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Lifelong Learning for Sustainable Community Development in a Japanese Case 
 
Hideki Maruyama 1 
National Institute for Educational Policy Research (NIER) of Japan 
 
Abstract 
 
The scope of lifelong learning in Japan covers school education and informal learning. Japan 
faces large social changes: severe child population decline could ease competition for 
entrance examination but students are pushed to win in the society; cyber communication 
changes the human relationships more invisible and atomized; the gap between urban and 
remote areas is widened; and local industry can hardly find its successors and local schools 
need to attract students because young people move away to city. This article overlooks what 
the Japanese society has missed today and identifies it is the social aspects of outcomes by 
lifelong learning. Recent trends and the framework of lifelong learning in Japan are 
introduced, and the concept of social capital is used for discussion. The case study shows 
benefits of learning opportunities, technology, and collaboration in a Japanese local city to 
build a sustainable society. 
 
Keywords: Lifelong learning, Social capital, Technology 

                                                
1 The author graduated from Hiroshima University Graduate School of International Development and 
Cooperation. He is a researcher of the National Institute for Educational Policy Research, which belongs to the 
Japanese Ministry of Education, and works for many international cooperation projects with UNESCO. His 
research interest is comparative education and sociology across countries, especially Turkey and Japan. 
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Introduction 
 

Competencies are one of the main foci in recent education, especially, on the 
relationships with others at the international level2. Many different types and levels of 
communication influence our life, and recent development of information technology, for 
example, makes us recognize the potential and risk of its impacts. Education or lifelong 
learning becomes more important than ever before.  

 
The Japanese education has a long successful history as the base of a top-level 

economy in the world so that it is expected to play an important role to tackle with any 
problems in the society. Parents want their children to receive high quality education, and 
students go to have private lessons after school for their entrance examinations. The emphasis 
is given heavily to the academic knowledge in subjects, although The Japanese Ministry of 
Education, Culture, Sports, Science and Technology (MEXT) wants to promote lifelong 
learning for overarching learning through school lessons and globalized society. 

 
At the same time, there are many social problems concerning the Japanese youth. The 

main problems could be that many feel isolated (United Nations Children’s Fund, 2007) and 
lose the motivation toward the future with hope (Kariya, 2001). Higher education is 
influenced by the reform and demographic factor. Local community has few younger 
generation involved into community management, and local industry such as farmers facing 
the problem of successors because many young labor move to city. In addition to population 
decline, “new economy” impacts the Japanese society without exception (Drucker, 2002) and 
the political initiative promoted social reform from the business side. The governments, 
especially out of urban areas, need to improve the situation of employment, welfare, and 
education, while their tax income is decreasing. 

 
In this article, what we miss in Japanese education today is conceived as a social 

aspect of educational effects through formal education and informal learning. Social capital is 
the concept to analyze it. A case study is examined as comprehensive learning outcomes 
which stem from the process of community development projects in a local city in Japan. The 
author discusses the accumulation of social capital, as results of lifelong learning, is the key 
for sustainable development. 
 

Social Problems and Lifelong Learning in Japan 
 
Loss of Social Relationship; Increase of Non-profit Organization  
 

The loss of social connectedness has been frequently picked up in recent Japan. The 
Japanese Cabinet Office published the yearly White Paper on the National Lifestyle in June 
2007. The main theme of the Paper was a comfortable way of life, founded on personal 
relationships. It points out the people's satisfaction with their lives may be negatively affected 
by the weakening relationships. It suggests two directions to rebuild the relationships among 
the public that: one is to remove the restrictions on maintaining relationships; the other is to 
devise ways for relationships in harmony with the current situation to be created within 
families, communities, and workplaces (Cabinet Office, 2007). According to the Labor 

                                                
2 "Key Competencies" shown in OECD’s DeSeCo, for example, prioritizes the communication to develop 
relationships besides academic performance. 
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Ministry in 2005, "freeters"3 are more than 2 million and NEET4 are more than 600,000. The 
new social layers are recently born, called "working poor" who have a job but earn small 
amount for their living and "net-cafe refugees" who do not have own home address and stay 
in internet cafe at night5. The number of “refugees” is estimated 5,300 in urban areas mainly 
(Ministry of Health, Labour and Welfare, 2007). The home address is important to register for 
stable job so that they can hardly find a well-paid job without the address and fall into the 
vicious cycle of wasting lives. Several media broadcast their severe living conditions. The 
private companies in high competition also use and regard the young workers dispensable. At 
the same time, many adults press publicly the youth should make more efforts to improve 
their lives for themselves6. 
  

As surroundings for children and youth, there are problems such as crimes targeted 
children, crimes committed by the youth, their suicide, and bullying in and out of schools. 
Additionally, there appear newer and invisible social issues of children's isolation because of 
the rapid development of information and communication technology (ICT) which changes 
the quality of their human relationships. For example, girls find one-time intimate adult 
"friend," coordinated in cyberspace, and try to receive money from them for their 
inappropriate relation. The number of "under-the-school web site" is skyrocketing, and 
students make a lot of cyber communication by their mobile phone to decide and attack target 
student(s) in class. Teachers and parents cannot access their communication. When the youth 
are too depending on the cyber communication, they are unable to move out to the real world 
for building direct human relationships. "Anonymity and fluidity in the virtual world 
encourage 'easy in, easy out,' 'drive-by' relationships. That very casualness is the appeal of 
computer-mediated communication for some denizens of cyberspace, but it discourages the 
creation of social capital. If entry and exit are too easy, commitment, trustworthiness, and 
reciprocity will not develop (Putman, 2000, p.177)." 

 
On the other hand, more individuals and groups have started activities to solve the 

social problems. It was shown in 2004 that the urban area had lower social capital, indexed as 
communication, trust, and civil participation, by the Cabinet Office. The number of non-

                                                
3 Those who do not have permanent job but especially the young workers serve as part-timers. They often 
change their jobs around for several reasons and it seems to be "free" to the salaried labors who patiently work 
today’s conditions. But once the young workers “drop” out from permanent labor path into “freeter” position, the 
companies hire them as cheap labor and the young workers have to waste their lives without a certain future. 
 
4 Its definition is manifold among the Ministries and governmental organizations but commonly denoted those 
who are not in employment nor in education and training. 
 
5 The cost of the internet cafe is between 100 and 200 yens an hour: if he/she stays a day, it costs 2400 to 4800 
yens. The cheapest apartment in urban areas costs around 30,000 to 50,000 so that the cafe costs more. But users 
want to save transportation costs because the net-cafe is available in very downtown. The net-cafe offers a small 
booth of 100 by 200 cm, equipped with sofa, desk, reading light, TV set, a computer with internet access, free 
24-hour shared bathroom and shower, books and comics, and etc. The users always have to hold their mobile 
phone to receive an order from the companies after they register at the company’s web site. Their income is 
about 10,000 yen a day: if they work five days a week, 200,000 yens a month come to their pocket. But it is not 
always and with no insurance and guarantees. (Nihon TV (2007, March 7) from “News ZERO”) 
 
6 Making a personal effort is highly valuable in the Japanese culture because it propped up the basic economic 
growth through the companies. The elder people expect the younger to press down personal wishes but to obtain 
the ability and develop personal inner enrichment by being patient. 
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profit/non-government organizations (NPO/NGO7) is increasing due to recent legislation, 
especially, more NPOs are built in urban areas (Nishide & Yamauchi, 2005). The public 
awareness toward NPO is also growing through civil movements such as environment 
protection activities8. The awareness towards social problems relates with the concept of 
social capital. 
 
Social Capital and Education as a Social Issue 
 

Social capital study deals with its institutional concept, specifically relating with the 
participation into civil movements towards community and country (e.g. Putnam, 1993, 2000; 
McClenaghan, 2000), and with cultural aspect as trust and norms (e.g. Fukuyama, 1995, 
1999). The definition of social capital is various and requires sophisticated measurements and 
focusing on its sources or results also makes us take different approaches.  
  

Social capital has both functional advantages and negative effects. It brings advantages 
not only to the member of a group and to the group he/she belongs to but also the members 
who do not belong to at sometimes, and meantime, it may bring disadvantages to the out-
group members because the in-group members keep it within (e.g. Granovetter, 1973; 
Coleman, 1998, 1990; Burt, 1997; Portes, 1998; Putnam, 2000; Lin, 2001). The common 
understanding is that it is related with education and community/society’s development (e.g. 
Bourdieu, 1986; Evans, 1996; Coleman, 1998; Woolcock, 1998; Fukuyama, 2001; OECD, 
2001). It can be generally categorized into the bonding and bridging types (e.g. Putnam, 1993; 
Narayan, 1999). The bonding social capital inquires the strength of tie as assistance among 
the group members, and the bridging one takes the help and cooperation between groups into 
account. The level of study target changes the scope of measurement, especially today when 
ICT as the information flow is rapidly developing (e.g. Fukuyama, 2001).  
 

School education tends to be regarded as panacea for social problems because it is 
believed the economic nation was established by efficient formal education in the Japanese 
history. But more attention is recently paid to the results of international and domestic 
students assessments9. Inasmuch as the youth population declines and anyone could enter 
university10 entrance examination is still competitive and parents want their children to go to 

                                                
7 NPO is imagined dealing with only domestic issues in Japan, while international cooperation is understood as 
NGO’s activities. This article uses the term NPO, including NGO which only targets domestic issues. The 
government set so-called “NPO Law” in 1998 to encourage their activities.  
 
8 The first public recognition to NPO/NGOs appeared in 1995 when they contributed to the recovery from the Kobe 
enormous earthquake with 5000 casualties. Recent awareness and participation are growing with the movement for nature 
conservation due to the Kyoto Protocol and private companies’TV commercials. 
 
9 The third results of the first cycle of OECD-PISA was opened public in December 2007, and Japan’s lower 
ranking and motivation to study were criticized. The national academic test, targeted all of the sixth and ninth 
graders across Japan, was conducted after a long pause since 1964 due to criticism against lower academic 
knowledge among children. Its results were opened in 2007 and 2008, and the educationalists pointed out the 
students were good at basic knowledge but not at its application. The public general recognition about the 
student’s knowledge is unsavory, influenced by media. 
 
10 All the high school graduates could theoretically enter university because the capacity of universities will 
become larger than the population of the graduates. 
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good private school because the public one is not trusted11. Even though the youth achieve the 
highest level of education and receive doctor degree, 40 to 65% of them can not find a 
permanent job, and about 10% are socially missing12 (Mizuki, 2007). Too strong emphasis 
seems to be given to the victory in examination among students, because the score is the only 
visual indicator. Students personal efforts should, of course, be paid off at the individual level. 
However, they can not equally return when their sources of social capital are not fair from the 
group they belong to. In other words, we are missing something fundamental in attributing 
personal efforts to their situation but should take more social factors into consideration. 
  

Social capital is cultivated in the society and it is interactive. The specific forms of 
social capital can be nurtured as trust and norms most effectively through formal education 
and as the sense of belongings to the community and the participation into the society through 
social interaction. As the framework of lifelong learning shows below, the outcomes of 
unintended learning and activities can be accumulated as social capital in the individuals and 
groups. 
 
Scope of Lifelong Learning in Japan 
 

Education and learning aims to foster the sound mind and personality of learners 
(children and adults). Lifelong learning (LLL) in Japan covers all the education and learning, 
from pre-school education and school education to informal learning - intended in learning 
activities and unintended in daily life -, so that any human activities, including leisure 
activities, could be comprised as LLL if a learner obtains something valuable as a result.  
 

The Japanese people also buy learning opportunities to obtain mental satisfaction, and 
therefore, there is an aspect of consumption in LLL. Sports and volunteer activities are 
included in LLL when they bring a lesson to the actor, in so far as the process of these 
activities generally has some educational contents such as skills for cooperation and review of 
themselves through interactions with others. Figure 1 shows the scope of LLL in Japan. Both 
intended and unintended learning activities are categorized into LLL, but the shadowed part 
without learning as a result is not included. This could be because self-actualization by 
education and/or learning is understood important in the life, which is assured by high 
economic and qualified medical backups, but not mainly understood human development for 
economic growth. Pure learning for skills is taken as rather training and not as equivalently 
valuable as education13. 
 

Another characteristic is LLL in Japan is separated from religious domains. The 
Japanese public education system has been ensured to be strictly secular since the end of the 
Second World War in 1945 when the system was judged not suitable to the democracy, 
                                                
11 Media pick up inappropriate behavior in public school so that people have doubt about the quality of its 
education in classroom. The entrance exam even to kindergartens is common in Tokyo.  
 
12 This includes confirmed death such as suicide. 
 
13 “Kunren” stands for training in Japanese and includes the training of dog, and technical and vocational 
training in formal education system. “Kenshuu” is the training for the employees and has the implicit message of 
the enforced participation. Comparing with them, “gakushuu” for learning and “kyouiku” for education are more 
noble acts and include the aspect of human inner development. Especially, “gakushuu” means self-learning. 
Lifelong learning is “shougai gakushuu” in Japanese and can be understood the meaning of haut act of learning 
for the personal development. 
 



Educational Policy Analysis and Strategic Research, V 4,N 1, 2009 
© 2009 INASED 

10 

promoted by the occupying Americans. As for LLL, new system was built such as Kominkan 
(community learning center).  
 

 
Learning in 

education/training 
activity 

Self-learning 
Unintended 

learning 
Leisure without 

learning 

Characteristics 
of learning 

Learn by 
participating the 
activity whose 
purpose is to make 
someone learn. 

Self-learn 
without 
educational 
institute's help 

Learn 
something as a 
result of daily 
activities 

Learning does 
not happen as a 
result of the 
activity 

Example 

Learners received 
training in 
company/education 
in school 

Reading a book 
for learning 

Learners found 
something 
valuable from 
travel. 

Actors did not 
learn anything 
after the 
activity. 

Intended/ 
unintended Intended Unintended - 

 
Figure 1. The scope of LLL in Japan covers the activities in which actors learn something 
(Okamoto, 1996, p.7). 
 
Strength and Weakness of LLL in Japan 
  

While recurrent education brought many adults into school again, the Japanese "social 
education" or LLL is rather unique because it contains education for adults with facilities as a 
special building in community. Besides schools, various institutes for social education in 
Japan have been set. “Kominkan” is one of the most popular one14. The number of Kominkan 
is 17,143 as of 2005 (National Institute for Educational Policy Research Social Education 
Practice Research Center, 2006) and 90 % of municipalities set it.  
  

Kominkan, literally translated "Citizen's House," is defined as the institute whose 
purpose is to provide the people living in the area of municipality with the education, 
learning, and cultural operation so that it contributes to the promotion of people's learning, 
health, cultivation of personality, daily cultures, and social welfare, according to Social 
Education Law: Article 20. The Ministry of Education encouraged to set Kominkan as a focal 
point of social education in community in 1946, and Kominkan became a symbol of 
democracy15. Social Education Law was set in 1949 and defined Kominkan's function. It is set 
by the education committee of municipal governments, not the central government, and 
managed by neighbor residents.  
  

The educational service provided by Kominkan is categorized into three: the 
opportunity of education and learning, the place to learn, and counseling. It holds lessons or 
                                                
14 Other institutes are public library, museum, lifelong learning center, “Seinen no ie (camping lodge for the 
youth and the public),” women's education institute, audio-visual center, culture center, health center, welfare 
center, and sports gym.  
 
15 This implicit function is quite similar with “Halk Evleri” to promote secularism during the early stage of the 
Republic of Turkey. 
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courses, training, and exhibition as the first service and targets wide range of learners from the 
youth to the elders in theory. The main target, however, is adults. Residents can use 
Kominkan for their activities such as group meeting and events and also borrow equipments 
they need for the activities. Counseling is for residents to request and discuss for their needs 
and for Kominkan to check the effective supply with limited resources. 

 
A Case Study: Education and Development of Local Community 

 
Method and Limitation 
 

The author and the experts of Education for All and LLL observed the case shown 
below as a study visit program, organized by the National Institute for Educational Policy 
Research and the Asia/Pacific Centre for UNESCO, on October 11, 2007. The target field was 
Takasaki City, located 105 km north away from Tokyo. The population of Takasaki City is 
346,318 as of April 1, 200816. More specifically, three entities were visited to observe and 
interview with: Takasaki City University of Economics, a Kominkan in Takasaki, and "Job 
Cafe Takasaki."  
 

Takasaki City University of Economics is a small-size but the largest Takasaki city 
municipal university and has 2,161 students and 48 teaching staff in the Department of 
Economics and Business Management and 1,724 and 43 in the Department of Regional 
Policy, Regional Development, and Tourism as of May 1, 200717. Tsuneya Sakurai, associate 
professor, and his students were interviewed with for the whole project management. The 
Kominkan in Kurabuchi district from 40-minute ride from the central Takasaki was a key 
locus of communication and cooperation among the University and its students, local farmers, 
and Takasaki municipal government. The director of Kurabuchi Kominkan, the chief of city 
development and the chief responsible for the industry sector of Takasaki municipal 
government were interviewed with for the function and cooperative activitie. Three 
University students who served as volunteers and facilitators at the Kominkan also explained 
us their workshops in which local farmers and local policymakers participated. The 
representative of farmers explained organic farming innovation in Takasaki. At "Job-Cafe 
Takasaki," the head of the NPO illustrated the organization management, and the 
representative of the student volunteers in the cafe management explained the specific 
activities. 
  

Although the observation and analysis on the present case is limited because the series 
of interview took some hours within one day, it shows a functional collaboration based on 
social supports between university, local government, and private sector, for making results of 
better employment of the youth, stronger agriculture, and more students come to involve into 
the local community. The Japanese local cities today have a problem of young labors moving 
into urban areas. The situation is that both local and urban cities are not able to be sustainable 
for rapid ageing status in countryside and for unhealthy living conditions due to over-crowded 
cities. The Takasaki case prevented them from their migration into big cities by getting them 
socially involved into community development along with University. 

                                                
16 It was 32,467 in 1900 when the city was formed. Retrieved 2008, April 2, 2008 from Takasaki City Web site: 
http://www.city.takasaki.gunma.jp/gaiyou/ 
 
17 Retrieved 2008, April 2 from Takasaki City University of Economics Web site: 
http://www.tcue.ac.jp/about/number.htm 
 



Educational Policy Analysis and Strategic Research, V 4,N 1, 2009 
© 2009 INASED 

12 

Takasaki’s Project 
  

Takasaki City University of Economics is not a "brand" university as much as 
University of Tokyo, to which many education-conscious parents want to send their children, 
but students from all across Japan and overseas are interested in community development and 
enter the university. Three characteristics of its engagement to the community can be 
described here. One is that the students serve as volunteers for working in organic agriculture, 
and some students become to want to be farmers. Japan, used to be an agriculture country, has 
downsized domestic farming industry for a long period to develop more efficient economy by 
importing the products instead. But domestic organic agricultural products are recently very 
popular because people’s mind is sensitive against the risk of cheap imported products. The 
quality becomes the top value for meals. The students offer labor force to the local agriculture 
as a part of university course. The university and Kominkan organize a constant meeting to 
exchange ideas between farmers, farming experts, and students for development of agriculture 
and community through workshops. The participatory approach is introduced and the students 
facilitates to motivate the farmers join the discussion because some farmers are not used to 
discussion. 
  

Secondly, the job information is provided by students themselves. Although job 
hunting is still hard for the students in local area while the Japanese economy is recovering in 
recent years after long term recession after 2000, the project has provided the information and 
lightened pressure on the individual students for job hunting. Many students worry about 
working in the high pressure today because they watched their father’s generation suddenly 
lost their job during the recession. The student groups organize to interview with many kinds 
of occupations and broadcast on local radio and the web. The information is summarized from 
the student's view.  
  

The third one is assistance for job hunting. The "Job Cafe" are set for across the 
country 46 prefectures in Japan by Ministry of Economy, Trade and Industry. "Hello Work" is 
also set by Ministry of Health, Labour and Welfare for general information for job hunting18, 

but "Job Cafe" targets the people between 15 and 34. The Cafe does not have any function of 
serving tea or coffee but provides the space of social interaction for the youth. "Job Cafe" 
Takasaki brings job information from companies to the youth. The ratio between male and 
female visitors is 60:40, and that of finding a job is 40:60, according to the managing NPO 
head. A local NPO and 12 students participated in the management and more than 100 are 
supporters. The half visitors have no permanent job, and two out of ten visitors are students19. 
The other half are those who have job but come to talk about a better one. The Cafe’s vision is 
that it is a community to build relationships between visitors and staff, including counselors. 
It is not just a counseling place for one by one but a visitor can feel home with a lot of support 
from all the staff. The staff share the information for suitable job from companies to each 
individual. The retainment rate through the Takasaki case is above 70%, and it is very high, 
comparing with other ones in other "Job Cafe" and "Hello Work"  
  

                                                
18 "Hello Work" consigns vocational training to private vocational schools and its tuition is bourned by the 
Ministry. The number of "Hello Work" is decided to decrease for downsizing public officers as a part of 
administration reform but the online service becomes more accessible.  
 
19 Generally speaking, almost 100 % of the Japanese children go to high school and about 50% go to university. 
The visiting students here are from universities. 
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The Japanese university students generally work for a part-time-job not for their 
working experience but mostly for money. The students from Takasaki City University of 
Economics who work for agriculture and Cafe are volunteers with small amount of financial 
support and university’s credits. They take part into the project for their working experience 
and, as a result of active participation, develop human network and high-level communication 
skills such as ICT use. 
  

The projects in Takasaki succeeded in providing opportunities for all the stakeholder 
groups. University can call in students and send them to farmers for a learning opportunity 
while its teaching staff get involved into the project as advisors. The students themselves have 
working experience prior to their graduation which could be comparatively advantageous, 
learn something as a volunteer facilitator, and develop the sense of belongings to the 
community. The government side improves the employment rate of the youth, which is hard 
for any local governments, as a result of the above. Farmers developed stronger brand of 
agricultural products with the knowledge from experts, labor of the students, and access to 
them at Kominkan.  
  

However, university has two issues to tackle. One is the gap or dilemma to match the 
needs from the local companies, because the Ministry’s requests are different from them. For 
example, they want simple foreign labor but not the Japanese youth who can hardly continue 
hard physical works20. The other is the will of university staff. Many teaching staff believe the 
project has no relationships with academic research. The research by higher education 
institute can be advisory to the local government so that the staff would be required the 
understanding and supports to the project as the university is connected with local 
community. 
 

Discussion 
 
Social Capital and Human Capital for Sustainable Development 
  

In addition to the advantageous aspect in hardware of Kominkan, LLL is crucial for 
community development because it provides various learning opportunities. Even though the 
outcome of the learning is not shown as specific numbers, informal relationship is formed in 
the learning process and it accumulates social capital. The students experience and learn 
something as being a facilitator in Kominkan because educational effects appear not only 
based on school education since all the educational and learning activities are allocated on the 
axis between formal and informal education (Rogers, 2004). Their participation in community 
development promotes public awareness because it brings benefit to the individuals as the 
sense of belonging and social supports. Japanese formal education is strongly expected to 
educate children for better academic performance but it should be more able to nourish the 
child's awareness of a membership to the community by collaborative works with outer 
actors. 
  

Volunteering may mean mutual assistance or potential for it as a direct result of social 
capital. In the present case study the students work for agriculture without payment receive 
little financial accumulation (economical capital) and limited educational achievement 
(human capital) as credits of the university. But they think of being a farmer in the future as a 
                                                
20 This is similar across developed countries. Germany, for example, opened the labor market especially for 
simple labors. 
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member of the local community and receive information and opportunities for their job 
hunting and counseling. This is more beneficial than what the individual students can receive 
by their ability only. As Maruyama (2008) analyzes the community development in Turkey 
after the earthquake and concludes sustainable development stands with the good balance 
between economic, human, and social capital, the present study has the strength of direction 
for accumulation of social capital through their projects. 
  
Participation of the Youth 
  

The young Japanese people are shy and sometimes traditionally required being shame 
on being ignorance in front of the seniors. The public projects often accept their head as a 
retirement job from governmental organizations, and their heads are sometimes lowly 
motivated to commit the project's goals. This creates the atmosphere where the young people 
feel hesitated to involve. The whole society seems to have too many problems and the young 
people tend to imagine hopeless future. This is one of the main reasons why the Japanese 
youth is indifferent about social issues because they feel impotence in the problems. 
  

The present case provides the youth with beneficial information (contents) for their job 
hunting by popular media (means/channel) such as the internet and local radio. The contents 
have been already provided for a long time, but recent ICT development and its use by mobile 
phone are the key to get the younger generation to involve into the community development. 
Moreover, the contents are made by the participating youth. ICT is new to the older 
generation but quite easy for the youth feeling confident with it. The adults intentionally 
asked the youth to help for ICT and take part in the projects. The participating people obtain 
lessons as outcomes of activities, in addition to the feeling of usefulness as an identity in the 
society.  
  
Bridging for Community Development: Collaboration Between Sectors  
  

The advantage of Takasaki's cafe is collaboration among government, university, and 
private sectors. The present case shows the benefit to all the sectors as overlooked. The 
confidence and perceptions of personal effectiveness increased, each group receives benefit 
for itself, and community development was promoted. This is because “social capital 
enhancement could be continued as having direct links with community development adult 
education in that community development is generally defined as a social learning process; a 
learning process which serves to empower individuals and social groups by involving them as 
citizens in collective activities aimed at socio-economic regeneration, development and 
change (McClenaghan, 2000, p.566).” While neo-liberal economic situation drives people for 
economic benefit, this case is an example of self reliance. As Tsurumi (1989) emphasizes the 
importance of endogenous development in which the self-reliance create the society based on 
culture/tradition and indigenous natural ecosystem suitable to their local unique conditions 
while they matching external knowledge, skills, and systems.  
  

In addition to that Fukuyama (2001) explains educational institutions increase human 
and social capital as the greatest direct ability of the government21, the author would like to 
point out that social capital can contribute towards education because social capital runs 
circular and is interactive. In other words, the synergy can be expected between education and 
                                                
21 However, we should also keep in mind that the government has negative impact on building social capital 
(Fukuyama, 2001, p.18). 
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social capital. Its potential could be enlarged by hardware and human network of Kominkan 
in Japan. The collaborations, could mean the bridging social capital, among more actors are 
necessary because actors for sustainability exist at the local level. 
   

Conclusion  
 

Japan rushed to modernization in order to avoid from being occupied from the Great 
Powers at the end of nineteenth century and tried to catch up the Western economies after the 
lost war in the 1940s until it became an economic power in the 1980s. The central government 
took a very strong initiative to control the whole country efficiently and successfully led the 
country up to one of the most developed economies in the world. Recent neo-liberal 
movements, promoted strongly by the popular Koizumi Administration between 2001 and 
2006, accelerated privatization aiming at so-called small government and cut off public 
services in order to go along with the process of globalization or “the next society” requiring 
the social shift. It is still a necessary reform for new age and Japan needs more balanced 
development because rapid economic growth is not expected anymore22, although the past 
successful experience can not leave many politicians’ image of development.  
  

This social structure broke some part of the original/traditional equity but created the 
unexpected strong culture of win-or-lose among the Japanese. Traditional virtues in local 
communities were collapsed in the process of modernization. In other words, Japan built the 
society (gesellschaft) and lost the communities (gemeinschaft). There are many impenetrable 
problems today such as child crime and disorder, severe youth population decline while the 
elders dying alone, and very low motivation to work among the youth23. Economic profit 
motivates the limited people because the lower social layer is clearly reproduced and those 
people tend to lose hope and incentives in Japan (Kariya, 2001). The reaction to the society 
such as the increase of NPOs could be regarded as a mandate towards gemeinschaft at the 
local level because some small local governments start to face financial bankruptcy and NPOs 
recognize it as their social mission. Making community development reliable and sustainable 
requires the cooperation within a group and collaboration between different groups.  
  

In the case study, inter-generation collaboration and learning was observed between 
local original residents, new local NPO, and formal education institutes. The bridged situation 
brings advantages to individuals, communities and networks, which could return benefits to 
all. Because the Japanese society today expects self-responsibility based on human capital and 
shown by economic/physical capital, the concept of social capital should be utilized 
effectively more than ever. As Hofstede (2001) shows the similarities between Japan and 
Turkey in the international comparative characteristics24, the analysis could be also beneficial 
to the Turkish society. 

                                                
22 United Nations, 2000. 
 
23 Child population declines, and the ratio of senior population will be one out of three Japanese soon: The 
proportion of children age below 15 is 13.8% and that of the age 65 and over is 20.2 % of total population in 
2005. Their estimate is 11.8 (2015), 10.0 (2025), 9.5 (2035) for children, while 26.9, 30.5, and 33.7 for the aged 
in the same years (National Institute of Population and Social Security Research, 2008, table 2-8). 
 
24 Hofstede examines four main aspects of cultures across more than 50 countries. Three aspects, “Power 
Distance,” “Uncertainty Avoidance,” and “Individualism and Collectivism” show the similarities between the 
two countries but not in “Masculinity and Femininity.” 
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Favoritism in the Turkish Educational System: Nepotism, Cronyism and Patronage 
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Erciyes University, Turkey 
 
Abstract 
 
In almost all systems there have been unethical behaviors that take place in written and visual 
media. Of all these unethical behaviors, favoritism takes precedence. This study was 
conducted to investigate whether or not the administrators favor some people in the Turkish 
national education system and also to reveal the teachers’ thoughts on whether or not the 
administrators (central, provincial, and school administrators) show favoritism in their 
decisions and practices. In the study, a scale was constructed to collect data, and its validity 
and reliability were checked. After a group of teachers tested the scale, the results indicated 
that the teachers tend to believe that central, provincial and school administrators are partial in 
favor of some people in the Turkish national education system. Teachers believe that 
favoritism has existed in the following areas:  the appointment of central administrators in the 
ministry of national education, in school administrators and teachers, in providing educational 
materials for schools, in selecting schools to take part in activities, in promoting teachers to a 
higher position or appointing them to positions abroad; about tendering investments in the 
provincial education administration, in opening private schools, courses and institutions, in 
the distribution of funds to schools, as well as the use of buildings, establishments and 
materials provided by the ministry; in the practice of school administrators about the tolerance 
for teachers’ having permission for any reasons, in teachers beginning courses and leaving 
classrooms on time, and finally in selecting participants for activities from which they can 
benefit financially and academically. Participants believe that administrators neglect skills and 
abilities, and that they behave show favoritism about the issues mentioned above in favor of 
their friends, fellow countrymen, and those having political views that align with their own. 
 
Keywords: Administrator, Favoritism, Nepotism, Cronyism, Patronage, Ethics 
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Introduction 
 

Favoritism occurs when a civil servant helps his/her relatives illegally and unjustly, 
backs them (Özsemerci, 2002), or treats anyone or any group of people better than others 
regardless of their high professional performance. In other words, it is favoritism when 
undeserving people are promoted, when they earn more money than those who do the same 
job, or when tardiness is permitted at work. Favoritism is treating someone in a different 
manner not because of his/her competence at work but because of reasons irrelevant to the 
matter, or because of his/her personal interests. If there is a chance for an employee to be 
promoted “without deserving it,” even illegally, if something happens “behind closed doors” 
about the selection of personnel for various development programs, if there are two 
employees with the same competence and performance in the  profession, and if one of them 
has attended an accelerated program but is not selected, if she/he is deprived of any promotion 
regardless of  his/her performance in the profession, favoritism is likely to exist (Employee 
Favoritism, 2006). Favoritism displays the personal choices of those who can make decisions 
in administration. Moreover, it is the result of the struggle to show their political views and 
power (Kwon, 2005). 

 
Favoritism, a reality in many countries, shows underdevelopment in democracy and is 

a major reason for lack of productivity (Kim, 2004). Favoritism harms justice as it gives 
advantages to undeserving people and as it damages people’s good intentions and ruins the 
transparency of governments’ employment and agreement processes. The most important 
dilemma caused by favoritism is that many people do not perceive it as a problem (Nadler and 
Schulman, 2006).  
  

The relations in an office are unlikely to be “equal”. It is quite natural to treat a person 
positively who has the same interests and good relations with others. Apparently, there is 
nothing wrong in such a situation. However, problems may arise if (Morettini, 2005): 
 

1. Good relations and shared interests cause an administrator to behave favorably 
towards an employee. 

2. An administrator behaves clearly and unjustly in favor of one employee and pretends 
not to consider others. 

3. Nepotism, the grandfather of favoritism, occurs. 
 
Aristotle stated that all communities aimed at “the good” thing and take “the best” as a 

goal (Aristotle, 1983). Getting “the best” reveals the obligation for a universal concept of 
ethics. Universal ethics organize the necessities that an individual lives in harmony with his 
social, economic, and ecological environment.  In fact, the fundamental function of ethics is 
to guide harmonic behaviors required to live together (Akkoyunlu, 1998).  

 
Unethical behaviors consist of either activities that go against the legal norms of the 

country and thus the criminal justice system, or ones that oppose the basic moral norms the 
society is based on. There are three types of unethical behaviors in administration. They are: 
(Baydar, 2005) 

a) Unethical behaviors inclined towards the use of personal force (keeping civil servants 
under constraints, insulting them, behaving in such a way as to daunt them and instill 
fear in order to get services done more quickly);  

b) Unethical behaviors inclined towards the assurance of financial benefits (bribes, 
embezzlement, theft, and crime in general); 
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c) Unethical behaviors inclined towards the use of official status. 
 
This study deals with unethical behaviors which bear favoritism and experiences in the 

process of conducting educational services within the context of using official power. These 
are nepotism, cronyism, and patronage.  
 
Nepotism 
 

The term ‘nepotism’ is derived from the word nepot (nephew) in Latin. Nowadays, it 
is described as helping one’s relatives find work in one’s own office. Moreover, it is described 
in Webster’s Third New International Dictionary as a form of “favoritism shown to a nephew 
and other relatives, by giving them positions because of their relationship rather than their 
merit” (Abdalla, Maghrabi,&Raggad, 1998). 

 
Hayajenh, Maghrabi, and Al-Dabbagh (1994) list the reasons of nepotism in Arabic 

countries as follows (these can also apply to Turkey because of its social and cultural 
similarity with the Arab countries): 

a) Socio-cultural structure: The origins of socio-cultural structure in the Arab 
world are based on kinship and tribal relations. Thus, an individual’s merits 
and norms require him/her to fulfill responsibilities towards his/her family, 
which encourages nepotic behavior. 

b) Economic structure: Weak economic structure of some Arab countries causes a 
limited number of labor markets. Moreover their economy is based on 
agriculture and restricted industry, leading to high unemployment rates. Thus, 
competing for limited work opportunities and trying to get jobs by means of 
family relations causes nepotism. 

c) Educational structure: In many countries, dominant opinion inspires students 
to get an education in traditional fields rather than technical ones in needed 
industries. Such an educational system creates imbalance in the business 
markets. Therefore, nepotism plays a significant role in getting a job.  

d) Political structure: The public sector in independent Arab states is the best 
way to obtain a job. Members of the state help relatives and friends find jobs in 
the public sector or in military institutions. 

 
It is known that nepotism brings about negative attitudes of the personnel towards the 

organization and decreases their devotion to their jobs, which handicaps the productivity and 
success of an organization (Abdalla, Maghrabi, & Raggad, 1998). Furthermore, nepotism 
causes the loss of competent administrators in the organization and makes it difficult to find 
new candidates (Wong & Kleiner, 1994). 

 
Cronyism 
 

Favoring someone due to friendship status is called “cronyism” (Pekta� , 1999). 
“Fellow countrymen favoritism”, which is widespread in Turkey, can be assessed as a special 
kind of cronyism, too (Özsemerci, 2002). Competence principles (talent/ability/success/level 
of education) are not taken into consideration when cronyism exists; that is, when a civil 
servant makes a special effort, helps his/her friends to get jobs in public institutions and 
organizations, and promotes them in the profession, using some facilities (dwelling, 
employment in foreign countries, etc.), or appoints them to another job (Aktan, 2006). 
Cronyism both decreases reliance on social institutions and increases egoism. It destroys the 
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importance of doing good deeds for others. Moreover, cronyism entails degeneration that is, 
the use of public goods for personal benefits (Khatri, Tsang, & Begley, 2006). 
 
Patronage 
 

When the political party that forms the government removes the top managers in 
public institutions and organizations from office and appoints new ones based on political 
advocacy, ideology, nepotism, or cronyism, it is called “patronage” (Pekta� , 1999). 

 
In other words, favoritism is experienced in three ways. These are: nepotism, 

cronyism, and patronage. Nepotism means favoring only relatives in all positions, cronyism is 
favoring only companions and friends in every position, and patronage means that governing 
political party appoints their friends and relatives to only high positions not lower positions. 

 
It is known that administrators should obey ethical principles using their authority in 

the appointments or shifting. As is known, the authority given to the administrations is 
classified as dependency and appreciation. If the administration is wanted to do a particular 
thing or to behave in a particular way, there is dependent authority. If the administration is 
tolerated in doing something or carrying out an order, there is appreciation authority 
(Gözübüyük, 1983; Dönmez, 2003). 

 
The principles of law organizing the activities of administration and derived from 

various sources cannot arrange all the details. The law may give freedom of appreciation to an 
administration that has to meet different needs and activities about the determination of types, 
times and places of activities. This freedom range/scope law given the administration 
constitutes the appreciation scope. Based on this authority, the administration chooses one of 
the activities. The authority decides to issue or not to issue any decree, and an administrator 
can act in respect of his/her consideration if the law does not do so (Onar, 1942). 
  

In spite of the close dependency to law, administration is known to have an evaluation 
or discretionary power for acts in every step. Therefore the administration tries to carry out 
abstract and general rules by other abstract and general processes such as regulations and 
codes. Every transition to detail and every approach to the concrete would lead to new 
determinations and evaluations; administrators would use the aforementioned power step by 
step from the top decision organ in the administration to offices carrying out concrete practice 
procedures. Thus, discretionary power occurs because of an obligation. However, it is 
sometimes too broad. For instance, the law often gives freedom to administration in the 
selection of act, time, and place. Say that a school is going to be built. It is often impossible 
for policymakers to determine when and where to build it. The administration will determine 
it. Nevertheless, the administrators do not use the authority justly when financial benefits, 
advocacy, or favoritism are involved.  For example, it can be said that an administrator 
chooses a specific place to reward people in the region or to make a field worthy. 
Appreciation should be limited with the aim (Yayla, 1985).  
   

Therefore, administrators should use their appreciation authority ethically. Otherwise, 
it causes negative perceptions although the procedures are legal.  

 
As a matter of fact, Bayhan (2002) indicates that nepotism, cronyism and patronage 

are still valid powers on the basis of his research “Sociological Profile of University Youth-
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2001” through which %90 of 3223 university students agreed with that “In Turkey working 
doesn’t bring success but favoritism brings”.  
 
Problem 
  

As far as the importance of the existence of favoritism in the central and provincial 
administration in the Ministry of National Education, it is also crucial what the 572 thousand 
people (administrators and teachers) working in central and provincial organizations of the 
ministry of Turkish National Education think about such practices. This study tries to reveal 
teachers’ perceptions as to whether or not present administrators apply favoritism in various 
activities and practices (including promotions and appointments to various positions) in 
educational organizations. In this context, the problem of the research is to reveal teacher 
perceptions whether the educational and administrative practice of favoritism has existed in 
different units of the Turkish educational system.  

 
Aim of the study is to reveal whether favoritism is experienced in the activities of 

central administrators of the National Education Ministry, provincial education administrators 
and school administrators, or not. 

 
The most crucial limitation of the research is that all gained data, findings, and results 

are limited to the practices that National Education has carried out for the last five years.  
 

Methodology 
 

In this research, a survey model is used to describe the present form of a situation and 
the position of an event, an individual, or an object as it exists. The population of the research 
includes primary and secondary education schools in service of Kayseri Melikgazi District 
National Education Directorate and the teachers employed in these schools. There are 85 
public primary schools (with totally 1327 teachers) and 23 secondary schools (with a total of 
1323 teachers) in the mentioned district. Due to the abundance of the population of the 
research in number, sampling is used.        

 
Sampling number was determined to be 335 on the basis of Krijcie and Morgan (1970, 

p.607-610)’s criteria to set sampling extent for educational researches. In order to reach this 
number, 35 primary school and 12 secondary school teachers were contacted via systematic 
sampling, a kind of probabilistic sampling. 

 
The scale was distributed to the aforementioned schools by 13 students pursuing M.A. 

degrees at Erciyes University in the Institute of Social Sciences and taking the course 
Scientific Research Techniques and was collected in the same way. The scale was to be 
returned within a week. Moreover, the teachers teaching during the week that the scale was 
applied and volunteers to fill in the scale were interviewed. The number of the respondents is 
288. 

 
The Development of the Data Collecting Tool 
 

A scale was developed to collect data for the research. The steps below were followed: 
First of all, the researcher searched the literature on ethics, favoritism, nepotism, cronyism, 
and patronage. Afterwards, 20 teachers who are going on master education at the Social 
Sciences Institute of Erciyes University attended this researcher’s lectures on Scientific 
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Research Methods and at the same time working at schools of the National Education 
Ministry were asked to explain their ideas about favoritism. 

 
A draft with 67 items was prepared as a result of the data gained from the literature. 

Next, an expert was consulted about the level of adequacy, comprehensiveness and 
representativeness of the items, and the sentences revealing favoritism in the administration of 
education were made. Respondents were asked to rate on a 5-point scale (1=strongly disagree, 
5=overwhelmingly agree). 

 
In order to determine the structural validity of the prepared scale, a draft scale was 

applied to 120 teachers working in other 4 schools where the scale would not be applied. So 
as to determine the factor structure of the scale, data obtained from Favoritism in Educational 
Administration Scale applied to a group of 120 teachers was inspected. The process started by 
examining  KMO (Kaiser-Meyer-Olkin) value, giving information about whether or not the 
factor analysis is right, and by inspecting the Barlett test (Barlett Test of Sphericity)’s results, 
and deciding whether or not there is a correlation between variables. Moreover, it was taken 
into consideration that the number of factors in the model is equal to the number of factors in 
the Eigenvalue which are higher than one and the conditions that factor loadings are higher 
than or at least .35. In order to measure the structural validity of the scale, factor analysis was 
then applied. In measurement of the scale reliability, the Cronbach-Alpha coherent coefficient 
and the reliability coefficients pertaining to sub-dimensions of the scale were measured. 

 
The analysis started with 67 items. Examining the first results of the factor analysis, it 

was observed that the factor loadings of 27 items were below .35 or that more than one factor 
had higher loadings. Such items were removed and factor analysis was applied again for the 
remaining 40 items. After the rotation process was carried out by fundamental components 
and Varimax techniques, 14 factors were determined as having more than 1.00 Eigenvalues. 
However, due to the abundance of the number of factors, it was investigated whether or not to 
remove some factors. Thus Cattel’s “Scree” test was applied and the graph in Figure 1 was the 
result. 
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Figure 1. Scree test graph. 
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In the “Scree” test graph, the point at which the quick decrease is observed starts after 
the point of the third factor, which serves to limit the number of factors as three. Eigenvalues, 
percents of variation, and total percents of variations for these three factors are displayed in 
Table 1.  
 
Table 1 
The Factors’ Structure of Favoritism in Educational Administration Scale 
Factor Eigenvalue Percent of variance Total percent of variance 

1 9.97 23.74 23.74 
2 5.15 12.27 36.01 
3 5.04 12.01 48.03 

 
As seen in Table 1, Eigenvalues of three factors in the scale are 9.97, 5.15, and 5.04, 

respectively. The percents of the variation factors explained are 23.74, 12.27, and 12.01, 
respectively. All of the three factors explain 48.03 % of the total variation. This amount of 
variation, which is above the acceptable amount, 41%, (Kline, 1994), can result in evaluating 
the scale consisting of three factors. Nevertheless, in the validity studies of the scale, as a first 
step, the suitability of data to the sampling group was determined to be 0.000, the KMO 
(Kaiser-Meyer-Olkin) value was found to be 0.84, and the Barlett Test value was measured to 
be 3742.40. 

 
After these pre-evaluations, in order to place the 40 items into three groups, a rotation 

process was applied by fundamental components and the Varimax technique. The items 
having a factor loading of at least .35 were used. Moreover, the difference between the 
highest loading of an item in a factor and the loading of the same item in other factors would 
be at least .10. Therefore, independence among factors was increased (Büyüköztürk, 1996). 
Factor distributions of the items and factor loadings are indicated in Table 2 in accordance 
with the analysis and rotation results. 
 
Table 2 
Varimax Factor Loadings and Reliability Analysis for Favoritism in Educational 
Administration 

Factors Items Factor Loadings Item Total Correlations 
1 .50 .43 
2 .43 .39 
3 .48 .48 
4 .50 .67 
5 .55 .50 
6 .55 .47 
7 .46 .51 
8 .53 .45 
9 .58 .41 
10 .67 .46 
11 .65 .50 
12 .65 .36 
13 .65 .51 
14 .42 .51 

Favoritism in the Central 
Administration in Ministry of 
National Education 
(Factor I) 
 
 
 
Cronbach-Alpha=.84 

15 .46 .61 
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16 .57 .60 
17 .61 .58 
18 .69 .52 
19 .68 .56 
20 .47 .67 
21 .54 .80 
22 .68 .72 
23 .75 .50 

Favoritism in the Provincial 
Education Directorate 
(Factor II) 
 
Cronbach-Alpha=.88 

24 .78 .44 
25 .81 .77 
26 .85 .80 
27 .75 .73 
28 .85 .80 
29 .85 .78 
30 .72 .68 
31 .62 .61 
32 .61 .61 
33 .42 .39 
34 .64 .61 
35 .69 .69 
36 .70 .66 
37 .48 .37 
38 .82 .74 
39 .72 .77 

Favoritism in School Administration 
(Factor III) 
 
 
Cronbach-Alpha=.94 

40 .69 .71 
Cronbach-Alpha of the Total  Scale=.93 

 
As seen in Table 2, factor loadings for 40 items in the scale vary from .42 to .85. 

Varimax rotation results reveal that 40 items assemble into three clear factors. The first factor, 
named “favoritism in central administration in the ministry of national education”, is defined 
by 15 items and illustrates 23.74 % of the total variance. Item total correlations also range 
from .36 to .67, which shows that the items possess distinguishing qualities. The second 
factor, named “favoritism in the provincial education directorate”, has nine items and 
illustrates 36.01% of the total variance. Item total correlations vary from .44 to .80. The third 
factor, named “favoritism in school administration” is composed of 16 items and illustrates 
48.03 % of the total variance. Item total correlations vary from .37 to .80. According to the 
analysis, the general reliability coefficient Cronbach-Alpha rate was .93. The Cronbach-Alpha 
measures for the central administration were .84, for the provincial education directorate they 
were .88, and for school administration they were .94. 
 

Results 
 

From the teachers’ point of view, whether favoritism is experienced in the central 
administration of national education, in provincial education administration, and in school 
administration or not was evaluated in terms of school (primary and secondary), gender and 
seniority variables. The reason to analyze the matter in terms of gender variable was to 
determine whether teachers’ believes about favoritism changes according to males and females. 
The reason to analyze from school aspect was to find out whether school conditions are 
affecting in teachers’ believes, or not. The reason to analyze according to seniority variable 
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was to determine whether teachers’ believes about favoritism are shaped by their professional 
experience in teaching, or not. 

 
For gender and school level variables, a t-test was used and for seniority, variable one 

way-ANOVA analysis was conducted. 
 
Table 3 indicates that a difference on if favoritism exists in the applications of the 

central administrators employed in the Ministry of National Education has not emerged 
among teachers (t=0.46, p=.64). However, teachers employed in primary schools (x=3.70) 
and secondary schools (x=3.73) are more likely to “agree strongly” that there is favoritism in 
the central administration of the Ministry of National Education. Teachers employed in 
primary and secondary schools are likely to “agree” that there is favoritism in the 
administrative applications of provincial education directorate and their school administration. 
No significant difference has emerged among teachers’ beliefs (provincial education 
directorate t=1,42, p=.15; school administration t=.78, p=43).  

 
Table 3 
T- Test Results: Favoritism in Educational Administration in Terms of School Level 

Factors School Level N Mean Sd df t p 

Secondary School 138 3.73 .63 Central Administration in the Ministry of National 
Education Primary School 150 3.70 .56 

286 .46 .64 

Secondary School 138 3.37 .85 The Provincial Education Directorate 
Primary School 150 3.25 .62 

286 1.4
2 

.15 

Secondary School 138 3.27 1.02 
School  Administration 

Primary School 150 3.35 .76 
286 .78 .43 

  
There was not any significant difference among the opinions of male and female 

teachers about the central administration in the Ministry of National Education, the provincial 
education directorate, and school administration in general (central administration in the 
Ministry of National Education t = .29; p=.76, the provincial education directorate t =.55; 
p=.58, and the school administration t=1.35: p=.17). According to the Table 4, both male and 
female teachers are more likely to “agree strongly” that favoritism comes up in the central 
administration of the Ministry of National Education and “agree” that favoritism takes place 
in the provincial education directorate and the school administration. 

 
Table 4 
T -Test Results: Favoritism in Educational Administration and Gender 

 
Table 5, which shows teachers’ beliefs about three aspects of favoritism in terms of 

promotion variable, makes it clear that all teachers, regardless of their employment period, are 
more likely to “agree strongly” with the statement that favoritism exists in the central 
administration of the Ministry of National Education. No significant difference has emerged 
among teachers’ beliefs (Central Organization F=.64, p=.66). 

Factors Gender N Mean Sd df t p 

Female 164 3.71 .52 Central Administration in the Ministry of National Education 
Male 121 3.73 .69 

283 .29 .76 

Female 164 3.28 .72 The Provincial Education Directorate 
Male 121 3.33 .76 

283 .55 .58 

Female 164 3.36 .88 
School  Administration 

Male 121 3.22 .90 
283 1.35 .17 
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Table 5 
ANOVA Test Results: Favoritism in Educational Administration and Seniority 

Factors Variance 
Source 

Total 
Square 

Square Mean sd F p 

Inter groups 1.16 .23 5 

In-groups 101.643 .36 282 
Central Administration in the Ministry of 
National  Education 

Total 102.811  287 

.64 .66 

Inter groups 2.8 .57 5 
In-groups 155.830 .55 282 The Provincial Education Directorate 
Total 158.716  287 

1.05 .39 

Inter groups 32.077 6.41 5 
In-groups 198.566 .70 282 School  Administration 
Total 230.643  287 

9.11 .00* 

                                             Favoritism results in terms of  seniority variable 
Factors Groups N Mean Sd 

1-5 years 75 3.68 .54 
6-10 years 72 3.66 .48 
11-15 years  68 3.82 .41 
16-20 years 30 3.73 .80 
21-25 years 29 3.73 .37 
26+ years 14 3.64 1.48 

Central Administration in the Ministry of National Education 

Total 288 3.72 .59 
1-5 years 75 3.26 .64 
6-10 years 72 3.34 .69 
11-15 years  68 3.28 .72 
16-20 years 30 3.27 .74 
21-25 years 29 3.57 .55 
26+ years 14 3.12 1.53 

The Provincial Education Directorate 

Total 288 3.31 .74 
1-5 years 75 3.46 .85 
6-10 years 72 3.46 .70 
11-15 years  68 3.37 .81 
16-20 years 30 2.97 .99 
21-25 years 29 3.41 .77 
26+ years 14 1.98* 1.22 

School  Administration 

Total 288 3.31 .89 

 
While the teachers employed for 21-25 years are likely to “agree strongly” that 

favoritism exists in the provincial education directorate, others are more likely to simply 
“agree” with the existence of favoritism. As indicated in the ANOVA test results in Table 5, 
no significant difference among teachers’ beliefs about the promotion variable (provincial 
education directorate F = 1.04, p=.39) has emerged. 
  

However, there is some difference among teachers’ beliefs about the applications of 
school administration (F = 9.11, p=.00). Accordingly, while the teachers employed for 26 
years or more are likely to merely “agree”, the teachers employed for 1-10 years and 21-25 
years are more likely to “agree strongly”, and the teachers employed for 16-20 years are more 
likely to “agree” with the existence of favoritism in school administration. 
  

Teachers agree strongly with the existence of favoritism in the central administration 
in the Ministry of National Education in terms of school (primary school and secondary 
school), gender, and seniority variables.  
 
Favoritism in the Central Administration in the Ministry of National Education 
 

It is indicated in Table 6 that the teachers employed in primary and secondary schools 
“agree strongly” with the statement that the practices of some central administrators in the 
Ministry of National Education bear favoritism (Table 6). 
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Table 6 
Favoritism in Central Administration in Ministry of National Education 

No Items X Sd 
1 Administrators appoint their fellow countrymen. 4.05 .830 
2 Politicians are more likely to favor someone. 4.02 .908 
3 Favoritism is experienced in appointment of school administrators. 3.98 .851 
4 Administrators appoint their relatives. 3.95 .936 
5 Administrators appoint those having similar political view with them. 3.95 .935 
6 Administrators appoint their friends. 3.94 .865 
7 Favoritism is experienced in some situations such as providing public housing and appointment 

to abroad. 
3.87 .963 

8 Favoritism is not considered to be unethical. 3.86 1.12 
9 Administration exams could not prevent favoritism. 3.82 1.11 
10 Favoritism is experienced in choosing schools to take part in activities. 3.81 1.10 
11 Bureaucrats are more likely to favor someone. 3.78 .960 
12 Personal performance, skill, success and education level are not taken into consideration in 

appointment. 
3.72 1.18 

13 Favoritism is more frequently experienced in promotion to a higher position. 3.72 .925 
14 There exists favoritism in the appointment of teachers to other provinces. 3.71 1.08 
15 Favoritism is experienced in the distribution of materials to schools. 3.71 1.08 

 
It is also brought out in Table 6 that the teachers employed in primary and secondary 

schools “agree strongly” with all items. The second item, “Politicians are more likely to favor 
someone” and the eleventh item, “Bureaucrats are more likely to favor someone” point out 
that the teachers are inclined to believe that in the central administration in the Ministry of 
National Education, both bureaucrats and politicians are likely to apply favoritism. The 
second item indicates that politicians are likely to exert pressure on the central administrators 
in the Ministry of National Education. As a result, teachers agree that central administrators 
show favoritism in: 

a) Appointing school administrators 
b) Providing public housing and appointments abroad 
c) Choosing schools to take part in activities 
d) Promotion to higher positions 
e) Aforementioned appointment of teachers to other provinces 
f) Distribution of materials to schools. 
  
“Personal performance, skill, success, and education level are not taken into 

consideration in appointment”, showing the indication of favoritism is another finding that 
can be deduced from Table 6.  
  
 That the respondents “agreed strongly” with the statement “Administration exams 
could not prevent favoritism”, and merely “agreed” with the existence of favoritism  “In 
appointment of school administrators” is very striking because in Turkey a central 
examination is held to appoint school administrators and only those meeting legal 
requirements can become administrators. 
  
 According to the Regulation for the Appointment and Nomination of Educational 
Institutions Administrators in the structure of the Ministry of National Education in Turkey 
(Official Gazette dated 04.03.2006), administrators of the following units are appointed 
directly by the ministry:  

a) Educational institutions in the service of the Ministry of National Education. 
b) Other secondary schools at the same level as Anatolian secondary schools. 
c) Science secondary schools 
d) Social sciences secondary schools 
e) Sports secondary schools 
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f) Local primary boarding schools 
g) Teachers’ guest houses and evening art schools 

 
 In order to appoint administrators of other schools, Level Determining Exams are held 
in centers determined by the ministry. 
  
 With the exception of the circumstances listed below, administrators of schools in the 
Turkish education system are changed every 5 years in accordance with the following criteria: 

a) Educational administrators who are forced to work in a different school as a result of 
judicial and administrative investigation are to work in the same type of school inside 
or outside the province. 

b) Administrators whose success level is twice evaluated below “good” in the last two 
years are to work in the same type of school in the province. 

c) Educational administrators appointed by the ministry or governorship are forced to 
work in a different place in the same type of school in the province in accordance with 
their preferences and scores. 
 

 The fact that the teachers surveyed accept the existence of favoritism in the 
appointment of school administrators is valid for the administrators employed in schools 
determined by the government since printed and visual media has frequently indicated that the 
practice of favoritism exists with political pressure and central bureaucrats. However, the fact 
that teachers think the practice of favoritism has existed in the administrator appointment 
exam is a crucial matter which should be taken into consideration by those who play large 
roles in the construction of the educational system, because it is necessary to do away with 
teachers’ belief that “Favoritism  is not considered to be unethical”. 
 
Favoritism in the Provincial Education Directorate 
  
 Teachers employed in primary and secondary schools “agreed strongly” that favoritism 
has existed in: 

a) Tender and completion of investments 
b) Opening private schools, courses, and private teaching institutions 
c) Recording personal affairs 
d) Distributing funds reserved for national education services to schools 
e) Getting use of buildings, establishments, materials provided by the ministry 

(Table 7). 
Table 7 
Favoritism in the Provincial Education Directorate 

Number Items X Sd 
1 Favoritism is experienced in tender and completion of investments. 4.00 1.05 
2 Favoritism is experienced in opening private schools, courses and private teaching 

institutions. 
3.63 1.07 

3 Favoritism is experienced in recording personal affairs. 3.61 1.15 
4 Favoritism is experienced in distributing funds reserved for national education services 

to schools. 
3.56 .989 

5 Favoritism is experienced in getting use of buildings, establishments, materials provided 
by the ministry. 

3.43 1.24 

6 Favoritism is experienced in maintenance of computer laboratories. 3.35 1.11 
7 Favoritism is experienced in appointment of teachers to schools. 3.31 1.11 
8 Favoritism is experienced in providing educational materials for schools. 3.28 1.12 
9 Favoritism is experienced in selecting teachers to join in-service seminars and courses  3.27 1.04 
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Teachers also “agree” that favoritism has existed in the following practices: 
a) Maintaining computer laboratories 
b) Appointing teachers to schools 
c) Providing educational materials for schools 
d) Selecting teachers to join in-service seminars and courses 

  
The above-mentioned statements about the existence of favoritism in the provincial 

education directorate were also indicated during informal interviews with school 
administrators. Since some school administrators have close relationships with provincial 
education administrators, they have priority treatment in some services such as supplying 
maintenance, required educational materials, and teaching staff.  
 
Favoritism in School Administration 
  
 Teachers employed in primary and secondary schools “agreed strongly” with 8 items 
and “agreed” with eight other items about the existence of favoritism. Teachers “agreed 
strongly” with the following items (Table 8): 

a) Favoritism exists in teachers’ having permission 
b) Favoritism exists in teachers’ beginning courses and leaving classrooms on time 
c) Favoritism exists in selecting teachers to join activities which will be useful in their 

career 
d) Favoritism exists in some cases of contradiction to regulations and malpractice 

determined throughout inspections 
e) Favoritism exists in teachers’ disobeying rules (such as clothing and participating 

in ceremonies) 
f) Favoritism exists in teaching simultaneously in other schools 
g) Favoritism exists in inspectors’ evaluations about the performance and behaviors of 

administrators and teachers 
h) Favoritism exists in revealing teachers’ failure to carry out their duties as required. 

  
 It is possible to state that favoritism in the practice of school administrators exists in 
favor of their relatives, friends, fellow countrymen and those who share their own political 
views in the above-indicated situations. 
    
Table 8 
Favoritism in School Administration 

Number Items X Sd 
1 Favoritism exists in teachers’ having permission. 3.69 1.27 
2  Favoritism exists in teachers’ beginning course and leaving classroom on time. 3.69 1.25 
3 Favoritism exists in selecting teachers to join activities which will be useful in their 

career. 
3.64 1.27 

4 Favoritism exists in some cases of contradiction to regulations and malpractice 
determined throughout inspections. 

3.59 1.07 

5 Favoritism exists in teachers’ disobeying rules. 3.45 1.30 
6 Favoritism exists in teaching also in other schools. 3.43 1.28 
7 Favoritism exists in inspectors’ evaluations about the performance and behaviors of 

administrators and teachers. 
3.41 1.17 

8 Favoritism exists in revealing teachers not carrying out their duties as required. 3.41 1.27 
9 Favoritism exists in selecting teachers to take part in activities from which they can 

benefit financially. 
3.39 1.14 

10 Favoritism exists in inspecting teacher plans. 3.34 1.32 
11 Favoritism exists in distribution and use of materials inside schools 3.30 1.34 
12 Favoritism exists in giving qualification marks to teachers 3.22 1.22 
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13 Favoritism exists in observing teaching performance in classroom 3.11 2.37 
14  Favoritism exists in deficiency and faultiness inside or outside classroom precautions 

to be taken 
3.02 1.24 

15  Favoritism exists in distribution of classes to teachers 2.98 1.31 
16 Favoritism exists in preparing timetables for teachers’ watch turns 2.83 1.17 

 
 The facts that the teachers “agree” with the existence of favoritism in selecting teachers 
to take part in activities from which they can benefit financially, in inspecting teachers’ plans, 
in the distribution and use of materials inside schools, in giving qualification marks to 
teachers, in observing teaching performance in the classroom, in the deficiency and faultiness 
inside or outside classroom to take precautions, in the distribution of classes to teachers, and in 
preparing timetables for teachers’ watch turns should not be underestimated. However, it 
shows that school administrators are more sensible about these items. 
 

Conclusion 
 
 In this study, the question of whether the practice of favoritism exists in the central 
administration in the Ministry of National Education, in the provincial education directorate 
and in school administration in general is evaluated in terms of school (primary school and 
secondary school), gender, and seniority variables. For gender and school variables a t-test 
was used and for seniority variable one-way ANOVA analyses was conducted. 
   
 Teachers employed in primary and secondary schools accept the existence of 
favoritism in the practice of administrators appointed to the central provincial directorate and 
the school administration of the Turkish educational system. Favoritism exists in the 
appointment of central administrators, school administrators and teachers, in the distribution 
of materials to schools, in choosing schools to take part in activities, and in providing public 
housing and appointments abroad by the administrators who favor their relatives, friends, 
fellow countrymen and those who share their political views regardless of their success and 
abilities. Teachers indicated that favoritism was not considered unethical in the Ministry of 
National Education. Another significant result of the study is the teachers’ agreement that 
favoritism even exists in school administration exams. 
  
 Teachers state that favoritism is experienced to a considerable extent in the provincial 
education directorate as well as in the Ministry of National Education. Teachers indicate that 
the practice of favoritism  takes place in the tender and completion of investments, in opening 
private schools, in the courses and private teaching institutions, in recording personal affairs, 
in distributing funds reserved for national education services to schools, in obtaining the use of 
buildings, establishments, and materials provided by the ministry, as well as in the 
maintenance of computer laboratories, the appointment of teachers to schools, and in 
providing educational materials for schools. Favoritism flourishes in these areas as 
administrators use it to bestow favor upon their friends, fellow countrymen and those who 
share their political views, as well as those in the central education directorate. It is also 
significant that favoritism is experienced in selecting teachers to join in-service seminars and 
courses although all teachers have the right to take part in these seminars and courses. 
  
 Since teachers have more sincere relationships among their colleagues in the schools in 
which they work, they all share what they have learned about positive and negative practices 
of school administrators and they discuss these amongst themselves. Teachers also state that 
favoritism is exists in situations of teachers’ having permission for any reasons such as family, 
personal and so on, beginning courses and leaving the classroom on time, in selecting teachers 
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to join activities which will be useful in their career from which they can benefit financially, 
and even in teachers’ dressing properly, although it is clearly defined in regulation officially is 
an extremely prominent finding of the study. Since it is known that favoritism flourishes 
among administrators’ relatives, friends, and those who share their political beliefs, it is 
possible to claim that the working atmosphere at schools do not increase productivity. 
  
 In light of these findings, it is suggested that attempts should be taken to avoid 
favoritism in all grades of the educational system. In particular, ability and achievement 
should be emphasized as indispensable criteria. In order to realize this, first of all, legal 
proceedings should be regulated so as to remove political pressure from educational 
institutions. Opening administrative departments at universities by means of cooperation with 
the higher education institutions would be another beneficial action. Rating requirements in 
specific subjects rather than seniority is likely to be more effective than to remove the 
aforementioned unfavorable aspects. 
  
 Furthermore, administrators employed in the central or local institutions of the 
Ministry of National Education should carry out certain principles indicated below (Morettini, 
2005): 

a) Performance criteria should be based on proceedings about educational staff 
employed in schools, as well as the central and provincial education directorate. 

b) Everyone should be treated fairly. 
c) Empathy should be developed with personnel. 
d) Secure atmospheres should be provided in which personnel can talk about any 

situation which they consider unfair. 
e) Relatives should be kept away as much as possible; barring that, relatives 

should be held to the same high standards of performance as non-relatives. 
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Avrupa Birli � i Komisyonu Comenius De� erlendirme Raporlar� ve 2004-2006 
Döneminde Türkiye’de Haz�rlanan Comenius Projelerine � li � kin Bir De� erlendirme25 
 
Ersin Haspolatl�26 
Kartal � lçe Milli E� itim Müdürlü� ü 
 
Rüçhan Özk�l�ç27 
Uluda�  Üniversitesi 
 
Özet 
 
1992 y�l�nda imzalanan Maastrciht Antla� mas� ile Avrupa Birli� i (AB) E� itim alan�nda baz� 
düzenlemeler yapm�� , genel ve mesleki e� itim kavramlar�n� birbirinden kesin olarak 
ay�rm�� t�r.  Yap�lan bu yenili� in sonucu olarak 1995 y�l�nda Sokrates, Leonardo ve Gençlik 
programlar� faaliyete geçirilmi� tir. Yeni nesil programlarda yap�lan en önemli yeniliklerden 
biri, okul e� itiminde Avrupa boyutunu ve i� birli � ini desteklemek amac�yla Sokrates 
bünyesinde haz�rlanan Comenius program�d�r. AB Komisyon’u Comenius program�n�n 
hedeflerine ula� ma oran�n�n tespiti için çe� itli de� erlendirme raporlar� haz�rlatm�� t�r. Yap�lan 
bu çal�� ma ile 2004, 2005 ve 2006 y�llar� Türkiye’ de kabul edilen Comenius 1 program� 
istatistikleri incelenmi�  ve bulgular AB de� erlendirme raporlar�nda yer alan bulgular ile 
kar� �la� t�r�lm�� t�r. Yap�lan inceleme sonucunda Türkiye ve AB verilerinin proje yürüten okul 
türleri, proje türlerinin da� �l�m� gibi alanlarda benzerlikler göstermesine kar� �n, proje kabul 
oranlar�nda farkl�l�klar oldu� u belirlenmi� tir.  
 
Anahtar Kelimeler:  Avrupa Birli� i, Sokrates, Comenius 
 
 

                                                
25 Bu makalenin baz� bölümleri Ersin Haspolatli taraf�ndan haz�rlanan "Avrupa Birli� i E� itim Program� 
Comenius I ve E� itim Kurumlar� Proje Koordinatörlerinin Program Hakk�ndaki Görü� leri"  ba� l�kl� yüksek 
lisans tezinden al�nm�� t�r. 
26 Kartal � lçe Milli E� itim Müdürlü� ü, Okul Geli� im ve Kalite Bürosu , Okul Geli� tirme Formatörü. 
27 Uluda�  Üniversitesi E� itim Fakültesi E� itim Bilimleri Bölümü Ö� retim Üyesi. 
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Giri �  
 

Avrupa Birli� i’nin ilk y�llar�nda e� itim kelimesi resmi antla�malarda yer almam�� t�r. 
Birli � in e� itim alan�ndaki politikalar�, Maastrciht Antla� mas�’na (TEU, 1992) kadar geçen 
sürede üyelerin gönüllü olarak kat�ld�klar� bir faaliyet olarak uygulanmaya çal�� �lm�� t�r 
(Jones, 2001). E� itim ile ilgili konular 1957 ve 1976 y�llar� aras�nda topluluk koridorlar�nda 
bir tabu olarak varl�� �n� sürdürmü� tür (Neave, 1988). � lerleyen y�llarda Avrupal� 
politikac�lar�n e� itim politikalar�na bak��  aç�lar� de� i�meye ba� lam�� t�r. Birçok politikac� 
e� itimi gelece� in Avrupa vatanda� �n� yaratman�n yolu olarak görüyordu (Leibfred ve Pierson, 
1996). Daha sonra özellikle mesleki e� itim alan�nda haz�rlanan ortak programlarla e� itim 
alan�nda i� birli � inin temelleri at�lmaya çal�� �lm�� t�r. 

 
Maastrciht Antla� mas� olarak bilinen Avrupa Birli� i antla� mas� ile Avrupa Ekonomik 

Toplulu� u (AET) olarak bilinen toplulu� un ismi Avrupa Birli� i (AB) olarak de� i� tirilerek, 
birlik üyeleri aras�nda i� birli � inin artt�r�lmas� için baz� düzenlemeler yap�lm�� t�r. Yap�lan 
düzenlemelerle e� itim alan�nda AB politikas�nda önemli de� i� iklikler yap�lm�� t�r. 
Antla� man�n 126. maddesi genel e� itimle, 127. maddesi ise mesleki e� itimle ilgili hükümler 
içermektedir. Bu maddeler a�a� �da s�ralanm�� t�r: 

 
·  Madde 126 “-Birlik, gerekli gördü� ü faaliyetleri destekleyerek, üye ülkeler aras�nda i�  

birli � ini artt�rarak e� itim kalitesini geli� tirmelidir ( TEU, 1992) 
 

·  Madde 127 “-Birlik üye ülkelerde mesleki e� itimi geli� tirme faaliyetlerini 
desteklemeli ve ortak bir mesleki e� itim politikas� belirlemelidir (TEU, 1992).  

 
Bu antla�mayla birlik tarihinde ilk defa bir antla�mada e� itim kelimesi somut olarak 

yer alm�� t�r (Lenaerts, 1994).  Maastricht Antla�mas� ile mesleki ve genel e� itim kavramlar� 
birbirinden kesin olarak ayr�lm�� t�r. Maastricht Antla�mas� öncesi AB bünyesinde e� itim 
faaliyetleri Roma Antla�mas�’n�n 128. maddesine göre mesleki e� itimi geli� tirme amac� 
ta� �yordu. Maastricht antla� mas� sonras� toplulu� un e� itim ile ilgili faaliyetlerinin kapsam� 
geni� letilmi� tir (Blitz, 2003).  Maastricht Antla�mas�n�n en büyük ba�ar�s� toplulu� un e� itim 
alan�nda yetkisini artt�rmas�d�r (Lenaerts, 1994). Maastricht sonras� dönemde birli� in e� itim 
alan�ndaki faaliyetleri, Sokrates ve Leonardo gibi programlar üzerinde yo� unla� m�� t�r 
(Economou, 2003). 1995 y�l�ndan sonra AB E� itim programlar� Avrupa Ekonomi 
Bölgesindeki ülkelerin kat�l�m�na da aç�lm�� t�r (Jones, 2001). Ertl’ e (2003) göre bu 
programlar�n ortak amaçlar�; 

 
·  Çok uluslu e� itim, mesleki e� itim ve gençlik ortakl�klar� olu� turmak 
·  E� itim programlar�n�n ve yurtd�� �nda e� itim f�rsatlar�n�n de� i� imini sa� lamak 
·  Yeni yakla� �mlar� hedefleyen e� itim ve ö� retim projeleri üretmek ve uygulamak  
·  E� itimde yeni teknolojiler ve mesleki niteliklerin tan�nmas� gibi ülkeler aras� konular� 

çözmeyi amaçlayan yeni sistemler aramak 
·  Akademik ve mesleki uzmanl�k a� lar� kurmak 
·  Uyum, kar� �la� t�rma ve karar alma için ortak bir altyap� olu� turmak 
·  Aç�k ve Uzaktan E� itim ile Bilgi � leti� im Teknolojilerinin e� itim alan�nda 

kullan�lmas�na ve e� itimde çoklu ortam deste� inin sa� lanmas�na katk� sa� lamakt�r.  
 

Sokrates program� Avrupa Parlamentosu ve Avrupa Konseyi’nin 14 Mart 1995 tarihli 
819 / 95 / EC numaral� karar�na istinaden, Avrupa Birli � inin Kurulu�  Anla� mas�’n�n 126 ve 
127. maddelerini temel alarak 1 Ocak 1995 ve 31 Aral�k 1999 y�llar� aras�nda uygulanmak 
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üzere haz�rlanm�� t�r (EU, 1997). Konsey karar�n�n 1. maddesinde bu program�n hedefi 
“e� itim ve ö� retim kalitesinin artt�r�lmas�na katk�da bulunmak ve e� itim alan�nda i� birli � inin 
Avrupa çap�nda yayg�nla� mas�n� sa� lamak” olarak ifade edilmi� tir (http://europa.eu.int).  
 

Uygulanmakta olan Erasmus, Lingua, Eurydice ve Arion programlar� üzerinde baz� 
de� i� iklikler yap�larak, bu programlar Sokrates bünyesine al�nm�� t�r. Bu uygulamalar ile 
Avrupa’daki genel e� itim programlar�n�n tek çat� alt�nda toplanmas� hedeflenmi� tir. Bütçenin 
en az %55’i yüksek ö� retime, en az %10’u okul e� itimine, en az %25’i ise dil ö� retimi, 
uzaktan e� itim veya de� i� im gibi alanlara ayr�lm�� t�r (Jones, 2001).   
 

Sokrates program�n�n kurulu�  a�amalar�nda daha önce yürütülmekte olan Lingua ve 
Erasmus programlar�n� tamamlay�c� bir program dü� ünülmü�  ve Comenius program�n�n 
olu� turulmas�na karar verilmi� tir (Jones, 2001).  
 

Comenius, her seviyedeki (okul öncesi, ilkö� retim ve ortaö� retim) okul e� itiminde 
Avrupa boyutunu ve i� birli � ini desteklemek amac�yla Avrupa Parlamentosu ve Konseyinin 
� ubat 1995’ de ald�� � kararla Sokrates I’ in bir alt program� olarak kurulmu� tur (EU, 1997). 
Comenius e� itimin ilk a�amas� olan okulöncesi, ilkö� retim, ortaö� retim alanlar�na odaklan�r. 
E� itim ilgili tüm kurumlar�, ö� rencileri, ö� retmenleri, e� itim personelini, okul-aile 
derneklerini, sivil toplum kurulu� lar�n�, yerel idareleri, sosyal ortaklar� ve özel sektörü kapsar 
(EU, 2000).  E� itimci, ö� renci ve velilerden olu�an büyük bir kitleye ula� abilmesi 
Comenius’u en ba� ar�l� programlardan biri yapm�� t�r. Gerçekle� tirilen bu çal��ma ile AB 
Komisyonu taraf�ndan yürütülen Comenius Programlar�n�n de� erlendirilmesi için haz�rlanan 
raporlar�n incelenmesi ve 2004-2006 y�llar� aras�nda Türkiye’de kabul edilen Comenius okul 
ortakl�klar� projeleri verilerinin AB Komisyonu verileriyle kar� �la� t�r�lmas� amaçlanm�� t�r.  
 

Yöntem 
 

Bu çal��ma Comenius Programlar� ile ilgili yap�lan literatür taramas� sonucu ula� �lan 
istatistiksel verilerin kar� �la� t�r�lmas�na dayal� betimsel bir çal��mad�r. Çal��mada AB 
Komisyonu de� erlendirme raporlar�na ula� �lm��  ve Comenius program� ile ilgili elde edilen 
bilgiler özetlenmeye çal�� �lm�� t�r. Türkiye’de kabul edilen Comenius projeleri ile ilgili veriler 
ise Türkiye Ulusal Ajans kaynaklar�ndan al�nm�� t�r.  Verilerin y�llara göre yüzdeleri 
ç�kar�lm��  ve gözlenen say�sal de� i� imler haz�rlanan tablolarla aktar�lm�� t�r. Daha sonra AB 
Komisyonu verileri ve Türkiye’de kabul edilen Comenius projeleri ile ilgili verilerin y�llara 
göre gösterdi� i de� i� im  kar� �la� t�r�lm�� t�r.  
 

Socrates Programlar� � çerisinde Comenius’un Yeri 
 

Sokrates 1’in sa� lad�� � ba�ar� sonucu Avrupa Parlamentosu ve Konseyi’nin 
253/2000/EC say�l� ve 24 Ocak 2000 tarihli karar� gere� ince (EPC, 2000) kurulan ve topluluk 
eylem program�n�n ikinci a�amas� olan Sokrates II’nin, 1 Ocak 2000 ile 31 Aral�k 2006 
aras�ndaki dönemi kapsamas� planlanm�� t�r. Program�n bütçesi 1850 milyar Avro’ dur.  
Sokrates II bünyesinde yürütülen programlar; Comenius (Okul e� itimi), Erasmus (Yüksek 
Ö� retim),  Grundtvig (Yeti� kin E� itimi ve Hayat Boyu E� itim), Lingua  (Avrupa Dilleri 
E� itimi),  Minerva (E� itimi Destekleyen Yeni Teknolojiler), Gözlem ve Yenilikler, Ortak 
Faaliyetler ve Destek Faaliyetleri olarak s�ralanabilir (EU, 2000). 
 

Sokrates programlar� içerisinde en yayg�n olan ve en fazla bütçe ayr�lan programlar 
Erasmus ve Comenius’tur. Programlar ayr�lan bütçeler Tablo 1’de gösterilmi� tir.   
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Tablo 1 
EUR 15 Bölgesinde 2000 – 2003 Dönemi Programlar�n Y�ll�k Bütçeleri ve Sokrates Genel 
Bütçesine Oranlar� 
Proje Adlar� 2000 (€ ) % 2001 (€ ) % 2002  (€ ) % 2003  (€ ) % 

Erasmus 122.029.010 51 124.756.288 51 128.491.935 51 131.283.125 50 

Comenius 67.516.000 28 68.811.398 28 68.154.655 27 69.842.129 27 

Destek Faal. 15.007.556 6 16.191.729 7 18.001.484 7 22.607.410 9 

Grundtvig 9.146.727 4 15.755.163 6 18.200.262 7 19.171.576 7 
Minerva 10.727.183 4 8.004.348 3 7.224.596 3 7.346.595 3 

Gözlem ve Yeni. 6.796.877 3 6.289.818 3 6.291.081 2 7.153.827 3 

Lingua 4.482.570 2 4.640.486 2 4.419.716 2 4.526.170 2 

Haz�rl�k Ziya. 1.210.000 0,5 800.000 0,3 1.600.000 0,6 - - 

Ortak Faaliyetler - - 492.907 0,3 712.950 0,3 1.000.000 0,4 
Di� er 1.584.077 0,7 77.862 0.0 903.321 0,4 69.168 0,0 

Toplam 238.500.000  245.820.000  254.000.000  263.000.000  

Not. Commission of Staff Working Paper (2004) verileri kullan�larak haz�rlanm�� t�r. 
 

Tablo 1 incelendi� i zaman programlara ayr�lan ödenekten Erasmus ve Comenius 
programlar�n�n en fazla pay� ald�� � gözlenmektedir. Bu programlar ayn� zamanda en fazla 
kat�l�mc� say�s�na sahip programlard�r.  Erasmus program�na Sokrates bütçesinin ortalama 
%50’ si,  Comenius program�na ise bütçenin ortalama %28’i ayr�lmaktad�r. 
 

Erasmus program�na ayr�lan bütçenin daha fazla olmas�na kar� �n, programlardan 
faydalanan ki� i say�s� dikkate al�nd�� �nda Comenius program�n�n hedef kitlesinin veliler, 
ö� retmenler ve ö� rencileri kapsamas� nedeniyle daha yayg�n oldu� u gözlenmektedir. Deloitte 
ve Touche (2000) firmas� taraf�ndan haz�rlanan rapora göre programa 1995–1999 y�llar� 
aras�nda ortalama 15.000 okul kat�lm�� t�r. Comenius faaliyetlerinde yer alan ö� retmen say�s� 
150.000, ö� renci say�s� ise 2 milyon dolaylar�ndad�r.  
 

Comenius De� erlendirme Raporlar� 
 

Sokrates program�n�n birinci a� amas�n� ba� latan Avrupa Konseyinin 819/95/EC 
numaral� Mart 1995 tarihli karar�n�n 8 numaral� maddesi ile Avrupa Komisyonu’na Sokrates 
program�n�n izleme ve de� erlendirme çal�� malar�n� yapma sorumlulu� u verilmi� tir. 1999 
y�l�nda AB Komisyonu Sokrates I’ in genel ve özel alanlarda de� erlendirilmesi amac�yla 
gereken ça� r�y� yapm�� t�r (Centre for Research on Higher Education and Work, 2000). 
Yap�lan ça� r� sonucu, Kassel Üniversitesi Yüksek E� itim ve ��  Ara� t�rma Merkezi Sokrates 
program�n�n de� erlendirme çal�� malar�n� üstlenmi� tir (CRHEW, 2000). � lerleyen y�llarda 
Komisyon uygun gördü� ü özel alanlarda çe� itli kurumlara daha detayl� de� erlendirme 
raporlar� haz�rlatm�� t�r.    
 

Comenius AB E� itim Programlar� içinde en fazla kat�l�mc�ya sahip programlardan biri 
oldu� u için, de� erlendirilmesine özel önem verilmi� tir. 1995 -1999 döneminin program sonu 
de� erlendirmeleri yap�lm�� . 2000 – 2005 döneminde ise ara dönem de� erlendirme raporlar� 
haz�rlanm�� t�r. Bu bölümde bu raporlar�n bulgular�ndan tarihsel s�ralama izlenerek k�saca 
bahsedilmi� tir.  
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1995-1999 Dönemi Comenius De� erlendirme Raporlar� 
 

1995-1999 döneminde Comenius program� 3 ana eylem program�ndan olu�maktayd�: 
·  Comenius 1: Okul ortakl�� � projeleri 
·  Comenius 2: Göçmen i� çilerin, mesleki gezginlerin, göçebelerin ve çingenelerin 

kültürleraras� e� itimi  
·  Comenius 3: E� itim görevlilerinin hizmet içi e� itimi (EU, 1997)  

 
Almanya Kassel Üniversitesi taraf�ndan haz�rlanan Sokrates Genel De� erlendirme 

Raporu içerisinde tüm Comenius faaliyetlerinin de� erlendirilmesi yer almaktad�r. Sokrates 
de� erlendirme çal��mas�n�n koordinatörlü� ünü Prof. Dr. Ulrich Teichler üstlenmi� tir. 
Comenius program� ile yap�lan çal�� malar European Institute of Education and Social Policy 
(EIESP) taraf�ndan yürütülmü� tür (CRHEW,  2000). Yap�lan çal��mada genel olarak 
program�n hedeflerine ula�ma düzeyinin ölçülmesi, programlar�n kat�l�mc�lar�na ait nitel ve 
nicel verilerin elde edilmesi,  programlar için yap�lan düzenlemelerin ve olu� turulan 
kurumlar�n yeterlili� inin ara� t�r�lmas� hedeflenmi� tir.  
 
Comenius 1 De� erlendirme Çal��malar� 
 

AB Komisyonu Comenius 1 ve Lingua E programlar�n�n de� erlendirilmesi için 
Deloitte ve Touche firmas�yla 1999 y�l�nda anla�m�� t�r. Firman�n haz�rlad�� � de� erlendirme 
raporu (Deloitte ve Touch, 2000),  2000 y�l�nda “Evaluation of European School Partnerships 
Under Comenius Action 1 and Lingua Action E” ismiyle yay�nlanm�� t�r. De� erlendirme 
raporuna göre 1995 – 1999 y�llar� aras�nda 3700’ün üzerinde Comenius Okul Ortakl�� � Projesi 
uygulanm�� t�r. Projelerin haz�rl�k süreçlerinde yap�lan haz�rl�k ziyaretlerinin say�s� 16.031’dir. 
Programa kat�lan okul say�s�nda sürekli art��  gözlendi� i raporda belirtilenler aras�ndad�r. 1995 
y�l�nda 1500 olan kat�l�mc� okul say�s�, 1998 y�l�nda 9000’e yükselmi� tir. 1995-999 y�llar� 
aras�nda AB Komisyonu’nun deste� iyle 11.758 çal�� ma ziyareti yap�lm�� t�r. Program 
bünyesinde 3213 ö� retmen de� i� im faaliyeti desteklenmi� tir.  Comenius 1 program�na 100 
milyon € bütçe ayr�lm�� t�r. 1997 y�l�nda kat�l�mc� ülke say�s�n�n artmas�yla 6,5 milyon € 
tutar�nda ek fon sa� lanm�� t�r.   

 
Deloitte ve Touche (2000) firmas� taraf�ndan yap�lan çal��mada kullan�lan anket 

bulgular�ndan, yap�lan görü� melerden ve daha önce haz�rlanan belgelerden yararlan�lm�� t�r. 
Rapordaki verilere göre Comenius Okul Ortakl�� � Projesi kat�l�mc�lar�n�n yakla� �k olarak 
yar�s� daha önce Lingua, Petra veya Youth gibi çe� itli i � birli � i projelerinde yer alm�� t�r. 
Ortaklar�n büyük ço� unlu� u ortaklar�n� ki� isel ba� lant�lar yoluyla bulmu� tur. Comenius Okul 
Ortakl�� � Projelerine kat�lan okullar�n %60’� orta ö� retim, %4’ü okulöncesi e� itim, %36’s� ise 
ilkö� retim kurumlar�d�r. Bu okullar� %50’si � ehir merkezlerinde, %20’si gecekondu 
semtlerinde, %30’u ise k�rsal alanda bulunan okullard�r. Raporda ayr�ca okul projelerinin 
konular� da incelenmi� tir. � lkö� retim okullar�n�n projelerde en fazla tercih etti� i konular 
ö� rencilerin günlük ya�am�yla ilgili konulard�r. Liseler ise çevre, kültürel miras ve 
vatanda� l�k gibi konular� tercih etmi� tir.  Comenius Okul Ortakl�� � Projelerinde ortalama 
olarak 3 ya da 4 ortak bulunmaktad�r. 1995 y�l� verilerine göre her projede ortalama 1 
koordinatör 2 ortak olan proje orta� � say�s�, 1999 verilerine göre 1 koordinatör 3 orta� a 
yükselmi� tir. Böylece projelere ortak olan okul say�s� ortalama olarak 3’ten 4’e yükselmi� tir.  
  

Yine ayn� rapora göre (Deloitte ve Touch, 2000), Comenius 1 program� 1995-1999 
y�llar� aras�nda hedeflerinin birço� una ula� m��  ve binlerce okul aras�nda çe� itli düzeylerde i�  
birli � i sa� lanm�� t�r. Raporun bulgular�na göre baz� alanlarda program üzerinde düzenlemeler 
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yap�lmas� gerekmektedir. Proje kazan�mlar�n�n e� itim programlar�nda yeterli miktarda yer 
almamas� da raporda belirtilenler aras�ndad�r. Bulgular�n ve kazan�mlar�n yayg�nla� t�r�lmas� 
için kat�l�mc�lar�n genel olarak çaba sarf etmedi� i de raporun di� er bir önemli bulgusudur. 
Bunun sonucu olarak program�n okullar üzerinde beklenen olumlu katk�s�, az say�da okulda 
gözlenmi� tir. Programlar hakk�nda k�rsal alanlardaki okullara daha fazla bilgi verilmesi 
gerekti� i raporda belirtilmektedir. Ayr�ca özel e� itime ihtiyaç duyan çocuklar hakk�nda ise 
hedeflere tam olarak ula� �lamam�� t�r.   
 
Comenius 2 De� erlendirme Çal��malar� 
 

Kassel Üniversitesi taraf�ndan haz�rlanan raporda Comenius 2 program� hakk�nda da 
çe� itli de� erlendirmeler yap�lm�� t�r (CRHEW, 2000). Rapora göre, 1995-1999 döneminde 
Comenius 2 projesi çerçevesinde 350 proje kabul edilmi� tir. Bu projelerin 174’ü en az bir 
sene daha desteklenmi� tir.  1996 ve 1998 y�llar� aras�nda proje ba� �na ortalama y�ll�k destek 
46.000 € olmu� tur. 1995 y�l�nda Comenius 2’ye ayr�lan bütçe toplam Comenius bütçesinin 
%38’i iken bu oran ilerleyen y�llarda ortalama %15’e dü� mü� tür. Bütçenin dü�mesi sonucu 
kabul edilen proje say�s�nda da azalma gözlenmi� tir. 1995 y�l�nda 160 proje kabul edilmi� tir, 
1999 y�l�nda ise bu say� 99’a dü� mü� tür. Raporun di� er bulgular�na göre projelerin %60’� 
Almanya, Fransa, �spanya, �talya. �ngiltere ve Hollanda Enstitüleri taraf�ndan koordine 
edilmi� tir. Kat�l�mc�lar�n %50’si ise bu ülkelerin kurumlar�d�r. Projeler ortalama 10 ortakla 
haz�rlanm�� t�r. Comenius 2 kat�l�mc�lar� onay için ortalama yedi ay beklediklerini 
belirtmi� lerdir.   
 

1995-1999 y�llar� aras�nda Comenius 2 fonlar�ndan faydalanan projelerin %44’ü 
kültürler aras� e� itim, %22’si ise göçmen çocuklar�n�n e� itimi konular�nda haz�rlanm�� t�r. 
Projelerin %63’ü ö� retim yöntemleri, %60’� ise pedagojik yakla� �mlar geli� tirmeyi 
hedeflemi� tir. Projelerin %67’sinde ise hedefin bilgi ve tecrübe de� i� imini sa� lamak 
oldu� unu belirtmi� tir.       
 

2002 y�l�n�n Aral�k y�l�nda Avrupa Komisyonu Sokrates 1’e ait Comenius 2 
program�n�n nihai de� erlendirme çal��mas� Ocak 2003-Haziran 2003 tarihleri aras�nda 
yap�lm�� t�r. Yap�lan çal�� malarla ilgili olarak Barbier Frinault ve Associés (2003) firmas� 
taraf�ndan yay�nlanan “Ex-post Evaluation of the Comenius 2 Action Under the Socrates I 
Programme” adl� rapora ula� �lm��  ve rapor incelenmi� tir. Ara� t�rmada kat�l�mc�lara 
de� erlendirme sorular� yöneltilmi� , program�n hedefleri özel olarak incelenmi� , Avrupa 
Komisyonu yetkilileri, Ulusal Ajans (UA) çal�� anlar� ve kat�l�mc�larla çe� itli görü�meler 
yap�lm�� t�r. Proje koordinatörlerinin üçte biri ara� t�rma yer alan anketleri yan�tlam�� t�r.  
 

Haz�rlanan bu raporun bulgular�na göre, program�n 1995-1999 y�llar� aras�nda ba�ar�l� 
oldu� u söylenebilir (Barbier, 2003). Comenius 2 program�  özelikle bilgi ve tecrübe 
payla� �m�, göçmen ve çingene çocuklar�na e� it f�rsatlar tan�nmas�, özel ihtiyaçlara göre 
e� itimler tasarlanmas�, kültürleraras� ortak e� itim çal�� malar�na ba� lanmas� gibi alanlarda 
ba� ar�l� bulunmu� tur (Barbier, 2003). Fakat projeler genelde orta ölçekli olduklar� için 
sonuçlar�ndan geni�  kitlelerin yararlanamad�� � raporda belirtilenler aras�ndad�r. 
Koordinatörlere göre program�n en zay�f yönü uygulama sürecinde geçen zaman ve 
bürokratik i� lemlerin çoklu� udur.  
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Comenius 3 De� erlendirme Çal��malar� 
 

Comenius 3 e� itim personelinin mesleki geli� imine katk�da bulunmak amac�yla 
uygulanmaktad�r. Kassel Üniversitesi taraf�ndan haz�rlanan rapora göre (CRHEW, 2000) 
e� itim personelinin e� itimi amac�yla haz�rlanan projeler üç y�ll�k destek alabilmektedir ve 
proje ba� �na y�ll�k katk� 25.000 € civar�ndad�r. 1995-1999 y�llar� aras�nda 355 proje 
desteklenmeye de� er bulunmu� , bunlar�n 180 tanesi ikinci y�l�nda da mali desteklerden 
faydalanm�� t�r. 1995 y�l�nda kabul edilen proje say�s� 47 iken,  bu say� 1996 y�l�nda 81 ve 
1997 y�ll�nda 87’ye kadar ç�km�� t�r. Proje kat�l�mc�lar� onay alabilmek için ortalama alt� ay 
beklediklerini bildirmi� lerdir. 1996, 1997 ve 1998 y�llar�nda Comenius 3 proje koordinatörleri 
talep ettikleri bütçenin %35 ve %43 civar�ndaki bedellerini alabilmi� lerdir. Bütçenin 
k�s�tlanmas� sonucu proje ortaklar� aktiviteleri azaltmak zorunda kalm�� lard�r.    
 

Elde edilen verilere göre (CRHEW, 2000) Comenius 3 bünyesinde haz�rlanan 355 
projenin %60’� Almanya, �spanya, Fransa, �talya ve �ngiltere enstitüleri taraf�ndan koordine 
edilmi� tir.  �ngiltere bütün projelerin %20’sini, 1995 y�l�nda kabul edilen projelerin ise 
%45’ini koordine etmi� tir. Yap�lan projelerde ortalama ortak say�s� alt�d�r. E� itim 
Enstitülerinde görev yapan personel ise proje kat�l�mc�lar�n %40’�n� olu� turmaktad�r.    
 

Rapora göre (CRHEW, 2000) Comenius 3 bünyesinde aç�lan hizmet içi e� itim 
kurslar�, haz�rlanan e� itim modülerini; içerik, uygulanabilirlik ve kalite aç�s�ndan 
de� erlendirme � ans� vermi� tir. Comenius 3 bünyesinde ö� retmen, dan�� man, müfetti� , e� itim 
destek personeli gibi e� itim personeline, hizmet içi e� itim kurslar� için destekte 
bulunulmu� tur. 1995-1999 döneminde 5250 e� itim personeli program fonlar�ndan 
yararlanarak yurt d�� � e� itim faaliyetlerine kat�lm�� t�r. Destekte bulunulan e� itim personelinin 
%75’i bayan ö� retmenlerdir. Kat�l�mc� ülkeler aras�nda yaln�zca Hollanda ve �ngiltere’ de 
destek verilen erkek kat�l�mc� say�s� bayan say�s�ndan fazlad�r. Kat�l�mc�lara yap�lan destek 
ortalama 1315 €’dur. Ödemelerin %80’i proje öncesi, %20’si ise proje sonras� yap�lm�� t�r.  
Kurslar�n ortalama süresi 6 gündür. Kurslar�n büyük k�sm� �ngiltere’de aç�lm�� t�r. Genel 
olarak kurslarda en fazla kullan�lan dil �ngilizce’dir.  �ngilizce’yi Frans�zca takip etmi� tir.  
 

2000-2005 Dönemi Comenius Ara De� erlendirme Raporlar� 
 

2000 y�l�nda yap�lan düzenlemeler ile Comenius program�na ait eylem ba� l�klar�nda 
a� a� �da sunuldu� u gibi baz� de� i� iklikler yap�lm�� t�r (www.ua.gov.tr, 2006): 

·  Comenius 1 Okul ortakl�klar� 
·  Comenius 2 Okul e� itim kadrosunun e� itimi 
·  Comenius 3 Uzmanl�k a� lar�  

 
AB Konseyi 2000 y�l�nda ba� layan Comenius program�n�n ikinci dönemi için ara 

de� erlendirme çal�� malar� yapt�rm��  ve Comenius 1, Comenius 2 ve Comenius 3 alt 
programlar� için üç ayr� rapor haz�rlanm�� t�r. Bu raporlar AB’ne ait web sayfas�nda 
yay�nlanm�� t�r (http://europa.eu.int). 
 

� lerleyen bölümde Comenius program�na ait ara de� erlendirme raporlar� yukar�da 
belirtilen eylem ba� l�klar�na göre incelenmi� tir.   
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Comenius 1 De� erlendirme Çal��malar� 
 

Comenius1 program�n�n ara de� erlendirme raporu Centre for Strategy ve Evaluation 
Services (CSES) taraf�ndan haz�rlanm�� t�r.  “Impact of School Partnerships Sokrates 
II/Comenius 1 2000-2006” adl� rapor � ubat 2004’de  AB Komisyonuna sunulmu� tur (CSES, 
2004).  
 

Comenius 1 program�n�n yürütülmesinden AB Komisyonu E� itim ve Kültür Genel 
Müdürlü� ü sorumludur.  Program�n ulusal düzeyde yürütülmesi ise Ulusal Ajanslar�n 
sorumlulu� u alt�ndad�r.  Genel olarak AB Komisyonu ve Ulusal Ajanslar aras�nda i� birli � inin 
Sokrates 1 dönemine göre ilerleme gösterdi� i belirlenmi� tir. Raporda projelere ait 
anla�malar�n�n imzalanmas�nda gecikmeler 2001 y�l�nda gözlenen en ciddi problemlerden biri 
olarak belirtilmi� tir (CSES, 2004). 2002 y�l�nda bu gecikmeler oldukça azalm�� t�r.  
 

Rapora göre (CSES, 2004) genel olarak ba� vurusu yap�lan projelerin %68’i kabul 
edilmi� tir. Bu oran dil projelerinde %54’e kadar dü� mektedir. Ara� t�rmaya kat�lan ve proje 
ba� vurusu kabul edilen okullar�n %35,6’s� projelere kat�lmak için ba� ka bir ülkeden teklif 
geldi� ini belirtmi� tir.  Ortak bulma seminerleri arac�l�� �yla ortak bulanlar�n oran� %23,6’d�r. 
Kat�l�mc�lar�n sadece %10,7’si ortak bulmada veri taban�n� kulland�klar�n� belirtilmi� tir. 
Projelerin %79,6’s�nda haz�rl�k ziyareti yap�lm�� t�r.  Kat�l�mc�lar�n %33’ü ba� vuru formlar�n� 
doldurmay�, %25’i projelere destek bulmay�, %22,9’u ortak bulmay� ve %18,8’i proje 
konusunda uzla� maya varmay� projenin en zor a�amas� olarak görmü� tür.  
 

2002-2003 döneminde Comenius 1 için ayr�lan bütçe 56.707.966 €’ dur.  8164 okul 
projesi için 37.573.000 €, 907 dil projesi için 10.945.000 €, 1026 okul geli� im projesi için 
5.642.000 € bütçe yap�lm�� t�r (http://europe.eu.int, 2006).  
 

“ Impact of School Partnerships” isimli raporun (CSES, 2004) haz�rland�� � 2002/2003 
döneminde AB komisyonu taraf�ndan kat�l�mc� ülkelere ayr�lan bütçe incelendi� inde, 
bütçenin ülkelerin nüfuslar�na göre da� �t�ld� � � gözlenmektedir. Rapora göre AB üyesi ülkeler 
içerisinde nüfusu en kalabal�k ülke olan Almanya 8 milyon € ile bu konuda ilk s�radad�r. 
Almanya’y� Fransa, �talya ve �ngiltere takip etmektedir.   
 

Raporda elde edilen verilere göre Comenius 1 program�n�n genel olarak ba�ar�l� 
oldu� u söylenebilir. Program genel olarak ö� retmenler ve ö� renciler üzerinde olumlu geli� im 
sa� lam�� t�r ve yeniliklerin hayata geçirilmesine yard�mc� olmu� tur. Ayr�ca raporda program�n 
e� itimde “Avrupal�l�k” kavram�n�n geli�mesini sa� layarak katk�da bulundu� u 
belirtilmektedir. Kat�l�mc�lar�n di� er Avrupa dillerini ö� renme konusunda istekleri artm�� t�r. 
Genel olarak programlar�n ö� rencilerin hayat�na do� rudan olumlu etki yapt�� � raporda 
belirtilenler aras�ndad�r.  
 

“The Impact of Comenius School Partnerships on Participating Schools” (GES, 2007) 
raporu sonuçlar�na göre ise proje sonunda ö� retmenlerin proje ortaklar�yla ki� isel 
diyaloglar�n�n devam etti� i (%89 oran�nda), fakat bu oran�n ö� renciler (%52) ve kurumlar 
aras�nda daha dü� ük oldu� u belirlenmi� tir.     
 
Comenius 2 De� erlendirme Çal��malar� 
 

Comenius 2 program�n�n de� erlendirilmesi Avrupa Komisyonunun Aral�k 2002 
tarihinde ald�� � kararla Ernst ve Young, France taraf�ndan yap�lm�� t�r.  De� erlendirme 
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çal�� mas� Ocak 2003-Temmuz 2003 tarihleri aras�nda yap�lm�� t�r.  Raporla ilgili baz� bulgular 
Barbier Frinault ve Associés taraf�ndan “Interim Evaluation of the Comenius 2 Action under 
the Sokrates II” ad�yla yay�nlanm�� t�r.  
 

Raporun haz�rlanma sürecinde yap�lan görü�melerde kat�l�mc�lar, AB Komisyonu 
yetkilileri ve UA çal�� anlar� genel olarak Comenius 2 program�n�n ba� ar�l� oldu� unu ve 
beklentileri kar� �lad�� �n� belirtilmi� tir.  
 

Raporda 2000-2006 döneminin ilk y�llar�nda etkinlik ve projeler için ayr�lan y�ll�k 
bütçenin 1995-1999 dönemine göre azald�� � belirtilmi� tir. Bütçedeki azalma oran� 2000-2001 
döneminde %29’dur. Kat�l�mc�lara AB fonlar�ndan yap�lan deste� in yeterlilik düzeyi aktivite 
türüne göre de� i�mektedir. Ara� t�rma sonuçlar�na göre 11 günlük bir hizmet içi e� itim kursu 
için yap�lan ödeme ortalama olarak 1703 €’ dur. Günlük tutar 155 €’dur. Dil asistanl�� � 
program� kat�l�mc�lar�na 175 günlük etkinlik için ödenen tutar 4926 €’ dur. Günlük tutar 28 
€’dur.  Yap�lan destek günlük olarak hesapland�� �nda aradaki fark�n oldukça yüksek oldu� u 
tespit edilmi� tir. Hizmet içi kurslar� kat�l�mc�lar� genel olarak yap�lan maddi deste� i yeterli 
buldu� unu belirtmi� tir. Sadece fiyatlar�n daha yüksek oldu� u �ngiltere gibi ülkelerde 
faaliyetlere kat�lan kat�l�mc�lar destek tutar�n� yetersiz bulmu� tur.  
 

Hizmet içi e� itim kurslar� kat�l�mc�lar� proje ba� vurular� ve ödenek ba� vurular�n� farkl� 
zamanlarda de� erlendirilmesinin birçok soruna sebep oldu� unu belirtmi� lerdir. Kurslara kabul 
edilen birçok ki� i, ba� l� olduklar� Ulusal Ajanslar�n ödenek vermemesi üzerine kurslara ön 
kay�tlar�n� iptal etmek zorunda kald�� �n� belirtmi� tir.  
 

Ulusal Ajanslar ve AB Komisyonu aras�nda proje seçim ve de� erlendirme kriterleri 
aras�nda bir uyum olmad�� �n�n gözlendi� i raporda belirtilenler aras�ndad�r. Raporda projelerin 
Ulusal Ajanslar ve AB Komisyonu üyelerinin yer alaca� � toplant�larda seçilmesi ve 
de� erlendirilmesi de önerilmi� tir.  Raporda ayr�ca Comenius 2 program�n�n, yönetim ve 
izleme mekanizmas�n�n geli� tirilmesi gerekti� i de yer almaktad�r.  
 
Comenius 3 De� erlendirme Çal��malar� 
 

Comenius 3 ara de� erlendirme raporu Ecosfera S.p.A firmas� taraf�ndan 2004 y�l�nda 
“ Interim Evaluation of the Comenius Networks” ad�yla 2004 y�l�nda yay�nlanm�� t�r.  
Comenius 3 ün amac� ortak ilgi alanlar�nda projeler aras�nda bilgi de� i� imini sa� layacak 
a� lar� kurmakt�r. Sunulacak projelerde; her sene Comenius proje ortaklar�n�n kat�laca� � 
seminer düzenlenmesi,  bilgi al�� veri� ini destekleyecek bir web sayfas� tasarlanmas� ve uygun 
araçlar bulunmas�, yenilikleri duyurulaca� � y�ll�k rapor bas�lmas�, aktiviteler ve etkinlikler 
hakk�na Comenius la ilgili kurum ve bireylere bilgi verilmesi gerekmektedir.  
 

Raporun bulgular�na göre 2001 y�l�nda seçilen 10 a�  için 3.003.266 € bütçe 
sa� lanm�� t�r. Bu miktar a� lar�n öngörülen bütçesinin %69.22’ sine denk gelmektedir.  2002 
y�l�nda seçilen 4 a�  için 1.456.594 € bütçe temin edilmi� tir. Bu miktar, a� lar�n bütçesinin 
%63.41’ ine denk gelmi� tir. 2002 y�l�nda a�  ba� �na sa� lanan ödenek 2001 y�l�ndan fazla 
olmas�na ra� men,  a�  bütçesinin kar� �lanma oran� dü� tü� ü gözlenmektedir..  
 

Haz�rlanan anket ve yap�lan görü� meler sonunda program�n devam ettirilmesi, 
bürokratik i� lemlerin h�zland�r�lmas�, seçim sürecinde yönetim konusuna dikkat edilmesi, 
finansal destekle ilgili proje ko�ullar�na göre düzenlemeler yap�lmas�, toplulu� a yeni üye olan 
ülkelerdeki enstitülerin kat�l�m�n�n te� vik edilmesi gerekti� i raporda yer almaktad�r (Ecosfera, 



Educational Policy Analysis and Strategic Research, V 4,N 1, 2009 
© 2009 INASED 

45 

2004).  Comenius bütçesinin da� �l�m�n� görebilmek için raporda yer alan verilerin bir araya 
getirilerek Tablo 2 olu� turulmu� tur. Tabloya göre Comenius bütçesinin da� �l�m� incelendi� i 
zaman en fazla pay�n okul ortakl�� � projelerine verildi� i söylenebilir.  Comenius 1 Okul 
Ortakl�klar� program�n�n bütçesi, 2000 y�l�nda Comenius bütçesinin %60’�na denk gelirken bu 
oran 2003 y�l�nda %68’e kadar yükselmi� tir. Buna kar� �l�k 2000 y�l�nda Comenius 2 bütçesi, 
Comenius bütçesinin %40’�na denk gelirken bu oran 2003 y�l�nda %28 e gerilemi� tir.  
 
Tablo 2  
2000–2003 Dönemi Comenius Bütçesi EURO 15 Bölgesinde Program Ba� l�klar�na Göre 
Da� �l�m� 

 2000  (€ ) % 2001  (€ ) % 2002  (€ ) % 2003  (€ ) % 

Comenius 1 Bnbnnbnvbn     40.500.000 60 43.236.962 63 47.108.615 69 47.200.000 68 

Comenius 2 27.016.000 40 22.841.658 33 19.465.778 29 20.360.461 29 

Comenius 3 0 - 2.732.788 4 1.580.262 2 2.281.668 3 

Toplam 67.516.000 100 68.811.398 100 68.154.655 100 69.842.129 100 

Not. Commission Staff Working Paper  verileri kullan�larak haz�rlanm�� t�r. 
 

Türkiye’de Uygulanan 2004, 2005 ve 2006 Comenius Okul Ortakl� � � Projeleri 
� statistikleri 

 
Bu bölümde yer alan Comenius 1 projeleri ile ilgili tablolarda UA verileri 

kullan�lm�� t�r. Avrupa’da 2000-2006 dönemi de� erlendirme çal��malar� henüz 
tamamlanmad�� � için 2000-2003 dönemi verileri kullan�lm�� t�r. Türkiye AB E� itim 
programlar�na kat�ld�ktan sonra UA’�n kurulmas� ve yap�lan çal�� malar�n sonucu olarak 
Comenius programlar�na ba� vuran ki� i ve e� itim kurumlar�n�n say�s�nda y�llara göre ciddi bir 
art��  olmu� tur. Bu art��  Tablo 3’te görülmektedir. 
 
Tablo 3  
Türkiye’de 2004 ve 2005 Y�llar�nda Comenius Program� Yararlan�c� Say�lar�n�n 
Kar� �la� t�r�lmas� 
Program Türleri 2004 2005 

Comenius 1 Projeleri 99 347 

Comenius 2.1 Avrupa �� birli � i Projeleri  6 12 

Comenius 2.2 Kurumsal Dil asistanl�� � 4 15 

Comenius 2.2 Bireysel Dil Asistanl�� � 1 34 

Comenius 2.2c Hizmet �çi E� itim 90 135 

�rtibat Seminerleri 22 59 

Not. DPT E� itimde Diyalog Dergisi Ekim 2005 say�s� verilerden yararlan�larak 
düzenlenmi� tir. 
 

Tablo 3 verilerine göre Comenius Program�n�n bütün alt programlar�nda yararlan�c� 
say�lar�nda art��  gözlenmektedir.  Oranlardaki bu de� i� im de projelerin tan�t�m�n�n ve çe� itli 
illerde yap�lan çal�� taylar�n ve tan�t�m faaliyetlerinin etkili oldu� u dü� ünülmektedir.   
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Comenius 1 kapsam�nda 2004 y�l�nda Türkiye’den ortaklar�n bulundu� u 6 proje, 2005 
y�l�nda ise 6 proje daha Avrupa Komisyonu taraf�ndan kabul edilmi� tir.  2004 y�l�nda kabul 
edilen projelerin bütçesi 1.602.032 €, 2005 y�l�nda kabul edilen projelerin bütçesi ise 
915,756€’dur (DPT,  2005 ).  
 

Tablo 3’e göre Comenius 2.2 Bireysel E� itim destekleri faaliyetleri kapsam�nda 2004 
y�l�nda bir tane Dil Asistan� gönderilmi�  iken, 2005 y�l�nda bu say� 34’e yükselmi� tir.  2004 
y�l�nda misafir edilen Dil Asistan� say�s� 6 iken, 2005 y�l�nda 15 Dil Asistan� misafir 
edilmi� tir. Hizmet �çi E� itim faaliyetine 2004 y�l�nda 411 ba� vuru yap�lm��  ve bu 
ba� vurular�n 90’�na maddi destek sa� lanm�� t�r. 2005 y�l�nda yap�lan 344 ba� vurunun 135 ine 
maddi destek verilmesi kararla� t�r�lm�� t�r (DPT, 2005).   
 

Tablo 4’de ise ülkemizde 2004, 2005 ve 2006 y�llar�nda ba� vurusu yap�lan ve kabul 
edilen Comenius 1 proje say�lar� sunulmaktad�r. 
 
Tablo 4 
Türkiye’de Ba� vuru Yap�lan ve Kabul Edilen Comenius 1 Proje Say�lar�n�n Y�llara Göre 
Da� �l�m� 
 2004 2005 2006 
Proje ba� vuru say�s� 126 765 986 
Desteklenen edilen proje say�s� 99 347 453 
Proje kabul yüzdeleri %79 %45 %46 

Not. www.ua.gov.tr  web sitesindeki verilerden yararlan�larak düzenlenmi� tir.  
 

Tablo 4 verileri incelendi� i proje ba� vuru say�s�nda ve desteklenen proje say�s�nda 
sürekli bir art��  gözlenmektedir. Fakat proje kabul yüzdeleri 2004 y�l�nda %79 iken 2005 ve 
2006 y�llar�nda %45 dolaylar�na gerilemi� tir. 
 

2001 ve 2002 y�llar�nda Avrupa çap�nda ba� vurusu yap�lan ve kabul edilen Comenius 
1 projeleri ile ilgili say�sal veriler, Tablo 5’de yer almaktad�r. 2004 ve 2005 y�l� verilerine 
ula� �lamad�� � için 2001 ve 2002 y�l� verileri ara� t�rmada kullanm�� t�r.   
 
Tablo 5 
2001 ve 2002 Y�llar�nda Avrupa’da Kabul Edilen Comenius 1 Proje Say�lar�n�n Ba�vurusu  
Yap�lan Proje Say�lar�na Oranlar� 
 2001 2002 Toplam 

Proje Ba� vuru Say�s� 14.786 13526 28312 
Kabul edilen proje say�s� 9917 9863 19780 

Reddedilen proje say�s� 4869 3663 8532 
Projelerin kabul edilme oran� % 67 %73 %70 

Not. CSES Impact of School Partnerships, 2004 raporun verilerden yararlan�larak 
düzenlenmi� tir. 
 

AB Komisyonu için haz�rlanan “CSES Impact of School Partnerships” raporuna göre 
2001 ve 2002 y�llar�nda Avrupa’ da ba� vurusu yap�lan projelerin kabul oran� ortalama   
%70’dir . Tablo 4 ve Tablo 5 verileri kar� �la� t�r�ld� � � zaman 2004 y�l�nda Türkiye’ nin 
%79’luk bir proje kabul oran�yla Avrupa ortalamas�n�n üzerinde oldu� u fakat 2005 ve 2006 
y�llar�nda bu oran�n %45’lere dü�mesiyle AB ortalamas�n�n oldukça gerisinde kald�� � 
görülmektedir.  
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Proje say�s�nda gözlenen art�� �n bölgelere ayn� oranda yans�y�p yans�mad�� �n� tespit 

etmek için toplanan verilere Tablo 6 ‘ da yer verilmi� tir. Tabloda bölgeler baz�nda 2004, 2005 
ve 2006 y�llar�na ait proje say�lar� ve proje say�s�n�n toplam proje say�s�na oran�na yer 
verilmi� tir.   
 
Tablo 6 
2004, 2005 ve 2006 Y�llar�nda Bölgelere Göre Kabul Edilen Comenius 1 Proje Say�lar� ve 
Türkiye Geneline Oranlar� 

Bölgeler 

2004 Proje 
Say�lar� Ve 
Türkiye Geneline 
Oran� 

2005 Proje 
Say�lar� Ve 
Türkiye 
Geneline Oran� 

2006 Proje Say�lar� 
Ve Türkiye 
Geneline Oran� 

 f % f % f % 
Akdeniz Bölgesi 10 10 49 14 58 13 
Do� u Anadolu Bölgesi 3 3 8 2 16 3 
Ege Bölgesi 9 9 61 18 90 20 
Güneydo� u An. Bölgesi 3 3 21 6 44 10 
�ç Anadolu Bölgesi 22 22 98 28 119 26 
Karadeniz Bölgesi 3 3 20 6 36 8 
Marmara Bölgesi 49 49 90 26 90 20 
Toplam 99 100 347 100 453 100 

Not. Comenius 1 Okul Ortakl�klar� Projeleri Ba� vurular� Bilgilendirme notundan al�nm�� t�r.  
 

Tablo 6 verilerine göre Marmara ve �ç Anadolu Bölgeleri projelerden üç dönemde de 
en fazla pay alan bölgelerdir. Do� u Anadolu ve Karadeniz Bölgeleri en az proje yap�lan 
bölgelerimizdir.  Proje say�s�n�n toplam proje say�s�na oran� y�llara göre incelendi� i zaman en 
fazla dü�ü� ün Marmara Bölgesinde ya� and�� � gözlenebilir. Bu oran 2004 y�l�nda %49 iken 
2006 y�l�nda %20 e gerilemi� tir. Di� er bölgelerde bu oran genel olarak yükselme 
e� ilimindedir. 2006 y�l�nda kabul edilen projeler 60 ilden okullar taraf�ndan haz�rlanm�� t�r. 21 
ilin projelere aktif katk�s� olmad�� � ara� t�rmac� taraf�ndan tespit edilmi� tir. 
 

Tablo 7’de ise Türkiye’den proje ba� vurusu kabul edilen okullar�n kamu kurumu veya 
özel okul olmalar�na ait veriler bulunmaktad�r.  
 
Tablo 7 
2004-2005 Y�llar�nda Türkiye’de Kabul Edilen Projelerin, Kamu ve Özel Kurumlara Ait 
Yüzdeleri 

Kurum türü 
2004 y�l� 
okul 
say�s� 

2004 y�l� 
proje 
yüzdeleri 

2005 y�l� 
okul 
say�s� 

2005 y�l� 
proje 
Yüzdeleri 

2006 y�l� 
okul 
say�s� 

2006 y�l� 
proje 
yüzdeleri 

Kamu 31 %31 209 %60 341 %75 
Özel  68 %69 138 %40 112 %25 
Toplam 99 %100 347 %100 453 %100 

Not. www.ua.gov.tr  web sitesindeki verilerden yararlan�larak düzenlenmi� tir.  
 

Tablo 7 verilerine göre projelerde yer alan devlet okullar�n�n say�s�nda sürekli bir art��  
gözlenmesine kar� �n özel okullar�n oranlar� ise azalmaktad�r. Bu e� ilim, projelerin tan�t�m� ile 
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yap�lan çal��malar�n ba�ar�l� oldu� unu göstermektedir. � lk ba� vurular�n al�nd�� � 2004 y�l�nda 
özel kurumlar taraf�ndan haz�rlanan projeler, tüm projelerin %69’ unu olu� turmaktad�r. Kamu 
kurumlar�n�n proje oran� sadece %31’dir.  2005 y�l�nda ise özel e� itim kurumlar�n�n oran�  
%40’a, 2006 y�l�nda ise %25’ e gerilemi� tir. Özel okullar�n ve devlet okullar�n�n oranlar�n�n 
tamamen de� i� mesi Ulusal Ajans tan�t�m faaliyetlerinin okul personeli üzerinde olumlu 
etkisini göstermektedir. Tablo 8’ de kabul edilen Comenius projelerinin türlerine göre 
da� �l�m� yap�lm�� t�r.  

 
Tablo 8 
Türkiye’ de 2004 ve 2005 Y�llar�nda Kabul Edilen Comenius1 Projelerini Türlere Göre 
Da� �l�m� 
Proje Türü 2004 2005 2006 
 f % f % f % 
Okul Projeleri 72 73 261 75 337 74 
Dil Projeleri 9 9 22 6 36 8 
Okul Geli� im Pr. 18 18 64 19 80 18 
Toplam 99 100 347 100 453 100 

Not. www.ua.gov.tr  web sitesindeki verilerden yararlan�larak düzenlenmi� tir.  
 

Tablo 8 verilerine göre 2004, 2005 ve 2006 y�llar�nda kabul edilen projeler türlerine 
göre incelendi� i zaman oranlarda önemli bir de� i� iklik gözlenmemektedir. Okul projelerin 
say�s� Okul geli� im projeleri ve dil projelerine göre oldukça fazlad�r. 2004 y�l�nda kabul 
edilen projeler aras�nda okul projelerinin oran� %73, 2005 y�l�nda %75, 2006 y�l�nda ise %74’ 
dür.  

Tablo 9’da ise Avrupa’ da 2002-2003 y�llar�nda kabul edilen Comenius projelerinin 
türlerine göre da� �l�m� yap�lm�� t�r.  
 
Tablo 9 
Avrupa’ da 2002 – 2003 Y�llar�nda Kabul Edilen Comenius1 Projelerinin Türlerine Göre 
Da� �l�m�  
Proje türü Proje say�s� Proje yüzdeleri 
Okul Projeleri 8164 80 
Dil Projeleri 907 9 
Okul Geli� im Projeleri 1026 11 
Toplam 10097 100 

Not. http://eorope.ue.int adresinden al�nm�� t�r. 
 

Tablo 9’da bulunan 2002-2003 dönemi Avrupa proje istatistikleri incelendi� i zaman 
Okul projeleri genel projelerin %80’ini, Dil projeleri %9’unu ve Okul geli� im projeleri ise 
%11 ini olu� turduklar� gözlenmektedir. Tablo 9’da verilen proje türlerine göre yüzdelerin, 
Tablo 8’de gösterilen Türkiye yüzdeleriyle benzerlik gösterdi� i gözlenmektedir.   
 

Tablo 10’da bulunan Türkiye’de 2004, 2005 ve 2006 Y�llar�nda Kabul Edilen 
Comenius1 Projelerinin Okul Türlerine Göre Da� �l�m� verileri incelendi� i zaman 2004 -2006 
y�llar� aras�nda ortaö� retim kurumlar� proje yüzdelerinde azalma, ilkö� retim kurumlar� proje 
yüzdelerinde ise art��  gözlenmektedir.  
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Tablo 10 
Türkiye’de 2004,2005 ve 2006 Y�llar�nda Kabul Edilen Comenius1 Projelerinin Okul  
Türlerine Göre Da� �l�m� 

Proje türü 2004 y�l� 
projeleri 

2005 y�l� 
projeleri 

2006 y�l� 
projeleri 

 f % f % f % 
Okul öncesi e� itim kurumlar�  2 2 4 1 7 2 
� lkö� retim kurumlar� 38 38 168 48 233 52 
Ortaö� retim kurumlar 59 60 175 51 213 46 
Toplam 99 100 347 100 453 100 

Not. www.ua.gov.tr  web sitesindeki verilerden yararlan�larak düzenlenmi� tir.  
 

E� itim sisteminin farkl� olmas�ndan dolay� bu alanda Avrupa Birli� i verileri ile tam bir 
kar� �la� t�rma yap�lmas� mümkün olmam�� t�r. Fakat “Sokrates 2000 Evaluation” raporu 
verilerine göre program kat�l�mc�lar�n�n %34’ü ilkö� retim, %4’ü okul öncesi e� itim,  % 62’si 
orta ö� retim kurumlar�d�r.  
 

Tart� �ma ve Sonuç 
 

Dünyada son y�llarda gözlenen geli� melerin sonucu Avrupa Birli� i hedeflerine 
ula� mak için e� itim alan�nda çal�� malar�na h�z vermi� tir. 1992 Maastrciht Anla�mas� sonucu, 
birlik mesleki e� itimin yan� s�ra genel e� itim alan�nda da projeler üretmeye ba� lam�� t�r. 
AB’ye aday ülke olan Türkiye’ de bu projelere ortak olmak için gereken çal��malar� yapm��  
ve Sokrates e� itim programlar�na kat�lm�� t�r.  
 

Avrupa Birli� i Genel E� itim Sokrates 1995 y�l�nda uygulanmaya ba� lanm�� t�r. 
Komisyon de� erlendirme raporlar�na göre Sokrates genel olarak ba�ar�l� AB Komisyonu y�l 
sonu ve ara de� erlendirme raporlar�nda Sokrates program�n�n genel olarak hedeflerine ula� t�� � 
belirtilmektedir. Program�n ba� ar�s� sonucu 2000 y�l�nda program�n bütçesi artt�r�larak baz� 
de� i� iklikler yap�lm��  ve Sokrates II haz�rlanm�� t�r.  
 

2000-2005 dönemi Sokrates bütçe verileri incelendi� i zaman, programa AB 
bütçesinden ayr�lan pay�n her sene artt�� � gözlenmektedir. Bütçeden en fazla pay Comenius ve 
Erasmus programlar�na ayr�lm�� t�r. Bu programlar�n hedef kitlesinin say�ca çok olmas� nedeni 
ile Sokrates program�n�n toplam bütçesinin %78’inin Erasmus ve Comenius programlar�na 
ayr�ld�� � dü�ünülmektedir.  
 

2000-2003 dönemi Comenius bütçesi ve da� �l�m� incelendi� i zaman bütçenin ortalama 
%65 inin Comenius 1 Okul Ortakl�klar� Program�na ayr�ld�� � gözlenmektedir. Okul ortakl�� � 
projelerinden okullarda ö� renim gören ö� renciler, görev yapan ö� retmenler, veliler ve ayn� 
bölgede bulunan di� er okullarda yararlanmaktad�r. Bu sebeple okul ortakl�klar� projelerine 
ayr�lan bütçedeki art��  anlaml� bulunmu� tur.  
 

2004, 2005 ve 2006 y�l� verileri incelendi� i zaman Türkiye’de AB E� itim 
programlar�ndan faydalanan ki� i ve kurum say�s�nda ciddi art��  gözlenmektedir. UA verilerine 
göre 2004 y�l�nda %79 olan proje kabul yüzdesi, 2005 y�l�nda %45, 2006 y�l�nda %46 olarak 
belirlenmi� tir.  Bu oran,  2001 ve 2002 y�llar�nda Avrupa’da %70 olan proje kabul oran�n�n 
oldukça gerisindedir.  Türk okullar�n�n projeye yo� un ilgisi, eksik belgelerle proje ba� vurusu 
yap�lmas� veya Ulusal Ajans’�n yetersiz say�da personelle çal�� mas�n�n oranlardaki farkl�l�� �n 
sebepleri olabilece� i dü�ünülmektedir.   
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Türkiye’de 2004, 2005 ve 2006 y�llar�nda kabul edilen Comenius1 projeleri; bölgeler 

baz�nda de� erlendirildi� i zaman,  Do� u Anadolu, Güney Do� u Anadolu ve Karadeniz 
Bölgelerinin di� er bölgelerin oldukça gerisinde kald�� � gözlenmi� tir. Özellikle Do� u Anadolu 
Bölgesi okullar� taraf�ndan haz�rlanan projelerin oran� 2004 ve 2006 y�llar�nda %3, 2005 
y�l�nda ise %2’dir. %3’dür. Türkiye’de haz�rlanan proje say�lar�n�n bölgeler baz�nda bu derece 
farkl�l�k göstermesinin birçok sebebi olabilir. Yerel kurumlar�n projeye ilgisinin, 
ö� retmenlerin motivasyonlar�n�n, maddi olanaklar�n, ekonomik, kültürel ve bölgesel 
faktörlerin bu farkl�l�� �n sebepleri oldu� u dü� ünülmektedir. 
 

2004, 2005 ve 2006 y�l� projeleri, kamu kurumlar� ve özel kurumlara ait olma 
yüzdeleri incelendi� i zaman 2004 y�l�nda özel okullar lehine olan da� �l�m�n, 2005 ve 2006 
y�llar�nda kamu kurumlar� lehine tamamen de� i� ti� i belirlenmi� tir. Proje ba� vurular� kabul 
edilen devlet ve özel okullar�n�n oranlar�n�n de� i� imin UA ve MEB taraf�ndan yürütülen 
çal�� malar�n yapt�� � olumlu geli�meler sonucu olu� tu� u dü� ünülmektedir.  
 

Projelerin proje türlerine göre da� �l�mlar�nda y�llara göre ciddi bir farkl�l�� a 
rastlanmam�� t�r.  AB Komisyonu (2003) verilerine göre 2002-2003 y�l� verileri Türkiye’deki 
bulgularla paralellik göstermektedir. Okul ortakl�� � projelerin haz�rlanmas�n�n kolay olmas� 
ve de� i� ik konularda haz�rlanabilmesi okullar taraf�ndan tercih edilmesinin sebepleri olabilir. 
Projelerden 2004 ve 2006 y�llar� aras�nda ilkö� retim kurumlar�n�n ald�� � pay %38’den  
%52’ye ç�km�� , orta ö� retim kurumlar�n�n proje oran� ise %60’tan %46’ya dü� mü� tür. 
� lkö� retim okullar�n�n say�s�n�n daha fazla oldu� u dü� ünüldü� ünde bu art��  anlaml� 
bulunmu� tur.    
 

Comenius projeleri bütçeleri k�s�tl� olan devlet okullar�n�n personeline de� i� ik e� itim 
sistemlerinin tan�malar� ve kendilerini geli� tirmeleri için önemli f�rsatlar 
sunmaktad�r. Özellikle proje haz�rlayan devlet okullar�n�n say�lar�n�n artmas� ve proje 
haz�rlayan okullar�n bölgelere göre da� �l�m�ndaki de� i� imler çok olumlu bulunmu� tur, 
Projelere kat�lan okul say�s�n�n artmas�n�n Türk E� itim sistemi üzerine olumlu katk�lar� 
olaca� � dü� ünülmektedir. Ba� vuru yapan okul say�s�n�n her sene artmas�, projelerin kurumlar 
taraf�ndan benimsendi� inin göstergesidir. Özellikle Do� u Anadolu, Güney Do� u Anadolu ve 
Karadeniz Bölgelerinden ba� vuru yapan okullara öncelik verilmesi projelerin olumlu 
etkilerini artt�rabilir.   
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Çanakkale � l Merkezi Dershanelerinde Co� rafya Ö� retimine Yönelik De� erlendirme 
 
Rü� tü Ilgar 28 
Çanakkale Onsekiz Mart Üniversitesi 
 
Cemal Korkut 29 
Gazi � lkö� retim Okulu 
 
Özet 
 
Bu çal�� mada Çanakkale Merkez ilçede yer alan tüm dershanelerde 311 ö� renci üzerinde 
yürütülen bu çal��mada Co� rafya ö� retimi ö� renci görü� lerine göre uygulamaya yönelik 
de� erlendirmelere gidilmi� tir. Ö� rencilerin dershanelerden beklentilerini ölçmeye yönelik, 
uzman görü� leri al�narak haz�rlanan anket uygulanm�� t�r. Ara� t�rma il merkezinde yer alan 
özel dershanelerin tamam�nda (toplam 9 dershane), Co� rafya dersi alan tüm ö� rencilerin 
(toplam 311) görü� lerine ba� vurularak gerçekle� tirilmi � tir. Bu yakla� �mla Çanakkale 
dershanelerinin Co� rafya e� iminde ula� t�klar� noktalar irdelenerek sonuç ve önerilerde 
bulunulmu� tur. 
 
Anahtar Kelimeler:  Co� rafya, Dershane, Çanakkale, Ö� renci görü� leri 
 
 

                                                
28 E� itim Fakültesi, Co� rafya Ö� retmenli� i, Çanakkale Onsekiz Mart Üniversitesi, 17100 Çanakkale. 
29 Gazi � lkö� retim Okulu Müdürü, Camii-kebir Mah. Kenan Evren Cad. Ezine / Çanakkale. 
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Giri �  
 
Çanakkale’nin E� itim Durumu  
 

Çanakkale ili e� itim ö� retim durumu ve fiziki ko� ullar bak�m�ndan oldukça iyi 
durumdad�r. � lk ve orta ö� retimde okulla�ma oran� ve ba�ar� oranlar� yüksektir. � ldeki okur-
yazar oran� % 93’tür. 2004-2005 E� itim Ö� retim y�l�nda 203 ilkö� retim okulunda 2,570 
ö� retmen görev yapmakta olup, 48,968 ö� renci ö� retime devam etmektedir. Derslik ba� �na 
dü�en ö� renci say�s� 22’dir. 2004-2005 ö� retim y�l�nda 497 yerle� im biriminden 9,776 
ö� renci 83 merkez okula ta� �nmaktad�r. Orta ö� retimde; 60 lise ve dengi okullarla birlikte 
okul say�s� 78’dir. Lise ve dengi okullarda 1,381 ö� retmen görev yapmakta olup 16.877 
ö� renci e� itim ö� retime devam etmektedir. Orta ö� retimde derslik ba� �na dü� en ö� renci say�s� 
23’tür. Yüksek ö� retimde, Çanakkale Onsekiz Mart Üniversitesi bünyesinde 9 fakülte, 2 
yüksekokul ile 11 meslek yüksekokulu ve 2 enstitü bulunmakta olup, 17.500 civar�nda 
ö� renci ö� renim görmektedir. 
 

Çanakkale ili merkez ilçede 1998-1999 ö� retim y�l�nda okul say�s� 30, ö� renci say�s� 
11 592, ö� retmen say�s� 653 ve derslik say�s� 260 t�r. Bu de� erler 2001-2002 ö� retim y�l�nda 
okul say�s� 32 ö� renci say�s� 11 632 ve ö� retmen say�s� 608 olmu� tur. Türkiye genelinde ise 
1999-2000 ö� retim y�l�nda okul say�s� 43 257, ö� renci say�s� 9 844 444 (erkek 5 354 700, k�z 
4 529 744 ) ve ö� retmen say�s� 324 257’dir. En fazla ö� renci Çanakkale merkez ilkö� retim 
okullar�nda ve ta� �ma merkezi konumunda olan Kepez �lkö� retim Okullar�ndad�r. Merkez 
ilçede birle� tirilmi �  s�n�fl� ilkö� retim okulu yoktur. Merkez ilçede ö� retmen ba� �na dü�en 
ö� renci say�s� 21 iken köylerde 9’dur. Derslik ba� �na dü�en ö� renci say�s� ise � ehirde 34, 
köyde 20’dir. Merkez ilçede yer alan özel dershane say�s� ise 9 dur.  
 
Üniversite Giri�  S�nav�nda Çanakkale’deki Dershanelerin Rolü 
 

E� itimin, yetenekli genç insanlara, kendilerini toplumda de� er verilen bir konum 
sa� layabilecek becerileri kazand�rarak servet ve güç e� itsizliklerini ortadan kald�raca� � ileri 
sürülür (Giddens, 2000, s.446). Türk e� itim sisteminde ba�ar�, odak kavram haline gelmi� tir. 
Anne, babalar, çocuklar�n�n üniversitede iyi bir lisans program�na yerle�mesi için her türlü 
özveride bulunmaktad�rlar. Türkiye’de üniversiteye giri�  süreci ilkö� retimin ilk y�llar�ndan 
ba� lamakta ve zorlamal� bir süreç olarak ya�anmaktad�r (Y�ld�r�m & Ergene, 2003, s.224). �yi 
bir ücretle i�  bulabilmek için bölümler incelendi� inde o y�l üniversite s�nav�na giren 
ö� renciler aras�nda en ba� ar�l� % 5’lik grubun içinde yer almak gerekmektedir. Dolay�s�yla 
lise y�llar�nda da ö� renciler üniversitede iyi bir program� kazanabilmek için çok çal�� mak ve 
milyonu a� k�n akran� ile rekabet ederek yüksek bir akademik ba� ar�y� yakalamak zorundad�r 
(Y�ld�r�m & Ergene, 2003, s.225). Amaçlar�, üniversite adaylar�n� üniversite giri�  s�navlar�na 
haz�rlamak olan dershaneler, asl�nda e� itim sisteminde mevcut olan bir bo� lu� u 
doldurmaktad�r. Co� rafyan�n önemi ÖSS’de ç�kan soru say�s�yla orant�l�d�r (Ilgar, 2006, 
s.282). 

 
Üniversiteye giri�  s�nav� son y�llarda özellikle medya araçlar�n�n da artmas� ve konuya 

yo� un dikkat çekilmesiyle birlikte, say�lar� 1.5 milyona yakla� an genç bir grubun ba� ar�l� 
olabilmek, bir yüksekö� retim program�n� kazanarak e� itim almaya hak kazanmak ad�na 
yar�� t�� �, dolay�s�yla toplumun büyük bir kesiminin ilgilendi� i bir konu haline gelmi� tir. 
Çünkü bu s�nav tüm ö� rencilerin ve onlar�n velilerinin hayat�nda son derece önemli bir yere 
sahiptir. Bu s�nav sonunda s�nav� kazanan ö� renciler ö� renim görmek istedikleri meslek 
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bran� lar�nda ö� renim görmeye hak kazanmaktad�rlar (Ö� renci Seçme ve Yerle� tirme 
Merkezi-ÖSYM, 2001). 

 
S�nav sonunda ö� rencilerin ö� renim görmek istedikleri meslek dallar�na göre 2007-

ÖSS’ye giren adaylara iki bölümden olu�acak bir s�nav uygulanacakt�r. Birinci bölümle ortak 
derslerle ilgili Türkçe Testi (Tür), Sosyal Bilimler-1 Testi (Sos-1), Matematik-1 Testi (Mat-
1), Fen Bilimleri-1 Testi (Fen-1); ikinci bölümde ise liselerin alan derleri ile ilgili Edebiyat-
Sosyal Bilimler Testi (Ed-Sos), Sosyal Bilimler-2 Testi (Sos-2), Matematik-2 Testi (Mat-2) ve 
Fen Bilimleri-2 Testi (Fen-2) yer alacakt�r (ÖSYM, 2007, s.9). 
 
Tablo 1 
ÖSS’deki Co� rafya Testleri ve Kapsamlar� 
Test Testin Kapsam� Soru Say�s� Pay� (%) 
Sosyal-1 Co� rafya 34 
Edebiyat-Sosyal Türkiye Co� rafyas� 27 
Sosyal-2 Ülkeler Co� rafyas� 23 

Kaynak. ÖSYM, Ö� renci Seçme ve Yerle� tirme Sistemi K�lavuzu, 2007, s.24, Ankara. 
 

Tablo 1’de görüldü� ü üzere ÖSS birinci bölümdeki Sosyal Bilimler-1 testinin % 34’ü, 
ÖSS ikinci bölümdeki Edebiyat-Sosyal Bilimler testinin % 27’si, Sosyal Bilimler-2 testinin % 
23’ü co� rafya sorular�ndan olu� maktad�r. 
 
Tablo 2 
A� �rl�kl� ÖSS Puanlar� (AÖSS) Hesaplan�rken Test Standart Puanlar�n�n Çarp�laca� � 
Katsay�lar 
AÖSS Puanlar� Tür Sos-1 Mat-1 Fen-1 Ed-Sos Sos-2 Mat-2 Fen-2 Dil 
AÖSS-SÖZ-1 1,0 0,7 0,3 0,2 - - - - - 
AÖSS-SAY-1 0,3 0,2 1,0 0,7 - - - - - 
AÖSS-EA-1 0,8 0,3 0,9 0,2 - - - - - 
AÖSS-D�L 0,5 0,2 0,2 1,0 - - - - 1,2 
AÖSS-SÖZ-2 0,5 0,35 0,3 0,2 0,5 0,35 - - - 
AÖSS-SAY-2 0,3 0,2 0,5 0,35 - - 0,5 0,35 - 
AÖSS-EA-2 0,4 0,3 0,45 0,2 0,4 - 0,45 - - 

Kaynak. ÖSYM, Ö� renci Seçme ve Yerle� tirme Sistemi K�lavuzu, 2007, s.25, Ankara. 
 

Tablo 2’de görüldü� ü gibi 2007-ÖSS’ye giren adaylar�n AÖSS-SÖZ-1, AÖSS-SAY-1, 
AÖSS-EA-1 ve AÖSS-D�L puanlar�n�n hesaplanmas�nda farkl� oranlarda olsa da Sosyal 
Bilimler-1 Testindeki co� rafya sorular� etkili olmaktad�r. Bu puan türleri ortaö� retim 
kurumlar�ndaki tüm ö� rencileri kapsamaktad�r. 2007-ÖSS ikinci bölümündeki sorulardan ise 
s�nava giren adaylar�n AÖSS-SÖZ-2 ve AÖSS-EA-2 puan� hesaplanacak olan ö� renciler 
co� rafya sorular�ndan etkilenmektedir. Sonuç olarak ÖSS s�nav�n�n birinci bölümüne giren 
tüm bölüm ö� rencileri, ikinci bölümüne giren sözel ve e� it a� �rl�k ö� rencileri co� rafya 
sorular�ndan farkl� oranlarda da olsa etkilenmektedir. 
 

Yukar�da da görüldü� ü gibi dershanelerin varl�� � üzerinde farkl� görü�  ve 
yakla� �mlar�n bulundu� unu ortaya koymaktad�r. Dershanelerin ortaya ç�k�� �ndan bu yana 
varolan tart��malar�n günümüzde ve hatta gelecekte de devam edece� i ku� kusuzdur. Ancak 
varolu�  nedenleri ne olursa olsun dershaneler bu gün e� itim sistemimizde etkin olarak vard�r. 
Bu bak�mdan ortaö� retim co� rafya ö� retimi bak�m�ndan yüklendikleri misyonu ortaya 
ç�karmak oldukça önemlidir. 
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Dershanelerdeki Co� rafya Ö� retiminde Ö� retmen Faktörünün Önemi 
 

Bireye s�n�f d�� �ndaki co� rafi realiteyi de� erlendirme ve kavrama, harita, �ekil ve 
grafikler arac�l�� �yla bulundu� u çevrenin d�� �ndaki co� rafi olaylar� kavrama, insanla ortam 
aras�ndaki ili� kileri de� erlendirme al�� kanl�klar�n�n kazan�lmas� olarak ele al�nan co� rafya 
ö� retiminin en önemli unsurlar�ndan biri de co� rafya ö� retmenleridir (Güngördü, 1999, 
s.122). Her alanda oldu� u gibi Co� rafya ö� retiminde de kal�c� ö� renmeyi ö� retmen, do� ru ve 
yerinde kullan�lan; yöntem, teknik ve araç-gereç tercihiyle sa� layacakt�r (Co� kun, 2004, s.99). 
 
Ö� retim Yöntem, Teknik ve � lkeler   
 

Yöntem, gerçe� e en k�sa yoldan ula� mak için kullan�lan zihinsel ve i� lemsel 
süreçlerdir (Sönmez 1998:1). Sosyal Bilimlerde her çe� it ö� renmeyi gerçekle� tirecek tek bir 
yöntem yoktur, birbirlerine benzer veya farkl� olan çe� itli yöntem ve teknikler vard�r. Her 
yöntemin üstünlükleri yan�nda, yetersizlikleri, s�n�rl�l�klar� vard�r. Bu yüzden tek yöntemle 
yetinmemek, yöntemleri çe� itlendirmek; dolay�s�yla birinin yetersizli� ini, bir ba� kas�n�n üstün 
yanlar�yla gidermek gerekir (Ünal & Çelikkaya, 2004, s.153). 
 

Dershanelerde kullan�lan araçlar ve gereçler: E� itim ö� retim sürecinde görme 
duyusunun ö� renmeye etkisinin fazla oldu� u bilinmektedir. Bu yüzden co� rafya ö� retiminde 
de etkin ö� renme için baz� co� rafi olaylar�n yerinde incelenmesinin yan�nda s�n�f ortam�nda 
çe� itli araç, gereç ve materyallerin kullan�m� zorunludur (Öztürk, 2002, s.126). Co� rafya 
ö� retiminde arazi çal��malar�n�n çok az yap�ld�� � ülkemizde; bilgi edinmek ve co� rafi 
özellikleri görmek için çe� itli yerlere gidemiyorsak o mekânlar� foto� raf, slayt, video kaset 
vb. çe� itli araçlar ile s�n�f ortam�na ta� �mak gerekir (Tomal, 2004, s.185). Co� rafya 
ö� retiminde araç, gereç ve materyallerin ö� renciler taraf�ndan kolayca görülebilece� i bir 
yarde bulundurulmalar� daha uygun olacakt�r. Bunu sa� laman�n en güzel yolu okullarda 
co� rafya dersliklerinin olu� turulmas�d�r (Öztürk, 2004, s.126). 
 

Co� rafya ö� retiminde, ö� retilmesi zor olan co� rafi terimler için aç�k ve net ifadeler 
kullan�lmal�, bunlar � ekil, foto� raf ve slaytlarla desteklenmelidir (Akbulut, 2004, s.68). 
Dershanelerde Co� rafya ders kitaplar�na uygun, s�nava yönelik kavramay� kolayla� t�rmay� 
dikkate al�nan unsurlar aç�s�ndan, en önemli boyutun kitaplar�n içerik (e� itsel tasar�m) yönü 
oldu� u aç�kt�r (Ilgar & Korkut, 2005). Bu do� rultuda dershane dersli� i içinde kullan�lan araç 
ve gereçler nitelik bak�m�ndan çok iyi haz�rlanm��  içeri� i iyi � ekilde destekleyici özellikte 
olmal�d�r. 

 
S�n�fta zaman�n ve ö� retimin yönetimi: Ö� retim yöntemleri içersinde, modern 

yöntemlerin klasik yöntemlere, oranla daha çok zamana ihtiyaç hissettirdi� i görülmektedir. 
Büyükkaragöz ve Çivi’ye göre baz� ö� retmenlere klasik yöntemleri neden daha fazla tercih 
etti� i soruldu� unda, klasik yöntemlerde zaman�, daha ekonomik kulland�klar�n� 
aç�klam�� lard�r (Turan, 2004). Mesleki yeterlili� in kesin olarak bilinen elementleri, 
ö� retmenin etkili disiplin ya da s�n�f yönetimine sahip olmas� ile aç�klanabilir (Huberman, 
1993, s.128). Sosyal bilimlerde iyi bir ö� retim için alternatif görü� lere yer verilmelidir 
(Mckeachie, 1999, s.34). Zaman kavram� s�navda ba�ar�y� etkileyen en temel belirleyici 
unsurlardan biri oldu� undan dershane ö� retiminde en etkili süreçtir. Ancak ders i� lenirken 
ö� rencilerin co� rafya konular� hakk�nda farkl� görü� lerini aç�klamalar�na f�rsat tan�narak 
onlarda dü� ünce gücünün geli� tirilmesi sa� lanmas� anla� �lmas� güç unsurlar� ortadan 
kald�rmaktad�r. 
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Ö� retmen-ö� renci ileti� imi, ö� renme ortam�n�n düzenlenmesi: E� itimin tüm 
süreçlerinde yap�lan çal�� malar, bilgi ve becerileri ö� rencilere daha iyi kazand�rabilmek 
içindir. Bu nedenle hangi yöntem ve metot kullan�l�rsa kullan�ls�n ba�ar� için ö� rencilerle 
etkili bir ileti� imin kurulmas� � artt�r.  Bir ileti� im süreci olan e� itimde, beden dilinin etkin 
kullan�m� ayr� bir öneme sahiptir. Bu dil ö� retmenler aç�s�ndan vazgeçilmezdir. Bu nedenle 
ö� retmenler, ö� rencilerin beden dili sinyallerini çözebilmeli ve kendisi de bu dili bilinçli 
olarak kullanabilmelidir (Selçuk, 2000, s.130). Ö� renme ortam�n�n fiziki donan�m�, renk, �s�, 
s�cakl�k, bas�nç faktörleri alg�da seçicili� i art�rmaktad�r (Ilgar, 2007, s.39). 

 
Ölçme ve de� erlendirme: E� itimde bireylere kazand�r�lacak davran�� lar; gözlenebilir, 

ölçülebilir ve istendik olmal�d�r (Tay, 2004, s.2). Ölçme; ö� retimin amac�na ula�ma derecesini 
gösteren bir faaliyettir. Bu faaliyet s�navlarla gerçekle� ir. De� erlendirme; ö� retim 
faaliyetinde, ba�ar�ya ula� ma durumunun ölçüsüdür. Ö� renci ba�ar�s�n�n ölçüsü olan 
de� erlendirme i� lemi sonucunda ö� renci ba�ar�s�n�n tespiti not veya puan ile anla� �l�r. Bunun 
sonucu olarak ba� ar�ya ula� mada gerekli tedbirler, aile, okul ve ö� retmen taraf�ndan al�n�r. 
Çünkü ö� retimde esas olan ba�ar�ya ula�abilme yolunda gereken ad�mlar� atabilmektir (Ilgar, 
2006, s.281). 
 

Ara � t�rman�n Önemi 
 

Ülkemizde dershane ö� retimi son y�llarda neredeyse ortaö� retim örgün e� itim 
kurumlar�yla bütünle�mi� tir. Öyle ki dershane deste� i ilkö� retim düzeyinden ba� lamakta, 
ortaö� retim boyunca devam etmekte, bazen ortaö� retim kurumlar�ndan mezun olunduktan 
sonrada devam edebilmektedir. Dershanelerin günümüzde bu kadar fazla yayg�nla�mas�n�n, 
ba� ta “eleyici özelli� e sahip” s�nav sistemi olmak üzere birçok nedeni vard�r. Bu etmenlerden 
biri de ortaö� retim kurumlar�nda i� lenen derslerde istenilen bilgi düzeyine eri� ememe 
durumudur. Bu nedenle ortaö� retim kurumlar�nda i� lenen co� rafya derslerinde istenilen 
düzeye ula� amama sonucunda dershane ihtiyac�n�n ortaya ç�kmas�, ö� renci görü� leri 
do� rultusunda irdelenmesi gereken bir konudur.  
 

Bu ara� t�rma, ortaö� retim kurumlar�m�zdaki toplam kalite anlay�� � do� rultusunda 
mü� teri konumunda de� erlendirilen ö� rencilerin görü� lerine göre, Çanakkale merkez ilçedeki 
tüm dershanelerde co� rafya ö� retiminin de� erlendirilmesi, ö� renci yap�sal özellikleri ile 
çe� itli de� i� kenlerin etki ili� kilerine bak�larak bulgular�n ortaya konulmas� aç�s�ndan önem 
ta� �maktad�r. 
 

Bu çal�� ma sonucunda elde edilecek bulgular�n; 
1. Özel dershane ö� retmenlerin ders i� leme yöntemlerini ve bu yöntemlerin etkinli� ini 

görmeleri, 
2. Dershanelerdeki co� rafya ö� retimi konusu ile ilgili yap�lacak deneysel çal��malara, 
3. Dershanelerin ö� renci görü� leri do� rultusunda yüklendi� i misyon ve var olu�  

nedenlerinin daha iyi anla� �lmas�, 
4. E� itim sistemimizin � ekillenmesinde etkili olan uzmanlar�n, sistemsel yakla� �mlar�n� 

ülkemizin gerçeklerine uydurmas� aç�s�ndan yard�mc� olmas� beklenmektedir. 
 

Yöntem ve Evren 
 

Bu ara� t�rmada ramdom veriler yerine Çanakkale ili merkez ilçede bulunan tüm 
dershanelerdeki orta ö� retim son s�n�f ö� rencilerinin görü� lerine göre, co� rafya ö� retimi 
de� erlendirilmi� tir. Verilerin toplanmas� amac�yla haz�rlanan, ö� rencilere yönelik anket 
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formu iki ana bölümden olu� maktad�r ve birinci bölümde ki� isel bilgilere, ikinci bölümde ise 
dershanelerdeki co� rafya ö� retimine ili� kin sorular yer almaktad�r. �kinci bölümde yer alan 
sorular, e� itim alan�nda yap�lan ara� t�rmalar� içeren bilimsel makalelerin incelenmesinden 
sonra � ekillendirilmi� tir.  
 

Ö� rencilerin görü� lerini belirlemek için betimleyici alan ara� t�rma yöntemi 
kullan�lm�� t�r. Ankete dayal� betimleyici alan ara� t�rmas�n�n en temel kabullerinden biri, 
görü�  ve bilgilerine ba� vurulan deneklerin güven verici bir ili� ki temelinde, samimi ve dürüst 
cevaplar verdikleri, gerçe� i yans�tacaklar� kabulüdür. Bu güvenin sa� lanmas� için formlardaki 
sorular�n sadece ba� l�kta ifade edilen ara� t�rma konusu için kullan�laca� �, ara� t�rma sonucunda 
elde edilen bulgular�n geçerlili� inin anket sorular�na verilecek cevaplar�n içtenlik ve 
samimiyetine ba� l� olaca� � anket formu üzerinde belirtilmi� tir. �sim veya di� er türden ki� isel 
mahremiyetlere ili� kin sorular sorulmam�� , toplanan verilerin resmi veya resmi olmayan di� er 
amaçlarla kullan�lmayaca� � konusunda güven sa� lanm�� t�r.  
 

Anketin ikinci bölümü 12 sorudan olu�maktad�r. Anket sorular�n�n 
de� erlendirilmesinde be� li likert ölçe� i kullan�lm�� , Her Zaman (5), Ço� u Zaman (4), Ara S�ra 
(3), Çok Nadir (2), Hiçbir Zaman (1) olarak de� erlendirilmi� tir. Çal�� mada dershanelerdeki 
co� rafya ö� retimi dört ana kategoriye ayr�larak ele al�nm�� t�r. Dershanelerdeki co� rafya 
ö� retiminin incelenmesinde dikkate al�nan ana ba� l�klar, 

1. Ö� retim Yöntem, Teknik ve �lkeleri 
2. S�n�fta kullan�lan: araçlar ve gereçler     
3. S�n�fta Zaman�n ve Ö� retimin Yönetimi, Ö� retmen-ö� renci ileti� imi ve Ö� renme 

ortam�n�n düzenlenmesi  
4. Ölçme ve De� erlendirme   

 
Yap�lan ara� t�rman�n sonuçlar�na ne derece güvenilebilece� ini belirleyebilmek için, 

öncelikle güvenilirlik analizi yap�larak cronbach’ alpha de� erine bak�lm�� t�r. Güvenilirlik 
analizi sonucunda cronbach’s alpha de� erinin yüksek bir de� er oldu� u görülmektedir 
(� =0,88). Bu de� erin yüksek bir de� er olmas�, ara� t�rmada kullan�lan ölçe� in güvenilir bir 
ölçek oldu� unu ifade etmektedir. 
 

Ara� t�rman�n evrenini, 2006-2007 Ö� retim y�l�nda Çanakkale ili merkezinde bulunan 
dershanelere devam eden son s�n�f ö� rencileri olu� turmaktad�r.  Ara� t�rma için il merkezinde 
bulunan 9 adet dershanede anket uygulamas� yap�lm�� t�r. Bu dershaneler ara� t�rma esnas�nda 
kendi isimleriyle de� erlendirilmi� tir.Ara� t�rman�n örneklemini belirtilen dershanelerdeki 
ortaö� retim son s�n�f ö� rencilerinin 311 tanesi olu� turmaktad�r. 
 

Verilerin analizi ve yorumlanmas� ise aritmetik ortalama, frekans, yüzde, –t.05 testi ve 
varyans analizi istatistik i� lemlerle analiz edilmi� tir. Verilerin analizi bilgisayar yard�m� ile 
SPSS (Statistical Package for Social Science) paket program� kullan�larak yap�lm�� t�r. 
 

Ula� �lan bulgular ve yorumlara dayal� olarak, dershanelerdeki co� rafya ö� retiminin 
yap�s� ortaya konulmu� , e� itim sürecinde, rollerini yerine getirmelerini daha etkili k�lma ve 
ö� rencilerin beklentilerini daha sa� l�kl� noktalara ta� �malar� konular�n yönelik öneriler 
geli� tirilmi � tir. 
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Önceki Çal��malar 
 

Literatür incelendi� inde, özellikle dershaneler konusunda yap�lan ara� t�rma say�s�n�n, 
konunun ülke gündeminde sahip oldu� u öneme cevap veremedi� i görülmektedir. YÖK’ün tez 
arama sayfas�nda “dershane” kelimesi tarand�� �nda 40 adet çal��man�n oldu� u görülmektedir. 
Bunlar�n içinde 5 tanesi dershanelerdeki ö� retim etkinlikleri ile ilgili olup co� rafya ö� retimi 
ile ilgili yap�lm��  çal��maya rastlanmam�� t�r. Bu bak�mdan bu çal��ma alan�nda ilktir. Genel 
olarak e� itim alan�nda yap�lan çal��malar taranarak dershanelerdeki co� rafya ö� retimi için 
uyarlanm�� t�r.  
 

Sezer ve Tokcan (2003) taraf�ndan “i� birli � ine dayal� ö� renmenin co� rafya dersinde 
akademik ba� ar� üzerine etkisini belirlemek” amac�yla, deneysel bir çal��ma yap�lm�� t�r 
(s.227-242). Duman (1986) taraf�ndan “Özel Dershaneler” adl� tez çal��mas� yap�lm�� t�r. Bu 
çal�� mada dershanelerin geçmi� ten günümüze bir süreç içindeki geli� imi incelenmi� tir. Da� l� 
(2006) taraf�ndan “Özel Dershanelere Ö� renci Gönderen Velilerin Dershaneler Hakk�ndaki 
Görü�  ve Beklentileri” adl� tez çal�� mas� yap�lm�� t�r. Bu çal��mada özel dershanelerin ortaya 
ç�k�� � tarihsel geli� imi, geli� mi�  baz� ülkelerdeki üniversiteye giri�  sistemleri ve özel 
dershanecilik üzerinde durulmu� tur. Yap�c� ve Gülveren (2002) taraf�ndan “Ö� renci 
Aç�s�ndan Ö� retmen Nitelikleri” konulu bir çal�� ma yap�lm�� t�r. Ara� t�rmada 203 ö� renci 
kullan�lm�� t�r. Ara� t�rma sonucuna göre bili� sel özelliklere ili� kin olarak ö� retmenlerde en 
çok aranan nitelik konu uzmanl�� �d�r. Demirkaya’n�n  “Ya�ant�sal Ö� renme Kuram�n�n 
Co� rafya Ö� retimine Uygulanmas�” konulu çal��mas�nda, ya� ant�sal ö� renme kuram� ile ilgili 
olarak oldukça zengin bir yabanc� literatür taramas� çerçevesinde, sa� lanan yararlar ve 
kuram�n ö� renme stili a� amalar� ortaya konulmu� tur. Karado� an ve Arslan “Co� rafya 
E� itiminde Etkile� imli Çoklu Ortam (Mm) Uygulamalar�, Animasyonlar ve Önemi” adl� bir 
çal�� ma yapm�� lard�r. Çal��man�n sonucunda; çoklu ortam araçlar�n�n co� rafya ö� retiminde 
kullan�lmas�n�n sa� lad�� � birçok yarar ortaya konulmu� tur (Karado� an ve Arslan, 2004). 
Tomal (2004) taraf�ndan yap�lan “Liselerimizde Uygulanan Co� rafya Ö� retim Programlar�n�n 
Sorunlar� ve Çözüm Önerileri” adl� çal��mada; lise co� rafya ö� retim programlar� ele 
al�nm�� t�r. Öztürk (2002) taraf�ndan yap�lan “Liselerde Co� rafya Ö� retiminde Araç, Gereç, 
Materyal Kullan�m� ve Önemi” adl� deneysel çal�� mada sonuç olarak liselerdeki co� rafya 
ö� retiminde araç, gereç ve materyallerin fazla kullan�lmad�� � belirlenmi� tir. Tay (2004) 
taraf�ndan yap�lan “Sosyal Bilgiler Dersinde Anlamland�rma Stratejilerinin Yeri ve Önemi” 
adl� çal��mada bilgiyi daha iyi ö� renebilmek ve ö� renilen bilginin kal�c�l�� �n� sa� lamak için, 
anlamland�rmay� (kodlamay�) güçlendirici stratejiler aç�klanm�� t�r. Ilgar taraf�ndan yap�lan 
“Co� rafya Ö� retiminde Temel Sorunlar ve Çözüm Öneriler” adl� ara� t�rmada co� rafya 
ö� retiminde ya� anan temel sorunlar de� erlendirilmi�  ve çözüm önerileri getirilmi� tir ( Ilgar, 
2006 ). Demirkaya ve Tokcan (2006) taraf�ndan yap�lan “Co� rafya Ö� retiminde Televizyon 
ve Video Kullan�m�” adl� çal��mada, co� rafya ö� retiminde televizyon ve video kullan�m� 
yan�nda kelime-� ekil haritalar� ile hareketli � emalar üzerinde durularak, görselli� in co� rafya 
ö� retimi üzerindeki önemi belirtilmi� tir. Uluda�  ve Odac� (2002) taraf�ndan “E� itim Ö� retim 
Faaliyetlerinde Fiziksel Mekân” adl� bir çal��ma yap�lm�� t�r. Bu çal��mada fiziksel ortam ve 
ö� eleri ba� l� � � alt�nda; ö� renci say�s�, renk, �� �k, �s�, temizlik gürültü, görünüm ve yerle� im 
düzeni üzerinde durulmu� tur. �p� ir taraf�ndan yap�lan “S�n�f Yönetiminde; Ö� rencilerle 
Sa� l�kl� � leti� im Kurabilmenin ve Olumlu S�n�f Ortam� Yaratman�n Rolleri” adl� çal�� mada 
olumlu bir s�n�f ortam� olu� turabilmek için nas�l bir s�n�f yönetimin sa� lanmas� gerekti� i 
hususunda yap�lmas� gerekenleri a�ama a� ama i� lemi� tir (�p� ir 2002).  
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Bulgular 
 

Ö� rencilerin Ki� isel özelliklerine �li � kin Bulgular:  Ö� rencilerin cinsiyet ve okul 
türüne göre da� �l�mlar�na bak�ld�� �nda erkek ö� rencilerin yüzde 47,6 oldu� u, kad�n 
ö� rencilerin ise yüzde 52,4 oldu� u, erkek ö� rencilerin yüzde 16,2’sinin Anadolu liselerinde, 
yüzde 61,5’inin genel liselerde, yüzde 22,3’ünün meslek liselerinde okudu� u, k�z ö� rencilerin 
yüzde 16,0’s�n�n Anadolu liselerinde, yüzde 57,1’inin genel liselerde, yüzde 27,0’sinin 
Meslek liselerinde okumaktad�r. 

 
Tablo 3 
Ö� rencilerin Cinsiyet ve Okul Türlerine Göre Da� �l�mlar� 
 Cinsiyet  
Okul Türü Erkek Kad�n Genel 
 f % f % f % 
Anadolu L. 24 16,2 26 16,0 50 16 
Genel L. 91 61,5 93 57,1 184 59.2 
Meslek L. 33 22,3 44 27,0 77 24,8 
Toplam 148 47,6 163 52.4 311 100 

  
Tablo 4’te Ö� rencilerin cinsiyet ve bölümlerine göre da� �l�mlar�na bak�ld�� �nda, erkek 
ö� rencilerin (yüzde 47,6) yüzde ,7’sinin say�sal, yüzde 54,1’inin e� it a� �rl�k, yüzde 23,0’ünün 
sözel, yüzde 22,3’ü, k�z ö� rencilerin (yüzde 52,4) yüzde 62,0’sinin e� it a� �rl�k, yüzde 
13,5’inin sözel, yüzde 24,5’inin di� er bölümlerde okumaktad�rlar. 
 
Tablo 4 
Ö� rencilerin Cinsiyet ve Bölümlerine Göre Da� �l�mlar� 
 Cinsiyet  
Bölüm Erkek Kad�n Genel 
 f % f % f % 
Say�sal 1 ,7 0 0 1 ,3 
E� it A� �rl�k 80 54,1 101 62,0 199 58.2 
Sözel 34 23,0 22 13,5 56 18 
Di� er 33 22,3 40 24,5 74 23.5 
Toplam 148 47.6 163 52.4 331 100 

 
Tablo 5’e göre Ö� rencilerin cinsiyet ve ba� ar� durumlar�na göre erkek ö� rencilerin (yüzde 
47,6) 5,00’l�k not sistemi üzerinden yüzde 8,8’sinin 2,00-3,00 aras�nda, yüzde 41,2’sinin 
3,00-4,00 aras�nda, yüzde 50,0’sinin 4,00-5,00 aras�nda bir ba� ar�ya, k�z ö� rencilerin (yüzde 
52,4) 5,00’l�k not sistemi üzerinden yüzde 9,2’sinin 2,00-3,00 aras�nda, yüzde 37,0’sinin 
3,00-4,00 aras�nda, yüzde 54,0’ünün 4,00-5,00 aras�nda bir ba�ar�ya sahiptir. 
 
Tablo 5 
Ö� rencilerin Cinsiyet ve Okuldaki Ba�ar� Durumlar�na Göre Da� �l�mlar� 
 Cinsiyet  
Ba�ar� Erkek Kad�n Genel 
 f % f % f % 
2.00-3.00 Aras� 13 8,8 15 9,2 28 9 
3.00-4.00 Aras� 61 41,2 54 33,1 115 37 
4.00-5.00 Aras� 74 50,0 94 57,7 168 54 
Toplam 148 47.6 172 52.4 311 100 
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Tablo 6’da ö� rencilerin cinsiyet ve dershaneye gidi�  y�llar�na göre da� �l�mlar�na bak�ld�� �nda,  
erkek ö� rencilerin (yüzde 47,6) yüzde 60,8’inin 1 y�l, yüzde 33,1’inin 2 y�l, yüzde 4,1’inin 3 
y�l, yüzde 2,0’sinin 4 y�l, k�z ö� rencilerin (yüzde 52,4) yüzde, 54,0’ünün 1 y�l, yüzde 
42,3’ünün 2 y�l, yüzde 3,1’inin 3 y�l, yüzde 0,6’s�n�n 4 y�l dershanelere devam etmektedir. 
 
Tablo 6 
Ö� rencilerin Cinsiyet ve Dershaneye Gidi�  Y�llar�na Göre Da� �l�mlar� 
 Cinsiyet  
Dershane Süresi Erkek Kad�n Genel 
 f % f % f % 
1 y�l 90 60,8 88 54,0 178 57.3 
2 y�l 49 33,1 69 42,3 118 37.9 
3 y�l 6 4,1 5 3,1 11 3.5 
4 y�l 3 2,0 1 ,6 4 1.3 
Toplam 148 47.6 163 52.4 311 100 

 
Tablo 8’de de görülece� i üzere; ö� rencilerin okudu� u okul türü ve bölümlerine göre 
da� �l�mlar�na bak�ld�� �nda; Anadolu lisesi ö� rencilerinin (yüzde 16) yüzde 80’inin e� it a� �rl�k, 
yüzde 20,0’sinin sözel, genel lise ö� rencilerinin (yüzde 59,2) yüzde 0,5’inin say�sal, yüzde 
75,5’inin e� it a� �rl�k, yüzde 25,0’inin sözel, meslek lisesi ö� rencilerinin (yüzde 24,8) yüzde 
5,2’sinin e� it a� �rl�k, yüzde 94,8’inin di� er (meslek liselerinin farkl� bölümleri) bölümlerde 
okudu� u tespit edilmi� tir. 
 
Tablo 8 
Ö� rencilerin Okudu� u Okul Türü ve Bölümlerine Göre Da� �l�mlar� 
 Okul Türü  
Bölüm Anadolu Genel Meslek Genel 

 f % f % f % f % 

Say�sal 0 0 1 0.5 0 0 1 ,3 
E� it A� �rl�k 40 80,0 137 74,5 4 5,2 181 58.2 
Sözel 10 20,0 46 25,0 0 0 56 18 
Di� er 0 0 0 0 73 94,8 73 23.5 
Toplam 50 16 184 59.2 77 24.8 311 100 

 
Tablo 9’da ö� rencilerin okudu� u okul türü ve okuldaki ba�ar� durumlar�na göre da� �l�mlar�na 
bak�ld�� �nda, Anadolu lisesi ö� rencilerinin (yüzde 16) 5,00’l�k not sistemi üzerinden yüzde 
8,0’inin 3,00-4,00 aras�nda, yüzde 92,0’sinin 4,00-5,00 aras�nda bir ba� ar�ya, Genel lise 
ö� rencilerinin (yüzde 59,2) 5,00’l�k not sistemi üzerinden yüzde 13,6’s�n�n 2,00-3,00 
aras�nda, yüzde 41,8’inin 3,00-4,00 aras�nda, yüzde 44,6’s�n�n 4,00-5,00 aras�nda bir ba�ar�ya, 
Meslek lisesi ö� rencilerinin (yüzde 24,8) 5,00’l�k not sistemi üzerinden yüzde 3,9’unun 2,00-
3,00 aras�nda, yüzde 44,2’sinin 3,00-4,00 aras�nda, yüzde 51,9’unun 4,00-5,00 aras�nda bir 
ba� ar�ya sahiptirler. 
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Tablo 9 
Ö� rencilerin Okudu� u Okul Türü ve Okuldaki Ba�ar� Durumlar�na Göre Da� �l�mlar� 
 Okul Türü  
Ba�ar� Anadolu Genel Meslek Genel 
 f % f % f % f % 
2-3 0 0 25 13,6 3 3,9 28 9 
3-4 4 8,0 77 41,8 34 44,2 115 37 
4-5 46 92,0 82 44,6 40 51,9 168 54 
Toplam 50 16 184 59.2 77 24.8 311 100 

 
Tablo 10’da ö� rencilerin okudu� u okul türü ve dershaneye gidi�  y�llar�na göre Anadolu lisesi 
ö� rencilerinin (yüzde 16) yüzde, 42,0’sinin 1 y�l, yüzde 46,0’s�n�n 2 y�l, yüzde 10,0’unun 3 
y�l, yüzde 2,0’sinin 4 y�l, Genel lise ö� rencilerinin (yüzde 59,2) yüzde, 56,0’s�n�n 1 y�l, yüzde 
42,2’sinin 2 y�l, yüzde 3,3’ünün 3 y�l, yüzde 0,5’inin 4 y�l, Meslek lisesi ö� rencilerinin (yüzde 
24,8) yüzde, 70,1’inin 1 y�l, yüzde 27,3’ünün 2 y�l, yüzde 2,6’s�n�n 4 y�l dershanelere devam 
etmi� lerdir. 
 
Tablo 10 
Ö� rencilerin Okudu� u Okul Türü Ve Dershaneye Gidi�  Y�llar�na Göre Da� �l�mlar� 
 Okul Türü  
Dershane Süresi Anadolu Genel Meslek Genel 
 f % f % f % f % 
1 y�l 21 42,0 103 56,0 54 70,1 178 57.2 
2 y�l 23 46,0 74 40,2 21 27,3 118 37.9 
3 y�l 5 10,0 6 3,3 0 0 11 3.5 
4 y�l 1 2,0 1 ,5 2 2.6 4 1.3 
Toplam 50 16 184 59.2 77 24.8 311 100 

 
Tablo 11’de ö� rencilerin okuldaki ba�ar� durumlar� ve bölümlerine göre da� �l�mlar�na 
bak�ld�� �nda, ö� rencilerin yüzde 0,3’ünün say�sal, yüzde 58,2’inin e� it a� �rl�k, yüzde 18’inin 
sözel, yüzde 23,5’inin di� er (meslek liselerinin farkl� bölümleri) bölümlerde okudu� u, 
ö� rencilerin yüzde 9,0’unun 2,00-3,00 aras�nda, yüzde 37,0’sinin 3,00-4,00 aras�nda, yüzde 
54,0’ünün 4,00-5,00 aras�nda bir ba�ar�ya sahip oldu� u tespit edilmi� tir. 
 
Tablo 11 
Ö� rencilerin Okuldaki Ba� ar� Durumlar� ve Bölümlerine Göre Da� �l�mlar� 
 Ba�ar� Durumlar�  
Bölüm 2 3 4 Genel 
 f % f % f % f % 
Say�sal 0 0 1 0.3 0 0 1 ,3 
E� it A� �rl�k 16 5.1 52 16.7 113 36.3 181 58.2 
Sözel 9 2.9 29 9.3 18 5.8 56 18 
Di� er 3 1 33 10.6 37 11.9 73 23.5 
Toplam 28 9 115 37 168 54 311 100 

 
Tablo 12’de ö� rencilerin okuldaki ba� ar� durumlar� ve dershaneye gidi�  y�llar�na göre 
da� �l�mlar�na bak�ld�� �nda, ö� rencilerin 5,00’lik not sistemi üzerinden ba�ar� ortalamas� 2,00-
3,00 aras�nda olanlar�n (yüzde 9,0) yüzde 75,0’inin 1 y�l, yüzde 21,4’ünün 2 y�l, yüzde 
3,6’s�n�n 3 y�l, ba�ar� ortalamas� 3,00-4,00 aras�nda olanlar�n (yüzde 37,0) yüzde 60,0’�n�n 1 
y�l, yüzde 32,2’sinin 2 y�l, yüzde 5,2’sinin 3 y�l, yüzde 2,6’s�n�n 4 y�l, ba�ar� ortalamas� 4,00-
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5,00 aras�nda olanlar�n (yüzde 54,0) yüzde 52,4’ünün 1 y�l, yüzde 44,6’s�n�n 2 y�l, yüzde 
2,4’ünün 3 y�l, yüzde 0,6’s�n�n 4 y�l dershaneye gitti� i tespit edilmi� tir. 
 
Tablo 12 
Ö� rencilerin Okuldaki Ba� ar� Durumlar� Ve Dershaneye Gidi�  Y�llar�na Göre Da� �l�mlar� 
 
 Ba�ar� Durumlar�  
Dershane Suresi 2 3 4 Genel 
 f % f % f % f % 
1 y�l 21 75,0 69 60,0 88 52,4 178 57.2 
2 y�l 6 21,4 37 32,2 75 44,6 118 37.9 
3 y�l 1 3,6 6 5,2 4 2,4 11 3.5 
4 y�l 0 0 3 2,6 1 0.6 4 1.3 
Toplam 28 9 115 37 168 54 311 100 

 
Dershanelerdeki ö� rencilerin daha çok k�z ö� rencilerden (% 52,4) olu� tu� u, 4,00-5,00 

not ortalamas�na erkeklerin % 50’sinin, k�zlar�n % 54’ünün sahip oldu� u, bu ba� lamda k�z 
ö� rencilerin daha yüksek not ba�ar�s�na sahip oldu� u ifade edilebilir. Genel liselerdeki sözel 
ö� rencilerinin % 25 ile di� er lise türlerine göre daha yüksek oldu� u görülmektedir. 4-5 
aras�nda not ba�ar�s�na Anadolu lisesi ö� rencilerinin % 92’si, genel lise ö� rencilerinin % 
44,6’s�, meslek lisesi ö� rencilerinin % 51,9’u sahiptir. Bu bak�mdan Anadolu lisesi 
ö� rencilerinin 4-5 aras�nda not ba� ar�s�na sahip olmalar� bak�m�ndan di� er okul türlerindeki 
ö� rencilerden bir hayli üstün olduklar� söylenebilir. Ba�ar�ya göre, 2-3 not ortalamas�na sahip 
ö� rencilerin % 25’nin, 3-4 not ortalamas�na sahip ö� rencilerin % 40’�n�n, 4-5 not 
ortalamas�na sahip ö� rencilerin % 47,6’s�n�n bir y�ldan daha fazla dershaneye gitti� i 
görülmektedir. 4-5 aras�nda not ba�ar�s�na sahip olan ö� rencilerin, kendilerinden daha dü� ük 
not ortalamas�na sahip ö� rencilere göre daha fazla y�l dershaneye gitti� i, bu nedenle 
dershaneye gitmenin okul ba�ar�s�n� olumlu etkiledi� i söylenebilir. 
 

Ö� rencilerin dershanelerdeki co� rafya ö� retiminin yöntem teknik ve ilkeler 
konusundaki görü� leri ise oldukça de� i� kendir. Ö� rencilerin dershanelerdeki co� rafya 
ö� retiminde yöntem, teknik ve ilkeler konusundaki görü� leri, ö� rencilerin cinsiyetine göre 
irdelenmi�  ve ili� ki düzeyini aramaya yönelik yap�lan istatistiksel i� lemler Tablo13’te 
verilmi� tir. Yap�lan t testi sonuçlar�na göre, Cinsiyetle yöntem teknik ve ilkeler sorular�na 
verilen cevap ortalamalar�na bak�ld�� �nda 2. soru, 4. soru, 6.soru, 8. soru, 9. soru ve 10. soru 
ortalamalar� aras�nda %5 anlam düzeyinde anlaml� fark bulunmu� tur. Di� er soru ortalamalar� 
ile cinsiyet aras�nda anlaml� fark bulunmam�� t�r. Sorular�n ayr�nt�l� analizi ise Tablo 13 teki 
gibidir. 

 
Tablo 13 
Ö� rencilerin Cinsiyetine Göre, Dershanelerdeki Co� rafya Ö� retiminde “Yöntem, Teknik ve 
�lkeler” Konusundaki Görü� leri-1 
Yöntem Teknik v � lke Soru 
Numaralar� Cinsiyet X s.s. Sd t P 

E 3,95 1,05 1. Ö� retmenimiz bize co� rafya 
konular� ile ilgili soru sorar bizde 
cevap veririz. K 4,11 ,94 

309 
 

1,46 
 

 
,15 

 
       

E 3,53 1,27 2. Ö� retmenimiz co� rafya konular�n� 
sadece anlat�r. K 3,06 1,42 

309 3,12 ,00* 
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E 3,72 1,17 3. Ö� retmenimiz konu ile ilgili 

varsa gündemde olan konulardan 
bahseder. 

K 3,82 1,19 309 -,74 ,46 

       
E 2,95 1,23 4. Ö� retmenimiz uygun bir konu 

açarak ö� rencilerin aralar�nda 
tart�� mas�n� sa� lar. 

K 2,53 1,24 309 3,03 ,00* 

       
E 4,11 ,98 5. Ö� retmenimiz co� rafya 

konular�n� anlat�rken çevremizdeki 
do� al mekanlardan örnekler verir. K 4,20 1,06 309 -,81 ,42 

       
E 2,07 1,31 6. Ö� retmenimiz s�n�fta gruplar 

olu� turarak konular�n  a� t�r�lmas�n� 
ve s�n�fta tart�� �lmas�n� sa� lar. 

K 1,77 1,18 309 2,17 ,03* 

       
E 3,72 1,08 7. Ö� retmenimiz co� rafya 

 konular�n� yeri geldikçe bizlerin 
ilgi duydu� u alanlarla ba� lant� 
kurarak verir. 

K 3,53 1,19 309 1,51 ,13 

       
E 2,81 1,40 8. Ö� retmenimiz Co� rafya 

konular�n� kendi haz�rlad�� � görsel 
araçlar� kullanarak anlat�r. 

K 2,27 1,40 309 3,40 ,00* 

       
E 1,47 1,07 9. Ö� retmenimiz bizi araziye, 

çal�� ma ve gözlem amac�yla 
götürür. K 1,22 ,75 309 2,42 ,02* 

       

E 2,40 1,38 10. Ö� retmenimiz rehber ve yol 
göstericidir. S�n�fta ders 
etkinliklerinin büyük bölümünü 
ö� renciler gerçekle� tirir. 

K 2,08 1,32 
309 2,08 ,04* 

       
E 4,06 1,13 11. Ö� retmenimiz bizleri 

dü�ünmeye, ortaya farkl� görü�  
atmaya te� vik eder. Cesaretlendirir. K 3,94 1,15 

309 ,94 ,35 

       
E 4,09 1,14 12. Ö� retmenimiz s�n�ftaki tüm 

etkinliklere hakimdir./ hakim olmaya 
çal�� �r. K 4,17 1,10 

309 -,56 ,58 

*p<.05 
 

Dershanelerdeki co� rafya ö� retiminde “Ö� retmenimiz bize co� rafya konular� ile ilgili 
soru sorar bizde cevap veririz.”, “Ö� retmenimiz bizleri dü� ünmeye, ortaya farkl� görü�  
atmaya te� vik eder. Cesaretlendirir.” ve “Ö� retmenimiz co� rafya konular�n� anlat�rken 
çevremizdeki do� al mekanlardan örnekler verir.” ifadelerine cevap olarak erkek ve k�z 
ö� rencilerde “ço� u zaman” bulunmu�  olup erkek ve k�z ö� rencilerin görü� leri aras�nda 
anlaml� bir fark bulunamam�� t�r. “Ö� retmenimiz co� rafya konular�n� sadece anlat�r.” 
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ifadesine cevap olarak erkek ö� rencilerde “ço� u zaman” k�z ö� rencilerde “ara s�ra” 
bulundu� undan erkek ve k�z ö� rencilerin görü� leri aras�nda anlaml� bir fark olu� mu� tur. K�z 
ve erkek ö� rencilerin görü� leri aras�nda anlaml� bir fark�n olma nedeni; k�z ö� rencilerin, 
anlat�m metodunun yan�nda soru cevap yönteminin de kullan�ld�� �n� dü� ünmü�  
olabileceklerinden kaynaklanabilir. Elde edilen bulgulara göre dershanelerdeki co� rafya 
ö� retiminde yöntem ve teknik olarak ço� unlukla anlat�m ve soru cevap yönteminin 
kullan�ld�� �, soru cevap yönteminin ön plana ç�kar�lmas�yla ö� rencilerin görü� lerini ders 
içinde kolayl�kla ifade edebildi� i, konular�n çevredeki do� al unsurlarla ili� kilendirildi� i 
söylenebilir. 
 

Dershanelerdeki co� rafya ö� retiminde “Ö� retmenimiz s�n�ftaki tüm etkinliklere 
hakimdir. Hakim olmaya çal�� �r.” ifadesine cevap olarak erkek ve k�z ö� rencilerde “ço� u 
zaman” bulunmu� tur. Erkek ve k�z ö� rencilerin görü� leri aras�nda anlaml� bir fark yoktur. 
“Ö� retmenimiz rehber ve yol göstericidir. S�n�fta ders etkinliklerinin büyük bölümünü 
ö� renciler gerçekle� tirir.” ve “Ö� retmenimiz s�n�fta gruplar olu� turarak konular�n 
ara� t�r�lmas�n� ve s�n�fta tart�� �lmas�n� sa� lar.” ifadelerine cevap olarak erkek ve k�z 
ö� rencilerde “çok nadir” bulunmu�  ise de erkek ve k�z ö� rencilerin görü� leri aras�nda anlaml� 
bir fark vard�r. “Ö� retmenimiz uygun bir konu açarak ö� rencilerin aralar�nda tart�� mas�n� 
sa� lar.” ifadesine cevap olarak erkek ve k�z ö� rencilerde “ara s�ra” bulunmu�  ise de erkek ve 
k�z ö� rencilerin görü� leri aras�nda anlaml� bir fark vard�r. Buna göre; dershanelerdeki 
co� rafya ö� retiminde, ö� retim etkinliklerinin büyük bölümünün ö� retmen taraf�ndan yerine 
getirildi� i, ö� rencilerin dersin i� leni� inde aktif rol almad�� �, özellikle konular�n ö� rencilerce 
tart�� �lmas�n� sa� layacak bir ortam�n olu� turulmad�� � söylenebilir. Bu durumun nedeni belirli 
bir zaman içerisinde tüm co� rafya konular�n�n yeti� tirilme zorunlulu� u olabilir. 
 

Dershanelerdeki co� rafya ö� retiminde “Ö� retmenimiz bizi araziye, çal��ma ve gözlem 
amac�yla götürür.” ifadesine cevap olarak erkek ve k�z ö� rencilerde “hiçbir zaman” bulunmu�  
ise de erkek ve k�z ö� rencilerin görü� leri aras�nda anlaml� bir fark bulunmu� tur. Bu bak�mdan 
co� rafya konular�n�n gerçek süreçlerinin ö� rencilere yans�t�lmad�� �, teorik bilgilerin 
kazand�r�lmas�na önem verildi� i söylenebilir. 
 

Sonuç ve De� erlendirme 
 

Türkiye’de dershaneler günümüz s�nav sistemi nedeniyle örgün e� itimin ayr�lmaz bir 
parças� haline gelmi� tir. Ö� rencilerin dershanelere ba� lama süresi Üniversite s�nav�n�n çok 
öncesine dayanmaktad�r. Dershanelere ba� lama zaman� ilkö� retim birinci kademesine kadar 
dü�mektedir. 

 
 Dershanelerdeki co� rafya ö� retimi sadece ÖSS s�nav�na haz�rlanmaya yönelik olarak 
örgütlenmi� tir. 
 

Dershanelerdeki co� rafya ö� retiminde günümüz dünyas�ndaki e� itim bilimlerinde 
ortaya konulan modern ö� retim yöntemlerinin yeri oldukça azd�r. Derslerde s�nav süresi de 
dü�ünülerek konular s�k�� t�r�lm��  � ekilde yo� un olarak i� lenmekte, ö� rencilere a� �r� bilgi 
yüklemesi yap�lmaya çal�� �lmaktad�r. 
 

Dershanelerdeki co� rafya ö� retiminde ders i� lenirken en çok anlat�m ve soru-cevap 
yöntemi kullan�lmaktad�r. Co� rafya konular�n�n daha iyi kavranmas�n� sa� layacak i� birli � i, 
tart�� ma, gezi gözlem gibi metotlar�n kullan�lma s�kl�� � çak az ya da hiç yoktur. E� itim 
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ö� retim faaliyetinin sürdürülmesinde aktivitenin tamam�na yak�n� ö� retmen taraf�ndan 
gerçekle� tirilmektedir. 

 
Co� rafya derslerinde görsel ve i� itsel araçlara çok az yer verildi� i gözlenmi� tir. Tabii 

ve be� eri olaylar� olu� um, da� �l� �  ve kar� �l�kl� etkile� im ilkeleri �� �� �nda inceleyen co� rafya 
bilimi ya� am ile do� rudan ilgili hatta ya� am ile iç içedir. Gezi-gözlem faaliyetinin 
yap�lamad�� � dershanelerdeki co� rafya ö� retiminde, co� rafi olaylar�n ö� rencilerin zihninde 
daha da somutla�mas� ve kal�c� olmas� için görsel ve i� itsel araç ve gereçlere önem 
verilmelidir. 
 

Ö� retmenlerin derleri i� lerken ö� rencilerin ilgilerini çekmek için fazla bir çaba 
harcamad�klar� direk konuya girdikleri, dersi monotonluktan kurtaramad�klar� tespit 
edilmi� tir.  
  

Ders içinde aktif olan ö� rencilerin yeterince ödüllendirilmedi� i tespit edilmi� tir. 
Ö� rencilerin derslerde aktif olan ödüllendirilmesi, ö� rencilerin motivasyonlar�n� canl� tutacak 
ve derse kat�l�m�n� artt�racakt�r. 

De� erlendirmelerin tamam�na yak�n�, ÖSS s�nav�nda ç�kan soru tiplerine ba� l� olarak 
test tekni� i ile yap�lmaktad�r. Bu durum ö� rencilerin önlerine konulan seçenekler üzerinde 
dü�ünmelerini ve fikir yürütmelerini sa� lamakta, dü�üncelerini s�n�rlar� belirlenmi�  bir alanda 
tutmaya zorlamaktad�r. Bu yap� ö� rencilerdeki yarat�c� dü�ünceyi köreltmektedir. 
 

Ö� rencilerin ortaö� retimde okutulan derslere verdikleri önem, ÖSS s�nav�ndaki soru 
say�s� ve kazanmak istedikleri bölümlere sa� lad�klar� puan de� eriyle paraleldir. Bu yakla� �m 
co� rafya dersinin önemini azaltmakta, gerçek ya� am�n içinde ta� �d�� � de� eri, ö� rencilerin 
dü�üncelerinde bulamamaktad�r. 
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