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Baslarken...

AHMET GUNDOGDU
Egitim-Bir-Sen ve Memur-Sen Genel Baskani

Hayat; kesintisiz bir arayis, degisim, dontsiim sireci oldugu kadar, bir ylizlesme,
rekabet, savasim ve isbirligi alanidir. Ve hayatta kalan, fark yaratan, ¢dzim dreten,
insanlarin sahip olduklarindan daha iyi bir yasama standardi, daha iyi bir degerler
dizisi sunabilen olmustur. Her kim olursak olalim ya da hangi 6rgtitiin basinda olursak
olalim (ekonomiden siyasete, bilimden sanata, insanlararasi iliskiden uluslararasi
iliskilere, i¢ diinyanizin insasindan toplumsal insaya degin) adim attigimiz her yerde
“sayisiz secenek ve rakibin bulundugu” gercegini gormezden gelemeyiz. Artik,
“ilerlemek, ileride kalmak insanlarin ve o6rgitlerin temel yénelimi oldugu kadar
stratejisidir.”

ileride olmanin ve ileride kalmanin da temel kosulu; ilgilerimize, hedeflerimize,
faaliyet alanimiza yon veren temel yasalari bilmek ve bu temel yasalari bireysel
aklimiza, eger bir orgitte yer almissak, orgiitsel aklimiza rehber etmemiz olacakdir.
Aksi bir tutum, sorunlari sadece 6teler, yikimimizi sadece geciktirir, fakat mukadder
sondan, yani yenilmekten asla kagamayiz. Eger sahip oldugumuz birikimle kendimizi/
orgltimuzi rakiplerimizden farkli, benzersiz kilamiyorsak, kendimizi hi¢ arzu
etmedigimiz ortakliklarin icinde yol almaya calisirken buluruz. Aslina bakarsaniz,
seytanla isbirligi dedigimiz seylerin dogasinda da buna benzer agmazlar vardir.

Farkinda olalim ya da olmayalim, “hayatta, artik her seyin her seyle baglantili
oldugu, eszamanh siiregler olarak is gordiigi gercedi” yakin tarihin en 6nemli
kesiflerinden biridir. Her sey her seyle baglantili oldugu icindir ki, insanla/toplumla
ilgili bir alanda ortaya ¢ikan bir gelisme, siyasal sistemi, kaltlr(, toplumsal yapi ve
degerleri, gecmis ve gelecek algisini etkileyebilmektedir. Tek basina, bagimsiz bir olay
olarak gordtglimuz bir hadisenin agik ya da gizli pek cok gelismeyi tetikledigini artik
cok daha net gorebiliyoruz. Bu gergegi géremeyenler igin tek basina bir hamlenin, bir
kazanimin, avantaj olarak tanimladiklari bir durumun daha sonra onlarin kabuslari
olmaya basladigini gérmeleri icin cok uzun zamanin gecmesi gerekmeyecektir.

Hayatimizin bitlin asamalarinda biz de, “Her olay bir butliniin, bir agin
parcasidir” yasasina uygun hareket etmeliyiz. Aksi halde baslangigta kazanim gibi
gordiigiimiiz seylerin glinlin birinde dezavantaja yol a¢ip agmayacagini sorgulamayi
akil edemeyiz. Ornegin, tiiccar tek bir alim satimdan elde ettiklerini bir kenara
koyarak degil, servetinin agirhgi oraninda etkide bulunarak ayakta kahr. Bu kural
savaslarda da gecerlidir. Tek bir olayin kazang mi kayip mi oldugu, muharebenin
sonunda belli olur. Clinkl her kiiglik 6lgekli gatismay! bir stratejinin, savasin nihai
amacinin bir pargasi olarak gérmek gerekir.

insanlar, gelistirdikleri disiplinlerle canlilar ve cansizlar evrenine yén veren temel
yasalara ulagsmayi basarmislardir. Ulastiklari bu yasalari teknoloji-ekonomi-siyaset-
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egitim gibi alanlarda stratejik bir arag olarak kullanmayi da bilmislerdir. insanla ilgili
gelistirilen disiplinler de, insan davranislarina yon veren olgulari, sistemleri, deger
ve anlam evrenlerini anlasilir kilmayi basarmislardir. 1982 yilinda diinyadaki “biiyiik
ybnelimlere” dair ongorilerini, “Sanayi toplumundan bilgi toplumuna, zorlama
teknolojiden yiliksek teknolojiye, milli ekonomiden diinya ekonomisine, kisa
vadeden uzun vadeye, merkeziyetcilikten yerinden yonetime, kurumsal destekten
kendi kendine yardima, temsili demokrasiden katilimci demokrasiye, hiyerarsiden
ag orgutlerine, ‘o/veya’dan cok seceneklige, kuzeyden giineye” seklinde siralayan
gelecek bilimciyi* zaman hakli ¢ikardi.

Simdi bulundugumuz yerden gelecege dogru baktigimizda, insanlarin ortaya
attigi en 6nemli sorulara, gecmiste oldugu (¢ogu zaman) gibi, 50 yil sonra cevap
bulabileceklerini soyleyebiliriz. Bu siireyi yorumlayan uzmanlarin gerekcelerinden
biri, insanin 6grenime baslamasindan emeklilige kadar bir bilimsel kariyer siiresine
denk dismesidir. Baska bir neden olarak, “bilimsel tutuculuk, saglam bir anlayisa
sahip olma egilimi” oldugunu ileri sirerler. Nedenleri ne olursa olsun karsit bir
disiince, davranis igin zorlanmadigl slirece insanlar, halihazirda iyi anlasiimis
fikirlerle ve tekniklerle galismalarini yiirGtecektir.

Gelecekle ilgili olarak, “kuantum teorisinden ve bilisim/iletisim teknolojilerinden
baslayalim: Yeni bilgisayarlar, siradan bilgisayar igin olanaksiz olan hesaplamalari
yapmak igin “Ustdlisim ve dolasiklik” gibi kuantum etkilerini kullanan makroskobik
aygitlar olacaktir. Kozmonolojiyle (uzay bilim) ilgili olarak evrenin gegmisine iliskin
ayrintili bir tabloyu kesinlikle elde etmis olacagiz... Diger yandan Dilinyay! Saran
Ag’in (www) sanal gercekligi ortaya ¢ikarmasina tanik olduk. Yakin gelecekte “Dijital
Ronesans”la beraber “Siber Uzay” bizi bekliyor. 1960’larin karsi kiiltlir hareketinin
siber uzayda yasatmaya calistigl safiyane ruh, Silikon Vadisi'nin hiperkapitalizmi
karsisinda yenik diistyor. Siber uzay, goz agip kapayincaya kadar reklamlara boguldu,
giderek c¢ok uluslu sirketlerin denetimi altina girdi. Siber uzay, kendi korsanlarini,
siberteroristlerini, eylemcilerini yetistirdi. En dnemlisi, glinlik gercegimizi de igine
alan bir bosluga sahip yeni bir somiirgelestirme bigimi oldugunu fark ettik. Ve siber
uzaya goc ederken, bircok 6zelligimizi de beraberimizde tasidik, tasimaya devam
ediyoruz.

Gelecekte daha mi akilli olacagiz? Cocuklarimiz 50 yil 6ncesine gore daha
mi iyi egitilecek? 50 yil sonra bilgi edinmek Oylesine kolay olacak ki, insanin
ogrenmek istedigi seyi yliksek sesle sdylemesi yeterli olacak. Clinki i¢ine yeterince
teknoloji yuklenerek gliglendirilmis duvarlardan aninda istediklerimizin karsihgini
alabilecegiz... Bunlara benzer sayisiz sorular ve éngoriilerle beklemedigimiz anda
karsilasacagiz.

Biz Egitim-Bir-Sen ailesi olarak bugiine kadar, “Olanlardan ve olacaklardan
sorumluyuz” bilinciyle hareket ettik. “Biz, kendimiz ve insanlik ailesi icin en iyi
olani teklif edebilmeliyiz” dislincesi, temel ilkelerimizden biri oldu. Bu yizden,
sirdirilebilir kiresel uygarhigin kurulmasini saglayacak en o6nemli araglardan
biri olan bilgi, bizim vazgegilmez miuttefikimizdir. “Akillarimizi baska akillarla
bulusturma” stratejisinin miindemic oldugu bu ittifak icin “Egitim ve insani Bilimler:
Teori ve Uygulama Dergisi”nin ¢ok iyi bir se¢cim olduguna inaniyoruz.

Derginin lilkemiz ve insanlik bilim gevreleriigin bir platform olmasitemennilerimle
emek veren, verecek olan herkese siikranlarimi sunuyorum.

! Naisbitt, J. ve Aburdene, P. (1990). Megatrends 2000. NY: Avon Books.
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Orgiitsel imaj ve Orgiit Kiiltiirii:
Ogretmen Aday1 Ornekleminde Nedensel Bir Arastirma

FATiH BEKTAS
Atatiirk Universitesi

Ozet. Bu arastirmada rgiitsel imajin orgiit kiiltiiriine olan etkisinin 6gretmen adayi
algilarina dayali olarak belirlenmesi amaglanmistir. Bu nedenle arastirma nedensel
desen kullanilarak tasarlanmistir. Arastirmanin evreni, 2009-2010 6gretim yili bahar
yartyilinda Atatiirk Universitesi Kazim Karabekir Egitim Fakiiltesinde &grenim
goren Ogretmen adaylarindan olusmaktadir. Arastirmanin 6rneklemi, ilgili fakiiltenin
ilkdgretim boliimii sinif, ilkdgretim matematik, okul 6ncesi, fen bilgisi ve sosyal bilgiler
ogretmenligi anabilim dallarinda 6grenim goérmekte olan 354 son sinif gretmen aday1
ol¢iit ornekleme yontemi ile belirlenmistir. Veriler iki dlgek yardimiyla elde edilmistir.
Cerit (2006) tarafindan gelistirilen Orgiitsel Imaj Olgegi; akademik cevre, fiziksel-
sosyal gevre ve toplumsal algilanma olmak tizere ti¢ faktorden olugsmaktadir. Diger veri
toplama araci olan Orgiit Kiiltiirii Olgegi Erdem ve Isbasi (2001) tarafindan gelistirilmis
ve tek faktorden olugmaktadir. Verilerin ¢oziimlenmesinde Pearson Carpim Momentler
Korelasyon ve Coklu Dogrusal Regresyon analizlerinden yaralanilmistir. Bulgular
orgiitsel imaj faktorlerinin -akademik ¢evre, fiziksel-sosyal ¢evre, toplumsal algilanma-
birlikte orgiit kiiltiirtiniin 2657 sini yordadig; ayrica, orgiit kiiltiiriini en yiiksek yordayan
degiskenin %44 diizeyinde akademik gevre faktorii oldugunu gostermistir.

Anahtar Kelimeler: Orgiit kiiltiirii, 6rgiitsel imaj, 6gretmen aday1, egitim fakiiltesi

Organizational Image and Culture of Organization:
A Causal Research on a Sample of Pre-service Teachers

Abstract. The purpose of this study was to determine the effects of organizational image
on culture of organization according to perceptions of pre-service teachers. For this
purpose, the research was designed on a causal research design. The universe of the
study consisted of pre-service teachers who were students at Ataturk University Kazim
Karabekir Education Faculty in the second term of 2009-2010 academic years. The
sample consisted of randomly chosen 354 participants who were the last year students
of primary education, primary mathematics teaching, pre-school education, science
teaching, and social science teaching departments. The data were collected through
two different scales. The Scale of Organizational Image designed by Cerit (2006) had
three sub-dimensions, academic environment, physical-social environment, and social
perception. The other data collection instrument, Scale of Culture of Organization was
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designed by Erdem and Isbasi (2001) and had only one factor. In the analysis of the
data, techniques of Pearson Multiplication Moment Correlation and Multiple Linear
Regression Analysis were used. The findings showed that the factors of organizational
image —academic environment, physical-social, social perception- together predicted
57% of culture of organization; and also, the variable most strongly predicted the culture
of organization was academic environment with the rate of 44%.

Keywords: Culture of organization, organizational image, pre-service teachers, faculty
of education

Glinlimiizde kiiresellesme olgusu nedeniyle, ulusal ve uluslararasi
arenada rekabet edebilmeleri icin Orgiitler, rekabet giiclerini
artirmak durumundadirlar. Rekabet giiclinii artirmak ise, calisanlarin
kendilerini orgiitle biitiinlestirmelerine, orgiit icin kolaylikla 6zveride
bulunabilmelerine baglhdir. Bu da orgiitlerde ortak bir giiciin varligini
gerektirir. En basitinden en ilerisine kadar tiim orgiitlerde var olan bu
ortak gii¢ kiiltiirdiir (Kose, Tetik & Ercan, 2001). Ozellikle orgiitler,
icinde bulunduklar1 toplumun kiiltiirel paradigmasinin bir iirliniidir.
Ayn1 zamanda, 6zel c¢evresi, farkli girdileri ve siireglerine dayali olarak
her orgiit bir kiiltiir iiretir (Morey & Luthans, 1985). Bu liretime paralel
olarak oOrgiit kiiltiirii kavrami yoOnetim bilimi literatiiriinde, yirminci
ylizy1lin son g¢eyreginden itibaren 6zellikle orgiitlerin performanslarina,
verimliliklerine, yonetsel etkinlige ve oOrgiitsel davranislara odaklanan
caligmalarla popiiler hile gelmesine (Alvesson, 1990; Hofstede, 1998)
karsin; Orgiit kiiltiiriiniin olusumu oldukg¢a karmasik bir siirectir. Bu
slirecte sosyallesme, ritiieller, dil, otorite, ekonomi, teknoloji gibi pek ¢ok
degiskenin etkisinden s6z edilebilir. Bu nedenle kiiltiir birgok faktoriin
etkilesiminin bir iiriinii olarak ortaya g¢ikmaktadir. Bunlardan bazilari
digerlerine gore daha baskin olabilir. Ancak ortak kiiltiiriin olugabilmesi
her seyden Once birbiriyle etkilesen bir insan grubunun varligina ve
birlikteligine baglidir (Sisman, 2002).

Orgiit Kiiltiirii

Kiiltiir cesitli bilim dallarinin ilgi alanina giren ortak bir aragtirma
kavramidir. Kiltiir kavramimin bakmak, yetistirmek anlamina gelen
colere veya culture kelimesinden geldigi kabul edilmektedir. Kiiltiir
caglar boyunca sosyal bilimlerde insan ve toplumla ilgili bir kavram
olarak ¢esitli anlamlar yiiklenerek tanimlana gelmis olsa da, bir toplumun
yasam bi¢imi, Ogrenilen davranislar biitiinii, davranislar1 diizenleyen
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normatif bir sistem tamimlar1 daha ¢ok insan gruplari agisindan ele
alindiginda kabul gormektedir (Sigsman, 2002). Genel anlamda kiiltiir,
belirli bir toplumun yasamlarindan doyum saglamalari i¢in, basardigi tiim
bilgi, inang, sanat, ahlak, yetenek ve aliskanliklarla toplumsal kurallari
kapsamaktadir. Bir toplumun yasama big¢imini siirdiirmek, kurumlarmi
diizenlemek, 6grenilmis davranis bigimlerini ve insani birliklerde olusan
tim etkinliklerini karsilamak ve gereksinimlerini yerine getirmek igin
gelistirdigi bir yasam bi¢imi olarak ifade edilebilir (Simsek & Fidan,
2005).

1970’1i yillarin sonlarindan itibaren kiltliriin ¢alisma hayatina
adapte edilmesiyle olusan 6rgiit kiiltiirii kavramina iligkin ¢alismalardaki
artisa Ozellikle sosyoloji ve antropolojinin Orgiit kiiltlirii ¢aligmalarina
yonelimlerin etkisi olmustur. Ayrica oOrgiit kiiltiirii; makro ve mikro
analitik teorilere dayandigi, kiiltiiriin makro analitik yaklagimin gruplarin
stirdiirebilirligine yonelik grup ve alt gruplarin kiiltiirlinii anlamaya iliskin,
mikro analitik yaklagimin ise her bir bireyin bilingli veya tesadiifi olarak
icerisinde yer aldig1 bir sey olarak incelenmektedir (Ouchi & Wilkins,
1985). Bu durum ozellikle kiiltiir hakkindaki goriis farkliliklarinin, kiiltiir
kavraminin farkli tanimlanmasina, dolayisiyla orgiit ve kiiltlir konularina
farkli yonlerden yaklagilmasina neden olmaktadir (Giriz, 2003).

S6z konusu bu goriis ayriliklarini bir kenara birakildiginda orgiite
iliskin degerler, normlar, inanclar, gelenekler, térenler ve sembollerin
birlesimi olarak ifade edilebilecek olan Orgiitsel kiiltiir, ¢alisanlarin
orgiit icindeki davraniglarini temelden etkilemektedir. Higbir insan
yasadig1 toplumun kiiltiiriinden bagimsiz olarak davranmadig gibi, hicbir
calisan da orgiit kiiltlirlinden bagimsiz olarak davranamaz (Celik, 2002).
Ayrica orgiit kiiltiirti, kiiltiirel ve sembolik olgulara iliskin diisiince tarzi
konusunda sosyal ger¢ekliklere yonelik degerler ve varsayimlari igeren
semsiye bir kavram olarak goriilmektedir (Alvesson, 2002). Bu dogrultuda
orgiit kiltiirti, orgiite ait birimleri bir arada tutan ve onlara ayirt edici bir
kimlik kazandiran paylasilan -degerler, normlar, felsefeler, bakis agilari,
beklentiler, tutumlar, efsaneler- yonelimler olarak tanimlanmaktadir (Hoy
& Miskel, 2010).

Orgiit kiiltiiriinii olusturan faktdrlerin belirlenmesi calismalari,
yukarida belirtilen tartismalarin gélgesinde kalmasina karsin, 6zellikle
giiniimiizde 6nem kazanmustir. Orgiit kiiltiiriiniin olusumunda degisik
faktorlerin etkisi oldugu sodylenebilir. Bu olusum siirecinin en 6nemli
belirleyicilerinden birisini de Orgiitsel imaj kavrami olusturmaktadir.
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Temel degerler ve inanclar, orgiit kiiltlirlintin alt yapisin1 olustururken;
orgiitsel imaj bunlarinin digsal yansimalarini temsil etmektedir.

Orgiitsel imaj

Orgiitsel imaj, yirminci yiizy1l boyunca iiriin ve hizmet alaninda bilgi
ve enformasyon akinina ugrayan her meslekten insanin, yoneticinin, en
onemli ilgi alanlarindan birini olusturmustur. Artan yasam standartlariyla
birlikte insanlarin iiriin ve hizmet alimi konusundaki secimleri de
farklilasmistir (Vigoda-Gadot, Vinarski-Peretz & Ben-Zion, 2003).

Duyu organlar1 tarafindan dis uyaricilar aracilifiyla algilanan
nesnelerin biling ve zihindeki karsiligi, benzeri ve goriiniimii seklinde
tanimlanabilecek olan imaj, herhangi bir birey, kurum ya da durumun
bireyde ve toplumda uyandirdigi etki ile biitliinlesen karsiligidir. Bu
karsilik, kiginin ve toplumun tavir alisinin, goriis sahibi olusunun, tutum
belirlemesinin bir 6n sartidir (Saracel vd., 2001). Bu baglamda orgiitsel
imaj, orgiitiin logosu gorildiiglinde veya ismi duyuldugunda akla gelen
sey ya da Orgiite iliskin zihinde olugsan bir resim olarak ifade edilmektedir
(Gray & Balmer, 1998).

Imaj, siirekli olarak degisen, dinamik ve karmasik bir kavram
olarak agiklanabilmektedir (Dichter, 1985). Bukomplekslik, bireyin orgiite
yonelik imaj algisinin bazen olumlu; bazen ise olumsuz olabilmesinden
kaynaklanmaktadir. Orgiitiin calisanlar1 ile dost¢a olan iliskilerinden
dolayr olumlu bir imaja sahip olan birey, farkli bir zamanda Grgiitiin
liriiniine yonelik yasadigi hos olmayan bir durumdan dolay1 olumsuz bir
imaja sahip olabilir (Kazoleas, Kim & Moffitt, 2001).

Imaj kavrammin gesitli tanimlarina ragmen, kurumsal goriiniim,
iletisim ve davranisin toplaminda ifadesini bulan imaj; iyi, kotii veya
alelade olabilir. Imaj konusunda en énemli 6zellik onun kazanildigidir.
Imaj i¢ ve dis hedef kitle {izerinde inandiricilik ve giiven yaratmak ile
stirdiirmek gibi 6nemli bir islevi yerine getirmektedir (Peltekoglu, 2004).
Iyi bir imaj olusturma, hedef kitlelerin imaj olusumuna konu olan kurumu
iyi bir sekilde tanimasi, onun hakkinda dogru ve olumlu bir izlenime
sahip olmasi ile miimkiindiir. Bu da kurumlarin daha saygin ve uzun
stireli yagamalarin1 saglar (Taskin & Sonmez, 2005). Ayrica orgiitsel
imaj, orgiitiin var olma sebebinin yakin ve uzak ¢evresinden her kesim
lizerinde gercege yakin bir algi olusturmasi ve basarili olmasi bakimindan
son derece dnemli bir olgu olarak goriilmektedir (Aksoy & Bayramoglu,
2008).
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Kennedy (1977, Akt: Nguyen & Leblanc, 2001) orgiitsel imajin
(i) duygusal ve (ii) islevsel olmak iizere iki temel 6geden olustugunu
ifade etmektedir. (/) Duygusal boyut; orgiite yonelik duygu ve tutumlar
tarafindan aciklanan psikolojik boyutla, (i) islevsel boyut ise kolaylikla
Ol¢iilebilen somut 6zelliklerle ilgilidir.

Belirtilen 6zellikleri itibari ile onemli bir yonetim bilimi kavrami
olan Grgilitsel imajin genel olarak degerlendirmesine yonelik olarak yapilan
arastirmalar incelendiginde; (i) kurumun iyi yonetim tarzi, (if) finansal
giicti, (iii) yenilik yapma becerileri, (iv) nitelikli personeli kuruma ¢ekme
ve onlar1 elde tutma becerileri, (v) sosyal sorumluluk bilinci gibi dlgiitler
ile degerlendirildikleri goriilmektedir (Kiigiik, 2005).

Orgiit ici ve dis1 faktorlerin bir araya gelerek olusturduklar drgiite
0zgll olan bu yapinin, dis ¢evre tarafindan algilanan bi¢imi olarak da
ifade edilen imajin, orgiitiin kiiltiiriine gore bicimlendigi belirtilse de,
orgiitsel kimligin kiiltiirel olarak yerlesmesinin Orgiitsel imaj tarafindan
saglanan sembolik materyallerle gerceklestigini ifade eden galigmalara
da rastlanmaktadir (Hatch & Schultz, 1997). Bu baglamda orgiite iliskin
var olan imaj1 korumak ve devamini saglamak i¢in orgiitiin olumlu bir
kiiltiire sahip olmasi ve var olan kiiltiirii devam ettirmesi gerektigi
diisiiniildiiglinde kiiltiirtin de imaja gore bicimlenebilecegi sdylenebilir. Bu
diisiinceden hareketle orgiitsel imaj ve orgiit kiiltiirli arasindaki iliskiden
yola ¢ikarak, orgiit imajinin orgiit kiiltliriinii ne kadar etkiledigini ortaya
koymak arastirmanin temel amacini olusturmustur.

Yontem

Desen: Bu arastirmanin deseninde egitim fakiiltesinde 6grenim goren
Ogrencilerin algilar1 dogrultusunda akademik cevre, fiziksel-sosyal ¢evre
ve toplumsal faktorlerden olusan orgiitsel imajin rgiit kiiltliriiniin olusma
siirecini ne Ol¢iide yordadigini incelemek amaciyla nedensel bir desen
kullanilmistir. Nedensel desen, bir kisim degiskenler arasinda ortaya
cikmig veya var olan neden-sonug iliskilerini inceleyen bir arastirma
desenidir. Nedensel arastirma deseni, arastirma degiskenleri arasindaki
iliskinin neden-sonug iliskisi oldugu diistiniildiigiinde kullanilir (Karadag,
2009). Arastirmanin teorik yapisinda orgiitsel imaj ve oOrgiit kiiltlirii
arasindaki iliskinin neden-sonug iliskisi oldugu diisiincesinden hareket
edilerek desenlenen arastirma, orgiitsel imaj bagimsiz degisken, orgiit
kiiltiirii ise bagimli degisken olarak ele alinmistir.
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Evrenve Orneklem: Arastirmanin evreni 2009-2010 dgretim y1linda
Atatiirk Universitesi Kazim Karabekir Egitim Fakiiltesi’nde 6grenim
goren 7210 6gretmen adayindan olusmaktadir. Arastirmanin 6rneklemi ise
amagh o6rnekleme yontemlerinden 6lgiit 6rnekleme yontemi kullanilarak
belirlenen ilgili egitim fakiiltesinin sinif, ilkdgretim matematik, fen ve
teknoloji, okul dncesi ve sosyal bilgiler 6gretmenligi programlarinin son
siiflarinda 6grenim gdren toplam 354 §gretmen adayindan olugmaktadir.
Orneklem belirlenmesine dlgiit drnekleme ydnteminin kullanilmasinda;
(7) ogrencilerin fakiiltede dort yillik lisans programina kayitli olmalari,
(if) programin 6ngordiigi siirenin -olumsuz algiya yol acabileceginden
dolayi- asilmamis olmasi ve (iii) yerleske icerisinde ayni binada 6gretime
devam etmis olmalar1 temel alinmigtir. Ayrica arastirma sadece son sinif
Ogretmen adaylar1 6rneklemi tizerinde yiiriitiilmiistiir. Bu durumun nedenti,
orgiitsel imajin ve orgiit kiiltiirlinlin algilanmasina dort yillik bir siirenin
yeterli olmasi varsayimidir. Orneklem grubunun demografik dzelliklerine
iliskin bilgiler Tablo 1’de sunulmustur.

Tablo 1
Orneklem Grubunun Demografik Bilgilerine Ait Frekans ve Yiizde Dagilimlar:

Segenekler 1 2 3 4 5 Toplam
Erkek Kadin -
Cinsiyet n 149 205 354
% 421 57.9 100
Sinif Ogr. 1lkogr. Mat Fen ve Okul Sosyal -
Program n 87 67 Teknoloji Oncesi Bil. 354
tiird % 24.6 18.9 71 77 52 100
20.1 21.8 14.7
Mezun Genel Anadolu Anadolu Meslek Diger -
olunanlise #x 200 37 Ogretmen 11 38 354
tiiri 68
% 56.5 10.5 19.2 3.1 10.7 100
Ofronim L. Ogretim II. Ogretim -
durumy n 185 169 354

% 523 47.7 100
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Veri Toplama Araglari: Arastirmada Orgiitsel Imaj Olgegi ve Or-
giit Kiiltiirii Olgei olmak iizere iki adet veri toplama araci kullanilmistir.
Bu o6l¢eklere iliskin bilgiler asagida sunulmustur.

Orgiitsel Imaj Olcegi: Olgek Cerit (2006) tarafindan egitim
fakiiltesi 0grencilerinin Orglitsel imaja yonelik algilarinin belirlenmesi
icin gelistirilmistir. Olgegin kapsam gecerliligi calismasi igin uzman
goriislerinden yararlanilmis, yap1 gecerliligi i¢in faktdr analizi yapilmistir.
Faktor analizi sonucunda 6lgek ii¢ faktdrden (akademik cevre, fiziksel-
sosyal cevre, toplumsal algilanma) olugmakla birlikte tek boyutlu olarak
da kullanilabilmektedir. Olgek, hi¢ (1), az (2), orta (3), cok (4) ve tam (5)
olmak {izere 5’li Likert tipi toplam on yedi (17) maddeden olusmaktadir.
Olgegin bu arastirma i¢in hesaplanan i¢ tutarlilik diizeyi Cronbach Alpha
degeri ise 0.70—0.83 arasinda hesaplanmustir.

Orgiit Kiiltiirii Olgegi: Olgek Erdem ve Isbasi (2001) tarafindan
bireylerin Orgiit kiiltiirii algilarini belirlemek i¢in gelistirilmistir. Yilmaz
& Oguz (2005) tarafindan egitim fakiiltesi 6grencilerinin orgtit/fakiilte
kiiltiirii algilarin1 belirlemek i¢in yeniden diizenlenmistir. Olgcegin yapi
gecerliginin tespiti i¢in yapilan faktor analizinde dlgegin tek faktdrden
olustugu saptanmustir. Olgek tamamen katiliyorum (5), katiliyorum (4),
kararsizim (3), katilmiyorum (2) ve kesinlikle katilmiyorum (1) olmak
tizere 5’11 Likert tipi toplam yirmi yedi (27) maddeden olusmaktadir.
Olgegin i¢ tutarhlik diizeyi Cronbach Alpha degeri .89’dur. Bu
aragtirmada i¢in hesaplanan i¢ tutarlilik diizeyi Cronbach Alpha degeri
0 .91 olarak hesaplanmistir. Sonug olarak her iki 6l¢egin madde sayilari,
ortalama skorlari, standart sapmalar1 ve giivenirlik katsayilar1 Tablo 2’de
sunulmustur.

Tablo 2
Orgiitsel Imaj ve Orgiit Kiiltiirii Olgeklerinin Giivenirlik Katsayilari, Ortalamalart ve

Standart Sapmalart

Orgiitsel imaj Olcegi Madde Sayis1 Alpha X SS /]
1-Akademik Cevre 7 72 20.1  3.73 354
2-Fiziksel ve Sosyal Cevre 5 .67 145 323 354
3-Toplumsal Algilanma 5 .70 144  3.11 354
TOPLAM 17 .83 57.7 9.87 354
Orgiit Kiiltiirii Olcegi Madde Sayis1  Alpha X SS n

TOPLAM 27 91 712 15.45 354
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Islem: Arastirmada veriler Orgiitsel imaj ve Orgiit Kiiltiirii
Olgeklerinin 6rneklem grubundaki &gretmen adaylarma 2009-2010
Ogretim yili bahar doneminde arastirmacilar tarafindan uygulanmasi
yoluyla elde edilmistir. Olgeklerin cevaplandirma siiresinin yaklasik
10-15 dakika siirdiigii gézlenmistir. Elde edilen verilerin ¢éziimlenmesi
asamast li¢ (3) asamadan olusmustur. Bu asamalara iliskin ayrintilar
asagida sunulmustur:

(i) Birinci Asama: Arastirmada istatistiksel ¢ozliimlemelere
gecilmeden oOnce, Ogretmen adaylarmma uygulanan veri
toplama araglar1 5°li Likert sistemiyle puanlandirilmistir.

(ii) Ikinci Asama: Orgiitsel Imaj ile Orgiit Kiiltiirii Olgeklerinden
elde edilen puanlar arasindaki iliskilerin saptanmasi i¢in
Pearson Carpim Momentler Koreldsyon Analizi kullanilmigtir.

(iii) Ugiincii Asama: Orgiitsel Imaj Olgegi'nden elde edilen
puanlarinin Orgiit Kiiltiirii Olcegi’nden elde edilen puanlart
yordama diizeyinin belirlenmesinde Coklu  Dogrusal
Regresyon Analizi kullamlmistir. Bu analizde Orgiitsel imaj
faktorleri akademik cevre, fiziksel-sosyal ¢evre ve toplumsal
algilanma bagimsiz degisken, orgiit kiiltiirii ise bagiml
degisken olarak ele alinmistir.

Bulgular

Orgiitsel Imaj ve Orgiit Kiiltiirii Arasindaki Iliskiye Yonelik
Korelasyon Bulgular
Tablo 3’te Ogretmen adaylarmin orgiitsel imaj ve Orgiit kiiltlirii algi
puanlar1 arasindaki iliskinin degerlendirilmesi i¢in yapilan korelasyon
analizi sonuglart sunulmustur.

Tabloda goriildiigli lizere Ogretmen adaylarinin fakiiltelerine
yonelik orgiit kiiltiir algilari ile orgiitsel imajin akademik ¢evre [7=.67];
fiziksel-sosyal g¢evre [r=.55] ve toplumsal algilanma [r=.58] puanlari
arasinda pozitif yonde istatistiksel olarak anlamli iligkiler saptanmustir.
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Tablo3
Orgiitsel Imaj ve Orgiit Kiiltiirii Arasindaki Koreldsyon Matrisi
Degiskenler 1 2 3 4

Orgiitsel imaj Olcegi
1-Akademik Cevre

5

2-Fiziksel ve Sosyal Cevre 45

3-Toplumsal Algilanma 53" 46

Orgiit Kiiltiirii Olgegi

4-Toplam 67 55" 58" -
n=354, *p<.01

Orgiitsel Imaj ve Orgiit Kiiltiirii Puanlart Arasindaki Coklu
Regresyon Bulgular

Tablo 4’te 6gretmen adaylarinin orgiitsel imaj puanlarinin orgiit kiiltiirti
puanini yordama giiclinii degerlendirmek amaciyla yapilan ¢ok degiskenli
dogrusal regresyon analizi sonuglari sunulmustur.

Cok degiskenli dogrusal regresyon analizinin yapilabilmesi
oncelikle, bagimsiz degiskenler [oOrgiitsel imaj faktorleri] arasindaki
olasi ¢oklu bagint1 kontrolii i¢in yapilan koreldsyon analizi sonucunda
tiim korelasyon katsayilarinin <.70 oldugu saptanmistir. Elde edilen bu
degerlere gore bagimsiz degiskenler arasinda c¢oklu baginti olmadigi
sonucuna varilmistir (Sipahi, Yurtkoru & Cinko, 2006). Hata terimleri ile
bagimsiz degiskenlerin serpinti diyagramlari i¢in elde edilen grafiklerden
hata terimlerinin es varyanslilik varsayiminin gereklerini sagladigi
gorlilmiistiir. Ayrica bagimli degiskene [oOrgiit kiiltiirii] ait, tahmin edilen
ve gozlenen degerlerin farki olarak tanimlanan hata terimlerinin dagilimini
kontrol etmek amaciyla Q-0 grafiklerinin dagilimlarindan normal dagilim
gosterdigi tespit edilmistir.

Tabloda goriildiigii tizere 6gretmen adaylarinin orgiitsel imaj faktor
(akademik ¢evre, fiziksel-sosyal ¢cevre ve toplumsal algilanma) puanlarinin
birlikte orgiit kiiltlirii puanin1 yordama giicii istatistiksel olarak anlaml
bulunmustur [F s L 29.69, p<.01]. Arastirmada incelenen ii¢ yordayici
degiskenin birlikte orgiit kiiltlirii puanindaki degisimin %657 sini [R=.75,
R?=.57] aciklayabildigi, orgiit kiiltlirii puanindaki %43’liik degisimin ise
diger degiskenlerle aciklanabilecegi saptanmistir. Ayrica li¢ bagimsiz
degiskenin (akademik ¢evre, fiziksel-sosyal ¢evre ve toplumsal algilanma)



14 Fatih Bektas

yordama diizeyleri ayr1 ayr1 incelendiginde; ii¢ faktoriinde orgiit kiiltiirii
puanindaki degisimi anlamli diizeyde yordadigi, buna karsin en yiiksek
yordayan degiskenin %44 diizeyinde akademik ¢evre faktorii iken en
diisiikk yordayan degiskenin ise %23’liikk deger ile toplumsal algilanma
faktorii oldugu saptanmustir.

Tablo 4
Orgiitsel Imaj ve Orgiit Kiiltiirii Arasindaki Cok Degiskenli Regresyon Matrisi

Imaj B SHp B t p

Sabit 1.95 3.21 0.24 .80
Akademik ¢evre 1.83 0.17 442 10.23 .00
Fiziksel ve Sosyal ¢evre 1.15 0.19 .243 5.89 .00
Toplumsal Algilanma 1.16 0.21 234 5.40 .00

7=354, R=.75, R’=.57, F=129.699, p<.01

Tartisma

Ogretmen adaylarinin 6rgiit kiiltiirii algilar ile drgiitsel imajin (i) akademik
cevre, (ii) fiziksel-sosyal c¢evre ve (iii) toplumsal algilanma faktorleri
arasinda pozitif yonde ve orta diizeyde anlamli iliskiler saptanmistir. Elde
edilen bu sonug irdelendigi zaman Hatch ve Schultz (1997) tarafindan 6rgiit
kiiltiirii ile imaj kavramlariin birbirlerini tamamladigi, her birinin digerini
kapsadigini ifade ederek aralarindaki iliskiye dikkat ¢ekilmektedir. Buna
karsin ozellikle ilgili literatiir incelendiginde orgiit kiiltiirii (Brown, 1992;
Can, 2008; Christian, 1959; Denison, 1996; Easton, 1966; Erdem & Isbast,
2001; Fis & Wasti, 2009; Marcoulides & Heck, 1993; Ouchi & Wilkins,
1985; Yilmaz & Oguz, 2005) ve orgiitsel imajla (Erdogan, Develioglu,
Géniilliioglu & Ozkaya, 2006; Ivy, 2001; Javalgi, Traylor, Gross &
Lampman, 1994; Karabey, 2005; Lievens, Hoye & Anseel, 2007) ilgili
farkli degiskenler arasindaki iliskiye yonelik ¢aligmalara rastlanmasina
karsin iki kavram arasindaki iliskinin incelendigi arastirmalara
rastlanmamaktadir. Bu durum 6zellikle aragtirmada elde edilen sonuglarin
tutarliligin karsilagtirllmasini  giiclestirme ve arastirmanin en O6nemli
siirliligini olusturmaktadir.
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Arastirmada elde edilen en 6nemli bulgu ise orgiitsel imajin orgiit
kiiltiiriine olan etkileridir. Ozellikle 6rgiitsel imaj faktorleri (akademik
cevre, fiziksel ve sosyal cevre, toplumsal algilanma) birlikte oOrgiit
kiiltiirtindeki degisimin %57’sini yordamaktadir. Ayrica orglitsel imajin
akademik cevre faktori %44 diizeyinde oOrgiit kiltliriinii en yiiksek
yordayan degisken, 2623’liikk deger ile toplumsal algilanma faktorii ise en
diisiik yordayan degiskendir. Ogretmen adaylarinin toplumsal algilanma
gibi dissal ¢evre olarak ifade edilebilecek olan bu faktorii yeterli diizeyde
algilamamis olabilecekleri, icerisinde yer aldiklar1 akademik ortamdan
dolay1 bu yondeki goriiglerinin daha belirgin olabilecegi, bu yonde bir
sonucun elde edilmesinde etkili oldugu sdylenebilinir. Sonug olarak orgiit
kiltlirii, paylasilan degerler, inanglar, ortak bir misyon, kahramanlar,
adetler, gelenekler ve bir tarihten olusur. Uyelerin davramslarmi ve
verimliligini etkiler, okulun veliler ve toplum karsisindaki imajini belirler
(Leifeste, 1999). Stolp’a (1996) gore de, giiglii gelenekleri, torenleri,
ritiielleri ve sembolleri iceren ve derinden algilanan orgiit kiiltiirli, 68renci
basarisi ve motivasyonu ile verimlilik ve bireysel tatminleri olumlu yonde
etkilemektedir. Ayrica orgiit kiiltiirli, 6rgilit paydaslarinin davraniglarini
etkileme, temel inan¢ ve degerlerin Orgiit {yelerince paylasilma
diizeylerine bagl olarak giiclii ve zay1f olarak nitelendirilir (Ipek, 1999).

Elde edilen bulgular bir biitiin olarak irdelendigi zaman egitim
fakiiltelerinin tercih edilmesi baglaminda, 6grenciler tarafindan algilanan
imajlarinin ne diizeyde oldugunun arastirilmasi gerekmektedir. Olumlu
bir imaja sahip olarak egitim fakiiltelerini tercih eden Ogrencilerin
bu imajlarin1 koruma ve devam ettirmede fakiiltede yer alan orgiit
kiiltiirtiniin de olumlu olmasi énemli goriilmektedir. Bu nedenle egitim
orgiitlerinin i¢ ve dis paydaslari tarafindan algilanan 6rgiitsel imaj ve orgiit
kiiltiirlerine yonelik iliskisel ve nedensel arastirmalarin gergeklestirilmesi
onerilmektedir.
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Veli Algilarina Dayah Bir Arastirma
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Ozet. Bu arastirmanin amaci, ilkogretim okullarmin hizmet Kkalitelerine iliskin
veli algilarinin ¢ok boyutlu olarak degerlendirilmesidir. Arastirma nicel aragtirma
desenlerinden tarama ve nitel aragtirma desenlerinde durum ¢alismas: deseni birlikte
kullanilarak tasarlanmistir. Arastirmanin calisma grubu Istanbul ili Anadolu yakasinda
bulunan ve tabakali 6rnekleme yontemiyle belirlenen 6 ilkdgretim okulunda 6grencisi
bulunan 470 veliden olusmustur. Arastirmada veriler, Parasuraman, Zeithaml & Berry
(1988; 1991; 1993) tarafindan gelistirilen ve Biilbiil & Demirer (2008) tarafindan
Tiirk dili ve kiiltiiriine uyarlanan SERVQUAL Hizmet Kalitesi Olgegi ile toplanmustar.
Olgek yirmi iki madde ve (i) fiziksel goriiniim, (ii) giivenilirlik (iii) yamt verebilirlik
(iv) giivence ve (v) empati olmak iizere bes faktorden olugmaktadir. Arastirmada nitel
veriler ise bir adet agik uglu soru ile elde edilmistir. Arastirmada elde edilen nicel
verilerin ¢oziimlenmesinde verilerin normal dagilmamasindan dolayt Many Whitney-U
ve Kruskal Wallis-H testleri, nitel verilerin ¢dziimlenmesine ise betimsel analiz tercih
edilmistir. Bulgular ilkdgretim okullarinin hizmet kalitesine iliskin olarak veli algilarinin
diisiik oldugunu gostermistir.

Anahtar Sozciikler: Hizmet kalitesi, okul kalitesi, SERVQUAL modeli

Service Quality in Primary Schools:
A Study Based on Parents’ Perceptions

Abstract. The purpose of this study of parents’ perceptions related to the primary school
service quality was considered multidimensional. This study was designed as a survey
design from quantitative research and as a case study from qualitative research. The
sample group was created from 470 parents who stay in Istanbul Anatolian side and have
students in six schools defined with stratified sampling method. In this study, Biilbiil &
Demirer (2008) collect data with SERVQUAL Service Quality that was developed by
Parasuraman, Zeithaml & Berry (1988; 1991; 1993) and adapted to Turkish language
and culture. This scale was created from 22 items and 5 factors such as physical
appearance, reliability, responding availability, assurance and empathy. Qualitative data
were gathered with an open-ended question. Analyzing the quantitative data, Many
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Whitney-U and Kruskal Wallis-H test was used due to lack of normal distribution.
Analyzing the qualitative data, descriptive analysis is preferred. Findings show that,
parents’ perceptions related to the primary school service quality are low.

Keywords: Service Quality, school quality, SERVQUAL model

Kiiresellesen diinyada, ekonomik gelismelere ve sanayilesmeye paralel
olarak hizmet kavraminin 6nemi ve pay1 hizla artmaktadir. Bunun baslica
nedenleri, hizmet sektoriiniin refah ve gelismislik diizeyinin bir gostergesi
olmasi ve teknolojik gelismelere paralel olarak yasanan degisimlerin
cok degisik hizmet tiirlerini ortaya ¢ikarmasidir. Ayrica kiiresellesmenin
etkileri ve gelismenin yol actigi degisikler nedeniyle hizmet sektori
gelismis ve gelismekte olan iilkelerde 6nemi artan bir sektor haline
gelmistir. Bu 6neme paralel olarak egitim, finansman, saglik, hukuk gibi
alanlarda meydana gelen degismeler bu alanlardaki hizmet tiirlerinin ve
hizmet isletmelerini artmasina yol agmstir (Oztiirk, 2005, s.18).

S6z konusu gelisim ve degiseme paralel olarak ortaya iki temel
kavram ¢ikmaktadir: (/) Hizmet ve (if) kalite. Hizmet, genel itibari
ile bir tarafin diger tarafa sundugu, dokunulamayan ve herhangi bir
seyin sahipligiyle sonuglanamayan bir faaliyet ya da fayda olarak
tanimlanmaktadir (Kotler, 1997, s.467). Buna karsin Deming (1998)
kaliteyi birkag boyutta ele alarak tanimlamaya ¢alismstir. {1k tanima gore
kalite: “igletmenin {irettigi iiriin ve performansinin kalite standartlarina
uygun olmas1” iken diger tanima gore ise “tliketicinin isletmenin {irettigi
iirlin ya da hizmet hakkindaki yargisi”dir (s.137).

Hizmet ve kalite kavramlarmin isletme bilimi alaninda
calisilmasina paralel olarak Parasuraman, Zeithaml & Bery (1985) hizmet
ve kalite kavramlarini hizmet kalitesi ad1 altin biitiinlestirerek bir teori
geligtirmislerdir. Teoriye gore hizmet kalitesi, miisterinin beklentileri
ile algilamalar1 acisindan bakildiginda, misterinin beklentileri ile
algilamalar1 arasindaki karsilagtirma olarak tanimlanabilir (s.42). Yine
teoriye gore, hizmet tipine bakilmadan hizmetler i¢in temel kriterler
olusturulmustur. Bu kriterler ise on ana kategoride toplanmis ve bu
kriterlere hizmet kalitesinin boyutlar1 adi verilmistir. Bu boyutlar; (i)
giivenilirlik, (i7) karsilik verebilmek, (iii) yeterlilik, (iv) ulasilabilirlik, (v)
saygl, (vi) iletisim, (vii) inanilirlik, (viii) giivenlik, (ix) miisteriyi anlamak
ve (x) fiziksel varliklardir (Zeithaml, Parasuraman & Berry, 1990, s.20-
22). Cesitli aragtirmacilarin hizmet kalitesine iligskin yaptiklar1 calismalar
devam ettik¢e, hizmet kalitesi ile ilgili on faktérden aslinda sadece besinin
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yiiksek diizeyde iliskili oldugu bu faktorlerin kendi aralarinda da karsilikl
etkilesim i¢inde bulunduklar1 sonucu ortaya ¢ikmistir (Degermen, 2006,
s.24).

Hizmet Kalitesinin Olciilmesi

Hizmetlerin somut {iriinlerden farkli olmasi, diger bir deyisle, hizmetlerin
soyut, degisken, stoklanamaz ve ayrilmaz olusu hizmet kalitesi
Olctimlerini gli¢lestirmektedir. Fakat bir hizmet isletmesi, her ne olursa
olsun miisteri tarafindan nasil degerlendirildigini bilmelidir. Bu sebeple
de hizmet kalitesini 6l¢gmek zorundadir (Altan, Atan & Ediz, 2003, s.2).
Bu zorunluluktan dolay literatiirde hizmet kalitesinin dl¢limiine yonelik
cesitli modeller gelistirilmistir. Bu modellerden yaygi olarak kullanilan
modeller (/) SERVQUAL, (ii) SERPEREF, (iii) GRONROOS modelleridir.
Parasuraman, Zeithaml ve Bery (1985) servis kalitesini on belirleyici
altinda toplamistir. Bunlar; fiziksel varlik, giivenilirlik, iletisim, giivenlik,
miusteriyi anlamak, inanilirlik, saygi, yeterlilik, karsilik verebilmek
ve ulasabilirliktir (Mersha & Adlakha, 1992, s.34). Parasuraman daha
sonra, 1990 yilinda hizmet kalitesinin miisteri algilamalar1 6l¢iimii i¢in
SERVQUAL (SERViceQUALity) modelini gelistirmistir (Kang, James &
Alexandris, 2002, s.278). Bu model on belirleyiciligi altinda bes hizmet
kalitesi boyutu iizerinde yogunlagmistir. Bunlar; (i) fiziksel goriiniim,
(ii) glvenilirlik, (iii) yanit verebilirlik, (iv) glivence ve (v) empati’dir
(Bebko, 2000, s.11). Bu model temel olarak fark analizinden olugsmakta
ve onaylamama paradigmasi anlayisina dayanmaktadir (Cronin &
Taylor, 1992, 5.56). Onaylamama paradigmasina gore, miisteri beklentisi
ile miisterinin elde ettigi hizmet birbiri ile tam olarak Ortiisiiyorsa, bu
durumda beklenti ile algilanan performans birbirini onayliyor anlami
cikmaktadir. Tersine beklenti, miisterinin elde ettigi hizmetten daha fazla
oldugu durumda veya elde edilen hizmet, miisteri beklentisinin iizerinde
oldugu durumda sirasiyla negatif veya pozitif onaylamama séz konusu
olmaktadir. Bu durumda hizmet isletmelerinin hedefi, en azindan miisteri
beklentisine esit bir performans ortaya koymaktir (Degermen, 2006, s.37).

Sonu¢ olarak model algilanan hizmet kalitesi, miisterilerin bir
hizmetten beklentileri ile hizmeti sunan isletmenin performansindan
algiladiklari arasindaki farka dayanir. Dolayistyla model iki ana kisimdan
olugmaktadir. Birinci kismi beklentiler olusturmaktadir. Birinci kisimda,
misterilerin hizmetle ilgili genel beklentilerini anlamaya yardimci olacak
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bes kalite boyutu temsil eden 22 degisken bulunmaktadir (Zeithaml,
Parasuraman & Berry, 1990, s.23). Bu 22 degisken, modelde kaliteli
olarak tanimlanabilen hizmetler i¢in bir hizmette bulunmas1 gereken olasi
ozellikler aragtirilarak elde edilmistir, diger bir deyisle, miisteri deger
yargilarina gore belirlenmistir (Degermen, 2006, s.38). Modelin ikinci
kismini algilamalar olusturmaktadir. Bu kisimda hizmet iiretimi yapan
bir igletme hakkindaki miisteri degerlendirmelerini 6lgecek 22 degiskenin
tamaminin karsilastirilmasiyapilmaktadir. Bukarsilastirmada, miisterilerin
algilamalar ile beklentileri arasindaki farka dayanmaktadir. SERVQUAL
skoru = Algilama skoru - Beklenti skoru (Tan ve Kek, 2004, s.17) olarak
belirlendiginden, SERVQUAL skoru -4 ile +4 arasinda degismektedir.
SERVQUAL skorunun pozitif olmasi, miisteri beklentilerinin asildig:
anlamina gelmekte ve miisterilerin aldiklari hizmetlere iliskin kalite
algisinin yiiksek oldugu yorumu yapilabilmektedir. SERVQUAL skorunun
negatif olmas1 durumunda ise miisteri beklentilerinin karsilanmadig1 ve
dolayisiyla da miisterilerin aldiklar1 hizmetlere iliskin kalite algisinin
diisiik oldugu sdylenebilmektedir. SERVQUAL skoru sifir ise algilanan
hizmet kalitesinin tatminkdr oldugu yani beklentilerin karsilandigi
sonucu ortaya ¢ikacaktir. (Devebakan, 2005, s.46-47). Sonucta alinan
hizmet beklentileri karsiliyor veya beklentilerin iistiinde ise hizmetin
kaliteli oldugu sonucuna varilmaktadir. Aksi durumda ise yani alinan
hizmetin beklentilerin altinda oldugu durumda memnuniyetsizlik hissi
soz konusudur.

Hizmetkalitesinin 0l¢limiineiliskindigerbirmodelise SERVQUAL
modeline alternatif olarak Cronin & Taylor (1992) tarafindan gelistirilen
SERPERF modelidir. Model esas olarak SERVQUAL modelinde yer
alan ve miisteri degerlendirmelerini 6lgecek 22 degiskenin tamaminin
aynen kullanmasindan olugmaktadir. Fakat bu modelde hizmet kalitesinin
sadece performanstan/algilamalardan (hizmet kalitesi = performans)
olusmaktadir. Modeli SERVQUAL modelinden ayiran bir diger 6zellik
ise SERPERF modelinin bes boyuttan degil sadece tek boyuttan meydana
geldigidir (Cunningham & Young, 2002; Jain & Gupta, 2004).

Bu iki modelden farkli olarak gelistirilen GRONROOS modelinde
hizmet kalitesini (7) teknik ve (i7) fonksiyonel kalite olarak iki ana temel
lizerine insa edilmistir. Teknik kalite, hizmeti yerine getiren kisinin veya
yerin fiziksel goriiniimiinii; fonksiyonel boyutu ise, hizmeti siireciyle
iligkilidir (Kang & James, 2004, 5.266).
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Egitimde Hizmet Kalitesi

Egitimde kalitenin tanimi, genel olarak kalite tanimina benzemektedir.
Bu nedenle kavrami kullanan ilk kusak arastirmacilar kalite kavramini
egitimde miikemmellik olarak tanimlanmistir. Yonetimin bilimi agisindan
hizmet sektoriinde hizmet edilen herkes miisteridir. Ancak egitimde
misterileri ayirmak gerekir. Egitim kurumlarinda 6grenci, anne-baba,
personel ve toplumdaki herkes yer alir ve egitimin miisterilerini (i) i¢ ve
(i) dis miisteriler olarak iki grupta siniflandirilir. Anne-baba, personel
ve Ogrenciler i¢ miisteri, sirketler ve toplum ise dis miisteri olarak
degerlendirilmistir (Madu, Aheto, Kuei & Winokur, 1994, s.57). Buna
smiflandirmaya karsin; Kanji, Tambi & Wallace (1999) ise egitimin
misterilerini bolgelerinin esaslarina gore (7) birincil ve (i7) ikincil gruplar
olarak siniflandirmistir. Egiticiler (6gretmenler, hizmetli) birincil i¢
miisteri, 5grenciler (paydas) ikincil i¢ miisteridir. Ogrenci ayrica birincil dis
miisteri ve anne-babalari ise ikincil dis miisteriler olarak siniflandirmistir
(s.357).

Doksanli yillardan itibaren egitim kurumlart hizmet sektorleri
arasinda en basta gelen ve en hizli biiyiliyen sektorlerden biri haline gelmis;
egitim sektdriindeki bu hizli biiyiime egitim kurumlarinda yonetimsel ve
fonksiyonel degisimlere neden olmustur. Ozellikle toplam kalite yonetimin
yayginlagsmasi ile yonetimsel degisimler, diger hizmet sektorlerinde oldugu
gibi miisteri (0grenci ve veli) odaklanilmasini zorunlu hale getirmistir.
Bu tip bir yonetim yaklagimin temel amaci 6grenci ve veliyi memnun
etme ve orgiit i¢in siirekli kilmaktir (Andaleeb, 1998, s.181). Dolayisiyla,
egitim yoneticileri kaliteli bir egitim ydnetimi igin, egitim ortaminin
biitiin yonleriyle birlikte ele alinmasina yonelik toplam kalite yonetimi
anlayisinin gerektigini fark etmelidirler (Wright & O’Neill, 2002, s.37).
S6z konusu bu gereklilige paralel olarak her sektérde oldugu gibi egitim
hizmetleri sektoriinde de en 6nemli konulardan biri, egitim hizmetlerinin
yiriitiilmesinin her asamasinda dikkat edilmesi gereken unsurlardan biri
olan algilanan hizmet kalitesini belirleyebilmektir. Bu unsurun en 6nemli
nedeni ilgili literatiir incelendigi zaman karsilasilan, hizmet kalitesi ile
ilgili olarak yapilan aragtirmalar hizmet kalitesinin; kurum performansi
(Bernd, 1993; Varinli & Cakir, 2004) miisteri tatmini ve satin alma
amaciyla (Boulding, Kalra, Staelin & Zeithaml, 1993) iliskisidir.



24 Engin Karadag
Amacg

Hizmet kalitesine iligkin literatiir incelendigi zaman oOzellikle
egitim sektoriindeki caligmalarimin yiiksek ogretim ile smurli kaldig
goriilmektedir. Bu eksiklikten hareket edilerek hazirlanan bu arastirmanin
amaci; egitim hizmetlerinin en énemli paydasi konumundaki ilkdgretim
okulu wvelilerinin ilkdgretim okullarmin hizmet kalitelerine iligkin
algilamalarini tespit etmektir.

Alt Amaclar

e {lkogretim okullarin hizmet kalitesine iliskin veli algilar:
genel olarak hangi diizeydedir?

e {lkogretim okullarin hizmet kalitesine iliskin veli algilar:
velilerin cinsiyet, egitim diizeyi, ¢ocugunun okul tirii ve
cocugunun swnif diizeyi degiskenlerine gore bir farklilik
gostermekte midir?

o lkdgretim okullarmin hizmet kalitesi eksikliklerine iliskin
veli goriigleri nelerdir?

Yontem
Desen

[Ikoégretim okullarmim hizmet kalitelerine iliskin olarak veli algilarinin
belirlenmesinin amaglandig1 arastirma, nicel ve nitel arastirma desenleri
birlikte kullanilarak tasarlanmistir. Arastirmada Oncelikle hizmet
kalitesine iligkin veli algilarinin ¢esitli demografik degiskenlerine gore
degerlendirilmesinde tarama deseni kullanilmistir. Tarama desenleri,
gecmiste goriilen ya da halen var olan bir durumu var oldugu sekliyle
betimlemeyi amaglayan arastirma yaklasimlaridir. Aragtirmaya konu
olan olay, birey ya da nesne kendi kosullar1 i¢inde ve oldugu gibi
tanimlanmaya c¢alisilir. Onlari1, herhangi bir sekilde degistirme, etkileme
cabasi gosterilmez. Onemli olan, onu uygun bir bicimde gozleyip
belirleyebilmektir. Tarama deseni ile yapilan bir arastirmanin iki temel
sinirliligi vardir. Bunlar, veri bulma ile kontrol giicliikleridir (McMillan
& Schumacher, 2006). Arastirmanin diger bir boyutunda ise elde edilen
nicel verilerin daha derinlemesine incelenmesi amaciyla nitel arastirma



[lkogretim Okullarinda Hizmet Kalitesi: Veli Algilarina Dayali Bir Arastirma 25

desenlerinden durum c¢alismast deseni kullanilmistir. Durum caligsmasi
ise giincel bir olgunun gercgek sartlar icerisinde derinligine, biitlinciil bir
yaklagim igerisinde arastirilmasidir (Yin, 2003).

Calisma Grubu

Bu aragtirmanin evren parametresinin ¢ok genis ranja sahip olmasi
nedeniyle ¢alisma grubu belirlenmesi yoluna gidilmistir. Arastirmanin
calisma grubunu belirlemek iizere Istanbul ili Anadolu yakasina bulunan
ilkdgretim okullar1 bulunduklar1 bdlgenin sosyo-ekonomik 6zelliklerine
gore 3 (yliksek-orta-diisiik) gruba ayrilmistir. Daha sonra her gruptan 2’ser
ilkdgretim okulu random yolla secilerek 6 ilkdgretim okulu belirlenmistir
(McMillan ve Schumacher, 2006). Bir sonraki asamada bu ilkdgretim
okullarda 6grencisi bulunan 470 veli arastirmanin calisma grubunu
olusturmustur. Tablo 1’de arastirmanin ¢alisma grubunun ozelliklerine
iliskin dagilimlar sunulmustur.

Tablo 1
Calisma Grubunun Ozelliklerine Iligkin Frekans ve Yiizde Dagilumlar:
Secenekler 1 2 3 4 5 Toplam
Erkek Kadin -
Cinsiyet n 168 298 466
% 36.1 63.9 100
Tlkokul Ortaokul Lise Universite -
Egitim Diizeyi n 206 64 120 74 464
% 444 13.8 25.9 15.7 100
Kamu Ozel -
Okul Tiirt n 448 22 470
% 953 4.7 100
Cocugunun Simif 1. stuf 2.smif 3. smif 4. siif 5. smuf -
Diizeyi 220 92 68 28 58 466
% 472 19.7 14.6 6.0 12.4 100

Veri Toplama Aract

Arastirmada veri toplama arac1 olarak SERVQUAL Hizmet Kalitesi Olcegi
kullanilmistir. Bu aracin 6zellikleri asagida agiklanmaktadir:
SERVQUAL Hizmet Kalitesi Olgegi: Parasuraman, Zeithaml &
Berry (1988; 1991; 1993) tarafindan bireylerin almig olduklari hizmetlerin
kalitesine iligkin algilarin1 ortaya c¢ikartmak amaciyla gelistirilmistir.
Literatirde SERVQUAL 0lgeginin Tiirkce literatiirdeki arastirmalarda
6l¢cegin giivenilirligini ve gegerliligini dogrulayan arastirmalarin (Cat1 &
Yildiz, 2005) bir hayli sinirli oldugu gézlemlenmistir. Birgok arastirma
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(Altan & Atan, 2004; Devebakan & Aksarayli, 2003; Dursun & Cergi,
2004) olgegin gecerli ve giivenilir oldugu varsayimiyla 6érneklemlerinin
hizmet kalitesini Slgmiistiir. Olgcege iliskin olarak yapilan son Tiirk
kiiltiirtine uyarlanmasi, gecerlik ve giivenirlik caligmasi Biilbiil & Demirer
(2008) tarafindan yapilmistir. Biilbiil & Demirer (2008) tarafindan yapilan
calisma sonuclar1 asagidaki sekilde 6zetlenebilinir:

e Orneklem biiyiikliigiiniin faktdr analizine uygunlugunu
gosteren KMO degerleri 0.91 ve Bartlett’s Sphericity Testi
¥2=5624.97 (p<0.01) olarak saptanmuistir.

*  Temel bilesenler ve varimax dondiirme yontemi uygulanarak
yapilan faktor analizinde Olgekteki tiim boyutlarin
0zdegerlerinin 1’den ve faktor yiiklerinin de 0.50°den biiyiik
olarak saptanmistir. Bu sonuglara gore hizmet kalitesini
6l¢meyiamaclayan 6l¢egin de bes boyuttan meydana geldigi ve
modeldeki her bir 6lgegin belirli bir yapiy1 6l¢tiigii dolayisiyla
Olceklerin yapisal gecerlilige sahip oldugu sdylenebilir.

e Olgegin aciklanan varyanslar degerleri incelendiginde
%068,3’liik bir varyansin agikladig: tespit edilmistir.

* Olgegin tiim boyutlara iliskin Cronbach Alpha katsayilari
incelendiginde Olgegin icsel tutarliliginin yiliksek oldugu
saptanmistir. Boyutlarin Cronbach Alpha degerleri 0.81 ile
0.88 arasinda degismektedir.

Sonug olarak Tiirk diline ve kiiltiiriine uyarlanan dlgekte ifadeler;
kesinlikle katiliyorum (5), katiliyorum (4), kismen katiliyorum (3),
katilmiyorum (2), kesinlikle katilmiyorum (/) olmak {izere bes asamali
Likert tipi derecelendirme skalasi yardimiyla degerlendirilmektedir.
Ayrica Olgekte, bes hizmet kalitesi faktoriinil yansitan yirmi iki (22) madde
siral1 bir bicimde verilmistir. Olgek bes faktdrden olusmaktadir. Olcekte
yer alan maddelerin iliskili oldugu hizmet kalitesine gére dagilimlart su
sekildedir:

(7) Fiziksel goriiniim: Bu boyuttan alinan yiiksek puan, ilkogretim
okullarinda kullanilan donanim, personel ve hizmet verilen yerin fiziki
goriinlime sahip oldugunun gostergesidir.

Madde ornekleri:
(1) Ilkdgretim okullar1 modern arag—gerec ve teknolojiye sahip olmalidir.
(2) 1lkdgretim okullarmin fiziksel ortami, gorsel olarak gekici olmalidir.

(77) Giivenilirlik: Bu boyuttan alinan yiiksek puan, taahhiit edilen
hizmetin kusursuz, glivenilir bi¢imde yerine getirme becerisi oldugunun
gostergesidir.
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Madde 6rnekleri:
(1) [Ikdgretim okullarmin ydneticisi bir konuda sdz verdigi zaman, soziinii
tutmalidir.

(2) Ilkdgretim okullarinda herhangi bir sorunla karsilastigimda,

yoneticiler sorunlar1 ¢ozmelidir.

(iii) Yanit verebilirlik: Bu boyuttan alinan yiiksek puan, velilere
karst hevesli ve yardimsever olma, hizmeti zamaninda ve ¢abuk yerine
getirme oldugunun gostergesidir.

Madde 6rnekleri:

(1) Ilkogretim okullarinin egitim-dgretim zamani konusunda

veliler bilgilendirilmelidir.

(2) Ik gretim okullarinin yonetici ve dgretmenlerinden aninda yardim
almmalidir.

(iv) Giivence: Bu boyuttan alinan yiiksek puan, Calisanlarin bilgili,
nazik olmasi ve miisterilerde giiven duygusu uyandirma etme becerileri
oldugunun gostergesidir.

Madde 6rnekleri:
(1) Ilkdgretim okullarindaki 6gretmen ve yoneticiler giivenilir
olmalidur.
(2) Ik gretim okullarinda 6grenciler kendilerini giivende hisselidir.

(v) Empati: Bu boyuttan alinan yiiksek puan, okulun velilere kisisel
ilgi gostermesi ve duyarlilig1 oldugunun gostergesidir.

Madde 6rnekleri:
(1) ilkdgretim okullarindaki 6gretmen ve yoneticiler, veliler
ile igtenlikle ilgilenmelidir.
(2) TIkdgretim okullarindaki yoneticiler, tiim velilerine uygun
olan saatlerde bilgi sunmalidir.

Olgegin i¢ tutarlilik diizeyinin bu arastirmada elde edilen veriler
lizerinden Cronbach Alpha kat sayist ile yinelenmistir. Olgegin faktorlerine
ilisgkin Cronbach Alpha kat sayilar1 0.62—-0.79 arasinda hesaplanmistir.
Tablo 2’de 6l¢egin faktorlerinin madde sayilari, Biilbiil & Demirer (2008)
ve bu arastirmada elde edilen i¢ tutarlilik kat sayilar1 sunulmustur.

Tablo 2
Olgegin Giivenirlik Kat Sayilar:

" Bu arastirma Biilbiil & Demirer (2008)
Faktorler Madde Sayisi Alpha " Alpha
1-Fiziksel goriinim 4 470 .83 440 .81
2-Giivenilirlik 5 470 .89 440 .87
3-Yanit verebilirlik 4 470 86 440 .85
4-Giivence 4 470 .83 440 .86
5-Empati 5 470 81 440 .88
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Islem

Arastirmada veriler, iki ayr1 asamada elde edilmistir. (7) Birinci asamada
SERVQUAL Hizmet Kalitesi Olgegi’nin calisma grubundaki velilere
2009-2010 ogretim yilinda aragtirmaci tarafindan uygulanmasi yoluyla
elde edilmistir. Olgegin cevaplandirma siiresinin yaklasik 10-15 dakika
siirdiigii gdzlenmistir. (i) Ikinci asamada calisma grubunda yer alan tiim
katilimcilara ek bir kagit verilerek ilkogretim okullarindaki hizmet kalitesi
eksikligine iliskin duygu, diisiince ve istekleri saptanmigtir. Aragtirmada
verilerin ¢oziimlenmesi asamasi ise alt1 (6) asamadan olugmustur. Bu
asamalara iligkin ayrintilar asagida sunulmustur:

(i) Birinci Asama: Arastirmada istatistiksel ¢ozliimlemelere
gecilmeden Once, demografik degiskenler gruplandirilmas,
bunun ardindan velilere uygulanan veri toplama araci
tizerindeki maddeler 5’11 Likert sistemiyle puanlandirilmistir.
Veri toplama aracinin temelini olusturan SERVQUAL
Hizmet Kalitesi Olgegi'ne gore hizmet kalitesi beklentiler
ve algilamalarin bir fonksiyonudur. Diger bir ifadeyle
SERVQUAL 6l¢iim modeli, beklenen kalite ile algilanan kalite
arasinda olusan farkliliga dayanmaktadir (hizmet kalitesi =
performans — beklentiler). Bu nedenle veri birbirini izleyen
ayni Olgegin iki farkli versiyonu (performans ve beklenti)
ile toplanmustir. Ilkinde beklentiler ikincisinde algilamalar
(performans) Sl¢iilmektedir. Daha sonra elde edilen beklenti
puanlarindan algilama puanlarinin ¢ikarilmasiyla hizmet
kalitesi puam hesaplanmaktadir. Olgekten elde edilebilecek
puan ranj1 -4 ile +4 arasinda degigsmektedir. Elde edilen puanin
yiiksekligi hizmet kalitesinin o faktoriine iliskin alginin
yiiksekligini ifade etmektedir.

(ii) Ikinci Asama: Arastirma grubunu olusturan velilerin
demografik 6zelliklerini belirleyici frekans () ve ylizde (%)
degerleri ¢ikarilarak; 6lgegin tiim boyut puanlari i¢in ortalama
(X) ve standart sapma (SS) puanlar1 hesaplanmistir.

(iii) Ugiincii Asama: 1kogretim okulu velilerinin hizmet kalitesi
puanlarinin velilerin ¢esitli demografik degiskenlerine gore
test etmeden Once arastirma verilerinin normal dagilim
ozelligi tasiyip tasimadiklart Kormogorov-Smirnov Testi ile
tespit edilmistir (bkz. Tablo 3). Tabloda sunuldugu iizere,
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SERVQUAL Olgegi'nden elde edilen puanlarin normal
dagilim gosterip gostermedigini  belirlemek amaciyla
yapilan tek drneklem Kolmogorov-Smirnov testi sonucunda
dagilimlarin normal olmadig1 saptanmuistir.

Tablo 3
Olgekten Elde Edilen Puanlarin Normal Dagilimimi Belirlemek Amactyla Yapilan Kolmogorov-
Smirnov Testi Sonuglart

Faktorler 3 X SS Y4 p

1-Fiziksel goriiniim 470 -1.12 .97 1.89 .00
2-Giivenilirlik 470 -1.09 1.03 2.23 .00
3-Yanit verebilirlik 470 -1.03 .94 1.81 .00
4-Giivence 470 -0.97 .96 2.62 .00
5-Empati 470 -1.05 1.02  2.35 .00

(iv) Dérdiincii Asama: Kolmogorov-Smirnov testi sonucunda
verilerin  normal dagilim o6zelligi gdstermemesinden
dolaytr non-parametrik analiz teknikleri kullanilmistir. Bu
kapsamda; ¢alisma grubunu olusturan velilerin, hizmet
kalitesi puanlarinin; (i) cinsiyet ve okul tirii degiskenine
gore farkhilagip farklilagsmadigini belirlemek i¢in Many
Whitney-U testi; (ii) egitim diizeyi ve ¢ocugunun sinif diizeyi
degiskenlerine gore farklilasip farklilagmadigini belirlemek
icin Kruskal Wallis-H testi; (iii) Kruskal Wallis-H testi
sonrasinda elde edilen farkin hangi gruplar arasinda oldugunu
belirlemek i¢in Many Whitney-U testi kullanilmistir.

(v) Besinci Asama: Aragtirmanin durum calismasi kapsaminda
elde edilen veriler betimsel analiz teknigi ile ¢oziimlenmistir.
Betimsel analiz; nitel ¢oziimlemelerdeki verilerin 6zgiin
bicimlerine sadik kalinarak, kisilerin sdylediklerinden,
yazdiklarindan ve dokiimanlarin igeriklerinden dogrudan
alintilar yaparak, betimsel bir yaklasimla verilerin
sunumudur. Ayrica betimsel analiz, nitel ¢ozlimlemelerde
yer alan kelimelere, ifadelere, kullanilan dile, diyaloglarin
yapisina ve Ozelliklerine, kullanilan sembolik anlatimlara
ve benzetmelere dayanarak tanimlayici bir analiz yapilmasi
olarak da tamimlanabilir (Kiimbetoglu, 2005, s.154).
Arastirmada kullanilan betimsel analiz dort asamadan
olusmustur. Bunlar; (i) Betimsel analiz i¢in bir cergeve
olusturulmasi: Bu asamada arastirmanin kavramsal ¢ergevesi
dahilinde yer alan boyutlardan yola ¢ikilarak veri analizi i¢in
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bir ¢cer¢eve olusturulmustur. Boylece verilerin hangi temalarin
altinda sunulacagi belirlenmistir. (i) Verilerin islenmesi: Bu
asamada, bir onceki asamada olusturulan genel ¢cergeveye gore
elde edilen veriler okunarak diizenlenmistir. (ii7) Bulgularin
tanimlanmasi: Bu asamada diizenlenen verilerin tanimlanmasi
ve gerekli olan yerlere dogrudan alintilar yapilmistir. (iv)
Bulgularin yorumlanmasi: Bu agamada tanimlanan bulgularin
aciklanmasi, iliskilendirilmesi ve agiklanmasi yapilmstir.

(vi) Altinci Asama: Arastirmanin nitel boyutunun i¢ gegerligini
saglamak icin: (i) arastirma bulgularinin sunumunda duruma
iliskin bilgiler ortaya konulduktan sonra yorumlar yapilmistir.
(i) Arastirmada bulgularinin tutarliliginin saglanmasi i¢in
kategorileri olusturan temalarin kendi aralarindaki tutarlilig
icsel homojenlik ve digsal heterojenlik Olciitleri dikkate
almarak degerlendirilmistir. Calismanin dis gecerligini
ifade etmek i¢in: (i) Arastirmada yontem boliimiinde desen,
orneklem, veri toplama araci, verilerin ¢oziimlenmesi
stireclerindeki islemlere ayrintili olarak yer verilmistir.
Calismanin i¢ giivenirligini saglamak icin: (7) Veri analizinde,
kuramsal yap1 temel alinarak kategorilerin belirlenmesi
saglanmistir. (77i) Veri analizi slirecinde yapilan kodlamalar
arastirmacilar haricinde baska bir arastirmaci tarafindan da
yapilarak karsilagtirllmistir. Bu karsilastirmalarin tutarlilik
diizeyinin hesaplanmasi i¢in Cohen s Kappa' (Schurter, 2001;
Simon, 2006) analiz teknigi kullanilmistir. Elde edilen tutarlilik
katsayist .93 bulunmustur. Arastirmanin dis giivenirligini
saglamak icin: (i) Benzer calisma yapacak arastirmacilara,
aragtirma desenlerini  kurgularken yardimci olabilmek
amaciyla; aragtirmada, lizerinde ¢alisilan durum ve kullanilan
yontemler, c¢aligmanin ilgili boliimlerinde detaylariyla
sunulmustur. (if) Veri toplama ve analizi yontemleri ile ilgili
ayrintili agiklamalara yer verilmistir.

! Nitel arastirmalardaki kodlayicilar arasindaki tutarliligin tespit edilmesi i¢in genellikle Kendal Concordan-
ce Analizi veya Uyum (Correspondance) Analizi kullanilmasina karsin, calismada Cohen’s Kappa analizinin
se¢ilmesinin temel nedeni Cohen’s Kappa’da sans faktoriiniin diger analizlere oranlar azaltilmasidir (McKen-
zie vd., 1996, 5.484).
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Bulgular
Hizmet Kalitesi Puanlarina Iliskin Tanimlayici Istatistiki Bulgular

Tablo 4’te arastirmaya katilan ilkogretim okulu o6grenci velilerinin
okullarin hizmet kalitesine iligskin faktor diizeyindeki puanlara iliskin
aritmetik ortalama ve standart sapma degerleri sunulmustur.

Tabloda gorildiigli gibi arastirmaya katilan ilkdgretim okulu
ogrenci velilerinin okullarin hizmet kalitesine iliskin 6lgek faktorlerine
aldiklar1 puanlarin ortalamasi -1.12 ile -0.97 arasinda degismektedir.
Olgegin faktorlerinden elde edilen puanlarin degeri goz dniine alindiginda,
ilkogretim okulu 6grenci velilerinin okullarin hizmet kalitesine iliskin
algilarinin diistik bir seviyede oldugu soylenebilinir. Ayrica faktorler
arasinda fiziksel goriiniim ve giivenilirlik veliler tarafindan en diisiik
ortalamayla degerlendirilmistir.

Tablo 4

Olgekten Elde Edilen Puanlarin Ortalama ve Standart Sapmalart

Faktorler n X SS
1-Fiziksel goriiniim 470  -1.12 0.97
2-Giivenilirlik 470 -1.09 1.03
3-Yant verebilirlik 470  -1.03 0.94
4-Giivence 470 -0.97 0.96
5-Empati 470  -1.05 1.02

Hizmet Kalitesi Puanlarinin Velilerin Demografik Degiskenlerine
Gore Degerlendirilmesine lligkin Bulgular

Tablo 5’te ilkdgretim okulu velilerinin hizmet kalitesi faktdr puanlarinin
velilerin cinsiyet degiskeni agisindan farklilagip farklilagsmadigini
belirlemek iizere yapilan Many Whitney-U testi sonuglari sunulmustur.
[Ikogretim okulu velilerinin hizmet kalitesinin fiziksel goriiniim ve
giivenirlik faktorlerinde velilerin cinsiyetleri agisindan istatistiksel olarak
erkek veliler lehine anlamli bir farklilasma saptanmistir [p<.05]. Buna
karsin hizmet kalitesinin diger faktdrlerinde velilerin cinsiyetleri agisindan
istatistiksel olarak anlamli bir farklilasma saptanmamaistir [p>.035].
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Tablo 5
Hizmet Kalitesi Puanlarinin Velilerin Cinsiyet Degiskenine Gore Mann Whitney-U Testi Sonuglari
Faktorler Cinsiyet n X SS Lara U V4 P
1-Fiziksel eériini Erkek 168 -1.29 098 209.5 )1 )
-Fiziksel goriiniim Kadin 208 2102 095 247.0 006 -2.89 .00
o Erkek 168 -1.22 130 2163
2-Glivenilirlik Kadm 208 101 085 2431 22150 -2.07 .03
s Erkek 168 -1.09 093 229.1
3-Yanit verebilirlik Kadin 298 2100 094 2359 24306 -.52 .60
. Erkek 168 -1.10 099 2222
4-Giivence Kadm 208 091 094 2398 23142 -1.36 .17
. Erkek 168 -1.11 1.03 2263
S-Empati Kadn 2908  -1.01 102 237.5 2024 -86 .38

Tablo 6°da ilkogretim okulu wvelilerinin hizmet kalitesi
faktor puanlarinin velilerin okul tiiri degiskeni agisindan farklilagip
farklilasmadigin1  belirlemek {izere yapilan Many Whitney-U testi
sonuglar1 sunulmustur.

[Ikogretim okulu velilerinin hizmet kalitesinin fiziksel gériiniim,
giivenirlik ve empati faktorlerinde velilerin okul tiirli agisindan istatistiksel
olarak 6zel okul velilerinin lehine anlamli bir farklilagma saptanmistir
[p<.05]. Buna karsin hizmet kalitesinin diger faktorlerinde velilerin okul
tiirii agisindan istatistiksel olarak anlamli bir farklilagma saptanmamigtir
[p>.05].

Tablo 6
Hizmet Kalitesi Puanlarimin Velilerin Okul Tiirii Degiskenine Gére Mann Whitney-U Testi
Sonuclar

Faktorler OKkul n X SS Yara U Z p
. o Kamu 448 -1.14 96 2325

1-Fiziksel goriiniim Ozel 2 68 102 295.9 3598 -2.14 .03
T Kamu 448 -1.12 1.03 231.7

2-Giivenilirlik Ozel 29 -50 86 3121 3241 -2.72 .00
- Kamu 448 -1.05 94 2331

3-Yanit verebilirlik Ozel 2 65 94 2828 3886 -1.68 .09
.. Kamu 448 -.99 96 2335

4-Giivence Ozel 2 75 93 2754 4050 -1.42 15
. Kamu 448 -1.07 1.03 232.8

5-Empati Ozel 2 60 75 289.9 3730 -1.93 .05

Tablo 7°de ilkdgretim okulu velilerinin hizmet kalitesi faktor
puanlarinin velilerin egitim diizeyi degiskeni acisindan farklilasip
farklilasmadigini belirlemek iizere yapilan Kruskal Wallis-H testi
sonuglar1 sunulmustur.
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[Ikogretim okulu velilerinin hizmet kalitesinin fiziksel goriiniim,
giivenirlik, yanit verebilirlik ve giivence faktorlerinde velilerin egitim
diizeyi agisindan istatistiksel olarak anlamli bir farklilasma saptanmistir
[p<.05]. So6z konusu farkliligin hangi gruplar arasinda oldugunun
saptanmasi amactyla yapilan Many Whitney-U testi sonucunda:

(i) Fiziksel goriiniim faktoriinde ilkokul mezunu veliler ile diger

egitim diizeylerindeki veliler arasinda ilkokul mezunu veliler

lehine;

(i) Grivenilirlik faktoriinde ilkokul mezunu veliler ile iiniversite

mezunu veliler arasinda ilkokul mezunu veliler lehine;

(iii) Yanit verebilirlik ve giivence faktorlerinde ise ilkokul mezunu

veliler ile lise mezunu veliler arasinda ilkokul mezunu veliler

lehine anlaml1 bir farklilagma saptanmistir.

Buna karsin hizmet kalitesinin empati faktoriinde velilerin egitim
diizeyi agisindan istatistiksel olarak anlamli bir farklilagsma saptanmamistir

[p>.05].

Tablo 7
Hizmet Kalitesi Puanlarinmin Velilerin Egitim Diizeyi Degiskenine Gore Kruskal Wallis-H Testi
Sonuglart

Faktorler Egitim Diizeyi 7z X SS X X’ SD )4
Ilkokul 206 -0.90 098 261.60 20.14 3 .00
1-Fiziksel goriinim O}'taokul 64 -1.31 1.06 215.81
Lise 120 -1.20 0.75 218.72
Universite 74 -1.48 1.01 188.28
ilkokul 206 -1.02 092 249.72 11.84 3 .00
2-Giivenilirlik O.rtaokul 64 -1.10 0.91 236.58
Lise 120  -1.14 0.84 228.26
Universite 74 -1.27 1.54 18791
Ilkokul 206 -091 093 249098 8.06 3 .04
e Ortaokul 64 -1.01 0.96 237.50
3-Yanit verebilirlik Lise 120 -1.19 082 212.67
Universite 74 -1.18  1.04 211.69
Ilkokul 206 -0.83 093 25458 10.54 3 .01
4-Giivence Oﬁaokul 64 -0.95 0.88 222.75
Lise 120  -1.18 1.01 210.00
Universite 74 -1.12 096 215.96
Ilkokul 206 -0.94 099 241.65 4.18 3 24
5-Empati O'naokul 64 -1.20  1.07 212.50
Lise 120 -1.18 1.04 219.60
Universite 74 -1.02  1.05 245.24

Tablo 8’de ilkdgretim okulu velilerinin hizmet kalitesi faktor
puanlarinin velilerin ¢ocuklarinin smif diizeyi degiskeni agisindan
farklilasip farklilagsmadigini belirlemek {lizere yapilan Kruskal Wallis-H
testi sonuglar1 sunulmustur.

[Ikogretim okulu velilerinin hizmet kalitesinin tim faktdrlerinde velilerin
egitim diizeyi agisindan istatistiksel olarak anlamli bir farklilagsma
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saptanmistir [p<.05]. S6z konusu farkliligin hangi gruplar arasinda
oldugunun saptanmasi amaciyla yapilan Many Whitney-U testi sonucunda:
(i) Fiziksel goriiniim faktoriinde 1. sinif velileri ile 3. sinif velileri
arasinda 1. smif velileri lehine ve 5. sinif velileri ile 2. ve 3. simif
velileri arasinda 5. sinif velileri lehine;
(if) Giivenilirlik faktoriinde 1. smf velileri ile 2. sinif velileri
arasinda 1. siif velileri lehine;
(iii) Yanit verebilirlik taktoriinde 3. siif velileri ile 4. sinif velileri
arasinda 3. sinif velileri lehine ve 5. sinif velileri ile 4. sinif velileri
arasinda 5. sinif velileri lehine;
(iv) Giivence faktoriinde 1. sinif velileri ile 2. siif velileri arasinda
1. smif velileri lehine, 3. simif velileri ile 4. siif velileri arasinda 3.
sinif velileri lehine ve 5. sinif velileri ile 2. siif velileri arasinda
5. smuf velileri lehine;
(v) Empati faktoriinde 1. sinif velileri ile 2. sinif velileri arasinda
1. smif velileri lehine, 3. simif velileri ile 2. siif velileri arasinda 2.
sinif velileri lehine ve 5. sinif velileri ile 2. sinif velileri arasinda 5.
siif velileri lehine anlamli bir farklilagma saptanmaistir.

Tablo 8
Hizmet Kalitesi Puanlarimin Velilerin Cocugunun Swnif Diizeyi Degiskenine Gére Kruskal Wallis-H
Testi Sonuglar

Simif

Faktorler Diizeyi 7 X S Xuu X Ky
1. Siuf 220 -1.01 092 24827 15.82 4 .00
2. Smuf 92 -130 093 213.89
4. Smuf 28 -1.05 0.86 239.21
5. Siuf 58 -0.86 1.03 261.71
1. Smuf 220 -095 1.08 24855 16.99 4 .00
2. Siif 92 -1.44 094 189.05
2-Giivenilirlik 3. Smif 68 -1.04 1.04 247.10
4. Simf 28 -1.33  0.78 193.25
5. Smuf 58 -1.06 1.07 250.40
1. Smuf 220 -1.00 093 23743 14.70 4 .00
2. Simif 92 -123 1.06 211.61
3-Yanit verebilirlik 3. Smuf 68 -0.90 0.70 251.88
4. Smuf 28 -1.50 094 164.00
5. Siuf 58 -0.81 097 26533
1. Siuf 220 -093 0.86 238.06 42.02 4 .00
2. Smuf 92 -140 096 173.78
4-Giivence 3. Siif 68 -0.65 1.03 28935
4. Smuf 28 -1.32 1.00 171.57
5. Siuf 58 -0.73 1.05 27533
1. Smuf 220 -096 1.07 24485 20.33 4 .00
2. Smuf 92 -1.40 1.07 186.80
5-Empati 3. Simif 68 -095 096 25035
4. Siif 28 -1.31 0.74 188.79
5. Smuf 58 -0.82 0.86 26633
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Hizmet Kalitesi Eksikligine Iliskin Bulgular
Arastirma kapsaminda ilkdgretim okullarinin hizmet kalitelerine iliskin
veli algilart yukarida sunulmustur. Buna paralel olarak yapilan betimsel
sonucunda velilerin eksikligini ifade ettigi hizmet alanlari; (i) mali
yap1 yetersizligi, (i) sosyal imkan yetersizligi, (iii) teknolojik alt yap1
yetersizligi, (iv) giivenlik hizmetleri yetersizligi, (v) temizlik hizmetleri
yetersizligi ve (vi) okul yonetimi ve veli iletisimi yetersizligi olarak
altt (6) tip hizmet alanindan s6z edilebilinir. Velilerin ifade ettikleri
hizmet eksikligi alanlar1 analiz edildiginde, ortak 6zelliklerini asagidaki
noktalarda 6zetlemek miimkiindiir:

(i) Mali yapr yetersizligi: Mali yapi, ilkogretim okullarinin
gelir-gider dengesinin saglanmasi ile egitimden beklenen toplumsal,
siyasal ve ekonomik iglevlerin yerine getirilmesi, egitime ayrilan
kaynaklarin diizeyine ve bu kaynaklarin etkili ve verimli kullanimini
icermektedir. Egitimde mali yapmin temel tasini olusturan finansman
egitimin maliyetlerini karsilamak igin gereken parasal kaynaklardir.
Egitim finansmani1 kavrami, egitim hizmetinin sunumu i¢in gerekli olan
parasal kaynaklarin saglanmasiyla ilgilidir. Kuskusuz saglanan parasal
kaynaklarin harcanmasi da o kadar énemlidir (Karakiitiik, 2006, s.221).
Buna karsin arastirmada elde edilen okullardaki mali yap1 eksiklikleri su
sekilde ifade edilmistir. Ornegin:

“Okul ihtiyaglarinin karsilanmasi ve giizellestirilmesi igin daha devlet
tarafindan fon ayrilmalidir. Okul gelirinin fazlalagsmasi igin ¢esitli faaliyetler
diizenlenmelidir.”

“Devletin egitime ¢ok daha fazla 6nem vermesi gerekir. Kamu okullarinda birgok
ihtiyag veliler tarafindan karsilanmaktadir.”

“Okullar agildig1 zaman bagis altinda zorla para alinmaktadir. Bu durumlarda
ogrencilerin maddi durumlarina bakilmamaktadir. Bu durum hem 6grenci hem de
veliyi zor durumda birakmaktadir.”

“Milli Egitim Bakanligi genel biitcesini daha fazlalagtirmalidir. Okullarda
egitime katki gibi ekstra paralar toplanmamali, okul aile birlikleri her veliyi ayn1
gozetmemeli, ¢ocuklar1 ve velileri istismar edip zorunlu yardim toplamamali.
Yeterli bagis toplanamiyorsa baska kaynakla bulmali. 1l milli egitim miidiirleri bu
konuda istismarda bulunan okullart samimi ve gergek olarak takip etmeli.”
“Egitim semeresi uzun vadede alinan bir yatirimdir. Gelecegimize yatirimdir.
Fakat bunu ticari firsat olarak goren mili egitim etiitlerden alinan ve okula katk1
adr altinda her ya ailelerden alinan (serbest deniyor ama mecburi tutuluyor, bask1
yapiliyor) paray1 hi¢ istemeden ¢ocugumuza istemeden de olsa farkli muamele
yapiliyor. Bu paray1 bakanlik adia utanarak ddityorum. Her se¢imde veya bir
stirli bahaneler ile devlet olarak trilyonlarca para harcantyorsa ¢ocuklarimizin,
hepimizin, memleketimizin yarar1 olan ¢ocuklarimizin egitimi s6z konusu oldugu
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zaman neden devlet imkanlari bir anda kisiliyor.”
“Kamu’ya ait ilkdgretim okullarmin hepsinin ayn1 diizeyde ve yeterli donanima
sahip olmasin1 isterim. Herkese esit ve yeterli egitim diizeyi sunulmalidir.”

(if) Sosyal imkan yetersizligi: Bireyin gelisiminde en Onemli
stireclerden biri sosyal gelisimdir. Sosyal gelisim, bireylerin belirli
bir grubun islevsel iiyeleri haline geldikleri ve grubun diger iiyelerinin
degerlerini, davraniglarini ve inanglarin1 kazandiklar1 bir siirectir. Her ne
kadar bu stire¢, dogumdan hemen sonra baslayip bireyin yagami boyunca
siirmekle birlikte, etkiledigi davranislarin ¢ogu ilk ¢ocukluk déneminde
belirgin duruma gelmektedir (Gander & Gardiner, 2004). Bu nedenler
sosyal imkanlarin en yiiksek olmasi gerekli olan yerlerin bireyin ilk
cocukluk doneminin gectigi dnemli yerlerden birinin okullar oldugudur.
Buna karsin arastirmada elde edilen bulgular bu durumun eksikligini
ortaya koymaktadir. Ozellikle okullarin sosyal imkanlarinin eksikligi su
sekilde ifade edilmistir. Ornegin:

“Okul biinyesinde sosyal aktivitelerin yapilmasini; dolaysiyla daha sosyal
bireyler yetismesini isteriz. Sportif aktiviteleri yapacak calisma salonumuz yok.
Kis aylarinda gocuklar spor yapamamaktadir.”

“Ogrenciler tek diize egitim mantiginin diginda daha sosyallestirilmeli ve
katilimer olarak yetistirilmelidir.”

“Okulumuz sosyal imkéanlardan ¢ok yoksun. En basit spor yapacaklar1 bir salonlar1
yok. Cocuklarimizin spor dersinde okulun bahg¢esinde ¢ikip kosuyorlar. Ellerini
ayaklarmin kaldir, ikide top oynuyorlar, bitti! Al sana spor. Bu beni ¢ok iiziiyor.
20 y1l dnce neysek yine ayni. Ciinkii bizde okurken dyleydi. Simdi hatta daha
kotiiye bile gidiyor. Sadece bos alan var hadi okul yapalim. Bitti! ile olmuyor.”

(iii) Teknolojik alt yap1 yetersizligi: Bilimsel ilerlemenin bir
gostergesi olan teknolojik gelismeler hayatin her alanii etkin olarak
etkilemektedir. Teknolojileri altyapisi; kaynaklarin verimli kullanilmasini,
verilerin giivenligini, kesintisiz iletisimi, etkin maliyet yOnetimini
saglamaktadir. Bu etkin yapinin en giiclii kullanim alanlarinda biride
okullarin olmasi gerekirken, arastirmada elde edilen sonuglar bu durumun
tersini ifade etmektedir. Bu duruma iliskin olarak nitel bulgularda su
sekilde ifade edilmistir. Ornegin:

“Okullar teknolojik donanimlara sahip degildirler.”

“Cocuklarimizin daha iyi ve verimli olabilmesi i¢in ¢agin gerektirdigi ortamlarin
yaratilmasi ve ¢agdas egitiminin sart oldugunu biliyoruz. Bu nedenle okullarda
bilgisayar ve donanimlar1 yayginlastirtimalidir.”
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“Bence, okulda ki biitiin dersliklerde yeni bilgisayar yani teknolojiden
yararlanilmalidir. Ayrica g¢ocuklar bilisim teknoloji derslerinde bilgisayardan
yaralanmakta geri ¢ekinmemelidirler.”

(iv) Giivenlik hizmetleri yetersizligi: Okul giivenligi; o6grencilerin,
Ogretmenlerin ve diger personelin kendilerini fiziksel, psikolojik ve
duygusal bakimdan o6zgilir hissetmeleri olarak tanimlanabilmektedir
siirecinin en Onemli yap1 taglarindan birini igermesine karsin arastirmada
elde edilen bulgular okullarin giivenli birer ortam saglamadigin
gostermektedir. Ornegin:

“Okullarda giivenlik titizlikle saglanmalidir. Yabanci kigilerin okul alant igine
girisleri engellenmelidir. Ogrencilerin okula kesici, delici veya atesli silahlar ya
da aletler sokmalar1 engellenmelidir.”

“Cocugumun giivenligi benim i¢in ¢ok daha 6nemlidir. Bu nedenle kotii
aliskanliklart olan ogrencilerin tespit edilip, digerlerine zarar vermeden
engellenmesi gerekmektedir.”

“Okullarinda sahip olmasi gereken en 6nemli 6zellik giivenli bir ortam ve
giivenli bir ¢evredir. Bu nedenle giivelik gorevlilerinin sayisinin arttirtlmasi
gerekmektedir.”

“Cocugumun egitimin yaninda her zaman giivende olmasini isterim. Cocugum
okulda oldugu zaman aklimizin onda kalmamasi gerekmektedir. Cilinkii su
donemde okulumuza ait bir giivenlik gorevlisi bir yok.”

(v) Temizlik hizmetleri yetersizligi: Bireylerin toplu olarak faaliyet
gosterdikleri yerlerin basinda gelen okullarda, 6gretim siireci ile ilgili
olarak direk baglantisiz goriinen bir konuda temizlik hizmetleridir. Buna
karsin arastirmada elde edilen bulgular okullarin temizlik hizmetleri
konusunda eksikligini ortaya koymaktadir. Ornegin:

“IIkdgretim okullarinin cogunda temizlik ve hijyen hemen hemen hig yok.”
“Okullarimizda temizlik ¢ok dnemli oldugunuz diisiiniiyorum. Tiim okullarimizda
buna yeterince 6zen gdsterilmesini istiyorum.”

(vi) Okul yonetimi ve veli iletisimi yetersizligi: Okul-aile is birliginin,
stirecin her agsmasinda etkin olmasi gerekmektedir. Bu etkinligin
gelistirilmesi, hem okulun amaglarina ulagsmasina hem de 6grencilerin
davraniglarin olumlu yonde gergeklestirebilmelerine imkan taniyacaktir.
Ozellikle, ilkdgretimin birinci kademesinde saglikli bir okul-aile etkilesimi
ve isbirliginin olusturulmasi, ¢ocuklarin gelecekteki yasantilarint olumlu
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yonde etkilemesi agsindan ¢ok biiyiik bir 6nem tasimaktadir (Geng, 2005).
Bu 6neme karsin aragtirmada elde edilen bulgular okul-aile isbirliginde
iletisim sorunlarinin oldugunu ortaya koymaktadir. Ornegin:

“Okulumuzun ydneticileri ve 6gretmenleri veliler ile birebir biraz daha ilgilense
ve biraz daha bilgilendirse daha miikemmel bir okula sahip olacagiz.”
“Okulumuzun idarecilerinin, velilere daha saygili ve kibar olmasini isterim. Bu
velilerin ortak sorunudur. Okula girdigimiz zaman koyun muamelesi goriiyor ve
itici konusmalara maruz kaliyoruz.”

“En basta veli ve 0gretmen her sikintida birbirlerine agiklikla paylasmalidir.
Okulumuz ailedir s6z bunun ispatidir. Mutlulugumuzu nasil aninda paylasiyorsak,
her hangi bir problemde de ayni olmalidir. Yoksal giivenilirlik ilkesi yok olur.
Buda basar1y1 engeller.”

Tartisma

Bu arastirmada, ilkdgretim okullarinin hizmet kalitelerine iliskin veli
algilarini belirlemek amaglanmistir. Bu amaci gergeklestirmek iizere 470
ilkogretim okulu velisinden toplanan veriler nicel ve nitel veri analizleri
ile derinlemesine irdelenmistir. Arastirmada elde edilen bulgular temel
olarak ii¢ asamada degerlendirilmistir.

Aragtirmada elde edilen bulgular velilerin, ilkogretim okullarinin
hizmet kalitesine iliskin algisiin tim faktorlerde diisiikk diizeyde
oldugunu gostermektedir. Ayrica fiziksel goriiniim ve giivenilirlik veliler
tarafindan en diisiik hizmet kalitesi algisina sahip faktorlerdir. Elde
edilen bulgular bir biitiin olarak irdelendigi zaman arastirmada her bir
hizmet kalitesinin faktorlerine iliskin elde edilen negatif puanlar velilerin
ilkogretim okullariin yiiriittiikleri egitim hizmetine iligkin algilamalarinin
beklentilere gore daha diisiik bir degere sahip oldugunu gostermektedir.
Ozellikle bu fark fiziksel gériiniim ve giivenirlik faktdriinde daha gok
one cikmaktadir. Bu durum esasinda velilerin okullara tam olarak
giivenemediklerini icermektedir. Ayrica Tirkiye’deki ilkogretim okul
binalarinin yaglarinin yiiksek olmasi ve tek tip projeler ile yapilmasi
fiziksel goriiniim algisinin diisiik ¢citkmasinin nedeni oldugu sdylenebilinir.
Ayrica bir kisim aragtirmada hizmet kalitesi algis1 ile memnuniyet
arasinda pozitif yonli bir iligki saptanmistir (Okumus & Duygun, 2008;
Schvaneveldt, Enkawa & Miyakawa, 1991). Bu nedenle velilerin hizmet
kalitesi algilamalarinin iyilestirmesinin egitim hizmetlerinden duyduklari
memnuniyet diizeylerinde olumlu katki saglayacaktir. Bunun icinde
oncelikle ilkdgretim okullarmin fiziki goriinlimiiniin ve glivenirliginin
arttirilmasi gerekmektedir.
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Arastirmada ele aliman velilerin ilkdgretim okullarmin hizmet
kalitesi algilar1 velilerin demografik 6zelliklerine gore degerlendirmesine
iliskin olarak elde edilen 6nemli sonuglar su sekilde 6zetlenebilir:

* Erkek wveliler, kadin velilere gore oranla fiziksel gériiniim
ve giivenirlik hizmet kalitesi faktorlerini daha olumlu
algilamaktadirlar.

e Ozel okul velileri, kamu okulu velilerine oranda fiziksel
gortintim, giivenirlik ve empati hizmet kalitesi faktorlerini
daha olumlu algilamaktadirlar.

* Ilkokul mezunu veliler, diger egitim diizeylerindeki velilere
oranda fiziksel goriiniim, giivenilirlik, yanit verebilirlik
ve giivence hizmet Xkalitesi faktorlerini daha olumlu
algilamaktadirlar.

* Birinci smuf velileri, diger smf diizeylerindeki velilere
oranda fiziksel goriiniim, giivenilirlik, yanit verebilirlik,
gilivence ve empati hizmet kalitesi faktorlerini daha olumlu
algilamaktadirlar.

Aragtirmanin bu amacina iliskin bulgular bir biitiin olarak
irdelendigi zaman 6zellikle 6zel okullarin mali yapilarindan kaynaklanan
avantajlarin1 kamu okullarina oranla daha iyi kullandiklar1 goriilmektedir.
Ayrica Ozellikle birinci sinif velilerinin algilarinin diger velilere oranla
yuksek c¢ikmasinin nedeni olarak okullar1 tam olarak taniyamamalari
oldugu sodylenebilinir.

Arastirma kapsaminda elde edilen diger 6nemli bulguda ise
velilerin eksikligini ifade ettigi hizmet alanlarina iligskindir. Bu alanlar; (i)
mali yap1 yetersizligi, (ii) sosyal imkan yetersizligi, (iii) teknolojik alt yap1
yetersizligi, (iv) giivenlik hizmetleri yetersizligi, (v) temizlik hizmetleri
yetersizligi ve (vi) okul yonetimi ve veli iletisimi yetersizligidir. Hizmet
kalitesi, tirtin kalitesine kiyasla soyut ve Ol¢limlenmesi gii¢ bir nitelik
tasimasindan dolayr hizmet kalitesinin belirlenmesinde SERVQUAL
modelinin disindaki faktorlerinde belirlenmesi 6nemlidir (Christopher,
Payne & Ballantyne, 1996, s.93). Bu faktorler arasinda; giivenilirlik,
hizmet sunmaya hazirliklilik, liyakat, erisim ve hiz, insancil iliskiler
(Royne, 1996), inanilirhik, glivenlik, miisteriyi anlamak ve bilmek,
hizmetin somutlastirilmast ve iletisim sayilabilir (Kunts & Lemming,
1996; Lovelock & George, 1996). Arastirmanin bu boyutunda elde edilen
sonuglara da bakildig1 zaman 6zellikle literatiirdeki faktorlerin bir kismi
ile uyum igerisindedir. Uyum igerisinde goriinmeyen faktorler incelendigi
zaman daha ¢ok egitim hizmetlerine has 6zellikler oldugu goriilmektedir.
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Okullarin giivenlik hizmetlerinin yetersizligi arastirmanin en
onemli bulgusu niteligindedir. Bu durum Tiirkiye’de 6zellikle son yillarda
sadece egitim hizmetlerinde degil, toplumun tamaminda boy gosteren
sosyolojik bir sikintidir. Bu durum Maslow’un ihtiyag¢lar hiyerarsisinin
ikinci basamagi olan glivenlik ve emniyet ihtiyacina karsilik gelmektedir.
Maslow’a gore bu hiyerarsideki ihtiyaclardan biri tamamen tatmin
edildiginde, ikinci ihtiyag¢ baskin hale gelmektedir (Hoy & Miskel, 2010).
Buokullarinegitsel amaglarinaulasmasini saglamaki¢in okul paydaslarinin
fiziksel ve psikolojik korku yasamadan, 6zgilirce Ogrenebilecekleri ve
ogretebilecekleri, giivenli bir okul ortami yaratilmalidir. Ancak giivenli
bir okul ortam1 olusturulurken, bu ortami etkileyen 6gelerin gz oniinde
bulundurulmasi gerekmektedir. Bu baglamda, okulda giivenligin
saglanmasini olumsuz olarak etkileyebilecek fiziksel, psikolojik ve sosyal
biitiin kurumsal etkenler géz oniinde bulundurulmali ve bu etkenlerin
olumsuz etkilerini azaltmaya ve 6nlemeye yonelik 6nlemler alinmalidir
(Ozer & Donmez, 2007, 5.173).

Sonug¢ olarak egitimde hizmet kalitesini artirmak igin fiziksel
yapilara, giivenirlige ve yanit verebilirligine hassasiyet gosterilmesi
gerekmektedir. Egitimin en Onemli paydaslarindan olan velilerin
cocuklariin egitimiyle ilgili sorunlarini anlamak i¢in okul yonetimleri
tarafindan empati yapilmasi, veliye her zaman saygili olunmasi, okul
ortamlarinin temiz ve diizenli olmas1 hizmet kalitesi artiric1 ¢alismalari
icermektedir. Ayrica yapilan bu arastirmanin sonuglarinin giivenirligi
icin muhtemel arastirma ve Olglim hatasina neden olusturabilecek
uygulamalardan kac¢inilmasina karsin, arastirmada verilerin kisith
bir bolgeden ve tek bir hizmet kalitesi 6l¢lim modeli ile elde edilmesi
arastirma sonuglarinin dogrulanmasi gerektirmektedir. Dolayisiyla daha
sonra yapilacak arastirmanin daha genis 6rneklem gruplarinda ve farkli
modellerin birlikte kullanimu ile literatiire katk: saglayacaktir.
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Abstract: Centralization and control of education can stifle initiative, prevent problem
solving, and result in low student achievement. Nonetheless, many countries maintain
centralized control of education and grant little autonomy to school directors to help
them face the daily challenges of administrative problems or the more profound
issue of parents who have little voice in their own education or the education of their
children. School directors need autonomy to become educational entrepreneurs who take
initiative and involve local constituencies. Woods and Woods’ (2009) define four types
of entrepreneurialism. Business entrepreneurialism is intended to achieve a competitive
advantage. Social entrepreneurialism reduces depravation and social exclusion. Public
entrepreneurialism promotes a democratic vision for the good of the community.
Cultural entrepreneurialism establishes meaning in the school. The paper examined
two doctoral programs in educational leadership programs that intend to promote
entrepreneurship. The program orientation, pedagogy, and outcomes associated with
a doctoral program in California and a doctoral program in Mexico aimed to develop
educational entrepreneurs. The founding of these two programs is described along with
an analysis of a course in each program that attempts to develop the entrepreneurial skills
of leadership. In their courses, students conducted oral history projects and analyses
of leadership that were connected to a real school context. They were able to practice
entrepreneurial skills and develop field projects to fulfill the requirements of research and
school improvement. This conceptualization of the practice of leadership goes beyond
the academic skills of information gathering and research. It includes entrepreneurial
skills to help leaders advocate for all stakeholders. Experiences that have the potential to
develop entreprencurship can take students to new areas and ask them to step back and
think in different ways.

Keywords: Entrepreneur, educational leadership, international, doctoral program

The term entrepreneur is usually associated with business as a person who
envisions a new enterprise and takes the risks to make it happen. Lately
the term has been used in education to describe a principal who is able to
garner resources for a school or a superintendent who creates partnerships
with the community. The meaning has gone beyond the financial sense
and can describe a practitioner who will exert leadership to advocate for
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those who are marginalized and have little voice in their own education or
the education of their children.

A necessary condition of entrepreneurship is autonomy that allows
flexibility to meet local conditions. This importance of context can be
traced to the ideas of John Dewey. He advocated the kind of local control
that would make it possible for a school director to take initiative to
address school problems. He not only expressed these ideas in relation
to education in the US, but also in China, Japan, Mexico, Russia, and
Turkey. Turan (2000) reported Dewey’s recommendations for education
in Turkey in 1926:

Dewey warned about the danger of centralization and the removal of local
control in education. He pointed out that centralized systems can “prevent local
communities taking the responsibilities which they should take; and produce
too uniform a system of education, not flexibly adapted to the varying needs of
different localities”... (Turan, 2000, p.551; Dewey, 1926).

Despite these recommendations, the centralization of control of
education continues to be common in both developed and developing
nations. Yet school directors face conditions that require them to act as
entrepreneurs. Author (2002) reported that school leaders in Mexico were
called upon to do much more than occupy a position. They had to become
entrepreneurs to garner resources necessary for their schools. One new
director arrived at her school site in a rural area only to discover that there
was no building. Her first task was to organize parents to build the school.
Another director had to construct a fence around the playground to protect
children from highway traffic. In an urban school near an airport, the school
director worked with parents to raise funds and construct a cover over the
play area to allow adequate shade for the physical education program.
Another director went on a protest march with parents to draw attention to
the school’s need for better bathroom facilities (Author, 2008).

The actions of these Mexican school directors can be understood
in terms of Woods and Woods’ (2009) four types of entrepreneurialism.
Business entrepreneurialism is intended to achieve a competitive
advantage. Social entrepreneurialism reduces depravation and social
exclusion. Public entrepreneurialism promotes a democratic vision for the
good of the community. Cultural entrepreneurialism establishes meaning
in the school. We will explore further each type of entrepreneurialism.
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Business Entrepreneurialism

Business entrepreneurialism refers to overcoming lack resources. The
shortage of funding reported above is not only a problem in Mexico;
California faces its worst financial crisis in history with budget shortfalls
in the billions of dollars. An elementary principal in Southern California
makes it a practice to ask parents to supply Kleenex and writing paper
for students. She culls through the parent emergency notification cards to
find work addresses of businesses that meet be partners with school. She
recruits Hollywood production firms to use her school as a staging area.
The money she collects goes into a gift account that cannot be accessed by
anyone outside of the school. She has also learned to spend fast whatever
public funds she receives lest they be swept away when needed by the
district.

The statewide budget reductions are having other effects on
schools throughout the state. An urban middle school in southern
California was making progress to move out of Program Improvement
(PI) status. A dynamic principal and a young staff were making steady
gains in student achievement in mathematics and language arts. This
year’s budget reductions resulted in layoff notices to 15 of 36 teachers.
Maintaining progress with new teachers from other schools will require
entrepreneurial skills to attract and keep teachers. Rice (2010) reviewed
principal effectiveness studies and concluded that the quality of leadership
can determine teacher satisfaction as well as their decisions about where
to work and whether to stay.

Ouchi (2003) studied urban school districts in the US and Canada
to determine which ones were successful and why. He found a correlation
between the degree of autonomy granted to principals and the achievement
of students. The range of budget control for schools was dramatic from
6.1% in New York to 91.7% in Edmonton. His first key to success for the
principal was to be an entrepreneur.

Social Entrepreneurialism

Business entrepreneurialism is a familiar category but social
entrepreneurialism goes beyond the everyday uses of the term. It refers
reduction of depravation. An entrepreneur can be someone who takes
risks to experiment and establish new ways of doing things to address
issues of social justice.
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Dillard (1995) argued that concern, care, and advocacy are
necessary to improve the conditions of the urban poor. They are grounded
in personal history of the leader. Leadership is transformational work
that moves beyond what Sergiovanni (2000) called the systemsworld and
toward the lifeworld.

Public Entrepreneurialism

Public entrepreneurialism is the promotion of a democratic vision for the
school. Webber and Scott (2008) described entrepreneurial aspects of
boundary-breaking leadership such as innovative leadership that can create
short and long-term opportunities for learning that make a difference for
school communities. This includes the creation of financial resources but it
is not limited to them. The primary purpose is educational. They described
high quality and sustainable initiatives on the part of both the instructor
and students. Besides innovative behavior, the other entrepreneurial
dimensions include networking, a time-space communication framework,
local-global perspective, the conception of educational organizations as
knowledge centers, and an integration of face-to-face and Internet learning.

Atthis point principals may wonder if they qualify as entrepreneurs.
After all, many good administrators are also conservative managers who
protect the interest of their school and its parents, teachers, and students.
However, boundary breaking entrepreneurship does not necessarily mean
taking big risks. Gladwell (2010) offered a caution when he reported a study
of successful entrepreneurs by Michel Villette and Catherine Vuillermot
(2010). They found that successful business entrepreneurs tended to
minimize risk and find advantageous situations where they were highly
likely to succeed. The authors even used the term predator to describe
the entrepreneurial behavior of taking advantage of weak prey. The term
predator is a bit extreme, particularly for schools, but the language of the
hunt describes the clever determination of the entrepreneur who seeks
resources.

In the field of educational leadership, Pozner (2000) argued for
both action and recognition of complexity:

Leadership...does not maintain the status quo, resignation, or high levels of
complacency. On the contrary, it is the dimension of strategic educational
management that assumes that undertaking changes requires collective
identification of problems and planning, recognition of conflicts, (and) an
evaluation of context and values to realize socially useful results (p.18).
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This combination of action and reflection is meant to develop
leaders who will promote a vision focused on teaching and learning and
encourage innovation through teamwork.

Cultural Entrepreneurialism

Cultural entrepreneurialism has to do with the establishment of meaning.
A local-global perspective implies both attention to diversity and the
personal context of the leader. Riehl (2000) reviewed literature that
described leaders who fostered new meanings about diversity, promoted
inclusive school cultures, and built relationships between schools and
communities. She understood organizations as social constructions with
multiple constituencies that must understand and embrace any change that
is going to take hold. Meaning making is the central dynamic of a social
organization. The principal can engage people in democratic discourse
to affect their conceptions. The discourse is open, respectful, and carried
out through dialogue. The experience can be transformational, but it is
often elusive. Many schools strive to become a Professional Learning
Community (PLC) but many achieve it in name only.

An educational entrepreneur, then, is a practitioner who takes
action to advocate for those who are marginalized, recognizes complexity,
and takes intelligent risks. Is there any way that educational leadership
programs can develop entrepreneurs who will obtain financial resources
for their schools and take risks to become social entrepreneurs who will
advocate for those most in need in their schools?

This paper will look at two educational leadership programs that
intend to promote this type of entrepreneurship. We will consider the
program orientation, pedagogy, and outcomes associated with a doctoral
program in California and a doctoral program in Mexico that are working
to develop educational entrepreneurs. We will describe the founding
of these two programs and then examine a course in each program that
attempts to develop the entrepreneurial skills of leadership.

According to the program descriptions, the doctoral programs at
California State University Long Beach (CSULB) and the Universidad
del Valle Mexico Hermosillo (UVM) focus on the development of
entrepreneurial skills and attitudes and the ability to advocate for all
stakeholders. The intent is for leaders to utilize the knowledge and tools
necessary to create and sustain vibrant educational environments. They
plan and conduct research and evaluation studies to improve educational
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lives of others and make recommendations to improve future educational
practices. These goals are carried out in a variety of courses. We will
examine one course from each program that is organized with similar
content: Organizational Culture and Community Engagement at California
State University Long Beach (CSULB) and Direccion y Liderazgo en la
Educacion at La Universidad del Valle de México (UVM).

California State University Long Beach (CSULB)

The California State University system launched its first independent
doctoral programs in education following Senate Bill 724 in 2007. There
has been a long running debate between a research oriented doctorate
versus a doctorate grounded in practice. The Carnegie Project on the
Education Doctorate has advocated a redesign of the research doctorate
(PhD) and has suggested the professional practice doctorate (P.P.D.) as a
replacement of the Ed.D.

The intent of the P.P.D. is to create a type of training unique to
the needs of the educational practitioner. Shulman (2005) referred to
signature pedagogies that, “form habits of the mind, habits of the heart,
and habits of the hand...they prefigure the cultures of professional work
and provide the early socialization into the practices and values of a field”
(p.59). Olson and Clark (2009) proposed leader-scholar communities as a
signature pedagogy that would “bridge the gap between what is learned at
the university and what is practiced in schools” (p.216).

One of the courses at CSULB is Organizational Culture and
Community Engagement. The graduate students are also teachers or
administrators in the public schools. In the CSULB course students
examined their leadership in their own school context. Students learned
about each other and networked in several ways. They gave tours of their
schools either on-site or virtually. Comments about the everyday running
of the school and examination of documents and facilities revealed aspects
of the culture.

The major project of the course was an oral history that was
intended to give voice to a constituency in the public school (See:
Angrosino, 2008; Yow, 2005). One student who was also a teacher in a
charter school interviewed the founder of the school to understand his
motivation and vision. A supervisor of principals wanted to know how
support for new principals changed over time. She conducted interviews
with principals who started their careers in different eras.
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A student I will call Jennifer was a principal in an urban school
that was making steady progress toward improved behavior and student
achievement. She described the changes that were transforming the school:

Student behavior was the first priority for change. The campus was plagued
by several fights each day and many active gangs...students wore baggy white
Ts and oversized blue Dickies, popular among the gangs in the neighborhood.
After two months, feeling at the edge of survival, the semester ended. Behavior
standards were developed by the staff and introduced when students came
back from winter break, January 2006.Teachers cite the beginning of behavior
standards and consequences for misbehavior as one of the key positive changes in
the culture at Washington. Changes also included adding after school detentions
(ASD) and on campus suspension (OCS) for students who were not following
the expected standards of behavior. Students who fought on campus were
now cited by the police. Students were given clear expectations for behavior,
rewards for maintaining behavior, and consistent consequences. Over the next
three years the leadership team worked to change the structure and culture
of the school to be more inclusive of teachers and other staff members. The
new leadership team sought to empower teachers and make the school culture
more teacher-centered than administrator-centered. This was accomplished by
creating a site-based decision making team (SDM) with teacher department
heads and by having teachers run the grade level meetings, with administration
to observe and help when needed. The new leadership team made up of the
principal, three assistant principals, one counselor, facilitator, two curriculum
coaches, and school secretary. Weekly meetings with an open agenda enabled
everyone to have a voice and issues to be resolved quickly or discussed and
tabled for the next week. Many of the previous administrators and counselors
were not in favor of putting teachers in leadership roles, and they chose to
transfer from Washington. ... (Later the school test scores increased)... The
staff was ecstatic, feeling that the work on behavior and instruction was finally
paying off. The good scores validated the hard work of the staff. They felt they
had turned the corner on improvement and could continue the program and
sustain the gains. (Still later)...the staff got confirmation that tests scores had
increased again.

This principal demonstrated social entrepreneurial behavior
through her advocacy and commitment to a marginalized part of the
larger community. She showed pubic entrepreneurial behavior through
the establishment of firm and consistent rules for discipline. She showed
respect for teachers and created a democratic environment to gain their
active participation. Together these activities helped to define a new
culture for the school (cultural entrepreneurialism). She was also effective
in gaining resources for the school, but not so effective that she could
prevent the effects of massive state-wide budget reductions.
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La Universidad del Valle de México (UVM)

In August of 2005, the Universidad del Valle de México initiated a
Doctorate in Planning and Educational Leadership with three areas
of emphasis: teaching, planning and leadership. The goal was to form
professionals capable of directing processes of innovation in educational
institutions throughout the region and to contribute to the development
of administration through research. The model of instruction was based a
hybrid of on-line as well as in-class activities.

One of the courses at UVM was Direccion y Liderazgo en la
Educacion. Students began with an examination of their own leadership.
Then they completed the Leadership Practices Inventory (Kouzes &
Posner, 2002) and compared their results to those in other countries
(Slater, 2002).

They wrote both a biography of a leader whom they admired
and an autobiography tracing their own leadership development. They
used Gardner’s (1995) concept of story, embodiment, audience, and
institutionalization. They determined if the leader was inclusive or
exclusive and whether the leadership was direct or indirect. Students
tended to choose bigger than life characters such as Gandhi, Benito Juarez,
Martin Luther King, Jose Vasconcelos, Abraham Lincoln, or Mother
Teresa who embody characteristics of leadership such as commitment
to justice and an ennobling vision. Invariably, these selections elicited
thoughts about values and about what was most important in leadership.
They began to compare themselves with their admired leader.

Students continued to struggle with leadership issues in their
autobiographies. In the following excerpt, a student I will call Enrique
was frank about the challenges that he faced as a school director.

I faced the onslaughts that emerged from the union and official leadership...
finally they managed to agree to significant advances in labor, social, and
academic aspects for the benefit of the educational system... I am proud of these
accomplishments. [ established academic guidelines that created an opening, in an
educational system burdened by centralized politics, but with teachers committed
to doing well. Educational institutions are composed of people who signify the
potential to change each other in positive ways. If we are not eager to better
ourselves, then we are destined for mediocrity. This has been my vision as part of
team of work. Experiences that remind us that the experiences of our students,
parents and co-workers are similar to what we have experienced. The past
accompanies us to direct the present and visualize the future. Through innovation
we can obtain new educational perspectives. Leadership addresses the tasks of
management. Nevertheless, if we are not channeled toward common goals, we
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become easy prey to the diatribe that generates conflict far from the common
good. Some would use force to achieve their desires when persuasion fails. My
experience upon becoming a school director has been to create conditions to bring
about adequate and sufficient education and sustain an institutional vision that
involves everyone in taking part in the framing of educational goals.

This school director was particularly strong in developing public and
cultural entrepreneurship. He involved faculty in the work of the school to
create a common vision. He protected his school from outside forces that
would derail the attention to students.

Conclusion

These courses have the potential to help students recognize diversity and
develop entrepreneurial skills. Jennifer and Enrique may have had these
skills before they took the courses, but they were able to reflect on their
progress and the kind of steps they were taking to advance the mission of
their schools. Other students could follow their work, offer critiques, and
consider the extent to which they wanted or would be able to emulate their
entrepreneurial approach.

The oral history projects and the leadership analysis were connected
to a real school context. In the rest of the doctoral program, these students
could practice entrepreneurial skills and develop field projects that would
fulfill the requirements of research and school improvement.

This conceptualization of the practice of leadership goes beyond
the academic skills of information gathering and research. It includes
entrepreneurial skills to help leaders advocate for all stakeholders.
Experiences that have the potential to develop entrepreneurship can take
students to new areas and ask them to step back and think in different
ways.

Robertson and Webber (2002) advocated for this type of approach
when they developed the boundary-breaking leadership model based on
their international experience with electronic discussions, travel-study
exchange programs for educators, and a leadership institute. Participants
were able to move beyond self, develop a sense of agency, and gain
greater perspective. The type of leadership could be promoted through
professional networks, cross-role dialogue, and international experiences
to see local-global connections. The design would include the use of
technology, involvement of participants in planning, and development of
a sense of community.
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Abstract: In this study, the types of behavior, within the context of violence, encountered
among pupils studied. This study is considered important in the aspect of recognizing the
types of violence encountered in schools and impeding them. The main purpose of this
study is to find out the perceptions of the teachers about the types of behavior that they
observe within the context of violence among pupils in school and the pupils’ opinions
about the types of the behavior they experience. The study was carried out with the
teachers and the pupils in the primary and secondary public schools. 756 pupils and 131
teachers participated in the study. Consequently, the teachers stated that the pupils mostly
experienced institutional violence but contrary to what the teachers said, pupils stated
that they mostly encountered behaviors including physical, verbal, sexual, emotional
violence.

Keywords: Violence, public schools, educational policy

One of the fundamental problems of contemporary societies is the
phenomenon of violence. Because of this, violence has become one of the
research fields of the social scientist and psychologist. The phenomenon
of' violence, which emerged with the humankind history, has a complicated
structure together with a great deal of individual and social component.
Violence is a phenomenon, which always exists and alters in line with
the time and society (Coser, 1956; Lewin, 1945). This fact leads to define
violence in different forms in different time, society, culture and belief
models. It is possible to, individually, consider every sort of behavior,
which is bad for health, causes pain, and obstructs the social and emotional
development as “violence.” Violence is actually a part of human nature
and a kind of suppressed behavior. It is the exertion of the power and

! The earlier version of this paper presented at the International Society for Educational Planning (ISEP),
October 16-19, 2008, Istanbul, Turkey.
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strength that individual has to himself/herself, other people, other groups
or a society through threatening or employing it. Such behaviors may
result in injury or lost (Bulut, 2008; Subasi, 2001; Subast and Akin 2006;
Benbenishty and Astor, 2009; Ogiilmiis, 1995a, 1995b, 1996; Cornell
and Mayer, 2010; Swearer, Espelage, Vaillancourt, and Hymel, 2010). A
string of behaviors such as forcing, causing physically or psychological
pain, hitting, beating, injuring and torturing are the most common types
of violence.

Violence is a form of behavior that is related to aggression. In
that sense, violence involves a provocative and wearing action, which is
directed towards someone, but from time to time, it involves staying away
from actions or being passive. In that context, the definition of violence not
only involves all kinds of psychical attacks but also includes some verbal
actions. Aggression is defined as the totality of the behaviors, which are
dashing, forcing and aggressive. According to Steinmetz (1986) violence
is physical or any type of negative behaviors that lead an individual to
be subjected to intimidation, be injured, and be provoked or be under
emotional pressure. Violence is a kind of devastating and destructive
aggression. It is a phenomenon, which involves injuring individuals or
objects to some extent, is strong, uncontrolled, extreme, sudden and
collective or individual (Y1ildirim, 1998). Another description of violence
is that it is the behaviors directed towards others to damage directly or
indirectly their physical, ethical, moral, spiritual integrity, properties and
cultural values by one of the sides or some of them. It does not matter to
what extent it will cause damage. Such behaviors are common in mutual
relationships (Michaud, 1991). Olweus (1999), defined violence as “the
aggressive behaviors directed towards an object, another person or oneself
to cause pain, injure and disturb.”

Violence depends on so many components in societal level and
family and can emerge individually or between individuals. Violence can
be broadly defined as not only the intentional physical behaviors against
another person but also the unintentional verbal psychological pressure.
In that sense, violence is seen as a type of behavior involves restricting the
rights and liberties. Aggression, violent behaviors, chaos and terror deeply
affect the overall society. The women who are under 30 and have children,
girls, adolescent girls, women of all ages, all children, old people, people
with disabilities, homeless people, refugees and immigrants, are the ones
who are at serious risk of being exposed to violent acts. In societies not
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only women, old people, people with disabilities, immigrants, homeless
people, but also children seem to be one of the groups who are at the serious
risk of being exposed to violent behaviors. It is certain that children are
the ones who are the defenseless and mostly affected by the events within
the scope of violence.

The behaviors related to violence emerge in the form of disobeying
the law, injuring an individual, insulting, wounding someone’s’ pride,
disquieting, treating roughly, hurting, using force, overriding others’ rights
(Erten & Ardali, 1996; Subasi & Akin, 2006). One of the most important
reasons of the violence is social relationships in society. Violence can
be broadly defined as not only the intentional physical behaviors against
another person but also the unintentional verbal psychological pressure.
In that sense, violence is seen as a type of behavior includes restricting
the rights and liberties (Sahin & Beyazova, 2001; Ergil, 2001). Violence,
which shows itself in variety forms, is a phenomenon, which we can often
encounter, both in individual and social dimensions nowadays. In every
society pressure, torment, frightening, intimidation, killing, punishing,
rebellion are the types of violence encountered in variety degrees and
forms. When we look over violence with regard to its types, we come
across physical, emotional psychological, verbal, sexual, economical and
so many behaviors as types of violence.

The types of violence encountered in societal and daily life;

*  Violence towards oneself: suicide, the behaviors that damage

the body.

*  Violence between people: the violence towards woman, child,
elderly, violence in the family, dating violence.

* Systemized violence: international violence, collective
violence, political violence, power violence, violence towards
the power.

*  Media violence: the violence which is caused by the sounds,
the images and the articles in the written press and broadcast
media.

*  Other types of violence: gang violence, blood feud, street
violence, body and human trade, pornography, violence
towards homosexual and lesbian, violence towards minorities,
violence in school, work and sport.

Due to being multi-dimensional phenomenon, violence can be

classified in variety forms. Therefore, with its psychological, moral,
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political, economical sides it can be discussed from different point of
views. The reasons behind violence can be listed as biological reasons,
reasons related to learning; use of violence as a tool of teaching, social
reasons, reasons related to the interaction between people. In that case, it
can be said that violence does not occur because of only one reason; it is
a social problem and stems from the environment. In the last two decades,
violence in school has become one of the subjects that is often confronted
and receives a lot of attention. Violence in school, bullying and harassment
incidents increase or decrease from time to time. Some factors such as
increase in urbanization and schooling rates, becoming widespread of
means of communication lead to increase in the number of some incidents
consist of violence. In this regard, bullying and harassment have been
put down on the country agenda. While a rapid urbanization, democracy,
human rights and globalization are being experienced nowadays, the
subjects related to violence take place on the agenda, too.

Violence in Schools

It is possible to see violence in education institutions both as the
patterns and rules of the institution, as a form of teaching staft’s, school
administrators’, teachers’ behaviors and as a form of the behaviors among
pupils who is schooling in the education institutions or as a form of school
officials’ manners to their own institution. The concept of ‘violence in
school’ used in a sense that it defines the behaviors like aggression and
crime which cause negative results on the school atmosphere, break the
learning process of the pupils and obstruct their developments. Violence
in school consists of so many intentional behaviors such as psychical and
psychological injuries and giving damage to real estate. These incidents
also involve the behaviors, which differ in severity and frequency. The
behaviors like homicide, using gun, sexual harassment, fight, bullying,
verbal threat, intimidation, whipping, gang violence, rape, hate violence,
vandalism, physical or verbal harassment on the school way, behave
harshly towards beloved can be seen as the behaviors, including violence,
in schools (Astor and Meyer, 2001; Bulut, 2008; Cinkir & Karaman-
Kepenekei, 2003; Ogiilmiis, 2006). In other words, violence in school
emerges in the form of a threatening environment, physical harm,
emotional pressure and this situation is a big handicap for pupils’ success.
Violence in school is one of the forms of emerging of adults’ reactional
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life. Children are both perpetrators and victims. The violence incidents
can be prevented by the help of the effective curriculums that will be put
into practice at the schools.

Studies indicate that, in the Turkish public schools, the types of
violence experienced in schools emerge as a form of fighting, swearing,
quarrel and verbal attacks. The types of violence that the pupils claim that
they experience are as follow; the knife and gun fights result in injury,
the fight are caused by the people out of school, the violence incidents
which are caused by the gangs which are formed inside and outside of
school, the violence incidents experienced to extort money, the fights
that happen due to girl-boy friendship (Radikal, 2008). Other types of
violence are common situations for both pupils and teachers. The way
how the pupils and the teachers balance the incidents that happen in their
schools will affect the ways of evaluating the violence problem in their
schools. Within the context of a school, teachers’, pupils’ and the public’s
judgments about the size of the problem or security are not same as the
estimations about the behavioral incidents. For example; although pupils
and teachers might be able to be aware of the violence incidents frequently
happen in their school, they might be able to be unwilling to admit that the
school environment has a violence problem. If we look at from a realistic
perspective, while a school may be safe from some aspects and within
some sub-contexts, it may not be safe from other aspects. For example;
during lessons classroom is considered a safe place, on the other hand, the
cafeteria is considered dangerous. While some pupils totally avoid sub-
contexts, others may be exposed to danger (Astor & Meyer, 2001).

In the first stages of the process of socialization, children
determine how to behave in some situations observing the people around
them and imitating them. Within that context, when the behaviors involve
violence are taken into consideration, it is possible to say that those
types of behaviors can be learned. The point of view, which advocates
that violence is a learned behavior, draws attention to the fact that it
is also used as a method of teaching. The child who has witnessed the
use of violence to secure discipline in school and home assimilates it as
a role while solving a problem and sees it as a natural option. Family
environment plays a significant role in the process of learning violence.
Attitudes of parents, uneducated parents, education system, economical
insufficiency of country, minority of art and sports centers for teenagers,
computer games, imaginary violence that the internet websites consist,
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publications including violence in the media are regarded as factors in
the spreading of violence in schools. That subject has come to the fore
because of the rapid developments in the communication technology and
widely consumption of the mess media, which has a hold over the society.
In the frame of the process of socialization, it is important not only to
realize that aggressive behavior learned during childhood and adulthood
emerge by the effects of the mess media but also to solve the problems
that are caused by those behaviors. The problems, which are the results
of the violence incidents among people who live in a society, should be
seen as a part of social life. It is significant to understand and analyze.
To be able to prevent people trying to solve their problems using force it
is necessary to make individuals identify themselves and improve their
empathy skills during their social life.

In recent years, violence in school is seen as a serious and
multi-dimensional problem. The violence phenomenon, which has
many dimensions including physical, emotional, sexual, political, and
institutional, and severity has become a situation, which is frequently
encountered in schools, as occurs in every part of society. That situation
makes it necessary to debate on violence, do academic studies, take
precautions according to the results of the researches. Teachers and
administrators’ views about school bullying were brought forward in
public schools. Educators declares that pushing as a form of psychical
bullying, name-calling and teasing as a form of verbal bullying, giving
damage to the properties as a form of emotional bullying, saying sexuality
contented words as a form of sexual bullying are the most common types
of bullying behaviors that were encountered in schools. The conclusion
was that bullying occurs mostly in the school garden and boys use bullying
to solve their problems because they do not know how to solve them.
Kape1 (2004) indicates that the types and prevalence rates of bullying that
4™ and 5th grade pupils are exposed, whether there is difference in the
type of bullying depending on socioeconomic status, grade and gender,
how the level of self-respect, depression, state and constant anxiety differs
when a pupil is exposed and isn’t exposed to bullying were explored.
According to the research %540 of the pupils were exposed to psychical,
verbal, emotional and sexual bullying. It was also found that bullying was
more related to psychological variables, rather than demographic ones.
The studies further indicate that 7th and 8th grade pupil’ views about the
violence and the harassment, which was encountered in schools. In the
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study, it was examined which behaviors pupils conceptualize as violence,
which ones they conceptualize as harassment. According to the results of
the research, the pupils categorized the violence as verbal, psychical and
sexual.

Verbal violence involved disrespect, being humiliated, command,
slander, lie, gossip; psychical violence involves fighting, blow, spitting,
pulling and tearing out hair. In a study, by Akgiin, Araz and Karadag
(2007), it was aimed to set up a training program for pupils to teach
how to deal with disputes. This program was set to teach pupils to solve
the disputes constructively, improve their dispute solving skills and to
diminish their aggression tendencies. The research demonstrated that the
training program for solving disputes had reduced the pupils’ constructive
dispute solving skills. While pupils’ aggression tendencies and behavior
disorders lessened in some classes at the end of the training, nothing
changed in some classes. In the research done by Deveci, Karadag
and Yilmaz (2008) 5™ grade pupils’ perception of violence, the types
of violence they face to face around them, suggestions for preventing
violence, their feelings about violence were determined. At the end of
the study, it was seen that pupils had defined violence in different forms
such as fighting, beating, maltreating, swearing, yelling, injuring. At
the same time, children described violence incidents they mostly came
across around them as fighting, beating, snatching, extortion, burglary.
To prevent violence children suggested some solving problems like
by talking, calling police, and warning, being tolerant and lovely, and
behaving respectfully. They also expressed their feelings about violence
as sadness, fear, revenge, feeling bad and getting excited. With the help of
school-parent cooperation, some necessary precautions should be taken to
lessen the violence incidents pupils come across around them. According
the results of the study ‘Comparing the Proportion of Whipping in Schools
Between 1992 and 2002’ done by Goziitok, Er ve Karacaoglu (20006),
whereas the psychical punishment that the pupils mostly experience
was slapping in 1992, pulling ear took its place in 2006. In addition, the
study stated that the frequency of being exposed to physical punishment
increased comparing to past. The result of the survey done with teachers
who work at various primary and secondary schools, pupils study at these
schools, teacher candidates demonstrated that whipping had been going
on despite all prohibitions. According to the evaluation done at the end
of the research, in Turkey parent and teacher authority, both adults and
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children assimilated the methods of pressure. The study done by Cowie,
Hutson, Oztug and Myers (2008) found out that the influence of the grade
and peer support on the pupils’ perception of safety in school. According
to the research results, there was a little difference between the perception
of pupil with peer support and without peer support. Beside this, when the
correlation between pupils’ perceptions and their grades were examined it
was found out that seniors defined school as a friendly place and comparing
to others felt more safety in toilets and classes. In their study Marachi, Avi
and Benbenishty, tried to find out the behaviors in the form of violence that
the Arabian children had encountered. According to the research results,
the behaviors including violence that the pupils encountered were in the
form of force, dead threat, intimidation. Compared to girls, boys were
more likely to experience violence. The research done by Motoko and
Seunghee (2007) the participants were 150 schools from South Korea and
216 schools from United States. The research consisted of the directors,
Math teachers who work at these schools and 8" grade pupils. According to
the research results, the percentage of the violence incidents experienced
in the United States was higher. According to the pupils of both countries,
the percentage of the violence incidents was higher than the one that was
reported by the school administration.

The purpose of the study

In this study, within the context of violence, the violent behaviors
encountered among pupils in schools were explored. In other words, the
main purpose of this study is to identify the views of the teachers, who
work in Turkish public schools in the city of Eskisehir, about the forms
of behavior within the context of violence and pupils’ opinions about the
forms of behavior they encounter. The following questions were tried to
answer relying on this aim.
1. What do teachers think and feel about the concept of violence?
2. What do pupils think about the violent behaviors that they
experience in school?
3. Does the type of violent behavior differ according to gender and
grade?
4. What do teachers think about the violent behaviors experienced
among pupils?
5. Isthere any difference between teaches’ and pupils’ opinions about
the violent behavior?
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Methodology

The study was carried out with the teachers and pupils in primary and
secondary schools in Eskisehir. 756 pupils and 131 teachers participated
in the study. The information about sample group related to pupils was
shown in Table 1.

Table 1
The information about sample group related to pupils
Variables N %
Gender
Girl 389 51,5
Boy 367 48,5
Grade
6 90 11,9
7 146 19,3
8 39 52
9 347 459
10 134 17,7
Total 756 100,0

It is proposed that bullying experienced in schools can be examined
in four different categories like psychical (pushing, kicking etc.) verbal
(name-calling, teasing etc.) emotional (excluding, damaging the properties
etc.) sexual (harassment with hand, saying sexuality contented words etc.)
(Elliot, 1997). The survey “The types of behavior encountered among
pupils in schools” (2007) used in the study was upgraded in line with the
classifications in the survey “Bullying and Violence” which was prepared
by Cinkir and Karaman-Kepenek¢i (2003).Two different surveys were
prepared as a data collection instrument for teachers and pupils.

The survey applied to pupils had two parts. The first part involved
items related to personal information. The second part involved totally
24 items related to types of behavior under five sub-dimensions (types
of violence).The survey applied to teachers had two parts. The first part
involved totally 26 items related to types of behavior under five sub-
dimensions (types of violence). The second part involved an open-ended
question, which asked teachers to express their feelings and opinions
about the ‘violence’ concept. To test the reliability of the survey “The
Types of Behavior Experienced among Pupils in Schools” for each group
Cronbach Alpha coefficient was measured. The results of the measurement
were shown in Table 2 and Table 3.
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Table 2

Reliabilities and the Five Subscales (applied to pupils)

Type of behavior Items Reliability (alpha)
Physical 1,2,3,4,5,6 ,79

Verbal 7,8,9,10,11,12, 13, 14 ,86
Emotional 15, 16,17, 18 ,79

Sexual 19, 20, 21 72
Institutional 22,23,24 ,79

Total 24 91

Table 3

Reliabilities and the Five Subscales (applied to teachers)

Type of behavior Items Cronbach’s Alpha
Physical 1,2,3,4,5,6 ,829
Verbal 7,8,9,10,11,12,13, 14 ,894
Emotional 15, 16,17, 18 ,881

Sexual 19, 20, 21 ,800
Institutional 22,23,24,25,26 ,818

Total 26 ,940

Arithmetic mean, standard deviation etc were used to analyze the data
in quantitative dimension. Together with descriptive statistics techniques,
parametric statistics techniques were used in the comparison of binary
heap. For independent groups with Equal Variances T-test and for
comparison of heaps more than two One Way the Analysis of Variance
(ANOVA) techniques were used. After the analysis of variance, when the
statistics of the F-test was significant, the source of the difference was
searched using the “Tukey HSD” test.

In the analysis of the data in quantitative dimension, the answers
of the teachers were examined one by one to identify the primary and
secondary school teachers’ opinions and feelings about violence. At the
end of the examination each opinions and feelings that the teachers had
claimed was entitled under a theme by the researchers and an expert.
Researchers and the expert worked independently of each other while
entitling the themes and sub-themes. The last form of the themes and sub-
themes was drawn in line with common sense. The opinions and feelings
had been obtained were presented with their frequencies in tables. 91
teachers of 131 primary and secondary school teachers participated in the
qualitative dimension of the research.
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Findings and Interpretations
The findings, which were grouped under sub-headings according to the
survey questions, were interpreted and analyzed. Teachers’ feelings and
opinions about the concept of ‘violence’ were grouped under 10 themes.
The frequency distribution of the 10 themes that had been identified was
shown at table 4.

Table 4

Teachers’ feelings and opinions about the concept of ‘violence’ (N=91)

Feelings and opinions f
Immorality 23
Use of physical force 13
Inhuman treatment 11
Terror 11
Psychological pressure 9
Defense mechanism 7
Lack of love 6
Fear 5
Illiteracy 3
State 3

When the table 4 is examined, it is seen that twenty-three teachers
see violence as immorality. The thought, which sees violence as exerting
physical force, comes after that. The violent behaviors the teachers have
described as exerting psychical force involve behaviors such as whipping,
beating, thrashing, pulling ear. Eleven teachers have described violence
as inhuman treatment and terror. As seen in table 4, nine teachers have
described violence as psychological pressure. Seven teachers have seen
violence as a kind of defense mechanism. Six teachers have described
violence as a sign of lack of love. Teachers think that the individuals
who do not have human love expose violence. Five teachers’ opinions
and feelings have gathered under fear theme. It can be thought that those
teachers have expressed their opinions and feelings about that subject
considering the individuals who are exposed to violence. Three teachers
have described violence as the concept of ‘illiteracy’ which represents
being ignorance and inexperienced. In addition, three teachers have
described it as state, which is an organizational legal entity. When we
examine the statements of the teachers who have described the violence
as immorality, it can be said that they think that the ones who perpetrate
violence do not take into consideration the forms of behavior and the rules
that they have to obey in a society. Immortality can be defined as a kind
of lack of good characteristics. Here are some examples of the teachers’
feelings and opinions about the ‘immorality’ theme.
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“All types of violence are the result of immorality. The fights that happen at court
houses where justice and inequality were put into practice are the indicator of
that. Rule of law is influenced by customs and traditions.”

“It is a kind of negative treatment towards someone s around in the face of an
event”

“Unnecessary acts which mustn't happen”

“Neurotic behaviors which are not appropriate for human beings and are more
common in the behaviors of uneducated, impatient, unskilled and selfish people”
“Not to respect people and their lives and opinions”

The teachers who have described violence as physical force agree
that people have recourse to behaviors such as whipping, beating, and
thrashing in the scope of violence. Here are some examples of the teachers’
feelings and opinions about the ‘use of physical force’ theme.

“Force exposed to others by someone”
“Slap, bullying”
“Physical pressure exposed to someone who is weak by someone who is strong”

The teachers who have described violence as inhuman treatment
see it as an indication of becoming inhuman. Here are some examples of
the teachers’ feelings and opinions about the ‘inhuman treatment’ theme.

“A concept that I want to think that it doesn t belong to human beings”
“Whatever happens no body deserve it”
“It is equivalent of being human but not behaving as a human”

Theteachers who have described violence as terror see the behaviors
such as killing someone, frightening someone, damaging property as an
indication of violence. Here are some examples of the teachers’ feelings
and opinions about the ‘terror’ theme.

“Feelings such as animosity, hate, revenge”
“Emotionally and physically wearing behaviors that someone is exposed”
“Terror, pain, tears”

Theteachers who have described violence as akind of psychological
pressure think that psychological pressure leave permanent trace, effects
on individuals. Here are some examples of the teachers’ feelings and

opinions about the ‘psychological pressure’ theme.
“It happens in different forms. Physical, psychological, mental etc... I can
say that the circumstances which have undesired permanent traces and wear
someone s body and soul out.”
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“It is a psychological illness. Externalizing the feelings which are nice but
incomplete and haven t been experienced, misdirecting the feelings”

The teachers who have described violence as a kind of defense
mechanism support the assumption that it is observed in similar forms
in different individuals and individuals cannot consciously comprehend
it by themselves because it is unconscious and automatic. Here are
some examples of the teachers’ feelings and opinions about the ‘defense
mechanism’ theme.

“It is a method used by the people who have internal problems. These people
who exert violence are problematic; when they use violence against others, the
victims become problematic individuals as well”

“It is defense mechanism of unhappy people. It is vicious circle of the people
who cannot express themselves”

“They are reactional applications that someone does to live and continue his/
her existence.

The teachers who have described violence as the indication of
lack of love think that a person who is lack of love can have recourse to
violence. Here are some examples of the teachers’ feelings and opinions
about the ‘lack of love’ theme.

“Horror, fights, misery”

“Love should take the place of the violence which still exists in our society. Love
should take the place of the problems solved with violence”

“It is one of the most common illnesses whose medicine is love”

The teachers who have described violence as fear express their
feelings thinking the individuals who are exposed to violence. They define
the feelings against an encountered or expected danger as sadness, pain,
anxiety. Here are some examples of the teachers’ feelings and opinions
about the ‘fear’ theme.

“A power I have never experienced, In addition I dont want to experience.
When I hear the word ‘violence’ the first thing that comes to my mind is the
husbands who beat their wives.”

“It is the thing that I am afraid of a lot”

The teachers who have described violence as illiteracy emphasize
that those kinds of behaviors are illiteracy and inexperience. Here are
some examples of the teachers’ feelings and opinions about the ‘illiteracy’
theme.
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“Something that illiteracy has caused”

“It shows that the person who use violence is helpless and miserable”

“It is a concept which mustn't be put into practice. If there is violence, there is
no education”

The teachers who have described violence as state match violence
with the state, which is an organizational legal entity. Here are some
examples of the teachers’ feelings and opinions about the ‘state’ theme.

“State”;
“State policy”

What do pupils think about the violent behaviors they have experienced
in school?

To form an average opinion about pupils’ views about the violent behaviors
experienced in school, arithmetic mean and standard deviation of the
answers were calculated. Findings were shown in table 5.

Table 5

Pupils’ Views about the Violent Behaviors Experienced in School

Type of behavior N X S
Physical 756 4,70 54
Verbal 756 4,32 72
Emotional 756 443 ,80
Sexual 756 4,60 ,76
Institutional 756 4,66 1,18
Total 756 4,14 ,58

When the finding is examined, it is seen that the pupils who
has engaged in the survey have different opinions about the violent
behaviors they experienced in school. When Table 5 is examined, it is
seen that physical violence, which arrives at average of 4.70, has the
highest average. Institutional violence which arrives mean 4,66 comes
after that. The averages of other types of violence are as follow; Sexual
violence arrives mean 4,60, emotional violence arrives mean 4,43, verbal
violence arrives mean 4,32. Those findings demonstrate that pupils
mostly experience physical violence such as beating, whipping, kicking,
slapping, and pulling hair or ear, physical jokes. Institutional violence,
which involves breaking tables and desk, drawing or writing something
on the walls, polluting the shared areas and toilets, comes after that. It is
seen that pupils rarely experience verbal violence. Pupils think that they
are rarely exposed to teasing, name- calling and swearing.
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Does the type of violent behavior experienced in school differ
according to pupils’ gender?

The variables in this study were gender and grade. The findings related
to the distribution of different types of violent behavior that the pupils’
experienced in school according to their gender were shown in table 6.

Table 6
The Types of Violent Behavior That the Pupils’ Experienced in School According to
Gender

Behaviors/Gender N Y S df t P

Physical Girl 389 4.70 .48 754 .041 .968
Boy 367 4.69 .58

Verbal Girl 389 4.33 .69 754 .601 .548
Boy 367 4.30 .74

Emotional Girl 389 4.39 .79 754 -1.095 274
Boy 367 4.46 .79

Sexual Girl 389 4.64 T4 754 1.608 .108
Boy 367 4.55 78

Institutional ~ Girl 389 2.54 1.09 754  -2.817 .005
Boy 367 2.78 1.26

Total Girl 389 4.12 .54 754 -.854 393
Boy 367 4.16 .63

When the types of violent behavior that pupils experience according
to their gender in school are examined, it is seen that except institutional
violence, other types of violent behavior exposed to both girls and boys
are almost same. There is not a significant difference. That leads us to the
conclusion that the types of violent behavior does not differ according
to the pupils’ gender. According to the findings, the use of institutional
violence differs between boys and girls. A greater number of boys than
girls damage the school property.

Does the type of violent behavior experienced in school differ
according to grade?

The findings related to the distribution of different types of violent
behavior that pupils experience in school according to their grade were
shown in table 7.
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Table 7
The Types of Violent Behavior That the Pupils’ Experienced in School According to

Grade

Behaviors/Grade N X S df F D
Physical
6 90 4.47 .57
7 146 4.62 .49
8 39 4.65 .46 751.4 7.438 .000
9 347 4.79 43
10 134 4.71 .73
Total 756 4.70 .53
Verbal
6 90 4. 11 72
7 146 4.12 77
8 39 4.05 77 751.4 10.172  .000
9 347 443 .63
10 134 4.47 .75
Total 756 4.32 .71
Emotional
6 90 4.26 .68
7 146 4.20 91
8 39 423 .82 751.4 7.106 .000
9 347 4.54 71
10 134 4.53 .85
Total 756 4.43 .79
Sexual
6 90 4.68 .49
7 146 4.56 .79
8 39 433 .90 751.4 1.705 147
9 347 4.62 .73
10 134 4.60 .89
Total 756 4.60 .76
Institutional
6 90 2.35 .94
7 146 2.57 1.21
8 39 2.52 1.20 751.4 2.590 .036
9 347 2.77 1.16
10 134 2.70 1.32
Total 756 2.66 1.18
Total
6 90 3.98 .48
7 146 4.01 .62
8 39 3.96 .66 751.4 6.959 .000
9 347 423 51
10 134 4.20 .70

Total 756 4.14 .58
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When the types of violent behavior that pupils experience
according to their grade in school are examined, it is seen that grade has
influence on the types of violent behavior such as physical, verbal and
sexual violence. It can be said that there is significant difference among
the types of behavior. The findings demonstrate that grade has influence on
the frequency of exposure to the violent behaviors. How pupils’ feelings
and thoughts are affected by those violent behaviors is also associated
with grade. It can be said that their age, peer relationships, individual
differences has influence on their evaluation of the violent behaviors they
experience.

What do teachers think about the violent behaviors they encounter
in school?

To form an average opinion about teachers’ views about the violent
behaviors they observe among pupils in school, arithmetic mean and
standard deviation of the answers were calculated. Findings were shown
in table 8.

Table 8

Teachers’ Views About the Violent Behaviors They Observe Among Pupils in School
Behaviors N X S df t P
Physical 131 2.46 75 885 41.034 .000
Verbal 131 2.69 75 885 23.770 .000
Emotional 131 2.56 .86 885 24.376 .000
Sexual 131 1.91 .81 885 36.761 .000
Institutional 131 3.00 .85 885 -3.208 .001
Total 131 2.60 .64 885 28.502 .000

When the finding is examined, it is seen that the teachers who
participated in the survey has different opinions about the violent behaviors
they observe among pupils in school. When Table 8 is examined, it is seen
that institutional violence which arrives at average of 3, 00 has the highest
average. Verbal violence, which arrives at average of 4, 66 come after
that. The averages of other types of violence are as follows; Emotional
violence arrives at average of 2, 56, physical violence arrives at average of
2,46, sexual violence arrives at average of 1,91. The findings demonstrate
that teachers agree on that pupils mostly engage in institutional violence,
which involves behaviors that damage the institution such as breaking
tables and desk, drawing or writing something on the walls, polluting the
shared areas and toilets. Verbal violence, which included teasing, name-
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calling, swearing, slandering, threat, and gossip, came after that. Teachers
think that they rarely observe sexual violence among pupils.

The differences between the teachers and pupils’ views about the
types of violent behaviors encountered in school

The findings related to the differences between the teachers and pupils’
views about the types of violent behaviors encountered in school were
shown in table 9.

Table 9
The Differences Between the Teachers’ and Pupils’ Views

Teacher Pupil df t )4
Behaviors N X S N X S
Physical 131 2467 .752 756 1.300 .538 885 41.034 .000
Verbal 131 2,693 .752 756 1.677 .719 885 23.770 .000
Emotional 131 2.568 .866 756 1.569 .796 885 24.376 .000
Sexual 131 1918 .811 756 1.397 .764 885 36.761 .000
Institutional 131 3.007 .853 756 3.339 1.187 885 -3.208 .000
Total 131 2.601 .648 756 1.753 .588 885 28.502 .000

When the finding is examined, it is seen that teachers who
participated in the survey agree on that pupils mostly employ institutional
violence. Contrary to teachers’ views, pupils agree on that they mostly
experience physical, verbal, sexual and emotional violence.

Results and Recommendations
Results

While teachers were expressing their feelings and opinions about the
concept of ‘violence’, they stated that they had mostly observed incidents
such as beating, slapping, bullying, fighting, snatching, usurping, burglary,
injuring the animals, stabbing, yelling. In addition, they mentioned the
violent incidents in movies, series and murder incidents in television. In
addition, they referred to feelings like animosity, hate, revenge, terror and
tear. Finally, they defined violence in different forms such as immorality,
exertion of physical force, inhuman treatment, terror, psychological
pressure, defense mechanism, lack of love, fear, illiteracy, state.
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The types violent that the pupils experience in school are physical,
institutional, sexual, emotional verbal violence. The influence of grade and
gender on the types of violent behaviors pupils experience in school were
examined. According to the correlation between gender and violence, the
exertion of institutional violence differs between boys and girls. A greater
number of boys than girls damage the school property. According to the
correlation between grade and violence, grade has great influence on the
types of violent behavior such as physical, verbal and sexual violence.
The types of violent behavior pupils experience vary between primary and
secondary school.

The teachers have lined the types of violent behaviors they
have observed among students up from the more to the less as follow;
institutional, verbal, emotional, physical and sexual behaviors. Teachers
and pupils have different point of views about the types of violent
encountered in school. Teachers agree on that pupils mostly employ
institutional violence. Contrary to teachers’ views, pupils agree on that
they mostly experience physical, verbal, sexual and emotional violence.

Recommendations

It is important that parents and school should be in cooperation to lessen
and prevent the violent incidents in schools. School administrator, teachers
and parents should do something, which is good for pupils. Parents and
teachers should work together to create a convenient learning environment.
Pupils will be more successful if their learning experiences at home
support their attempts to learn at school. For example parents should
give their children freedom of choose, support their ideas, opinions and
interests, be a model being citizen, behave equal, debate on local, national,
international events, bring magazines, newspapers, encyclopedias, books
at home, support children to watch appropriate television programs.
Inprimary school, whichis the obligatory stage of Turkish Education
System, pupils consciously gain knowledge, skills, attitudes, values.
Thus, education in primary school is considered an advantage against
the violence incidents. Several lessons in Primary School Curriculum
aim to get comprehend the basic citizenship rights and responsibilities to
pupils. As a result, pupils learn how to behave in a society. They realize
which behaviors they should and should not do. Program involves some
conscious learning activities, which are carried out to prevent violence
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incidents. It is a fact that such activities will be effective to reduce violence
incidents in future because today’s pupils are tomorrow’s adults.

Specialists in educational psychology service are responsible
for preventing violence incidents in school. Educational psychologists
have important duties such as to prepare educational programs about
‘compromise’ and ‘solving disagreements without using violence’, to give
seminars on such kind of subjects to pupils, teachers, and administrators,
school’s staff, to teach problem solving skills. All of them will contribute
to preventing violence incidents that happen in our schools.

Violence is an individual, social and educational problem. It is seen
as an important field of study on behalf of parents and educators. It tries
to identify the risk factors which cause it, the long-term and short term
effects of violence. According to those findings it tries to plan avoidance
strategies. Educators expect that experts will do new researches related to
that study field. The results of such kind of research should be discussed
and investigated in lessons related to educational sciences. Thus it will
be a great advantage for teacher candidates to improve their perspectives
related to their roles in future. In that context, it can be suggested that case
studies, which exemplify real life applications, should be investigated
more often in the theoretic lessons, which are presented in the frame of
pre-service teacher training program.

References

Akiba, M., & Han, S. (2007) Academic differentiation school achievement and school
violence in the USA and South Korea. Compare: A Jourrnal of Comparative
Education. 37,201-219.

Astor, R., & Meyer, H. (2001). The conceptualization of violence-prone school
subcontexts. Urban Education, 36 (3) 374-399.

Akgiin, S., Araz, A., & Karadag, S. (2007). Anlasmazliklarimizi ¢ozebiliriz: ilkégretim
ogrencilerine yonelik bir ¢catisma ¢oziimii egitimi ve psiko-sosyal etkileri [We
Can Solve the Disagreements: A Dispute Solving Education Oriented Towards
Students in Primary School and Psycho —Social Effects]. Tiirk Psikoloji Dergisi,
22(59), 43-67.

Benbenishty, R., & Astor, R. A.(2009). School violence in context culture, neighborhood,
family, school, and gender. London: Oxford Scholarship Online.

Bulut, S. (2008). Okullarda goriilen 6grenciden 6grenciye yonelik siddet olaylarinin bazi
degiskenler acisindan arsiv arastirmasi yontemiyle incelenmesi. Abant Izzet
Baysal Universitesi Egitim Fakiiltesi Dergisi, 8(2), 23-38.



Patterns and Forms of Violent Behaviors Encountered Among Pupils in Turkish Public Schools 73

Coser, L. A. (1956). The functions of social conflict. Glencoe, IL: Free Press

Cmkir, S., & Karaman-Kepenekgi, Y. (2003). Ogrenciler arasi zorbalik [Bullying among
students]. Egitim Yonetimi Dergisi, 34, 236-253.

Cornell, D. G. and Mayer, M. J. (2010). Whay do school order and safety matter?
Educational Researcher, 39 (1), 7-15.

Cowie, H., Hutson, N., Oztug, O., & Myers C. (2008) The impact of peer support schemes
on pupils’ perceptions of bullying, aggression and safety at school. Emotional
and Behavioural Difficulties, 13, 63-71.

Deveci, H., Karadag, R., & Yilmaz, F. (2008). Hkégretim Ogrencilerinin siddet algilari
[Primary school students’ perception of violence]. Elektronik Sosyal Bilimler
Dergisi, 7(24), 351-368.

Erten, Y., & Ardali, C. (1996). Saldirganlik, siddet ve teroriin psikososyal yapilari
[Psycho-social structure of aggressiveness, violence and terror]| . Cogito, 6-7,
143-163.

Elliot, M. (1997). 101 ways of dealing with bullying. London: Hodder Children’s Book.

Elliott, D. S., Hamburg, B. A., & Williams, K. R. (1998). Violence in American schools:
A new perspective. NY: Cambridge University Press.

Ergil, D. (1980). Tiirkiye'de teror ve siddet [Terror and violence in Turkey]. Ankara:
Turhan Kitabevi.

Goziitok, F. D., Er, O., & Karacaoglu, C.(2006). Okullarda dayak: 1992-2006 yillar:
karsilastirmast. 1. Siddet ve Okul: Okul ve Cevresinde Cocuga Yonelik Siddet
ve Alinabilecek Onlemler Tedbirler Sempozyumu. Istanbul, 28-31 Mart 2006.

Kapgi, E. G. (2004). [lkdgretim &grencilerinin zorbaliga maruz kalma tiiriiniin ve
sikliginin depresyon, kaygi ve benlik saygisiyla iliskisi. Egitim Bilimleri
Falkiiltesi Dergisi, 37(1), 1-13.

Kocacik, F. (2001). Siddet olgusu iizerine. CU Iktisadi ve Idari Bilimler Dergisi, 2 (1),
1-7.

Lewin, K. (1948) Resolving social conflicts, selected papers on group dynamics.
Gertrude W. Lewin (ed.). NY: Harper & Row.

Marachi, R., Avi, A. & Benbenishty, B. (2007). Effects of teacher avoidance of school
policies on student victimization. School Psychology International. 28, 501-
518.

Michaud, Y. (1991). Siddet [Violence]. Istanbul: Iletisim Yaymevi.

Olweus, D. (1999). The nature of school bullying: A cross national perspective. London:
Routledge.

Ozénder, C., Saglam, S., Aksoy, E., Uluocak, S., & Koktiirk, V. G. (2005). /lkégretim
okullarinda siddet ve taciz. Ankara: KOK Sosyal ve Stratejik Arastirmalar.

Swearer, S. M., Espelage, D. L., Vaillancourt, L., and Hymel, S. (2010). What can be
done about school bullying linking research to educational practice. Educational
Researcher, 39 (1), 38-47.

Subasi, N. (2001). Violence against women and effects on women’s health. Aktiiel Tip
Dergisi, 6(1), 83—87.

Subasi, N., & Akin, A. (2006). Kadina yonelik siddet: nedenleri ve sonuglari [Violence
oriented towards woman: reasons and consequences]|. www.huksam.hacettepe.
edu.tr/yay.shtml.Date:15.07.2008



74 Selahattin Turan | Zuhal Cubukg¢u | Pmar Girmen

Sahin, F., & Beyazova, U. (2001). Cocugun siddetten korunma hakki. Milli Egitim-
Online, 151, [Online]: http://www.meb.gov.tr adresinden 28.01.2010 tarihinde
ulastlmistir.

Ogiilmiis, S. (1995a). Okullarda (Liselerde) siddet ve saldirganlik. Yaymlanmamis
Arastirma Raporu. Ankara: Ankara Universitesi.

Ogiilmiis, S. (1995b). Tahrip¢ilik. Ankara: Ankara Universitesi Basimevi.

Ogiilmiis, S. (2006). Okullarda siddet ve almabilecek &nlemler. Egitime Bakus, 2(7),
16-24.

Ogiilmiis, S. (1996). Liselerde siddet olaylarinin psikolojik temelleri. Ankara: Tiirk
Yurdu Yayinlart.

Vatandas, C. (2003). Aile ve siddet Tirkiye’de esler arasi siddet [Family and violence:
partner violence in Turkey]. Ankara: Uyum Ajans.

Violance Against Women (1996). WHO Consultation Geneva, 5-7 February, FRH/
WHD/96.27.

Yildirim, A. (1998). Siradan siddet, istanbul: Boyut Kitaplari.



Egitim ve insani Bilimler Dergisi / Teori ve Uygulama
Journal of Education and Humanities / Theory and Practice

Cilt (Vol): 1 Say1 (No): Yaz (Summer) 2010, 75-96

Egitim-Bir-Sen

Mapping Principal Preparation in Alberta, Canada

CHARLES F. WEBBER
Thompson Rivers University

SHELLEYANN SCOTT
University of Calgary

Abstract: This research project investigates the effectiveness of principal preparation
programs for early-career principals using the question How useful are principal
preparation programs to novice principals? This paper maps the formal and informal
principal preparation opportunities available in Alberta, Canada. The analysis was
part of the International Study of Principal Preparation designed to explore leadership
development in 13 countries. The social, political, and economic context of Alberta is
outlined to provide a backdrop for the education system in which principals’ practice.
The study employed a mixed-methods design comprised of three stages: mapping of
principal preparation programming using a range of information sources, case studies
of school principals in the first three years of their appointments, and a questionnaire
administered to a sample of early-career principals in each country represented by the
ISPP research team. This article reports the first stage mapping of principal preparation
programming in Alberta, Canada. Principal preparation in Alberta is described in terms
of its intended audience, content, structure, deliverers, delivery modes, credentials, and
pedagogy. Leadership development opportunities that are described include non-credit
in-service, graduate certificates and graduate diplomas, master’s degrees, and doctoral
degrees. Informal programs may be powerful but variable in terms of rigor. The laddering
from graduate certificate-graduate diploma-master’s degree may provide an articulation
pathway that more traditional programs preclude. Formal programs may link local,
national, and international evidence more strongly than their informal counterparts. The
mapping of principal preparation in Alberta, Canada, suggests that leadership development
has evolved over the history of the province and nation and, therefore, so must leadership
development programming. The mapping also suggests that principal preparation should
attend more to the needs of all citizens in Alberta, not just the majority. There is a need
for ongoing cross-cultural examinations of leadership development and its impact on
principals’ identities and professional practices. The authors caution against “credential
creep” in that more certificates, diplomas, and degrees do not necessarily mean better
leadership without adequate attention to the social, political, and economic environments
in which leaders practice. Also, the potential benefits of inter-institutional collaboration
among organizations and across cultures should be explored in future studies. Finally, the
authors do not suggest a one-size-fits-all model for leadership development but, rather,

they offer a set of insights intended to inform other professional developers.
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Recent research from around the world suggests that principal preparation
programs should be offered to principals to prepare them for the
complexities of this important role (Cowie, Crawford, & Turan, 2007).
Programs should address the particularities of the communities principals
serve and help aspiring principals understand the expectations that they
must meet (Mulford, 2004). The format of principal preparation “may
include mentoring, learning sets, field observation and analysis, school
visits, case studies and focus group meetings” (Cheung & Walker, 2006,
p. 405). In the context of globalization, cross-cultural comparisons,
particularly those that include consideration of societal contexts, are
valuable for informing leadership development approaches in specific
countries. As Turan (2000, p. 544) stated,

The idea of understanding society and its interrelation with schools has long
been ignored by educational reformers and leaders. Educational reforms and
studies have focused on the school and ignored its relationship with the different
dimensions of social, political and economic life.

Moreover, as Webber and Robertson (2003) noted, it is, “More
important than ever [that] leaders to be able to adapt to this changing
world and to develop cross-cultural literacy and sensitivity” (p. 15).
The International Study of Principal Preparation (ISPP) (http://ucalgary.
ca/~cwebber/ISPP/) is a response to the need for greater cross-cultural
understanding of educational leadership and how it can be developed.

The ISPP is an international collaboration of scholars spanning a
wide range of countries: Australia, Canada, England, Germany, Jamaica,
Mexico, New Zealand, Scotland, South Africa, Tanzania, Turkey, the United
States, and China. This research project investigates the effectiveness of
principal preparation programs for early-career principals. Therefore, the
research question is, How useful are principal preparation programs to
novice principals? The findings from this study are intended to inform
leadership development programs around the world.

The ISPP was designed as a three-stage study. Stage one involved
the mapping of existing principal preparation in participant countries. In
stage two case studies were conducted in each country to describe the
early-career experiences and perceptions of novice leaders. In stage three
a common survey instrument, based on the findings of preceding stages,
is being administered internationally. The qualitative and quantitative data
will be used to inform principal preparation and the scholarly community.

The ISPP provides the opportunity for unique insights into
leadership development across culturally diverse settings, not just Western
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contexts. Cross-cultural collaborations nurtured by the ISPP provide new
perspectives that expand and challenge our assumptions about educational
leadership, contexts, professional relationships, and behaviors of all
members of the school community. The research typology exemplified by
the ISPP is possible only because of the convergence of new technologies,
global migration patterns, and the willingness of current scholars to
embrace both similarities and differences.

This report is a description of principal preparation in the province
of Alberta in Canada. Principal preparation in this setting will be described
in terms of its intended audience, content, structure, deliverers, delivery
modes, credentials, and pedagogy. We will close with a discussion of the
implications for “boundary-breaking” leadership preparation (Robertson
& Webber, 2002).

Context

What follows is a brief overview of the Alberta setting and its education
system. The context will be described in terms of demographics and
immigration patterns, economy, governance systems, educational
frameworks, quality assurance, and educator appointment requirements.

Alberta is a prosperous western Canadian province with a wealth
of natural resources (Government of Alberta, 2010c). The province is the
site of the second largest crude oil reserves in the world and of 70% of
Canadian coal deposits. Alberta is also the site of the largest petrochemical
industry in Canada and, as a result, exports petrochemical-based products
around the world. Alberta’s agricultural industry is the second largest in
Canada and is predominantly focused on cattle and other livestock, plus
grain crops such as wheat, oats, barley, canola, and peas. The forestry
industry in Alberta draws on over 38,000,000 hectares of woodlands,
which is approximately 60% of the total provincial land base. This strong
natural resource base is complemented by the manufacturing, research
and development, food processing and professional service industries.
The provincial economic base is enhanced further by a strong tourism
industry that generates over $5 billion in annual revenues. A major boost
to the Alberta economy came from more open trade with the North
American Free Trade Agreement (NAFTA) partners, the United States
and Mexico. Indeed, the value of NAFTA to Alberta is demonstrated in
the tenfold increase in exports to NAFTA partners between 1989 and 2008
(University of Alberta School of Business, 2010).
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The population of Alberta in 2009 was 3,687,662, the fourth
largest among the Canadian provinces (Statistics Canada, 2009). In 2009
Alberta’s population growth was the fastest in the nation. Over 60% of
international immigrants to Alberta are skilled workers and 59% of those
are from Asia (Government of Alberta, 2009a). Within Alberta, there is a
large indigenous First Nations population which includes the Blackfoot,
Cree, Chipweyan, Dene, Sarcee and Stoney people. There are 134
reserves in Alberta, areas allocated to specific First Nations tribal groups
(bands) through treaties negotiated with the federal government in the
1870s (Indian and Northern Affairs Canada, 2009). As of 2008, there were
over 63,000 First Nations people living on Alberta reserves. However,
this number does not take into account the First Nations people living
off-reserve or those who have lost their treaty status through marriage
(Government of Alberta, 2009b).

In Canada, each province and territory is assigned responsibility for
education (Council of Ministers of Education, nd). The exception is First
Nations education which operates in the following manner: “Canada’s
federal government funds the majority of First Nations education through
First Nations-operated schools on reserves, provincially administered
schools off reserves, and federal schools operated by the Department of
Indian and Northern Affairs Canada on reserves” (Canadian Education
Association, 2007, p. 1). Education of First Nations people in Canada
is haunted by the negative legacy of the Indian Act of 1876 which led
to the establishment of residential schools where First Nations children
often were required to live in an attempt to assimilate the children into the
dominant culture (Ottmann, 2009).

In Alberta there are 62 public, separate and francophone school
boards that operate within the auspices of the Government of Alberta. It is
noteworthy that Catholic separate schools are considered one component
of the public system, unlike some other provinces in Canada. One of the
tenets of the provincial education system is that parents have choice about
where to send their children to school, including private schools. Further,
charter schools, which are part of the public education system, have
emerged to cater to the demand for specific educational programming,
such as gender, pedagogy, English-as-a-second-language and discipline-
specific approaches to teaching and learning (Government of Alberta,
2010b)

School-aged children from 6 to 16 years are required to attend
elementary through secondary schools. Kindergarten is an optional
program for pre-elementary school-aged children. Elementary school



Mapping Principal Preparation in Alberta, Canada 79

spans grades 1 through 6, junior high school consists of grades 7 through 9,
while senior high school grades go from 10 through 12. Quality assurance
processes include standardized achievement tests administered in core
subject areas at grades 3, 6, and 9. In addition, grade 12 students must write
standardized diploma examinations (50% of students’ total final grade) in
the core academic subject areas which, averaged with a teacher-assigned
grade, are used by postsecondary institutions for admission purposes. The
department of education requires all schools to follow a province-wide
program of studies that covers all grades and subjects (Government of
Alberta, 2010a). As part of the quality assurance process, Alberta students
are assessed in relation to other students around the world as part of the
Programme for International Student Assessment (PISA). Data from 2006
indicate that Alberta students score well above international averages
(Government of Alberta, 2010d). A recent province-wide study exploring
assessment policy and practice reported high levels of confidence and trust
in the educational system, including teachers and school leaders (Webber,
Aitken, Lupart, & Scott, 2009).

Upon graduation from high school, students may opt to study at a
wide range of Alberta postsecondary institutions, including comprehensive
universities that offer undergraduate and graduate degrees and focus
on both applied and pure research. Other postsecondary institutions
focus exclusively on undergraduate degrees, diplomas, and university
transfer programs. There are 11 regional colleges that specialize in
academic upgrading, apprenticeships, certificates, and diplomas. Two
large polytechnical institutions offer credentials in trades and technical
vocations, plus applied degrees and transfer programs. Five independent
“university colleges” that offer liberal arts, science, and education
baccalaureate degrees within a faith-based educational culture. Finally,
there are two specialized institutions that offer undergraduate, graduate,
and professional development programs in fine arts, cultural, and creativity
studies (Government of Alberta, 2010e).

To be certificated as a teacher in Alberta elementary and secondary
schools, educators must have at least four years of university education
and a recognized degree, which includes detailed study of professional
teacher education and at least 10 weeks of supervised student teaching.
Teachers who earned their credentials outside of Alberta must be reviewed
by the Teacher Qualifications Service (Alberta Teachers’ Association, nd).
Alberta teachers’ salaries are well above those of the average Canadian
teacher (Brockington, 2009).
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Alberta school principals are expected to align their practice
with the principal quality practice guidelines created by educational
stakeholders (Alberta Education, 2009). The dimensions encompass
fostering effective relationships, visionary leadership, leading a learning
community, providing instructional leadership, developing and facilitating
leadership, managing school operations and resources, understanding
and responding to the larger societal context (Alberta Education, 2009).
Leadership development practices vary across the province and will be
explored in subsequent sections of this report.

Conceptual Framework

This report is based on several assumptions drawn from recent theory and
research. First, effective educational leadership is essential for supporting
teachers’ instructional capacity and promoting student achievement
(Fullan, 2007). Moreover, aspiring principals must understand what
effective leaders actually do to provide stability and foster improvement
(Leithwood, 2007). Our first assumption is supported further by Murphy’s
(2008) assertion that, ““...leadership is the most critical element in the
narrative of organizational recovery” (p.90).

Second, leadership development is advantageous for aspiring
school leaders in order to empower them to meet the challenges of modern
schooling (Macpherson, 2009; Scott & Webber, 2008). It can be argued
that leadership development ought to continue throughout leaders’ careers
as they move through different contexts and levels of expertise (Stefty,
Wolfe, Pasch, & Enz, 2000). In fact, successful succession planning is
dependent upon systematic leadership development. Leithwood (2007)
noted that “unplanned principal succession is one of the most common
sources of schools failing to progress, in spite of what teachers might
do...especially on initiatives to increase student achievement” (p.45).

Third, cross-cultural understandings of educational leadership are
critical in an era of globalization when people and ideas migrate throughout
the world (Crossley, Bray, & Packer, 2009; Shah, 2006). Although the
particularities may be different, Scott and Rarieya (2010, p.12) argued
that “...regardless of the setting, the role of a school leader is complex,
demanding and important” and, therefore, cross-cultural analyses are
useful for advancing the knowledge and skills of principals. Scott and
Rarieya’s (2010) claim is supported by Walker and Dimmock’s (2004)
assertion:
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Since culture is reflected in all aspects of school life, and people, organizations
and society share differences and similarities in terms of their cultures, it is
clearly a useful concept with universal application and appeal, one appropriate
for comparing influences and practices endemic to educational leadership and
administration. (p.169)

Figure 1. Underpinning Principles
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The assumptions depicted in Figure 1 provide the foundation for the
following analysis of principal preparation in Alberta, Canada.

Review of ISPP Findings

Because of space limitations, the following account of ISPP findings is
summarized from a previous report (Scott & Webber, submitted) which
should be consulted for additional detail. A full listing of ISPP-related
publications is available online at http://ucalgary.ca/~cwebber/ISPP/pubs.
htm.

The published reports written by members of the ISPP research
team were analyzed to identify the following themes: cross-cultural
insights, succession planning, professional identity, reconceptualizing
leadership development, and revisioning instructional leadership. Each of
these themes is described briefly below.
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Cross-Cultural Insights

Scott and Rarieya (2010) noted that, in reference to their cross-cultural
study of principals in Canada and Tanzania, that there were more thematic
similarities than differences, though the particularities of each context are
important. As Slater et al. (2007) highlighted, educational leaders should
strive to become “cultural travelers” (p. 83) who understands the cultural
nuances of their work.

More effective leadership development is needed across the
countries studied by the ISPP collaborators. However, leadership
development is incidental or absent in many countries (Wildy & Clarke,
2008). When leadership development does exist it too often is in the form
of an apprenticeship model that reinforces traditional conceptualizations
of leadership and the status quo (Onguko, Abdalla, & Webber, 2010).
Further, existing principal preparation programs underplays the technical
aspects of school leadership such as time management, goal setting, policy
interpretation, and budget management (Nelson, de la Colina, & Boone,
2008).

Succession Planning

The ISPP team reported failures across nations to plan appropriately for
principal succession. This was the case in developing nations such as
Mexico (Slater et al., 2007) and Kenya (Onguko, Abdalla, & Webber, 2008)
where unclear and corrupt appointment processes marred the credibility
of new principals. Surprisingly, it also was a problem in countries, such
as Scotland, with well established educational infrastructures (Cowie &
Crawford, 2007).

Professional Identity

A recurrent theme across cultural contexts was the difficulty of forming
sound professional identities which resulted in discomfort and uncertainty
(Clarke, Wildy, & Pepper, 2007). Professional learning networks provide
one form of support for newly appointed principals as they form their
professional identities (Cowie & Crawford, 2008, 2009; Cowie, Crawford,
& Turan, 2007). The formation of professional identity is confounded by
the complex expectations for school leaders, e.g., too much paperwork
(Slater, et al., 2008), relationship challenges and student behaviors
(Nelson, et al., 2008), parental expectations and conflict management
(Slater et al., 2007).
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Reconceptualizing Leadership Development

One form of leadership development is not appropriate for all settings
(Cowie & Crawford, 2007). Therefore, one ISPP report suggested a flexible
leadership development framework, called the 4L framework (Scott &
Webber, 2008), with the capacity to be modified across cultural contexts
(Webber & Scott, 2009). The 4L framework recognized the importance
of leadership development across career stages and the need for sufficient
time to learn, reflect, collaborate, and grow. The 4L framework also
recommended a range of formats, including role-embedded learning,
mentoring, action research, networking, internships, collaboration, and
formal study. The model includes a description of teachable dimensions
of leadership that emerged in the various settings of the ISPP.

Wildy and Clarke (2008), along with Cowie and Crawford (2009)
offered conceptualizations of leadership development that encompassed
the importance of understanding place, that is, the physical, interpersonal,
and personal uniqueness of each principal’s setting. They also emphasized
the importance of personal resilience, self-efficacy, and the ability to
multi-task.

Revisioning Instructional Leadership

The ISPP report underscore the longstanding tension between providing
instructional leadership and managing the administration of the school
(Nelson, et al., 2008). However, Scott and Webber (2008) argued that
leadership and management should not be considered as dichotomous
constructs. Rather, they suggested that management ought to be seen as
leadership because of the impact of administrative duties on teaching
and learning throughout schools. They later posited that leadership
and management should be complemented by concurrent attention to
educational entrepreneurship (Scott & Webber, submitted) that promotes
innovation in the context of social responsibility.
Methodology

The main research question for the International Study of Principal
Preparation is How useful are principal preparation programs to novice
principals? To begin to answer this question, the ISPP research team
created a mixed-methods study (Gall, Gall, & Borg, 2010; Gay, Mills,
& Airasian, 2009) comprised of three stages: mapping of principal
preparation programming using a range of information sources, case
studies of school principals in the first three years of their appointments,
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and a questionnaire administered to a sample of early-career principals in
each country represented by the ISPP research team. The ISPP researchers
in some nations restricted their parts of the study to primary/elementary
school principals, while those in other countries included the full range of
school leaders in the first three years of their initial appointments.

The mapping component required the ISPP team to establish current
provisions for leadership development existing within each country using
a common framework for analysis. To initiate this process, representatives
of the team met face-to-face over a three-day period to plan the details of
the overall study. This included the development of a mapping framework
that could be applied to the principal preparation experiences available
in each of their countries. The mapping criteria included the preparation
programs’ intended audience, content, structure, deliverers, delivery
modes, credentialing, and pedagogy. The research team agreed that
they would utilize a variety of information sources such as government
policies, institutional program descriptions available in print and online,
documentation of professional development providers such as professional
associations and consortia, and researcher knowledge of local contexts.
As all members of the team had a long history of working within their
educational and cultural contexts, their insider knowledge was deemed
a legitimate source of qualitative data, along the lines of what Gall, Gall,
and Borg (2010) and Mills (2011) described as participant observers.
Principal Preparation in Alberta, Canada

A description of principal preparation requires careful explanation
of terminology. Table 1 presents the definitions of several key terms
relevant to the education setting described in this report.

Current Programming in Alberta, Canada

Alberta has never had formal province-wide requirements for appointment
as a school principal beyond the holding of an undergraduate degree and
a current teaching certificate. However, a master’s degree, usually in
educational administration and leadership, is the informal prerequisite in
all urban and most rural regions of the province. Therefore, virtually all
Alberta principals have a master’s degree and increasing numbers hold a
doctoral degree. Table 2 summarizes the range of credit and non-credit
professional programming available to aspiring and current principals
in the province of Alberta. Programming includes non-credit in-service,
certificates and diplomas, master’s degrees, and doctoral degrees. Each
of these programs is explained below in terms of its participants, content,
structure, deliverers, delivery modes, credentials, and pedagogy.
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Table 1

Defining the Educational Setting

Terms

Alberta, Canada

Ministry of
Education

Alberta Education is the provincial ministry responsible for the education of youth
from kindergarten through grade 12 (K-12). It is responsible for establishing the
Program of Studies and benchmarking standards for students, teachers, principals,
and superintendents. It provides resources and funding to support schools, special
needs students, francophone schooling, and supports some aspects of Aboriginal
education. It provides some professional development support to educators. It also
has oversight of the regulations and policies related to K-12 education.

School
Boards

The Constitution Act of 1867 provided each province and territory with control of its
education system (Council of Ministers of Education, nd). Within the province of
Alberta, the legislature has delegated authority for much of the day-to-day operation
of schools to school boards (Alberta School Act, 2009). School boards in Alberta
make decisions regarding district priorities, resource allocation, policy development,
communication with the community and staff, and adjudicating policy disputes
(Government of Alberta, 2010b). School superintendents, the chief executive officer
in school districts, are appointed by the Minister of Education upon the
recommendation of individual school boards.

Teacher
Education

Alberta Education, the ministry responsible for K-12 education, evaluates credentials
and issues teaching certificates to individuals who possess the necessary educational
qualifications. Teacher education is delivered by the postsecondary institutions that
have formal agreements with the provincial government to offer programs that meet
the specifications for certification. To be certificated as a teacher in Alberta,
individuals must hold a minimum of a four-year baccalaureate degree that
incorporates at least 48 credit hours (one course normally equals 3 credits) in teacher
education and a minimum of 10 weeks of supervised teaching practice (Government
of Alberta, 2010f).

School
Principals

The principal is the educational leader in a school and responsible for administration
and instructional leadership. Principals may be required to teach, depending upon the
size of the school. A completed master’s degree is the usual requirement for
appointment as a principal and increasing numbers hold completed doctoral degrees.
All principals must hold an Alberta teaching certificate and have teaching
experience. They are expected to meet the professional standards outlined in the
Principal Quality Practice Guidelines (Alberta Education, 2009).

Postgraduate
and graduate
terminology

Alberta universities use the term postgraduate to refer to certificate and diploma
programs that are post-undergraduate and not graduate-level credentials. Graduate-
level credentials are considered to be more scholarly and rigorous than postgraduate
qualifications.

Course

Graduate courses offered by Alberta universities consist of approximately 40 hours
of contact time or, in the case of online courses, equivalent study activities, plus
individual reading, studying, and completing written assignments.
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Non-Credit In-Service

Non-credit in-service programming is the most informal of the leadership
development options available to aspiring and current principals.
Participants tend to be individuals who want to learn more about school
leadership as they consider moving into these roles. Alternatively, they
are practicing principals who have a master’s degree and do not wish to
undertake doctoral studies but have a desire to stay current with leadership
theory and research.

In-service topics cover a broad range of topics germane to the
principalship. Some examples of in-service topics are legal issues for
school administrators, shared decision making, instructional leadership,
assessment and evaluation, conflict management, and teacher supervision.
On occasion, school leaders attend workshops on topics that teachers
in their schools are studying, e.g., student engagement, differentiated
instruction, student assessment, and specific subject areas like language
arts or mathematics.

Most in-service offerings consist of short evening or weekend
sessions. They also may be structured as one-week residential courses.
Typically, in-service sessions are stand alone and not part of a larger
school or district professional development initiative. They usually are
delivered by school districts to individuals within their pool of aspiring
leaders, provincial teachers’ associations through their specialist councils,
and regional consortia comprised of organizations representing various
educational stakeholder such as school boards, the College of Alberta
School Superintendents, the School Councils Association, the Association
of School Business Officials of Alberta, and the provincial department of
education.

Most in-service sessions consist of short presentations in
conjunction with group discussion. There rarely is any requirement for
written work or demanding professional reading. Participants may be
provided with informal certificates for the purpose of verifying attendance
but do not lead to any formal credentialing.

Graduate Certificates and Diplomas

A very few principals in Alberta have only a baccalaureate (undergraduate)
degree plus a graduate certificate or, more often, a graduate diploma in
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areas such as educational administration, curriculum studies, or special
education. Virtually all of these principals were appointed two decades
or more ago and work in rural school districts. More recent registrants in
credit certificate and diploma programs are individuals who are preparing
for the principalship and intend to complete a master’s degree. The
certificate-to-diploma pathway makes the master’s degree more attainable
for working participants with family commitments.

Graduate certificates and diplomas address a range of topics but,
those planning to become principals, most often focus on educational
administration theory and research. This area of study includes topics
such as change and innovation, organizational theory, leadership, school-
community relations, communication, policy studies and strategic
planning, plus other related issues. At the certificate and diploma levels,
courses tend to be introductory with more in-depth study occurring at the
master’s and doctoral levels.

Most Alberta universities do not offer graduate certificates but offer
graduate diploma programs. However, as mentioned earlier, the University
of Calgary offers a progressive path from certificate through diploma to
a master’s degree. Certificates consist of four courses, each comprised of
approximately 40 hours of contact time or online equivalent. Diplomas
build on the certificate with an additional four courses (a total of eight
courses). Courses require participants to undertake scholarly readings,
participate in professional dialogue with colleagues, and complete a range
of assessment tasks such as article reviews, reflective essays, and critical
literature reviews.

Graduate certificates and diplomas are delivered in Alberta by
faculties of education in urban and regional universities across Canada
and, increasingly, by American public and private universities. Delivery
modes include face-to-face, online, blended, and intensive week-long or
summer-based programs. Students most often are part-time registrants
in the certificate and diploma programs which are aimed at working
professionals.

Although useful, graduate certificates and diplomas have less
cachet than master’s degrees. They are particularly useful as qualifying
work for educators whose undergraduate grades are too low for direct
entry into graduate programs.
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Master’s Degrees

The master’s degree in educational administration and leadership is aimed
primarily at school-based educators who aspire to leadership positions
within schools, districts, and provincial ministries of education. Courses
range from introductory-through-advanced levels and cover a wide range
of leadership and administrative issues similar to those studied in graduate
certificates and diplomas.

Students in master’s degree programs in educational leadership
offered by Alberta universities may complete either a course-based or a
thesis program. Course-based programs require 12 courses and, at some
universities, an exit project or major paper. Students in thesis routes
normally take fewer courses but undertake a substantial research project
and write a thesis that must be defended at the conclusion of the degree
program. Course-based master’s programs are designed for practitioners
who wish to remain in school, district, and provincial systems. Master’s
degrees that require a thesis are aimed at individuals intending to
progress to doctoral studies and to seek research and teaching positions at
universities.

Doctoral Degrees

Although the master’s degree is the de facto requirement for appointment to
the principalship, increasing numbers of school principals have continued
their learning through doctoral studies. Indeed, principals who aspire to
private consulting, the superintendency, the professoriate, and department
of education positions recognize that a doctoral degree expands their
career options. Students apply to either the Doctor of Philosophy (PhD)
or Doctor of Education (EdD) program, with the former aimed primarily
at future academics while the latter is intended mainly for educators who
seek senior leadership positions within the education systems. Both degrees
require some course work and a large original research study culminating
in a dissertation that is examined by a panel of experts who determine if
the research is a significant addition to the scholarly literature. Course
work includes qualitative and quantitative research methods courses, plus
courses focusing on topics within the field of educational administration
and leadership, e.g., planning and governance, educational law, policy and
politics, globalization, and technology.
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Doctoral students normally take about two years of course
work, comprised of eight or more courses. Once course work has been
completed, students are required to write a research proposal that must
be approved by their supervisor. Then doctoral students must complete a
candidacy examination which involves writing a major academic paper and
defending it to a panel of academic experts. Upon successful completion
of candidacy, students undertake their research and report their findings
in a thesis called a doctoral dissertation. The student then must defend the
dissertation in an oral examination conducted by a panel of academics that
includes the members of the student’s supervisory committee plus two
external examiners. The successful completion of the research proposal,
candidacy examination, research and dissertation preparation and defense
normally take about two years.

There are just two universities in Alberta that award doctoral
degrees, the University of Calgary and the University of Alberta. The
latter institution was one of the first Canadian institutions in western
Canada to offer doctoral degrees in education and this has resulted in a
relatively large number of principals and superintendents who hold the
PhD or EdD. Both the University of Calgary and the University of Alberta
continue to offer on-campus face-to-face PhD and EdD programs, while
the University of Calgary also offers the EdD in a primarily online format.
Both degrees can be taken on a full or part-time basis. The online EdD
offered by the University of Calgary has attracted students from across
Canada and international settings; however, the international EdD students
are generally Canadian expatriates. Recently, several foreign institutions
have begun offering doctoral degrees in Alberta in an online mode.

Doctoral degrees are becoming common among senior educational
leaders in Alberta. Some school principals hold doctoral degrees and,
though it is rare, some classroom teachers hold doctorates. There are few
financial incentives for teachers to obtain doctorates if they wish to remain
in the classroom. However, doctoral degrees place them at an advantage
for promotion opportunities which can result in higher salaries.
Discussion

The value of reporting this analysis of principal preparation in
Alberta, Canada, does not lie in its potential to serve as a model for other
contexts. Rather, it has merit as information set for those who provide
leadership development in other Canadian provinces and other countries.
The ISPP has revealed the clear need for ongoing leadership development
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and the demand across the participant countries for access to formal and
informal programs endorses this finding. Other studies may question the
relationship between leadership and student achievement (Levine, 2005;
Youngs & King, 2002), but there is merit in studying the ways in which
principals can be better prepared. Leithwood, Seashore Louis, Anderson
and Wahlstrom (2004) noted that the total impact of leadership on student
learning is approximately one quarter of the sum effect of schools. Thus, it
seems obvious that attending to leadership development has the potential
to improve learning. At the very least, ongoing study of leadership and
its influences, such as the ISPP, are valuable in terms of understanding
leadership within different socio-political, economic, and cultural
contexts.

Our analysis of leadership development in Alberta suggests that
leadership development in that setting has evolved over the history of the
province and nation. Such change should be expected to continue and,
therefore, so must leadership development programming so that principals
and superintendents can stay current with the changing educational
environment. For example, the demographic changes resulting from
globalization have included a much greater diversity in the population of
Alberta. This suggests that principal preparation should attend more to the
needs of all citizens in Alberta, not just the majority.

The mapping process revealed the wide availability of informal
leadership development in Alberta. It is worth noting that informal
programs may be powerful but variable in terms of rigor. As well, they
can be characterized as fragmented and ad hoc. Perhaps the perceived
desirability of informal programming comes from its very accessibility, an
attribute that should be incorporated into more formal programs offered
by postsecondary institutions. For example, the laddering from graduate
certificate-graduate diploma-master’s degree may provide an articulation
pathway that more traditional programs preclude.

The advantage that formal programming has over informal
offerings is the rigor in terms of the evidence-based underpinnings. As
well, our examination of the content of formal programs leads to the
conclusion that they link local, national, and international evidence more
strongly than their informal counterparts.

Conclusion

In this report, we highlighted the importance of the social, political,

and economic contexts of educational leadership. We demonstrated the
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need for ongoing cross-cultural examinations of leadership development
and its impact on principals’ identities and professional practices. We also
described the context of educational leadership in Alberta and provided a
conceptual framework for studying leadership development. The findings
of the ISPP across cultures were summarized with the goal of informing
the design of leadership development programming across Canada
and internationally. This article also mapped the formal and informal
leadership preparation opportunities available in Alberta, Canada.

To close, we offer three suggestions for future examinations of
leadership development. First, we caution against what we call “credential
creep.” That is, more certificates, diplomas, and degrees do not necessarily
mean better leadership without adequate attention to the social, political,
and economic environments in which leaders practice. Second, the
potential benefits of inter-institutional collaboration among organizations
and across cultures should be explored in future studies. The expansion of
globalization makes it reasonable that educational leaders need to develop
cross-cultural literacies to a far greater degree than in the past. Finally,
the ISPP findings do not suggest a one-size-fits-all model for leadership
development but, rather, they offer a set of insights intended to inform
other professional developers.
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