagi, okula daha fazla kaynak saglanacagini diistinmektedirler.

Bununla birlikte veli ve toplumun karar stireglerine katilmasinin,
yoOneticinin yonetime ve karar almaya iliskin zafiyeti oldugu kanisi
olusturacagi ya da islerin uzayacagi gibi cesitli sorunlara yol acabilecegini
disiinmektedirler. Bu sakincalar, Wilensky ve Kline’in (akt. Y1lmaz, 1993;
26-27) ve DeJaeghere’in (2000) katilimin basariyla yiriitilmesine engel
olan durumsal, orgiitsel, mali, psikolojik ya da uygulama engelleriyle
iliskilendirilebilir. Okul ydneticilerinin velinin ve toplumun katilimina
iliskin endigelerinin orgiitsel, psikolojik ve uygulama engeleriyle iligkisi
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ayrica arastirilmalidir. Nitekim okul yoneticilerinin arastirma ile ortaya
cikan toplum algilari, devletin topluma yonelik algis1 ile benzerlik
gostermektedir. Egitim hizmetleri, yillardir devletin denetim ve gozetimi
altinda, merkezi miifredatlar ve toptanci yaklasimlarla yonetilmekte, okul
yoneticileri de bu yaklasimlar1 igsellestirmis goriinmektedir. Bununla
birlikte okul yoneticileri, veliyle ve dolayisiyla toplumla dogrudan bir
iligki i¢inde oldugundan saglikli ve siirdiiriilebilir bir okul-gevre iliskisinin
gerekliligini ve yararini da géz ardi1 edememektedirler.

Bu aragtirma sonucunda okul ydneticilerinin bilgi ve inang
diizeyinde okul-veli, okul-cevre iliskilerinin 6nemini fark ettikleri,
yasal diizenlemelerin de bu bakimdan elverisli oldugu g6z Oniinde
bulunduruldugunda okulun ¢evreye agilmasi ve katilimer bir yonetim
anlayisiyla yonetilmesinin Oniindeki ger¢cek engellerin arastirilmasi,
yoneticilerin uygulama ve beceri diizeyinde eksikliklerinin giderilmesi i¢i
deneysel caligmalarin yiiriitiilmesi gerektigi sdylenebilir.

Sonug olarak gerek yiiriirliikteki egitim sisteminin g¢iktilar1 olan
yoneticiler ve 6gretmenlerin toplum ile tam olarak ortiismeyen yaklagimlari
gerekse de mevzuatlar okul kurumunu toplumdan koparmistir. Toplumun
okulu sahiplenmesi ve okulun kiiltiir aktarimi1 gorevini hakkiyla yerine
getirdigine dair inancinin pekismesi okullarin toplumsal katilima
acilmasiyla miimkiin olacaktir.
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Egitim-Bir-Sen

Anaokulu Miidiirlerinin Etkili Liderlik Ozelliklerine
Sahip Olma Diizeyleri'

OZGE KARAEVLI
Gelincik Anaokulu

Ozet: Bu caligma, ilkogretim okulu ve anaokullarinda gorev yapan okul oncesi
Ogretmenlerinin goriislerine gore, okul miidiirlerinin etkili liderlik 6zelliklerine sahip
olma diizeylerinde 6gretmenlerin egitim diizeyi ve istihdam tiirii degiskenlerine bagli
olarak farklilasma olup olmadigini belirlemeyi amaglamaktadir. Arastirma evrenini,
2010-2011 egitim-6gretim yilinda, Istanbul ilinin en fazla sayida bagimsiz anaokuluna
sahip Kiiciikgekmece ilgesinde bulunan bagimsiz anaokullari, ilkdgretim okullart ve
biinyesinde anasinifi bulunan kiz meslek lisesinde 6gretmen ve yonetici olarak gorev
yapan toplam 221 kisi olusturmaktadir. Bagimsiz anaokullarinda g¢alisan 6gretmen
ve yoneticilerin tiimii &rneklem grubuna alinmistir. [lkogretim okullarindan ise,
tesadiifi 6rnekleme yontemiyle belirlenen okullarda ¢alisma yapilmistir. Arastirmada
kullanilan Etkili Liderlerin Nitelikleri Olgegi [ELNO-R], 7 alt boyutu [Heyecanli
Olmak[HO], iletisim Kurabilmek[iK], Vizyon Sahibi Olmak[VS], Giivenilir Olmak
ve Giivenmek[GO], Ornek Olmak[OO], Demokratik ve Hosgériilii Olmak [DH],
Pozitif Olmak[PO]] igeren 40 maddeden olusmaktadir. Elde edilen veriler, Kruskal
Wallis ve Mann Whitney-U testleri kullanilarak analiz edilmistir. Arastirmanin analiz
sonuclarina gore, bagimsiz anaokullarinda gorev yapan ve iicretli olarak istihdam edilen
ogretmenlerin, okul midirlerinin etkili liderlik 6zelliklerine sahip olma diizeyleri ile
ilgili goriislerinin, kadrolu ve sdzlesmeli olarak istihdam edilen 6gretmenlerin goriislerine
gore daha olumsuz oldugu goriilmektedir. Ayrica, ilkdgretim okulu ve anaokulunda
calisan 6gretmenlerin kendi midiirlerini degerlendirmeleri sonucunda, ilkdgretim okulu
midiirlerinin, anaokulu midiirlerine gére gorevlerine iliskin duyduklar1 heyecanin daha
fazla oldugu bulunmustur.

Anahtar Kelimeler: Okul liderligi, etkili liderlik, okul 6ncesi

! Bu makale, yazarin Yeditepe Universitesi Sosyal Bilimler Enstitiisii nde tamamlamis oldugu yiiksek lisans
tezine dayali olarak hazirlanmis olup ¢alismanin ilk hali 24-26 Mayis 2012 tarihinde Malatya Inonii
Universitesi 'nde diizenlenen 7. Ulusal Egitim Yonetimi Kongresi 'nde bildiri olarak sunulmustur.
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The Levels of Pre-School Principals’
Effective Leadership Skills

Abstract: This study, aims to determine how it differs that how much school administrators
have the effective leadership characteristics with respect to opinions of teachers according
to educational status and employment type. Research universe is consumed of 221 people
which are employed as teachers or administrators in elementary schools and independent
nursery schools which are located in Kiiciikcekmece in Istanbul. Sample group is
randomly selected elementary schools and all of the nursery schools in the universe. The
scale of effective leadership characteristics is consumed of 40 statements those consist 7
sub-dimensions. In this study, it is investigated that if school administrators’ degrees of
possession to effective leadership characteristics and leadership behaviors’ differentiate
according to some variables. The data that is obtained is analyzed using Kruskal Wallis
and Mann Whitney-U tests. According to results of the analysis, independent nursery
school teachers that are employed and salaried has more negative opinions about school
administrators’ degrees of possession of effective leadership characteristics than those
of regular and contractual teachers in independent nursery schools. By studying about
salaried teachers’ degrees of satisfaction and apprehension about their jobs and also
about opinions of other teachers, school administrators and other personal about them,
this subject can be investigated more in depth. Additionally, according to evaluations of
elementary school and nursery school teachers about their administrators, it can be seen
that elementary school administrators feel more excitement about their job than that of
nursery school administrators.

Keywords: School leadership, effective leadership, preschool.

Okul oOncesi egitim, ¢ocugun 3-6 yas doneminde bedensel, ruhsal,
biligsel, sosyal-duygusal, dil ve 6z bakim becerileri gibi gelisim alanlarini
desteklemeye ve gelistirmeye yonelik verilen egitimin en genel adidir.
Ozel, vakif ya da kamu tarafindan kurulmus olsun, okul dncesi egitim
kurumlarinda hedef ¢cocugun, her alanda gelisimini desteklemek ve yasinin
gerektirdigi gelisim gorevlerini yerine getirebilmesi i¢in caligmalar
yaparak ¢ocuga rehberlik etmektir. Bunun disinda okul 6ncesi egitimin
amag ve gorevleri, milli egitimin genel amaclarma ve temel ilkelerine
uygun olarak belirtilmistir (Okul Oncesi Egitim Programi, 2006). Fakat
bu amag ve gorevlerin yani sira, gerek okul idaresi gerekse d6gretmenler,
kendi cabalariyla programlarini1 gelistirerek daha {ist diizeyde bir egitim
vermek adina gayret gostermek zorunda kalmislardir. Ciinkii egitim
anlayis1 zaman icinde degismis, kalite daha on plana ¢ikarak kurumlar
gelismeye zorlayan bir etken haline gelmistir.
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Lider okullar, basarili ve etkili olma ayricaligini Oncelikle
baslarinda bulunan liderden alirlar. Lider kisi; gruba enerjisini katarak
insanlar1 harekete gegiren, yeri geldiginde serbestlik taniyan, grubu
motive eden ve bu isi yaparken haz duyandir. Personeli okulun flamasi
altinda toplar, yetkileri paylasir, her asamada grubun basinda oldugu
hissi ve giivenini verir. Tiim bunlar gerceklesirken kurum lideri okulun
huzurunu da diisiinmek zorundadir. Bu amagla iletisiminde insan1 temel
alan bir anlay1s benimser ise bu tutum gerek ¢alisanlar gerekse veliler ve
ogrenciler agisindan faydali bir tercih olur. Cilinkii en nihayetinde her okul
yOneticisi aynt zamanda insan kaynaginin yoneticisidir.

Egitim lideri, her asamada, insan oldugunu ve isinin temelinde
insanin bulundugunu unutmamalidir ki bunu Warren Bennis, “Bir Lider
Olabilmek™ adl1 kitabinda lider olma siirecini tanimlarken, “iyi bir insan
olma siirecinden farkli degildir” seklinde ifade etmistir (Bennis, 1999,
s. 4). Bu ylizden lider kisi siiphesiz ki bir yandan zaaflarin1 ve egolarini
kontrol altinda tutarken bir yandan da etkili ve etkin olabilmeyi basarabilen
kisidir. Liderlikte kisiligi 6n plana ¢ikaran Bursalioglu (2004) ve Bennis
(1999)’in ortak tanimlarina gore, liderler, giiclii ve zay1f yonlerinden giigli
yonlerini 6ne ¢ikarip zayif olanlar telafi etmesini bilen kisilerdir. Ayrica
bu kimseler neyi, niye istediklerini ve bu konularda baskalarinin destek
ve isbirligini saglamak icin onlarla nasil iletisim kurmalar1 gerektigini de
bilirler. Liderler genellikle kendine giivenen, daha az kisisel davranan,
cabuk fikir iireten, eyleme gecen, ¢evresindekilerin davraniglarina karsi
duyarli olan kisilerdir (Tahaoglu ve Gedikoglu, 2009, s. 276).

Liderlik Kavrami

Alkin ve Unsar (2007) liderligin bir siireg, liderin ise bu
siirecte insanlar1 etkileyen, yonetsel otoriteye sahip birey oldugunu
belirtmistir. Lider, elindeki giicti kullanabilme kapasitesine bagli olarak
cevresini etkileyen kisidir. Bir grup icerisinden gelmekle beraber lider,
aynm1 zamanda bir¢ok bakimdan gruptan sapan ve grup normlarinin
uygulanmasinda serbest davranan bir grup lyesidir (Bursalioglu, 2012,
s. 205). Lider, gerektiginde aldig1 zor kararlarin ve sonuglarin ardinda
durmasini bilir. Temel yaklasim olarak; ¢evresinde bulunan bireyleri,
hitabet giicli, sahip oldugu bilgi ve vizyonu ile etkileyip, siiriikleyen
bir yapiya sahiptir. Etkileme ve harekete gecirme, literatiirde yer alan,
liderlik tanimlamalarinda dikkat ¢eken unsurlardir. Her liderin etkileme
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ve harekete gecirme tarzi birbirinden farkli olsa da (Demir, 2008) bir lider
bagkalarina bir seyi yaptirmak istediginde, oncelikle insanlarin iginde,
verilen isi yapma 6zlemi uyandirir (Cemalcilar ve dig., 1985, s. 116; akt.,
Bakan, 2009, s. 140).

Liderlik, insanlarin var olusundan itibaren birlikte yasadiklar1 tim
zaman ve mekanlarda var olmus (Bakan, 2008), insanlik tarihi kadar eski
bir kavram olmakla birlikte sanayi devriminden sonra énem kazanmistir
(Bulut ve Uygun, 2010). Son ¢eyrek yiizyilda ise egitimde liderlik,
etkililik, kalite ve rekabet gibi kavramlarla beraber giindeme gelmeye
baglamistir (Cemaloglu, 2007, s. 74). Yonetim ve liderlik tarihi uzak
gecmise dayansa da bu alanda yapilmis ¢alismalar ancak 21. yiizyilda
gerceklesmistir (Alkin ve Unsar, 2007, s. 76).

Liderlik, ortak amagclar etrafinda toplanmig bir grubun varliginda
anlamlidir (Bakan, 2008). Bu yiizden liderin yeni bir yola ¢ikarken birlikte
hareket edebilecegi bir ekibe sahip olmasi sarttir; fakat bu durum her
zaman miimkiin olmayabilir. Webster bunu, “dyle bir miicadeleye atildim
ki, ne dntimden giden var, ne de ardimdan gelen!” sozleriyle ifade etmistir
(Kennedy, 2009, s. 48). Liderligin etkileme siireci olduguna (Bakan, 2008)
vurgu yapanlardan Bennis (1999) ise bu siireci soyle agiklamistir: “higbir
lider, yola lider olmak igin ¢tkmaz. insanlar kendi hayatlarini yasamak ve
kendilerini tam anlamzryla ifade etmek i¢in yola ¢ikarlar. Bu ifade bagkalari
icin de deger kazandiginda lider olurlar.” (Bennis, 1999, s. 124).

Liderlik 1ile 1ilgili okullarda birgok calisma yapilmis, bu
calismalarda 6gretmen ve yoneticilerin bakis acilarina gore, liderin
sahip oldugu liderlik 6zellikleri ile okuldaki personele kars1 davranissal
tutumlar1 incelenmeye calisilmistir (Ozdayi, 1998; Gedikoglu, Sahin
ve Biiyiikelbas1, 2004; Cetin ve Ozcan, 2004). Ozday1 (1998)’ya gore;
egitim yoOneticileri toplumsal yasamin temeli olan demokratik tutum
ve anlayisa sahip bireylerdir. Yoneticiler, fikirlere saygili olunmasi
gerektigini, hosgoriiniin karsilikli saygi ve anlayis oldugunu, hosgoriilii
toplumda demokrasinin daha da benimsenecegini ve hosgoriiniin kisilerde
isleri kolaylagtirma anlayis1 kazandirdigini belirtmislerdir. Ayrica yapilan
caligmalara gore yoneticiler, sorunlarin demokratik yollarla ¢dziilmesi
ve liderlerin se¢imle belirlenmesinin gerekli oldugu konusunda hemfikir
olmuglardir. Liderlerin se¢imi ve 6zellikle yetistirilmeleri stirecine iliskin
olarak, Cetin (2008), calismasinda, okul liderlerinin yetistirilmesinde bazi
teorik problemlerin de oldugunu ileri siirmiistiir. Bu konuda Unsar (2007)
“ilerlemek isteyen Orgiitler yatirnmlarini liderlere yapmalidirlar” demistir.
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Liderin demokratik, hosgoriilii ve anlayigh olmasimin yani sira,
Beare, Caldwell ve Millikan (1989) ve Bennis ile Nanus (1985)’un (akt.
Bush, 2003, s. 6) calismalar1 sonucunda liderlikle ilgili ortaya ¢ikan
genellemelerin bilylik kismiin vizyon ile ilgili oldugu goriilmektedir.
Bunlar;

* Liderler, kendi orgiitleri ile ilgili bir vizyona sahiptir.

* Vizyon, ¢alisanlar arasinda baghligi giivenceye alacak sekilde
ifade edilmelidir.

* Vizyonun iletimi anlam iletimini gerektirmektedir.

* Liderligin basarili olmast kurumsallasan vizyona bagldur.

Liderin vizyon sahibi olmasi, alan yazinda yer alan liderlik ile
ilgili yapilan caligmalarda, onemli liderlik Ozelliklerinden biri olarak
karsimiza ¢ikmakla beraber, bir liderlik tiirii olan vizyoner liderlik {izerine
Tahaoglu ve Gedikoglu (2009)’nun ¢aligsmasina gore; 6gretmen goriisleri
degerlendirilmis ve okul miidiirlerinin sahip oldugu vizyoner liderlik
diizeyini en fazla; kiiltiirel liderlik diizeyini ya da rollerini ise en az
derecede yerine getirdikleri goriilmiistiir. Sabanci (2007)’nin ¢alismasinda
ise, okul miidiirlerinin vizyoner liderlik Ozelliklerine yiiksek diizeyde
sahip olduklarini diistindiikleri belirtiliyorken, miidiir yardimcilarina gore
bu diizeyin orta, 6gretmenlere gore ise diisiik oldugunu gosteren farkli bir
sonuca ulasiimistir. Uzuncgarsili ve Ozday1 (1997) yaraticiligin da, liderde
bulunmasi gereken Ozelliklerden biri oldugunun altin1 ¢izerek, liderin
ayn1 zamanda yaraticit olmasi gerektigini, orgiit basarisinin yoneticinin
yaratict bir lider olmasiyla baglantilt oldugunu ve baskici/hiyerarsi ile
donatilmis bir orgiit ortaminin, ¢aliganlarin yaraticiliklarini engelleyen bir
faktor olacagini sdylemislerdir. Manipiilasyon ve yildirma politikalariyla
yonetme anlayisi yonetim biliminin en zayif alanim1 temsil etmektedir
(Ince, Bediik ve Aydogan, 2004, s. 440). Bir liderin gérevi, iyi aktarilan,
esin saglayan bir vizyon, yetki dagitan yapilar ve iy1 bir kisisel 6rnek olma
araciligiyla motivasyonu artirmaktir. Son tahlilde, isi yapan lider degil,
insanlardir (Kotter, 2007, s. 207).

Literatiirde yer alan liderlik tanimlarmi gdz Oniinde
bulundurdugumuzda, etkili liderlerde bulunmasi gereken o6zellikler
arasinda; vizyon sahibi olma, heyecanli olma, demokratik ve aym
zamanda hosgoriilii olma, 6rnek bir birey olma, giivenen ve giivenilir
olma, cevresine pozitif enerji vererek onlar1 harekete gecirme ve ikna
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etme kabiliyetine sahip olma, insanlarla rahat ve saglikli iletisim
kurabilme oldugu sdylenebilir. Etkili liderlik, orgiitiin siirekli gelismesi
ve ilerlemesinin temelidir. Egitim liderinin egitimde istlinlik ve esitlik
saglama cabalarina odaklanmasini gerektirir. Arastirmalardan ortaya ¢ikan
sonuglar degerlendirildiginde, okul yoneticilerinin sergilemis olduklar
etkili liderlik oOzelliklerinin, 6gretmenlerin ve Ogrencilerin basarisini
olumlu yonde etkiledigi sonucuna ulagilmistir (Bulug, 2009, s. 9).

Literatiir caligmalarinda, liderlik ve etkili liderlik ile ilgili
cercevesi net bir sekilde belirlenmis bireysel 6zellikler ya da liderlik
durumlar1 belirtilmemis, her arastirmaci farkli yonden bakip kavrama
aciklik getirmeye ¢alismistir. Buna bagli olarak, okullarda 6gretmenler,
okul miidiirlerinin liderlik niteliklerini degerlendirdikleri zaman, bakis
acilarma gore sekillenen farkl goriisler ortaya ¢ikmaktadir. Ogretmenlerin
gerek farkli bireysel ozellikleri ve degerleri gerekse de sosyal ortamin
degiskenliginedeniyle aralarinda ortak bir goriisiin ortaya ¢ikmasi miimkiin
olmamaktadir. Fakat c¢alisma sekli bakimindan benzer kosullara sahip
ya da bireysel Ozellikler olarak yakin gruplarda yer alan 6gretmenlerin
gorlslerinde benzerlik oldugu sodylenebilir. Bu arastirmada bagimsiz
anaokullarinda gorev yapan okul miidiirlerinin, liderlik 6zelliklerine sahip
olma diizeylerinin ve liderlik davranislarinin egitim diizeyi ve istthdam
tirtine gore farklilasip farklilasmadigini 6gretmen goriislerine gore
belirlemek amaglanmistir.

Problem

“Anaokulu miidiirlerinin etkili liderlik 6zelliklerine sahip olma
diizeylerinin baz1 degiskenler acisindan incelenmesi” arastirmanin
problemini olusturmaktadir. Bu problem dogrultusunda su alt problemlere
cevap aranmistir:

* Anaokulu miidiirlerinin etkili liderlik 6zelliklerine sahip olma
diizeyleri, 6gretmenlerin egitim diizeylerine ve istihdam tiirlerine
gore anlamli bir farklilik gostermekte midir?

s [Ikdgretim ve anaokulu miidiirleri arasinda heyecanli olma, iletisim
kurabilme, vizyon sahibi olma, giivenilir olma ve glivenme, 6rnek
olma, demokratik ve hosgdriilii olma ve pozitif olma boyutlarinda
anlamli bir farklilasma var midir?



Anaokulu Miidiirlerinin Etkili Liderlik Ozelliklerine Sahip Olma Diizeyleri 41

Yontem

Bagimsiz anaokullarinda gorev yapan okul miidiirlerinin, liderlik
ozelliklerine sahip olma diizeylerinin ve liderlik davraniglarinin egitim
diizeyi ve istthdam tiiriine gore farklilasip farklilagmadigini 6gretmenlerin
gorilislerine gore belirlemeye doniik bu calisma, tarama modelinde bir
arastirma olup calismada var olan durum yansitilmaya calisiimistir.

Arastirma evrenini, 2010-2011 egitim-6gretim yilinda, Istanbul
ilinin en fazla sayida bagimsiz anaokuluna sahip Kiiciikgekmece il¢esinde
bulunan bagimsiz anaokullarinda ¢alisan O08retmen ve yoOneticilerin
tiimii 6rneklem grubuna alinmustir. Ilkégretim okullarindan ise, tesadiifi
ornekleme yontemiyle belirlenen okullarda ¢alisma yapilmistir. Okullarin
belirlenmesinde Kiiciikgekmece Ilge Milli Egitim Miidiirliigii verileri
kullanilmistir. Arastirma Orneklemini, bagimsiz anaokullarinda gorev
yapan 29 yonetici, 129 6gretmen olmak {izere toplam 158 kisi; ilkdgretim
okullar1 anasinifinda gorev yapan 32 okul 6ncesi 6gretmeni, 23 yOnetici
olmak tizere toplam 55 kisi; anasinifina ve okul 6ncesi 6gretmen normuna
sahip kiz teknik ve meslek lisesinde 6gretmen ve yonetici olarak gorev
yapan 8 kisi ile birlikte toplam 221 kisi olusturmaktadir. Arastirmada,
orneklemin yaklasik %86°sina ulasilmistir. Calisma grubuna iliskin
betimsel bilgiler Tablo 1°de verilmistir.

Tablo 1
Calisma Grubuna Ait Betimsel Istatistikler

Ozellikler n f(%) | Ozellikler n (%)
Cinsiyet istihdam Sekli

Kadin 184 83,3 Sozlesmeli 41 18,6
Erkek 37 16,7 Kadrolu 131 59,3
Yas Ucretli 49 22,2
20-29 139 62,9 Kidem Yili

30-39 58 26,2 1-10 178 71,5
40-49 11 5,0 11-20 30 249
50-59 13 5,9 21-30 8 3,6
Egitim Diizeyi 31 ve lizeri 5 71,5
Lise 1 5 Gorev Yapilan

On Lisans 41 18,6 Kurum Tipi

Lisans 166 75,1 Anaokulu 158 71,5
Yiiksek Lisans 13 5,9 [Ikogretim Okulu-

Gorev Unvani Anasmifi 55 249
Ogretmen 165 74,7 Meslek Lisesi 8 3,6
Miidiir Yardimecisi 33 14,9

Miidiir 23 10,4 Toplam 221
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Veri Toplama Araci: Aragtirmanin veri toplama araci olarak, Turan
ve Ebicioglu (2002) tarafindan gelistirilen ve daha sonra Turan (2010)
tarafindan revize edilen “Etkili Liderlerin Nitelikleri Olgegi [ELNO-R]”
kullanilmustir. Olgegin gelistirilmesi siirecinde alan taramasi sonucunda
etkili liderlerin 6zelliklerine iliskin araglar incelenerek 68 soru maddesi
hazirlanmis ve yapilan pilot ¢alismalarin sonucunda “Etkili Liderlerin
Nitelikleri” konusunda 7 boyutta olmak iizere 40 maddeden olusturulan
bir olgek gelistirilmistir. Ankette yer alan liderlik boyutlar1 sunlardir:
Heyecanli Olmak [HO], Iletisim Kurabilmek [IK], Vizyon Sahibi
Olmak [VS], Giivenilir Olmak ve Giivenmek [GO], Ornek Olmak [OO],
Demokratik ve Hosgériilii Olmak [DH], Pozitif Olmak [PO]. Her bir
sorunun karsisinda davranisin gosterilme sikligini belirtmek iizere besli
secenek verilmis, bu secenekler, davranisin gosterilme derecesinin sikligi
“daima-asla” (1-5) bigiminde derecelendirilmistir. Olgek maddeleri
lizerinde yapilan faktor analizi sonucunda biitiin madde agirliklarinin 0.50
ve istiinde oldugu gozlenmis olup aracin Cronbach alpha i¢ gegerlilik
degeri 0.98 olarak bulunmustur.

Verilerin Toplanmasi ve Analizi: Aragtirmada veriler, 6rneklem
grubundaki okul miidiirleri, midiir yardimcilar1 ve 6gretmenlere, 2010-
2011 egitim-6gretim yilinda, 6rneklem icin belirlenen okullarda bizzat
arastirmaci tarafindan uygulanmasi yoluyla elde edilmistir. Arastirmada
istatistiksel ¢oziimlemelere gecilmeden Once verilerin normal dagilim
gosterip gostermedigi incelenmistir. Normallik dagilimini incelemek igin
yapilan Kolmogorov-Smirnov testi sonuglarina gore, ELNO-R dlgegi ve
alt boyutlar bazinda normal dagilim gostermedigi bulunmustur. Buna gore,
verilerin hi¢bir alt grupta normal dagilim gostermedigi tespit edilmis, bu
nedenle ¢alismanin tiim alt amaglarini test etmede parametrik olmayan
istatistiksel c¢oziimlemeler kullanilmistir. Bu baglamda, etkili liderlik
Olceginden alinan puanlarin; egitim diizeyi ve istihdam tiiri degiskenlerine
gore incelenmesi Kruskal Wallis Testi ile yapilmistir. Etkili liderlik 6l¢egi
alt boyutlar1 olan; heyecanli olmak, iletisim kurabilmek, vizyon sahibi
olmak, giivenilir olmak ve giivenmek, 6rnek olmak, demokratik ve
hosgorilii olmak, pozitif olmak boyutlarindan alinan puanlarin 6gretmen
goriigleri ile miidiir ve miidiir yardimcilar1 goriisleri arasindaki farklar
icin Mann Whitney-U testi uygulanmistir. Elde edilen veriler SPSS
programinda ¢dziimlenmistir.
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Bulgular ve Yorum

Arastirma sonucunda elde edilen bulgular, “Heyacanli Olmak”,
“Iletisim Kurabilmek”, “Vizyon Sahibi Olmak”, “Giivenilir Olmak ve
Giivenmek”, “Ornek Olmak”, “Demokratik ve Hosgériilii Olmak” ve
“PozitifOlmak”seklindeyedialtboyutaltindaincelenmistir. Anaokullarinda
gorev yapan Ogretmenlerin goriislerine gore, anaokulu miidiirlerinin
etkili liderlik o6zelliklerine sahip olma dereceleri, 6gretmenlerin egitim
diizeyleri degigkeni agisindan, 7 alt boyut altinda incelenmistir. Tablo 2°de,
anaokulu miidiirlerinin etkili liderlik 6zelliklerine sahip olma dereceleri
ile 6gretmenlerin egitim diizeyi arasinda, bu alt boyutlara gore yapilmis
olan Kruskal Wallis testinin analiz sonuglar1 verilmistir.

Analiz sonuglarina gore, etkili liderlik oOzelliklerinden heyecanli olmak
[x2(3)=14.381, p<.05], iletisim kurmak [x?2(3)=19.021, p<.05], vizyon sahibi
olmak [x2(3)=14.600, p<.05], giivenilir olmak ve giiven duymak [x2(3)=17.198,
p<.05], ornek olmak [x2(3)=13.578, p<.05], demokratik ve hosgoriili olmak
[x2(3)=13.051, p<.05] ve pozitif olmak [y2(3)=9.064, p<.05] alt boyutlarinda
egitim diizeyleri farkli olan okul Oncesi 6gretmenlerinin goriisleri arasinda
anlamh bir fark bulunmustur. Ogretmenlerin goriislerinde ortaya c¢ikan
farkliligin hangi gruplar arasinda oldugunu bulmak amaciyla Mann Whitney-U
testi ile ikili karsilastirmalar yapilmistir. Gruplarin sira ortalamalar1 dikkate
alindiginda, son egitim diizeyi on lisans olan 6gretmenler, tiim alt boyutlarda,
lisans ve yiiksek lisans mezunu 6gretmenlere gore, okul miidiirlerinin etkili
liderlik 6zelliklerine daha diisiik diizeyde sahip oldugunu diisiinmektedirler. Bir
bagka ifadeyle, lisans mezunu 6gretmenler, 6n lisans mezunu 6gretmenlere gore,
okul midiirlerinin etkili liderlik o6zelliklerine daha ytliksek diizeyde sahip
olduklarmi belirttikleri soylenebilir. Bu sonuca paralel olarak, 6gretmenlerin
istihdam tiirlerine gore de goriisleri arasinda anlaml bir farklilik bulunmustur.
Anaokulu miidiirlerinin etkili liderlik o6zelliklerine sahip olma dizeyleri,
gorusleri alinan 6gretmenlerin istihdam tiirti degiskenine gore yapilan Kruskal
Wallis analiz sonuglar1 da Tablo 3’te verilmistir.
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Tablo 2

Egitim Diizeyi Degiskenine Gore Kruskal Walllis Testi Sonuglar

Ozge Karaevli

Egitim Diizeyi Lise On Lisans Lisans Yiiksek sd
Lisans
Etkili Liderlik Alt Boyutu n Sira n Sira n Sira n  Sira
Ort. Ort. Ort. Ort.
Heyecanl ZZ p
Olmak 1 21,00 34 46,16 90 7195 4 79,75 3
14.381 .002
Tetisim XZ P
Kurabilmek 1 8650 34 41,54 90 73,06 4 77,75 3
rabtmes =9 021000 ’ ’ ’ ’
Vizyon XZ D
Sahibi Olmak 1 8950 34 4446 90 72,12 4 7338 3
14.600 .002
Giivenilir )(2 P
Olmak ve —Z 1 83,00 34 42,72 90 73,11 4 66,25 3
Giivenmek 17.198 .001
Ornek Olmak P P
1 67,00 34 4526 90 7221 4 70,00 3
13.578 .005
Demokratik XZ )4
ve Hoggoriili 1 1 1 4350 34 4582 90 7223 4 70,75 3
Olmak 3.051 .005
Pozitif XZ P
Olmak 1 48,00 34 49,07 90 70,99 4 69,75 3
ma 9.064 028
Tablo 3
Ogretmenlerin Istihdam Tiirlerine Gére Kruskal Walllis Testi Sonuglart
Istihdam Tiirii Sézlesmeli Kadrolu Ucretli sd
Etkili Liderlik Alt Boyutu n SwraOrt. n SwaOrt. N  SiraOrt.
Heyecanli XZ P
Olmak 33 67,27 56 78,11 40 44,76 2
ma 19.594 000 ’ ’ ’
Tletisim XZ D
Kurabilmek 33 70,72 56 76,73 40 4385 2
19.781 .000
Vizyon Sahibi XZ D
Olmak 33 67,50 56 76,75 40 46,68 2
15971 .000
Giivenilir XZ P
Olmak ve —= 33 69,62 56 75,76 40 46,11 2
Giivenmek 15.829 .000
Ornek Olmak ZZ P
33 69,34 56 76,06 40 4551 2
17.189 .000
Demokratik ve XZ )4
Hosgoriili 33 66,87 56 75,54 40 48,68 2
Olmak 12.455 .002
Pozitif Olmak XZ P
33 69,25 56 73,01 40 50,26 2
19.544 .006
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Anaokulu miidiirlerinin etkili liderlik 6zelliklerine sahip olma derecelerine
gore farkli istihdam tiirlerine sahip Ogretmenlerden aldiklari puanlar Tablo 3’te
verilmistir. Analiz sonuglari, anaokulu miidiirlerinin etkili liderlik alt boyutlar
konusunda farkli istihdam tiirlerine sahip Ogretmenler arasinda goriis farklilig:
yasandigin1 gostermektedir. Gozlenen bu farkliligin, hangi gruplar arasinda oldugunu
bulmak amaciyla Mann Whitney-U testi ile ikili karsilastirmalar yapilmistir. Buna
gore, arastirmaya katilan Ogretmenler arasindan tcretli olarak istihdam edilen
Ogretmenlerin, sdzlesmeli ve kadrolu olarak istihdam edilen dgretmenlere goére, okul
miidiirlerinin etkili liderlik 6zelliklerinden heyecanli olmak [¥*(2)=19.594, p<.05],
iletisim kurabilmek [x?*(2)=19.781, p<.05], vizyon sahibi olmak [ )(2(2):15.971,
p<.05], giivenilir olmak ve giiven duymak [y*(2)=15.829, p<.05], 6rnek olmak
[x*(2)=17.189, p<.05], demokratik ve hosgoriilii olmak [x¥*(2)=12.455, p<.05] ve
pozitif olmak [x*(2)=19.544, p<.05] alt boyutlarmna daha diisiik diizeyde sahip
olduklarim diisiindiikleri s6ylenebilir. Gruplarin sira ortalamalarina bakildiginda, tiim
alt boyutlarda {icretli 6gretmenler sozlesmeli 6gretmenlere; sozlesmeli 6gretmenler
ise kadrolu 6gretmenlere gore, okul miidiiriiniin etkili liderlik 6zelliklerine daha diigiik
diizeyde sahip oldugunu belirtmislerdir.

[Ikdgretim okulu miidiirleri ile anaokulu miidiirleri arasinda hangi
grubun etkili liderlik 6zelliklerine daha fazla sahip oldugunu belirlemeye
yonelik olarak; ilkogretim ve anaokullarinda gorev yapan okul oncesi
ogretmenlerinden, kendi miidiirlerinin etkili liderlik 6zelliklerine sahip
olma diizeylerini degerlendirmeleri i¢in verilen Olgekte yer alan ilgili
maddeleri derecelendirmeleri istenmis ve bu dogrultuda toplanan veriler
Mann Whitney-U testi araciligtyla analiz edilmistir. Analiz sonuglar1 Tablo
4’te yer almaktadir. Tablo 4’te, ilkdgretim okulu miidiirleri ile anaokulu
midiirlerinin etkili liderlik 6zelliklerine sahip olma diizeylerine iliskin
ogretmenlerin goriislerine gore aldiklar1 puanlar verilmistir. Sonuglara
bakildiginda, goérevini yaparken heyecan duyma konusunda, ilkdgretim
okulu midiirleri ile anaokulu miidiirleri arasinda anlamli bir fark
bulunmustur (U=1552.000, p<.05). Sira ortalamalar1 dikkate alindiginda,
ilkdgretimde gorev yapan okul 6ncesi dgretmenleri, anaokullarinda gérev
yapan oOgretmenlere gore, midiirlerinin gorevlerine karst duyduklari
heyecanin daha yiiksek diizeyde oldugunu belirtmislerdir.
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Tablo 4
[lkogretim ve Anaokulu Miidiirlerinin Etkili Liderlik Ozelliklerine Ait Mann Whitney-U
Testi Sonuglart

Etkili  Liderlik Grup n Sira Sira Toplamu U P

Alt Boyutu Ortalamast

Heyecanli Anaokulu 129 77,03 9937,00 1552.000 .027

Olmak [kogretim 32 97,00 3104,00

{letisim Anaokulu 129 79,69 10279,50 1894.500 467

Kurabilmek Hki’)gretim 32 86,30 2761,50

Vizyon Sahibi Anaokulu 129 79,27 10226,00 1841.000 .339

Olmak [kogretim 32 87,97 2815,00

Giivenilir Olmak Anaokulu 129 80,10 10333,50 1948.50 .620

ve Giivenmek [lkogretim 32 84,61 2707,50

Ornek Olmak Anaokulu 129 80,40 10371,00 1986.000 735
[lkogretim 32 83,44 2670,00

Demokratik ve Anaokulu 129 79,10 10204,50 1819.000 296

Hosgoriilii [Ikogretim 32 88,64 2836,50

Olmak

Pozitif Olmak Anaokulu 129 78,74 10157,50 1772.500 210
[lkogretim 32 90,11 2883,50

Heyecanli olmak alt boyutunun yani sira, ilkdgretim okulu
miidiirleri ile anaokulu midiirlerinin etkili liderlik 6zelliklerine sahip
olma diizeylerine iliskin, anaokullarinda ve anasiniflarinda gorev yapan
okul 6ncesi 0gretmenlerinin goriislerine gore, Tablo 4’te belirtilen diger
alt boyutlarin da sira ortalamalarina bakildiginda, ilkdgretim okulu
miidiirlerinin aldiklar1 puanlar, anaokulu miidiirlerinin aldiklar1 puanlara
gore daha yiiksek diizeydedir. Aralarinda betimsel olarak farklilik
bulunmaktadir.
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Sonu¢ ve Tartisma

Aragtirmanin bu boliimiinde, arastirmada elde edilen bulgular
tartisilmis ve Onerilere yer verilmistir.Bu aragtirmada, okul miidiirlerinin
etkili liderlik 6zelliklerine sahip olma diizeyleri ve liderlik davranislari,
goriigleri alinan 6gretmenlerin egitim diizeyleri ve istthdam tiirlerine
gore incelenmistir. Anaokulu miidiirlerinin liderlik nitelikleri farkli
egitim diizeylerine sahip Ogretmenler tarafindan degerlendirilmis ve
lisans mezunu olan 6gretmenlerin, 6n lisans mezunu olan 6gretmenlere
gore miidiirlerinin etkili liderlik 6zelliklerine daha yiiksek diizeyde sahip
olduklarmi belirttikleri goriilmiistir. On lisans mezunu Ogretmenler,
okullarda ancak {icretli 6gretmen olarak istthdam edilebilmektedir.
Kadrolu olarak gorev yapan 6gretmenler ise, devlet memurlar1 kanununa
tabi olduklar1 igin belirli haklara sahiptirler. Ucretli olarak calisan
O0gretmenin caligma performansi begenilmedigi takdirde miidiir tarafindan
¢alismasinin sonlandirilmsi {izerine karar verilebilmesine karsin kadrolu
o0gretmenler i¢in boyle bir durum s6z konusu degildir. Bu yiizden ¢alisma
saatleri disinda da, okulla ilgili islerde verilen gorevlerde agirlikli
olarak ticretli 6gretmenlerin tercih edildigi séylenebilir. Bu durum okul
miidiiriniin demokratik ve anlayisli bir davranisa sahip olup olmamasina
baghdir. Boylelikle anaokullarinda goérev yapan 6n lisans mezunu
ticretli 6gretmenler, kadrolu 6gretmenler ile aralarinda ayrim oldugunu
diistinmekte ve miidiirlerini demokratik bulmay1p ideal birer 6rnek olarak
gormemektedirler. Bursalioglu (2012) da etkili liderlik davraniglarim
“yap1y1 kurma ve anlayis gosterme” boyutlar tizerine kurmustur. Anlayis
boyutu, arkadaslik, glivenme, saygi ve ictenligi kapsamaktadir. Miidiir-
ticretli 6gretmen diyalogunda demokratik, hosgorii, anlayis ve igtenlik
konularinda bazi sikintilarin oldugu dolayisiyla anaokulu miidiirlerinin
sahip oldugu etkili liderlik o6zelliklerinin bu boyutunda kendilerini
gelistirmeye caligmalar1 gerektigi soylenebilir.
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[Ikdgretimdeki anasiniflarinda galisan gretmenler, ilkdgretimdeki
diger kademelerin birbirine daha yakin, okul 6ncesi 6grencilerinin ise
yaslarinin kii¢iik olmasindan ve zarar gormelerini engellemek diisiincesiyle
anasimiflarinin diger iist smiflara ve dolayisiyla idareye daha uzak bir
konumda yer almasinin bir sonucu olarak mesai saatlerinde miidiirlerini
sik sik gormemektedirler. {1kdgretimdeki miidiirler, ilgi ve enerjilerini iist
kademelere daha fazla vermelerinden dolay1 anasimifi 6grencilerini ya
da 6gretmenlerini yoracak etkinlikler talep etmemektedirler. Bu yiizden
ogretmenler de miidiirlerinin kendilerine karsi hosgoriili oldugunu ve
pozitif davrandigini diigiinmektedirler.

Okul oOncesi egitimde, ¢ocugun gelisimini tamamlamasi ig¢in
ona zaman tanimak ve gerek cocuklari gerek Ogretme isini sevmek
onemlidir. Okul 6ncesi egitimde akademik agidan bir basar1 beklentisi
ya da basarisizlik kaygist olmamasindan dolayr ilkdgretim okulu
midiirleri bu konuda rahattirlar ve okul 6ncesi 6gretmenlerine kars1 daha
nazik ve hosgoriilii olabilmektedirler. Oysa ki anaokullarinda durum
farklidir. Anaokullarinda 6gretmen ve miidiir neredeyse tiim giin birlikte
calisir. 1lkdgretim okullarma kiyasla ¢ok daha kiigiik bir binada gorev
yaptiklarindan dolay1 siirekli iletisim halindedirler. Bagka bir konu da,
anaokullar arasindaki rekabettir. Bolgede bulunan anaokulu sayisi fazla
ise okul miidiirleri farkli olabilmek ve 6grenci kayitlarini arttirmak adina
velileri hedef almakta, bunun i¢in de yaptiklar etkinliklerle ¢evresinden
takdir toplama ve 6n plana ¢ikma cabalarina girmektedirler. Okul 6ncesi
egitimi gelistirmek ve yayginlastirmak amaciyla yapilan caligmalar hig
stiphesiz takdire sayandir fakat bahsedilen durum bundan farkli olarak,
ogrencilerin ve O0gretmenlerin dinlenmelerine miisaade etmeden siirekli
bir kosusturmaca i¢inde bulunmalarina neden olmaktadir. Okul Oncesi
egitimde amacg ve ilkelere bakildigi zaman, bu abartili progamlarin
yapilmasina yonelik higbir ibare bulunmamaktadir. Aksine c¢ocuga
verilecek herseyin hazir oldugunda ogretilmesi gerekir. Onun birseyi
ogrenirken ya da yaparken oncelikle istekli olmasi ve o isi yaparken zevk
almasi gelisimi i¢in onemlidir. Bu yilizden ¢ocugun gelisimi ve egitimi
disinda kurumlarin reklamlar1 amaciyla ¢ocuklari kullanmaya ¢aligmalari,
gizli bir ama¢ olmaktan ¢ikmalidir. Cocuklarin gelecekteki Ogretim
kademelerinde basar1 ve derece adina yeterince yaris yaptirilacaklart ve
yaftalanacaklar1 g6z 6niinde bulunduruldugunda, okul 6ncesi 6grencisinin
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bu kademedeki egitim ve 6grenim hayatini daha fazla sevgi ve huzur
ortaminda gegirmesinin daha fazla tercih edilmesi gerektigi sdylenebilir.

Anaokullar1 ve ilkégretim okullarinda gorev yapan okul dncesi
O0gretmenlerin zlimre toplantilarinda biraraya gelmelerinin yani sira
anaokullar1 ile bilinyesinde anasmifi bulunan ilkogretim okullar
miidiirlerinin de biraraya geldikleri zamanlarda, okul Oncesi egitim,
egitim-6gretim yili kapsaminda yapilacak calismalar, Ogretmenlerin
lizerine dlisen gorevler gibi konularin {izerinde daha fazla durmalari, bu
konularda goriismeleri, tartismalar1 ve ortak bir yol haritasi belirlemeye,
birlikte yeni projeler gelistirmeye ¢alismalar1 saglanabilir. Bu iki egitim
kademesinin miidiirleri arasinda mesleki ve kisisel gelisim konusunda da
egitim ve paylasimlar yapmak iizere gerekli ortamlar olusturulabilir.

Arastirmanin bulgularindan biri de, {icretli olarak istihdam
edilen Ogretmenlerin, kadrolu ve sozlesmeli olarak istihdam edilen
Ogretmenlere gore anaokulu miidiirlerinin liderlik niteliklerine sahip
olma derecelerinin daha diisiik diizeyde oldugunu belirtmeleridir. Daha
onceden, anaokullarinda usta 6gretici olarak gorev yapan 6gretmenler, usta
Ogretici istihdam tiiriiniin kaldirilmasindan sonra ticretli 6gretmen olarak
calismaya devam etmislerdir. Bu durum en fazla onlarin maddi agidan
olumsuz etkilenmelerine neden olmus, ticretli 6gretmen olarak calisma
saatlerinin karsiligin1 alamadiklari i¢in, ayn1 ticreti alip ¢alisma saatleri
daha az olan ilkdgretim okullarini tercih etmeye baslamislardir. Bunun
disinda, elde edilen bulgunun nedenleri arasinda, kadrolu ve sozlesmeli
Ogretmenlerin okul i¢inde ticretli 6gretmenlere karsi gelistirdikleri tutum
ve yaklagimlar1 gosterilebilir. Diger 6gretmenler okulda daha angarya
ya da oyalayici olarak gordiikleri islerin {icretli 6gretmenler tarafindan
yapilmasi gerektigini diistinebilir ve bunun sonucunda ticretli 6gretmenler,
hem c¢alisma arkadaslarina hem de okul miidiirlerine karsi olumsuz
diistinceler besleyebilirler. Kadrolu 6gretmenler de okul miidiirlerinin
liderlik niteliklerine sahip olma diizeylerinin, soézlesmeli 6gretmenlere
gore daha yiiksek diizeyde oldugunu belirtmislerdir. Bu arastirmanin
sonrasinda sozlesmeli olarak istihdam edilen 6gretmenler de kadroya
geemislerdir.
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Okulundaki 6gretmenleri istihdam tiiriine gore hiyerarsik bir siraya
koyan miidiir, bu siray1 dikkate alarak davranislarini diizenliyorsa, liderlik
niteliklerinde yer alan boyutlarin biiyiik bir kisminda kadrolu 6gretmenlere
gosterdigi hosgoriiyii ve demokratik davraniglari, pozitifligi ticretli olarak
istihdam edilen 6gretmenlere kars1 gostermedigi, onlara giiven vermedigi
an, bu Ogretmenlerin miidiirlerini degerlendirme perspektifi farkl
olacaktir. Halbuki okullarda, 6gretmenin istthdam bigimi gozetilmeksizin
okul miidiirleri ile 6gretmenler arasinda giivene ve isbirligine dayali
pozitif bir ortam olusturulabilse, bahsedilen tiim olumsuzluklarin ortadan
kalkmasi daha kolay olabilir.
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Ozet: Bu caligmanin amaci, Gana egitim sisteminin, egitimde miikemmellik arayisin
ontindeki engelleri belirlemektir. Bir baska ifade ile Gana okul midiirlerinin mesleki
gelisimi ve bu siiregte karsilagilan sorunlarin {istesinden gelinmesi igin Oneriler
gelistirmektir. Gana’da okul miidiirlerinin 6grenme, 6gretme ve 6grenci basarisindaki
etkisi ¢ok disiiktiir. Gana’da okul yoneticileri, glinlik rutin islerde zamanlarinin
biiyiik bir kismi harcamaktadirlar. Gana’da miidiirlerin mesleki gelisimi ve egitimi
egitim bakanligi veya il milli egitim miidiirliikleri tarafindan merkezi olarak hazirlanip
yiriitiilmektedir. Merkezden yiiriitiilen hizmet i¢i egitim ¢aligmalar1 olduk¢a yetersiz
ve ¢ogu zamanda diizensiz, rastgele yapilmaktadir (Anamuah-Mensah, 2006). Ayrica
okul miidiirlerinin atanmasinda prosediirler ve atamalarinda da yalnizca kidemin esas
alinmasi okul miidiirlerinin etkililigini diigiiren en 6nemli sebeplerin basinda gelmektedir.
Bu bakimdan mesleki bilgi temelleri zayif olan okul yoneticilerinin etkililigi de zayif
kalmaktadir (Godwyll 2008; Oduro, 2003). Bu calismada, il veya egitim bakanliga
tarafindan diizenlenen mesleki gelisim egitimleri yerine okul temelli mesleki gelisimin
esas alinmasi Onerilmektedir. Bu c¢aligmanin sonucunda; okul merkezli mesleki
gelisim, profesyonel dgrenme topluluklar1 anlayisi esas alinarak okul yoneticilerinin
kapasitelerinin gelistirilmesinin &grenci basarist i¢in daha yarali olacagi sonucuna
varilmistir.

Anahtar Kelimeler: Ogretim liderligi, mesleki gelisim, mesleki 6grenme toplumu, okul temelli mesleki
gelisim.
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Abstract: This paper identifies a limitation in the Ghanaian educational system, which is
respected for its pursuit of excellence. Recommendations are offered for the remediation
of the shortcoming that reflects an inadequacy in the professional development that is
provided for the country’s head teachers. The significance of the shortcoming is that
it influences instruction, learning, and student achievement in the country’s schools.
Professional development for the head teachers has typically been organized by the Ghana
Education Service, the operational office of the country’s Ministry of Education. The
nationally-based endeavor tends to be delivered in a limited manner, which contributes to
the unsystematic and ineffective development of the head teachers (Anamuah-Mensah,
2006). To make matters worse, the procedures, which are used to appoint and train the
head teachers, are respectively seniority-based and ineffective. The outcome is head
teachers, who are without the knowledge-base and skill-set that are needed to provide
relevant instructional leadership and management (Godwyll 2008; Oduro, 2003). A
proposal is offered to implement school-based, as opposed to the current district and
regional-based, professional development. The school-based approach would be framed
based upon the tenets of a professional learning community, with an ultimate objective of
improving the capacity of the head teachers to provide leadership for student achievement
(Bell & Stevenson, 2006; Hoyle, 1986).

Keywords: Instructional leadership, professional development, professional learning community, school-
based.

This is a conceptually based paper regarding education in Ghana. The
paper is focused, in general, upon the administration of Ghanaian schools,
which are typically led by head teachers. More specifically, attention is
given in the paper to the work of the head teachers and the nature of
their preparation for the work, particularly as it pertains to instructional
leadership and management. In order to address this objective and to
provide the reader with an introduction to the study, a short historical
review of education in Ghana from 1592 is provided. Education from the
time that Ghana gained its independence in 1957 is described in more
detail, with a description of the role of the Ministry of Education and the
Ghana Education Service including their relevance to the work of head
teachers. A shortcoming in the Ghanaian education system is described.
The shortcoming pertains to the insufficient training of head teachers
and its ramifications on instruction and learning. The problem statement,
research question, and the significance of the study, which particularly
pertain to the need for enhancement of the professional development
of the Ghanaian head teachers and their provision of leadership and
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management, are then presented. A discussion of proposed ways in which
the needed professional development might be pursued is included. The
paper ends with a proposal of related studies that might be conducted in
the future in order to purse a broader and deeper understanding of the
preparation of head teachers and its relation to instruction and learnng.

Overview

Formal education in what is now Ghana began in 1592 in the
castles along the Gold Coast, with the arrival of European merchants
(McWilliam & Kwamena-Poh, 1978). The goal of these merchants was to
use education to produce clerks, who were capable of assisting in trading
activities and who also could help with the introduction of Christianity
to the indigenous population of the region (Graham, 1971; McWilliam
& Kwamena-Poh, 1978). While the merchants may have been served
by the objectives, they construct had been narrowly constructed and had
failed to address the socio-economic aspirations of the clerks. Their needs
were served more effectively when successive merchants, particularly the
British who colonized the Gold Coast, diversified the curriculum. These
efforts led to the declaration of the Educational Ordinances of 1852, 1887,
and Guggisberg’s 16 Principles of Education (McWilliam & Kwamena-
Poh, 1978).

Current System

Ghana gained independence in 1957, which led to multiple changes
in its education system. The structure of the current educational system
consists of (a) two years of pre-school education, for children who are four
to six years of age; (b) six years of primary education for children who are
six to twelve years of age; (c) three years of junior high school education
for children who are twelve to fifteen years of age; and (d) three years of
senior high school and tertiary education. The latter consists of four years
of university education or two to three years at a polytechnic and teacher
training college. Several specialized institutions in nursing and agriculture
also exists (Report of the President’s Committee on Review of Education
Reforms in Ghana, 2002).
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Changes Leading to the Current System

Some of the major changes in the educational system, leading
up to the current system, seem pertinent to the focus of this paper. The
governments, which have existed since the time of independence, have
intensified the struggle for an effective education for Ghanaian children.
For example, the government in place in 1972, which was under the
military regime of Colonel I. K. Acheampong, mandated that a committee
would be led by Professor N. K. Dzobo of the Faculty of Education,
University of Cape Coast, in order to review the structure and content
of Ghanaian education with the intent of making recommendations for
improvements (McWilliam & Kwamena-Poh, 1978).

The report of the Dzobo committee presented in 1974 and initiated
in 1975, had suggested that the structure of education should constitute:

* Kindergarten education: with a duration of eighteen to twenty-
four months for children of four to six years of age;

* First cycle education: with a duration of six years of primary and
three years of junior secondary school education; and

* Second cycle education: for junior secondary students, who
would address two years of coursework at the senior secondary level. This
coursework would be followed by two years of coursework course at the
advanced level or in a teacher or a polytechnic program.

The junior secondary school system is the idea of the Dzobo
committee. The system had been designed to replace the middle school
system. However the replacement had not been initially successful,
as the middle school system had continued alongside of the junior
secondary school system, particularly in the rural areas (McWilliam &
Kwamena-Poh, 1978). The junior secondary schools had been led by head
teachers, who had been considered to be experienced due to their long
tenures of service as teachers. Unfortunately, their experience had not
been complemented with relevant professional development regarding
effective ways to provide leadership and management for the schools
(McWilliam & Kwamena-Poh, 1978). The implementation of the Dzobo
report suffered other setbacks, as a result of the shortage of teachers and
textbooks, coupled with a poor infrastructure.

The Provisional National Defense Council government, under
the leadership of Flight Lieutenant J. J. Rawlings, gained control of
Ghana in the early 1980s. Rawlings decided to address the anomalies
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of the educational system with financial support from the World Bank,
an initiative which led to the Educational Reform of 1987. The reform
replaced the remaining middle schools in the country with junior secondary
schools and introduced the Basic Education Certificate Examination,
as a requirement for entrance into senior secondary schools. While the
Provisional National Defense Council government had been determined
to make positive changes in the educational system, the head teachers
of the junior secondary schools remained unprepared, as they had been
during the implementation of Dzobo’s report. The head teachers, not
only were untrained, but they experienced limited opportunities to obtain
training to improve their leadership and management skills.

Improvement to the management of the junior secondary schools
was emphasized in the 1992 Constitution, which introduced the Free
Compulsory Universal Basic Education Act (Ghana Education Service,
2001). The importance of school management was recognized in the act,
as it required head teachers to receive training in school management
(Ghana Education Service, 2001) in order to perform their tasks more
effectively. The act also mandated that the work of the head teachers
be augmented by the stakeholders of the individual schools, who were
expected to contribute to school policy formulation and implementation
(Ghana Education Service, 2001).

Ministry of Education and Ghana Education Service

The Ministry of Education currently is responsible for the
provision of education in Ghana. The ministry exercises financial control
and formulates national educational policies. The ministry, however,
directs that the policies be implemented by its agencies, one of which
is the Ghana Education Service. It is responsible for implementing all
pre-university educational policies formulated by the ministry. The
Ghana Education Service has offices in the various municipalities and
regions of the country. The offices are headed by directors of education,
through whom the service attempts to ensure that the schools are operated
effectively. The schools can be categorized as being public and private
schools. Some of the public schools are solely established and managed
by the government, while others are the function of religious organizations
and in individuals in some cases.
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The expected work of head teachers had been formulated by the
Ministry of Education and the Ghana Education Service in 1995 through
the introduction and implementation of a handbook (Oduro, 2003). A
purpose of the handbook had been to define and support the work of the
head teachers. However, the implementation of the hand book had not met
the objective of equipping the head teachers with the knowledge, skills
and attitudes required for their job. While management efficiency of the
schools had been emphasized with the Free Compulsory Universal Basic
Education Act of 1992, the literature suggests that preparation of the head
teachers is still one of the problematic areas in educational development of
the country (Bush & Oduro, 2006; Oduro, 2003; Report of the President’s
Committee on the Review of Education Reforms in Ghana, 2002).

Head Teachers in Ghana

The purpose of this section is to describe the preparation, basis
of appointments of teachers to head teachers, the responsibilities, and
the implications on instruction and learning of the shortcomings of the
preparation of the head teachers. An attempt is made to create a rationale
for the premise that the head teachers have not received adequate training
to address their responsibilities.

Preparation and Appointment of Head Teachers

Teachers in Ghana traditionally are expected to obtain the senior
superintendent rank in the Ghana Education Service before they are
appointed as head teachers. At the senior superintendent rank, the teachers
are considered to be experienced enough to manage schools. Head teachers
begin their careers as teachers. Teachers are prepared during a two-year
period, which includes little or no attention to leadership and management
skills (Zame, Hope, Respress, 2008). Appointments to the head teacher role
occur without any form of specialized preparation, other than experience
as a teacher. More specifically, the appointment of head teachers is largely
based upon a teacher’s seniority in “rank™ and “teaching experience,”
as opposed to pre-appointment training (Oduro, 2003 p. 310). The
appointments appear to be made on the assumption that an experienced
classroom teacher will make an effective head teacher (Amuzu-Kpeglo,
1990). This practice has become a norm, as the educational reforms that
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have occurred in the Ghanaian educational system lack the inclusion of
leadership development for aspiring head teachers (Zame, et al., 2008).
This lack of professional leadership development, according to Zame, et
al., (2008), results in head teachers, who possess inadequate preparation
for the professional tasks and competencies which have been identified by
Davis, Darling-Hammond, La Pointe & Meyers, 2005; Levine (2005), as
being needed by current school leaders.

Responsibilities of the Head Teachers

The lack of leadership and managerial preparation that teachers,
prior to the time that they are appointed as head teachers, is coupled with
enormous responsibilities of the position. The head teachers of schools are
expected to address many tasks, including the appraisal of the teachers,
curriculum implementation, instructional supervision, school-community
relationships, and school facilities. The head teachers are also responsible
for managing financial, staff, and student matters (Ministry of Education,
1994; Ministry of Education, 2002).

The responsibilities of the head teachers are addressed with the
help of assistant head teachers. Support is also expected from a school
management committee, a board of governors, and a parent teacher
association, which are supposed to provide the schools with needed
infrastructure and equipment such as furniture. Teachers also contribute
to the operation of the schools by managing the day-to-day instructional
and learning environment (Ministry of Education, 1994; Ministry of
Education, 2002).

Even with the assistance that is provided for the head teachers, they
have enormous responsibilities. For example, Ghanaian head teachers, by
definition, are expected to be instructional leaders and managers. However
the expectation has to be addressed under challenging conditions. For
example, head teachers often teach and supervise teaching. Attempting
to be the leader and manager of a school, while at the same time trying to
address a full-time teaching load, is rather common in Ghanaian schools,
especially in the locations in which there are shortages of teachers. Some
head teachers even have to address combined classes. The supervisory roles
of head teachers involves ascertaining if the teachers are teaching and the
children are learning, which necessitates considerable time and effort that
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could easily conflict with teaching a classroom or a combined classroom
of students. For example, the supervisory role requires witnessing the
manner in which the teachers are delivering their lessons and the ways in
which the children are responding to the lessons. This endeavor is coupled
with an examination of the contents of the pupils’ exercise books, with the
intent of gleaning information that could be used to provide the teachers
with specific information regarding the levels of success of the students
with their lessons.

The head teachers have other duties. For example, they are expected
to review and provide reactions to the lesson notes of the teachers. This
vetting process ranges from performing rigorous reviews to confirming
that the teacher actually has developed notes. The ideal approach, which
is not always met due to all of the other duties of the head teachers, is
to ascertain if the objectives of the lessons are achievable, the teaching-
learning aids are relevant to the lessons, and the stated methods of
presentation are suitable for the pupils. Another role of the head teachers
pertains to continuous assessment, which is an educational policy of the
country that is used to assess the cumulative performance of the students
over the entire duration of their education (EQUIP 1, 2003). To this end,
the head teachers are expected to ensure that the teachers maintain timely
and accurate records of the students’ progress (Ministry of Education,
1994).

Head teachers, out of necessity, are expected to work with trained
and untrained teachers (Bush & Oduro, 2006; Oduro, 2003; Oduro &
MacBeath, 2003). The untrained teachers are often recruited to meet the
demand for teachers in rural schools. The national policy mandates the
number of teachers that are required for a school. However, the number
of teachers in each of the schools varies. The schools in the urban and
suburban areas often have the required number of teachers. On the
other hand, the schools in the rural areas are often not able to obtain the
required number of teachers, which contributes the challenges facing the
head teachers in these schools. The phenomenon appears to reflect the
perception among teachers that an attractive social lifestyle is available in
the urban and suburban areas, as compared to the limited opportunities to
engage in social and cultural activities that exist in the rural regions. The
limited number of teachers in the rural schools, itself, tends to contribute
to less attractive working conditions. More specifically, the fewer number
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of teachers in these schools can result in assignments of more than three
subjects per teacher, while the teachers in the urban and suburban areas
often have two subjects, usually subjects of specialization (Ministry of
Education, 1994; Ministry of Education, 2002).

The expectations of the head teachers in Ghana are described by
Kennedy (2002) to include the work of a child advocate, community leader,
emotional leader, visionary, instructional leader, politician, strategist, and
manager responsible for increased levels of achievement for all students
and the equitable allocation of resources. Kennedy (2002) expresses that
the work of head teachers is so overwhelming that the job postings might
read, “Only God Needs to Apply.”

Head Teacher and Teacher Development

One of' the roles of the head teachers involves teacher development.
The lack of preparation of the head teachers to provide leadership for
the professional growth of the teachers and the expectations for these
teachers to address the contemporary challenges of instruction and
learning represents a troublesome conflict (Reiman & Sprinthall, 1993;
Speck, 1998; Thies-Sprinthall, 1984). After all, teachers now require
different instructional skills than those employed in the past (Chermack &
van der Merwe, 2003). In addition, the traditional methods of providing
professional development through short-term workshops and in-service
training, which has represented the norm in Ghana, are typically limited
and insufficient to prepare the teachers to address the current challenges of
their work. In other words, the inefficiencies in the traditional approaches
necessitate the need for improved methods of teacher development that
are relevant to the demands of the contemporary classroom.

The inadequacies of the preparation of the head teachers to address
teacher development appear to have resulted in the Ghana Education
Service conducting onetime in-service trainings for teachers. The actions
of the service seem to reflect that it does not regard the head teachers
as instructional leaders and managers, capable of providing professional
development for the teachers. The Ghana Education Service appears to
be aware of the inadequacies of the training that has been given to the
head teachers, which has rendered them incapable of addressing their
responsibilities as instructional leaders (Zame, et al., 2008).
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The one-time in-service trainings provided by the Ghana Education
Service do not appear to have been successful. The in-services have been
conducted at the district and regional, as opposed to the school, level. A
few teachers are selected to partake in the one-time in-service trainings,
due to the lack of funds to sponsor all of the teachers in the school. A
portion of the strategy is that the selected teachers, who have participated
in the in-services, will transfer the knowledge learned to the other teachers,
who have not been able to partake in the trainings. However, this strategy,
as it has been implemented, is not resulting in the desired objective, as the
teachers who receive the training are not always able to share what they
have learned with their colleagues. The lack of opportunity reflects the
tight school-day schedule for teachers and the lack of financial resources
to provide a per diem for the teachers to attend weekend training sessions.

The preparation of the head teachers is evidently limited and for
that matter inadequate (Bush & Oduro, 2006). Even on the rare occasion
that head teachers receive training, it tends to occur after, as opposed to
prior to, their appointments. According to a finding of Oduro’s research,
the participants had complained that the training had been conducted too
late and should have been provided prior to the time that they had been
appointed as head teachers. Training at both stages is obviously needed.
The post-appointment training is typically structured in a limited in-service
format. To contribute to the limitation of the approach, the preparation
is usually provided by international agencies for urban and semi-urban
schools, which results in the rural school head teachers not having an
opportunity to benefit from the training. The identification of the number
and categories of the schools for which the head teachers are selected to
receive the training, often is made by outside agencies, which appear to
lack an understanding of the contextual needs for ongoing training for
all head teachers in Ghana. Another limitation of the in-service program
funded by outside agencies, according to Oduro (2003), is “the training
programs cease once the project is accomplished because the Ghana
Education Service complains of lack of money to sustain them” (p. 309).

Additionally, Kitavi and van der Westhuizen, (1997) emphasize
that the ways that head teachers are trained, selected, inducted, and in-
serviced, have caused them to be ill-suited as effective and efficient school
managers, let alone to be instructional leaders. The Ghana Education
Service, according to Weller (2001) views the role of the head teachers
as the manager of schools and enforcers of discipline, as opposed to
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instructional leaders. If the findings of Weller (2001) are accurate, then
a rhetorical question might be raised regarding the manner in which
the Ghana Education Service should help the head teachers to become
instructional leaders.

While the procedures used in appointing, training, inducting, and
in-servicing head teachers tend to be recognized as being inappropriate
in many developing countries, not just Ghana, they still represent a
substantive deficiency for the operation of the schools (Bush & Oduro,
2006). Appointing head teachers, without equipping them with relevant
and useful knowledge and competences, affects the quality of leadership
and management, which they are prepared to provide (Kitavi & van der
Westhuizan, 1997). With consideration of this discussion of the educational
system of Ghana, this paper seeks to highlight the need to prepare the head
teachers more thoroughly and effectively to become leaders and managers
of instruction, as opposed to appointing the head teachers simply based
upon the number of years that they have been teachers.

Problem Statement

Professional development for Ghanaian head teachers, as it has
been previously described in this paper, is reported to be inadequate.
The attempts, which have been made for professional development, have
typically been organized at the regional and district levels in the form limited
in-services with less than favorable outcomes. Meaningful professional
development, which captures modern approaches, is significant to the
preparation of head teachers for their provision of effective leadership
and management of instruction. For this reason, the quality of instruction
and learning in the schools of Ghana are being influenced in a negative
manner by the inadequacies of the professional development. Student
achievement appears to be suffering. Options to solve the problem exist.
However they are not being utilized. Suggestions to address the problem
will be proposed later in the paper.

Research Questions

Consideration of the problem statement for this study has resulted
in the identification of the following research questions that are offered to
guide the study.
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1. What are the inadequacies and sources of the inadequacies in
the professional preparation of Ghanaian head teachers and teachers?

2. Why should the inadequacies be addressed? Are the negative
implications of the inadequacies of adequate substance to deserve the
appropriation of resources to address them?

3. What thoughtful and strategic approaches might be used to
remediate the inadequacies?

4. What challenges appear likely to be encountered with the
implementation of plans to address the inadequacies in professional
development?

Significance of the Conceptual Study

The significance of this conceptual study pertains to the
insufficient manner through which professional development is offered to
support needed leadership, instruction, and learning in Ghanaian schools.
The ultimate outcome to this inadequacy appears to be its influence on
student achievement. After all, student achievement typically thrives in an
environment that has effective instructional leadership. Related evidence
is provided that could be used by the Ghana Education Service to develop
a framework to create and implement improved and relevant professional
development.

Educational policy makers in Ghana and for that matter, the
developing world, would hopefully find the outcomes of this study to be
useful to their work. The results of the study could be used by the policy
makers as a rationale for the development of statutes and appropriations
that would nurture a meaningful desire among head teachers and teachers
to embrace and implement useful forms of professional development. The
content of this paper may also provide information for university-based
programs in Ghana and other parts of the world regarding leadership and
management development. An immediate objective would be to prepare
head teachers, who are capable of addressing the complexities that
confront contemporary Ghanaian education.

Ways to Address the Shortcoming

This section includes a continued discussion of professional
development and its related shortcomings for the teachers and particularly



Challenges of Head Teachers as Instructional Leaders: A Ghanaian Perspective 65

the head teachers in Ghana. The discussion of the shortcomings is coupled
with suggested ways to improve the situation. Specific attention has been
given to the use of school-based professional development and professional
learning communities. The section is culminated with a proposal to help
head teachers to become more effective leaders, particularly as leaders of
instruction and learning, which is the primary objective of their work.

Discussion of Professional Development

The term “professional development” is frequently used to refer to
human resource development, in-service training, and staff development.
The foundation for the term can be found in the concept of such
enterprises as adult education, training, consultation, and planned change.
The ingredients of these enterprises can be used to craft ongoing and
systematic staff development. The typical objective of the development is
to support the capacity of the participants in a manner that is focused on the
pursuit of organizational and individual goals. The intent of professional
development, within schools, is to enhance instructional practices and
learning outcomes by improving the instructional leadership skills of the
head teachers (Harris & Bessent, 1969).

The degrees of obtained desired outcomes of educationally-based
professional development most often reflect the manner in which the
development is approached. For example, the development of teachers
and head teachers is best grounded in an approach that reflects respect and
offers attention to andragogy (Knowles, 1989), the study of the precepts
of adult education. Other important aspects of adult education include
the involvement of the participants in the identification of the topics to be
studied. Involvement, in this context, pertains to meaningful and engaged
learning, which is relevant to the work and lives of the participants (Barber,
1983; Bruder & Nikitas, 1982; Harris, 1989; National Association of
State Boards of Education, 1991; Sadowski, 1993; Urick, Pendergast, &
Hillman, 1981).

Many teachers, according to Guskey (2000), consider professional
development to be a waste of their time and they simply tolerate the form
of education in order to fulfill their licensure obligations. The teachers
perceive development as a “necessary evil,” which provides limited
relevant professional growth (Guskey, 2000). These reactions tend to
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reinforce the importance of exhibiting respect for the adult participants,
by including them in the planning and participation of the professional
development.

In spite of the apparent need for the provision of professional
development for head teachers and teachers in developing and
underdeveloped countries, as previously mentioned in this paper,
very few of these countries have devoted meaningful attention to the
implementation of such training. Professional development programs are
often organized in ineffective ways. An example would be the countries,
such as Ghana as previously mentioned, in which the professional
development activities are located at centralized locations and for this
reason are often inaccessible to the head teachers and teachers in the
rural areas, who are frequently beginners and particularly needing of
the training Oduro (2003). The centralization and subsequent lack of
accessibility of the professional development often represents a failure
of governmental and non-governmental agency leaders to recognize that
professional development represents a priority for which resources should
be appropriated.

School-Based Professional Development and Learning
Community

The reported shortcomings of the district and regional-based in-
service programs of the Ghana Education Service have resulted in the
authors of this paper suggesting that careful consideration be given to
the use of an alternate, namely a school-based approach to professional
development. It can be defined as an initiative that is focused upon the
provision of professional development, as a function of a school, as
opposed to a district, region, or nation. School-based programs are often
a part of a school-based professional learning community (Dufour, 2004;
Dufour & Eaker, 1998), which represent a concerted and collaborative
effort by the stakeholders of a school to focus its resources on learning.
While a bit different, the concepts of a learning community tend to
intersect with tenets of a learning organization (Senge, 2006). School-
based professional development is typically provided for head teachers
and teachers with the intent of helping them to improve their capacities to
address the learning needs of their schools’ students (Evans, 1993).
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A primary value of a school-based approach is that its location
can contribute to enhanced opportunities for the involvement and
participation of the head teachers and teachers. The involvement and
participation frequently lead to the obtainment of a sense of ownership and
commitment among the participants to the work of the school. A related
value of a school-based professional learning community is that it can
foster an intrinsic focus instruction and learning (Harter, 1981; Husman,
Derryberry, Crowson, & Lomax, 2004) that would almost certainly bolster
student learning. An intrinsic focus emerges with the obtainment of a
strong sense of commitment. The obtainment of an intrinsically motivated
commitment within a learning community will lead to the enhancement of
instruction and learning.

School-based professional development also can act as a conduit
to organize the work of the head teachers and teachers for the pursuit
of identified leaning objectives. Many schools have objectives, as do
the members of the staff within the schools. As stated by, Evans, (1993)
schools are served by objectives, particularly learning objectives, which
define the work of the instructional staft members. The identification of the
objectives can be used to focus the members’ work in a manner that will
result in the desired outcomes and in accord with the available resources.

Both financial and human resources need to be considered in this
context. The obtainment of the learning outcomes can be improved if
the human resource, that is the work of the members of the school, is
supported by professional development, particularly development that is
focused upon the objectives of the school. For example, the school-based
administrators and teachers in the schools of some countries develop
individual objectives that are complementary to the objectives of their
schools and approved by their supervisors. The approval includes support
for professional development that will help the teachers and school
administrators to pursue the objectives. In other words, the professional
development process is based upon and coordinated with the learning
objectives of the school, which frequently have been developed to be in
sync with objectives of the district and the available resources.

The implementation of a school-based professional development
program in Ghana could be augmented if the head teachers had the
capacity to create among the teachers the collective vision of a professional
learning community. However, the pursuit of such a vision (Chermack
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& van der Merwe, 2003) would require that the head teachers had
participated in related professional development. Such preparation could
help the head teachers to understand and act as the leaders of communities.
This understanding would represent a new perspective for many of the
head teachers and would necessitate that they be prepared to provide
instructional leadership in ways that are different from the approaches
with which they have been accustomed. For example, the head teachers
would need to interact with and seek input, in an authentic manner, from
the other teachers and even the students in order to establish and pursue
the type of learning goals that are typically inherent to a professional
learning environment (Chermack & van der Merwe, 2003). Such an
approach would positively affect the ultimate goal of improving student
achievement.

Effective Leadership for Instruction and Learning

Being able to provide effective leadership for the implementation
of school-based professional learning communities in Ghana could
augment the work of the of head teachers. Among other things, the
head teachers of Ghana are regarded as the primary school leaders at
the elementary, middle and high school levels, who are responsible for
instruction, learning, and student academic success (Southworth, 2002).
In order to obtain these objectives, the head teachers are responsible for
related matters such as aligning and implementing the standards-based
curriculum in a way that contributes to student achievement and for
assessing the teachers in a manner that is in alignment with curriculum
(Elmore, 2000). In fact, research reflects that the work of head teachers
is second only to the effects of classroom teachers on instruction and
learning (Leithwood, Harris & Hopkins, 2008). Three of the primary
domains of instructional leadership, according to Hallinger and Murphy
(1987), relate to the work of a head teacher. They pertain to the vision of a
school, a positive learning culture and climate, and the effectiveness with
which the school is managed, which of themselves can be monumental.
Head teachers are reportedly torn between focusing on their instructional
and managerial responsibilities (Dimmock, 1996).

The demands on the work of head teachers appear to be too large
to be addressed without even support than they already receive (Hulme,
2003) and to coordinate well with the notion that school leadership works
best in a transformational (Leithwood & Jantzi, 2006; Leithwood &
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Poplin, 1992) and distributive (Elmore, 2000; Harris, 2004) as opposed
to a transactional and directive, manner (Hulme, 2006). The proposed
relevance of the use of a distributed leadership by head teachers appears
to be complementary to the notion that classroom teachers are the
instructional experts in the building. In fact, head teachers depend upon
the teachers for the implementation of the curriculum; a relationship that
is based on cohesion and collaboration as promoted in a professional
learning community (Hulme, 2006).

Closing and Recommendations

The outcomes of research, as reported in this paper, support
a relationship between the effectiveness of the head teachers and the
outcomes of their school. The question that the paper attempts to address
is whether the head teachers of Ghana just need to have a healthy amount
of experience as teachers or if they would be better served to have been
engaged in ongoing professional development regarding effective ways to
provide educational leadership and management (Darling-Hammond, La
Pointe, Meyerson, Orr, & Cohen, 2007; Darling-Hammond, Orphanos,
LaPointe, & Weeks, 2007). The proposed need for the head teachers
to benefit from meaningful pre-appointment and ongoing professional
development appears evident with consideration of the magnitude of their
responsibilities and need to understand and be able to implement relevant
and current approaches to the leadership and management of their schools.

However, professional development is provided in Ghana in a
manner that is difficult to access by those head teachers, who would likely
benefit most from the opportunity. For this reason, a proposal has been
made that school-based professional development be initiated within the
context of a professional learning community. In addition, a suggestion is
offered that the head teachers pursue the magnitude of their responsibilities
from a transformational and distributive leadership approach. In a like
manner, the head teachers appear to need to have the critical skills to be
able to ascertain the appropriate theoretical constructs and approaches,
which should be applied given the uniqueness of each context (Leithwood,
Seashore, Louis, Anderson & Wahlstrom, 2004).

While this conceptually based paper has explored the work of
Ghanaian head teachers and offered suggestions regarding ways, which
they could be prepared and could provide more effective leadership for
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their schools, additional research appears needed in order to understand
the dimension of the situation in greater detail and to be able to offer more
specifically-focused proposals. For this reason, a gap analysis is proposed
to compare the exact skills that the head teachers have with those that
they need. The next step of the proposed research would involve the
identification of professional development initiatives that could be used
to address the differences.

In addition, the paper is focused primarily upon professional
development for current head teachers. The pre-appointment preparation
of the head teachers also needs to be explored. Aspiring head teachers
appear to receive little in the way of relevant leadership and management
training. Such preparation, which could be addressed at Ghana’s two
colleges of education, could form a useful foundation for the work of
beginning head teachers.

The proposals found in this paper and the recommendations
purported for further research, which are based on research outcomes and
theoretical constructs conducted and formulated in and outside of Ghana,
are offered within an awareness that they will need to be implemented in
a manner that offers recognition to the culture of the country. Sensitivity
to the culture (Schein, 1984; Schein, 1996) of a country, region, city, and
township are typically needed whenever general theoretical constructs are
implemented, particularly in the public sector, such as in schools.
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Abstract: Interprofessional learning is embedded within health and social care
professional curricula in many countries. Interprofessional learning has become
synonymous with modernization of helping to breakdown traditional ways of teaching,
preparing students in a reformed and innovative ways. The new learning methods will
enhance the team working and partnership work once health and social care students
are educated together that will prepare them to work collaboratively in delivering their
professional input more efficiently. There is a need to install mechanisms of quality
assurance for interprofessional education programmes by creating specific working
models, procedures and tools in Turkey. There is a plethora of learning theories that
could be adapted to interprofessional learning. IPE is the only way of developing more
team work approaches to the multi-faceted health and social care problems that patients
experience. There are many learning theories related to interprofessional education some
of which were presented in this article in a broader way.

Keywords: Interprofessional education (IPE), collaborative practice, interdisciplinary team work, health and
social work education, curriculum alignment.

Ozet: Disiplinler arasi 6grenim batili iilkelerin cogunda saghk ve sosyal bakim
profesyonellerinin miifredat programlarina yerlestirilmistir. Disiplinler aras1 égrenme,
saglik ve sosyal alanlarinda egitim alan &grencilerin, ortak 6grenme metodlartyla,
egitime katilarak yeterliliklerini, kabiliyetlerini ve kendilerini tanimalarin1 saglayacak
modern 6gretim metodlariyla gelecege yonelik is giiclinlin yaratilmasini saglar. Saglik ve
sosyal bakim alanlarinda isbirligi ile ¢alisarak daha iyi sonuglar alabilmek i¢in modernize
edilmis miifredatlar Tiirkiye’de uygulamaya gegirilmelidir. Ozel galisma modelleri,
prosediirler olusturarak disiplinler arasi egitim programlar1 i¢in kalite giivencesi
mekanizmalarinin kurulmasina ihtiya¢ vardir. Ortak egitim programlart daha kiigiik
Olcekte saglik ve sosyal bilimler fakiiltelerinde test edilebilir. Asil sorun disipliner arast
ogrenmenin uzun vadede yliksekdgretim programlarina yerlesmesi olacaktir. Disiplinler
aras1 6grenmede uygulanacak bir ¢ok 6grenme teorileri mevcuttur. Bu yazida 6grenme
teorileri ana hatlariyla sunulmustur.

Anahtar Kelimeler: Disiplinler arasi egitim, isbirlik¢i pratik, disiplinler arasi ekip ¢alismasi, saglik ve sosyal
bilimlerde egitim, miifredat ayarlamasi.
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Interprofessional education (IPE) is described as collaborative, democratic,
group directed, experiential, reflective and applied learning within health
and social care students. World Health Organisation (WHO) (2010, p.63)
defined IPE is ‘it occurs when two or more professions learn about, from
and with each other to enable effective collaboration and improve health
outcomes’. IPE requires interprofessional interaction between students
during the learning process. IPE has a long history and over the last
decade has become established as a necessary teaching method within
health and social care curricula. IPE aims to advance the quality of patient
care through improving working relationships between health and social
care professionals who can promote collective responses to patient’s and
populations’ needs (Barr, 2002). As such it follows that health and social
care students when qualified should be able to work together to advance
the care of individual’s and populations. IPE aims to prepare students for
the complexity of team working and collaborative practice in the caring
professions. (Barr, Freeth, Hammick, Koppel, Reeves, 2005; Hammick,
Freeth, Koopel, Reeves and Barr, 2007; Rice, Zwarenstein, Gotlib Conn,
Kenaszchuk, Russell and Reeves, 2010). IPE is a synonymous word for
collaborative learning which focuses on diverse workgroups that promotes
new ideas, areas, and practices that would ultimately increase the quality
of life for patients.

IPE is a response to specific changes within health and social
care delivery in the twenty first century, intended at facilitating the
delivery of integrated services and patient-focused care. IPE is shaped
by a commitment to safe patient-centered collaborative practice by
national governments worldwide, for example, the United Kingdom (UK)
(Department of Health, 2001), Canada (Health Canada, 2001), Australia
(Australian Council for Safety and Quality in Health Care, 2005) and the
United States of America (USA) (Cerra and Brandt, 2011) as well as global
policy responses to a range of health care issues including patient safety,
safeguarding and workforce/health human resources demands (WHO,
2010). It is estimated that the current worldwide shortage of nearly 4.3
million doctors, midwives, nurses, support and social workers is expected
to worsen in future years. In addition, an ageing health workforce has
also compounded the challenges of service provision to developing
countries, rural and remote areas, ethnic and indigenous communities,
and in particular areas mental health, older people and disability services.
This is an ongoing concern for the WHO in coming years. There is a
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link between health workforce shortages and IPE which is about how
interprofessional practice can enable competent and effective use of
the current global health workforce. IPE is the only way of developing
more team work approaches to the multi-faceted health and social care
problems that patients and families experience. These widespread global
problems in health and social care directed WHO and its partners to create
an innovative strategy that aims to prepare a collaborative practice-ready
health and social care professionals through IPE.

What does the article attempt to achieve?

The purpose of this article is to raise the awareness of IPE in
Turkey and initiate collaborative learning opportunities at all health
and social care education. The study aims to promote that IPE prepares
students to become professionals who can competently, professionally
deliver high quality care either at clinical and community settings. The
article concentrates on interprofessional learning, it is important to
confirm that there is always a need for uni-professional learning that is
distinctive and unique for each profession and that cannot be substituted
by interprofessional learning. This is because IPE is not having all
health and social care professionals carrying out the same tasks and
skills, but is rather enabling each professional team member to make
best use of their own professional skill sets. However, although health
and social care professionals share common core values, traditionally
education programmes have been conducted separately, with students in
one programme rarely meeting those in other programmes before they
graduate. In the Western Universities, investing in the IPE programmes
at the Higher Education level enabled health and social care workforce to
tackle more demands in the care services. Consequently, the ultimate aim
is to work successfully together with the others to maximize the patient-
focused care and increase the quality of life of the patients. This will be
achieved by establishing each professional identity and unique sets of
competence is for successful team formation and training in IPE.

IPE generally includes teamwork and collaboration and provides
opportunities for students in different disciplines to study shared
content together. IPE covers group assistance/learning, group activities,
interactions across disciplines, such as seminars and workshops, meetings
with tutors, special-interest groups and web-based discussion groups; and
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the provision of a variety of instructional resources that can be adapted by
students to suit their subject and to ensure ownership of ideas and strategies.
There are benefits of IPE which would produce more cost effective care
in a range of settings from primary care to acute hospital care, reablement
and community based mental health services, reduced duplication of
work, shorter length of patient stays, improved staff retention and higher
quality of patient care (Domac and Dokuztug-Ucsular, 2011). These
studies above simply examples of where people worked well together
collaboratively and demonstrate that IPE matters to health and social
care outcomes. In addition, collaboration between health and social care
preserved and enforced in law and public policies in many countries (such
as Denmark, Belgium, America, Canada, Norway, the United Kingdom
and Japan) to prevent the exclusion of people with social and physical
disabilities, mental health problems and older people. The traditional
professional education have created artificial professional silos, leading to
subjective forms of distance and obstacles between health and social care
professionals which created mistrust and a lack of collegiality

International Experience of Interprofessional Teaching

IPE was first introduced into the health and social care sectors
over four decades ago through sporadic initiatives first implemented
in North America and later in Europe. The first statement recorded as
a concept of IPE has been credited to Dr. John F. McCreary, Dean of
Medicine at the University of British Columbia (UBC), who published
an article in the Canadian Medical Association Journal (CMAJ) in
1964 and stated, ‘All of these diverse members of the health team
should be brought together during their undergraduate years, taught by
the same teachers, in the same classrooms, and on the same patients’
(McCreary, 1964; Inuwa, 2012). Early examples of interprofessional
approaches to education and collaborative care of medical schools with
distinct programmes started in Canada and Linkdping in Sweden. These
initiatives initially took place between 1975 and 1980. As a summary of
these experiences, and to establish the underlying philosophy of IPE, a
WHO working group followed up with a publication on the topic, called
‘Learning Together to Work Together for Health’(WHO, 1988). This gave
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the impetus to promote IPE programmes and collaborative practices in
many national and international organisations, including the Australasian
Interprofessional Practice and Education Network (AIPPEN), the
Canadian Interprofessional Health Collaborative (CIHC), the European
Interprofessional Education Network (EIPEN), and the UK Centre for the
Advancement of Interprofessional Education (CAIPE). Barr (2000) has
described the continuing importance of IPE developments in Scandinavia,
exemplified by the Karolinska Institute, University of Stockholm. In 2004
the European Interprofessional Education Network was founded with the
purpose of sharing and developing effective IPE curricula, methods and
materials to improve collaborative working (EIPEN). The organisation
is supported by funding from the European Commission. The literature
reveals that IPE is emerging and developing in several countries (e.g.,
Australia, Canada, Sweden, UK and USA) while a serious of reviews
of conferences and regional IPE networks indicate many others (e.g.,
Belgium, Norway, Denmark, Sweden, Finland, Hungary, Spain, Ireland,
Japan, New Zealand, Poland, Slovenia and South Africa). A study from
Israel signifies a pioneering approach where the potential assessment
tools for interprofessional learning produced during the selection of
medical students in a simulation based assessment centre (Stone, 2010).
In Sweden at Linkdping University has allocated twelve weeks of the
circula for IPE between educational programmes for physicians, nurses,
physiotherapists, occupational therapists, speech and language therapists
and medical biologists since 1986. IPE is regulated and is a requirement
by law for higher education programmes in Denmark. There are also work
based projects where Danish interprofessional unit provides in-depth
learning programmes. In Finland, there are new schemes where exchange
students from Belgium, Hungary and Lithuania studying Applied Sciences
under the IPE umbrella. In Belgium, since 2003 an IPE was introduced
at the Brussels University, the Ghent University Association has the
greatest history of IPE which involves one university and three colleges
as separate higher education institutions. It was the active involvement
of these organisations that culminated in the publication by the WHO in
2010 of the Framework for Action on Interprofessional Education and
Collaborative Practice, which serves as a proposal for developing IPE and
collaborative practice in health care.
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Interprofessional Education and the way forward at
Turkish Universities

The extend of IPE at Turkish Universities amongst health and
social care students is an unknown quantity and there might be some IPE
related programmes being delivered but this was not been formalised
by the Higher Education (Domac and Dokuztug-Ucsular, 2011). This
is despite the fact that the current approach to health and social care
education in many institutions is to produce professionals who are good
communicators as well as adaptable, flexible team players who can
collaborate with and share the same goals as other health and social care
professionals (Parsell, Spalding and Bligh, 1998). There is an assumption
that this will happen automatically in the workplace, although structural,
organisational and attitudinal factors may inhibit team development and
working collaboratively. Structural and organisational barriers could be
difficultto overcome and may reflect in large part the attitudes of individuals
within such organisations. Ultimately, IPE helps to change attitudes
by increasing knowledge and understanding of other professionals’
potential contributions towards patient care. Such understanding can
improve relationships, increase trust and dispel stereotypes between the
professionals and enhance the partnership work (Barr, 2002).

IPE is the way forward for sharing the hierarchical power in health
care and raising awareness and understanding of each professional roles
and preparing students to enter into interdependent relationships in the
work life. IPE is the only way of developing more team work approaches
to the multi-faceted health and social care problems that patients
experience. IPE must be understood by educators in health professional
schools because interprofessional care is the only integrated model
of care for many vulnerable groups (for example, frail elderly people,
palliative care patients, long term neurological disorders) who require co-
coordinated care (Zwarenstein, Reeves, Perrier, 2005). Initially, the article
suggests that commonly agreed interprofessional competencies should
be agreed across the teaching institutions for health and social care in
Turkey. Providing common modules on issues such as communication
skills is relatively manageable, but supporting the more radical changes is
a substantial challenge, involving major curriculum redesign and possibly
an overhaul of programme provision. In addition, a strong cultural shift
required which internally consistent and is widely shared and makes it
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clear what it expects and how it wishes students and educators to behave
and show mutual respects and understanding in order to set IPE in Turkey.
There is a vast amount of competency based education literature available
and the curriculum developers at Universities of Turkey must familiarize
themselves with these common competencies where the students in health
and social care professions must have the joint learning which will lead
to the collaborative practices in future (Domac and Anderson, 2012). It is
logical to assume that some professionals complement each other’s work
by sharing a similar goal of achieving good service user care.

Interprofessional Education and some of the relevant Learning
Theories

Numerous educational theories inform the practice of IPE
including theories of adult learning (Knowles, 1980) the ‘reflective
practitioner’, and social group behaviour (Bandura, 1986). Each of these
theoretical approaches underpin and inform the practice of IPE. Students
from medical, nursing, and allied health sciences (physiotherapy, speech
and language therapy, occupational therapy), social work, programs
spend years developing attitudes, beliefs, and insights that conform to
their respective professions. However, students often complete these
programmes with insufficient knowledge of the skills that facilitate
working with other professional groups. As a result, many students
enter the workforce poorly prepared for the challenges associated with
interprofessional working social modelling and supportive environments
based on Bandura’s Social Cognitive Theory (Bandura, 1989) and is
inspired by Paolo Freire’s empowering education philosophy.

Literature has suggested that the way to improve team work and
the quality of patient care is to develop shared learning programmes at
undergraduate level (Kyrkjebo and Brattebo, 2006). The educational
system has a major impact on collaborative practice because it is during
professional training that such values are instilled in students (San Martin-
Rodriguez et al., 2005). Previous studies indicated that in some settings
medical students enter educational programmes perceiving nurses as less
competent and academically weaker than doctors, and with lower social
status. Such attitudes and perceptions have been identified as influential
factors in determining the success of IPE and how both groups interact
with each other in practice (Hall, 2005; Rudland and Mires, 2005).
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Learning of Interprofessional Education

During professional education, students not only acquire specialist
knowledge and skills but they also acquire the complex value system
of their profession through informal social learning and work-based
learning (Bandura, 1977). Through such learning, students are primed in
the community’s embodied knowledge: for example, they learn to speak
its language, which enables them to become socialised as members of
their own profession. In this way they develop their own set of norms
and values. Dombeck (1997, p.11) calls this ‘professional person hood’,
which she refers to as “the web of roles and relationships that are acquired
and enacted in professional arenas”. As a natural process, professional
behaviour matures through a natural developmental process. It is a process
that health care students integrate into other tacit processes and personal
experiences, which occur throughout basic education until they gradually
take on the role and actions of, for example, a doctor, nurse, therapist or
social worker.

The practice curriculum is a key factor in students’ professional
socialisation. Students question oradopt the values, attitudes and behaviours
of the professionals with whom they are working, thus practice educators
have an influential role in their acquisition of a professional personhood.
Through interaction with these role models, students are able to observe
‘professionalism’ in action. Professionalism involves a sense of identity
and adoption of shared meanings, skills and practices. By observing
several practice educators throughout different placements, students
are able to compare these role models and formulate for themselves a
‘professional personhood’ with which they are comfortable (McAllister
etal. 1997, p.81). Hager and Beckett (1998, p.225) describe “knowledge-
in-practice” as work-based learning and define it as “informal learning
that occurs as people perform their work™ and they distinguish it from
the formal “on-the-job training”. It is often implicit or tacit so that health
care students are frequently unaware of the extent of their learning as they
participate in their professional work in the practice environment. Such
situated knowledge needs to be reified (Wenger, 1998) so that, in both
the practice and academic environments, it can be shared, discussed and
given meaning. Interprofessional learning where the educator assists the
progress of learning, paving the way for students to construct meaning
through debate, discussion and shared reflection (Reeves, Goldman,
Gilbert, Tepper, Silver, Suter, and Zwarenstein, 2011). IPE facilitators are
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usually university academics or practitioners who teach in practice (also
known as preceptors, mentors, clinical or practice teachers). Teachers from
each specialty educate and instruct their students to develop profession-
specific knowledge, skills, and attitudes. Concurrently, teachers transfer
their opinions of other medical, social and therapy professions. As a result,
subsequent difficulties in teamwork are often encountered due to a lack of
awareness, understanding and respect of the roles or knowledge of other
health and social care professionals. (McNair, Stone, Sims and Curtis,
2005; Inuwa, 2012).

Situated learning has traditionally been perceived as being
spontaneous and unstructured, but it can be structured or it can be a
combination of the two for which it requires a learning curriculum
rather than a teaching curriculum. A learning curriculum involves all the
participants in a community of practice: the students, the practitioners,
the managers, the practice educators, and the academic educators. Such a
work-based learning curriculum is a radical pedagogy as it acknowledges
that the workplace as well as the university is a site of knowledge
generation. The article will capture some of the relevant learning methods
pertinent in the IPE.

Reflective and Transformative Learning and Learning from
Experience

Schon’s model (1987) for educating the “reflective practitioner”
reminds us that health and social care professionals need to be well
prepared in the science of their work but also in dealing with the “gray”
areas where uncertainty and value conflicts are more commonplace. IPE
can be one of those gray and value-driven areas, and being reflective and
open to new learning through one’s own experiences and interactions with
others are desired characteristics.

Critically reflecting upon experience appears central to learning.
It appears to function as a mediator between existing knowledge, skills,
beliefs and values, and experience. But the process is often not explicit and
it may be most useful when viewed as a learning strategy and often requires
facilitation. Boud, Keough, and Walker (1985) describe a 3-step model of
reflection as a way to learn from experience. The first step is returning to
the experience, to clarify in one’s mind the events, acknowledge feelings
at the time, and consider different perspectives. The second is attending
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to feelings, both positive and negative, and understanding how feelings
influence response to the situation and subsequent actions. Attending to
feelings related to an experience is critical to learning from it successfully.
The third step is re-evaluating the experience. Often individuals skip steps
1 and 2 and hence operate at step 3 on false assumptions. Step 3 includes
relating new data, integrating it, validating it, and finally making it one’s
own. Boud et al., (1985) stress that the steps of reflection can be taught,
and that reflecting on one’s own can often be ineffective; a knowledgeable
facilitator is invaluable.

Transformative learning occurs when one cannot easily fit a
new experience into their existing knowledge, views, or perspectives
(Mezirow, 2000). Such a situation stimulates reflection. Critical reflection
is a cognitive process by which individuals question existing knowledge
and importantly, underlying beliefs and assumptions, including those
related to power distribution, and strive to make sense of anew experience.
Frequently this process elicits emotional responses. It is the re-examining
of long-held beliefs and values that leads to transformative learning.

Social Theory of Learning

The focus of IPE reframed by Social Practice theory is practice (the
workplace) and includes the development of tacit and personal knowledge
as well as propositional knowledge for interprofessional practice.
These three interdependent concepts form a region of interprofessional
knowledge: knowledge of interprofessional practice. Learning model for
this new epistemology for IPE (adapted from Wenger’s social theory of
learning). It takes the form of'a conceptual framework for an integrated IPE
curriculum thus it is a collaborative tool for use by educators. It could also
run in parallel to and be integrated with the profession-specific curricula,
which each occupational group will still require. The proposed learning
framework recognises that independent attributes of interprofessional
knowledge, skills and attitudes are integrated with, and embedded within,
practice. Subsequently, all elements of the model need to be addressed in
order to achieve a transformation to interprofessional practice.

The focus of the model is learning about health and social care.
The surrounding components are the interconnected elements that are
required to enable individuals to gain both an interprofessional identity
as a health care professional and a professional identity as, for example, a
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doctor, nurse or therapist. These components require social participation
in communities of practice and use dialectical and dialogues learning
strategies. The four components are:

Meaning: a way of talking about students’ (changing) abilities,
individually and collectively, to experience meaningful learning, in this
example, in the field of rehabilitation. Through work/learning activities,
discussions and using each other’s language the interprofessional as well
as the profession-specific experiences become meaningful.

Practice: a way of talking in both the practice and academic
contexts about interprofessional practices and the mutual engagement
of the students and other team members demanded by their roles,
responsibilities and tasks.

Community: a way of talking about the social configurations of the
team and, through legitimate peripheral participation, gaining competence
as an individual member of the interprofessional team.

Identity: a way of talking about professional identities and
becoming interprofessionally socialised as well as acquiring ‘professional
personhood’ (Wenger 1998, p.5)

Today in health and social care it is common to combine
performance examinations with written examinations. Miller has drawn
attention to the need to assess what students know “Knows how”, how
this knowledge is applied, “Shows how”, and the more challenging aspect
of what students do with this learning when in practice “Does” (Miller,
1990).Learning activities should be designed to introduce learners to
the competencies outcomes and objectives in such a way as to build on
existing knowledge, create new knowledge, and facilitate movement
through learning domains. These will be around cognitive/knowledge:
thinking; psychomotor/skills; affective/attitude: feeling (Miller, 1990).
The learning of interprofessional practice is moving into more competence
and capability base where students have to demonstrate their knowledge,
abilities, skills, relevant professional behavior and attitudes.

What are the Interprofessional Competences

Learning outcomes closely linked to the competences that students
should obtain at the end of their IPE. These are identified as: working in
a team, roles and responsibilities of other professionals, communication
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skills, learning reflective and critical thinking, the patient safety, problem
solving skills and ethical dilemmas, awareness of cultural differences,
professional behaviour and attitudes. The learning activities associated
with IPE curriculum will need to be integrated within the students’ uni-
professional (singular profession) curricula which can be established
by each faculty/ department. There are four main competencies that are
identified by international IPE group (WHO, 2010). The first domain is
values/ethics for interprofessional practice. Interprofessional values and
related to professional ethics that are part of crafting a professional identity.
These values and ethics are patient centered with a community/population
orientation, grounded in a sense of shared purpose to support the common
good in health care, and reflect a shared commitment to creating safer,
more efficient, and more effective systems of care. The second domain
is about students to be interprofessional and develop an understanding of
how other professional roles and responsibilities complement each other
in patient-centered and community/population focused care. The third
domain in interprofessional competency aspires students to develop basic
communication, information sharing and gathering skills (for example
interview skills, explaining complex issues) which are common areas for
health and social professions education. Using professional jargon creates a
barrier to effective interprofessional care. Presenting information that other
team members and patients/families can understand contributes to safe
and effective interprofessional care. Furthermore, considerable literature
related to safe care now focuses on overcoming such communication
patterns by placing responsibility on all team members to speak up in a
respectful way when they have concerns about the quality or safety of care.
This is linked to ownership and accountability of the future professionals
that they put the service users in the centre of service design, service
provision and service delivery. The fourth domain includes teams and
team work. These are: team interaction; communication; service learning;
information literacy; quality improvement; understanding diversity
in society as a team; the impact of culture, ethnicity and religion on
communication and the provision of services (Canadian Interprofesional
Health Collaborative (CIHC) (2010). Within four domains there are
cross sections where interprofessional collaboration covers areas such
as providing clear and concise information to patients and their families,
establishing relationships and networks, influencing and negotiating
with relevant professionals, and gathering and processing information.
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The competency framework linked to interprofessional learning should
adjust itself as we involve patients’ feedback and their expertise within
the development process for the teamwork and ethical practice. All IPE
learning events contain some involvement from patients and real case
scenarios to prepare competent students for the reality.

Discussion and Recommendations

IPE has been encouraged throughout the world as it offers the
value of interactive learning between health and social care students. As
a first step, commonly agreed interprofessional competencies should be
agreed across the teaching institutions for health and social care in Turkey.
There are sufficient expertise, curriculum developers and literature
available in health and social education in Turkey to implement such an
innovative curriculum where the students can learn what the collaborative
and partnership work would involve when they qualify. Providing
common modules on issues such as communication, presentation, team
working skills are reasonably manageable, but supporting the more
essential changes is a significant challenge in terms of involving major
curriculum redesign and possibly an renovation of existing programmes.
In addition, moving from a traditional way of teaching to more interactive
and reflective learning needed. Therefore, a strong cultural shift required
which internally consistent and is widely shared and makes it clear what
it expects and how it wishes students and educators to behave and show
mutual respects and understanding in order to set IPE in Turkey. It is
important to acknowledge that IPE is a growing phenomenon and the
Universities in Turkey cannot afford to stay behind this innovative way
of educating health and social care students in the modernising education.
IPE has become synonymous with modernisation helping to breakdown
traditional ways of teaching and ultimately modernising and empowering
the future workforce to work more effectively. Teaching students about
team working is the starting point for the IPE. This could be done on the
selected health and social science faculties where this new way of teaching
can be tested out on a smaller scale, for example, case analysis of patients
with psychiatric problems can be assessed from the perspective of a multi-
disciplinary team. The real challenge will be to see how interprofessional
learning can be securely embedded in education programmes that students
will continue to reflect and learn new concepts even after their graduation.
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There is a role for the Turkish Higher Education that needs implementing
IPE as a collaboration theme within an educational policy and investment
for more joined up working as Denmark, Canada, Japan and Scandinavian
countries have done. The higher education of European Union is planned
to formulate a competitive and educated society which takes its energy
from the education at Universities. “Bologna Process” higher education
programs have been started to be recognized and curriculums were
modernized in Turkey. Turkish Higher Education officially signed up for
the Bologna process in 2001. The process aims to develop the skills and
competencies of students’ knowledge with student-centered educational
approaches and moving away from the traditional methods of teaching.
Besides a variety of knowledge that students need to learn, Bologna process
drives students’ skills and ability further so that they can demonstrate
their learning (knowledge, skills, attitudes, professional behavior) at
work when they qualify. Within the process, the innovative ways of
teaching should be integrated with new ways of assessing where students
should learn independently and accept their responsibility for learning,
communication and social competence skills. This approach needs to
focus on teaching cognitive (logical, intuitive and creative thinking) and
practical (manual skills, methods, materials, tools to use) skills. In IPE,
teaching of skills is different from teaching of the information in methods
and practice. It is important to emphasize that in addition teaching
cognitive and practical skills, students need to interact with other students
to develop their organizational skills, preparing joint projects, developing
professionalism, coping with mental, emotional aspects of life. Therefore
the universities should be developing an innovative assessment of teaching
and coaching skills where students will enhance their competences rather
than purely receive knowledge from tutors. Universities currently provide
intensive programmes that enable student to gain in knowledge; however,
teaching students how to be self-learners so that they can gain skills and
competencies will be better option in the longer run.
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This paper suggests that educators need to begin by raising
awareness in IPE and then development of small projects build upon
European alliances (such as EIPEN and CAIPE) of learning from the
research and development of IPE in Europe for the past two decades. IPE
can barrow many learning theories and method from the educationists
to enhance the collaborative learning in team settings. Learning is not
a discrete activity separate from work and practice, it is integral to IPE
and collaborative practice for life long learning. Generally speaking, this
means a new way of thinking for educators. This will include recognition
of a new type of knowledge and of a new format for learning opportunities
which are not based on the traditional approaches. By introducing more
innovative team teaching methods will equip students to tackle the future
challenges as a team rather than as individual professionals in the changing
demands of health and social care needs.
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