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ABSTRACT

THE FUNCTIONS AND IMPLICATIONS OF EDUCATIONAL REFORM ON
SOCIOECONOMICALLY DISADVANTAGED STUDENTS

ERBERK, Elif
Ph.D., The Department of Educational Sciences, Educational Administration and
Planning
Supervisor: Prof. Dr. Yasar KONDAKCI

August 2023, 249 pages

The purpose of the study was to find out the implications of the 4+4+4 education
reform on socioeconomically disadvantaged students. The study was conducted with
a mixed-methods research design. Accordingly, schools were selected by the cluster
sampling method and 44.290 students were sample of the study. Next, 48
participants were selected through the criterion sampling method. Raw data
registered in the e-school system and a semi-structured interview form were utilized
in collecting the data. Descriptive analysis and content analysis were employed to

analyze the data.

Quantitative research findings revealed that the 4+4+4 reform has adversely affected
academic achievement in all levels of schools. Although the number of the students
increased after the reform, the distribution over years showed that the number of
students, particularly female students, decreased. In addition, the results indicated
that both first and second semester absenteeism, particularly those higher than 40

days, increased in all school levels after the reform. Qualitative research results



highlighted the perceptions of the internal and external stakeholders about the reform
in education system. Almost all participants asserted that the reform was sudden,
ideological and top-down. According to the teachers and school principals, the
4+4+4 reform negatively affected both students and the practitioners of the reform.
Besides, the reform particularly affected 1%, 5™, and 9" grade students. Furthermore,
the participants emphasized that socioeconomically disadvantaged students were
affected by the reforms much more due to inequality of opportunity in education.
Moreover, education is no longer a stepping stone to class mobility for

socioeconomically disadvantaged students.

Keywords: The 4+4+4 education reform, Conflict Theory, Equality of Opportunity
in Education, Social Justice Implementations, Socioeconomically Disadvantaged
Students.
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EGITIM REFORMUNUN SOSYOEKONOMIK ACIDAN DEZAVANTAJLI
OGRENCILER UZERINDEKI ISLEVLERI VE SONUCLARI

ERBERK, Elif
Doktora, Egitim Bilimleri, Egitim Y6netimi ve Planlamas1 Bolimii

Tez Yoneticisi: Prof. Dr. Yasar KONDAKCI

Agustos 2023, 249 sayfa

Caligmanin amaci, 4+4+4 egitim reformunun sosyo-ekonomik agidan dezavantajli
ogrenciler lizerindeki sonuclarini ortaya koymaktir. Caligsma karma yontem arastirma
deseni ile yiiriitiilmiistiir. Buna gore, okullar kiime 6rnekleme yontemi ile secilmis ve
ardindan 44.290 o6grenci calismanin Orneklemini olusturmustur. Daha sonra, 48
katilime1 6lgiit Oornekleme yontemi ile secilmis ve calismaya dahil edilmistir.
Verilerin toplanmasinda e-okul sisteminde kayitli ham veriler ve yar1 yapilandirilmig
gorlisme formu kullanilmistir. Verilerin analizinde ise betimsel analiz ve igerik

analizi kullanilmistir.

Nicel arastirma bulgular1, 4+4+4 egitim reformunun ilkokul, ortaokul ve lise olmak
tizere tlim egitim kademelerinde akademik basariyr olumsuz etkiledigini ortaya
koymustur. Reform sonrasinda 6grenci sayis1 artmis olsa da, yillara gére dagilim
incelendiginde, Ogrenci sayisinin, Ozellikle kiz Ogrenci sayisinin, azaldigini
goriilmiistiir. Ayrica sonuclar, reform sonrasinda ilkokul, oortaokul ve lise

kademelerinde hem birinci hem de ikinci donem 6grenci devamsizliginin arttigin
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gostermistir. Ozellikle 40 giinii asan devamsizliklarm reform éncesine gore iki veya
tic katina kadar ¢iktig1 goriilmiistiir. Nitel arastirma sonuglar1 ise egitim sistemindeki
i¢ ve dis paydaslarin reforma iliskin algilarini ortaya koymustur. Katilimcilarin
neredeyse tamami reformun ani, ideolojik ve tepeden inme bir reform oldugunu
belirtmistir. Ogretmenlere ve okul miidiirlerine gore 4+4+4 egitim reformu hem
ogrencileri hem de reformu okullarda hayata gegirecek olan 6gretmen ve miidiirleri
olumsuz etkilemistir. Ayrica, reform 6zellikle 1. sinif, 5. sinif ve 9. stnif 6grencilerini
etkilemistir. Bu siniflarda reformun olumsuz etkileri yogun bir sekilde hissedilmistir.
Ustelik katilimeilar, egitimde firsat esitsizligi nedeniyle sosyo-ekonomik agidan
dezavantajli 6grencilerin reformlardan ¢ok daha fazla etkilendigini vurgulamislardir.
Ayrica caligmanin sonuglart egitimin artik sosyo-ekonomik acgidan dezavantajh
ogrencilerin siif atlamalarina destek olan bir basamak gorevi gormedigini ortaya

koymustur.
Anahtar Kelimeler: 4+4+4 Egitim Reformu, Catismaci Kuram, Egitimde Firsat

Esitligi, Sosyal Adalet Uygulamalari, Sosyo-Ekonomik Agidan Dezavantajli

Ogrenciler.
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To the children who, against all odds,
have the courage to hope for their future...
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CHAPTER 1

INTRODUCTION

In this chapter, the background of this study is presented, the purpose of the study,
the study questions and the significance of the study are explained, and the

definitions of the terms related to the study are also given.

1.1. Background of the Study

Change is indispensable in educational institutions as it is in many organizations.
Educational institutions need to improve their organizational change management
capabilities. They should also develop their capacity to innovate, change and adapt
(Giles & Hargreaves, 2006). Changes in education should involve a planned process
(Hargreaves, 2005). However, many reforms in the Turkish education system are not
embraced and are considered a puzzle by education stakeholders because they are
implemented only by Ministry of National Education (MoNE) without a detailed
evaluation and without taking into consideration the stakeholders of education, and
then a new change is inevitable (Inal, 2012). As a matter of fact, the 4+4+4 education
reform, which was defined as a major change in the education system, was criticized
for being a top-down reform (Epgagan, 2014), and policy makers were blamed for
lack of preparation due to this reform being believed to be sudden and unprepared
(Akpinar et al., 2012).

With the 4+4+4 education reform, with the approval of the MoNE, the duration of
education was extended from 8 to 12 years and the transition from continuous to
discontinuous education was made. With this reform, fundamental changes were
made in the education system by MoNE in the 2012-2013 academic year and the
education system was reorganized from 5+3 to the 4+4+4 (MoNE, 2012). MoNE

1



(2012) cited the following reasons for this change: to follow the developments in the
world by extending the duration of compulsory education, to increase the schooling
rate, and to offer programs suitable for the interests and abilities of students at an
early age. Despite these reasons given by MoNE, some academics have stated that
this reform does not have positive features and is an ideological reform (Bedir, 2022;
Eroler, 2019). On the other hand, the reform was evaluated as a positive reform in
terms of creating diversity in the curriculum, providing equality of opportunity in
education for students, and helping students with vocational guidance for their skills
at an early age (Akpmar et al., 2012; Dogan et al., 2014; Ors et al., 2013). Some
researchers, on the other hand, stated that the 4+4+4 education reform encountered
many problems in the implementation process since there was no pilot

implementation in advance (Ding et al., 2014; Epgacan, 2014; Unal, 2013).

It is highlighted that the 4+4+4 education reform was a reform that required change
at all levels of education even in the first years of the reform (ERG, 2012). For
instance, the school starting age was changed to an earlier age and children who
started school at 60-66 months had difficulty adapting to school. In addition, 5%
graders transferred to secondary schools. The 5th grade issue is still an unsolved
problem despite years after the reform (Uluer, 2023). Being part of secondary school
was difficult for children who had not yet entered the concrete operational process to
comprehend secondary school lessons (Goktas, 2018). In addition, many teachers
working in primary schools became redundant due to the 5™ grade becoming a
secondary school. In high schools, the negative consequences of the unplanned
reform revealed infrastructure deficiencies and highlighted that schools were not

physically ready for 12-year compulsory education (Kayip, 2019).

In addition to criticizing the unplanned implementation of the 4+4+4 education
reform, many education stakeholders believe that it is revenge for February 28
memorandum (Noyan, 2019). [As a result of the February 28 memorandum, the
government was dissolved. The changes in Tirkiye during the period when the
decisions that went down in Turkish political history were implemented were not
only in the political sphere but also in the administrative, legal and social spheres.

These changes were called the postmodern coup (Tunahan, 2015)]. The reopening of

2



the middle school level of imam-hatip high schools, which were closed down at the
end of 1990s, and the inclusion of religion courses in the school curriculum as
elective courses led to the evaluation of this reform as an ideological reform (Giiven,
2012). There have been various large-scale and small-scale changes in the Turkish
Education System (TES). However, it is controversial whether these change
initiatives were brought about by a rational paradigm or ideological tendencies
(Zayim & Kondakegi, 2015). In this context, the 4+4+4 education reform, which
completely changed the education system and affected all stakeholders, is considered
a 'large-scale change' as defined by Fullan, and large-scale changes are defined as
conscious political and strategic initiatives (Fullan, 2000).

Although the 4+4+4 education reform, which reflects a political ideology, has led to
changes at different levels, it has not had a positive impact on the lives of
disadvantaged students (i.e. poor, girls) (Ozer, 2020). Especially in disadvantaged
regions (i.e. eastern and southeastern parts of Tiirkiye), classes that were already
crowded before the reform became even more crowded after the reform. In many
schools, the number of classrooms was insufficient, so inactive parts of the school
were converted into classrooms (Yilmaz, 2014). The school enrollment rate of
students was impeded by the inclusion of open secondary schools and open high
schools in the education system, and the expected goal of the reform was not
achieved. Dropouts increased in secondary and high schools, and children who left
formal education enrolled in open education programs. The reform failed to ensure
the schooling of girls and so gender-based inequalities increased. As can be seen, the
reform failed to ensure equality of opportunity in education; on the contrary, the
problems the created made the situation of disadvantaged students worse (Ozbas,
2018). Therefore, the 4+4+4 education reform was not well planned, was not piloted,

and remained a reform having with many shortcomings (Inal, 2012).

1.2. Purpose of the Study

The situation of disadvantaged groups at schools is a challenge in the system of
education. Being disadvantaged is mostly due to poverty, and therefore as the poor

population rises, the disadvantaged student population also increases accordingly.
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When the needs of the students coming from lower-classes are not met, it will create
greater educational problems characterized by lower quality and more conflict
(Levin, 1988). As a consequence, it is possible that educational inequalities would
lead to bigger problem and affect the system of education adversely in the future. In
order to deal with these problems, the state has made various reforms in different
periods. The 4+4+4 education reform that came into force in the 2012-13 academic

year is one of them.

The state is aware that it could not succeed at creating social justice in the system of
education if it does not provide equality of opportunity in education (Ayata, 2018).
On the other hand, the 4+4+4 education reform, which brings various regulations in
terms of equal opportunities, also includes educational inequalities such as the
dwindling of formal education to 4 years. In other words, educational inequalities
have a new dimension after this reform (Giliven, 2012). In this regard, this
dissertation focuses on getting evidence on the argument that educational reforms
fail to alleviate social injustices and the situation of disadvantaged groups. In this
dissertation I argue that the so called 4+4+4 education reform in Tiirkiye has
perpetuated inequalities in education. This is an unaddressed issue in TES. Given the
impact of the 4+4+4 education reform on education, the current study aims to
examine the 4+4+4 education reform in terms of socioeconomically disadvantaged
students and to determine the functions and implications of this reform on
disadvantaged students. In line with this purpose, the following research questions
were attempted to be answered:

1. What are the functions and implications of education reform on
disadvantaged students in terms of academic achievement?

2. What are the functions and implications of education reform on
disadvantaged students in terms of gender?

3. What are the functions and implications of education reform on
disadvantaged students in terms of absenteeism?

4. How do teachers, school principals, and academics perceive the 4+4+4

education reform?



5. What are the experiences / observations of teachers, school principals, and
academics regarding the 4+4+4 education reform?

6. What are the implications of the 4+4+4 education reform on disadvantaged
students from the teachers, school principals, and academicians’ point of

view?

1.3. Significance of the Study

This study has a different perspective from previous studies on the 4+4+4 education
reform. The study stresses the importance of education and educational reforms for
disadvantaged students. The reform was theoretically analyzed within the framework
of sociological theories in education, especially functionalist and conflict theories,
and the results of the study were evaluated from the perspective of conflict theory,
which emphasizes socioeconomic inequalities. As this study examines the
consequences of the reform on disadvantaged students, the use of theories of
inequality in education has enriched the study. In addition, since this study is a
longitudinal study that analyzes change over time and allows reliable inferences to be
made (Cohen et al., 2007), it has revealed the situation before and after the reform

and in this sense, it has made an important contribution to the literature.

When we look at the objectives of the 4+4+4 education reform, it is seen that
although not all objectives of the reform directly include disadvantaged students,
they indirectly include outcomes related to disadvantaged students. Although there
are studies explaining this issue in the literature, it is observed that the issue is
generally examined in a single dimension and with a single method. In this sense,
this study, in which explanatory mixed method design was used, is important in
terms of methodology. In line with the nature of the explanatory sequential design,
this study first used a quantitative method with a significant data set to reveal the
results of the 4+4+4 education reform. The data used at this stage were examined in
terms of variables such as academic achievement, gender and absenteeism at all
levels of K12 students in socioeconomically disadvantaged schools, and the same

variables were analyzed by comparing the data before and after the reform. This was



followed by a qualitative study that examined the situation of disadvantaged students
in depth. Therefore, as Fullan (2004) emphasized in the process of change in
education, the possible reasons for the quantitative findings were supported by
interviews to see the big picture in the education system. As far as is known, there
are either extremely few or no studies that are as detailed and longitudinal in the
literature. In this regard, it might be argued that this work closes a knowledge gap

and clarifies a controversial subject.

Furthermore, the qualitative findings of this study revealed that the views of reform
implementers are as important as those of policymakers in the centralized Turkish
education system (Celik, 2004). Since reform initiatives have a positive impact on
policy when reforms are need-oriented, it is important to involve informed
stakeholders before reforms are introduced. This also makes it easier to implement
reforms. Therefore, as underlined by Lingard et al., (2017), Tefera (1999), and
Zimmerman (2006), this study revealed the damages that top-down reforms can
cause to the education system and provided important information on how to avoid
many drawbacks that can be encountered when the views of educational stakeholders

are taken into consideration.

Moreover, in the qualitative part of this study, the participants were selected
according to predetermined criteria and those who had been in office for at least 4
years before the reform were selected in order to better evaluate before and after the
reform. In addition, teachers working at all levels were included in the study both
with the support of the literature (Giir & Aykurtlu, 2021; Kirmiz1 & Yurdakal, 2016;
Yardibi, 2017) and as a result of the decision taken in consultation with internal
stakeholders consisting of teachers and school principals. In order to better reveal the
results of the reform, teachers working in the 1%, 5" and 9" grades, that were
considered to be most affected by the reform in the first years of the reform, were
preferred. This selectivity and inclusiveness increase the importance of the study.

Therefore, the study was shaped by the views of those who practiced the reform.

Last but not least, the views of academics, which are quite limited in the literature,

were also included in the study, and the study revealed how a reform implemented in
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K12 was perceived from the perspective of higher education. When evaluated in this
framework, it can be said that the study makes an important contribution to the

literature.

1.4. Definition of the Terms

Change: Change is defined as all developments and changes within the process.

Change involves alterations to all or part of the current situation.

Reform: Reform also involves processes of change and innovation. In addition,
reform entails the elimination of the negative results previously achieved after the

corrections were made and the improvement of the phenomenon to better conditions.

Socioeconomically disadvantaged students: Education, employment, and income
levels are all impacted by socioeconomic circumstances. Socioeconomically
disadvantaged students are, by definition, students with lower income and

educational levels.



CHAPTER 2

REVIEW OF THE LITERATURE

2.1. Change and Reform

The 21 century is an era of rapid change. Information and technology in particular
have been important social forces shaping society in different aspects. Organizations
are not exempt from the influence of external forces of change. Because of the rapid
pace of change, it is very difficult for organizations to hope that the same structures
and functions will help them survive in long term (Hage & Powers, 1992). As Kotter
and Schlesinger (1989) point out, organizations have to change in order to survive,
because they cannot survive without change. For this reason, the internal and
external environments try to help organizations to embrace change as the key

dynamics of the change process (Fagenson-Eland et al., 2004).

The most certain reality of the 21st century is uncertainty, and this uncertainty
increasingly necessitates change in various disciplines, including infrastructure,
research, technology, environment, health, medicine, education and business
(Huffington et al., 1997). In addition, Heraclitus' quote "The only constant in life is
change" emphasizes how inevitable change is. Therefore, it is very important to keep
up with change because competitive organizations are strategically moving forward
and organizations that resist change or cannot keep up with the pace of change in a
rapidly changing world face the danger of extinction over time (Mathews, 2006). In
other words, in the modern world, organizations can survive and grow by constantly

adapting to changing conditions.

Organizational change, like change, needs a process. Burke (2002) defines

organizational change as making significant adjustments to existing methods,
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substantially changing all methods used, reorganizing the structure of the
organization for decision-making and accountability processes, and creating a new
vision for organizational members. Herold and Fedor (2008) also describe
organizational change as changes to existing business practices and approaches that

affect the entire organization.

Approaches to change in an organization may differ depending on the type of
change. Organizations generally encounter two types of changes that affect their
approach throughout the process. These are first order changes (evolutionary
changes) and second order changes (revolutionary changes) (Del Val & Fuentes,
2003). The first type of change is small, not easily noticed and easier to implement.
In contrast, the second type of change is transformational and strategic. These
revolutionary changes have the potential to have far-reaching effects on much wider
audiences and the consequences can be much greater. This type of change is referred
to as reform (Del Val & Fuentes, 2003). Tushman and Romaneli (1985) define
changes in a different way. According to them, they are incremental and radical
changes and there are some differences between these two types of change. Unlike
radical change, which is substantially different and aims to fundamentally change the
organization's processes, systems, strategies and structures, incremental change
focuses on improving the organization's harmony with its environment (as cited in
Newman & Nollen, 1998). For this reason, incremental changes are more easily
accepted in organizations, while radical changes may cause reactions from
individuals working in the organization and resistance to change. Thus, no radical
change is painless (Plowman et al., 2007)

Figure 1 below illustrated factors including both the forces for change and the
resistance to change. It reflects the pressures and obstacles found in an organizational
environment. To comprehend resistance to change better, Kurt Lewin created the
idea of Force-field analysis. According to Lewin, a level of behavior within an
organization is a dynamic balance of forces moving in opposite directions rather than
a static tradition. Furthermore, he argued that it was crucial for forces to remain in a
state of equilibrium, and that each change should be evaluated in respect to driving

forces or resisting forces.



Current Desired

condition condition

Forces for Change Resistance to Change
- Accountability -Interference with need
-Changing demographics fulfillment
-Staffing shortages -Fear of the unknown
Technological  changes -Threats to power and
and knowledge explosion ‘ - influence
-Processes and people Knowledge and skill

obsolescence
-Organizational structure
-Limited resources
-Collective bargaining
agreements

Driving Forces

Equilibrium Resisting Forces

Figure 1. Forces for Change and Resistance to Change
(Adapted from Lunenburg & Ornstein, 2012).

First, when driving forces are noticed, it can be mentioned that they cover
“accountability, changing demographics, staffing shortages, technological changes
and knowledge explosion, as well as processes and people”. These are forces for
change. The second category is resisting forces. They include “interference with
need fulfillment, fear of the unknown, threats to power and influence, knowledge and
skill obsolescence, organizational structure, limited resources, collective bargaining

agreements” and these are resistance to change (Lunenburg & Ornstein, 2012).

Lewin (1947) asserts that if the forces are increased in both sets simultaneously, the
chaos might occur in the organization. In other words, while “technological changes
and knowledge explosion” increases, ‘“knowledge and skill obsolescence” also

escalates at the same time, it may lead to turmoil affecting the whole organization. It
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is expected that while technological developments increase, lack of skill decrease.
Hence, there could be a balance between the forces. To put it another way, lessening
one set of forces might also minimize the level of tension, and thus resistance to

change may be decline.

According to Cadwell and Gould (1992), it is crucial to develop vision, improve
leadership strategies, cultivate trust, enhance communication, create an effective
team for change, and develop a model for change in order to remove the barriers and
resistance to change in organizations and subsequently provide a more effective
organizational change (as cited in Coban et al.,, 2019). And Lewin's three-step
management model is helpful for the organizations in overcoming resistance and
obstacles. Lewin discussed the significance of planned change in this paradigm and
emphasized that there are three steps to change: unfreezing, moving, and refreezing
(as cited in Lunenburg & Ornstein, 2012).

Unfreezing is the first step of Lewin's change model. At this stage, the organization
should remove its current status quo and be ready to change. Additionally, resistance
to change should be prevented at this stage (Burnes, 2004). Hatch (1997) also
underlined that discontent with the current situation can facilitate the unfreezing step.
The second step, moving, is the stage where the change is put into practice. At this
stage, through the management the organization's objectives, internal structure, and if
necessary, personnel are changed (Schermerhorn, 1989). Additionally, new values
are substituted for existing ones (Cameron & Green, 2015). In the refreezing step,
that is the final stage, the organization accepts change and the change is internalized
by the individuals in the organization (Styhre, 2002). In other words, at this stage,
change practices in the organization are institutionalized anymore (Lawler & Silitoe,
2010).

Burnes (2004) asserts that each stage of the change process has its own significance
when examining Lewins' change model. According to him, it is crucial to instill in
people a sense of confidence in change during the unfreezing step, to keep them

motivated during the moving step, and to encourage them to adopt values that will
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make it easier for them to adjust to the new system during the refreezing step.
Parallel to this view, Robins (2003) underlined the significance of fusing new values

into the organization's core values during the refreezing step.

Lewin also highlights individuals are more likely to accept planned changes that they
are aware of. In addition to that, Daft (1991) underlines that when people are a part
of the plan, they accept change and do not perceive it as a threat. For instance,
similar reactions to change can be observed in schools when educational institutions
are considered organizations. Typically, teachers and school administrators, who are
the ones who implement changes in schools, are unsettled and reluctant to change
due to the sudden introduction of changes and their top-down implementation in
TES. This can be attributed to either the failure of past reform initiatives (Savas-
Yalgin, 2022) or a lack of hope for reform in the future (Segiovanni, 1994). As
Brooks (2006) states, reforms have a dark side as well as a hopeful aspect. In the
multi-purpose change process that takes place in the dark side of education, it is seen
that there are factors that create resistance to change as a result of forced changes in

educational organizations, just like in other organizations.

2.1.1. Educational Change and Reform in TES

Organizations may find themselves under the influence of change due to external
pressures, whether they feel ready for change or not. In other words, the constant
occurrence of new developments in the economy, political and social order, cultural
life and technology brings about change in many areas (Garvin, 1993). Such a pace
of change also forces the education system to change and thus causes educational
organizations to change. Because education is one of the most sensitive systems to
social changes (Ryder, 1985).

In other words, it can be argued that the changes in social life with globalization have
forced education to change as a result of the developments in the 21% century. As a
result of this situation, countries have designed various policies to change their
education systems (Ozdemir, 2011). As Ball (2012) and Muricho and Chang'ach

(2013) point out, education policy always deals with change and reform and is
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concerned with doing things differently. This shows how closely related policy and
education are (Capano, 2011).

When the development process of education is examined, it is seen that although the
industrial age education model was used for a period, it was replaced over time by
the information society education model. Thus, as a result of the impact of
postmodernism on TES, the lesson in the classroom has turned into personal
research, passive listening into apprenticeship, individual work into teamwork, an
omniscient teacher into a mentor teacher, unchanging curriculum into a rapidly
changing curriculum, homogeneity into diversity. In other words, there have been
changes in knowledge, learning-teaching methods and, most importantly, in the

definition of the educated individual (Diindar & Hesapgioglu, 2011).

When the educational reforms implemented in TES are examined, it is seen that
many changes and reforms that fundamentally affect the education system have been
implemented by the Ministry of National Education (Giirol et al., 2015). 8-year
compulsory education, constructivist education approach, 12-year compulsory
education and 4+4+4 education reform can be considered the most remarkable ones
among the practices affected by these policies (Gliner et al., 2014). In light of this
information, it can be said that efforts to improve education in Tirkiye are
disorganized and mostly do not affect the fundamentals of education. Although many
superficial changes have been made in the past, most of them have not had the
desired lasting impact. While the basic systems in TES have mostly remained
unchanged, there have been fragmented arrangements, often politically motivated
(Aksit, 2007).

It is difficult to ensure the successful implementation of educational reforms created
by the Ministry of National Education in schools and this difficult task is carried out
by school principals. In other words, school administrators, who assume the
responsibility of educational leadership (Vasilescu, 2012), are very important in the
implementation of reforms in schools (Goodlad, 1970). Teachers, on the other hand,

play a crucial role in the implementation of reforms because their attitudes towards
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change are critical to the proper development of change. However, change practices
in schools often ignore teachers, who are the main components of the change
movement (Kondake et al., 2017).

Post-modernism has had an impact on TES, changing the roles of educators,
students, and school administrators. This new approach envisioned that the teacher
would turn into a mentor, the student would turn into a learner, and the school
principal would turn into a leader but unfortunately, this change is not visible in TES
(Hesapcioglu, 2010). Change is a process that takes time and continues in a
particular pattern, but it is difficult to conclude that the change plans conducted in
this way in TES. The top-down adjustments can be cited as one of the chief reasons
of this. Successful educational leaders, however, do not impose rigid and top-down
bureaucratic rules on teachers but instead seeking to break down barriers, maintain
collaboration, and support team performance in the schools in which they work
(Celik, 2010; Middlewood & Bush, 2014).

On the other hand, top-down approaches and high-level bureaucracy make it
impossible for centralized educational institutions to successfully implement reforms
because the government, specifically the Ministry of National Education, controls the
changes and reform practices through top-down approaches (Kondakci et al., 2019).
This is a critical problem for the change process because there is no magic bullet that
will solve all of the issues on its own. This is an unrealistic expectation (McLaughlin,
2008).

It can be argued that when the education system from the past to the present is
examined and the reforms carried out are taken into consideration, it is seen that the
expectations from education have changed over time. Moreover, it is obvious that
Turkish educational system undergoes periodic changes. Accordingly, there have

been large-scale changes affecting TES deeply throughout history.

According to Kondakci et al. (2019), educational reform movements in Tiirkiye can

be classified into four periods due to the alignment between political and educational
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improvements. The first period includes the time following the proclamation of the
republic. During this time, building the foundation for the new educational system
was the main objective. The second period embraces the years from 1946 to 1980.
Coups, political turbulence, and different ideologies-related issues were the key
causes behind the movements in this period. The third period, from 1980 to 2002, is
distinguished by the expansion of neo-liberal educational policies. The last period
covers the years from 2002 to the present and includes various education reforms
such as constructivist approach, 8-year compulsory education and 12-year
compulsory education (4+4+4 education reform). Education reforms have had
different functions in different periods, but government policies have directly or
indirectly addressed the issue of (in)equality of opportunity through reforms. The
concept of equal opportunity, which has an important role in education, was
explained in detail in the next section, and in the following sections, the 4+4+4
education reform and its effects were analyzed within the framework of equal

opportunity for disadvantaged students.

2.2. Equality of Opportunity in Education and Disadvantaged Students

Equality of opportunity is an important issue in worldwide and the results are quite
striking. Because the idea that equality of opportunity in education is an important
force that will ensure social justice is generally accepted in society. For this reason,
regulations to ensure equality of opportunity in education (EOE) are protected not
only by laws and regulations but also by special agreements (Demirkasimoglu,
2012). With the concept of equality of opportunity, which is closely related to all
segments of the society, individuals are given the opportunity to gain their status in
society by providing equal opportunities to individuals through education (Evans,
1990; Marshall & Bootomore, 2001; Saglam, 2020; Srivastava, 2017). On the other
hand, education can lead to the reproduction of existing inequalities (Bourdieu, 1998;
Hamnett & Butler, 2011; Schrijer, 2020; Simsek, 2023) and even make inequalities
under the name of equal opportunities (Anderson, 2007; Blossfeld & Shavit, 2010;
Skopek et al., 2019).
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Educational inequalities in society are the result of events and phenomena involving
differences in society. Although eliminating inequalities completely is considered an
unrealizable goal, it is possible and important to understand the facts and events that
are the source of inequalities (Hesapgioglu & Diindar, 2011). In addition, since the
concept of inequality arises when practices related to equality are neglected, the
underlying causes of inequality can be understood more easily when the concepts of

equality and inequality are considered together (Kose & Geng, 2021)

Equality of opportunity is defined as the fair distribution of resources and positions
and the need for individuals to compete on equal terms, regardless of their social
position (Arneson, 2009). In modern societies, this responsibility has been assigned
to schools (Oakes, 1986). Equality of opportunity in education refers ensuring that all
children have access to education that enables them to overcome the barriers that
they may often face in social groups and to be at least equal to children who are not
disadvantaged (Nash, 2004).

According to Burrup, Brimley and Garfield (1966), equity and equality are not
synonymous concepts. Equality is a concept related to equality of opportunity and
within this framework, all children are given equal opportunities to be productive, to
succeed in human relations and to gain social responsibility through education.
Equality also entails allocating equal resources to each student. The second type of
equality is equality of opportunity, but here equality in conditions has emerged
because individuals who are not equal at the beginning of the race may be
disadvantaged in the race. In this case, it is necessary to start the race from the same
point and with relative barriers intervened. This requirement gave rise to the last type

of equality: equality of outcomes.

Kurul (2012) defines the most radical type of equality, equality of outcomes, as
achieving equality of outcomes through the use of political instruments regardless of
the starting point of the race or the natural ability of the individual. It also aims to
eliminate inequalities in conditions to ensure equality in outcomes in favor of
disadvantaged groups in society such as low-income groups, women, children, ethnic

minorities.
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When the legal basis of EOE in Tiirkiye and the world is examined, it is seen that the
right to education in Tiirkiye was granted to all citizens as a right to be enjoyed by all
citizens with the proclamation of the Republic. According to Article 69 of the 1924
Constitution, all kinds of individual, group and class privileges were abolished, and
according to Article 87, it was accepted that primary education was compulsory for
all students, men and women. Furthermore, Article 50 of the 1961 Constitution
recognizes the primary duty of the state to meet the educational needs of the people.
The same article mentions that the state will help successful students who do not
have the financial means to get an education by providing them with scholarships. In
the 1982 Constitution, it is underlined that no one can be deprived of education
(Topses, 2020). When equality is examined in the international arena, it is seen that
the Universal Declaration of Human Rights was approved to ensure equality in
society and was accepted as universal standards for all peoples. According to the
United Nations Declaration of Human Rights, education is free of charge and
primary education is compulsory (Calik, 2015). Furthermore, Article 28 of the
Declaration of the Rights of the Child underlines that primary education is free of
charge and is a right and obligation to be enjoyed by all children without
discrimination (Kurt, 2016). As can be understood from these declarations and the
articles in the Constitution, no one can be deprived of the right to education. The
state is responsible for ensuring the right to education and therefore those who lack

financial means should be supported by the state when necessary.

EOE initiatives in Turkish society made through education in past. One of them was
the provision of social mobility through education. In other words, education was an
important tool of social mobility in Tirkiye. In fact, children from lower-class
families should provide the possibility of moving to upper-classes through education
(Jackson, Goldthorpe & Mills, 2005; Rothstein, 2013). Educational institutions
actually have the task of preparing all members of society for professions in line with
their abilities. In this context, education should be considered a key role within the
framework of this mission, as it carries the mission of organizing individual and
community life and preparing its future (Bowlby, 2015; Collins, 1971; Dougherty,

1988). Although education has this mission, it has not seemed possible for
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disadvantaged groups to achieve mobility through education within the scope of

equality of opportunity anymore in TES (Kii¢likdag, Kaya & Avci, 2023).

Schools, where education is transferred, are considered institutions where culture,
capital and labor are reproduced. Therefore, failure to provide equal opportunities
can be seen as a failure of schools. Gatto (2019), on the other hand, argued that
schools have been successfully fulfilling what is expected of them since their
inception. The task assigned to schools by the state is to educate and supervise
students. Thus, in fulfilling this responsibility, schools educate students by
differentiating them in the desired direction in line with the expectations of the state
(Baker, 2018). Helvetus also claimed that all human beings are created equal, but

what differentiates them is education (as cited in Durkheim, 1956).

When the concept of equality is considered one person having the same rights and
freedoms as others, it raises a question mark in people's minds about whether it is
possible to implement such equality in all segments of society. There are many
individuals in society and these individuals differ in terms of race, gender and social
status. Perceiving and eliminating such intense diversity as inequality and making
individuals equal with each other reflects a difficult process and questions the

possibility of equality (Dogan, 2011).

Coleman is an important person when it comes to equality of opportunity, because he
was the first to conduct studies on EOE. In the report Coleman wrote when he
completed his study, he emphasized the importance of the socioeconomic class of the
child's family and the time in which the child lives in order to understand the concept
of equal opportunity. In this report, Coleman (1966) emphasized that all factors
outside the school should be kept under control in order to ensure EOE, otherwise it
is not possible to talk about equal opportunities. Simgek (2018) also highlights that it
IS not correct to present only education as an opportunity because there is an
expression that blames the child under this expression. According to him, presenting
education as an opportunity to children from deprived families actually means that if

these children work hard, they can become wealthy, and if they are not successful or
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rich, they do not work hard enough or are lazy. However, disadvantaged individuals
in the education system are less likely to become someone like Bill Gates or Steve
Jobs than they are to win a jackpot in the national lottery. Apple (2006) sees the
reason for this situation as practices that reproduce inequality in schools. He also
states that the gap between the "haves and have-nots" is widening for disadvantaged
students due to inequality that cannot be avoided. Similarly, Bottomore (1997)
argues that differences due to economic inequality make visible the differences in

educational outcomes.

The obvious source of equality or inequality is the social structure. In society, there
are structures to which people belong and these structures include a certain
hierarchical order. This classification provides a typical example of social inequality.
Rawls (2000) also refers to the concept of social justice in the context of equality and
focuses on the equitable distribution of income and resources to reduce class
inequalities. Another striking statement Rawls emphasizes is that inequality is
produced by unjust practices that benefit a certain group of people but do not benefit

everyone.

Popper (2006) thinks that everyone in society should cooperate to eliminate the
inequalities produced. According to Popper, the problem of equality is considered a
social problem and when this problem is evaluated within the scope of education, he
argues that inequality can be solved through social solidarity. Scholarships given to
school-age children and assistance given to their families are seen as important steps
in ensuring equality of opportunity (Schleicher, 2009). In Tiirkiye, attempts have
been made to increase the budget to ensure equality of opportunity, but despite this
increase, the demands and expectations for education have not been met at the

desired level.

In a report published by the World Bank (2010), it was revealed that educational
inequalities in Tirkiye visibly exist, that these inequalities cannot be eliminated and
that they are passed on from generation to generation. This situation reveals that the

budget resources allocated to education are not enough to eliminate the existing

19



inequalities (Inan & Demir, 2018; Yildirim, 2020). The budget allocated to education
Is important in terms of equality of opportunity. In addition, issues such as the
socioeconomic status of the family, the characteristics of the region, student
characteristics, and student achievement are among other important issues discussed
in the context of equal (in)opportunity (Gamoran & Long, 2007). Despite various
methods tried, the problem of inequality of opportunity has persisted and this
situation has maintained its place in the list of unsolvable problems of the Turkish

education system (Sozer, 2019).

As can be seen, the issue of equal opportunity is much debated and difficult to reach
a consensus on and often focuses on issues such as race and social class. In Tirkiye,
as in most developing countries, the issue of equal opportunities in education is on
the agenda. However, Meyer (2016) argues that it would be much more meaningful
if the focus on equality of opportunity is broadened to include issues such as

democratic equality and improving living conditions for disadvantaged groups.

2.2.1. The Factors Hindering Equality of Opportunity in Education in Tiirkiye

In order to ensure equality of opportunity in education, it is seen as a fundamental
need to increase the quality of education, especially access, and reduce the
achievement level differences between regions and school types (Wiseman, 2010).
While examining the issue of equality of opportunity in education, it is known that
inputs such as teaching methods, learning environments, and the quality of education
used in the education process play an important role in the emergence of equality and
inequality in the education system (Hutmacher et al., 2001; O'Day & Smith, 2016;
Kose & Geng, 2021; Rossmiller, 1987; Scheerens, 1990).

Although the phenomenon of equal opportunity in education is advocated and made
a state policy, unfortunately, obstacles arise in the implementation of equal
opportunity (Kolluri, 2018; Pet6 & Manners, 2006; Roemer & Trannoy, 2015).
When the factors affecting inequality of opportunity in education are examined, it is

seen that the most common factors in the literature are economic factors,
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geographical factors and social factors (Aina et al., 2022; Considine & Zappala,
2002; Palamuleni, 2013).

2.2.1.1. Economic Factors

One of the most important factors preventing equality of opportunity in education,
which was also addressed in this dissertation, is economic factors. Socioeconomic
factors can be explained by family income, occupation and the economic power of
the state. The existence of economic opportunities facilitates access to educational
resources (Andrew & Orodho, 2014; Becker & Chiswick, 1966; Early et al., 2020;
Kumar, 2016; Nam & Huang, 2009; Zuma, 2020).

The economic status of the family prevents the child from benefiting from
educational opportunities. Because the economic income of the family is an
important determinant in making educational decisions (Tabak, 2020). Generally, in
families with low-income levels, the opportunities for children's education remain
limited. Therefore, the income of the family also affects the quality of education the
child will receive. While the children of wealthy families with good income have the
opportunity to receive a higher quality education, the education period of these
children is shorter because families at lower income levels cannot allocate enough
budget for their children's education due to financial deprivation, and therefore
school dropout is inevitable for them (Abuya et al., 2013; Tayli, 2008). However,
school attendance is of great importance for disadvantaged groups. The state needs to
develop policies to ensure equality of opportunity in this regard and to reduce the

situations that work against the disadvantaged (Geyik, 2020).

Apart from the economic status of the family, there are also studies showing that
there is a positive relationship between the education level and occupation of the
parents and the education offered to the child. Accordingly, as the level of education
of parents increases, the quality of education received by children also increases.
Generally, workers in blue-collar jobs are not able to get an education themselves

and their financial situation is not sufficient for their children to get an advanced
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education, so their children prefer to take a shortcut to business life. Schools do not
offer equal opportunities for children from lower-class families and disadvantaged

children do not benefit from education (Hackman, 2011.

Moreover, children whose expenses cannot be covered by their families cannot
access quality education and they are forced to offer a similar life to their own
children because of their incomplete education (McLanahan & Sandefur, 2009). The
child of a worker remains a worker, lives at a lower socioeconomic income level and
cannot move to the upper-class at any point in his/her life. Their children go through
a similar process and thus the state reproduces inequalities through education
(Tezcan, 1993). In other words, it can be said that the class cycle is passed down

from father to child, causing income inequalities to become chronic (Kalkan, 2014).

As a corollary, it is well known that education is no longer a right benefiting all
classes of people. Education is generally accessible to those with better economic
power, and education creates an opportunity for children from wealthy families. The
fact that the state does not allocate enough budget for education, that quality
education is not provided in schools, that private schools have better facilities than
public schools and that only children from affluent families benefit from education
has made education no longer a right that everyone can benefit from. The results of
exams such as PISA and TIMMS confirm these findings (Gtiner et al., 2014).

On the other hand, ensuring equality of opportunity in education is among the
obligations of the state. The state should provide every individual with the right to
receive education (Linder & Schwab, 2020; Singh, 2014; Yal¢in & Kosar 2023). The
state should support disadvantaged children in the education system and monitor
them in the subsequent process (Cebe, 2020; Mosley & Chen, 1984; Rymph, 2017).
However, unfortunately, the needs of disadvantaged children are not met, these
children are left to their own devices and after a while they are thrown out of the

education system (Mejer, 2004; Osgood, Foster & Courtney, 2010).

Stiglitz (1994) prefers to explain the economic factors affecting the concept of

equality within the framework of the economic power of the state and he explains
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this in two dimensions. On the one hand, there are those who believe that the state
should provide equal assistance to individuals in education expenditures, and on the
other hand, there are those who believe that this would be an unfair distribution and
that the state should compensate for the gap. In other words, when the state provides
equal amounts of aid to those with high purchasing power and those without
purchasing power, the one with high purchasing power will still be ahead of the
other. In this case, the existing inequality will continue (Boston, 2013; Chambers,
2006; Saglam, 2020).

The state, for example, distributes textbooks free of charge in schools, but it does so
for everyone. In other words, the state distributes books both to children from
prosperous families and to children from deprived families. This does not ensure a
fair distribution. When free books are distributed only to children from lower
socioeconomic class families, the book fees collected from other families can be
used as additional resources for the children of deprived families, or the state can
invest all its support in public schools instead of supporting private schools. This is
an example of a more equal distribution (Alpaslan & Kartal, 2020; Bayrakdar &
Karadag, 2016; Jencks, 1988). In other words, providing more aid to disadvantaged

students may be a more effective method to reduce inequality.

2.2.1.2. Geographical Factors

Within the scope of equal opportunity in education, geographical factors include
settlement and regional differences (Atag, 2019). Geographical differences prevent
students from benefiting from education equally (Boyd et al., 2005). A region where
school is easily accessible is completely different from a region where school is not
accessible or where access to school is provided through transportation (Barca et al.,
2012).

First of all, when the differences in terms of settlement are examined, settlements can
be evaluated as far and close to the school. The opportunities offered by these two
residential areas differ. Today, people prefer to live in central areas more than in the

past. It is known that access to education in central areas is much easier than in
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villages or small settlements. Looking at school enrollment rates, the number of
students attending school is higher in large settlements or more developed regions,
while absenteeism may be higher in small settlements or undeveloped eastern
regions (Burger, 2011; Shaturaev & Bekimbetova, 2021). On the other hand, living
conditions in developed regions can be much more difficult than in undeveloped
regions. Nevertheless, considering that opportunities such as education and health are
more available in densely populated areas, it is possible to say that living in a
developed region offers more opportunities to the individual (Cattaneo et al., 2022;
Pateman, 2011).

People living in small areas are deprived in many ways compared to those living in
and close to urban centers. In villages, where access to schooling is difficult, the
number of educationally deprived children is much higher (Awan et al., 2008; Kazu,
2019; Yu, 2013). Since most small settlements do not have middle and high schools,
children here stay in boarding schools (Ceylan & Under, 2022; Kurt & Sezek, 2018).
Or, another alternative for accessing education is to use transportation (Cetinkaya &
Uziimeii, 2021; Simsek & Biiyiikkidik, 2017; Yildirrm & 1yibas, 2017). Since it is
more difficult to access post-primary education in small areas, girls' school
attendance is more difficult than boys' (Ferreira & Gignoux, 2010). In small rural
schools where there is a shortage of teachers, education is not offered to students in
the same way as in urban centers or provinces and districts. In rural schools, where
there is often a lack of materials, it is very difficult to talk about equal opportunity in
education (Sullivan et al., 2013; Yilmaz & Altinkurt, 2011).

In addition, in underdeveloped regions, low-income families and their children
having to work can also have a negative impact on children's absenteeism or
dropping out of school. For all these reasons, access to education is not easy
disadvantaged children in small neighborhoods or in regions. Particularly eastern
regions that are deprived in many respects, are kept away from education, and their
absenteeism rates increase, moreover, these children drop out of school completely
(Punch, 2004).
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Since the problem of seasonal child labor is one that increases according to the
region, it is deemed appropriate to explain this problem under the heading of regional
factors. Considering the seasonal workers included in the education system, it is
possible to say that these children cannot benefit from education like other children.
Since seasonal worker children migrate with their families for short periods of time,
they are disconnected from school in certain periods of their education. This situation
causes irreparable learning deficiencies in these children (Avci, 2023). This necessity
to work, which starts at an early age, can continue in higher education and cause
disadvantaged students to remain disadvantaged throughout their lives (Tabak,
2019). When developed and undeveloped regions are compared, the opportunities in
these two places are not equal. In this respect, it can be said that inequality of
opportunity occurs to the detriment of those living in undeveloped regions
(Chakanika et al., 2012).

When regional differences are observed, it is known that inequalities in education are
particularly intense in Eastern Anatolia and Southeastern Anatolia. It can be said that
education services are more inadequate in Eastern Anatolia. Education in this region
is problematic in many ways. For example, schooling rates are quite low in this
region. Children are disadvantaged in accessing education (Cabuk, 2003; Giirel &
Kartal, 2015). Disadvantaged students who cannot attend school fail high school
entrance exams and university exams. This situation causes inequality of opportunity
between regions (Segkin, 2015; Ozcan et al., 2018). At the same time, PISA results
show that especially in Eastern Anatolia and Southeastern Anatolia regions, students'
reading, science and mathematics skills are low, and this is due to the lack of quality
and quantity in education in these regions (Celen et al., 2011; Yilmaz-Findik &
Kavak, 2013).

In addition, adverse weather conditions in disadvantaged regions also negatively
affect education (Ay & Yazici, 2009). The harsh climate and long winter season
prevent students from accessing school and negatively affect their educational lives.
Especially students going to school with transportation cannot access school because
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the roads are closed during periods of heavy snowfall (Uzun, 2021; Giirbey et al.,
2020).

Another problem caused by regional disparities is the lack of quality in education. In
the eastern regions, inexperienced teachers are often appointed and after a few years
of service, these teachers seek transfer to different cities. In this case, there is a
constant teacher turnover in these regions, which negatively affects student learning
and plays an important role in the academic failure of these students in the following
years (Arslan & Direk, 2017; Karatag & Cakan, 2018; Kiziltas, 2021). In addition,
there are often infrastructure problems in schools in the eastern regions. Studies have
underlined that smart boards cannot be used in these schools because most of them
do not have internet infrastructure. In addition, studies show that since infrastructure
problems cannot be solved in these disadvantaged regions, applications that can
contribute to student learning, such as the FATIH project, cannot be used and thus
educational technologies cannot be utilized. This situation directly affects
educational outcomes and reveals the inequality of opportunity between regions in
education (Ayvaci et al., 2015; Calisici et al., 2023).

2.2.1.3. Social Factors

2.2.1.3.1. Gender

Among social factors, gender-based inequalities are the most prominent group of
educational inequalities (Buchmann et al., 2008; Kuchynka et al., 2022; Jain et al.,
2022). In Tirkiye, girls are not sent to school in many places, especially in the
eastern regions (Dilli, 2006; Tonbul, 2011; Tung, 2009; Yasar, 2010). The problem
of gender-based inequality has not been solved for years and the reforms introduced
by the state have not been very successful in this regard (Beltekin & Cete, 2019).
With 8 years of compulsory education, it was aimed to increase the schooling of
girls, especially in disadvantaged regions, and campaigns such as "Let's go girls to
school" and "Snowdrops" were used to increase the schooling rate of girls (Kurtdas,

2021). Although the success achieved in this regard is not at the expected rate, it can
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be said that a certain level of increase has been achieved (Ay, 2010). The problem of
girls' lack of access to schooling is an important wound in the education system, but
great strides are needed to solve it (Saridogan, 2019). Considering the goals of the
4+4+4 education reform, such as increasing the schooling rate and reducing regional
disparities, it may be thought that the state is indirectly focusing on girls' education
and the equality agenda. However, it can also be said that challenges such as
addressing cultural norms related to girls, and a comprehensive understanding of
gender equality and its implementation in schools continue to be encountered, and

these problems cannot be fully solved through compulsory education.

Research shows that one of the biggest factors affecting access to education for girls
is the traditional structure and conservative attitudes of families. Traditional families
view girls as the honor of the family and therefore do not want to send them to
school in order to prevent unwanted events from happening to them (Kizilgoz, 2012).
In addition, studies have revealed that some families are members of a cult and that
these cults do not approve of girls going to school, so families do not give permission
for school (Kadi, 2000; Kilig, 2012). This situation eliminates the right to education
for girls (Gtiven, 2012).

Another reason for barring girls from education is the fear of being shamed by the
neighborhood. Families in many cities stated that they were afraid of condemnation
if they sent their daughters to school and that they did not send their children to
school because they could not afford it (Alat & Alat, 2001; Tung, 2009). Families
that pay attention to what the people around them say and obey the words of elders
do not hesitate to marry their daughters at an early age (Burcu et al., 2015).
Moreover, transportation and housing problems due to the lack of schools in the
immediate vicinity are other obstacles that prevent girls from being sent to school
(Goneng et al., 2002). Moreover, girls who fail academically are not supported by
their families and are not sent to school (Engin-Demir, Cobanoglu, 2012).

When we look at the profiles of families who marry their daughters at an early age, it
is seen that these families are generally large families with many children and have

low levels of education and income (Maritn & Juarez, 1995). Families that cannot

27



send their daughters to school due to financial deprivation may prefer to marry them
off, considering the expenses at home. In such cases, the state can be expected to
cover the educational expenses of these children and, if necessary, provide financial
aid to the child and the family. Otherwise, girls may drop out of school at a very
early age and have to take on responsibilities that are not expected of them at their

young age (Sayilan, 2012).

Another obstacle to equal opportunity in education for girls is the need for girls to do
household and field work. Especially children from low-income socioeconomically
lower-class families may have to stay at home and take care of their siblings because
their families work and they have many siblings. While younger children take care of
their siblings, older children may be asked to help with housework or work in the
fields instead of going to school (Aslan, 2021; Ozbas, 2010). In this case, the state
should intervene with compulsory education policies.

2.2.1.3.2. Language

Another social factor that causes inequality of opportunity in education is the
language problem. In fact, it may be more meaningful to consider language and
ethnicity problems together. Because this problem may stem from the fact that the
Kurdish people living in the Eastern and Southeastern regions do not fully know
Turkish (Buyankara, 2015; Ince, 2018). In these regions, Kurdish is spoken in most
homes because most mothers do not speak Turkish. In this case, it may be
challenging to expect a child who has spoken his/her mother tongue at home for
years to suddenly adapt to Turkish. Studies conducted in these regions show that
students living in these regions face some problems that put them at a disadvantage
because their mother tongue is different from the language of instruction (Ozdemir,
2016; Yilmaz, 2016). The linguistic disadvantages of these students negatively affect
their reading comprehension, school attendance and academic achievement (Kiziltas,
2021). In order to prevent these problems and ensure equal opportunities in
education, pre-school education can be made compulsory especially in disadvantaged

regions where disadvantaged children live in high numbers (Kirmizi et al., 2016).
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In addition, students can be allowed to take elective Kurdish courses by
implementing educational reforms that will offer a solution (Cigerci & Tezcan,
2020). Such a practice would not only provide equal opportunities for disadvantaged
children, but would also improve students' comprehension skills, which could have a
positive impact on their academic achievement (Benson, 2005; Cummins, 1978;
Evans & Hornberger, 2005).

As can be seen, there is a need to take strong steps to ensure equality of opportunity
in education in Tiirkiye. In particular, the state is expected to be more inclusive in
this regard. However, inequalities that are covered up by the state cause class
differences in society. This situation has led to the emergence of functional and
conflictual approaches in education and has been discussed from an educational
perspective. Detailed explanations on the subject are given in the next section within
the scope of theories of (in)equality in education.

2.3. Sociological Theories Explaining Educational (In)Equalities

Many theories have been created to explain the relationship among individual,
society and education. Theories in the sociology of education are a powerful tool for
society to objectively understand the education system and its sub-elements
(Ballantine, Hammack, & Stuber, 2017). Developed approaches have changed
according to the social, economic and political conditions of the period they were in
and aim to place education in changing conditions. Accordingly, education has
moved away from the idea of being a process that takes place only at school and
being limited to the individual at school, and social determinants in education are

also considered important (Sozer, 2019).

Major sociological perspectives on education are divided into three parts. These are
functional, conflict and symbolic-interactionist approaches (Ballantine &Hammack,
2012). The symbolic interactionism theory, which examines at the micro level,
focuses on individuals and their interactions and also explains the way of their

perception of education and their reactions to educational processes. On the other
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hand, the functionalist and Conflict theory which examines at the macro level,
focuses on the functions of educational organizations, schools, and social structure,
while investigating the formation of different education systems in different societies
(Ballantine & Spade, 2009). In this dissertation, functionalist and conflict theories
are discussed together with a macro-level analysis of education and theories are
explained within the framework of equality of opportunity in education.

2.3.1. Functionalist Theory

According to the functionalist perspective, society is perceived as a machine with
connecting parts that provide the dynamic energy necessary for society to function.
Most importantly, by focusing on consensus and consent, functionalism emphasizes
the process that preserves the social order (Cookson & Sadovnik, 2002). The social
structure is analyzed as an organism in functionalist theory. Social institutions
emerge from the functions they carry out inside the system, just like organisms do. In
functionalist theory, the state of balance in society is very important and balance can
be achieved when individuals act according to the rules of society and learn the
norms (Wallace & Wolf, 2004).

Functionalist theory supports two main perspectives. The first is related to role
differentiation, which emphasizes that there are many roles that individuals have to
perform in society. These roles may not be as valuable and do not require similar
knowledge and skills. In this context, one of the functions of education is to help
people get education in accordance with the roles so that they can practice different
roles (Tezcan, 1997). The second perspective is related to social solidarity. Social
solidarity helps to achieve a certain level of social balance among different
individuals performing different roles. However, the fact that some roles gain
significant prestige and status while others do not have these rewards at the same
level complicates the process (Aydin, 2014). The functionalist perspective claims
that schools are the tools of the socialization process. In this context, education has
an important effect on individuals ability to act in a similar way with society by

transferring the values of the society to the next generations. Education is effective in
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the process of assimilation of the individual with the society and bears the
responsibility of limiting the desires of the individuals by adopting the norms of the

environment and the values they have (Feinberg, & Soltis, 2004).

To functionalists, educational institutions have important social functions such as
transmitting the dominant culture, upholding the social and political order, assuring
social control, and bringing about the desired change. They contend that individuals
receive compulsory basic education in schools using instructional materials chosen in
accordance with curriculums created under state supervision (Balli & Kartal, 2020).
Society is a sacred place whose values should be respected, and these values that
make up society are transmitted through compulsory education (Gewirtz & Cribb,
2009). In this context, schools are structured according to how individuals want to be
raised in society. Because education serves the objective of raising people for
specific reasons. Accordingly, the education system works as a sub-system within
the larger social system and provides the desired reproduction of society depending

on a social contract. This is the explicit function of education (Ergetin et al., 2006).

When the reforms introduced by the state are analyzed, it is seen that the state really
supports reforms that can raise the kind of citizens it wants. The 4+4+4 education
reform is one of these reforms. This reform was shaped and presented to society in
line with state policies. With the reform, what was expected from citizens was
conveyed to society through schools (Giiven, 2012). With the 4+4+4 education
reform, it was tried to increase schooling and eliminate the differences between
regions. According to functionalist theory, this is the responsibility of the state.
However, the state also tends to keep schools, which are small societies (Parsons,
1956), under control through reforms. With 4+4+4, the state also aimed to create the
type of citizen it wanted to see in society by opening Imam hatip secondary schools
and adding elective religion courses to the school curriculum (Yilmaz, 2018).
Education, on the other hand, has implicit functions. The latent function is the
behaviors that are not included in the official curriculum, but instead they are felt in
the school culture or reinforced by teacher behaviors under the name of the hidden

curriculum. With the hidden curriculum, the authoritarian attitudes created by the
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school administration and teachers in schools enable them to discipline and control
the students (Topses, 2020).

Apart from this, one of the most important functions of education throughout history
has been to provide social mobility (Themelis, 2013). According to functionalists,
education still has an impact on having social status. Underprivileged students from
lower social classes have opportunity to move up the higher status thanks to
education with the increase in schooling and therefore it is feasible to create a society
based on equal opportunities (Heaton & Lawson, 1996). However, education no
longer fulfills such a role and students are unable to provide mobility through
education (Rist, 1970). Education should actually have an aspect that ensures class
mobility as the functionalist theory advocates. It is a well-known fact that there is no
other component other than education for disadvantaged groups to move them from
their current position to the upper-classes. However, education cannot provide such
mobility in the current process. The education policies and reforms implemented do
not provide benefits for disadvantaged groups (Clercq, 1997; Hanushec, 1991;
Huang, 2015). The results of the 4+4+4 education reform, the last reform carried out
by MoNE, have also revealed that education does not have a positive function

especially for disadvantaged students (Basdemir, 2014; Ozbas, 2018).

There are two prominent figures in the functionalist theory, which emphasizes the
value and transformative effect of education in the transformation of society. These
are Emile Durkheim and Talcott Parsons. Durkheim and Parsons emphasized that
education plays a crucial role in maintaining social order and that the continuity of

society is maintained through education.
2.3.1.1. Emile Durkheim
Durkheim believed that society functioned as a whole and utilizes a variety of

components to maintain the continuation of a complex group. Besides, he considers

that a social phenomenon can only be explained by another social phenomenon.
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To Durkheim, social consciousness and division of labor are important concepts
when explaining the reason and form of the formation of society (Bahar, 2021).
Durkheim cares about social order. Therefore, when the social order is broken, how
it can be repaired and what can be made to prevent it are among the topics that he
focuses on. Durkheim (2012) argues that moral education essential for the continuity
of the social structure. Because of moral education, it becomes easier to discipline
students and raise desired individuals. The 4+4+4 reform, which is a large-scale
reform, is also thought to have such a mission, thus contributing to the raising of
desired individuals through education (Eroler, 2019). Similarly, Bale1 (2021) claims
that 4+4+4 creates individuals with the profiles expected in schools by disciplining
students and raising them within the framework of this discipline. Durkheim (1982)
also believed that education and religion could unite different individuals in the same
society. According to him, society should be held together by strong values and
education has such a function.

Another main purpose of education is to help children have a basic understanding of
human nature. To Durkheim, education shapes social existence. Through education,
children are prepared in schools for the roles necessary to become members of the
wider society. Education is very important for him (Ergiin, 1994). Durkheim (1956)
explained the importance of education in society. According to him, education is a
social issue and it varies from society to society. Besides, the aim of education is to
activate and develop certain requirements such as physical, intellectual and moral

demanded by the social environment in which the child lives.

Durkheim (1982) asserts that education is one of the basic institutions in society. The
function of education is the socialization of the younger generation. In this regard,
education helps develop individual talents and qualities in line with societal needs
and strengthens social cohesion. In parallel with Durkheim's ideas on education, the
4+4+4 education reform aims to identify individual talents at an early age and
educate children in line with their abilities. Durkheim also believed that there should
be a sufficient level of homogeneity among its members in order for society to

continue.
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Education maintains and strengthens this homogeneity by instilling in children from
an early age the fundamental similarities that make up a functional society. This
socialization process, which incorporates education, shows a process in which
balance is preserved. Failure of individuals to accompany this process will disrupt

the balance and harm the harmony in society (Sozer, 2019).

2.3.1.2. Talcott Parsons

Talcott Parsons has a way of thinking about society that views it like a system.
Rejecting the individualist approach, Parsons states that the theory of society cannot
be formed with concrete concepts, and therefore defines the system as an abstract
and generalizing set of concepts (Bourdieu, 1973). According to him, one of the
basic dimensions of the social environment is the norms and values that determine
the choices of individuals. Parsons, on the other hand, asserted that there are factors
that contribute to individual variances in preferences and that these changes have a
significant impact on the evolution of social patterns, norms, and values (Bourdieu,
1998).

From Parsons’ perspective, within the system approach, the system consists of other
subsystems and this subsystem has the characteristics of the general system. If the
society consists of deviant and incompatible individuals, it is not possible to achieve
harmony within the system; whereas, in a harmonious society, members of the
society are expected to carry the values of the society they live in (Cetin, 2001). In
other words, if there are no individuals disrupting harmony in society, the value
system of small groups will also reflect the value system of society. This is vital
because the essential feature of a society's value system is that it maintains its place
in the larger system (Sullivan, 2002).

Parsons highlights two functions of classes (school) which many sociologists see as
small societies (Elmore, 1987), The first is socialization by finding a place in the
system, and the second is selection. The first is the development of people's

capacities and the adaptations they will need for their future tasks. The second step
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entails assigning students to various vocational groupings. In contemporary society,
schools have a duty to do this. Children are rewarded or punished according to their
success; that is, they can have a profession in line with their success. Hence,

education serves to sustain the economy through schools (Palmer, 1981).

More specifically, Parsons thinks that through education children are selected and
placed in a certain place in society. According to him, children are educated in
schools and do things within the scope of their own capacities and the education they
get helps them determine their lives. The state emphasizes this in its reforms and
underlines that children can be successful within the scope of their own abilities.
Here, all responsibility is placed on the child. If the child is not successful, it is the
child who is responsible, he/she has not studied and developed his/her own skills
(Bailey, 2009; Karp et al., 2008). In the 4+4+4 education reform, ability is among the
most emphasized concepts (Duman et al., 2014). Although the state claims to offer
equal opportunities to children in its reforms and practices, children do not start the
race from the same line. Therefore, even if they go to the same schools, their learning
outcomes are not equal; but in this regard, the state is not questioned for the failure
of the reforms it has implemented, while the child is forced to pay the cost of its
failures (Noddings, 2017).

On the other hand, schools are institutions of socialization. In schools, individuals
are trained to fulfill their adult roles in terms of issues such as relationships and
motivation (Ergiin, 1994). Parsons believes that social actions result from the
coexistence of several systems. Like Durkheim, he values socialization and agrees
that school is the most crucial institution for socialization (Margolis et al., 2002).
Moreover, Parsons attaches importance to functional ties between educational
organizations and other organizations in society. Because schools, which are
educational organizations, offer people who will not disrupt the harmony of the
society and will fulfill their roles in society as desired (Tezcan, 2021). In this
context, schools convey the norms and values of society. The school has an
important role in preparing individuals for life with this feature (S6zer, 2019). In the

process of preparing for life, individuals learn roles related to adulthood, as well as
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how to compete. This competitive situation will be effective in determining the
future job and career choices. Accordingly, students who are successful in school
will continue to work in more prestigious jobs, while those who are weak will tend to

low-paid and low-status jobs (Carnoy & Levin, 1985).

In functionalist theory, the failure of the individual is attributed to the individual. In
this case, those who do not work in prestigious jobs are accused of lacking talent and
achievement (Prout & James, 2015). Since it is believed that education provides
them with the opportunities they need, yet people are unable to take advantage of this
opportunity. The current education policy in Tiirkiye is similar to this idea. Students
that are academically successful can go to better universities and have the
opportunity to work in better jobs. Where the conflict theory differs is that it is the
economic capital of families, not education, that offers these prestigious jobs to
students (Unsal & Korkmaz, 2020).

2.3.2. Conflict Theory

Conflict theory is an approach that analyzes the structure of society and constitutes
an important alternative to functionalism (Wallace & Wolf, 2004). The functionalist
view of the school as a tool for attaining social harmony is opposed by conflict
theory. Contrary to what functionalists assert, they believe that schools are
institutions that perpetuate class disparities and serve the objectives of the repressive
capitalist order. Students are taught how to regulate themselves, maintain social
peace, and obey directions in schools if they have the potential to be employees
(Brante, 1988). Moreover, the theory differs from the functionalist approach in that it
sees relations based on competition, dominance and conflict rather than consensus
and integration in the social structure. In other words, the proponents of conflict
theory claims that there is no order in the society; on the contrary, they assert that

tension and conflict are frequently seen in society (Ballantine et al., 2017).

The roots of conflict theory are based on Karl Marx and Max Weber (Klinloch,

2014). In particular, the Marxist approach focuses on the inequality-creating effects
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of economic injustices. According to the conflict theory based on Marxism, the class
structure in society reveals inequalities which stem from the economy. Economically
powerful people create specific policies and ideologies to perpetuate inequality.
Accordingly, the distribution of resources in society is shaped according to relations
of exploitation, and the difference between the strong and the weak is increased
(Zencirkiran, 2016). According to conflict theory, societies are the conflict area of
different interest groups. Educational institutions are one of these conflict areas
(Collins, 1971).

Schools reproduce inequalities as a result of existing conflicts in society. Even the
curriculum in schools is organized according to the middle-class (Margolis et al.,
2002) For this reason, a language that is difficult for children from lower-class
families to understand is taught in schools (Rothstein, 2013). This causes conflicts
between classes to persist and perpetuates existing inequalities. The state ensures

inequality between individuals through its policies and reforms (Brantlinger, 2003).

The approaches of the conflict paradigm are listed below (Tan, 1990):

« There is conflict based on interests between the units that make up society.
Conflict theory aims to find the contradictions in the system and the points
that disturb the balance.

« Social groups struggle among themselves to dominate education. It is a
known fact that the groups are not equal in this struggle.

« The main purpose of education is not to teach cognitive skills for the
profession, but to maintain the current order by making appropriate values

accepted.

As can be seen, the conflict approach gives importance to education and considers
how education contributes to social inequalities. These inequalities and class position
caused by the imbalance in the economy are maintained through education
(Macionus, 2017). The pioneers of the conflict theory, as a result of their research on

education, concluded that social inequality in education is realized through practices
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such as exams, compulsory education, school quality, and hidden curriculum (Baran,
2013). Conflict theory, on the other hand, emphasizes that concepts such as equality
of opportunity are deception and that the ruling class hides exploitation with this
deception. The education system that maintains the status quo protects the superiority
of the ruling class. Although the state directly or indirectly emphasizes equality of
opportunity in the reforms it implements in the education system, it cannot be argued
that there is actually equality among students. For example, although the 4+4+4
education reform, which is considered to be the latest and most comprehensive,
includes some aims that emphasize equality of opportunity, it is not possible to
mention equality of opportunity when the results are examined. In this respect, it can
be accepted that the concept of equality of opportunity, as claimed by the conflict

theory, is a deception (Giiner et al., 2014).

Public and private school systems clearly reveal class differences in capitalist
cultures. Public and private school systems have emerged in capitalist cultures for
this reason. Public schools serve the wider population, whose parents bring their kids
to neighborhood areas and do not pay massive tuition. On the other side, individuals
whose parents have more money and the opportunity to live a life of privilege and
wealth are given access to private schools (Katz, 1976; Bowles & Gintis, 2011).
Moreover, private schools serve the purpose of maintaining the status quo for the
elite. On the other hand, public schools instill the ideology of submission in the
children of the proletariat (Seider, 2008; Finn, 2012).

From the point of view of conflict theory, the education taught in schools carries the
values and expectations of the classroom system. For this reason, in societies with
neoliberal practices, schooling is organized and implemented in accordance with the
expectations of the classes that make up the society. Therefore, different professional
groupings (such as technical personnel, workers, public servants, etc.) are decided by
taking into consideration societal expectations (Polama, 1993). Marx made
significant contributions to conflict theory, which he pioneered, and influenced many

people with his ideas.
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2.3.2.1. The Proponents of the Theory

The prominent figures of conflict theory are Karl Marx, Samuel Bowles and Helbert
Gintis, Louis Althusser, Pierre Bourdieu and Basil Bernstein. These pioneers

explained inequalities in education from different perspectives.

2.3.2.1.1. Karl Marx

One of Marx's greatest contributions to the understanding of historical processes is
that he clarified the concepts of social classes and class struggle. Before Marx, there
were historians and politicians who highlighted the significance of social classes in
politics and social turmoil, but it was Marx who first examined it with its scope and
importance, gave it its current form, and made it one of the cornerstones of political
and social philosophy (Beer, 2019). Marx asserts that the history of societies is the
history of class conflicts, and from this point of view, these conflicts invariably result
in either a revolution that transforms societies or the collective collapse of the

struggling classes (Marx & Engels, 2018).

The goal of Marxist educational theory is to create a society without classes. The
individual is prioritized in the Marxist understanding of education. In terms of
instructors and the organization, the concept of justice is prioritized in the
educational system over equality (Ontas, 2015). Marxist ideology assumes that
everyone, regardless of class, should have a higher level of education (Rikowski,
2011). However, by convincing society's citizens that their way of life is equitable,
education conceals class consciousness and protects social order. According to
inequality theory, education serves to reproduce the institutional structure rather than
the individual (Lucas & Irwin, 2018).
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Figure 2. Karl Marx Conflict Theory and Educational System (Omer & Jabeen,
2016).

As seen in Figure 2, Marx believes that the current educational system reproduces
pre-existing social classes and this is achieved through education. According to him,
the education system supports and maintains the wealth of the privileged in society.
In this context, it is argued that education serves the neoliberal understanding by
legitimizing exploitation and inequality in society (Omer & Jabeen, 2016). In
addition, Marx asserts that public school students have the least social mobility. On
the other side, education teaches managers how to dominate the workforce while
teaching the working class to accept their own positions and be exploited. When the
current education system and the students graduating from schools within this system
are analyzed, it is possible to see that this is a very appropriate assessment. It is a
well-known fact that the children of families with high economic power go to high-
quality schools and receive a good education. Given the education they receive, it is
also to be expected that they work in high-paying jobs. Reforms introduced by the
state have no power to change this situation (Kantor, 1991; Valenzuela &

Montecinos, 2017). It is not possible to claim that the 4+4+4 education reform has
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moved socioeconomically disadvantaged students from their current social class to a
higher social class (Yazgan, 2019).

Marx also believes that the current education system reproduces pre-existing social
classes. Considering that public schools are mostly attended by the children of
families with a certain economic capital, it is known that the class status of
disadvantaged children does not change after the education their parents provide fort
hem, and so the economic class of their families continues at the same level fort he
children (Anyon, 2011; Zhang et al., 2020). International exam results such as PISA
and TIMMS show that the arrangements introduced in education with the 4+4+4
education reform were not very successful and these children did not have the
opportunity to improve their lives by achieving academic success with the education

reforms introduced (Basdemir, 2014).

2.3.2.1.2. Samuel Bowles and Herbert Gintis

The most well-known and frequently debated books on the Marxist viewpoint are
Samuel Bowles and Herbert Gintis' "Schooling in Capitalist America.” The main
idea of these books is that the education system perpetuates social class inequalities
(Bowles & Gintis, 2002). According to Bowles and Gintis (2003), all of the
criticisms voiced against the school are valid and have been around for a while. In
other words, criticism encompasses long-standing opinions. Schools today serve the
interests of the capitalist order just as they did in the past. Economic inequalities are

still justified through schools.

According to Bowles and Gintis (2003), there is a functional connection between the
workplace and the classroom, and developments in either setting have an impact on
the other. They believe that schools are similarly structured to industries, that is they
look like factories. According to Eskicumali (2001), the choice, arrangement, and
distribution of the content in educational curricula, as well as the interaction between
teachers and students, are all closely tied to the workplace. Therefore, the school

strives to develop the skills and attitudes needed in the workplace. According to
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Bowles and Gintis (2011), education reproduces workplace behaviors and helps
students internalize these behaviors. It provides people with patterns of behavior that
accept their position in relation to the work they will be doing. For example, in
schools, children who are expected to be workers in the future are taught punctuality,
fulfilling instructions, respect and obedience to their superiors, while children who
are expected to be managers are taught flexibility, the ability to act in moderation,
and favorable attitudes towards change and innovation. Moreover, schools teach
students who will occupy elite positions in future, the power to do business freely, to
work intelligently among alternatives, and to internalize norms instead of following

external codes of conduct.

When the studies conducted by Bowles and Gintis (1976) were examined, it was
seen that they emphasize three basic propositions. These propositions are about
human development, inequality, and social change. Human development is important
in predicting the consequences of cognitive skills on economic success. Schools
prepare people for the working environment and working rules by bringing them
together in a such way that they can work hard without complaining. Interactions and
individual rewards are important here. For this reason, it is considered important to
focus attention not on the open curriculum but on the implicit curriculum outside the
known. Because the hidden curriculum has vital importance in the education system
(Bowles and Gintis as cited in Hill, 2016).

Secondly, according to Bowles and Gintis (2002), because of the lack of equal
opportunity in education, parents transfer their economic status and opportunities to
their children. In this case, the children of families that do not have economic capital
are pushed out of the education system, which creates educational inequalities. It is
possible to say that the Turkish education system displays similar problems. In TES,
children from economically disadvantaged families realize that they cannot
participate in the process after a while because their families do not have the capital
to transfer to them, fail to achieve academically and eventually find themselves out
of the system (Engin-Demir, 2009). Considering the disadvantaged children in

Eastern Anatolia and South Eastern Anatolia regions in particular, it is difficult to

42



claim that the education system has positive effects for these children. It is obvious
that a large number of children in the eastern regions are sooner or later pushed out
of the education system (Giltekin & Baran, 2022).

Finally, Bowles and Gintis (2003) claim that a democratic or educational goal is not
gradually realized as the school system develops. According to them, the change in
the education system is dominated by the interests of the owners of leading
enterprises. Therefore, reforms do not bring change. When the reforms in the
education system are analyzed, it is noteworthy that Bowles and Gintis' statements
about reforms are correct. Since the reforms were not planned with lower-class
students in mind, it is true that the reforms did not reduce the inequalities faced by
individuals from lower classes. Children from lower-class families actively continue
their education until a certain age and gradually drop out of educational institutions
and start to work. Children who initially go to work with their families as seasonal
laborers do not like school as they get older, find work more attractive, and as a
result, detach from the education system completely. In other words, education
reforms fail to positively change the lives of children from lower-class families
(Cordrey, 2014).

2.3.2.1.3. Louis Althusser

Louis Althusser argues that education is one of the capitalist state apparatuses.
According to him, the state uses educational institutions to propagate signals,
symbols, and language derived from its own ideological forms across society and to
codify and educate the whole population in accordance with its own ideological
principles. Thus, education dominates a strong and effective domain as a social and
political control instrument with the modern state (Lucas & Irwin, 2018).

Althusser (2002) emphasizes two important concepts in his studies. These are the
repressive state apparatus and ideological state apparatus. The repressive apparatus
of the state is the government, the administration, the police, the courts, etc. The
most important factor that distinguishes the ideological state apparatus from the

repressive state apparatus is that the apparatus of oppression is carried out by force,
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while the ideological apparatus is carried out by using ideology. The ideological
apparatus of the state prioritizes ideology (churches, schools, punishment, expulsion,
elections, etc.), and the state disciplines both its sheep and its shepherds using the
proper means. As one of the reforms introduced by the state, the 4+4+4 is perceived
as an ideological reform. Education stakeholders, the implementers of the reform, as
well as those who closely followed the reform and took part in its implementation,
claim that through this reform, the state promulgated its ideology to schools and then
to society. According to them, with the 4+4+4 education reform, an education system

that conveys religious values has been adopted (Y1lmaz, 2018).

Althusser (2002) also argues that education provided by the state is shaped according
to socioeconomic classes. Accordingly, there are varying education rates for
laborers, technicians, government officials, and senior employees. Moreover, in
schools, individuals are taught to obey the rules of the class they belong to. Since
workers, technicians and higher cadres require different education, the education
given in schools covers a long period and is shaped according to social classes.
Hence, it is guaranteed that the norms of the current order will continue to be
followed in addition to the reproduction of the worker. In other words, in addition to
providing knowledge and skills, the school also teaches obedience to the dominant
ideology. When the textbooks in the current system are reviewed, it is possible to see
how the dominant ideology is transmitted to students through the implicit curriculum
(Giroux, 1981; Nutt & Clarke; 2002; Oron Semper & Blasco, 2018).

2.3.2.1.4. Pierre Bourdieu

According to Pierre Bourdieu, education serves more than just the purpose of passing
along a society's historical knowledge to the following generation and guaranteeing
the survival of its culture. Education is not a system that is equally accessible to
everyone and that uses its curriculum to highlight the potential of each individual. He
distinguished himself from Durkheim with this viewpoint and criticized the
functionalist perspective (Bourdieu, 1973).
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Bourdieu assesses education in terms of its role in the reproduction of inequality by
contemporary institutions. In a similar vein, he views the educational system as a
source of conflict and a mechanism that perpetuates existing power dynamics in
terms of how power is shared and exercised in society (Edgerton & Roberts, 2014).
To Bourdieu, class inequality persists because of education, which is viewed as a
pathway to the upper class, and the transmission of cultural capital obtained through
education to subsequent generations. In this regard, education plays a role in the
control of uneven power relations among various classes (Gieser, 2012). Based on
this idea, it can be argued that disadvantaged groups are able to attend schools that
are appropriate for their habitus and through these schools they reconstruct their own
positions (Bourdieu, 2018).

Cultural capital is a key idea that Bourdieu (1997) emphasizes. The most crucial of
the three basic capitals he highlights is cultural capital. Cultural capital is an
accumulation based on the family and is the knowledge of cultural phenomena that
are highly valued in society. Cultural capital is a concept inherited from the family.
Schools reinforce this type of capital that children receive from their families.
Behaviors such as language skills and writing style inherited from the family are
transformed into inequality and reproduced through education. Therefore, children
from families with low cultural capital are disadvantaged children and are likely to

remain so throughout their educational lives (Atmaca & Aydin, 2019).

According to Bourdieu, cultural capital consists of familiarity with the dominant
culture in society and the ability to use and understand an especially educated
language (Sullivan, 2002). Cultural capital includes some aesthetic elements and
social indicators, as well as some mental skills such as language use, literacy,
mathematical and analytical reasoning, achievement motivation, and self-discipline.
These skills are associated with academic and professional success (Edgerton &
Roberts, 2014). Children of families with low cultural capital have low academic
achievement. In this context, it can be inferred that low cultural capital in the family
negatively affects the educational life of children (Wang & Wu, 2023; Xu, 2012).
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Education builds cultural capital, which is then transferred to the following
generation. One factor that maintains social inequality to the benefit of the privileged
class is the passing down of cultural capital from one generation to the next
(Claussen & Osborne, 2013). Because of the influence of their family's cultural
capital and habits before entering the education system, children from upper-class
families are more able to understand and adapt to what is taught in schools than
children from lower-classes. Given that schools are institutions created for middle-
class people, this is an expected situation (Hill, 2016). Although schools seem to
provide equal opportunity in education for all students, they actually perpetuate class
stratification. For this reason, while the children of middle-class families receive a
good education and remain in the same class, the children of lower-class families
remain in the lower-class. This situation is an indicator that the alleged equality of
opportunity is actually not given to disadvantaged children at all (Ozséz, 2014).
Bourdieu and Passeron (2014) identified how the position of children of families
with different types of capital changes according to these types of capital and how

they offer unequal conditions to students.

The education offered to disadvantaged children from families with low cultural and
economic capital in disadvantaged areas is not the same as that offered to children
from families with high levels of cultural and economic capital. Reform initiatives in
education are not sufficient to eliminate these differences. This situation prevents
equal opportunities in education and deepens inequalities in education (Hawley,
1988; Gillborn & Youdell, 1999). The most crucial idea that Bourdieu highlights in
this passage is the underappreciated importance of the transfer of cultural capital at
home. Thus, as a way of transferring cultural capital, education performs a role that

both reproduces and legitimizes inequality (Katsillis, & Rubinson, 1990).
2.3.2.1.5. Basil Bernstein
Basil Bernstein focused on the reasons why a working-class family's academic

performance was low and specifically investigated class inequalities. Therefore, he

prioritized learning about curriculum and examination policies (Bernstein &
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Henderson, 1969). Bernstein studied and worked on the selection of knowledge for
curriculum at schools, how society values it, and how these factors affect the
distribution of power in society (Eagan, 2010; as cited in Kiigiikali, 2020).

Additionally, Bernstein (2002), whose research focused on power relations and
forms in the cultural and educational spheres, examined the structure and content of
educational institutions and processes in order to better understand how the
knowledge reproduced the dominance and power of particular classes. Bernstein
(2003) considers education as a cultural transfer and school as the place where this
transfer takes place. According to him, education and school produce and legitimize
the control, dominance and power relations of specific classes (2003). The culture
transmitted in schools is basically shaped by middle-class values. For this reason, the
middle-class can more easily adapt to the school and what they learn at school and
internalize them. However, children from lower-class families have difficulties in
understanding the codes of this culture to which they do not belong and therefore
cannot be as successful as them in their educational life, which reproduces the

existing inequalities on their behalf (Calarco, 2014).

Bernstein focused on the reshaping of education in his article “Classrooms and
Pedagogies: Visible and Invisible”. Visible pedagogies emphasize the rapid
acquisition of certain skills, while invisible pedagogies are based on weak
categorization and a flexible framework. Also, the relationship between family and
school is changing in invisible pedagogy. The family culture and the community they
live in together are more successful through invisible pedagogy (Bernstein &
Solomon, 1999). In other words, Bourdieu's emphasis on the cultural capital of the
family emerges in Bernstein's invisible pedagogy.

Bernstein also looked at language codes and concluded that students’ languages
differed depending on the class coming from. Lower-class students employ limited
vocabulary, which devalues them, whereas middle and upper-class students are
rewarded for using sophisticated language. This indicates that the function of schools
continues to differ based on class (Jones, 2013; Hill, 2016). Disadvantaged students

are far behind their middle-class friends due to reasons such as not being able to find
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an environment to improve their language skills, not being able to read books with
their families, and not having a library in their homes. Accordingly, the school
achievement of disadvantaged students is lower than other students. In other words,
inequalities are perpetuated through schools (Bradley et al., 2001; Cingoz, 2020;
Gofen, 2009; ince, 2018; Siraj-Blatchford, 2010).

2.3.3. Evaluation of Educational Inequalities in the context of Conflict Theory

Conflict theory demonstrates how the state is truly responsible for the growing
inequities in education. Moreover, the theory emphasizes how the state and state
policies regarding education perpetuate economically-based inequality between
classes (Wallace & Wolf, 2004). Through its policies, the state reproduces
inequalities rather than eliminating them. This is because reforms are not designed to
make disadvantaged students better (Kondak¢i & Beycioglu, 2020). Regional,
economic and gender-based inequalities exist in Tirkiye. Since education cannot
eliminate these inequalities, each new reform increases class differences, deepens
conflicts between groups and deepens existing inequalities (Somel, 2019; Pike et al.,
2016).

Conflict theory is based on the ideas developed by Karl Marx. In addition, Bowles
and Gintis, Bourdieu, Althusser, Bernstein, and others have shaped Karl Marx's
studies and developed his ideas in a striking and critical way to reveal inequalities in
education. Supporters of the conflict theory and those who are inspired by the ideas
in this theory emphasize that students from different classes cannot benefit equally
from education and education actually reinforces the differences between students
based on learning (Ballantine & Hammack, 2017; Gamoran & Mare, 1989; Van de
Werfhorst & Mijs, 2010). Thus, inequalities created by the state become even worse
with educational practices in schools. Because, as Celebi et al. (2014) state, the fact
that educational reforms are not inclusive, that is, they do not include disadvantaged
students, increases the achievement gap between students, and therefore, reforms

result in failure for disadvantaged students.
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According to conflict theory, the dominant social classes use education as a means of
reproducing their privileges, which justifies their oppression of underprivileged
groups while maintaining their own privileged position. Accordingly, "education”
serves to perpetuate social injustices (Connell & Connell, 1993). Yaniklar (2010)
states that the curriculum created according to the hegemony of the dominant class in
schools serves this dominant class, and other segments of society are ignored, thus a
race that starts unequally becomes increasingly difficult for the disadvantaged and

eventually ends in disappointment.

The commercialization of education entails the state neglecting as much of its
responsibilities for providing educational services as feasible and transforming
education into a service that is exclusively accessible to middle and upper-class
individuals who have access to capital. In this case, those who can afford education
will have a financial advantage, and children from lower-income families will not
have access to education of the same level and quality. Children from lower-class
households attend public schools, whereas children from middle-class families attend
private schools. In this situation, it is possible to assert that public schools are
becoming more homogeneous and appealing to similar groups (Giines, 2020). This
situation causes the problem of access to quality education. The fact that schools
providing quality education are located in areas where people belonging to higher
classes live and families from lower-classes cannot reach these areas causes the
difference between classes to increase even more. Therefore, the selective and sifting

role of education also assumes a discriminatory role in society (Atmaca, 2019).

According to conflict theorists, the class structure affects the quality and duration of
the education that the individual will receive. While the children from the lower-
class have to start life with a shorter education period, the children from the upper
and upper-middle class receive a longer education and tend to professions that
require expertise (Collins, 1971). The conflict theory contends that lower-class pupils
struggle to keep up with the requirements of the standard educational system.

Because the education system represents the middle-class. For this reason, it is
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thought that the class that makes the most effective use of education is the middle-
class (Labaree, 1986).

Disadvantaged groups from the lower-class cannot adapt to the system as easily as
children from the middle-class. Education reforms do not allow for such a situation.
Instead of improving the situation of the disadvantaged groups, each reform has a
negative impact on them and leads to a worse outcome. Students from the lower-
classes have low hopes of moving up to the upper-classes and are therefore less
motivated. Changes in the education system, even large-scale reforms, have not
changed the situation of disadvantaged groups. Since teachers represent the values of
the middle-class, the lower-class feels alienated from these values and does not want
to go to school. Since the majority of these students do not believe that education
will improve them, they think that education is a waste of time. Therefore, the
duration of their education is short (Munns & McFadden, 2000).

According to conflict theory, children from low-income and poor families are
guaranteed failure in public schools because of neoliberal policies. By stopping the
regulations that positively affect children, especially in primary and secondary
schools, the state destroys the educational opportunities of underprivileged groups
(Giroux, 2015). In accordance with neoliberal policies, the process of transforming
society has been initiated through the education system. Despite the fact that this
understanding is a basic human right, it has made it harder for those from lower
socioeconomic groups to access education. Although this is a basic human right, it
has prevented the lower-classes from access to education. Thereby, inequalities
between education and social classes have been reproduced due to neoliberal policies
(Hursh & Martina, 2003).

In conclusion, when the education system is examined, it is seen that education does
not offer equal opportunities to all individuals. It is an illusion to think that education
is accessible to everyone. Especially disadvantaged groups do not benefit from
education as much as desired. Because it is not easy for children from the lower

socioeconomic class to acquire the skills that those of the upper-class have. They
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have difficulty understanding the curriculum that is prepared for the students coming
from middle-class. Accordingly, the result does not change in learning process and
inequalities are reproduced through education as conflict theory highlights
(Holsinger & Jacob, 2009). In other words, the state does not produce reforms that
improve the situation of disadvantaged students. Considering that state reforms have
negative consequences for disadvantaged groups, it can be argued that reform

initiatives further aggravate existing inequalities in the education system.

2.4. The Compulsory Education Practice in the context of Equality of
Opportunity: The 4+4+4 Education Reform

Compulsory education policies have been implemented in Tiirkiye from time to time.
In this section, the compulsory education process in Tirkiye, 12-year compulsory
discontinuous education and the 4+4+4 education reform, which made a great

impact, were explained.

2.4.1. The Process of Compulsory Education in Tiirkiye

Education is an act that contributes to the development of the personality, abilities,
mental and physical skills of the child, as well as the acquisition and development of
the awareness of the recognition and protection of all kinds of rights (Tarhanli,
2009). The general functions of education are to help the individual adapt to society
and its dynamics, to develop his/her abilities and to support the acquisition of the

behavioral forms necessary for their realization (Varis, 1998).

When compulsory education is defined within the scope of education, it is perceived
as a concept supported by laws that require a citizen to continue their education in
educational institutions when they reach a specific age. When the issue of
compulsory education is evaluated worldwide, the work of UNESCO on education
for all is important. The common vision of compulsory education, which is supported
in UNESCO and other declarations, refers to an educational practice that aims to

change the existing society in order to make the lives of students more manageable
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and to enable them to demonstrate what they can do in line with their own abilities
(UNESCO, 1990; as cited in Kartal, 2007). The aim of compulsory education in
Tiirkiye is to create equality of opportunity in education and to prepare qualified
workforce by ensuring that citizens receive education according to their abilities and
the needs of the country (Hakan, 2019; Kiigiiker, 2008; Temiz, 2009).

Compulsory education can also be seen as a tool for maintaining social order. For
example, apart from the explicit goal of compulsory education such as increasing
literacy rates in society, it also has implicit goals such as reducing crime rates in
society, ensuring peace, and solving the problem of child labor (Siizen, 2004).
Considering the relationship between the development of a country and its level of
welfare and culture, it is seen that the duration of compulsory education in developed

countries is at least nine years (Demirtas, 2011).

In line with the advances in science and technology, countries have to realize
changes and reforms in their education systems due to the need for qualified
personnel to catch up with the requirements of the age and to keep up with this age in
the education system (Erginer, 2009). When the reforms in education in the
international framework are examined, it is known that education is organized by
taking into consideration the age groups and physical characteristics of students
(MoNE, 2012).

When the education system in Tiirkiye is analyzed retrospectively, it is seen that
there have been many reforms (Yildiz & Yildiz, 2016). Within the scope of
compulsory education, there have been three different reforms in the history of the
Republic. Compulsory education in Tiirkiye was first increased to 5 years, then to 8
years and finally to 12 years. Compulsory education implemented as 5 years for
many years. The law on 8 years of compulsory education was adopted after years of
being a draft law (Turan, 2016). Finally, it was accepted that the 12-year compulsory
education reform was the most comprehensive reform among all compulsory

education reforms and new regulations were introduced by law to ensure that the
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practices implemented with this reform could be realized without any problems
(Y1lmaz, 2014).

2.4.2. The 12-Year Compulsory Discontinuous Education and the 4+4+4

Education Reform

Efforts to reform education have become important with the realization of the
positive relationship between a country's economy and its knowledge power.
Especially in the information age, countries have started to allocate more budget to
their education systems in order to grow faster economically. The aim of educational
reform efforts is to educate society. This aim is fulfilled by supporting citizens
mentally, physically, and socially, raising their living standards, contributing to the
national economy, and increasing the country's competitiveness on the international
platform (Peker-Unal, 2013). In the Turkish education system, various reforms have

been made to realize the functions of education.

One of these reforms is the 8-year compulsory education reform. After 5 years of
compulsory education remained in force for a long time, MoNE approved the
implementation of 8 years of compulsory education. With Law No. 4306 adopted on
August 16, 1997, the duration of compulsory education was increased from five to
eight years. The first major reform in compulsory education, called the 'Basic
Education Law', was adopted with the aim of increasing the schooling rate of all
children, especially girls in eastern Tiirkiye, within the scope of ensuring equality of

opportunity in education (Diilger 2004).

With 8 years of compulsory education, the schooling rate of children increased
significantly. After this reform, social policies were developed by the state to
improve the conditions of poor families and facilitate children's access to school
(Engin-Demir & Cobanoglu, 2012). However, despite being the most comprehensive
reform in Tiirkiye, the 4+4+4 education reform did not increase school enrollment as
much as the 8-year compulsory education; on the contrary, school dropouts started to

increase with this reform (Cin, Karlidag-Dennis, & Temiz, 2020).
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After the implementation of 8 years of compulsory and continuous education in
Tiirkiye, new debates have been added to the discussions that started after the
transition to 8 years of compulsory and continuous education in the 2000s. As a
result of these discussions, it was stated that a new structure was needed in the
education system (Cakir, 2017). In this new system, it was aimed to eliminating the
problems brought about by eight years of compulsory education and ensuring the
transition to the gradual education system applied in developed countries. It was also
stated that 8 years of continuous education was provided without taking into
consideration the age groups and individual differences of students and that a new
system was needed to correct this. In line with these needs, a new education system
was created (4+4+4 education system) and with Law No. 6287 dated March 30,
2012, the secondary part of Imam Hatip schools was included in the system. Thus,
following the 1997 Basic Education Law, the 4+4+4 education reform was put into
effect in 2012 (Kilig, 2014).

The education reform known in the public as the 4+4+4, which extends compulsory
and discontinuous education to 12 years. It is the latest and largest-scale reform in
the Turkish education system. Based on the decisions taken at the National
Education Council in 2010, Law No. 6287, the 4+4+4 is a very radical reform (Giin
& Atanur-Baskan, 2013). Within the scope of this reform, the duration of education
was extended from eight to 12 years. It is thought that as the duration of education in
countries increases, the level of development of countries also increases. It has been
observed that there are system searches for this purpose in our country and when the
examples of compulsory education in other countries in the world countries are taken
into consideration, the extension of the compulsory education period to 12 years is

generally evaluated as a positive development (Kartal 2017).

The 4+4+4 education reform, based on the Primary Education and Training Law No.
6287, has led to radical changes in the education system. With this reform, the
education system was divided into levels, the 4+4+4 education reform was accepted
on March 30, 2012 and the education system was changed. On April 11, 2012, it was
published in the Official Journal and promulgated (Bilge, 2019). 12 years of
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compulsory education was legalized and a compulsory discontinuous education
system called 4+4+4 was introduced. As a result of this reform, the education system
was divided into three different levels and schools were restructured. The first 4
years (grades 1, 2, 3, 4) are primary school, the second 4 years (grades 5, 6, 7, and 8)
are secondary school and the last 4 years (grades 9, 10, 11, and 12) are high school.
In other words, students who graduate from primary school move on to secondary
school (ERG, 2014b). Since there is a transition between the two levels, it is called "
discontinuous education™. While primary school programs are the same across the
country, two different options have emerged at the secondary school level: general
secondary schools and Imam-hatip secondary schools. After completing primary
school, students can choose either a general secondary school or an Imam-hatip
secondary school. With this system, students receive education according to the
secondary school they choose, and the number and content of courses differ
accordingly (ERG, 2014b). With this reform, many changes were made at all levels

of education and this has drastically changed the education system (Ors, et al., 2013).

The new era in the education system that began with the law that extended
compulsory and discontinuous education to 12 years has two main objectives. One of
these is to increase the average length of education of society and the other is to
ensure that the education system directs students in accordance with the interests,
needs and abilities of individuals (MoNE, 2012). Within the scope of these two
objectives, MoNE (2012a) has more comprehensively highlighted the issues targeted

in the preparation of the new education system as follows:

* Raising the level of education of the citizens of the country

* To increase the enrollment rate

* To create programs for students' developmental characteristics, interests and
needs

* Reducing regional disparities in education

* Providing a democratic education by offering flexible programs and elective

courses that appeal to everyone
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When these items are evaluated, it is seen that the Ministry gives importance to two
issues in the new education system where the 4+4+4 education reform is
implemented. One of these is to increase the schooling rate and the other is to create
flexible programs based on the developmental characteristics of children (Basaran,

2016).

According to MoNE (2012), the average duration of education in the world is 12
years. In Tiirkiye, this period is 8 years. In order to close this huge gap between
Tiirkiye and the rest of the world, Tiirkiye needs to extend the duration of education.
By extending the duration of education, Tiirkiye aims to have more knowledgeable
citizens and to increase the schooling rate. Unfortunately, there are regional
disparities regarding schooling in Tiirkiye. By extending compulsory education to 12

years, the aim was to reduce these regional differences.

Secondly, it aimed to make the education system more democratic by introducing a
flexible structure. MoNE planned to meet this demand by offering elective courses
that would help students develop socially and culturally. In this direction, it is aimed
to prepare an education model that includes artistic and cultural activities for students

to develop themselves from the 5th grade onwards (MoNE, 2012).

In 2012, after the new system introduced, education was divided into levels. With
this system, horizontal and vertical transitions to the next level were enabled and
students were offered the opportunity to make choices in the early periods according
to their development and ability with a flexible structure (Akpinar et al., 2012).
While the first four years are planned as the period in which children adapt to school
and acquire basic skills, the second four years are seen as the period in which
children develop their skills. The last four years include flexible programs where

children receive education according to their own preferences (MoNE, 2012b).
The 4+4+4 education reform has been at the center of various debates since the

adoption of the proposed law extending compulsory education to 12 years in an

interrupted manner. After the reform was decided to be implemented and during the
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implementation process, it was met with different reactions from teachers, political
parties, education unions, and all segments directly or indirectly related to education
(Epgagan, 2014), and many of these debates are still on the agenda (Demir & Aslan,
2017).

One of the most debated issues regarding the 4+4+4 education reform is the idea that
the reform was the result of a political decision and has ideological reflections.
According to most education stakeholders, the 4+4+4 education reform is an
ideologically based reform and since the day it was introduced, it has made
regulations to revenge the 28 February period and has completely changed the
ideology of education. Therefore, the decisions taken regarding the reform paved the
way for the reform to be perceived as a radical reform (ERG, 2014b). Moreover,
although the new education system is referred to as "12-year compulsory education”
in legal and official documents, the fact that it is referred to as "4+4+4 discontinuous
compulsory education” in society and the press shows that the system is described in
different ways according to the ideological purposes of different circles (Bedir,
2022).

The government has often stated in its discourses that it has made regulations in line
with its ideology in order to raise the generation it wants, and this is in line with the
news in the press (ERG, 2014b). This reform divided society into two groups
(Gtiven, 2012), with one group having high expectations, but the other group harshly
criticized the reform as unclear and considered it a failed reform. Psacharopoulos
(1989) also stated that education reforms fail due to high expectations, unclear

policies, insufficient financial support and similar reasons.

Similarly, Turan (2016) claimed that governments use compulsory education as a
political tool, but underlined that the 4+4+4 education reform did not have the
expected impact. When educational reforms are analyzed, it is generally known that
policies change when governments change. The reason for this is the close
relationship between education and politics (Jansen, 2005; Heck, 2008). Another

reason is that education can be perceived as an ideological state apparatus as
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Althusser asserts. What makes 4+4+4 important and different from other reforms is
that the government wants to use this reform to completely change the structure of
the education system (Inal 2012). This is also supported by the fact that the 4+4+4
education system was enacted despite the criticisms of the 4+4+4 education reform
in the media and newspapers and the opinions and criticisms of prominent
universities in Tirkiye (Bedir, 2022). In light of this information, it can be argued
that reforms are actually reflections of ideologies created by the state. Therefore,
when governments change, it is not only the cabinet that changes, but also the idea

that the state wants to promulgate (Erberk, 2022).

The fact that teachers, who are the actual implementers of the 4+4+4 education
reform, were not asked for their opinions or consulted before the reform was put into
practice caused teachers to be critical of the reform. Teachers, one of the
implementers of the reform, stated that the reform was suddenly implemented
without a plan, that they were not given any in-service training to guide them, and
that they had great difficulty managing the process because they did not know how to
proceed in the process. Teachers explained that they received information about the
new education system, the 4+4+4 education reform, from sources other than the
MoNE (Ozden, Kili¢ & Aksu, 2014). However, if the government wants to extend
the duration of compulsory education, education practitioners and stakeholders in the
field of education should be aware of the benefits and sacrifices expected to be made
(Cevik & Ekinci, 1996).

It is thought that the government put the changes introduced with the 4+4+4
education reform into effect in a short period of time in order to avoid a reaction
from society (Noyan, 2016). Teachers emphasized that the uncertainty brought about
by the 4+4+4 reform created great confusion in the first year, and therefore this new
system introduced with 4+4+4 left negative impressions on them (Durmuscelebi &
Bilgili, 2014). This is normal because the 4+4+ education reform initiated in 2012
was also implemented with a top-down approach and unquestioning obedience was

expected far away from the democratic process (Karlidag-Dennis, 2017).
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The negative perception of the 4+4+4 education reform by teachers also led to their
resistance to the reform (Bay et al., 2013; Capar, 2015; Hatipler, 2014). Moore et al.
(2002) underlined that when a participatory policy is not followed in the educational
change process and employees are not included in the process, they will resist the
change. Starr (2011) also explained that it is not possible to expect employees to
comply with the change without informing them. According to Basaran (1992), the
adoption of change or reform by employees is effective in solving the problems
encountered. Bagyigit (2009) also stated that since teachers are the people who are
most affected by the decisions taken in schools, their inclusion in the process will
create a facilitating effect in implementing a new practice.

When evaluated in general, it can be argued that society was not properly informed
about the 4+4+4 education system and the purpose of its introduction was not
understood. In addition, it can be claimed that it would be more useful to inform all
stakeholders and manage the policy process with their opinions and suggestions
when making changes in the education system (Noyan, 2016). Unfortunately, it is a
well-known fact that the Turkish education system is highly centralized and all
important policy decisions are made by the Ministry of National Education (MoNE)
(Nohl 2008), thus, it is a top-down approach that does not leave autonomy and power
to schools or stakeholders in the decision-making process (Kanci & Giil-Altinay
2007; Karlidag-Dennis 2017).

MoNE implemented the 4+4+4 reform and supported it by providing reasons why it
was a worthwhile reform. However, from the moment the reform was announced,
many criticisms of the reform have been raised. Although 4+4+4 was a new and
unexpected reform, the public was not given any training to fully understand the
reform or enough time to get used to it (ERG, 2012).

Although the 4+4+4 education system contains striking differences in many aspects
of the Turkish education system, it was implemented less than two months later.
Neither a pilot study nor monitoring and evaluation studies were conducted during

the formulation of the policy (ERG, 2014a). The nationwide implementation of the
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4+4+4 education reform without a pilot study is another issue criticized by education
stakeholders. Pilot implementation is important as it can enable the new system to be
reviewed and its negative aspects to be revealed during implementation of change
(Arkorful, & Abaidoo, 2015; Diindar & Akgayir, 2014). As a result of the inferences
made, the reform can be made to work better. Uncertainty could not be avoided as
there was no pilot implementation and the necessary information was not shared with
those who would implement the reform (Sentiirk, 2016). The fact that such a large-
scale reform was not piloted before implementation was not welcomed by the

practitioners of the reform.

Many education stakeholders argued that the 4+4+4 reform was not good enough to
be implemented easily and without any criticism. They criticized the reform for
setting unrealistic expectations. According to them, policy outcomes in Tiirkiye are
far from meeting expectations. Therefore, education reforms fail to meet the
expectations of the people. This is because, as Schleicher (2018) argues, theory and
practice always proceed differently in the 21st century school system. Although the
4+4+4 education reform was well-planned in theory, it did not work properly in
practice, and thus, it hosted many problems during its implementation (Karip, 2019).

2.4.3. The Challenges Facing Reform Practitioners Through the 4+4+4
Education Reform

The 4+4+4 The 4+4+4 education system introduced in 2012 is an example of the
introduction and implementation of a different education policy in Tiirkiye in many
aspects, including the starting age of school, the way it is divided into levels, the

duration of compulsory education and elective courses (ERG, 2014b).

As explained under the previous title, implementing this reform was problematic for
teachers due to several different reasons, such as the sudden introduction of the
reform, its unprepared implementation, the lack of a pilot study beforehand, and the
lack of consultation with teachers. In addition, there are some regulations that were

not adopted by the implementers of the reform and thus caused problems for the
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implementers during implementation. The most significant change brought by the
reform is the division of the education system into three levels (primary, secondary
and high school) as 4+4+4. As a result of the changes introduced by the reform, there
were problems at all three levels of education and reform implementers objected to

these issues.

In primary schools referring to the first quarter system, the early starting age of
students has been criticized by a large group of people despite the lack of periodic
readiness (Kiilek¢i, 2013; Karadeniz, 2012). These families, who were not aware of
the importance of readiness in the process of children starting school and who
generally lived in rural areas, regretted sending their children to school at an early
age due to the reluctance, boredom, loss of self-confidence and psychological crises
experienced by their children. A group of families were hesitant to send their
children to school, but had to keep them in school because of the difficulties in
obtaining a medical report. Conscious families, on the other hand, postponed their
children's schooling for a year in line with the opinions of teachers and experts
(Sentiirk, 2016). This situation caused inequality for students in disadvantaged
regions. Because while conscious families preferred not to send their children to
school, unconscious families did not realize the importance of the situation and
negatively affected the learning experiences of their children by sending them to
school (Ece, 2019).

It is no coincidence that in many countries around the world, children who are at
least 72 months old start primary education and preschool education is compulsory
before primary education (Kilig, 2014). Since the 1990s, education policies in
Tiirkiye have constantly changed under the influence of political inputs. Since the
results of education policies can be evaluated after many years, the children who are
part of society and who are in the education system pay the price of negative results,
not the policymakers (Soke, 2014). One of the practices introduced by policy makers
but with severe negative consequences for children is the school starting age (ERG,
2014a).
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Primary school is important because it represents a transition period. In Tiirkiye and
many other parts of the world, the calendar age is used as the main criterion for
school starting age (Tutal & Oral, 2015), but the developmental stages of children
play a critical role along with school starting age (Calp, 2014; Denham, 2006; Snow,
2006; Zaslow, Calkins, & Halle, 2000). Teachers believe that it is cognitively
inappropriate for students to start school at 60-66 months. Indeed, many studies have
shown that these students have learning difficulties and that this situation continues
in the following years. In addition, it was frequently stated by teachers that having
different age groups in the same classroom causes an increase in individual
differences, there are problems of adaptation among children, schools are not
physically suitable for this, there are difficulties in the implementation of the
program and achievement of the outcomes, and all these are too difficult for both
teachers and students to adapt (Kartal 2017). Moreover, while sharing their
experiences with first graders, teachers stated that they had never encountered such
cleaning and hygiene problems in their professional lives. This situation led to the
disruption of education and also negatively affected the motivation of teachers
(Ozeng & Cekirdekei, 2012; Uzun & Alat, 2014). MoNE finally made a new
regulation two years later, based on the negativities and criticisms about the issue.
According to this regulation, the decision was changed and children younger than 66
months were not allowed to enroll in school without the special request of their

parents (Sentiirk, 2016).

Despite the many criticisms, when the minister of national education was asked
about the disadvantages of starting school at an early age, he said that there were no
drawbacks, on the contrary, it would be an advantage for students because the
technology and infrastructure in schools were appropriate. He claimed that children
can learn all information through technology (MoNE, 2012b). However, contrary to
the minister's statement, children who started school at an early age were behind the
children who were months older than them and the academic failure continued in the
following years (Sahin et al., 2022). It can be argued that this situation adversely
affects all primary school-age children in Tiirkiye and puts them at a disadvantage.

For this reason, the results of the research on the subject show that the 4+4+4
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education reform is not based on a scientific basis in terms of age change and that
starting school at an early age will harm students unless pre-school education is

compulsory (Peker-Unal, 2013).

With this reform, all school-age children were expected to enroll in school. This
meant that all children would attend school, including the disadvantaged (children
from lower-classes, children with special needs, etc.). However, as the reform was
implemented, it became clear that there were not enough classrooms for all children.
After the reform, when the starting age for 1st graders was lowered, more students
than expected were enrolled in 1st grades, which meant that even a critical grade
such as 1st grade was overcrowded and teachers and students had to teach in
overcrowded classrooms (Epcacan, 2014). In addition, children with special needs
were expected to attend school without extra useful materials such as elevators,
special rooms, etc. On the other hand, young children were compelled to enroll in
school despite their young age, unless they had a medical report. In fact, it was
declared pedagogically inappropriate for five-year-old to attend school. For all these

reasons, the new education reform was severely criticized (Toz & Yildirim, 2014).

Moreover, the inclusion of 5th graders in the second quarter and making them
secondary school students drew a great deal of criticism. This issue has been
criticized at two different points. The first is that 5th grade students cannot adapt to
the secondary school process because they have not yet entered the period of
concrete operational processes. Students who were not cognitively and emotionally
ready for secondary school could not get used to secondary school for a long time.
This situation disturbed secondary school teachers as well as students (Ozden, Kilig
& Aksu, 2014). In addition, the fact that 5th graders were required to take classes for
seven to eight hours a day when they were included in the scope of secondary school
has been cited in the literature as a wrong practice on the grounds that they were not
cognitively ready (Egitim-Sen, 2013). Moreover, when 5th graders became
secondary school, this unexpected practice led to the problem of insufficient class
sizes at this level (Aybek & Aslan, 2015). Another controversial issue is the fact that

primary school teachers became norm redundancy when 5th graders became
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secondary school teachers. This situation also created a shortage of branch teachers
in secondary schools (Uysal, 2015). Teachers who were allowed to choose branches
in their minor disciplines from the redundancy teachers were allowed to do so, and
thus the shortage of branch teachers in secondary schools was tried to be overcome.
However, while this unfavorable problem was solved in other regions, it was not
easy to find teachers in the eastern regions, leading to regional differences and
inequalities (ERG, 2014b).

Moreover, in the second quarter, the disadvantages of having primary and secondary
school buildings together were emphasized and it was announced that primary and
secondary school buildings would be separated in order to eliminate these problems.
However, as a result of the unplanned reform initiative, the buildings could not be
separated and it was revealed that having more than one type of school in the same
building would create a substantial problem (Capar, 2015). However, with the
reform, which planned to introduce a gradual system of primary, secondary and high
schools, children would attend schools appropriate for their age and developmental
characteristics, so that they would not have to share the same places with older boys
and girls in order to receive education. However, the situation was not as expected
and primary and secondary school buildings were not separated (Kaya, 2011). In
addition, this problem paved the way for another problem. Keeping the two levels
together also created an administrative problem in schools. It is very difficult for a
single administrator to be the principal of both primary and secondary schools. These
problems have once again revealed that theory and practice do not match (Dogan et
al., 2014).

Another issue that has been discussed and criticized in relation to the 4+4+4 reform
is that although it was emphasized that students would be able to make decisions at
an early age according to their interests and abilities in the second four-year period
and that vocational guidance would be provided accordingly, this practice was not
realized (Goziitok et al., 2014). However, the state argued that at the end of primary
school (fourth grade), students are given the opportunity to choose among different

types of schools such as basic schools (both private and public), vocational schools
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and open education. Ocal (2015), on the other hand, emphasized that students' early
vocational orientation only covers imam-hatip secondary schools, and therefore, real

guidance cannot be mentioned.

The state, on the other hand, introduced open secondary schools and open high
schools into the education system with this reform. It was argued that compulsory
education would achieve its purpose through these open schools. This is because
policymakers emphasized that open schools would allow students to continue their
education without any difficulty (Ors et al., 2013). Since there are no other
vocational schools other than imam hatip schools that provide education at the
secondary school level (Giin & Baskan 2014), this has led to debates on whether
4+4+4 actually extends the duration of compulsory education. Imam-—hatip schools
were historically established to train preachers and were classified as vocational
schools. When the 4+4+4 education reform was adopted, it also paved the way for
the re-establishment of Imam-hatip secondary schools, which led to intense debates
and protests among various segments of Turkish society, especially secularists who
argued that the 4+4 education reform was introduced to encourage imam-hatip
schools and reduce the actual duration of compulsory education to four years
(Gtiven, 2012). According to this view, instead of increasing compulsory education
to twelve years and encouraging students to stay in school longer, the reform actually
shortened compulsory education and ended formal education by pushing students
towards alternative practices such as open education at an early age (Okgabol 2013).
This actually hindered the right to access to education and placed obstacles in front
of disadvantaged students in disadvantaged regions access to education. In other
words, open education has created inequality against children from lower
socioeconomic backgrounds (Peker-Unal 2013).

The issue of elective courses at the second level is another problem that has remained
on the agenda for a long time. While MoNE (2012) claimed that the elective courses
(religion courses) added to the curricula with this reform would meet the
expectations and sociocultural demands of society, education stakeholders and some
segments of society underlined that this practice was again reflecting the ideology of
the state (ERG, 2014b). Another problem created by elective courses is that they

cause segregation among children. Children are forced to choose elective courses and
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students of different religions are forced to take an elective course in a religion they
are not members of. The aim here is to raise a religious generation in the desired
manner (Eroler, 2019). In other words, elective courses that reveal the existence of
different religions have been effective in creating a single type of individual through
education in schools within the scope of a one-dimensional course. In schools, only
courses such as the Holy Quran and the life of the Prophet Muhammad were offered
to students as elective courses. Students who wanted to take different courses were
not allowed to take different elective courses for reasons such as the lack of a teacher
to teach the course or the lack of sufficient enrollment in the course (Demir et al.,
2013).

In high schools, which represent the last four in the education system, inadequate
infrastructure has led to various problems. By making high schools compulsory, the
schooling rate was intended to increase and positive results were aimed at
quantitatively. However, the success claimed to have been achieved in terms of
quality has certainly not been achieved in terms of quality. In the years when the
4+4+4 education reform was introduced, the FATIH project was much talked about,
just like the education reform. Due to misapplications, this project could not be used
effectively due to lack of infrastructure. Technological machines and smart boards
were placed in classrooms, but internet connection was not provided (Is¢i & Demir,
2015; Coruk & Tutkun, 2018). Therefore, while most schools in less developed
regions did not use technology, other regions were able to benefit from it (Giiven,
2012). Moreover, it is a well-known fact that there are differences between schools
even if they are located in the same region (Ayvaci et al., 2014). All these
explanations show that the minister of national education is not aware of the regional
or technological differences between schools. There are infrastructure problems in
schools and much more financial power is needed to solve these problems, but
unfortunately not enough financial budget is allocated to education (Vatanartiran &
Karadeniz, 2015; Goktas et al., 2013).

The 4+4+4 education reform, which was introduced with a sudden change, is thought

to have caused great turmoil, especially in the high school section, due to the lack of
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infrastructure support. Since the reform was not well planned and there was no
preparation beforehand, there was an overcrowding of compulsory high schools,
which led to the problem of insufficient classrooms. The converting of disused or
less-used places in schools into classrooms has caused additional problems. In some
schools, along with areas such as laboratories and libraries, even the rooms of school
administrators were downsized and turned into classrooms (Kayip & Kartal, 2021).
Moreover, due to the problem of insufficient classrooms, dual education was brought
back to the agenda in order to use the existing classrooms more conveniently. As a
result of dual education, two groups, morning and afternoon classes, were formed
and this situation created problems for all stakeholders, including students, teachers,
principals and parents, in terms of the start and ending times of schools (Dilismez &

Bulut, 2015; Kastan & Kastan, 2016).

Overall, there are differences in society, even though this perspective is ignored by
the state. Due to these unacceptable differences in society, it can be argued that
people have difficulties accepting and adopting reforms. It is seen that an unplanned
reform based on the state's own ideology negatively affects all levels of education.
Moreover, as a result of the inconsistent policies produced by the state, individuals of
society are separated from each other. On the one hand, the state has tried to create
programs for children with different characteristics, skills, needs, interests, etc., but
on the other hand, it has developed policies that reveal the differences between them
and cause discrimination and various problems within society. For this reason, the
state has failed to meet the needs and expectations of society with the reforms it has
created, and it does not seem possible for a reform created in this way to be adopted

by all groups of society and to achieve success.
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CHAPTER 3

METHODOLOGY

This chapter covers the research design, participants of the study, data collection
tools, data collection process and data analysis. First, the research methodology was
explained. Second, participants in the study were described in detail, and lastly, data

collection tools, data collection process and the data analysis were presented in depth

3.1. Research Design

This study employed mixed methods research, combining quantitative and
qualitative approaches. Mixed methods research defining as third methodological
movement by Tashakkori and Teddlie (2003) is essential because it is an intuitive
way of doing research involving events that are constantly displayed in daily lives
and are often preferred by researchers (Creswell & Plano Clark, 2018). The
quantitative method is based on the positivist paradigm and the qualitative method is
based on the constructivist paradigm. However, these methods are insufficient when
they are used separately because the problems arising in the research world are too
complicated to be explained by a single method (Johnson & Onwuegbuzie, 2004).
Hence, using multiple paradigms together in research helps to better understand the

phenomenon (Greene & Caracelli, 1997).

In the mixed methods, as quantitative and qualitative approaches are combined,
researchers are provided with more opportunities to answer research questions as
more than single method is used (Tashakkori & Teddlie, 2003). Both of these
researchers also claim that mixed methods research is superior to the other research

using a single design. They express this assertion with three articles below (p.14):
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* Mixed method research can answer research questions that the other
methodologies cannot.

« Mixed method research provides stronger inferences.

« Mixed methods provide the opportunity for presenting a greater diversity of

divergent views.

Consistent with this explanation, it can be argued that mixed methods research is the
study in which different inferences are obtained. That is to say, this research mostly
reflects different voices and perspectives, thus they diversify the results (Erzberger &
Kelle, 2003).

There appeared to be different mixed-methods design frameworks to make the
research more understandable (Shannon-Baker, 2016). As there are many different
designs in the literature, choosing the right design which contribute the research is
substantial. Accordingly, researchers need to choose a design suitable for the purpose
of the study. Typology created by Creswell and Plano Clark (2018) was mostly
preferred among the different typologies in the studies. According to this typology,
there are distinct designs in social sciences such as convergent parallel design,
explanatory sequential design, exploratory sequential design, and transformative
design. In mixed methods design, the important thing is the time and sequence of the
study while determining the pattern. If the researchers determine the pattern by
paying attention to these two issues, they will have made progress in accordance with
the nature of the mixed method (Hesse-Biber, 2010).

In other words, in mixed methods studies, it is necessary to determine whether the
data will be collected according to a certain sequence. Besides, if there is a particular
sequence, the study that have a priority should be explained. Explanatory sequential
design is the most used design among the mixed method research designs (Creswell
et al., 2003). Explanatory sequential design has an order and the study is carried out

according to this plan (see Figurel) (Ivankova et al., 2006).
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Figure 3. The Diagram of the Explanatory Sequential Design (lvankova et al., 2006)

As it is seen in Figure 3 quantitative data are collected first and then analyzed in
explanatory sequencial design. After this analysis process is completed, qualitative
data that will support the quantitative data are collected and the data obtained are
analyzed. At the last stage, the quantitative and qualitative data are combined and the
result is explained. The current study was conducted through explanatory sequential
design. Accordingly, quantitative approach was used in the study at first. The
quantitative study is a descriptive study. Descriptive research design aims to get
information in order to describe a situation, phenomenon or population
systematically and also this kind of research design utilize a broad range of research
methods to examine one or more than one variable (Kumar, 2018). In this sense,
quantitative study helps describe the results of the 4+4+4 education reform on
socioeconomically disadvantaged students in terms of some variables such as gender,
academic achievement, school type, and attendance. The quantitative approach was
utilized to support the development of the qualitative approach, one of the distinct
goals of mixed-method research (Greene, Caracelli, & Graham, 1989). Secondly,
qualitative approach was used in the study. In the qualitative research, the views of
the 4+4+4 education reform on disadvantaged students were examined in line with
the opinions of teachers, school principals and academicians. Besides, implications
of the 4+4+4 education reform on disadvantaged studentswere investigated in terms
of social justice implementations in education and the impacts of government
policies on disadvantaged students from low SES backgrounds were investigated.
Hence, this design helped to understand the situation of disadvantaged students in
depth.

Phenomenological design was utilized in order to carry out this study. People's
conscious experiences, such as daily living and social interactions, are known as

phenomenology (Schram, 2003). Van Manen (2016), on the other hand explains
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phenomenology as a descriptive method for describing people's experiences with a
phenomenon or a concept. In the light of information, phenomenological design was
preferred to describe the experiences and perceptions of teachers, school principals
and academics concerning educational reform and its reflections in the current study.
In other words, through the phenomenological approach, some striking outcomes
such as reasons for the problems posed by the 4+4+4 education reform, the
reflections of this reform on disadvantaged students, and the echoes of the reform in
TES were examined deeply. As corollary, the quantitative data and the qualitative
data were analyzed separately, thereby the research problem was tried to be
understood in a multidimensional way by combining both research findings and

analyzing holistically. Figure 4 shows the overall research process.

Mixed Methods
Explanatory Sequential Design

Quantitative Research Qualitative Research

! !

Phenomenological
Research

Descriptive Research
(Longitudinal Study)

! !

Raw data obtaining from school Interview with teachers

archive

Sample = 44.290

Primary school -> 7.461
Secondary school -> 9.547
High school -> 27.282

|

Descriptive Analysis

(18 teachers)

Interview with school principals
(14 school principals)

Interview with Academicians

(16 academicians)

Content Analysis

Figure 4. The Research Process
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3.2. Sample

3.2.1. Sampling in the Quantitative Study

A population is a group of people who share similar specific features (Creswell,
2002). In this study, the population of the research consists of disadvantaged schools
and the students in these schools in two districts of province A in the Eastern
Anatolia Region between 2008-2016 academic years. Since constraints on time and
financial resources often prevent reaching the entire population, a sample is selected
from the research group (population) to represent this group. By doing so, the
information needed can be accessed more easily and quickly with less cost (De Vaus,
1990). In this study, cluster sampling method was used to determine the study group.
In cluster sampling, separate representable clusters are formed for the units and
sampling units are randomly selected from each cluster (Acharya et al., 2013).

In some studies, the researcher may have to select samples at two or more stages.
The reasons for this may be that the population cannot be completely defined or is
quite large. In these cases, the researcher first creates a list of groups or clusters for
the situation of the researcher's concern and then selects from these groups or
clusters (Creswell, 2014). In this study, disadvantaged schools were clustered by first
obtaining a list of disadvantaged schools in two districts from the provincial
directorate of national education.

The schools were randomly selected among the school list according to school types:
three primary schools, three secondary schools and two high schools. Although there
should be eight schools in total, there were five schools in the study since primary
and secondary schools were so called separate but still used the same area. Once the
schools were selected, all students attending these schools were included in the

sample in order to ensure a meaningful representation of population.

. Therefore, 44,289 students from these schools represented the sample of the study.

17,008 of these students are primary and secondary students and 27,281 of them are
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high school students. These students were from socioeconomically disadvantaged
schools in a province that has a low ranking in Tirkiye in terms of academic
achievement. Demographic information about primary and secondary school

students is given in Table 1.

Table 1. Demographic Information of Primary & Secondary School Students

N %
Female 8411 49.5
Gender Male 8597 50.5
School type Primary school 7461 43.9
Secondary school 9547 56.1
Schools A 8765 51.5
B 3678 21.6
C 4565 26.8
Grade 4 3690 21.7
5 3770 22.2
6 3241 19.1
7 3181 18.7
8 3126 18.4
Total 17008 100

When the information of students attending primary and middle school was
examined (Table 1), it was seen that out of 17008 students, 8411 were female
(49.5%), 8597 were male (50.5%). They were primary school students (n=7461,
43.9%) or middle school students (n=9547, 56.1%). School A had more students
(n=8765, 51.5%) than school B (n=3678, 21.6%) and school C (n=4565, 26.8%).
Among them, 3690 were 4th grade students (21.7%), 3770 were 5th grade (22.2%),
3241 were 6th grade (19.1%), 3181 were 7th grade (18.7%), and 3126 were 8th
grade students (18.4%).

Table 2. Demographic Information of High School Students

N %
Gender Female 9909 38.3
Male 17372 63.7
School type High school 27281 100
Schools D 12695 46.5
E 14586 53.5
Grade 9 9409 345
10 6301 23.1
11 5706 20.9
12 5865 21.5
Total 27281 100
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When the information of students attending high school was evaluated (Table 2), it
was realized of the 27281 students, 9909 were female (38.3%) and 17372 were male
(63.7%). Of these, 12695 (46.5%) went to high school D, and 14586 (53.5%) went to
high school E. Out of these students, 9409 (34.5%) were 9th grade students, 6301
(23.1%) were 10th grade students, 5706 (20.9%) were 11th grade students, and 5865
(21.5%) were 12th grade students.

3.2.2. Sampling in the Qualitative Study

3.2.2.1. Sample of Teachers and School Principals for the Qualitative Phase of
Study

In phenomenological design, the phenomenon determines the participants as well as
the approach (Hycner, 1999), and selecting participants based on the purpose of the
research is substantial (Greig & Taylor, 1999) while looking for individuals (as cited
in Groenewald, 2004). In this context, there are two kinds of participants in this
study. One of them is internal stakeholders (teachers and school principals)
experiencing the phenomenon and the other one is external stakeholders (academics)
good at conceptualizing and expressing a phenomenon.

Teachers and school principals are participants having personally experienced the
event, and the subjective meanings created by their experiences in the process were
revealed. In this context, the participants in internal stakeholders group consisted of
18 teachers and 14 school principals. These 32 participants have been working in
primary, secondary, and high schools in a region with a high population of
disadvantaged students in eastern Tirkiye. As Neuman (2017) states, the aim of
qualitative research methodology is to collect specific events, examples and actions
that will clarify and deepen the topic under consideration. In a phenomenological
research, the aim is to reach the essence of the phenomenon by reaching enough
people who have experienced the phenomenon. In this context, teachers and
principals were selected from purposive sampling techniques primarily according to
the criterion sampling technique. There are several predetermined criteria in this

study. The first criterion is the selection of teachers and principals working in
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disadvantaged schools where disadvantaged students are predominant. For this
reason, disadvantaged schools (schools with a high number of socioeconomically
disadvantaged students) in the records of the Provincial Directorate of National
Education were identified and teachers and principals working in these schools were

included in the study.

The second criterion was the tenure of the participants. Teachers and principals who
were appointed in 2008 and before (with a tenure of more than 13 years) were
selected in order to get their evaluation of the system before and after the reform.
The last criterion for the teachers and school principals is the grade criterion. Within
the framework of the literature review, it was concluded that 1st, 5th and 9th grade
teachers were most affected by the 4+4+4 education reform. Therefore, the teachers
in the study group worked in these grades in the first years of the reform which
played an important role in the selection of the study group. After determining the
criteria, snowball technique was used in order to find teachers and school principals
who meet these criteria. According to Babbie (1995), Crabtree and Miller (1992), the
snowballing technique involves asking one participant to suggest more participants
for interviews. Information on the participants of the study was given in Table 3.

Table 3. Participants of the Study (Teachers and School Principals)

Teacher Gender Group  Experience  School type Department Grade
1. Male Teacher 15 Primary Primary sch. 1
(T1) school teacher
2. Male Teacher 22 Primary Primary sch. 1
(T2) school teacher
3. Female  Teacher 27 Primary Primary sch. 1
school teacher
4, Female  Teacher 14 Primary Primary sch. 1
school teacher
5. Female  Teacher 15 Primary Primary sch. 1
school teacher
6. Male Teacher 18 Secondary English 5
school
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Table 3. (continued)

10.

11.

12.

13.

14,

15.

16.

17.

18.

19.

20.

21.

22.

Male

Male

Female

Male

Female

Male

Female

Male

Female

Male

Male

Female

Male

Female

Male

Male

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

(T18)

Principal

(P1)

Principal

Principal

Principal

17

21

24

28

16

21

14

32

18

20

16

19

18

17

22

25

Secondary
school
Secondary
school
Secondary
school
Secondary
school
Imam-hatip
Secondary
school
Anatolian
High S.
Anatolian
High S.
Anatolian
High S.
Anatolian
High S.
Imam-hatip
High School
Vocational
and Technical
High S.
Vocational
and Technical
High S.
Primary
school
Primary
school
Primary
school
Primary
&Secondary
school

Math

Science &
Technology
Math

Science &
Technology
Social Sciences

History

Philosophy

Chemistry

Biology

Math

Vocational High
school Teacher

Geography

Primary school
teacher
Primary school
teacher
Primary school
teacher
Primary school

teacher
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Table 3. (continued)

23. Male Principal 27 Primary Math -
&Secondary
school
24. Male  Principal 26 Primary Social Sciences -
&Secondary
school
25. Male Principal 32 Primary Primary school -
&Secondary teacher
school
26. Male Principal 17 Secondary Math -
school
27. Male  Principal 21 Secondary Science -
school &Technology
28. Male Principal 18 Secondary Math -
school
29. Male Principal 28 Anatolian Chemistry -
High S.
30. Female  Principal 21 Anatolian Geography -
High S.
3L Male  Principal 24 Imam-hatip Literature -
High School
32. Male Principal 22 Vocational History -
(P14) and Technical
High S

There are 32 participants in the study (Table 1). Of the 18 teacher participants, 8 are
female and 10 are male. Teachers' working years vary between 14 and 32 years.
Most of the teachers have more than 20 years of experience. Six of the participating
teachers work in secondary schools and two of them work in Imam-hatip secondary
schools. Seven teachers work in high schools, four in Anatolian, two in vocational
and technical and one in Imam-hatip high schools. The rest of the teachers work in
primary schools. Of the 14 school principal participants, 12 are male and only 2 are
female. School principals have between 17 and 35 years of tenure. Three of the
school principals work in primary schools, three in secondary schools, four in

schools where primary and secondary schools are integrated, two in Anatolian high
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schools, one in Imam-hatip high schools and one in Vocational and Technical high
schools. In order to evaluate the views of teachers and school principals on the
4+4+4 education reform, teachers and principals working in different school types
were reached and diversity was tried to be ensured by paying attention to their

different branches.

3.2.2.2. Sample of Academics for the Qualitative Phase of Study

The external stakeholders (academics), on the other hand, are the participants
perceiving the 4+4+4 education reform in a different way than teachers and school
principals. That is to say, academics are not the ones who have personally
experienced the 4+4+4 education reform, yet they have considerable perceptions
about the educational reform because they have conducted research on this subject.
That is why 16 academics with different titles and positions working in different
faculties and departments of universities in Tiirkiye were selected as participants for

this study.

In the current study, a purposive sampling technique was used. Biiyiikoztiirk et al.
(2008) explained that a purposeful sampling method enables researchers to gather
more useful information while examining an issue. For that reason, participants,
academics, were selected according to this technique. Among purposive sampling
techniques, criterion sampling was utilized as suggested by Staruss and Corbin
(2014) in phenomenological design. Three criteria were identified in this study. The
first criterion is that academics need to have published an article on the 4+4+4
education reform or social justice in education (equality of opportunity) in terms of
the reform or have supervised a thesis/dissertation on the same topics in previous
years. For that reason, | searched on websites such as web of science and google
scholar to find academics who have conducted studies on the 4+4+4 education
reform and social justice in education. | also found academics who have supervised
thesis studies on these issues through the national thesis center displayed master
theses or dissertations afterwards | contacted these academics via email and set up an

interview schedule.
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The second criterion is that the academics are required to have at least 10 years of
experience. The reason academics having more than 10-year experience were
selected is because it was thought that the academics who have worked before the
reform for a few years would better interpret the 4+4+4 education reform process.
Furthermore, it is substantial that these academics would be able to comparatively
evaluate the students who were accepted to the universities before and after the
reform. The last criterion is that academics need to work one of the two different
faculties: Faculty of Education and Faculty of Arts & Sciences. Thus, academics can
evaluate the 4+4+4 education reform from both educational and sociological points

of view.

After finding suitable academics for the criteria on the aforementioned websites, the
snowball technique was utilized. According to Smith, Flowers and Larkin (2009)
snowball technique is another important method in phenomenological design
because more qualified data can be collected with participants who have already
agreed to participate in the research through someone else. In the present study, this
technique was used to trace additional academics. Thus, an opportunity was seized to
interview more academics who could provide in-depth information on the 4+4+4
education reform. Detailed information about the academics was displayed in Table
4,

Table 4. Participants of the Study (Academics)

A Gender Group Experience Faculty Department

1. Female Asst. Prof. 16 Faculty of Education  Educational Sciences

2 Male Professor 28 Faculty of Education  Educational Sciences

3 Male Assoc. 23 Faculty of Education  Educational Sciences
Prof.

4, Female Asst. Prof. 15 Faculty of Education  Educational Sciences

5. Male Professor 26 Faculty of Education ~ Educational Sciences

6. Male Assoc. 18 Faculty of Education ~ Educational Sciences
Prof.

7. Male Assoc. 19 Faculty of Education ~ Elementary & Early
Prof. Childhood Education

79



Table 4. (continued)

8. Female Asst. Prof. 17 Faculty of Education  Elementary & Early
Childhood Education
9. Female Professor 27 Faculty of Education ~ Mathematics and Science
Education
10. Male Assoc. 20 Faculty of Education ~ Mathematics and Science
Prof. Education
11.  Male Asst. Prof. 24 Faculty of Arts & Sociology
Sciences
12. Female Assoc. 21 Faculty of Arts & Sociology
Prof. Sciences
13. Male Assoc. 23 Faculty of Arts & Sociology
Prof. Sciences
14.  Male Assoc. 20 Faculty of Arts & Sociology
Prof. Sciences
15.  Male Professor 34 Faculty of Arts & Sociology
Sciences
16. Male Professor 32 Faculty of Arts & Sociology
Sciences

There are 16 participants in the study (Table 4). Of the 16 academics, only six are
female and 11 are male. Tenure of academics vary between 15 and 34 years. The
number of academics working for more than 20 years is high. Six academics work at
Faculty of Arts and Sciences and 10 of the academics work at Faculty of Education.
While six academics work in the department of educational sciences, four of them
work in the Elementary and early childhood education department at faculty of
education. The other six academics, on the other hand, work in sociology department
at Faculty of Arts and Sciences. There is no assistant professor among participants in
department of sociology. All academics in sociology department have more than 20-
year experience while there is only one academic working over 20 years in the
department of elementary and early childhood education. Overall, the number of
associate professors is proportionally much higher when compared to other titles. On

the other hand, the number of female academics is less than male academics.
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Among the participants, academics working in the departments of elementary and
early childhood education and mathematics and science education were selected to
elucidate the situation of the students having problems in the 1st, 5th and 9th grades
at schools and the causes of these problems. In addition, the reason for choosing
academics in the department of educational sciences and sociology is that they are
likely to enrich the study by providing different mindset from political and

sociological perspectives.

3.3. Data Collection Tools in the Quantitative Study

In the quantitative method, data collection tools vary according to the research
conducted. Document/record review, questionnaire, test, experiment, observation,
interview, focus group, checklist, case study, and ethnography are among the
methods commonly used to collect data (Mantha, Menassa, & Kamat, 2015). In this
study, e-school data recorded between 2008 and 2016 were used as data collection

tools.

The raw data registered in the e-school system covers various information about
students. One of them is student report cards. These report cards include information
such as the student's name and surname, school achievement score, the number of
days absent from school in the first semester and the second semester, and the
number of books read in both semesters, etc. Through these student report cards in e-
school records, the required data such as gender, academic achievement score and
student absenteeism were accessed and thus the research questions of the study were

answered.

After showing the permissions obtained for the study in the schools where the study
was carried out, the computers where the information of the students in the school
was recorded were accessed in the presence of the principal or assistant principals.
Since the data for this study required looking back at least 12 years and included

information from previous periods, it took a long time to access old data.
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3.4. Data Collection Tools in the Qualitative Study

In phenomenological studies, data generation is usually done using in-depth and
multiple interviews. Apart from these, various methods such as participant
observation, action research, focus groups and analysis of personal texts can be used
(Creswell, 2018). In this study, semi-structured interviews were made in order to
answer the research questions of the study, (Marshall & Rossman, 2014) were
conducted with teachers and school principals to comprehend their viewpoints and
firsthand knowledge of the 4+4+4 education reform and its implications on
disadvantaged students at disadvantaged schools. In addition, the interviews were
made with academics in order to understand their perspectives about the 4+4+4

education reform and outcomes of the reform for disadvantaged pupils.

In order to obtain the data for the study, the researcher developed two different
interview forms for teachers and school principals and also academics to reveal their
perceptions and experiences on the 4+4+4 education reform and its implications for
disadvantaged students from different perspectives. These forms are commonly used
semi-structured interview form that reveals unexpected aspects of the subject being
researched (Grix, 2004). The results of quantitative research were taken into
consideration when preparing the interview form. Then, the questions related to
students' academic achievement, the number of female students attending school and
absenteeism were included and these issues were scrutinized in depth in qualitative
research. After the interview form is prepared, it was scrutinized by supervisor and
then questions were sent to two experts who are competent in the qualitative research
methodologies, have deep knowledge of change and reform in educational
organizations and they provided their expertise in the process of scrutinizing the
interview questions. Afterwards, the interview form was reshaped in line with the
feedback from the experts. Thus, the semi-structured interview form finalized
through 15 questions including 6 sub-questions for teachers and school principals
(See Appendix A) and 13 questions including 5 sub-questions for academics (See
Appendix B). The questions for both groups are parallel. Because different views on

the same topic were aimed to be reached.
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Before staring interview with the participants, | asked them a few questions about
their demographic information. | took notes instead of recording their information.
As underlined by Patton (2014), Yildirim and Simgek (2016), having a sensitive
attitude towards the interviewee contributes to the establishment of trust and a kind
of closeness between the interviewer and the interviewees. So, after creating a
comfortable environment, interviewees were ready to give answer to open-ended
questions. There are guiding questions and probes in the interview form. The sample
questions were below: How do you perceive the 4+4+4 education reform? What are
the advantages and disadvantages of the 4+4+4 education reform? What are the
implications of the 4+4+4 education reform on disadvantaged students?

3.5. Trustworthiness of the Qualitative Study

In order for scientific research to be accepted, it needs to be valid and reliable at a
certain level. Determining the validity and reliability of the data collection tools,
research design and data analysis used in research affects the credibility and
acceptance of the research (Guba & Lincoln, 1994). Since the nature of inquiry is
different in qualitative and quantitative research, which have completely different
natures, the methods of obtaining validity and reliability are also different (Fraenkel
& Wallen, 2015).

It is a common belief that studies should be analyzed in accordance with some
criteria in order to have a scientific value; however, there are also many opinions that
developing criteria or conducting a study dependent on a criterion is contrary to the
nature of qualitative research (Miles & Huberman, 2016; Patton, 2014). Unlike
quantitative researchers, qualitative researchers emphasize reaching different
perspectives instead of reaching a single truth (Patton, 2014; Creswell, 2013). The
validity and reliability of the study play an important role in determining the quality
of qualitative research (Punch, 2005). Houser (2015) stated that there should be
trustworthiness in qualitative research and there are some criteria for this. These
criteria given under four headings by Guba and Lincon (1982) are credibility,

transferability, dependability, and confirmability.
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Credibility deals with the truthfulness of the meaning obtained (Guba, 1981). There
are various methods to enhance credibility. Prolonged involvement, member
checking and peer debriefing are among these methods (Holloway & Wheeler,
1996). In this study, peer debriefing was used to ensure credibility. Peer debriefing
method increases internal validity. Accordingly, expert opinions were obtained from
three experts in order to rise internal validity of the study. Two different data were
sent to these experts simultaneously and they were asked to analyze the data by
creating codes and themes. Two of these experts work at the department of
educational sciences and the other one works at the department of basic education
and they are familiar with the subject. As a result of the simultaneous coding,
harmony was achieved between three coders (Maxwell, 2013; Miles & Huberman,
1994). Experts provided feedback throughout the process and at the end of the
coding process, inter-coder agreement was achieved (Glesne, 2016), and the
credibility of the study increased through the feedback (Holloway & Wheeler, 1996;
Houser, 2015).

Transferability, another criterion, shows the extent to which the results can be
applied to different groups and situations (Guba, 1981). External validity, which is
expressed as transferability in qualitative research (Miles & Huberman, 2016),
emphasizes the generalizability of the results. However, the expression of
generalization here is that the results of the study can be repeated in similar situations
(Streubert & Carpenter, 2011) or that similar events at similar times can give similar
results at different times (Merriam, 1998; Teddlie & Yu, 2007). There is no
generalization purpose in qualitative research; however, in order to ensure
transferability, some criteria should be determined in advance in the selection of
participants and the characteristics of the participants and the reasons for their
selection should be explained in detail (Creswell, 2013; Maxwell, 2013).

In this study, in order to ensure transferability, participants were selected according
to certain criteria (such as working in disadvantaged schools, being appointed before
2008, working in different types of schools or different regions in Tiirkiye) and the
reasons for this were explained in detail. Direct quotations were also employed in

this study since doing so would promote transferability by giving the reader the data
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in its raw form (Guba & Lincon, 1982). It is important for validity to present
individuals' perceptions, awareness and experiences about the subject by using
quotations (Patton, 2014).

To ensure dependability, the most widely known and applied strategy is the
triangulation technique. Triangulation is the comparison of the results of two or more
data collection methods (e.g. interviews and observations) or two or more data
sources (e.g. individual interviews with different group members) (Streubert &
Carpenter, 2011). In this study, three different data sources were used in this study.
Teachers, school principals and academics were interviewed about the same topic
(the consequences of the 4+4+4 education reform on disadvantaged students). Thus,

it was possible to scrutinize the issue from multiple perspectives.

Lastly, the confirmability, external reliability, was ensured by audit trail. The audit
trail is the reporting of decisions, proposals, procedures and the process of analysis
and their complete, rigorous reflection through the study. The aim is to present the
evidence for conclusions as much as possible (Streubert & Carpenter, 2011).
Accordingly, the data were recorded on the voice recorder and the notes taken during
the interviews were kept in order to ensure confirmability in the study, and these data

were supported by the quotations included in the findings of the current study.

3.6. Data Collection Procedure

Data collection procedure part include both data collection procedure in quantitative
study and data collection procedure in qualitative study. Both processes were
explained in detail under the relevant section.

3.6.1. Data Collection Procedure in Quantitative Study

The Human Subjects Ethics Committee (HSEC) of Middle East Technical University

(METU) gave permission to conduct the study in January, 2020. (Appendix C). After

that, the Provincial Directorate of National Education in the province where the
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study would be done was asked for approval, and it granted permission for the study
to be conducted in March 2020 (see Appendix D). After obtaining the necessary
permissions, the researcher had to wait for a while due to the pandemic. When the
effects of the pandemic subsided gradually, the researcher went to schools and
started collecting stored data. Data were collected in the 2020-2021 academic year
between September and March.

After the necessary permissions were taken, the researcher visited the disadvantaged
schools randomly selected by clustering method. When she went to school, she
explained the data she needed to the school principal. Despite having permission for
the research, some principals refused to provide the recorded data. Therefore, the
researcher visited the school principals who gave permission to use the data and
collected the data from these disadvantaged schools. The appointments were made
with the school principals in the schools since the schools were not yet actively
opened. When the schools were visited, access to the computers where the data were
kept was provided with the aid of the school administrators. Three primary and
secondary schools and two high schools were visited at different time periods and the
data needed were obtained from the e-school system. Since the aim was to obtain
data between 2008 and 2016, the computers of school administrators were used to

access the data.

While the data collection process was shorter in primary and secondary schools due
to the relatively small number of students, it took longer in high schools due to the
large number of students and branches. Although most of the data in primary schools
were entered manually in schools, it was not possible to enter all of the data
manually because there was a big data set in secondary schools and especially in
high schools, so the remaining data were transferred to the hard disk. In order to
obtain all of the data, the researcher had to visit the data center several times. Thus,
the researcher visited the province where the study was conducted several times
within a 6-month period to access all of the the data and the data collection process

was completed.
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3.6.2. Data Collection Procedure in Qualitative Study

Before collecting the the data, the Human Subjects Ethics Committee at Middle East
Technical University (METU) approved this study in January 2020 (see Appendix
A). Following that, permission was requested from the Provincial Directorate of
National Education in the province where the study would be conducted and
Provincial Directorate of National Education gave its consent to carry out the study
in March 2020 (see Appendix B). After all permissions were obtained,
socioeconomically disadvantaged schools were identified from the school lists in the
Provincial Directorate of National Education. Since the pandemic started during this
period, interviews were postponed for a while. In the 2021-2022 academic year, the
the data were collected. In this process, the interviews which started to be conducted
online during the last periods of the pandemic continued face-to-face with teachers
and school principals who met the predetermined criteria after the risk decreased
between May and October 2021. Before the interviews, the participants were shown
the "research consent" and were informed about the purpose of the research, the
content of the interview, and the estimated duration of the interview. During the
interview, an environment that allowed the interviewees to express their own

perceptions freely without any manipulation.

Most of the interviews were conducted as one-on-one interviews with teachers and
school principals. They were mostly made in the teachers' room with teachers. When
the room was crowded and noisy, the teachers were interviewed in any of the empty
classrooms. In addition, interviews were made with school principals in their own
room. On the other hand, as some of the data were collected during the last periods
of the pandemic, some of the interviews were conducted with the participants
through online zoom meetings. The interviews were recorded with the permission of
the participants; however, since four teachers and three school principals did not
allow audio recording, these interviews were followed up by taking detailed notes as
Bogdan & Biklen (2007) suggested.

Second, the interviews with academics were carried out who met the predetermined

criteria were connected with the help of websites and other academics. The
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determined participants voluntarily agreed to participate in the interview, and then
suitable days were determined for the interview. Most of the interviews were
conducted online in order to meet the criterion of academics working in different
provinces of different regions in Tiirkiye. Moreover, since it was a pandemic period,
it was not possible to meet the participants face to face for a long time. For that
reason, a number of participants express their views through online zoom program.
After the negative effects of the pandemic subsided, face-to-face interviews were
conducted with academics in Ankara and some other cities. In addition, a group of
academics stated that they would attend the national education council to be held in
Ankara (December 3-5 in 2021), thus the rest of the interviews were carried out face-
to-face with academics attending the 20th national education council. These
interviewees were invited to METU and the interviews were made in the classes at
METU. Accordingly, the process of data collecting lasted from October 2021 to
February 2022.

The interview duration ranged between 38 minutes and at 164 minutes. Taking into
consideration all interviews, the average time is approximately 82 minutes. All of the

interview sessions were recorded and transcribed verbatim.

3.7. Data Analysis

This section presents how the data were analyzed. According to the order of the
study, first the quantitative data and then the qualitative data analysis process was

explained.

3.7.1. Quantitative Data Analysis

After all the data were collected, a total of 44,290 student data, including 17,008
primary and secondary school students and 27,282 high school students between
2008-2016 academic years, were entered into the Microsoft Excel file. After the
excel file was checked backward and forward, the data entered incorrectly were

corrected. Hence, the data control was completed. After that, the data in Excel were
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transferred to the SPSS 28 program. Then, the data in SPSS were checked. In light of
this control, the missing data were found. As all of the data were copied to the hard
disk, the missing data was completed and so no missing data left in the study. To

analyze the data, descriptive analysis was used.

Within the scope of the first research question of the study, the 4+4+4 education
reform the was examined in terms of school achievement (GPA) variable through the
data in Microsoft Excel file. After the grade point average (GPA) was taken and the
coding of GPA data was made in the Excel program according to years from 2008 to
2016. After the GPA data were analyzed, the result of the academic achievement
analysis was shown with a line graph, one of the graphics in the excel program in

different years including both before and after reform.

In line with the second and third research questions of the study, percentage and
frequency techniques of descriptive statistics were used. Firstly, the gender variable
was scrutinized for the second research question according to descriptive statistics.
Through descriptive analysis, the number of male and female students before and
after the reform was obtained, the number of students was examined, and the number
of students attending school was analyzed descriptively considering the pre and post-
reform period to see whether the reform made a positive change in the number of

male and particularly female students.

In the basis of the third research question in the study, the absenteeism variable was
also examined using percentage and frequency techniques of descriptive statistics as
stated before. The number of absent days of the students before and after the reform
was investigated to see whether the state of absenteeism changed positively or
negatively both before and after the reform. In other words, by looking at the number
of absent days, it was examined whether the reform changed students' school
attendance positively. By doing so, the collected data were analyzed through

descriptive analysis in line with the research questions.
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3.7.2. Qualitative Data Analysis

The process of qualitative data analysis involves organizing the data, creating codes
and themes by organizing these data, presenting the data and interpreting them
(Creswell, 2013). Data analysis is a complex process of inductive and deductive
inferences between concrete data and abstract concepts (Merriam, 2009). In this
process, the researcher firstly listened to the 14 recorded interviews and transcribed
them verbatim. Since four teachers did not give permission to be audio-recorded,
their responses were noted in detail. On the other hand, the audio recordings of 11
school principals were listened to and transcribed, but the answers of three school
principals who did not allow the recording were carefully noted and followed. The
notes taken from the participants during the interview make an important
contribution to the analysis of qualitative data (Lonkila, 1995). These notes were
then transferred to the computer.

After that, recordings of 16 academics were listened and transcribed. After the
transcription process of all interviews was completed, the researcher carefully read
and analyzed all the data and this review process allowed the researcher to see the
data as a whole (Bradley, Curry & Devers, 2007). Secondly, code lists were prepared
simultaneously by three researchers and initial codes were grouped. In this study,
codes were created inductively. In inductive coding, data are generated from raw
data (Thomas, 2006). In the process of creating the codes, the researcher used
analytical coding. Analytical coding focuses on interpretation and meaning and

codes are created accordingly (Richards, 2005).

Finally, themes were identified in line with the generated codes. Miles and
Huberman (1994) suggest pattern coding at this stage to present the data in smaller
pieces. Therefore, the researcher tried to find the themes that best represent the
codes. After that, the analysis of the data was done through content analysis. Patton
(2014) defines content analysis as the process of capturing meaning in a large data
set and making sense of qualitative data. In addition, content analysis aims to reach

conclusions beyond the information in written texts and to discover things beyond
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what is seen. The data were analyzed in depth and the emerging themes were
presented with quotations. Each teacher was identified as T1, T2, ... T18; each the
school principal was coded as P1, P2, ... P14; and each academic was defined as Al,
A2, ....Alé6.

3.8. Limitations

There are three main limitations of the current study that should be considered when
evaluating the results. First of all, the raw data of the students in the quantitative part
of the study includes only the students attending Anatolian high schools (though
qualitative part of the study include all types of schools). This is seen as a limitation
of this study and because different schools including disadvantaged pupils could add
to the study in order to evaluate the results of the 4+4+4 education reform on
disadvantaged students on a large scale.

Secondly, the current study is limited to student data from the 2008-2016 academic
years. The study is a longitudinal study. In order to better understand the before- and
after-reform process, the study was examined four years before and four years after
the reform. For a more detailed analysis, studies covering a longer time period can be
conducted.

Third and last, this study covers only one province in eastern part of Turkiye.
Although most of the schools determined by the cluster sampling method were
selected by random sampling method, the fact that the sample of the study in the
central districts of a province limited the results of the study, so the study could not

be generalized to the whole country.
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CHAPTER 4

RESULTS

In this chapter, quantitative and qualitative data analyses were presented within the
scope of the research questions. Before proceeding to the results, the missing value
analysis was checked. Accordingly, the results of descriptive statistics were reported.
Finally, in line with the research questions, the results of the content analysis were

presented.

4.1. Quantitative Findings

In this study, the results of the 4+4+4 education reform were analyzed in terms of
some variables such as academic achievement, gender and absenteeism. These
variables analyzed within the scope of the research questions of the study. The
results of the quantitative study are explained below in light of the first, second and

third research questions.

4.1.1. Implications of the 4+4+4 Education Reform Regarding Academic

Achievement

The 4+4+4 education reform enacted in 2012 has affected all levels of education:
primary, secondary and high schools. First of all, when the data for primary and
secondary schools were analyzed, it was seen that the 4+4+4 education reform
particularly affected the 5th grade, which was primary school before the reform and

secondary school afterwards. Relevant information was shown in Figure 5.

92



Academic achievemet

80

70

50

40
30
20

10

2008-2009 2009-20102010-2011 2011-2012 2012-2013 2013-2014 2014-2015 2015-2016

— 5 6 7 c—Q

Figure 5. Academic Achievement Outcomes for Primary & Secondary School

When the achievement graph of primary and secondary school students over years
was analyzed, it was seen that the 2012-2013 academic year was a breaking point
and academic achievement decreased at all levels from 4th to 8th grade (Figure 1).
However, the academic achievement of the 5th graders decreased dramatically
compared to the other grades. Moreover, when the academic years following 2012
were analyzed on the graph, it was seen that academic achievement partially
increased in the following years after the reform but never reached the level of the
pre-reform period. All these findings showed that the 4+4+4 reform and the
transformation of the 5th grade into a secondary school had a negative impact on
academic achievement. Secondly, when the results of the 4+4+4 education reform
approved in 2012 were analyzed in terms of academic achievement in high schools
over years, it was seen that there was a sudden decline in 2012 at all levels. The

information about this issue was displayed in Figure 6.
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Figure 6. Academic Achievement Outcomes for High School

When the academic achievement graph of high school students according to years
was scrutinized, it was understood that students’ academic achievement decreased
sharply. Comparing 9th grade students with other grades, it was obvious that 9th
graders experience academic failure more concretely than other grades such as 10th,
11th, 12th grades. Moreover, after the 4+4+4 education reform was implemented in
2012, it was seen that none of the high school grades had reached the academic
achievement levels before the reform was approved. According to these results, the
4+4+4 reform affected adversely academic achievement in high schools and had a

negative impact especially on the 9th grade.

4.1.2. Implications of the 4+4+4 Education Reform on Female Students

When the results of the 4+4+4 education reform were analyzed according to the
gender, we first looked at the distribution of male and female students before and
after the reform. Since the schools were divided into two groups as primary and
secondary schools and high schools, the results were evaluated separately for the two
groups. Table 5 showed the distribution of primary and secondary school students

according to gender.
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Table 5. Gender Distribution of Primary & Secondary School Students

Before Reform After Reform

N % N %
Gender  Female 3341 39.7 5070 60.3
Male 3571 415 5026 58.5

According to gender distribution at primary and secondary schools, there were 5070
female students (60.3%) and 5026 male students (58.5%) before reform while there
were 3341 female students (39.7%) and 3571 male students (41.5%) before reform.
When the distribution was examined it was noticed that the number of both female
and male students increased. However, it can be said that the ratio of female students

increased more than that of male students enrolled at primary and secondary schools.

Table 6. Gender Distribution of High School Students

Year
Before Reform After Reform
N % N %
Gender  Female 4763 48.1 5146 51.9
Male 8532 49.1 8840 50.9

When the number of high school students participating in the study was evaluated, it
was seen that the number of female students increased from 4763 (48.1%) to 5146
(51.9%). Similarly, the number of male students increased up to 8840 (50.9%) from
8532 (49.1%) (Table 6). As can be seen, the number of male and female students
increased when the pre- and post-reform periods were compared. However, when the
number of male and female students was examined over the years, it was realized
that the number of both groups of students decreased after the reform. When the pre-
and post-reform period is considered especially in terms of female students
according to years, it was noteworthy that the number of female students decreased
after the 2012-2013 academic year. The number of female and male high school

students over the years was shown in Table 7.
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Table 7. Gender Distribution of High School Students Over Years

Gender
Female Male
N % N %

Year 2008-2009 1123 33.8 2199 66.2

2009-2010 1124 35.1 2076 64.9

2010-2011 1216 35.7 2187 64.3

2011-2012 1300 38.6 2070 61.4

2012-2013 1514 36.2 2673 63.8

2013-2014 1230 35.6 2227 64.4

2014-2015 1179 37.5 1967 62.5

2015-2016 1223 38.3 1973 61.7

Total 9909 17372

It can be said that the number of female students (n= 1514, 36.2%) and the number
of male students (n= 2673, 63.8%) in the 2012-2013 academic year, which was
higher than in the years before the reform (Table 7). However, the number of female
students dropped from 1514 (36.2%) in 2012, when the reform was implemented, to
1230 (35.6%) just one year later. In parallel, the number of male students dropped
from 2673 (63.8%) to 1973 (61.7%) in the years following the reform. When the
enrollment rates of boys and girls are analyzed, it is seen that the enrollment rate of

boys is higher than the enrollment rate of girls in all academic years.

Regarding the given descriptive statistics, the reform did not lead to an increase in
the number of female students who are considered to be more disadvantaged groups.
In this case, the results clearly indicated that although the 4+4+4 education reform

increased the numberof female students in the first years of the reform, it did not

have the expected positive impact in the following years for high schools.

4.1.3. Implications of the 4+4+4 Education Reform on Absenteeism

When the results of the 4+4+4 education reform were analyzed in terms of
absenteeism, it was observed that students' school attendance decreased both in the
first and second semesters after the 4+4+4 education reform. Information on primary
and secondary school students' absenteeism before and after the education reform

was given in Table 8 and Table 9.
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Table 8. The Distribution of Absenteeism of Primary & Secondary School Students in
the 1st Semester Before and After the Reform

Before Reform After Reform
N % N %
Absenteeism 1 Full attendance 2023 54.9 1662 451
Between 1 and 9.5 3678 36.9 6289 63.1
Between 10 and 19.5 625 37.6 1037 62.4
Between 20 and 39.5 337 41.1 483 58.9
40 and higher 249 28.5 625 715

When the number of days absent in the first semester of the reform was analyzed, it
was observed that the number of days for students with full attendance was higher
before the reform (n=2023, 54.9%) and decreased after the reform (n=1662, 45.1%).
While the number of students with 40 or more days of absenteeism was 249 (28.5%)
before the reform, this number increased to 625 (71.5%) after the reform.
Considering that 40 or more days of absenteeism has a negative impact on the
educational process, the results showed that the 4+4+4 education reform has had a

significant impact on the inclusion of students in school.

Table 9. The Distribution of Absenteeism of Primary & Secondary School Students in

the 2nd Semester Before and After the Reform

Before Reform After Reform
N % N %
Absenteeism 2 Full attendance 2339 515 2206 48.5
Between 1 and 9.5 3577 38.1 5822 61.9
Between 10 and 19.5 439 347 919 65.3
Between 20 and 39.5 203 31.8 435 68.2
40 and higher 304 29.9 714 70.1

When the number of absent days of primary and secondary school students in the
second semester after the reform is analyzed, it is seen that the number of days of
students with full attendance was higher before the reform (n=2339, 51.5%) but
decreased after the reform (n=2206, 48.5%). The number of students who were
absent between 20 and 40 days was 203 (31.8%) before the reform. This number
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increased to 435 (68.2%) after the reform. While the number of students with 40 or
more days of absenteeism was 304 (29.9%) before the reform, this number increased
to 714 (70.1%) after the reform. This high rate of absenteeism draws attention to the

negative consequences of the 4+4+4 education reform on education.

Table 10. The Distribution of Absenteeism of High School Students in the 1st

Semester Before and After the Reform

Year Reform

Before Reform After Reform
N % N %
Absenteeism 1 Full attendance 1322 35.0 2460 65.0
1-9.5 8417 50.9 8118 49.1
10- 19.5 2620 55.5 2104 44.5
20-39.5 377 44.2 476 55.8
40+ 559 40.3 828 59.7

After the reform, absenteeism rates increased, especially for students who did not
attend school for a long time (Table 10). An analysis of students' first semester
absenteeism in high school revealed that the number of days of full attendance was
lower before the reform (n=1322, 35.0%) and increased after the reform (n=2460,
65.0%). In addition, the number of days of absenteeism between 20 and 40 days, 20
is a criterion for passing the class, increased after the reform (n=476, 55.8%)
compared to the before reform (n=377,44.2%). While the number of students with 40
or more days of absenteeism was 559 (40.3%) before the reform, and this number
increased to 828 (59.7%) after the reform.

Table 11. The Distribution of Absenteeism of High School Students in the 2nd

Semester Before and After the Reform

Year Reform

Before Reform After Reform
N % N %
Absenteeism 2 Full 501 16.9 2459 83.1
1-95 6064 53.1 5354 46.9
10- 19.5 3633 51.8 3381 48.2
20- 39.5 2647 59.1 1831 40.9
40+ 450 31.9 961 68.1
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The second semester absenteeism of high school students was in parallel with the
first semester absenteeism results, with the number of days of full attendance being
lower before the reform (n=501, 16.9%) and increasing after the reform (n=2459,
83.1%). Moreover, the number of absent days of at least 20 days, which is a passing
criterion, till 40 days decreased after the reform (n=1831, 40.9%) compared to before
the reform (n=2647, 59.1%). The number of students with 40 or more days of
absenteeism was 450 (31.9%) before the reform; however, this number rose by
twofold after the reform (n= 961, 68.1%) after the reform. Considering that students
with 40 or more days of absenteeism detach from school, it was seen that the 4+4+4
education reform did not increase the school enrollment rate; on the contrary, it led
to an increase in school dropouts, which was one of the negative outcomes of the

4+4+4 education reform.

4.2. Qualitative Findings

In this section, the themes and sub-themes obtained from the data were discussed
within the framework of the research questions. The findings reflected the views of
two different groups: internal stakeholders (teachers and school principals) and
external stakeholders (academics). Since the first one is those who experienced the
reform first-hand (teachers and school principals) and the second one is the
researchers who observed and researched the reform, it was thought that it would be
more useful for the understanding of the subject to exemplify the views of these two
groups separately. For this reason, the views of teachers and principals who
experienced the reform were given first, followed by the views of academics and
their direct quotations. In this context, firstly, three themes of the 4+4+4 education
reform were revealed according to views of teachers, school principals and
academics. These are: “Views on the 4+4+4 education reform, experiences and
observations on the 4+4+4 education reform, implications of the 4+4+4 education
reform on disadvantaged students”. Since academics were not the ones who directly
experienced the reform, only one theme differed between teachers and principals and
academics. While teachers and principals shared their experiences about the 4+4+4

education reform, academics shared their observations about the reform and their
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thoughts reflecting the results of their research on the reform. In addition, there are
sub-themes under these main themes. Besides, sub-themes were explained in detail

under each theme.

4.2.1. Views on the 4+4+4 Education Reform

Voices of teachers, school principals and academics on the 4+4+4 education reform
are obvious parallel. When we consider in-school and out-of-school stakeholders as
two separate groups, both groups evaluated the 4+4+4 education reform as a top-
down reform and criticized the sudden and unprepared implementation of this
reform. Sub-themes such as “large-scaled reform in education, the 4+4+4 education
reform as idler pulley, fallacy of the reform, ideological concern over the 4+4+4
education reform, metaphoric mindset related to the 4+4+4 education reform”
emerged under the theme “views of the 4+4+4 education reform” in relation to the

fourth research question.

In this theme, firstly it was investigated how in-school stakeholders perceived and
defined the reform, and in this context, the perspective of teachers and school
principals towards the 4+4+4 education reform and their approach to the reform were
revealed. These participants evaluated the 4+4+4 education reform as a “large-scale
reform”. Most of the teachers and principals stated that the 4+4+4 education reform
was a comprehensive reform as it included changes at all primary, secondary, and
high school levels. Emphasizing that the reforms made so far generally did not affect
all levels, the participants evaluated the 4+4+4 education reform as a reform with a
large impact. Although most of the participants did not find this reform successful,
they acknowledged that it had a great impact on the education system. The views of

teachers and principals on this issue are given below:

"When we look at the reforms so far, 4+4+4 is a bit different because the
others did not affect all school levels. For example, the transition to
handwriting is a reform in the education system, but in the first phase it only
affected primary school students and teachers. Or when the university
entrance exam was changed, it only affected high school students and
teachers. But when we looked at the 4+4+4 reform, this reform affected
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students in primary school, secondary school and high school students in a
different way." (T2)

"The 4+4+4 reform has influenced teachers and students at all levels. All
students and teachers in the education system have been affected by this
system. Primary schools were affected by this reform because of age
problems, 5" graders were influenced because of lack of periodical readiness
for secondary school, and high schools were affected because of various
infrastructure problems." (T12)

"The 4+4+4 education reform has been a reform that has affected all
stakeholders. There have been many reforms so far, but | have never seen a
reform that went from homes to schools, from schools to provincial
directorates of national education and remained on the agenda for so long in
my 25 years of professional life. It has been more than 10 years since it was
accepted, it is still a reform on the agenda and its effects on many issues are
still ongoing." (P4)

In addition, teachers and school principals defined the 4+4+4 education reform as
“idler pulley”. (This is because the word "idler pulley" is used in daily language for
something that repeats itself and has unpleasant consequences). Although the reform
is a reform with a wide range of effects, participants underlined that the 4+4+4
reform is like other reforms and it is sudden, unplanned, centralized, top-down and

does not cover all students, and in this respect. For that reason, it resembles an idler

pulley.

In this context, participants described the 4+4+4 reform as "centralized, unplanned,
problematic, uncertain, arbitrary, complex and non-inclusive”. While almost all of
the participants' evaluations of the education reform centered around negative views,
their main criticisms were that the reform was sudden and unprepared, that it was
prepared without consulting the stakeholders of education, that it was a top-down
reform and that it contained many problems. The criticisms of teachers and

principals on this issue are as follows:

“Teachers are one of the most important part in the education system. But
nobody asks our opinions about any change. For that reason, most of the
changes are unplanned in education system. They don’t care us. However, we
are people who implement the changes. We know whether any changes can
be implemented or not. For example, if they asked us before introducing the
reform, we as teachers could tell them 60-month children are not qualified to
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learn how to read and write. We could also say that a child in the 5" grade
would not be able to adapt to secondary school lessons because he or she was
still at concrete operational stage.” (T4)

"As a product of the centralized education system, reforms are top-down. We
are going through a complicated process. Even 10 years after the reform,
there are still unresolved problems. It is an uncertain process and as a school
principal, we need to take the initiative in this process. Otherwise, it is not
possible to move forward. Planning is insufficient. We have to find solutions
ourselves, especially in the first years of the reform, we were left alone.” (P3)

"The 4+4+4 reform came so suddenly that no one even had the chance to
resist it. I believe that even Omer Dinger, the minister of national education
of that period, may not have been aware of this reform. Because if someone
knew about it, it would have been mentioned, it would have been reported on
the news. We have never heard of it. And here is another proof that it was
carried out without a plan: We, as teachers, have to take seminars for the
simplest things such as environmental education, sensitivity to climate
differences. But you bring in such a large-scale reform and you don't even
mention it. It's very strange and definitely not something that was expected or
planned.” (T17)

Academics also defined the 4+4+4 education reform in parallel with teachers and
school principals. The opinions of academics towards the education reform were
mostly shaped in a negative sense. The academics also accused the reform of being a
top-down reform and agreed that it was an unexpected reform. In addition,
academics who claimed that the reform was based on ideological rationales criticized
the 4+4+4 education reform for not being an inclusive reform. The conceptual
schemes created in line with the common views shared by all participants are shown

in Figure 7.

It is clear that the 4+4+4 education reform is mostly perceived as a negative
phenomenon as an expression of existing attitudes and beliefs by participants (Figure
1). Accordingly, it is noteworthy that a large number of the participants evaluated the
4+4+4 education reform as a failed reform and claimed that compulsory education
did not provide the expected results under the current conditions.
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Figure 7. The Conceptual Schemes Related to the 4+4+4 Education Reform

Stating that they could not understand why the 4+4+4 education reform was
introduced, the academics explained that the negative consequences of this reform
which has been implemented without any preliminary stages will continue to
increase over the years. While one of the academics, A7, stated that the 4+4+4
education reform was not inclusive and that he had not witnessed the same reform
being in practice for 20 years so far, therefore a new implementation was started
without seeing the real results. Another academic expressed her opinions about the
4+4+4 education reform as follows:

"We don't know why we abandoned the previous system. There is no concrete
data showing what the current system has achieved for education. There was
no needs analysis beforehand and no evaluation analysis afterwards. Even
though the central exams reveal how unsuccessful the reform was, policy
makers have not made any statements about the negative consequences of the
reform. Education reforms show their results in 10-year periods. We have
experienced the results of the first 10 years, but we need to experience the
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second 10-year period to see the individuals that this reform has brought to
society. To my way of thinking, a problematic reform produces flawed
products. The reason for this is the sudden and unaccepted decisions taken in
the education system."(Al)

Another sub-theme is "fallacy of reform". Under this theme, all three participant
groups had similar opinions and nearly all of them clearly stated that they did not see
the 4+4+4 education reform as a reform. Participants who presented a critical view
of the 4+4+4 education reform emphasized that 4+4+4 was not actually a reform,
and claimed that the reform should have different characteristics, but 4+4+4 did not
reflect any of them. Teachers and principals generally emphasized the contribution of
the reform to the current system by evaluating the situations within the school and
claimed that 4+4+4 was not a reform. The views of teachers and principals on the
reform fallacy are as follows:

“4+4+4 is not a reform, because reforms should be creative and solve
current problems in the system of education, yet the 4+4+4 not only failed to
find a solution to the problems in education system, but also add more
troubles to the system. For that reason, this cannot be seen as a reform.”
(T6)

“I don't consider 4+4+4 as a reform. It is an example of change with various
political views underlying it. But it is a well-known fact that reforms create
bigger effects. Through the reform, only the duration of education has
changed. But there was no change or innovation in the quality of students’
learning, in the quality of learning, in the style of teaching. It remained the

same as it was before. In short, 4+4+4 is not a real reform, it is an illusion.”
(P6)

Academics, on the other hand, assessed the reform from a different perspective and
stated that 4+4+4 was not a reform and did not reflect the features that would serve
the society. In addition, these participants argued that the reform violated the rights

of students and claimed that 4+4+4 was not a reform but a fallacy.

“4+4+4 was not designed as an educational reform, because in reform
studies, the answer to which knowledge and skills, which competencies and
basic skills students should have been sought. The focus is on what kind of
person we want, not what kind of person we want ideologically. Our policy
makers could not spare time for this part because they were too busy
discussing the ideology of the reform. How literate do | want the person on

104



the street to be? How much basic math skills do | want him/her to have, how
much communication skills do | want him/her to have, how much
understanding of the world he/she lives in, how much reading skills do | want
him/her to have, these are the questions we should be asking. Do you know
what you are actually defining when you ask these questions? You are
defining a person at the end of compulsory education. Now you go back and
say, what kind of an education process can | use to raise such a person with
these competencies, these skills, these equipments, and how many years will it
take? At this point, it might not have been 12 years, it might have been 10
years, it might have been 11 years. 4+4+4 is not an example of a reform
because it was not planned in detail.” (A5)

“The most important movement that I can call a reform in the education
system is the establishment of the village institutes. This is a real reform. Why
is it a real reform? First of all, there was a very strong philosophy behind it.
Secondly, the organization of the ministry worked very actively and
productively for the implementation of this philosophy. In other words, there
is the ministry organization in accordance with the philosophy of education.
There are local organizations in line with the ministry organization. This is a
great deal of cooperation to create a transformation based on a philosophy. |
don't think that 4+4+4 is such a reform. Far from any concerns that could
disrupt the balance in the system, it was introduced with a purely political
rationale and with the logic of creating a desired society.” (A16)

The common point that all participant groups share is that the 4+4+4 education
reform is not a reform. Besides, many participants have “ideological concern over
the 4+4+4 education reform” and these participants criticize the 4+4+4 reform
emphasizing that the reform does not contribute to education but through 4+4+4 the
government has successfully achieved its political goals. Moreover, the 4+4+4
education reform was seen by many participants as a form of retaliation and a form
of revenge for the events of February 28. While it was expected that vocational high
schools would open secondary schools, no such step was taken and only Imam-hatip
high schools were considered vocational high schools and the secondary school
section was opened. Accordingly, the vast majority of participants criticized this
situation and the reform was seen as a reflection of the ideological belief of the
government. The voices shared by teacher, principal and academic participants on

this issue are given respectively below:

"The 4+4+4 reform is an ideological reform. This reform is the reflection of
the government's ideology on education. This reform was enacted as a
"retaliation” for the events of February 28th. Created with the motive of
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taking revenge for 8 years of compulsory education and its consequences,
this reform does not benefit neither students nor teachers. A reform that does
not carry any benefit cannot be introduced so easily except for ideological
reasons.” (T1)

"l don't believe the changes are sincerely for the benefit of children. The
government has acted in a vengeful manner and the future of many children
has been negatively shaped. Many students, especially high school students,
have told me that my score is not enough for the high school | want, I don't
want to go to an imam hatip high school. I will continue for one year and go
to an open high school. And they did so. Particularly students in public
schools left school. Children from socioeconomically well-off families were
pushed to private schools, but children from lower-class families either
dropped out or transferred to so-called open schools. Disadvantaged
children in the education system lost their future because of an ideology."
(P11)

"The 4+4+4 education reform is an ideological reform. Unfortunately, as a
society, we are victims of the ideology advocated by the government. We are
sacrificing millions of our children in this bulky system by submitting to
whatever policy the head of the government defends and supports. The
formless, shapeless, cumbersome system takes our children from us and
throws them into a hole."(P7)

According to academics, the 4+4+4 education reform is based on the ideology of the
state. Stating that one of the aims of education is to raise desired citizens, these
participants underlined that the government will obtain the human profile it wants to
raise through education. Academics also emphasized that such political approaches
and ideologies have a negative impact on educational institutions. The opinions of a

few academics are as follows:

"4+4+4 has created an education system shaped by ideological logic. An
education system shaped by ideological logic changes with changes in power.
Both governments and administrations impose the education systems they
want to raise the kind of people they want to raise on society. 4+4+4 is a
reform that has been introduced in exactly this way. Although such
ideological and political approaches harm many institutions of society, they
harm the education system the most."” (A6)

"With the 4+4+4 reform, we see that the current government, beyond the
needs of the society, has implemented a regulation aimed at raising new
generations that will be politically and ideologically suitable for its own
base. Therefore, rather than the needs of the country, the needs of the society
and the fact that education is a very important component of upward
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mobility, these are regulations made for ideological reasons, and the twelve
years of compulsory education and the excessive emphasis on imam hatip
schools can be considered efforts to legitimize this." (A2)

A large number of participants emphasized that a successful reform should not be
based on political and ideological concerns. According to them, reforms with
ideological sanctions are far away from scientific qualities and so it is not feasible to

be accepted by the whole society.

Moreover, it was claimed that this ideology perceived differently than it appears in
the society would not be supported when it does not provide any benefit to the
society and does not meet the expectations of the society, and it was pointed out by
the participants that even if the number of schools that are the product of an ideology
is relatively higher, families would not prefer these schools. Participants expressed

their views on this issue as follows:

"I do not define the 4+4+4 education reform as a successful reform because
it failed to influence even the people in its own dominant environment. Even
families considered close to the current government as mentally close did not
prefer to send their children to these schools. While poor families enrolled
their children in different schools because they did not see a future in these
schools, wealthy families eliminated imam hatip schools from their
preferences in order for their children to receive a better education.
Moreover, well-off families sent their children to private schools.
Accordingly, an education reform that failed to influence even a group close
to its own ideas cannot be considered successful.” (P2)

“Education reform should not be based on an ideological base. The main
purpose of 4+4+4 is to pave the way for Imam-hatip high schools, establish
Imam-hatip secondary schools and increase the number of students who
prefer these schools. When we look at it, yes, there are many of these schools,
but there are no students demanding them. In other words, there is no student
potential at the level they expect. If there was more demand, private schools
would have been opened. Why are there no private imam hatip high schools?
If there is Robert College, TED College, and many other colleges, why are
there no private Imam-hatip colleges? If there is so much demand, why aren't
there any? In other words, this is an issue that has been created from a
political and ideological point of view rather than the needs of the society.”
(Al11)
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As the last sub-theme, the participants were asked to explain “the metaphoric
mindset related to the 4+4+4 education reform”. Participants explained what they
liken the 4+4+4 education reform to in response to this question. Participants
produced metaphors such as "labyrinth, mother's slippers, automobile with a flat tire,
caravan, puzzle, staircase, chameleon, a Picasso’s painting, seed, iceberg, space
shuttle, lottery ticket, surprise box" while explaining the 4+4+4 education reform.
Although the teachers and school principals who created metaphors about the 4+4+4
education reform made positive analogies, they acknowledged that education
stakeholders could not adapt to the reform. They also explained that although the
reform was introduced with good intentions, it was not fully matured and therefore
had painful consequences. Nevertheless, there are participants who believe that the
reform will mature like a seed over time. Some metaphors with positive meanings
regarding the images that teachers and principals visualized in their minds about the

4+4+4 education reform and their reasons are given below:

"[ think of the 4+4+4 education reform as a Picasso’s painting, because in
order to understand the painting, one needs to understand the meaning, one
also needs to know the paint used in it, one needs to analyze the brush strokes
well. In this way, you can develop a relationship with the painting over time.
Like a Picasso’s painting, 4+4+4 has been talked about and discussed since
the day it was put into effect, but it is not fully understood.” (T11)

"The 4+4+4 resembles a seed, because a seed does not grow as soon as it is
planted in the soil, it needs to mature. When it doesn't grow, you don't
immediately pull out the seed and throw it away. You give it some time. That's
why | likened the reform to a seed. This reform may have some shortcomings,
but I think we should give it time and wait for it to mature and eventually
bear fruit." (T2).

"To me, the 4+4+4 education reform is like a slipper thrown by your mother,
because it was a slipper thrown with good intentions, but it hurt." (P13)

The metaphors having negative meanings were produced by teachers, school
principals and academics in order to criticize the implementations brought through
4+4+4 education reform. Most of the participants argued that the reform has
damaged education stakeholders in different ways because it has not addressed pre-
existing deficiencies and errors in the education system and because it is not

inclusive. Teachers explained that the uncertainty and lack of flexibility were
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detrimental to them and claimed that their students would be left out of the education
system because they could not easily adapt. Some unusual metaphors criticizing the

4+4+4 education reform created by the participants are given as follows:

"The 4+4+4 education reform resembles a space shuttle, because 4+4+4
represents a discontinuous education. Accordingly, it makes me think that
students are moved to secondary school after they complete the fourth grade
of primary school, and when they reach the fifth grade, the capsule is
separated, similarly, when the secondary school ends, some of the students,
are separated for high school, and with each separated capsule, the students
are detached from the system." (T15).

"The 4+4+4 reform is similar to an automobile with a flat tire, because you
get in and expect it to take you somewhere, but before you get to the
destination, the tire explodes and you have to change it, and I don't like it
when a tire explodes every twenty meters. Maybe the tires are not the right
size, maybe the road is broken, these things need to be investigated and found
and the tire should be prevented from exploding and the road should be
continued safely. In our education system, the road is continued without
solving the problems. Then somewhere the system breaks down. That is why |
see this reform as a car with a flat tire that is constantly on the road. As
someone who is in that car, | say that all four wheels are flat." (T12)

“From my point of view, education reforms in Tiirkiye are generally like a
patched bundle. But the 4+4+4 reform is the perfect example of this. Because
from the very first day it was introduced, something has always been missing.
These shortcomings are either changed or some more things are added to
them. Because there is no reform that was put forward with participatory
views from the beginning, because it does not embrace all layers of society,
because it does not cover disadvantaged groups in society. As such, in the
process of implementing the reform, deficiencies are constantly being covered
up with new patches. The result is a patched bundle.” (A14)

Some participants having negative views on the 4+4+4 education reform emphasize
the impact of 4+4+4 education reform in terms of educational inequality. The
participants stated that with each reform, there is an unnecessary hope that
inequalities in education will be eliminated, and unfortunately, this hope ends up
being lost in the system. Academics argued that the 4+4+4 education reform made

inequalities in education as visible as black and white.
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Some of these metaphors were "maze, caravan, lottery ticket, different colored pens,
and litmus paper"”. Examples of metaphors given by the participants are as given
below:

"To my way of thinking, the 4+4+4 education reform looks like a labyrinth.
Many new regulations have been introduced with this reform, but none of
them are clear. Neither teachers, nor students, nor principals know how to
navigate the system, the labyrinth. It is very difficult to find the exit in this
maze. In my opinion, the maze does not contain signs to guide disadvantaged
groups to the exit. Therefore, it is the advantaged groups who reach the exit,
while disadvantaged students get lost in the maze." (P8)

"The 4+4+4 education reform seems to me a bit like a litmus paper, it
crystallized and sharpened the inequalities in society, making the advantaged
more advantaged and the disadvantaged more disadvantaged. Especially in
rural areas, small settlements and schools where children from lower income
groups attend, this problem was experienced in a much more profound way. |
think that the 4+4+4 reform widened the gap in education even more,
crystallized it even more, and aggravated inequality even more.” (A11)

4.2.2. Experiences and Observations of Teachers, School Principals and

Academics on the 4+4+4 Education Reform

In line with the fifth research question, under this theme, sub-themes such as "virtues
and drawbacks of the 4+4+4 education reform, problems arising from the reform,
strategies for coping with the problems, and suggestions for an efficacious reform"
were found. Through these sub-themes, the participants explained the advantages and
disadvantages of the reform, the problems that the reform caused, the strategies they
developed to cope with these problems, and their suggestions for making 4+4+4
more successful reform. In this framework, when the participants were asked about
“the virtues and drawbacks of the 4+4+4 education reform”, they explained
positive or negative sides of the reform in terms of some subjects such as the quality
of education, discontinuous education, transported education, identification of

talents, and increased pressure on teachers, and segregation of the society.
The number of participants who considered the extension of the education period to

12 years as a feature of developed countries is quite high. Most of these participants

stated that the content of education is as critical as the duration of education and
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stated that an education system that does not develop students can only result in
unemployed people with diplomas. A small number of participants argued that 12
years of education is an advantage in every respect. According to them, the longer
the duration of education, the higher the schooling rate. In this context, the positive

views of teachers and principals on the advantages of the reform are given below:

"Through the 4+4+4 education reform, the duration of education has been
extended to 12 years. This is a kind of situation seen in developed countries.
The extension of school time is among the criteria of development. For this
reason, | consider this is crucial. Many students were not attending high
school. Now, these students are studying high school and going to university.
At least, they are high school graduates. | see this as an advantage.” (T16)

"With 4+4+4, students stay in school for 12 years, thus increasing the
duration of schooling, which in turn increased the schooling rate. This is a
good success quantitatively. Although qualitative success has not been
achieved at the same rate, | find quantitative success valuable in the first
stage and I think it is a virtue." (T14)

Participants also mentioned some disadvantages of the 4+4+4 education reform.
Transported education was evaluated as one of the disadvantages of the reform by a
few participants. The fact that very young children leave home before sunrise in the
morning and return home after sunset in the evening due to schooling in dual
education has been criticized by teachers and school principals and is considered a
significant disadvantage of the reform. The point of views of the participants on this

issue is as follows:

“Little children had great difficulties in going to school, because the time was
so early for them. Moreover, the practice of transported education
increasingly went on. Because each region did not have secondary schools.
Particularly after accepting the 4+4+4 education reform, high schools
became compulsory and so MoNE began to use transportation system in
order to help students to go to high school much more than before.
Otherwise, it would not be possible for children living in disadvantaged areas
to take education. It is unfortunately a well-known fact that unless you have
enough fund or capital in disadvantaged regions, you cannot have high
expectations.” (P14).

“Before the 4+4+4 education reform was enacted, problems should have

been considered and efforts should have been made to solve these problems.
However, we can see from the continuation of transportation that children
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still have problems accessing school in this century. As a government, you
have to anticipate the problems that may arise and try to eliminate them. You
cannot base your reforms on the secondary class as you did when you
prepared the curriculum. You have to plan reforms with disadvantaged
regions and disadvantaged children in mind. Before making high schools
compulsory, you should have planned how these children would access the
regions where there are no high schools. In the 21st century, a reform cannot
be implemented due to deficiencies such as lack of infrastructure and lack of
planning. This is a very grievous situation.” (A9)

In addition, some teachers and principals severely criticized the 4+4+4 education
reform and claimed that some of the situations that are thought to be positive are in
fact negative examples of the reform. According to teachers and principals, the
separation of school buildings, which is presented as an advantage in the statements,
is actually a problem that is only on paper and has no real-life implications. Although
it was stated that primary and secondary school buildings would be separated, no
problem-solving step has been taken in this direction despite the years that have
passed since the reform. This practice, which would have relieved students, teachers
and even school principals, has been ignored for years, and educational stakeholders
within the school have had negative experiences for years due to the non-fulfillment
of this practice. Participants views on this issue are as follows:

"Actually, the 4+4+4 education reform is completely disadvantageous. With
this reform, it was said that primary and secondary school buildings would be
separated from each other, and that children and teachers would stay in their
own schools; however, this has been done in some schools, but not in our
schools here. Because there is no place to separate them. It was not checked
whether it was ready or not, whether we had enough materials. The reform
was implemented even though there were no classrooms in high schools, even
though it was known that schools could not support the reforms. While some
important changes could have been advantage, they turned into
disadvantages in the system.” (T3)

"With the 4+4+4 education reform, education was extended to 12 years. It
was called compulsory education, but in fact it is not compulsory at all. In the
first years it was introduced, only primary school was compulsory. There
were open programs as secondary school and high school. Later, secondary
school also became compulsory, but we lost many children in that period. In
the 8-year compulsory education, they were at school at least until high
school. In the first years of this reform, girls were not sent to school. Boys
worked on the streets. The next day a parent came to the school and
threatened me, thereby asking why you are disturbing us. | have the right not
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to send her to school. In the previous system, they could not do that. They
were afraid that they would be penalized, but they are not afraid anymore,
and this affected the children the most as always." (P9)

Participants thought the reform as a disadvantage that families make all choices such
as the school children would attend and the elective courses they would choose in the
secondary school. Moreover, participants criticized the fact that the family's way of
thinking affects the child's entire life. The views of teachers and principals who
underlined that in the old system, a child who reached the age of 15 could make
choices with his/her own will, but with the 4+4+4 education reform, the child's

choice was completely eliminated are given below:

"The 4+4+4 reform is a reform that strikes a blow to the free mind of the
child. With this reform, society was tried to be shaped in a desired way.
Families have received support from schools in order to transfer their
political ideas to their children. A child in 5 grade is at most nine years old
in this system, and a child at this age cannot decide what he or she wants
exactly. Therefore, the family takes on this task and can push the child into a
process far beyond the education they should receive. Most of these children
were sent to Imam-hatip secondary schools. If they were at high school age,
they could have stated that they did not want to go, but the age of nine is not
suitable for this." (T10)

"With this reform, the only schools that were easy for students to attend were
imam-hatip high schools, and that was a decision taken by the parents'
choice. Supposedly, vocational high schools would also be offered. But the
secondary school level of vocational high schools was not opened. Students
who were supposed to go to vocational schools were able to go at the age of
14, that is, in high school, as before. This made us think that selecting
children at an early age under the name of skill development was a cover for
Imam-hatip secondary schools. | see 4+4+4 as a project that has achieved its
purpose.” (P10)

"We went and talked to the principal as teachers about the elective courses.
Children's math knowledge is very weak, some children cannot read fast or
write well. We said let's put these courses as elective courses and let them
benefit the children. The principal completed our 30-hour limit by adding
courses and the children had to choose religion lessons again. The aim was
not to teach something, it was to impose top-down sanctions." (T9)

"Through the 4+4+4 education reform, they put elective courses in the
secondary schools, but the courses need to be chosen were already
determined. Because of the sociological structure of this region, parents
wanted either religion courses or Kurdish elective courses. Of course, when
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we reported the situation to the Provincial directorate of national education,
they told us that there were no teachers who could teach Kurdish, and that we
should do what we needed and make sure that they would choose courses
included in the curriculum by paying attention to the number of teachers who
could teach them. The courses that met these conditions were courses such as
the Quran and the life of our prophet. So, we did what we were told and made
sure that these courses were chosen." (P4)

As another disadvantage, participants emphasized that with the 4+4+4 education
reform, society was segregated and students and families were labeled. In schools,
especially in the region where the research was conducted, parents were divided into
two groups because of elective courses. In the region where Kurds and Turks live
together, Turks demanded that religious courses be offered as elective courses, while
Kurds demanded that Kurdish, their mother tongue, be offered as elective courses.
Although there were many requests for elective courses in Kurdish, teachers and
principals turned down the requests of the Kurdish people living there on the grounds
that there were not enough teachers. This situation led to negative incidents in the
school as well as among the people of the region. Participant views on this issue are

given below:

"Students were labeled with the courses they chose, and since it was their
parents who made them choose these courses, they were also labeled through
their children. Everyone in the school and even in the neighborhood knew
who had chosen which course. Those who did not choose religion classes
were excluded. There are no Alevi in this region, but | heard from my
relatives in other cities that Alevi did not choose these classes. Some families
didn't want their children to be friends with these students. In other words,
imagine that if you don't choose the imposed elective courses, your origin is
revealed and both the children and their families are adversely affected by
this situation and excluded from society. Unfortunately, | witnessed a similar
situation in the teachers' room at school. A group of teachers, including
myself, argued that religion classes would not be beneficial for children and
that they should prefer courses that would be more beneficial for them, and
therefore were segregated in our school, our own small society.” (T7)

"Our school is a bit complex socioculturally. It is different from other schools
in the region. While most of the schools here have a majority of Kurdish
students, our school has a mix of Kurdish, Turkish, Zaza and Syrian students.
Thus, I didn't want to have only one elective. With a little difficulty, | added
drama and music classes to the list in addition to religious culture classes. Of
course, the children chose fun classes. But we were criticized by both parents
and the provincial directorate of national education. Kurdish citizens said |
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was not using my authority because | could not add Kurdish lessons, Turks
and other ethnic groups complained that |1 was preventing children from
learning religion. People who had been living together for years became
enemies. Because of these elective courses, we had neither peace at school
nor in the neighborhood.” (P10)

Academics explained the segregation of society as one of the disadvantages of the
4+4+4 education reform but argued that this segregation was class-based. According
to them, with the 4+4+4 education reform, class differences in society have become
even more apparent. Wealthy families opposed the corruption in the education
system and enrolled their children in private schools instead of public schools. Thus,
children coming from poor families were forced to attend public schools even if they
did not like them because they had no other option, while children from secondary
class families used a different alternative and enrolled in private schools. The
opinions of academics who explain that this situation crystallizes the advantageous

and disadvantaged groups in society are as follows:

"There have always been and will always be economically different classes in
society. However, | have not witnessed another reform in my professional life
where this distinction is seen so clearly. As academics, we owe our present
lives to public schools, we have sent our children to public schools for years.
But we cannot do the same for our grandchildren. Because public schools
can no longer offer quality education. Education has been depleted with
meaningless reforms and practices. With the 4+4+4 reform, ideological
tendencies dominated rather than increasing academic achievement. The
reform is political, the curriculum and elective courses are products of
ideology. As such, well-off parents did not want to drag their children into
such chaos. Since 2012, the number of private schools has increased.
Demand for private schools has increased. There is a supply-demand issue
here. People did not want their children to grow up in an ideological
framework. They sent their children to schools where they could learn foreign
languages instead of compulsory religion classes. This not only caused a
class segregation in society but also produced a new inequality.” (A2)

As the second sub-theme, teachers and school principals addressed the “problems
arising from the reform”. Academics, on the other hand, explained their
observations about the reform. The experiences and observations of the participants,
who mentioned many important points in this regard, varied according to the level of

the schools they worked at or they made research. In particular, problems such as
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school starting age for 1st grades, 5th grades as a secondary school, and insufficient
infrastructure in high schools were pointed out by teachers, principals and
academics. All of the participants who expressed their views on these subjects
emphasized that these were wrong decisions. The examples concerning the views of

teachers, principals, and academics on these issues were given below:

"Students aged 60 and 66 months were enrolled to school. When 72-month-
old students who were already of school age enrolled, three different groups
of students were placed in the same classroom. Years ago, | worked in a
village school where students from first to fifth grade were studying together
in the same classroom. | was giving homework to children from different
periods according to their grade levels and teaching them at the same time. |
had the same problem in the 21st century. They were children of different
grades and could be managed somehow, but here you were trying to maintain
coordination between students in the same class. They all had the same
homework to do, but because their comprehension capacities were different
in terms of the period they were in, they couldn't do it. This was one of the
biggest problems we had encountered as primary school teachers. In the
following years, they realized the gravity of the situation and turned back
from their mistake, but it was too late.” (T5)

“The starting age for primary education was earlier, resulting in a decision
that was not appropriate for the child's developmental and cognitive
development. Most children at this age are not even able to perform self-care
skills on their own. It is inappropriate to apply this approach that interrupts
the progress of the student. Therefore, only children who have completed 72
months should have primary education. Otherwise, a large mass of children
will be wasted, which we will see examples of in the future.” (A8)

In addition, some teachers made striking explanations about early schooling age.
According to them, the 4+4+4 education reform has more negative effects on
disadvantaged students. However, students who are not normally considered
disadvantaged due to the early starting age were also disadvantaged because of this

reform. One of the explanations made by teachers was below:

"With the 4+4+4 education reform, we lost many of our students. This is a
disadvantaged region and our school is also disadvantaged, and such an
outcome may seem usual here. However, my sister teaches in a different city
and in a school where education is supported by conscious parents. She told
me that her students are suffering a lot from this reform and that student
achievement has dropped. Therefore, | think that with this reform, not only
disadvantaged students but also students who are not defined as
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disadvantaged have become disadvantaged. If research were conducted on
this issue, that is, if the results were analyzed from the year the reform was
implemented until they started school and graduated from primary school, |
believe that the number of students who failed is quite high." (T6)

Apart from this, one of the issues emphasized by the participants under this sub-
theme was that 5th graders became secondary school. All of the participants thought
that the inclusion of 5th graders in secondary school is not appropriate for the period
they are in. According to the participants, there are many drawbacks for 5th grade
students who are still in the concrete operational stage to attend the same school with
secondary school students who are in a different stage. Views belonging to the

teachers and school principals on the subject were given below:

"The transition of 5" graders to secondary school caused students emotional
distress. Before they could get over it, they were faced with secondary school
lessons. Students had difficulty in understanding secondary school subjects.
As teachers, we had a hard time conveying the subjects to them. | am a Math
teacher. | had a lot of difficulties on my own behalf. We were explaining it to
students before the reform and even those who did not understand it did not
have as much difficulty as 5" grade students. It took a lot of time for them to
even realize what X and Y are. They struggled understandably because they
came from a very different practice. | think it was a very wrong decision to
include 5" graders in secondary school." (T9)

"With this reform, classroom teachers were in a difficult situation. When 5%
graders became secondary school, teachers became over-normed and were
compulsorily transferred to their sub-branches. This situation, which |
characterize as forced exile, pushed many teachers into a challenging
situation. My colleagues who worked in primary schools for years
complained that they could not even get used to the teacher's room in
secondary schools. Even in terms of preparation for the classes, teachers had
to take classes within the scope of the minor programs they had taken at
university years ago, which was exhausting for them. 4+4+4 is a challenging
reform in all respects.” (P1)

The academics addressed the issue of 5th grade becoming a secondary school from
the perspective of teacher education and focused on the difficulties that this situation
would create for both teachers and students. They emphasized that this situation was
explained in detail by many pedagogues, but decision-makers did not take these
explanations into consideration. Additionally, the academics stated that it was a

wrong decision to make the school starting age earlier, but that this wrong decision
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was changed in favor of students and teachers, and that they expect that this
extremely wrong practice will be changed in the following years with a similar

practice.

“In the education system, current teacher training programs are ignored. In
the current teacher training programs, primary and secondary school
teachers are trained according to different pedagogical principles. Therefore,
in the new system, teachers will go beyond their undergraduate education
and will have to take responsibility for the education of a group different
from the targeted age group. I find it very inconvenient for them to transfer

the principles they have not learned to groups they are not familiar with.”
(A12)

Another problem frequently mentioned by teachers and principals was that this
reform was not suitable because of decrepit infrastructure of schools. The schools
that were suitable did not have enough students. In this context, participants
criticized both the lack of adequate physical capacity of schools and the
infrastructure problem that existed in schools and could not be fixed. In addition,
another issue that the participants strongly criticized was the turning of some places
in schools into classrooms. The views of teachers and principals on this issue are

given below:

"The 4+4+4 reform has worsened the already inadequate opportunities. This
unnecessary reform implemented without planning has taken away the
opportunities that students did not have. These students are already
disadvantaged. The only place where they can get an education is school, and
ministers are destroying the places where these children can learn because of
unplanned changes and reforms. | am a Chemistry teacher. We can't buy the
materials that are already very expensive, so we try to do experiments using
the cheap materials we have, but in line with the reform brought by the
Ministry of National Education, everything in the school is being turned into
a classroom. We still can't use our laboratory effectively even after many
years. In my 32 years of teaching, | have seen many changes and reforms, but
| have never seen a reform with such devastating consequences like this one."
(T14)

"Our schools still have infrastructure problems. 4+4+4 reform did not solve
these problems, on the contrary it increased them. Our smart boards broke
down because of the crowded classrooms filled with students who had
nothing to do except giving damage to school materials. They attended school
because it was compulsory. The students in this region do not have computers
or tablets at home. In the pandemic, we had a great deal of trouble with the
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students because of consequences. They only had cell phones to follow the
lessons. In other words, the only technological device that children could
access was the cell phone. They experienced the difficulty of this at home. In
schools, not every classroom is connected to the internet in the same way. In
some places, smart boards cannot be used because the internet is not
detected. If the technology revolution initiated with the FATIH project had
been done in a planned way, | am sure the result would have been very
different, especially during the pandemic period. But unfortunately, it didn't
work, the 4+4+4 reform is a failed implementation like other changes,
reforms and projects.” (P14)

Under another sub-theme, “strategies for coping with the problems” brought about
by the reform, teacher participants stated that they were not provided with any
support and therefore they tried to cope with the difficulties brought about by the
reform in their own ways and through school principals. Teachers claimed they
extended the programs they had been using for years for these children and gave up
their own methods to make it easier for fifth graders to understand, despite the fact
that they typically don't give symbolic rewards to pupils at secondary school. School
principals, on the other hand, stated that they tried to support teachers and prepared
their schools for change by providing guidance and psychological counseling
services to students. The opinions of teachers and school principals about this issue

were given below:

"As teachers, we did not receive any help from the Ministry of National
Education to implement the reform, neither before nor after the reform. There
was no pilot implementation, and we were not given any instructions about
the reform. As a primary school teacher, | had lots of difficulties with the 1st
graders. We did different activities with students of different age ranges. |
asked for help from more experienced classroom teachers. I think | was able
to manage the process a little better with their help. Otherwise, I might not
have been able to cope with all this." (T4)

"As a secondary school teacher, | had difficulty in getting used to 5™ graders
as much as they did. | conducted lessons in coordination with primary school
teachers for a while. In addition, when they answered the questions correctly,
| gave them materials such as candies, chocolates, stars to keep their interest
in the lesson alive. Sometimes | was interested in what they needed one by
one. Although this wasted time in crowded classes, it gave me a chance to
win the children. It was a complicated process.” (T9)

"As a school principal, | had heavy workload. | had to discuss so many things
with my colleagues. We tried to find the answer to the question of how we
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could get through the process without much difficulty by including
experienced teachers in the team. We also demanded help from teachers in
different schools and offered a short-term training to our teachers in the form
of in-service training. Moreover, we ensured for the pupils that the Guidance
and Counseling Services worked in an organized and coordinated manner. It
was a difficult leadership experience.” (P8)

Within the framework of the last sub-theme of the related theme, “suggestions for
an efficacious reform”, when the participants were asked what could be suggested
to avoid similar problems as a result of their experiences, it was seen that all
participants agreed that expert opinions should be taken and pilot implementation
should be carried out before reforms are implemented. In addition, most of the
participants emphasized that the opinions of teachers, who are the actual
implementers of reforms, should have been consulted and the essential conditions for
change should be prepared before the change is carried out. A few explanations
given by the participants on the subject were as follows:

"If they engage in change without involving teachers in the process, it is not
possible to get these changes to be accepted. Because the person who
implements the change is the teacher. No matter how much you say this by
using your authority, if the teacher doesn't want it, they won't do it properly
despite your position. It's something similar that even though you don't
believe in God, you go to mosque because you are afraid of the elder
members of your family. If you do something reluctantly, it will not benefit
you or those around you. Coming back to the main issue, they never asked us
teachers something related to reforms. They did not ask us "We are planning
to change this system and you are the implementers of change and reform, my
teachers, what do you think about new system? or the students who will be
tested there, what do you think about the system? And our parents, look, this
is the system we are going to raise your children in and what do you say? No,
they never asked something like that. When even a cow is planned to relocate,
its temperature of the new place is checked first. The circumstances are
checked in order to control the productivity rate, and so forth. But no study is
done on issues that can affect human beings. Because people are not
prioritized in our country. However, people are at the center of everything.”
(P12)

"Before a reform is implemented, first of all, it is necessary to investigate
whether the background is suitable for it. You cannot put a tango dress on a
farmer. Hence, the pupils, the schools, the teachers, every part effected
through reform need to be prepared for it. If there is no preparation, it is very
hard to succeed the change itself. Change takes time, if you don't give it the
necessary time, you will just do it for the sake of doing it." (P2)
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Another issue voiced by the participants was the necessity of creating the essential
conditions for change before the change is carried out. A successful reform should
remove the negative aspects of the education system. Participants underlined the
need for an inclusive education reform as a society and evaluated the reform on the
basis of problems such as the quality of education, professional competencies of
teachers and dropout rates. The views of participants on this issue are given below:

"As a nation, we need a modern, science-based, self-realized education
system. In other words, reforms should not be based on the criteria of
individuals, ideologies, thoughts or beliefs. We need to somehow use
whatever contemporary science and systems are universal. But before that, |
think other problems need to be solved. For example, there is an
infrastructure problem, problem of teacher shortage. There is the problem of
substitute teachers. Look, most of the schools have substitute teachers. People
who graduated from two-year vocational high schools and have an associate
degree are now working as temporary teachers throughout Tiirkiye. This
creates the problem of qualified teachers. Teachers are not appointed. | think
we need to solve these and similar problems first and then try to change the
system.” (T13)

“From my point of view, there should have been planning on how to fill
compulsory education without giving up on compulsory education. Today, a
large number of children are dropping out of school. This is most common in
high schools. When we look at it, the highest number of classes are in the 9th
grade of high schools and the highest number of dropouts are in these
grades. Particularly disadvantaged groups drop out of school because they
cannot get additional courses to supplement their school lessons. Then we
discuss the problem of child labor. First, we need to develop programs that
will make children love school, that will not drive them away from school.
Reduce the number of academic courses and include courses in the school
curriculum where children can feel free and develop themselves in different
areas. Fill in the curricula with interesting topics, increase the quality of
education. By doing these things, you can prevent the problems in education,
otherwise you will have a useless, wasted youth in front of you.” (A3)

4.2.3. Implications of the 4+4+4 Education Reform on Disadvantaged Students

The 4+4+4 reform has had several implications on the education of disadvantaged
students. When the implications of the 4+4+4 were asked, the participants provided
answers highlighting the negative consequences of the reform and how these

consequences are multiplied by other crises such as the Covid-19 pandemic. The
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participants reflected on the implications of the reform on disadvantaged students in
terms of different angles. Regarding to the sixth research question, under the theme
"Implications of the 4+4+4 education reform on disadvantaged students", sub-themes
such as "disadvantaged students, being disadvantaged in pandemic, social justice
implementations in education, the dark side of the medallion and the impacts of
government policies on disadvantaged students from low SES backgrounds " were

presented.

When the teachers and principals who participated in the study were asked who they
considered to be “disadvantaged students” and who the most prominent
disadvantaged group in Tirkiye was, most of the participants identified children
from lower SES families as disadvantaged. The second most frequently mentioned
disadvantaged group of students were those who had to work and could not have
access to school. While many participants characterized any student, who cannot
access education as disadvantaged, the most prominent disadvantaged group in
Tiirkiye was socioeconomically disadvantaged groups. The views of teachers and

principals on the subject are as follows:

"To my way of thinking, children from families with poor socioeconomic
status and having insufficient resources are disadvantaged. Apart from that,
children whose schools are far away from where they live, who need
transportation, but who walk to school because they do not have the money to
pay for the bus are disadvantaged. If you are already transporting too many
students from one place to another and if this has become very widespread
throughout the country, it means that the schooling rate is insufficient in your
country, and insufficient schooling rate creates a serious disadvantage. In
this context, girls can be thought as more disadvantaged groups, but in
general the most obvious disadvantaged student group in Tiirkiye is the
socioeconomically disadvantaged families” (T10)

"When | evaluate it regionally, the children of families with
socioeconomically inadequate budgets are disadvantaged, but other than
that, students who are absent or drop out of school, migrant students,
disabled students, child laborers, even children of families whose parents are
divorced... etc. All these can be considered disadvantaged children. The most
prominent disadvantaged group in our country are those who are
socioeconomically disadvantaged.” (P7)
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The academics took a broader perspective on disadvantage and defined
disadvantaged students as including girls from conservative families, children living
in rural areas, children from families without a certain cultural capital, children
accessing school through transportation, children who cannot receive education in
their mother tongue, children of divorced parents, refugees, female students and child
laborers. Like the other participants, the most disadvantaged group in Tiirkiye is
children from families with lower SES. The views of academics on the subject are as

follows:

""The most prominent disadvantaged group in Tiirkiye is the children of
families with low socioeconomic status. Because | think a child from a lower-
class family is disadvantaged in many ways. Of course, there are also
degrees of disadvantage. For example, girls are considered disadvantaged.
Imagine that this girl is the child of a lower-class family, living in a rural
area where there is no access to school. Moreover, this girl is Kurdish and
cannot receive education in her mother tongue. Look, disadvantage has
become insurmountable. This girl would be at the very bottom of
disadvantage. But imagine it like this. A girl from a Kurdish but rich family.
This child overcomes many disadvantages. How, thanks to the socioeconomic
power of her family. If she doesn't understand the lessons, she gets private
lessons, she is sent to different schools, resource books are provided and she
goes to school. This is how important socioeconomic status is.” (A11)

"The most obvious disadvantaged group, in my opinion, are the children of
families who lack a specific cultural capital. This also means not having
socioeconomic capital. Think about who has access to quality education in
Tiirkiye. Generally, families with high economic and cultural capital have
access, and if they have economic capital, they already have social and
cultural capital. If families have a high level of readiness and accumulation
in this area, this can be returned to children as academic success, but if the
family does not have any type of capital, especially economic, cultural and
social capital, these families and children are at the greatest disadvantage.”
(A13)

Under the sub-theme of “being disadvantaged in pandemic” “does the
disadvantaged status change periodically or according to the current conditions, or
does any change or reform maintain the disadvantage of disadvantaged students
under all circumstances?" were asked to the participants and all participants
highlighted that the pandemic multiplied the impact of negative consequences of the
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reform on disadvantaged students. Participant opinions on the subject are given

below:

"I think the pandemic period is a time when the peak of being disadvantaged
is experienced for me. During the pandemic period, children in this region
experienced desperation deeply. We witnessed their lives as teachers. There
was no internet at home, no mobile phone. Some of them did not even have a
television. In pandemic period, these children were very deprived from
knowledge. On the one hand, there were computers, tablets, all kinds of
books, personal rooms, private lessons; on the other hand, a house without
technology! Don't think how it's possible to have a house like this in the age
of technology of the 21st century, | witnessed it unfortunately. And I can say
that socioeconomic disadvantage has become the plague of the age with the
pandemic.” (T17)

"During the pandemic, students, disadvantaged students, only had books
distributed by the state. Most of them have seven or eight siblings. There is
already no equal opportunity in education. Equality of opportunity, which
was tried to be eliminated to some extent, has completely collapsed with the
pandemic. After pandemic, children couldn’t access to education easily.
Academic success decreased and never increased again. Therefore, | honestly
think that the pandemic has affected disadvantaged students in an
indescribable and irreversible way." (T4)

"Children had a very difficult time during the pandemic. They tried to follow
the lessons on EBA TV at home, there were students who could not even find
a phone. We couldn't see most of the children after the pandemic, their
connection with school was completely disconnected. They were already
disadvantaged, but the pandemic aggravated their disadvantages. Imagine
that you have been stuck with a knife, but in order not to bleed to death, you
keep that knife there even though it hurts. But something happens and the
knife goes deeper. Now you have no choice but to remove the knife because it
is damaging your organs. That knife needs to be removed through an
operation, but because you don't have the money for surgery, you are left to
die. This is the effect of the pandemic on disadvantaged students from my
point of view.” (P12)

“Every innovation, every unexpected event makes disadvantaged groups
more disadvantaged. We saw this during the pandemic process. The
pandemic has actually made the existing situation more visible. During the
pandemic process, the issue of the conditions under which qualified
education is realized in terms of not being able to access education has
attracted some attention, so a second inequality has emerged for those who
experienced inequality in previous situations. Not being able to access
resources and being deprived of technological devices created a significant
difference between peers. If we make a comparison, there is a big difference
between the ability of children in higher academic and socioeconomic groups

124



to access higher knowledge and improve themselves and other children. The
pandemic has revealed this and the disadvantages of disadvantaged groups
have multiplied by 2 or even 3 times." (A13)

In “social justice implementations in education” sub-theme”, participants stressed
the importance of the support provided by the State for socioeconomically
disadvantaged students. In this regard, the participants underlined two issues in
particular. The first one is the financial support by the State, the second one is
educational inequality for disadvantaged pupils in society. Within the scope of
financial support, teachers and school principals explained the free distribution of
books as an example of equal opportunity in education. One of the teachers

explained his opinion on the subject was as follows:

"The children we define as disadvantaged need all kinds of financial support.
Free books distributed by the state, free meals at schools are very important
for them. These children do not have TV, phone or internet in their homes,
but they have books. During the pandemic, we saw how important books are
for them while they were not going to school. If they did not have books, they
could have completely lost their education. In this context, the support of the
State is very important for them.” (T8)

Some teachers and principals pointed out that this was not actually an example of
social justice because the books were distributed to students coming from low SES
and were also given to students coming from high SES. The participants argued that
the books distributed regardless of the financial adequacy of the students' families
create inequality of opportunity rather than equality of opportunity. One principal

expressed his view on this issue as follows:

"We cannot mention a fair distribution in terms of giving free books to both
the poor and the rich. Equality was tried to be ensured here, but equity could
not be created. Instead of giving books to well-off children in public schools
or children in private schools, they can buy supplement books for students
coming from low SES with the budget allocated to them. This could be a real
example of social justice." (P9)

The academics criticized that there are no practices that would cover disadvantaged
students and that there is a bureaucratic inequality in the distribution of resources.

Emphasizing that being equal is a different concept from being equitable, academics
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evaluated the education system as a platform that produces inequality within itself.
In addition, the opinions of academics who stated that social justice practices cannot
meet the needs of disadvantaged students, and therefore the gap between

disadvantaged students and other students is gradually increasing are given below:

" Disadvantaged students are actually supported by the state. For example,
there is a concept called school budget. This is a very wide concept, but it is a
system developed by the state to publicly fund schools according to the
school's resources and socioeconomic situation. Accordingly, practices such
as funding the existing school, meeting its needs and providing material
support to the school in kind are included in this system. However, these
practices are not adequately controlled. For example, you are helping a
disadvantaged school. You provide the students there with various supports
mentioned above. But the municipality also helps that school and the ministry
also helps it. Do you know what occurs this time, as a ministry, you create a
new inequality among disadvantaged groups in the name of eliminating
inequality.” (A3)

"Since the books are provided by the state, it could be a good practice in
ensuring equality, but since they are of poor quality, they cannot close the
gap between children. Because the child who is only contented and fed with
those books lags behind the advantaged children. By distributing free books
to both groups of children, the state actually exacerbates the existing
inequality. For the children of families from high SES families have access to
hundreds of resources. They widen the gap. As you come from a
disadvantaged family, your child is forced to buy unqualified books prepared
with the logic of how many years ago. These books are never enough to close
the gap and eliminate educational inequality in disadvantaged groups.” (A2)

"The FATIH project was launched recently with the 4+4+4 education
reform. Huge expenditures were made. The age of information, the age of
technology, smartboards, a number of expenditures... But in the end, it failed.
Tablets were distributed to all students. This is like giving tuxedos to the poor
to help them with clothes. There is no sense in giving it without meeting basic
needs. Children who have never seen a tablet before in their lives... And
tablets are not the primary needs of these children. That resource could have
been spent in a much more meaningful way for disadvantaged children. The
project failed and the funds of the state were wasted. There has been no
improvement in the disadvantaged status of disadvantaged groups, in fact,
since this project works better in developed regions with internet
infrastructure in central locations, perhaps it has turned into something that
reproduces existing differences and inequalities.” (A15)

“The dark side of the medallion” as a sub-theme covered the consequences of the

4+4+4 education reform on disadvantaged students in within the scope of gender,
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absenteeism, and academic achievement. Participants focused on these three topics in
terms of educational outputs. The positive opinions expressed by the participants
regarding the 4+4+4 education reform are mostly related to the schooling of girls.
According to them, the 4+4+4 education reform enabled girls to attend high school.
Girls who have completed high school and are more self-confident by age have been
more persuasive in obtaining their families' permission to go to university, thus the
possibility of early marriage has been partially postponed for them, and this is a
significant step for girls. Supporting this view, teachers, school principals, and

academics stated the following:

"The number of female students increased. This difference was especially
noticeable in high schools. Thanks to this reform, girls became free and were
not kept at home and were able to start their education life. This is a great
transformation for them.” (T18)

"After the reform, there was a significant increase in the number of girls
enrolled in schools. This was a development that I am happy for the girls.
From my point of view, | can say that it is an encouraging step. It means that
girls who successfully complete high school find a way to go to university and
thus overcome the misfortune that is characteristic of the girls of this region."
(P13)

“One of the most important benefits of the 4+4+4 education reform is that it
created change for girls. With this reform, girls were able to attend high
school. This is actually a very important and big step for girls. A young girl
who graduates from high school is more confident in standing up to her
family, because there is a big difference between a secondary school and a
high school graduate. This reform has positive implications for girls because,
especially in disadvantaged areas, girls are not sent to school, are kept at
home to take care of children, are employed in the fields and, even worse, are
married off at an early age. The 4+4+4 reform aims to eliminate these
serious problems, enabling girls who could not go to school and had to drop
out of school to attend school, paving the way for them to have a profession,
and to some extent, this reform has had the effect of reducing social
inequality.” (A9)

The rest of the participants, on the other hand, claimed that during the first years of
the reform, the number of female students increased, especially in high schools;
however, in the following years, these students' enrollments were transferred to open
high schools. Namely, there is also the invisible, dark side of the medallion. In

addition, these participants emphasized that the number of male students, as well as
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female students, decreased due to open high schools and the reform, which actually
aimed to increase the schooling rate by ensuring children's attendance, did not fully
meet its expectations, especially for disadvantaged students. The view of a teacher

who made comment on this issue was as follows:

"The number of male students has decreased over the years as well as female
students. The discontinuous education made open high schools an attractive
choice. This was because girls could take care of their siblings at home and
even get married, while boys could work on the streets and earn money.
When we evaluate the situation in this context, it is not ensured the safety for
these children, actually in disadvantaged groups, to continue their school life
actively. Therefore, the reform does not serve its purposes.” (T13)

The teacher and principal participants who claimed that the 4+4+4 education reform
had a negative impact on attendance explained that the 4+4+4 education reform did
not meet expectations and that the targeted number of active students could not be
reached due to the fact that it was interrupted despite being called compulsory
education. Moreover, teachers and principals claimed that students who did not
attend school for a long time or who could not achieve academic success were
directed to open schools and that disadvantaged students were left helpless by being
excluded from the system due to open secondary and high schools. One of the
teachers, T3, underlined that due to the use of open high school programs as a result
of the 4+4+4 education reform, many students dropped out of formal education, thus

reducing both the quantity and quality of education.

Academics, on the other hand, stated that while open high schools have negative
consequences for disadvantaged students, they provide an advantage for children
from upper-class families. Emphasizing that the effects of the same situation on
lower and upper-class children are different, academics underlined that while upper-
class children can turn the helm of the ship in the direction they want under any
circumstances, it is not possible for lower-class children to survive the storm. A

striking opinion of an academic summarizing the situation is below:

There are positive and negative sides to anything, but in our country, it is
always the wealthy who benefit from the positive sides while it is the poor
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who experience the negative sides. | am one of those who believe that this is
the case with the open high school. The children of wealthy families continue
their education with private lessons and supplementary courses until the last
grade of high school. When they reach the end of high school, they drop out
of school and transfer to open high school because they believe they can
study better without going to school. The additional points they get from open
high school are higher. Thus, they manage to get a high score in the
university exam and get into a good university. Now let's look at this situation
from the other side, from the perspective of the child of the poor. The child of
a lower-class family is transferred to open high school voluntarily or by the
school. He does not study at home anyway. Due to financial constraints, he
cannot take private lessons and family members cannot help him with his
studies. The child is completely alienated from school. Since the family also
needs working individuals, the child finds a job and works. Thus, the child's
right to education, one of the most fundamental rights, is taken away." (A15)

In addition, when teacher and school principal participants were asked whether
absenteeism has changed after the 4+4+4 education reform, a large number of
participants stated that student absenteeism increased after the reform. Participants
claimed that students did not attend school in certain periods before, but after the
reform, absenteeism increased more and more because students were able to attend
open high schools, and after a while, they dropped out of schools. The opinions of
teachers and principals supporting this view are as follows:

"Students in this region go to work in May and return in October. They are
usually high school students who go for such a long time. They work in
tourism or construction sector. | once asked them why they prefer these jobs
and they said that when we go to work in a construction site or a hotel, we
don't pay for food and accommodation, so we keep the whole money we work
for. Children have to think about these kinds of things. They take on great
responsibilities at a young age." (T15)

"There are not many agricultural workers around here, since agriculture is
not practiced, but there are children who work summer and winter. There are
jobs for every age group in this region. For example, primary school students
sell things on the street. Secondary school students go to the plateau and
graze animals until the weather gets colder, namely, work as shepherds, high
school students go out of the city and find long-term jobs. They mostly go to
work in construction. The younger age group is the worst. They are always
on the streets. Their school attendance is dramatically low." (P11)

“After the implementation of open secondary and high schools, absenteeism

has noticeably increased. This has reduced the schooling rate, but this is a
hidden consequence of the reform. Because while the reform is visibly

129



thought to increase the enrollment rate, it pushes students away from school
and out of the education system. This situation is very dangerous for
disadvantaged students. Because open high schools may be preferred for
religious reasons or for reasons such as keeping girls at home. While this
shows that the reform is ideological, it also shows that even if the explicit
goal of the reform is not achieved, the ideological hidden goal is achieved.”
(P5)

Another issue focused on by the participants is the consequences of the 4+4+4
education reform on "academic achievement". All of the participants stated that they
did not think that this reform had a noticeable positive impact on academic
achievement. Emphasizing that the achievement in schools has not increased, on the
contrary, it has gradually decreased, the student profile is much worse than before,
and the number of successful students is gradually decreasing, the teachers claimed
that due to the wrong education policy of the government and the wrong practices of
4+4+4, both a failed and a lost generation has been raised. The teacher's opinion on

the subject is as follows:

"4+4+4 itself is a failed reform and its failure was officially transferred to
students and teachers. Imagine, they started students who could not even fully
meet their physical needs in the 1%t grade. These children couldn't learn, then
they told the teachers that it was enough to pass the class if the students could
learn to read and. When they moved to the second grade, they had more
difficulties. 5th grade is another period where they have problems. You
cannot expect success from these children. Because they were pushed to
failure by a reform. | remember, especially in the first years of the reform, we
were unproductive, the lessons were inefficient, and the quality dropped.
4+4+4 destroyed a large mass like a weapon. The generation that started
school with 4+4+4 is a lost generation, a generation whose future has been
taken away. PISA results and local reports show this. The scores of students
who were forced to start primary school in the first years of the reform
indicate that these students consistently failed." (T8)

In addition, academics consider that academic achievement cannot be increased by a
useless reform such as 4+4+4, and that the education system and teacher training
programs need to be changed in order to increase academic achievement.
Emphasizing that academic achievement has always been low and that schools were
at the same academic level before and after the reform, academics claimed that the

4+4+4 education reform did not have a positive impact on academic achievement.
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According to many academics, the reason for the academic failure in schools is based
on the existence of a centralized education system in the country, the inability of the
current education system to enact a reform that is inclusive of all children, and the
inadequacy of the programs that prepare teachers, who play an important role in the
success of children, for the profession. The opinion of the academic on the subject is
as follows

"I do not think that the 4+4+4 reform increases academic achievement
because 4+4+4 is not a reform with this power. The factors that will increase
success are clear. First of all, the inequality between schools should be
eliminated. Then, it is necessary to provide social welfare support to
children's families. You cannot do this with a centralized education system.
Regional decentralization is essential. Students should be provided with food
in schools. A child who cannot eat well is unlikely to be successful. Teachers
are one of the most important factors in ensuring academic success.
Therefore, teacher training programs need to be revised. Teachers need to
adapt themselves to time and technology. The time allocated by the teacher to
the student should be increased, and an educational environment where
students can take an active role should be provided. Because children who
think, question and produce learn. If you raise students like sheep to fit the
type of citizen you want, you will not achieve success. 4+4+4 is a reform
reflecting the government and it wants an obedient individual. These students
cannot achieve success. When we look at PISA results and ERG reports, we
see that academic achievement is declining year by year." (A10)

Academics also evaluated this issue by considering the universities and stated that
the students who have recently arrived and who are the product of 4+4+4 are more
unsuccessful in terms of academic achievement compared to previous years. In
addition to this, academics explained that students at universities are apathetic, avoid
responsibility and do not reflect a desired student profile. The opinion of the

academic on the related issue is as follows:

"Considering that the 4+4+4 education reform was implemented in 2012,
these students who started high school at that time first came to university in
2016-2017. In addition, considering that this reform mostly affected primary
and secondary schools, that is, secondary school students who were in the 5th
grade, we can say that children who were in the 5th grade and who were
secondary school at that time are now university students. In the last couple
of years, these students have been placed in universities and it is hard to say
that these students are more successful due to the impact of the reform. I can
even say that there is a more unsuccessful group with you. In general, we
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academics are not satisfied with this new student profile. In the past, when
you explained something, there was a student profile that was curious,
questioning, investigating the reasons and reacting, but now there is a group
that just stares at your face with a dull look when you explain a subject. They
cannot communicate in a healthy way, they cannot express themselves. They
are not able to discuss ideas and thoughts in a classroom environment. |
think this is due to the education system. The new profile gives me despair
every day.” (A4)

Another sub-theme is “the impacts of government policies on disadvantaged
students from low SES backgrounds”. Most of the teachers and principals believe
that the positive effects of the state on disadvantaged students are disappearing and
that educational inequalities have detrimental impacts on disadvantaged students due
to inadequate state policies. According to them, socioeconomic inequalities in
society negatively affect disadvantaged groups in many ways. The participants stated
that one of the outcomes of these inequalities is academic achievement and
considered it as an example of injustice that children whose families have difficulty
in supporting their education are subjected to the same exams as those who study in
colleges. Besides, participants emphasized that education, which used to be seen as a
means of class mobility, does not have the same role now. Sample quotations on the

subject are as follows:

“There is an education system that makes a student from a secondary school
in Hakkari or Sirnak enter the same high school entrance exam with a student
from TED college or a student graduated from Robert College enters the
same university entrance exam with a student educated in a rural area.
Students who take private lessons and are supported with supplementary
resources cannot be the same with students whose family can barely afford to
send school, even though education is free of charge. There is huge injustice
in society.” (T1)

“The State does not have a policy for disadvantaged students. For that
reason, disadvantaged groups keep on being disadvantaged all the time. The
child of a worker cannot easily get a very high-status profession. Somehow,
he continues his life in difficulties. When we look back 20 years ago, there
was a possibility. My father was also a worker, but | was able to move up a
class. | can't think of the same thing for my own child now. | mean, being a
member of a higher class, otherwise he will have a profession, I will do my
best for that. But | don't know if he will be able to live in better conditions
than me. Today, a child of worker can't afford to have private lesson, and
they can't get supplementary resources for their child. If they need to pay for
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the education, it will be impossible to go to the school. He will probably live
in the same conditions as his father.” (P9)

The opinions of the academics who argue that the 4+4+4 education reform, which is
the product of a wrong political decision, separates disadvantaged groups from others

by building an invisible wall in the education system are as follows:

"The 4+4+4 education reform makes the distinction between students more
obvious with its invisible lines. While upper secondary and upper-class
families create new ways for their children to mitigate the negative
consequences of this reform, the children of poor families perish in the
system. This is because children from lower-class families do not have the
economic capital to compensate for the deficiencies in the system, and so they
resign themselves to their fate and wait for the system to throw them out by
invisible forces. Therefore, education guarantees that the children of lower-
class families remain in their existing class and cannot move up to the next
class, thus perpetuating the existing inequality.” (A12)

Evaluating the issue from a sociological perspective, a group of participants argued
that education has the power to change the lives of students; however, this power is
not used today and disadvantaged groups are condemned to their fate. Moreover, the
number of academics who think that the state is no longer a magic wand that will
save disadvantaged students from the unfavorable conditions they are in, that there is
no longer any belief that disadvantaged students can rise in line with their skills if
they are academically successful; on the contrary, the number of academics who
think that education has lost its function in this sense is quite high. In addition,
participants believe that there is an unequal social structure and that disadvantaged
groups will remain disadvantaged under all circumstances within this system.

Participant views on this issue are as follows:

"There are many problematic issues regarding disadvantaged students in our
education system. Disadvantaged students suffer inequality in many ways in
terms of the region they live in, the place they live in, the family that they are
a part of, etc. If students are disadvantaged, their life in our education system
is similar to the song of Cem Karaca: "You are a worker, and you will be a
worker". Even if these children go to university, generally associated degree
program, they are still classified as workers when they graduate, because
they cannot go to the universities which the children coming from the upper-
class or secondary class prefer. Hence, being disadvantage is not only
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experienced in primary or secondary school. They finish secondary school
and it will continue at high school, high school is over and they go on being
disadvantaged at university. But as | said before, life starts after that and the
situation of being disadvantage continues in the following periods of their
whole life. They cannot get rid of this situation.” (P12)

"I believe that schools have the power to realize change and transformation,
but | think that this power is not being used anymore. Schools have such a
transformative effect and if used correctly, it can be a good advantage. But if
used incorrectly, it can turn into a weapon, so it is important how you use it,
which is why | attach great importance to schools. In other words, schools
can be a tool of change that can lead people to skip their own classes with a
qualified, quality system. However, when we look at the current education
policies, unfortunately the way for this is blocked. You know, in the current
situation, | agree with Karl Marx, if you are a worker, remain a worker. This
is because the disadvantaged child goes to a disadvantaged school, receives
a disadvantaged education because he/she goes to a disadvantaged school,
progresses with low academic success in this education, and in this case,
loses the potential to jump through education.” (Al)

In addition, the participants were asked whether the 4+4+4 education reform had
changed the situation of disadvantaged students. While a small number of
participants emphasized that the situation of these students had not changed, nearly
all of the participants highlighted that the 4+4+4 education reform make the situation
of being disadvantaged students worse. According to participants, the 4+4+4
education reform did not permit the socioeconomic development of disadvantaged
groups. Underlining that academic success is closely related to the socioeconomic
status of the family, the participants explained that each period has its own
inequalities, that this inequality is reproduced with the reform, and that the reforms
therefore aggravated the situation of disadvantaged students. The perspective of the
school principal and academic participants on the subject is as follows:

“"[ think the 4+4+4 reform has had a very negative impact on the
disadvantaged status of disadvantaged students. It has adversely affected
academic achievement, and the lower-class of society. | don't see a successful
situation that education can create with its own internal dynamics. As if the
children of socioeconomic groups who were academically successful 25 years
ago are still successful today, and the children of socioeconomic groups who
were unsuccessful are still unsuccessful today. If it were otherwise, education
would continue to be a stepping stone for disadvantaged student groups. But
unfortunately, it does not have such a function and this situation perpetuates
the disadvantage of disadvantaged students.”" (P5)
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"I believe that every period brings its own inequalities. Just as education is
intertwined with and fed by politics, academic achievement is also fed by the
economy. Just as the government opens certain opportunities to those close to
it, it is a well-known fact that education favors families with SES advantages.
When we look at the children who are academically successful and graduate
from good universities and pursue master's degrees abroad, | am talking
about universities that have proven their quality of education, we see that
these are the children of at least secondary class, well-off families with high
cultural capital. This shows that social, economic and cultural capital in the
Bourdieusian sense is a mechanism through which they send their own
children there and reproduce their own bureaucracy without sharing it with
anyone outside their own habitus. Unfortunately, as the reforms introduced
fail to boost academic achievement, disadvantaged children cannot be offered
a prosperous life. This aggravates the situation of disadvantage of
disadvantaged students.” (A2)
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CHAPTER 5

DISCUSSION AND CONCLUSION

This study examined the functions and implications of the 4+4+4 education reform
on disadvantaged students. In this chapter, first, the findings were evaluated in terms
of academic achievement, gender and absenteeism variables and the perceptions of
different educational stakeholders such as teachers, principals and academicians
about the 4+4+4 education reform and its implications on disadvantaged students are
discussed in light of the literature. Second, implications for theory research and
practice are suggested. Finally, considering the results and limitations of the study,

suggestions for further research are made.

5.1. Discussion and Conclusion of the 4+4+4 Education Reform and Academic

Achievement

The current study examined the academic achievement of socioeconomically
disadvantaged students before and after the reform. The findings revealed that the
4+4+4 education reform adversely affected all levels of education. According to the
quantitative and qualitative findings of the study, the students most affected by the
reform are 1%, 5", and 9" grade students. When the literature is examined, it can be
observed that the changes brought by this reform especially affected the same grades
in primary, secondary, and high schools. According to the findings of the study, the
early school starting age applied in the 1st grades caused many children to have
academic problems. Kili¢ (2014), Sarioglu (2016), Senturk (2016) also reached
similar results in their studies. In 5th grade, students' inability to adapt to secondary
school made it difficult for them to understand the lessons, which negatively affected

their academic success in this study. The studies of Celebi and Narinalp (2020) and
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Egerci (2019) also have similar results. In high schools, 9th graders had to study in
overcrowded classes as a result of unplanned practices, which had a negative impact
on their academic achievement. According to Civriz (2019) and Temizkalp (2019)
supported the negative effects of overcrowded classes on academic success. Based
on these findings, it can be concluded that the interview results obtained from
teachers, school principals and academics support the idea that the reform did not

produce the desired results.

In this study, the results of the qualitative analysis of the views of teachers, school
principals, and academics also highlighted that the reform did not create the desired
results for socioeconomically disadvantaged students. According to the results of the
study, all stakeholders (teachers, school principals and academicians) agreed that the
4+4+4 education reform was a top-down reform and that it was introduced in a
sudden and unplanned manner. In fact, according to the participants, the reform was
introduced so abruptly that even the minister of national education may have known
about it at the last minute. Numerous studies confirm that the new education system
was prepared in an unplanned way and put into effect suddenly (Akbash & Uredi,
2014; Bay et al., 2013; Cerit et al., 2014; Dalkiran, 2018; Ertug, 2019; Giingoér &
Demir, 2017; Kaya et al., 2015; Turan, 2018). In addition, teachers stated that there
was no pilot implementation of the 4+4+4 education reform and that they were not
even informed about this reform. It is a remarkable finding that the reform was
introduced in a top-down manner without giving any information to teachers, who
are the implementers of the reform. Because it is known that teachers play an
important role in the success of educational reforms (Barber & Mourshed, 2007).
The fact that 4+4+4 was introduced without any pre-plan, suggests that it does
satisfy the key characteristics of educational reform. Therefore, it may not be
categorized as a reform by definition. Harris (2011) also explained in her study that
the fact that many approaches to reform and change are top-down and imposed on
schools without paying attention to the creation of sufficient capacity for change or
thinking about the implementation process causes practitioners to perceive it as a

fallacy of change.
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Academic achievement is an important indicator in the evaluation of education
systems. While monitoring a change in the education system, the academic
achievement of students is also observed and academic achievement of students
plays an important role in evaluation (Beaton et al., 1999; Ross & Jiirgens Genevois,
2006). In this context, the academic achievement criterion was considered important
in this study while evaluating the 4+4+4 education reform. In this study, the 1st
grade was not evaluated in this study because there are no achievement scores for the
1st grade in e-school records. However, the qualitative findings of the study
emphasized that the early starting age of the first grade with the 4+4+4 education
reform was very hard for students and that adapting to this process was a challenging
process for both students and teachers. Moreover, teachers shared striking
information that these students who started school at an early age are not
academically successful in their school life. The results of the studies carried out by
Dag (2017) and Sahin et al. (2022) support the views of the teachers in this study on
the academic achievement of students who start school between 60-66 months in the
following years. In addition, while the teachers in this study stated that the reforms
generally affected disadvantaged students, they asserted that the early school starting
age implemented through the 4+4+4 education reform adversely affected all first-

grade students in the education system and put them in a disadvantaged position.

When the 5th grade academic achievement graph was analyzed, it was seen that
academic achievement decreased with the reform in all 4th, 5th, 6th, 7th, and 8th
grades. However, the drop in academic achievement was the sharpest in the 5th
grade. The reason for this change may be that 5th graders became secondary school
with the 4+4+4 reform. Because it is possible that children who cannot adapt to this
new situation may have problems in understanding secondary school lessons, and
this situation may negatively affect their academic achievement. Additionally,
Kastan and Kastan (2016) and Ozkan (2019) pointed out in their studies that
secondary school teachers expressed that 5th grade students had difficulty
understanding some course subjects. In addition, some previous studies have
revealed that 5th grade students have difficulties communicating with students and

teachers about being in a secondary school (Coruk, 2019; Demir, 2014; Giiltekin,
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2016; Karabiyikoglu, 2018; Tura, 2018; Yardibi, 2017). It is surprising that the same
problem (5th grade problem) has still persisted in the 10th year of the reform. When
the results of the qualitative findings in this study were analyzed, it can be seen that
teachers, principals and academicians also criticized this implementation.
Furthermore, they considered that it was not a correct way of practice for secondary
schools to be in the 5th grade. According to them, as these students are in the
concrete operational stage (Piaget, 1971), they are not suitable for the profile of
secondary school students and should not be expected to have the competencies of

secondary school students.

As emphasized by many teachers in this study, 5th grade students, who have not yet
entered the formal operational stage, have not gained the skills that should be
acquired in secondary school. There are some studies (Metin, 2017; Ozeng et al.,
2016; Ozdemir, 2018) suggesting in the literature that 5th grade students are not
emotionally ready to be secondary school students. Besides, it might be understood
that secondary school teachers also suffer from the issue of 5th graders becoming
secondary school students. Most teachers stated that 5th graders could not grow up
and that they still had childish attitudes, which made it difficult for them in subjects

such as teaching and classroom management (Goktas, 2018; izci & Goktas, 2014).

It would be intriguing to consider the 4+4+4 education reform as a method that is at
odds with pupils' cognitive development, but this is the reality. Because the 8-year
continuous education was criticized on the grounds that it did not pay attention to the
age groups and individual differences of students and due to this deficiency, the need
for a new structure in the education system was emphasized and the 4+4+4 education
reform was introduced (Peker-Unal, 2013). However, with the 4+4+4 education
reform, children in three different age groups (60-66-72 months) were exposed to
schooling in the same classroom without considering their individual differences,
while children in the 5th grade were included in secondary school without
considering the stages of students. In parallel with the findings of this study, Boz and
Yildirim (2017) and Bayyurt (2014) thought that the cognitive stages of the students

are substantial and effect learning stages. Based on these practices, it is possible to
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say that the government has repeated a wrong practice that was criticized in the
previous education system through the 4+4+4 education reform.

When the academic achievement of high school students was analyzed in the study,
the results showed that there was a sharp decline in the 2012-2013 academic year
when the reform was implemented. When the following years were scrutinized, it
was observed that academic achievement in high schools did not reach the level
before the reform at any level. One reason for this may be that in the early years of
the reform, and especially in the 9th grade, enrollment in previously non-compulsory
high school education increased, leading to overcrowded high schools. Considering
the inverse relationship between overcrowded class sizes and academic achievement
(Uzun & Bokeoglu, 2019; Yasar, 2018), it is possible that 9th graders have low

academic achievement.

Moreover, since the study was conducted in disadvantaged schools, it is possible to
argue that disadvantaged students may be affected by negative situations much more
than other students. Because while students with conscious families about education
can complete their learning gaps with private lessons or supplementary resources
even if they study in crowded classes, disadvantaged children do not have such an
opportunity. In this case, education becomes a tool to maintain inequalities (Diindar
& Hesapgioglu, 2011). From this point of view, it is possible to say that crowded
classrooms reproduce educational inequalities, especially in disadvantaged regions.

Dinger and Uysal-Kolagin (2009) emphasize that inequality in education is
considered in two dimensions: access to education and quality of education. While
schooling rates are observed for access to education, academic achievement is
assessed for the quality of education. As can be understood from this distinction, the
quality of education plays an important role in measuring academic achievement.
Especially in disadvantaged regions, the quality of education is as important as
access to education because although providing access to education is important for
disadvantaged students, it is not enough. When these students are not provided with

quality education, they may feel inequality more deeply and may be left out of the
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education system. In parallel with this view, Giiner et al. (2014) underlined that the
results of exams such as PISA, TIMMS and PIRLS, which are among the
determinants of inequalities in the quality of education, further deepen the situation

of children from families from lower socioeconomic classes.

As the results of the qualitative analysis indicated, this unprepared reform led to
difficulties in implementation due to the lack of infrastructure. The problem of
overcrowded classrooms could not be solved even with the turning of important
educational spaces such as laboratories and libraries into classrooms. Participant
teachers working in schools with disadvantaged students emphasized that students do
not receive education under equal conditions with the students studying in very good
high schools. Students studying in disadvantaged regions and schools take the same
university exam and it is unfair to expect the same performance from these
disadvantaged students. Principals also emphasized that these inequalities in
education keep the students in the class they are in and that disadvantaged children
remain disadvantaged throughout their lives and that education does not have the
power to change their situation. In addition, academicians emphasized that education
Is actually a very powerful tool for transformation and that there have been examples
of this in the past, but the current education system does not allow this
transformation. The qualitative findings on the retraining impact of education on the
social mobility of disadvantaged students were verified by other scholars in Turkiye.
For example, Kesik and Bayram (2015) concluded in their study that education has

lost its effectiveness in ensuring social justice and equality.

In this study, participant views supported the conflict theory's arguments regarding
the field of education. The participants emphasize that there is no equal opportunity
in education in disadvantaged schools. Moreover, when asked who is the most
obvious disadvantaged student group in this study, the academics gave a striking
answer the children of families who do not have economic capital as well as
insufficient cultural and social capital. This explanation is parallel to Bourdie’s
explanation for inequalities. Bourdieu (2000) stated that children come from

different backgrounds with different capitals in their backpacks, even if they go to
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the same schools and even to the same classes, and this is an important factor in the
creation of inequality among students (Celik, 2021; James, 2015; Lee et al., 2020;
Thomson, 2020). Consistent with Bourdieu's explanations, the academicians in the
current study revealed that disadvantaged students are more affected by the even
small changes in the education system adversely than other students. This is because
while children coming from families from middle or upper socioeconomic classes
can manage the situation with supplementary support and resources, children from
lower-class families do not have such a chance. While it was expected that the new
reforms in the education system would include sanctions that would at least ensure
equal opportunity in education for disadvantaged students, it can be argued that the
disadvantages of the disadvantaged have increased with the reform practices. In this
sense, a school principal in the study described the 4+4+4 education reform as a
labyrinth, while an academic saw it as a litmus paper. According to the principal
there are no signs that will help children who are trapped in a maze with the reform
to get out of that maze. It is the children of middle-class and upper-class families
who have these signs and can benefit from them. In addition, an academician
participant claimed that the 4+4+4 education reform separates disadvantaged and
non-disadvantaged students in schools, just like a litmus paper separates acid and
alcali. As can be seen, despite their differences, both metaphors point out that the
4+4+4 education reform does not benefit disadvantaged students and endangers their

life in terms of education, economic, and social ways.

All education stakeholders in this study used the pandemic as an example of an event
pattern that clearly demonstrates disadvantage and stated that disadvantage reached
its peak during the pandemic and disadvantaged children experienced desperation
deeply during the pandemic. Emphasizing the importance of books, especially for
these children who are deprived of technological devices such as computers and
phones, the common consensus among the participants was that the pandemic
affected disadvantaged students in an indescribable and irreversible way and
deepened educational inequalities. Besides, studies in the literature have provided
evidence consistent with the pandemic-related findings of this study (Barnova et al.,
2021; Dee & Murphy, 2021; Ertug & Ozan, 2021; Sahlberg, 2020; Themane

142



&Mabasa, 2022). Stating that the education system was already in a crisis before the
pandemic, Yildiz et al. (2020) underlined that this crisis worsened with the
pandemic. Frohn (2021) and West and Lake (2021) also asserted that the situation of
disadvantaged students has impeded after pandemic crisis and these pupils have
become more and more vulnerable. When considering the COVID-19 pandemic's
potential effects, it is apparent that the epidemic will almost certainly aggravate
already-existing educational inequality all over the world (Gonzalez & Bonal, 2021;
Frohn, 2021).

Based on these results, it can be argued that the current practice of schooling
invalidates the claims of the functionalist theory and eliminates the fact that
education can move disadvantaged groups to an upper-class (Giroux, 2001). At least
for the studied group of students, the results verify the core arguments of conflict
theory. Conflict theory asserts that education will not allow students to move from
their current status to a higher status, and that a person from the lower-class will not
even be able to move to the middle-class, and therefore the existing inequalities will
continue to persist in a life of people (Collins, 1971). For instance, Bowles and
Gintis (1976) argue that the education system reproduces the class system to which
one belongs. Bourdieu (2000) examines the reproduction of educational inequalities
through education. The social stratum and unequal structure of individuals are
legitimized through educational institutions. Conflict theorists even argue that this
inequitable cycle will last a lifetime that the child of a worker will also be a worker,
so that one cannot provide a better life for one's child than the father provided for
himself (Piketty, 2000). In parallel with this idea, Willis (1977) asserts that children
coming from lower-classes have a poor chance of social mobility. This is the path
that education has set for disadvantaged families and children today (Bowles and
Gintes, 2003). It would not be wrong to say that the number of disadvantaged
children who turn their lives in a different direction and shape their lives through
education is almost negligible. In other words, it is possible to say that education is
no longer a rescue for disadvantaged children and that these children are lost in the
inequalities reproduced through education. Blackledge and Hunt (1991), Cleaver

(2005) also discussed similar consequences in their studies. The studies of Bernstein

143



(1975), Bourdieu and Passeron (2000), Freire (1996), Gidens (2005), Rowls (1971)
have also noteworthy studies in terms of educational inequalities.

5.2. Discussion and Conclusion of the 4+4+4 Education Reform and Schooling
of Girls

The results of this study indicated that the number of girls and boys enrolled in
school increased in both secondary and high schools before and after the reform.
However, after this increase, the result did not change and the number of male
students attending school continued to outnumber female students. The results show

that girls and boys do not benefit equally from education.

The inequality between girls and boys in accessing educational opportunities is
obvious in Tiirkiye. Although Tiirkiye has achieved a quantitative increase in
education, it has not fully succeeded in ensuring access to schooling for girls
(Yildirim et al., 2018). The roles assigned to men and women in the country are an
important determinant of this inequality (Kurtdas, 2021). Some of the responsibilities
assigned to girls include helping with housework, working in the garden, and taking
care of their siblings at home, and these obligations may have an impact on their low

schooling rates.

According to the World Bank (2010) report, gender is the most prominent
determinant of school dropout in Tirkiye. However, girls are more disadvantaged
than boys and this is not geographically homogenously distributed across the
country. The disadvantage is more pronounced in the eastern regions in Turkiye. In
addition, girls growing up in rural areas are less likely to attend school than their
peers. Therefore, it is possible to say that girls in rural areas, who are forced into a
different life than their urban peers, are in a more disadvantaged position. The
Eastern Anatolia region, where the study was conducted, is still one of the regions
where the number of disadvantaged students is high, academic achievement is low
and disadvantage is intensely experienced. Girls in this region live in more

disadvantaged conditions compared to many other regions (Ozaydinlik, 2014). In
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parallel with this finding, the results of the qualitative analysis in this study indicated
that there are degrees of disadvantage; for example, one of the academics asserted
that a child coming from a family with a low socioeconomic status is considered
disadvantaged, whereas a girl coming from a family with a low socioeconomic status
Is considered more disadvantaged than the other. Moreover, if this girl comes from a
lower socioeconomic class, lives in rural areas and is Kurdish, she is considered to be
much more disadvantaged than the other two cases. However, even if the daughter of
a socioeconomically wealthy family does not speak Turkish as her mother tongue,
she will close that gap and have the opportunity to succeed in the education system
because she comes from a wealthy family. Korkmaz and Aygiil (2018) stated that
there is degree of being disadvantaged in their studies. This perspective shows that
coming from a socioeconomically well-off family removes the visibility of many
disadvantages. Therefore, the education of socioeconomically disadvantaged
students should be funded by the state (Demirbilek et al., 2021). In this study,
participants similarly advocated that economic inequalities among students should be
addressed through state intervention, but emphasized the importance of paying
attention to the concepts of equity and equality while ensuring social justice. These
concepts are important for the participants because providing the same financial
subsidies to everyone to be equal may create new inequalities. For example, when
books are distributed free of charge to the wealthy and poor, affluent families can
transfer the money they would have spent on school books to additional resources.
For this reason, some participants believed that taking book fees from wealthy
families and providing extra resources to the children of poor families with this
money would provide more social justice in education (Fraser & Honneth, 2003;
Polat & Ozan, 2020). Consistent with the findings of this study, Young (2006)
explained that the unfair distribution of resources would not ensure equality of
opportunity, but rather perpetuate existing inequality in education.

The results of the study for female students revealed that the schooling rate of female
students may be a good indicator in terms of equality of opportunity. However, this
indicator needs to be interpreted with caution, otherwise the results may be

misleading in general. That is to say, when the results of the current study were
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evaluated before and after the reform, the number of female students seemed to have
increased after the reform. In fact, the number of female students increased from
1300 just before the reform to 1514 in the year the reform was implemented in the
current study. Although the number of girls seemed to increase in an overall analysis,
a more comprehensive evaluation by years showed that the reform did not have the
expected effect. The number of female students, which had reached 1514 (36.2%)
after the reform, dropped again to 1230 (35.6%) just one year after the reform. In this
context, the results of the current study indicated that in the following years after the
4+4+4 education reform was put into practice, the number of female students
decreased in the following years and never reached the number of female students
just the reform was implemented. Although there is a similar situation for male
students, it is observed that the number of male students outnumbered the number of
female students in all years between 2008 and 2016. It can be said that the reason for
this is again inequality of opportunity based on gender in education.

According to the current study, the school level with the smallest difference in terms
of schooling between girls and boys is primary school. This is followed by secondary
school. However, at the high school level, the gap between girls and boys increased
significantly. In other words, while there is no striking difference between the
number of male and female students in primary and secondary schools, the
difference between male and female students at the high school level is almost
double the number of female students. This situation is similar both before and after

the reform.

While the 4+4+4 education reform was expected to have an impact on the last 4 as
part of the 12-year compulsory education, the expected impact was not seen at this
level. With high schools becoming compulsory, it was expected that the number of
students in high schools would increase and thus the gap between the number of girls
and boys would decrease. However, when the number of male and female students in
high schools before and after the reform was scrutinized, it was observed that there
was no positive change in the number of students after the reform. In fact, when the

distribution by years was analyzed, it was found that while the number of students
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enrolled in school decreased, the difference in the number of male and female
students increased. In parallel with the results of this study, Giirel and Kartal (2015)
pointed out that while the enrollment rate at lower levels of education increases year

by year, the enrollment rate decreases as the level of education increases.

When the qualitative results of the study were analyzed, results supporting and
contradicting the quantitative findings were obtained. Similar results can be found in
positive (Giren, 2021; Ozen¢ & Memis, 2012; Dogan et al., 2014) and negative
(Giiven, 2012; Ercan, 2016; Ozaydinlik, 2014) opinions on the schooling of girls in

the literature.

It was observed that the participants who expressed negative opinions on many
issues related to the 4+4+4 education reform differed on the issue of schooling for
girls. Some participants, albeit in small numbers, stated that the 4+4+4 education
reform provided girls with access to schooling, which was especially advantageous
for girls in high schools. A large number of participants, on the other hand, expressed
opinions that supported the quantitative findings of the current study. According to
these participants, schooling rates for girls have not actually increased. Just like the
other side of the medallion, contrary to what is seen, female students are detached

from education due to the effect of open schools.

Contrary to the findings of this study and the researchers who argue that the reform
has negative outcomes, for example, some studies claim that the number of female
students has increased after the 4+4+4 education reform, thus the reform has positive
effects for female students (Dogan et al., 2014; Kayip & Kartal, 2021; Kasa & Ersoz,
2016). On the other hand, as a striking finding, Aybek and Aslan (2015) criticize the
positive results of the 4+4+4 education reform on the schooling rate of girls and
argue that the 4+4+4 education reform hinders access to the right to education and
creates inequality in terms of schooling to the detriment of children from lower
socioeconomic levels. Moreover, the results of the qualitative analysis of this study
showed that in disadvantaged areas, girls are not sent to school because they help

with housework, take care of their siblings, and work in the gardens. In addition,
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some of the participants' views on female students were that they were not sent to
school and married at an early age. Obviously, girls are affected by the negative
conditions in life much more than boys. In other words, unfavorable conditions such
as low-income level, low level of parental education and the size of the household
hinder equality of opportunity and adversely affect access to education for girls in
particular (Tomul, 2008).

When a general evaluation is made and the number of female students enrolled in
school is analyzed before and after the reform, this assertion may seem to be true. On
the other hand, when analyzed by years before and after the reform, this study
showed that the 4+4+4 education reform did not actually increase the number of
female students; in fact, it caused a noticeable decline immediately after the reform.
The reason for this may be that the 12-year compulsory education was introduced in
a discontinuous manner. In relation to this, it can be argued that the 4+4+4 education
reform did not provide equality of opportunity in education and did not result in

favor of female students.

5.3. Discussion and Conclusion of the 4+4+4 Education Reform and Student

Absenteeism

The results of the current study indicated that the number of students with full
attendance in primary and secondary schools decreased after the reform, while the
number of days of absenteeism increased. In this case, it can be stated that the 4+4+4
education reform did not increase the number of female students attending school,
nor did it ensure that students attended school when evaluated in the overall
framework. One of the reasons for this may be the discontinuous implementation of
12 years of compulsory education in the form of 4+4+4.

In the current education system, primary and secondary school students do not fail
even if they are absent for a long period of time; instead, different alternatives can be
applied to these students. Especially when absences of 40 days or more are analyzed,

it was seen that the number of absent days increased considerably after the reform. In
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primary and secondary schools, this number almost tripled in the first semester and
more than doubled in the second semester. The reason for the higher absenteeism in
the first semester than the second semester for primary and secondary school
students can be highlighted as the negative effects of gradual education in the 4+4+4

education reform.

Under the 4+4+4 education reform, it became possible to continue compulsory
education after the 4th grade through open secondary schools within the scope of
open education. This situation seemed to affect female students the most. Giiven
(2012) believes that because of open secondary schools, girls are prevented from
continuing their formal education for reasons such as religious reasons, being needed
at home, and financial inadequacies. This can lead disadvantaged students, who are

already deprived of quality education, to drop out of education altogether.

The qualitative findings of the study demonstrated that the reform's goal of
increasing the schooling rate was not achieved. The participants in the study
emphasized that opening secondary and high schools was initiated with some
ideological concerns and that the opening of Imam-hatip secondary schools and
increasing the number of imam-hatip high schools for religious reasons was revenge
for the events of February 28. In addition, the participants emphasized that this
reform was prepared without considering the benefit of children and it was a reform
that contributed to the state's creation of desirable citizens. There are a number of
studies in the literature that are parallel to these findings and conclude that the 4+4+4
education reform is an ideological reform (Balci, 2021; Coskun, 2012; Epgacan,
2015; Eroler, 2019; Noyan, 2019; Siraz, 2020). In connection with the findings of
this study, we can focus on Althusser's views on education. According to Althusser
(1994), among many institutions ranging from bureaucracy to the army, schools are
the most important ideological apparatus of the state. Moreover, Althusser argues
that the state conveys its dominant ideology to the people through schools. Through
compulsory education, this ideology is easily disseminated in the curriculum and
books distributed through the centralized system in schools. Thus, ideal individuals

are raised in educational institutions and what is taught there is transferred to new
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generations through education (Althusser, 2006; Valero, 2017; Yilmaz, 2018). In
addition, with Foucault's panopticon structuring, it is possible to see the power
relations of knowledge in various institutions such as the economy, psychology,
sociology, and education, especially in educational institutions and various
disciplinary practices in educational programs. In other words, Foucalut can provide
a basic argument for the findings on the mission of education in this study by saying
that society has turned into a surveillance society and that education undertakes an
important task for power by ensuring the continuity of this system (as cited in Asan,
2013).

It can be argued that the educational institutions offered by the state to the public for
ideological purposes serve their purpose on the one hand, but on the other hand, it
does not fully serve their purpose. Because the results of the qualitative analysis
show that one of the reasons why students drop out of schools is that they do not
want to attend imam-hatip schools. Children who did not want to continue to these
schools left the schools and turned to open secondary or high schools. Considering
the ideological aims of this reform, it can be concluded that it was a failed reform
because even families who were seen as sympathetic to the government by society
did not want to send their children to these schools, and even parents who were
expected to enroll their children in Imam-hatip secondary and high schools because
of the scoring system enrolled their children in private schools because of the state's
ideological policy. These findings are confirmed by Inal's (2019) study, which
shows that the number of private schools suddenly increased especially after 2014
with the effect of 4+4+4.

According to the results of the study, family-related factors were found to be another
reason affecting absenteeism in secondary schools (Hosgoriir & Polat, 2015). When
family-related factors such as the socioeconomic status of the family, the way the
family raises children and intra-family relations are shaped negatively, this situation
affects the child negatively and triggers school absenteeism (Ulusoy et al., 2005). In
addition, low family income and low level of education can push children into school

absenteeism at first and force them to find a job and work in the following periods
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(Giiler, 2002). Thus, disadvantaged students lose hope in education and choose a

different and more challenging path for themselves.

Considering the characteristics and conditions of the region where the study was
conducted, the fact that students go to work with their families after the schools close
in the summer and have to work for a while after the schools open can be considered
another reason for the high number of absent days in the first semester of secondary
school students. When the qualitative results of the study were evaluated, it was
revealed that the students went to the plateaus with their families and since their
families were engaged in animal breeding, they had to stay in the plateau with their
families until the late-fall season. Because families going to the plateaus in July
usually return home at the end of October. In this case, students are away from
school for about two months and cannot continue their education and training.
Accordingly, Akiiziim et al. (2015) revealed in their study that the responsibilities
burdened on children by families in rural areas such as grazing animals and meeting

the needs of animals are one of the prominent reasons for absenteeism of students.

When the absenteeism status of high school students in the study was examined, it
was observed that the number of students with full attendance increased in both
periods after the reform. This may be due to the fact that high schools became
compulsory after the reform and accordingly, the number of students increased. In
addition, the fact that secondary schools were already compulsory before the reform,
while high schools were optional, and that the number of students was much higher
after the reform than before, with high schools being compulsory after the reform,
may have also contributed to the results in this way. Failure in high schools occurs
when students miss more than 20 days of school with an excuse and more than 10
days without an excuse. If these students have the right to receive formal education,
they repeat the grade by taking the same courses again the following semester.
Students who do not have the right to formal education or who do not want to
continue formal education are enrolled in open high schools (MoNE, 2016).
Considering this situation in the current study, when students who were absent for 40

days or more were analyzed, it was observed that the number of absent days
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increased in the second semester. When this number was compared to the pre-reform
period, it was observed that while the number of absenteeism rates rose in the first
semester, the number of days absent in the second semester grew even more and the
absenteeism rate more than doubled. The primary reason for the rise in absenteeism
in high schools can be related to the discontinuous education practices implemented
with the 4+4+4 education reform and the existence of open high schools.

The discontinuous education introduced with the 4+4+4 education reform paved the
way for open high schools. Open high school is an educational institution for those
who are of secondary school age but cannot attend formal education institutions that
provide face-to-face education (Teker, 1995). The qualitative findings of the study
showed that one of the participants perceived the interrupted education implemented
with the 4+4+4 education reform as a space shuttle. The teacher claimed that after
each 4 in the system, students would be periodically separated from the capsule and
with each capsule separation, students would be detached from the education system.
In light of this view, it is possible to infer that students are actually thrown out of the
system by being sent to open education programs. Tanrisevdi & Kiral (2018) also
concluded that students who do not attend school are enrolled in open secondary or
high schools, which can be interpreted as depriving these students of their right to
formal education and deepening inequality in these regions. In addition, Cam-Tosun
and Bayram (2015) emphasized in their study that open education in high schools
prevents equal opportunity. It is a known fact that there are huge differences between
schools. However, while inequality cannot be prevented even among students
attending the same schools, another point emphasized in the study is that the open

high school application will produce much deeper inequalities.

High school students' absenteeism may be due to many reasons (Pehlivan, 2006).
The most prominent of these reasons are individual reasons, environmental reasons,
institutional reasons (Giil et al., 2016), reasons stemming from teachers and school
administration, reasons stemming from academic anxiety (Altinkurt, 2008; Yildiz &
Sanli-Kula, 2012), family reasons and socioeconomic reasons (Saking, 2013). There

are many studies supporting that students who transfer to open high school have
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families who are generally unconscious about educational issues and come from
lower socioeconomic classes (Belen et al., 2021; Cuhadar-Oncii, 2017; Dag, 2018;
Kivang & Kemerli, 2019). Students of high school age who take on responsibilities
such as earning money and providing for the household cannot continue formal
education. On the contrary, students who voluntarily prefer open high schools do not
experience socioeconomic problems. In fact, their families consciously support their
transition to open high schools so that these children can better prepare for the

university entrance exam (Can & Sakalli, 2023).

As this study was conducted in disadvantaged schools, the sample included children
coming from socioeconomically lower-class families. Therefore, there is no
conscious parental preference for students who are pushed out of the system due to
absenteeism and guided to open high schools. In this context, when the reasons for
the increase in absenteeism in high schools, especially in the second semester, were
examined, the fact that students go to other cities to work may be the cause of the
increase in absenteeism. The results of the qualitative analysis indicated that in
addition to seasonal labor migration in this region (grazing animals in the plateaus),
disadvantaged children in this region either go to work in construction or work in
hotels. Ahsan and Duman, (2022) and Tiim (2009) explained in their studies that the
reasons for preferring these jobs are that the wages paid are higher than other jobs

and that their needs such as accommodation and food are met at the place of work.

In a general assessment of absenteeism in secondary and high schools and the open
secondary and open high schools (open education) that are seen as a natural
consequence of this problem, it can be argued that open secondary and open high
school practices failed and added a new one to the existing problems in the education
system. When the literature is reviewed, it is possible to reach the results that many
educators criticize for this practice implemented with the 4+4+4 education reform. In
addition, many researchers have shared their views that open high school
implementation negatively affects students, particularly female students (Kalkan &
Girses, 2017; Sugur & Savran, 2006). Similarly, Camlibel (2015) stated that open

secondary school and open high school practices would be detrimental to girls and
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would create problems in schooling. He also alleged that the practice of open
secondary schools and open high schools would create undesirable situations such as
child labor and child marriages. Particularly teachers and school principals in this
study criticized the open education practice on the grounds that it impedes equality
of opportunity in education and has negative consequences as a result of the 4+4+4

education reform as Coskun and Giindogdu’s study highlighted (2013).

Although open education practices are mostly perceived negatively for girls, there
are also studies in the literature that evaluate these practices in a positive way
(Demiray, 2013). These studies consider open secondary and high school programs
as an opportunity for girls who cannot find the chance for formal education to
improve themselves. On the other hand, researchers who present an opposing view
have strongly criticized open education practices by underlining that school is not
just a place where you go aimlessly, and that children not only receive education

there, but also gain behavioral changes and develop their social skills (Giiven, 2012).

Overall, the result of the study revealed that the aims of the 4+4+4 education reform
did not accomplish their goals because the most prominent goal of this reform
extending compulsory education to 12 years was to increase the schooling rate,
increase the average length of education in society and to eliminate regional
differences in schooling. In an indirect way, it can be assumed that the aim was to
eliminate the gap between disadvantaged students and other students, as the regions
with low schooling rates are the regions where disadvantaged students are
concentrated. In this context, when the enrollment rate of girls is taken into
consideration, it is seen that the enrollment rate did not actually increase; in fact, the
number of students attending school decreased in the years following the reform due
to open secondary and high schools. This is parallel to the findings of other studies
(e.g., ERG, 2015). Due to open education (open secondary and high schools), the
schooling rate of especially female students has decreased considerably (Kaya,
2019). Therefore, since the schooling rate has not increased and formal education is
ceases after a certain period of schooling (Belen et al., 2021), it is not possible to

claim that the average duration of education has been extended.
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It can be said that the reform's goal of eliminating regional disparities in schooling
was not achieved for similar reasons. The region where the study was conducted is a
disadvantaged region with low schooling rates. It is not possible to say that the
number of students, particularly girls, has increased noticeably on a regular basis in
the schools where the study was conducted. The results of the current study also
indicated that the number of students who were absent for more than one month
increased after the reform. The number of days of school attendance is an indicator
that directly affects academic achievement (Ozkan, 2018; Tekin 2020). Therefore, it
is expected that students who do not attend school have low academic achievement.
The most prominent challenges faced in schools is poverty. For this reason, poverty
and its consequences such as inequality and deprivation are among the most common
problems in access to school. High levels of poverty prevent students from
progressing academically (Rumberger & Palardy, 2005; Ylimaki et al., 2007; as cited
in Arar, et al., 2020). Considering that children in this region do not go to school, it
can be thought that the reform does not actually serve the purpose of eliminating the
difference between regions. This is because it is a well-known fact that
disadvantaged children in disadvantaged regions still cannot attend school regularly.
Moreover, considering that academic achievement is affected by regional differences
(Atag, 2017), it is possible to conclude that disadvantaged students in disadvantaged
regions cannot receive a quality education and therefore equality of opportunity in
education is not ensured for them; on the contrary, inequalities in education deepen
and the situation of disadvantaged students aggravates in light of the results of this

study.

5.4. Implications for Practice and Theory

This study revealed the functions and implications of the 4+4+4 education reform on
socioeconomically disadvantaged students. Considering the results of the reform, it
can be concluded that the 4+4+4 education reform did not include findings that
mitigated the situation of socioeconomically disadvantaged students. Indeed, both
achievement and attendance figures revealed in this study that socioeconomically

disadvantaged students face a risk of further marginalization as a result of receiving
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weak educational services after the 4+4+4 education reform. When the reform is
planned to be improved, especially within the framework of disadvantaged students,
some implication-based recommendations can be made in order not to exclude them

from the education system and to keep them in the learning process.

First of all, the results of the study indicated that the purpose of the reform did not
overlap with what was done. In this context, it can be considered that the reform did
not serve its purpose. Namely, it can be concluded that the 4+4+4 education reform,
which aims to increase the schooling rate, reduce inter-regional learning differences
and provide skill-based education at an early age, has actually failed to achieve these
goals. The quantitative findings of the study showed that the schooling rate did not
increase, especially for girls. One of the biggest obstacles to this is the discontinuous
nature of education. The second obstacle is that open secondary school and open
high school programs (open education) are allowed to be preferred after the first 4
years. It can be argued that this situation adversely affects socioeconomically
disadvantaged students and pushes them out of the education system. In addition,
since the number of students in open secondary and high schools is included in the
schooling rates, this rate does not give the real number. Based on this result,
abandoning discontinuous education and closing open education (open secondary
and high school) programs for individuals of formal education age may be a solution
to increase the schooling rate substantially (Doyran, 2019; Giiltekin & Baran, 2022;
Giiven, 2022).

Moreover, according to the research results, it can be asserted that the 4+4+4
education reform has caused both a quantitative and qualitative decline in education.
While the implementation of discontinuous education and open education schools led
to a decline in quantity, it can be argued that teaching in crowded classrooms due to
the lack of infrastructure and turning places such as laboratories and libraries, which
have important contributions to the learning process, into classrooms due to the lack
of classrooms decreased the quality of education. In light of these results, it can be
suggested to solve the problems of inadequate infrastructure for the implementation
of the reform (Canli, 2019; Canpolat & Koger, 2017; Ceylan & Kiirekli, 2021).
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Furthermore, both quantitative and qualitative findings of the study revealed that the
4+4+4 education reform did not have a positive impact on the schooling and
academic achievement of socioeconomically disadvantaged students. Based on this
result, the principle of inclusiveness of education should be taken into consideration
in future and policymakers should develop reforms that include especially
socioeconomically disadvantaged students. (Reyna & Farley, 2006; Slee, 2011).

Reducing regional disparities, another objective of the reform, has not been achieved.
Especially in disadvantaged regions, educational outcomes still do not meet the
desired results. There are many factors that contribute to the low academic
achievement of socioeconomically disadvantaged students. Among these, poor
nutrition, a lack of a suitable home environment for studying, a lack of informed
parental support, and a lack of pre-school education for these children stand out
among many other reasons (Cummins, 2014; Kpinga, 2014; Mcloyd, 1998). In this
context, in order to increase the academic achievement of socioeconomically
disadvantaged children, pre-school education can be made compulsory, especially in
disadvantaged regions, and then across the country. Considering that many
disadvantages are based on socioeconomic reasons, it can be argued that improving
the condition of socioeconomically disadvantaged students would alleviate many
problems. On the other hand, it will take time for young children living in
unfavorable conditions to catch up with their peers academically. Making pre-school
education compulsory for them can have a positive impact on closing both learning
gaps and learning losses (Amders et al., 2011; Burlacu, 2013; Ekinci & Bozan, 2019;
Glizelyurt et al., 2019; Kaya & Kose, 2020; Sylva, 2014).

Another objective of the reform is to provide skills-based education at an early age.
When skills-based education is discussed, apprenticeship training and vocational
high schools come to mind. However, with the 4+4+4 education reform, only the
secondary school section of imam-hatip schools was opened. Considering that skills
are more meaningful when they are acquired at an early age, the opening of
secondary school departments in vocational high schools such as medical vocational

high schools and vocational and technical high schools can be recommended in terms
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of ensuring equal opportunity in education. Therefore, this practice revealed that the
reform did not serve the emphasized purpose of acquiring skills at an early age. For
this reason, presenting alternative vocational secondary schools might be
recommended as it may provide disadvantaged students with a career alternative and

make the reform more effective for them.

Another issue that came up on the agenda with the 4+4+4 education reform, which
was also revealed in the qualitative study, is that the reform has ideological roots.
According to the results of the research, it can be argued that the government has
shaped education in accordance with its ideology in order to raise the type of citizens
it wants. Considering this situation, it can be suggested that school principals take the
initiative and make decisions that will benefit students. In this context, it can be
suggested that school principals offer students elective courses such as mathematics,
English, science, etc. which disadvantaged students experience learning deficiencies.
The priority of governments while making changes should be improving situations in
favor of students rather than imposing an ideology. Otherwise, when changes are
highly political, it would be more difficult to expect positive results from the change
or to fulfill the expected goals.

The 4+4+4 education reform is considered a reform that was developed without the
feasibility and preliminary studies expected before a reform movement is initiated.
As a matter of fact, the results of this study reveal that the reform brought many
problems during the implementation process because it was not well planned. In the
qualitative findings of the study, teachers stated that the early starting age of 1st
graders would pose a problem and that 5th graders would not be able to adapt to
secondary school lessons, which would have been discussed in advance if teachers
had been consulted, and perhaps these mistakes would never have been made.
Teachers also stated that they could have explained that when high schools are
compulsory, the classes, especially the 9th graders, will be overcrowded and that the
high school classes will not be big enough to handle this. Most of the internal
stakeholders in the study explained that they did not actually consider 4+4+4 as a

reform. Their failure to embrace the reform made it difficult to solve the problems
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that arose. As Fernandez and Rainey (2006) suggest, before initiating major change
practices, the people who will implement the change should be consulted and they
should be reconciled on the issues they disagree with. Such a compromise will
involve them in the process and eliminate the possibility of resistance to change
(Bantwini, 2010; Ford & Ford, 2010; Lolenzi & Riley, 2000; Terhart, 2013). In light
of this information, it may be suggested that before a reform is undertaken, a
platform should be established between MoNE and schools to discuss views on the
reform. Commissions can be formed in MoNE in which experienced teachers and
school principals can participate. Otherwise, reforms that are not adopted by

practitioners may cause inequality of opportunity among schools.

Moreover, it is seen in the qualitative findings of the study that when the 4+4+4
education reform was implemented, a great number of teachers were not informed
about the reform. In particular, teachers teaching in the 1st and the 5th grades stated
that they did not know how to treat children in this age group. Therefore, teachers
who stated that they had difficulties in teaching and classroom management had
difficulty adapting to the new system for a long time. Based on these findings,
although there is a teacher training curriculum structure that is sensitive to
educational levels according to Higher Education Comission (HEC), both the
adaptation problems of teachers due to the 4+4+4 and the findings of teachers at
educational levels in teacher training suggest that HEC and MoNE should work in
cooperation to develop policies that include measures to improve the current
situation. At the most basic level, the reforms to be introduced by MoNE can be
ensured to be included in the system by increasing the awareness and consciousness
of prospective teachers at the higher education level. In this context, teacher training
programs should be revised and shaped according to the new education system.
Hence, it should be ensured that prospective teachers receive an appropriate
education for the new system planned to be introduced with the reform. Those who
are already teachers should be provided with in-service trainings and practical
seminars to help them adapt to the new system. These trainings should explain the
process in detail and especially teachers should be informed about the new practices

and they should be monitored during the process and given feedback to improve
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themselves. Hence, 6gretmenlerin reformlar1 uygularken degisime bagli olumsuz

duygular1 daha az hissetmeleri saglanabilir (Zayim, 2015).

The quantitative findings of the study showed that the achievement of disadvantaged
students also declined after the reform. Considering this result, practices that reduce
the learning differences between students from families with high socioeconomic
status and disadvantaged students can be included in the education program.
Moreover, government funding for disadvantaged students can be increased as
suggested by the World Bank (2013), and an improvement fund can be created to
cover them. Furthermore, as the quantitative and qualitative findings of the study
have highlighted, children cannot attend school in both the first and second semesters
because they have to work. With the fund that the state will create for these students,
disadvantaged children can be ensured to attend school. Furthermore, teacher
training can be redesigned according to the needs of disadvantaged students. The
suggestion of Day and Sammons (2013) provides a clue about socioeconomically
disadvantaged students. To recall, it may be useful to indirectly benefit from the
experiences of experienced teachers who have achieved success by working with
disadvantaged students living in deprived homes.

As emphasized in the qualitative findings of the study, in the current system,
education no longer has a redemptive role for disadvantaged children. Education is
no longer a "superman™ to save them from where they are. However, the success
stories of those who came from disadvantaged groups and succeeded in becoming
teachers, even if it was in the past, can inspire these children with hope and motivate
them, just like the support of teachers with their experiences. Seeing real-life

examples can revive the lost hopes of these pupils for the future.

5.5. Recommendations for Future Research

The aim of the study is to uncover the consequences of the 4+4+4 education reform

on disadvantaged students. In the study, students who are disadvantaged by their SES

were analyzed in terms of academic achievement, gender, and absenteeism variables.
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In addition, the study aimed to reveal the perceptions of different stakeholders in
education regarding the 4+4+4 education reform. Considering the limitations of the
study, various recommendations were made for future research.

First, the quantitative findings of the study showed that the schooling rate did not
increase and even started to decline after the reform. On the other hand, the
qualitative findings supported by the literature indicated that missing students who
were not in formal education enrolled in open education programs (ERG, 2014;
Kaya, 2019; Yorgun, 2014). In light of this information, the number of students who
left formal education and enrolled in open education schools after the 4+4+4
education reform can be investigated. Furthermore, interviews can be conducted with
the people who manage these units to get in-depth information about open secondary
school and open high school programs. Research on open education programs, which
represent the mysterious and dark side of educational research, is highly

recommended for future research.

Moreover, the quantitative part of this study was conducted in the central districts of
a province in which disadvantaged students are highly populated and ranked low in
academic achievement. Therefore, the findings can only be generalized to these
districts. This is a limitation of this study. In order to overcome this limitation,
disadvantaged schools in different cities in different regions can be included in future

studies, and the results of the reform on students in these schools can be investigated.

Thirdly, this study covers the data of students attending public schools. The study
can be conducted by including student data that are collected from private schools. In
the literature, there are studies showing that the quality of teaching differs positively
in private schools (Cavalcanti et al., 2010; Choy, 1997; Dixon & Tooley, 2013;
Magulod, 2017). Considering the existence of a mechanism where students can
maintain their economic class in private schools just like in public schools (Opare,
1999), comparative studies involving socioeconomically different groups can be
conducted by examining the differences in achievement between children from

lower-class families and children from upper-middle-class or upper-class families.
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Furthermore, in the qualitative part of the study, striking data on the results of the
4+4+4 education reform were obtained from both internal and external stakeholders:
teachers, school principals, and academicians. Additionally, the perspective of non-
governmental organizations such as civil society organizations can also be included
in the study to enrich the research by adding different perspectives, and interviews
can be conducted with representatives of these organizations. Additionally, a
different data collection tool can be included in the study. In this study, data were
obtained through semi-structured interviews. Since most of the study was conducted
during the pandemic period, a different data collection tool could not be included in
the study. However, in future research, the study can be enriched by adding

classroom observations.

Moreover, the qualitative findingsof the study indicated that the participants perceive
education as a tool for which the current ideology instilled in children. Based on this
results, the role of education can be analyzed within the framework of Althusser’s

perspective in future research.

Sixth, the qualitative findings obtained in this study revealed that early school
starting age would negatively affect the child's later educational life. There are
studies supporting this finding in the literature (Coskun & Gilindogdu, 2013; Ding et
al., 2014). Based on this result, in future quantitative research, the achievement
scores of children who started primary school at the age of 60-66 months in the year
the reform was enacted (2012) can be monitored over the years. Secondary school
achievement scores, high school entrance exam scores, and high school grade point
averages of the same children who were followed from primary school onwards and
who are now probably attending high school can be analyzed. Furthermore, their

performance on university entrance exams can be analyzed.

Finally, the quantitative study utilized retrospective data on variables before and after
the reform. Within the scope of this study, K12 students were investigated. The
results of the 4+4+4 education reform on primary, secondary and high school

students in disadvantaged schools were investigated and discussed. In future
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research, it may be recommended to conduct a similar study in higher education. The
results of the reform in higher education can be evaluated by examining the students
who started secondary or high school in the year the reform was implemented (2012)

and those who continue their higher education at university.
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APPENDICES

A. TEACHER AND SCHOOL PRINCIPLE INTERVIEW QUESTIONS

Tiirk Egitim Sisteminde gerceklestirilen degisimler hakkindaki goriisleriniz
nelerdir?

Egitimde degisimlerin etkisini (bir 6gretmen / okul yoneticisi olarak) nasil
degerlendiriyorsunuz?

4+4+4 egitim reformu hakkindaki diislinceleriniz nelerdir? Sizce bu reform
duyurulmadan once yeteri kadar hazirlik yapildi mi1? Egitim paydaslarina yeteri
kadar zaman verildi mi?

a. 4+4-+4 egitim reformu ile ilgili avantaj ve dezavantajlar nelerdir?

4+4+4 egitim reformu ile ilgili gozlemlediginiz veya deneyimlediginiz
problemler var midir? Varsa nelerdir?

Reformu uygulama sirasinda karsilastiginiz problemler var ise bu problemlerle
nasil basa ¢iktisiniz / ¢cikmaktasiniz?

4+4+4 egitim reformuna iligskin degisiklikler uygulamaya baslanmadan once
sizce neler yapilmaliydi?

Dezavantajli 6grenciler denildiginde ne anliyorsunuz? Sizce hangi 6grenciler
dezavantajli olarak nitelendirilmektedir?

Sizce Tirkiye’de en belirgin dezavantajli 6grenci grubu hangisidir?
Dezavantajli olma durumu doénemsel olarak ya da iginde bulunulan sartlara
gore degisim gosteriyor mu, yoksa gelen herhangi bir yenilik ya da degisim
dezavantajli 6grencileri her kosulda daha da dezavantajli hale getiriyor mu?
Devlet politikalarinin ~ Sosyo-Ekonomik Statii bakimindan dezavantajh
ogrenciler ilizerinde pozitif etkileri Var midir? Var ise nelerdir?

Devlet okullar1 sizce dezavantajli grencileri bulunduklarindan bir iist tabakaya
gecislerini  kolaylagtiran bir kurum mudur? Bu konudaki diisiincelerinizi
paylasabilir misiniz?

Ogrenciler acisindan sizce devlet tarafindan uygulanan sosyal adalet
uygulamalari nelerdir? Bu uygulamalari nasil degerlendiriyorsunuz?

4+4+4 egitim reformu kiz cocuklarinin egitim durumunu nasil etkilemistir?
Reform uygulanmaya bagladiktan sonra okula kayitli olan kiz &grencilerin
sayisinda bir artis gézlemlediniz mi?

4+4+4 egitim reformu devam-devamsizlik sorununu ne diizeyde etkilemistir?
Reform uygulanmaya basladiktan sonra okula kayitli olan 6grencilerin devam
durumlarinda herhangi bir degisiklik gozlemlediniz mi? Devamsizlik yapan
Ogrencilerin sayisinda artma ya da azalma oldu mu?

Agik Lise uygulamasi hakkinda ne diisiiniiyorsunuz? Bu uygulama sizce
ogrenciler acisindan fayda veya zarar saglamakta midir?
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16.

17.

18.

4+4+4 egitim reformu ¢ocuklarin akademik basari diizeylerini ne derecede
etkilemistir?

Onceki yillarla karsilastirdigimizda  reform  sonrast  dgrencilerin  basari
seviyelerinde bir farklilik oldu mu?

Egitim Sistemindeki degisimleri g6z dniinde bulundurarak bir metafor tiretseniz
4+4+4 egitim reformunu neye benzetirsiniz? Neden?

Genel bir degerlendirme yaptiginizda alt-amaglarindan bazilar1 dezavantajli
Ogrenciler ile ilgili olan, 6rnegin bolgeler arasindaki farkliliklar1 gidermeyi
amaglayan 4+4+4 egitim reformu sizce amacina ne derece hizmet etmistir?
Dezavantajli 6grencilerin dezavantajlilik durumu sona ermis midir, dezavantajl
ogrencilerin durumunda higbir degisim olmamis midir, yoksa dezavantajlilik
durumlar1 daha da derinlesmis midir?
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How

B. ACADEMICS INTERVIEW QUESTIONS

Tiirk Egitim Sisteminde gergeklestirilen degisimler hakkindaki diisiinceleriniz

nelerdir?

Egitimde  degisimlerin  etkisini  bir = akademisyen  olarak  nasil

degerlendiriyorsunuz?

4+4+4 egitim reformu hakkindaki goriisleriniz nelerdir?

4+4+4 egitim reformu ile ilgili avantaj ve dezavantajlar nelerdir?

a. 4+4+4 egitim reformunun egitim sistemi agisindan avantaj ve dezavantajlari
nelerdir?

b. 4+4+4 egitim reformunun egitim paydaslar1 agisindan avantaj ve
dezavantajlar1 nelerdir?

C. 4+4+4 egitim reformu ile ilgili gozlemlediginiz veya deneyimlediginiz
problemler var midir? Varsa nelerdir?

4+4+4 egitim reformuna iligkin degisiklikler uygulamaya baslanmadan once

yapilmasi gereken adimlar sizce nelerdir? Sizce gerekli bu adimlar ne diizeyde

yerine getirilmistir?

a) Pilot uygulama
Sizce pilot uygulama yapilsaydi farkli sonuglar elde edilebilir miydi? Evet ise
orneklendirerek acgiklar misiniz?

b) Paydaslarin fikirlerini alma
4+4+4 egitim reformunun egitim sistemi ve paydaslar1 agisindan avantajlari
ve dezavantajlar1 nelerdir?

¢) Ogretmenlere danisma

Sizce 6gretmenlere yeni diizenlemeleri uygulayabilmeleri i¢in gerekli bilgi ve adapte
olabilmeleri igin yeterli zaman verilmis midir?

6.
7.

8.

9.

10.

11.

12.

Dezavantajli 6grenciler olarak hangi 6grencileri tanimlarsiniz?

4+4+4 egitim reformunu dezavantajli 6grenciler ile nasil iligkilendirirsiniz?
(6gretim programi, ders kitaplari, teknolojik arag-gere¢ ve donanim bakimindan)
4+4+4 egitim reformu sosyo-ekonomik statii bakimdan diisiik olan ailelerin
cocuklarini nasil etkilemistir?

4+4+4 egitim reformu kiz cocuklarinin egitim durumunu nasil etkilemistir?
Reform uygulanmaya basladiktan sonra tiniversitede egitim alan kiz 6grencilerin
sayisinda bir artis gézlemlediniz mi (6zellikle 2016 ve sonrasinda)?

4+4+4 egitim reformunun akademik basariy1 etkiledigini diislinliyor musunuz?
Onceki yillarla karsilastirdiginizda reform sonrasi (6zellikle 2016 ve sonrasinda)
tiniversiteyi kazanan Ogrencilerin basar1 seviyelerinde bir farklilik oldu mu?
Dezavantajli olarak nitelenen 6grencilerin basarilarinda gozle goriiliir bir diisiis
veya artis gozlemlediniz mi?

Egitim Sistemindeki degisimleri gz oniinde bulundurarak bir metafor iiretseniz
4+4+4 egitim reformunu neye benzetirsiniz? Neden?

Genel bir degerlendirme yaptiginizda 4+4+4 egitim reformunun dezavantajl
ogrenciler tlizerindeki olumlu ve olumsuz yansimalar1 (sonuglari) ile ilgili neler
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sOyleyebilirsiniz? Dezavantajli 6grencileri daha iyi bir konuma getirmeyi
hedefleyen bu reform sonuglar1 diisiiniildiigiinde sizce amacina ne derece hizmet
etmistir? Dezavantajli 6grencilerin dezavantajlilik durumu sona ermis midir,
dezavantajli Ogrencilerin durumunda hicbir degisim olmamis midir, yoksa
dezavantajlilik durumlar1 daha da derinlesmis midir?

206



C. ETHICS APPROVAL OF RESEARCH BY METU

UYGULAMALI ETIK ARASTIRMA MERKEZI
APPLIED ETHICS RESEARCH CENTER

\\ ORTA DOGU TEKNIK UNIVERSITESI
MIDDLE EAST TECHNICAL UNIVERSITY

21 Ocak 2020

Konu: Degerlendirme Sonucu

Gonderen: ODTU insan Arastirmalar Etik Kurulu (iAEK)

ilgi: insan Arastirmalari Etik Kurulu Bagvurusu

Sayin Prof.Dr. Yagar KONDAKGI

Danismanligin yaptiginiz Elif ERBERK’in “The Functions And Implications Of Educational Reform On
Disadvantaged Students” baslikli arastirmasi insan Arastirmalari Etik Kurulu tarafindan uygun
gorilmis ve 012-0DTU-2020 protokol numarasi ile onaylanmistir,

Saygilarimizla bilgilerinize sunariz.,

Prof.Dr. Mine MISIRLISOY
Baskan

rof. Dr. Tolga CAN Dog.Dr. Pinar KAYGAN

Uye Uye
A e C/_\_
Dr. Ogr. Uyesi Ali Er(re_TURGUT Dr. Ogr. Uyesi Serife SEVING
Uye Uye
Dr. Ogr. Uyesi Miige GUNDUZ Dr. Ogr. Uyesi Sii Jzcan KABASAKAL
Uye Uye

207



D. ETHICS APPROVAL OF RESEARCH BY MONE

T.C.

11 Milli Egitim Miidiirligt

Sayr :77157353-605.0 1 - SE— 06/03/2020
Konu : Veri Toplama Talebi
(Elif ARBERK)

VALILIK MAKAMINA

Orta Dogu Teknik Universitesi Egitim Bilimleri Anabilim Dali Egitim Y&netimi ve
Planlamasi doktora programn &grencisi Elif ERBERK'in "Egitim Reformunun Dezavantajh
Ogrenciler Uzerindeki Etkisi" konulu anket calismasi kapsaminda {limiz — ve
S i|cclerinde gorev yapmaktaolan dgretmen ve miidiirlere ankket uygulama ¢aligmasi
yapilmasi hususundaki yazilari incelenmistir.

Sz konusu anket uygulama calismasi Mudurligimiizce olugturulan "Anket
uygulama ve Aragtirma izin Talepleri Komisyonu" tarafindan incelenmis olup 04/02/2020
tarih ve 17 nolu karar ile belirtilen agiklamalar dogrultusunda uygulanmasi Valilik onayinin
ii¢ giin sire igerisinde okullara duyurulmasi; ayrica denetimleri ilgili okul ve ilge milli egitim
midiirlitkleri tarafindan gergeklestirilmek tizere derslerin aksatiilmamasi kaydiyla ve
goniilliilik esasina gore yapilmas: mildarligimuzee uygun goriilmektedir.

Makamlarinizca da uygun gorillmesi halinde olurlariniza arz ederim.

{1 Milli Egitim Miidiir Yardimcisi
Uygun goriisle arz ederim.

i1 Milli Egitim Mudiirii

OLUR
<06/03/2020

Vali a.
Vali Yardimcisi

208



E. CURRICULUM VITAE

Education

October, 2016 - August, 2023
(Doctor of Philosophy, Ph.D.)

January, 2014 — August, 2016
(Master of Science, M.S.)

September, 2004 — June, 2008
(Bachelor of Science, B.S.)

Main Academic Positions

January, 2014 — October, 2016

October, 2016 — ongoing

Research Interests

ELIiF ERBERK

Middle East Technical University (METU)
Education Faculty

Department of Educational Sciences
Educational Administration and Planning

Van Yiiziinci Y1l University
Education Faculty

Department of Educational Sciences
Educational Administration

Cyprus International Universtiy
Education Faculty
English Language Teaching (ELT)

Research Assistant

Van Yiziinci Y1l University
Education Faculty

Department of Educational Sciences
Educational Administration

Research Assistant

Middle East Technical University (METU)
Education Faculty

Department of Educational Sciences
Educational Administration and Planning

Equality of Opportunity in Education

Change and Reform Practices in Education
Social Justice Implementation in Education
Social Justice Leadership

Inequality Theories in Sociology of Education

209



Research Experience

May, 2018 — Subat, 2021 Higher education policy for displaced people:
(METU Research Fund)
Implications of Turkey’s higher education policy for
Syrian migrants.
[Directed by Prof. Dr. Yasar Kondakgi]
Middle East Technical University, Turkey
*Researcher

Selected Journal Articles Erberk, E. & Memduhoglu, H. B. (2023).
Organizational depression as an illness of the time: A
phenomenological study on the experiences of high
school teachers. Educational Academic Research.
DOI: 10.5152/AUJKKEF.2023.22054

Arar, K., Kondake1, Y., Kaya-Kasike1, S. Erberk, E.
(2020). Higher Education Policy for Displaced People:
Implications of Turkey’s Higher Education Policy for

Syrian Migrants. Higher Education Policy, 33, 265-
785 https://doi.org/10.1057/s41307-020-00181-2

Selected Conference Presentations

Erberk, E., & Engin, C. (2023). Rethinking Educational Policy: ldeological Implications of
Educational Reforms. Paper presented at The European Conference on Educational
Research (ECER), Glasgow: University of Glasgow, Scotland.

Arar, H., Kondakgi, Y., Kaya-Kasike1, S., & Erberk, E. (2019). Access and Survival of
Syrian Migrants in Turkish Higher Education. Paper presented at The European
Conference on Educational Research (ECER), Hamburg: Universitat Hamburg, Germany.

Erberk, E., & Memduhoglu, H. B. (2018). Organizational depression as an illness of the
time: A phenomenological study of teachers’ experiences at high schools. Paper presented at
The European Conference on Educational Research (ECER), Bolzano: The Free University
of Bozen- Bolzano, Italy.

Book chapters

Erberk, E. (2022). Tiirk egitim sisteminde reform ve yenilesme, H. Tabak & F. Sahin, (Ed.),
Tiirk egitim sistemi ve okul yonetimi, iginde (s. 154-176), Pegem Akademi Yayincilik.

Memduhoglu, H. B., & Erberk, E. (2022). Miknatis okul, H. B. Memduhoglu & M. M.

Mazlum, (Ed.), Teorik ve pratik yonleriyle alternatif okullar ve alternatif egitim
uygulamalari, i¢inde (s. 115-157), Pegem Akademi Yayincilik.

210


https://doi.org/10.1057/s41307-020-00181-2

F. TURKISH SUMMARY / TURKCE OZET

1. GIRIS

Degisim orgiitler i¢in kagmilmazdir. Orgiitlerin hayatta kalabilmesi i¢in degisimlere
ayak uydurmasi gerekmektedir (By, 2005; Karanja, 2015). Orgiitler kendilerini
degisime hazir hissetseler de hissetmeseler de dis baskilar nedeniyle kendilerini
degisimin etkisi altinda bulabilirler. Bagka bir deyisle, ekonomide, politik ve sosyal
diizende, kiiltiirel yasamda ve teknolojide siirekli yeni gelismelerin meydana gelmesi
bircok alanda degisimi beraberinde getirmektedir (Garvin, 1993). Boylesi bir
degisim hiz1 egitim sistemini de degisime zorlamakta ve dolayisiyla egitim
orgiitlerinin degisim siirecine girmesine neden olmaktadir. Ciinkii egitim, toplumsal
degisimlere en duyarli sistemlerden biridir (Ryder, 1985). Orgiitlerde degisimin
sebepleri yeniliklere ayak uydurmak, teknolojik gelismelere adapte olmak ve
gelismis  iilkelerin  gerisinde kalmamak olabilir. Egitim oOrgiitlerinde bu
degisikliklerin sebebine mevcut reformun eksikliklerini giderme ve egitimde firsat

esitligini saglama cabalar1 eklenebilir (Akpinar vd., 2012).

Egitimde reform ¢abalari, tilke ekonomisi ve bilgi giicli arasindaki pozitif iligkinin
anlasilmasi ile énem kazanmustir. Ozellikle bilgi caginda iilkeler ekonomik olarak
daha hizl1 biiyiimek icin egitim sistemlerine daha ¢ok biitge ayirmaya basglamistir.
Egitimde reform c¢abalarinin amaci toplumun egitimini saglamaktir. Bu amag
vatandaglar1 zihinsel, fiziksel ve sosyal yonden desteklemek, onlarin yasam
standartlarin1  yiikseltmek, tlke eckonomisine katkida bulunmak ve iilkenin
uluslararas1 platformdaki rekabet giiciinii arttirmak yoluyla hayata gecirilmektedir
(Peker-Unal, 2013). Tiirk egitim sisteminde de egitimin islevlerinin
gerceklestirilmesi i¢in Milli Egitim Bakanligi (MEB) tarafindan ¢esitli reformlar
hayata geg¢irilmistir (Giirol vd., 2015). Bu reformlardan en ¢arpict olanlar 8 yillik
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zorunlu egitim, 12 yillik zorunlu egitim ve beraberinde getirilen 4+4+4 egitim

reformuna yonelik politikalaridir (Giiner vd., 2014).

5 yilik zorunlu egitimin uzun siire ylriirliikle kalmasinin ardindan MEB, 1997
ylilnda sekiz yillik zorunlu egitime gegilmesini uygun gormiistiir. 16 Agustos 1997
tarithinde kabul edilen 4306 sayili kanun ile zorunlu egitim siiresi bes yildan sekiz
yila ¢ikarilmistir. 'Temel Egitim Yasast' olarak adlandirilan zorunlu egitimdeki ilk
blyiikk reform, egitimde firsat esitligini saglama kapsaminda tiim c¢ocuklarin
okullagmasimi 0zellikle de Tiirkiye'nin dogusundaki kiz c¢ocuklarinin okullagsma
oranini artirmay1 hedeflemistir (Diilger 2004). Reformun kabul edilmesinden sonra
bu hedefe biiyiik 6l¢iide ulasilmig, 8 yillik zorunlu egitimle birlikte ¢ocuklarin
okullasma orani Oonemli Ol¢iide artmistir. Bu reformdan sonra devlet tarafindan
yoksul ailelerin kosullarini iyilestirmek ve ¢ocuklarin okula erisimini kolaylastirmak

icin sosyal politikalar da gelistirilmistir (Engin-Demir & Cobanoglu, 2012).

Tiirkiye’de 8 yillik zorunlu ve kesintisiz egitime ge¢ilmesinin ardindan baslayan
tartismalara 2000°1i yillardan itibaren yeni tartismalar eklenmistir. Bu tartismalar
sonucu egitim sisteminde yeni bir yapilanmaya ihtiya¢ duyuldugu belirtilmistir
(Cakir, 2017). Bu yeni sistemde sekiz yillik zorunlu egitimin getirdigi sorunlari
gidermek ve gelismis llkelerde uygulanan kademeli egitim sistemine ge¢cmek
oncelikli hedef olmustur. Ayrica 8 yillik kesintisiz egitim ile Ogrencilerin yas
gruplar1 ve bireysel farkliliklar1 dikkate alinmadigi ve bunu diizeltmek i¢in de yeni
bir sisteme ihtiya¢ duyuldugu belirtilmistir. Bu ihtiyaglar dogrultusunda yeni bir
egitim sistemi olusturulmus (4+4+4 egitim sistemi) ve 30 Mart 2012 tarihinde 6287
nolu kanun ile 12 yillik zorunlu egitim kabul edilmistir. Béylece, 1997 tarihli Temel
Egitim Kanunu'nun ardindan 4+4+4 egitim reformu 11 Nisan 2012 tarihinde Resmi

gazetede yayimlanmis ve yiirlirliige girmistir (Kilig, 2014).

Kamuoyunda 4+4+4 olarak bilinen ve zorunlu- kesintili egitimi 12 yila g¢ikaran
egitim reformu oldukca radikal bir reform olarak degerlendirilmektedir (Giin &
Atanur-Baskan, 2013). Ayrica bu reform egitim sistemini tamamen degistirmis ve

egitim sistemindeki tiim paydaslari etkilemistir (Inal, 2012). Egitim sisteminde koklii
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degisiklikler olusturmasi yoniiyle 4+4+4 egitim reformu Fullan’mn (2004) biiyiik
olgekli reform tanimina uymaktadir. Ulkelerdeki egitim siireleri arttikca iilkelerin
gelismislik diizeyinin de arttig1 bilindik bir gercektir. Zorunlu egitim siiresinin diinya
iilkelerindeki ornekleri géz Oniinde bulunduruldugunda zorunlu egitimin 12 yila
cikartilmasi: genel olarak olumlu bir gelisme seklinde degerlendirilmistir (Kartal,
2017). Ote yandan reformun ani ve plansiz sekilde yiiriirliige girmesi, dncesinde pilot
uygulamanin yapilmamasi, ideolojik bir reform olarak algilanmasi ve reformu
uygulayacak kisilerin siirece dahil edilmemesi gibi nedenlerden dolay1 toplumun bazi
kesimlerinde ve reformu uygulayacak kisilerde reforma karsi olumsuz tutumlara

sebep olmustur.

MEB (2012) zorunlu ve kesintili egitimi 12 yila ¢ikaran kanunla egitim sisteminde
baslayan yeni donemin iki genel amaci bulundugunu belirtmistir. Bunlardan biri
toplumun ortalama egitim siiresini arttirmak, digeri ise egitim sisteminin bireylerin
ilgi, ihtiya¢ ve yeteneklerinin gerektirdigi sekilde &grencilerin yonlendirmesini
saglamaktir. Bu genel amac¢ cergevesinde ise asagidaki alt amacglara ulagmak

hedeflenmistir (MEB, 2012):

*Ulke vatandaslarinin egitim seviyesini yiikseltmek

*Okullagsma oranin1 arttirmak

*QOgrencilerin  gelisim ozelliklerine, ilgi ve ihtiyaglarma uygun programlar
olusturmak

* Egitimde bolgeler arasi farkliliklar1 azaltmak

*Herkese hitap edecek esnek programlar ve se¢cmeli dersler sunarak demokratik bir

egitim sunmak

Tim bu hedefler uluslararast bir egitim sistemi gelistirme siirecinde 6nemli ve
olumlu bir adim olarak degerlendirilmektedir. Ustelik bu hedeflere ulasmanin
egitimde firsat esitligini saglamada olumlu etkisinin olacag: diistiniilmektedir (Yavuz

& Derinbay, 2014).

Zorunlu egitimi kesintili bir sekilde 12 yila uzatan yasa teklifinin kabul edilmesinden

itibaren 4+4+4 egitim reformu ¢esitli tartigmalarin merkezine oturmustur. Bu reform
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uygulanmaya karar verildikten sonra ve uygulanma siirecinde, basta dgretmenler
olmak iizere, siyasi partiler, egitim sendikalari, dogrudan veya dolayli olarak
egitimle iliskili olan tiim kesimler tarafindan farkli sekillerde tepkilerle karsilanmistir
(Epgagan, 2014) ve bu tartismalarin ¢ogu hala giindemdeki yerini korumaya devam

etmektedir (Demir & Aslan, 2017).

Fullan (2000) biiyiik Olcekli reformlarin bilingli politik ve stratejik girisimler
oldugunu belirtmistir. Biiylik 6lgekli bir reform olan 4+4+4 egitim reformunun da
benzer sekilde bilingli bir politik karar oldugu diisiiniilmektedir. Toplumun biiyiik bir
kesimi 4+4+4 egitim reformunun ideolojik temelli bir reform olduguna ve bu reform
28 Subat doneminin intikamini almaya yonelik diizenlemeler igerdigine dikkat
cekmistir. Dolaysiyla, reform ile ilgili alinan kararlar reformun radikal bir reform
olarak algilanmasina zemin hazirlamistir (ERG, 2014b). Ayrica, hukuki ve resmi
belgelerde yeni egitim sisteminin adi “12 yillik zorunlu egitim" olarak ge¢cmesine
ragmen toplum ve basinda ‘4+4+4 kesintili zorunlu egitim’ olarak s6z edilmesi
sistemin farki c¢evrelerin ideolojik amacina gore farkli sekillerde betimlendigini

gostermesi acisindan dnemli goriilmektedir (Bedir, 2022).

4+4+4 egitim reformu farkli goriisler cergevesinde degerlendirilmistir. Bir grup bu
reformu pilot uygulama olmadigi, pek ¢ok soruna yol actig1 ve yogun bir ideolojinin
izlerini tasidig1 gerekgesiyle olumsuz olarak degerlendirirken (Bedir, 2022; Ding vd.,
2014; Eroler, 2019) diger grup miifredatta cesitlilik olusturmasi, 6grenciler i¢in
egitimde firsat esitligi saglamasi ve Ogrencilere erken yasta becerilerine yonelik
mesleki yonlendirme konusunda yardimci olmasi agisindan olumlu bir reform olarak

degerlendirilmistir (Akpinar vd., 2012; Dogan vd., 2014; Ors vd., 2013).

4+4+4 reformu aniden getirilen ve egitim paydaslariin goriisleri alinmadan
uygulamaya gegirilen bir reform olmasi yoniiyle de elestirilmistir. Noyan (2019)
hiiklimetin toplumdan tepki gérmemek igin 4+4+4 egitim reformu ile getirilen
degisiklikleri kisa siire i¢inde yiiriirliige koydugunu iddia etmistir. Karlidag-Dennis
(2017) de 4+4+4 reformunun tepeden inme bir sekilde yiiriirliige koyuldugunu ve

demokratik silirecten uzak bir sekilde alinan kararlara sorgusuzca uyulmasinin
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beklendigini belirtmistir. 4+4+4 egitim reformu ile reformun uygulayicilart olan
Ogretmenlerin siirece dahil edilmemesi, onlarin fikrinin alinmamasi bu diisiinceyi
dogrular niteliktedir. Reform uygulanmaya basladiktan sonra ise ogretmenler
reformu sert bir sekilde elestirmistir (Epcgacan, 2014). Bu durum okullardaki degisim
uygulamalar1 konusunda degisim hareketinin ana bilesenlerinden biri olan

Ogretmenlerin yeterince dnemsenmedigini gostermektedir (Kondake1 vd., 2017).

6287 sayili kanuna dayanan 4+4+4 egitim reformu pek cok elestiriye ragmen
yiriirliikte kalmaya devam etmistir. Reform ilk olarak egitim sistemini ii¢ ayri
kademeye ayirmis ve okullar1 yeniden yapilandirmistir (Bilge, 2019). Ogrencilerin
ogrenim gordiigu birinci 4 yil (1, 2, 3, 4. siflar) ilkokul, ikinci 4 yil (5, 6, 7, 8.
siiflar) ortaokul ve son 4 yil (9, 10, 11, 12. siiflar) ise lise seklinde belirtilmistir.
Iki kademe aras1 gecis oldugu icin “kesintili egitim” ad1 verilmistir. 4+4+4 egitim
reformu okula baglama yasi, kademelere ayrilis sekli, zorunlu egitim siiresi ve
secmeli dersler basta olmak iizere birgok yoniiyle Tiirkiye’de farkli bir egitim
politikasinin getirilis ve uygulanis sekline 6rnektir (ERG, 2014b). Daha 6nce de
belirtildigi gibi ani bir sekilde getirilmesi, 6n uygulama yapilmamasi, uygulayici
fikirlerinin alinmamasi gibi nedenlerden otlirii bu reformu uygulamak problemli
olmustur. Bunlarin disinda reformun uygulayicilarini zorlayan bazi diizenlemeler de
mevcuttur. Egitimin her ii¢ kademesinde de bu diizenlemeler yiiziinden sikintilar
yasanmis ve reformun uygulayicilart sik sik reform ile ilgili sikayetlerini dile

getirmistir.

[k dortliik sisteme karsilik gelen ilkokullarda, ddénemsel olarak ogrencilerin
hazirbulunuglugunun olmamasina ragmen ogrencilerin okula baslama yasinin erkene
¢ekilmesine toplumun biiylik kismi tepki gdstermis ve bu durum biiyiik bir kitle
tarafindan elestirilmistir (Kiilek¢i, 2013; Karadeniz, 2012). lkinci dortte ise
5.smiflarin ikinci dorde dahil edilerek ortaokul yapilmasi biiytik elestiri toplamuistir.
Bu konu iki ayr1 noktada elestirilere maruz kalmistir. Birincisi 5.sinif 6grencilerinin
heniiz soyut islemler donemine girmedikleri i¢in ortaokul siirecine adapte
olamayisidir. Biligsel ve duyussal olarak ortaokul olmaya hazir olmayan 6grenciler

uzun bir siire ortaokula alisgamamistir. Bu durum 6grencileri oldugu kadar ortaokul
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ogretmenlerini de huzursuz etmistir (Ozden & Aksu, 2014). Ek olarak, 5.simflar
ortaokul oldugunda bu beklenmedik uygulama bu kademe de sif yetersizligi
sorununa yol agmistir (Aybek & Aslan, 2015). Bir diger tartisma yaratan konu
ilkokul 6gretmenlerinin norm fazlasi olma durumudur. Bu durum aymi zamanda
ortaokuldaki brans 6gretmeni agigin1 da ortaya c¢ikarmistir (Uysal, 2015). Norm
fazlas1 olan Ogretmenlerden yan dallarindaki branglar1 se¢mek isteyenlere izin
verilmis, boylece ortaokuldaki brang 6gretmeni eksigi de giderilmeye c¢alisiimistir.
Ancak bu o6gretmen agig1 sorunu diger bolgelerde ¢oziime kavusturulabilmisken
dogu bolgelerinde 6gretmen bulmak kolay olmamis, bu durum ise bolgesel

farkliliklara ve esitsizliklere neden olmustur (ERG, 2014b).

Ustelik ikinci dortte ilkokul ve ortaokullarin binalarinin birlikte olmasinin getirdigi
olumsuzluklar vurgulanmis ve bunlar1 ortadan kaldirmak i¢in ilkokul ve ortaokul
binalarinin ayrilacagi agiklanmistir. Ancak plansiz reform girisiminin bir sonucu
olarak binalar ayrilamamis ve ayni binada birden fazla okul tiiriiniin bulunmasinin
onemli bir sorun yaratacagi ortaya koyulmustur (Capar, 2015). Oysa ilkokul,
ortaokul ve lise olarak okullarda kademeli bir sisteme gec¢ilmesini 6ngdren reform ile
cocuklar yas ve gelisim Ozelliklerine gore kendilerine uygun okullara gidecek,
bdylece egitim almak i¢in kendilerinden biiylik kiz ya da erkek cocuklarla ayni
mekanlar1 paylasmak zorunda kalmayacaklardi. Ancak durum beklendigi gibi
olmamis ilkokul ve ortaokul binalar1 ayrilmamistir (Kaya, 2011). Ayrica bu sorun
baska bir soruna daha zemin hazirlamistir. 1ki kademenin bir arada tutulmas:
okullarda idare problemini de ortaya ¢ikarmistir. Tek idarecinin hem ilkokul hem de
ortaokulda miidiir olmas1 olduk¢a zordur. Yasanan bu sorunlar teori ile pratigin

birbirini tutmadig1 bir kez daha gozler 6niine sermistir (Dogan vd., 2014).

4+4+4 reformu ile ilgili tartisilan ve elestirilere maruz kalan konulardan bir digeri de
ikinci dort yillik donemde 6grencilerin ilgi ve yeteneklerine gore erken yasta karar
verebileceklerini ve kendilerine uygun sekilde mesleki yonlendirme yapilacagi
vurgulanmasina ragmen bu uygulamanin gergeklestirilmedigidir (Goziitok vd.,
2014). Ancak devlet ilkokulun sonunda (doérdiincii sinif) temel okullar (hem 6zel

hem de devlet), meslek okullar1 ve acgik dgretim gibi farkli okul tiirleri arasindan
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Ogrencilerin se¢im yapabilme firsatinin verildigini savunmustur. Giiven (2014) ise
Ogrencilerin erken yasta mesleki uygulama yonlendirmelerinin sadece imam hatip
ortaokullarim1  kapsadigini, bu nedenle de gercek bir yonlendirmeden

bahsedilemeyecegini vurgulamistir.

Devlet, 6te yandan, bu reform ile agik ortaokul ve agik liseleri egitim sistemine dahil
etmistir. Bu acgik okullar sayesinde zorunlu egitimin amacina ulasacagi ileri
sirilmiistiir. Ciinkii politika yapicilar agik okullar sayesinde Ogrencilerin
zorlanmadan egitimlerine devam edebileceklerinin altini ¢izmistir (Ors vd., 2013).
Oysa bu durum zorunlu egitimi on iki yila ¢ikarmak ve 6grencileri okulda daha uzun
siire kalmaya tesvik etmek yerine, aslinda zorunlu egitimi kisa kesmis ve 6grencileri
erken yasta acik Ogretim gibi alternatif uygulamalara yonelterek orgiin 6gretimi
sonlandirmistir (Okgabol, 2013). Bu durum egitime erisim hakkin1 engellemis,
dezavantajli bolgelerdeki dezavantajli 6grencilerin egitime erisiminin Oniine engeller
koymustur. Baska bir ifade ile agik Ogretim uygulamasi alt sosyo-ekonomik
diizeyden gelen cocuklar aleyhine esitsizlik olusturmustur (Peker-Unal, 2013). Ikinci
kademede se¢meli dersler konusu giindemdeki yerini uzun siire korumus olan bir
baska sorundur. MEB (2012) bu reformla birlikte egitim programlarina eklenen
secmeli derslerle (din dersleri) toplumun beklentilerinin ve sosyo-kiiltiirel
taleplerinin karsilanacagini iddia ederken egitim paydaslart ve toplumun bazi
kesimleri bu uygulamanin yine devletin ideolojisini yansitan bir uygulama

oldugunun altin1 ¢izmistir (ERG, 2014b).

Egitim sistemindeki son dordii temsil eden liselerde ise alt-yap1 yetersizlikleri gesitli
sorunlarin olusmasina zemin hazirlamistir. Liseler zorunlu tutularak okullagsma orani
arttirilmak istenmis ve niceliksel olarak olumlu sonuclar hedeflenmistir. Ancak
nicelikte yakalandigi iddia edilen basar1 kesinlikle nitelik olarak saglanamamuistir.
Ani bir degisime gidilerek getirilen 4+4+4 egitim reformunun da ozellikle lise
boliimiinde alt-yap1 desteginin saglanamamasindan dolay1 biiylik kargasaya sebep
oldugu distiniilmektedir. Reform iyi planlanmadigi ve Oncesinde bir hazirlik
yapilmadigr i¢in zorunlu olan liselere yigilma olmus ve bu da smf yetersizligi

sorununu beraberinde getirmistir. Okullardaki kullanilmayan ya da az kullanilan
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yerlerin smifa ¢evrilmesi ek problemlerin ortaya ¢ikmasina neden olmustur.
Labaratuvar, kiitliphane gibi alanlarin disinda miidiir odalarinin kiigiiltiilerek sinifa
cevrildigi bile goriilmistir (Kaylp & Kartal, 2021). Dahasi, smif yetersizligi
problemi yiliziinden mevcut siiflar1 daha elverigli kullanmak adma ikili egitim
yeniden giindeme gelmistir. ikili egitim sonucunda sabah¢1 ve 6glenci olmak iizere
iki grup olusmus ve bu durum okullarin baglama ve bitis saatleri agisindan 6grenci,
o0gretmen, miidiir ve veli olmak iizere tim paydaslar agisindan sorun yaratmistir

(Dilismez & Bulut, 2015; Kastan & Kastan, 2016).

4+4+4 egitim reformu pek c¢ok konuda degisikligi gerceklestirmis olsa da
sosyoekonomik agidan dezavantajli 6grencilerin yasamlari lizerinde olumlu bir etki
yaratmamistir (Ozer, 2020). Dezavantajli gruplarin okullardaki durumu egitim
sisteminde bir sorun teskil etmektedir. Alt siniftan gelen Ogrencilerin ihtiyaglar
kargilanmadiginda, egitim sisteminde daha diisiik kalite ve daha fazla c¢atisma ile
karakterize edilen daha biiylik sorunlari olusacaktir (Levin, 1988). Sonu¢ olarak,
egitimdeki esitsizliklerin gelecekte daha biliylik sorunlara yol agmasi ve egitim
sistemini olumsuz etkilemesi olasidir. Devlet, egitimde firsat esitligini saglamadigi
takdirde egitim sisteminde sosyal adalet yaratmayi1 basaramayacaginin farkindadir
(Ayata, 2018). Ote yandan, firsat esitligi acisindan cesitli diizenlemeler getiren
4+4+4 egitim reformu, egitim esitsizliklerini de i¢cinde barindirmaktadir. Hatta,
egitim esitsizliklerinin bu reform sonrasinda yeni bir boyut kazandig1 sdylenebilir.
Bu baglamda, bu tez, egitim reformlarimin sosyal adaletsizlikleri ve dezavantajli
gruplarin durumunu hafifletmede basarisiz oldugu argiimanina dair kanitlar elde
etmeye odaklanmaktadir. Bu kapsamda, ¢aligmanin amaci 4+4-+4 egitim reformunun
dezavantajli 6grenciler lizerindeki sonuglarini aragtirmaktir. Bu amag¢ dogrultusunda

asagidaki arastirma sorularina yanit aranmistir:

a) Egitim reformunun akademik basar1 agisindan dezavantajli 6grenci ilizerindeki
islev ve sonuglar1 nelerdir?
b) Egitim reformunun cinsiyet agisindan dezavantajli 6grenci iizerindeki islev ve

sonuclar1 nelerdir?
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¢) Egitim reformunun devamsizlik agisindan dezavantajli 6grenci lizerindeki iglev ve
sonugclar1 nelerdir?

d) Ogretmenler, okul miidiirleri ve akademisyenler 4+4+4 egitim reformunu nasil
algilamaktadir?

e) Ogretmenlerin, okul miidiirlerinin ve akademisyenlerin 4+4+4 egitim reformuna
iliskin deneyimleri/gdézlemleri nelerdir?

f) Ogretmenler, okul miidiirleri ve akademisyenlerin bakis agisindan 4+4+4 egitim

reformunun dezavantajli 6grenciler lizerindeki sonuglari nelerdir?

1.1. Cahsmanin Onemi

Bu calisma, 4+4+4 egitim reformuna iliskin onceki ¢aligmalardan farkli bir bakis
acisina sahiptir. Calisma, dezavantajli G6grenciler icin egitimin ve egitim
reformlarmin  &nemini vurgulamaktadir. Reform, basta Islevselci ve Catisma
kuramlar1 olmak iizere egitimdeki sosyolojik kuramlar ¢er¢evesinde kuramsal olarak
analiz edilmis ve ¢alismanin sonuglar1 sosyo-ckonomik esitsizliklere vurgu yapan
catisgma kurami perspektifinden degerlendirilmistir. Bu ¢alisma, reformun
dezavantajli Ogrenciler iizerindeki sonuglarini incelediginden, egitimde esitsizlik
kuramlarinin kullanilmasi c¢alismay1 zenginlestirmistir. Ayrica bu c¢alisma zaman
icindeki degisimi analiz eden ve giivenilir ¢ikarimlar yapilmasina olanak taniyan
boylamsal bir ¢alisma oldugu i¢in reform Oncesi ve sonrast durumu ortaya koymus

ve bu anlamda literatiire 6nemli bir katki saglamistir (Cohen vd., 2007).

4+4+4 egitim reformunun amaglarina baktigimizda, reformun tiim amaglarinin
dogrudan dezavantajli Ogrencileri igermese de dolayli olarak dezavantajl
ogrencilerle ilgili ¢iktilar1 igerdigi goriilmektedir. Literatiirde bu konuyu agiklayan
caligmalar bulunmakla birlikte konunun genellikle tek boyutta ve tek yontemle
incelendigi goriilmektedir. Bu anlamda aciklayici karma desenin kullanildigi bu
calisma metodoloji agisindan 6nem tagimaktadir. Aciklayici karma desenin dogasina
uygun olarak bu ¢alismada Oncelikle 4+4+4 egitim reformunun sonuglarini ortaya
koymak icin anlamli bir veri seti ile nicel arastirma yontemi kullanilmistir. Bu

asamada kullanilan veriler ile sosyoekonomik agidan dezavantajli okullardaki tiim
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kademelerdeki K12 0&grencileri akademik basari, cinsiyet ve devamsizlik gibi
degiskenler acisindan incelenmis ve ayni degiskenler reform Oncesi ve sonrasi veriler
karsilastirilarak analiz edilmistir. Bunu, dezavantajli 6grencilerin durumunu
derinlemesine inceleyen nitel bir ¢alisma izlemistir. Nicel bulgularin olasi nedenleri
goriismelerle desteklenmistir. Bilindigi kadariyla literatiirde bu kadar kapsamli
boylamsal bir ¢aligma bulunmamaktadir ya da varsa bile ¢ok sinirlidir. Bu baglamda,
bu ¢alismanin literatiirdeki bir boslugu doldurdugu ve bilinmeyen bir konuya 151k

tuttugu sdylenebilir.

Ayrica, bu calismanin nitel bulgulari, merkezi Tiirk egitim sisteminde reform
uygulayicilarinin goriislerinin de politika yapicilar kadar énemli oldugunu ortaya
koymustur (Celik, 2004). Reformlar ihtiya¢ odakli oldugunda reform girisimleri
politika tizerinde olumlu bir etkiye sahip oldugundan, reformlar uygulamaya
konulmadan 6nce paydaslarin bilgilendirilmesi ve siirece dahil edilmesi onemlidir.
Bu ayn1 zamanda reformlarin uygulanmasini da kolaylastirir. Dolayisiyla bu ¢alisma,
Lingard vd. (2017), Tefera (1999) ve Zimmerman'm (2006) da altin1 ¢izdigi gibi,
tepeden inme reformlarin egitim sistemine verebilecegi zararlari ortaya koymus ve
egitim paydaslarinin  goriisleri dikkate alindiginda karsilagilabilecek birgok

sakincadan nasil kaginilabilecegine dair 6nemli bilgiler saglamistir.

Ustelik, bu ¢alismanin nitel kisminda katilimcilar dnceden belirlenmis kriterlere gore
secilmis ve reform Oncesi ve sonrasini daha 1yi degerlendirebilmek icin reformdan
once en az 4 yildir gérevde olanlar secilmistir. Ayrica hem literatiiriin destegiyle
(Giir & Aykurtlu, 2021; Kirmiz1 & Yurdakal, 2016; Yardibi, 2017) hem de 6gretmen
ve okul miidiirlerinden olusan i¢ paydaslarla uzlasilarak alinan karar neticesinde her
kademede gorev yapan dgretmenler ¢alismaya dahil edilmistir. Reformun sonuglarini
daha iyi ortaya koyabilmek icin reformun ilk yillarinda reformdan en c¢ok
etkilenecegi disiiniilen 1, 5 ve 9. smiflarda goérev yapan Ogretmenler tercih

edilmistir. Bu segicilik ve kapsayicilik ¢alismanin 6nemini artirmaktadir.

Son olarak, literatiirde oldukc¢a sinirli olan akademisyen goriisleri de ¢aligmaya dahil

edilmis ve K12'de uygulanan bir reformun yiiksekdgretim perspektifinden nasil
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algilandig1 ortaya konulmustur. Bu cercevede degerlendirildiginde c¢alismanin

literatlire onemli bir katk1 sagladigi soylenebilir.

2. YONTEM

2.1. Arastirma Deseni

Bu c¢alismada karma yoOntem arastirma deseni uygulanmistir. Karma yoOntem
arastirma desenleri arasindan sirasiyla 6nce nicel calisma sonra da derinlemesine

incelemek amaciyla nitel calismanin yiiriitiildiigi aciklayict desen kullanilmistir.

2.2. Orneklem

Calismanin evrenini 2008-2016 egitim-6gretim yillart arasinda Dogu Anadolu
Bolgesi'nde A iline bagli iki ilcedeki dezavantajli okullar ve bu okullardaki
ogrenciler olusturmaktadir. Bu c¢alismada calisma grubunu belirlemek i¢in kiime
ornekleme yontemi kullanilmistir. Bu c¢alismada, oncelikle il milli egitim
midirliigiinden iki ilgedeki dezavantajli okullarin listesi alinarak dezavantajli okullar

kiimelenmistir.

Okullar, okul tiirlerine gore okul listesinden rastgele secilmistir: {i¢c ilkokul, {i¢
ortaokul ve iki lise. Toplamda sekiz okul olmasi gerekirken, ilkokul ve ortaokullar
s6zde ayr1 ama yine de ayni alani kullandiklar1 i¢in ¢calismada bes okul yer almistir.
Okullar segildikten sonra, bu okullara devam eden tiim 6grenciler 6rnekleme dahil
edilmistir. Dolayistyla, bu okullardan 44.289 6grenci ¢alismanin 6rneklemini temsil

etmistir.

flkokul ve ortaokula devam eden 17008 &grencinin 8411'i kiz (%49,5), 8597'si
erkektir (%50,5). Bu 6grenciler ilkokul (n=7461, %43.,9) veya ortaokul (n=9547,
%56,1) 6grencisidir. A okulunun 6grenci sayis1 (n=8765, %51,5) B (n=3678, %21,6)
ve C okullarindan (n=4565, %26,8) daha fazladir. Bunlarin 3690 4. simif (%21,7),
3770 5. simf (%22,2), 3241'1 6. sinif (%19,1), 3181'1 7. sif (%18,7) ve 3126's1 8.
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smif (%18,4) 6grencisidir. Liseye devam eden 27281 6grencinin 9909'u kiz (%38,3)
ve 17372'si erkek (%63,7) 6grencidir. Bu 6grencilerin 12695' (%46,5) D lisesine,
14586's1 (%53,5) E lisesine gitmektedir. 9409'u (%34,5) 9. smif, 6301'i (%23,1) 10.
siif, 5706's1 (%20,9) 11. sinif ve 5865'1 (%21,5) 12. sinif 6grencisidir.

Elde edilen nicel verilerin 6n analizi yapildiktan sonra arastirmanin nitel boyutu
kapsaminda goriisme yapilacak Ogretmenler, miidiirler ve akademisyenler ol¢iit
ornekleme teknigi ile secilmistir. Ogretmenler ve miidiirler egitimdeki i¢ paydaslar,
akademisyenler ise dis paydaslar grubunu olusturmaktadir. I¢ paydaslar grubundaki
katilimcilar 18 O0gretmen ve 14 okul midiiriinden olugmaktadir. Bu 32 katilimci,
Tiirkiye'nin dogusunda dezavantajli 6grenci niifusunun yiiksek oldugu bir bolgedeki
ilkokul, ortaokul ve liselerde gorev yapmaktadir. Dolayisiyla bu calismada 6nceden
belirlenmis birkag kriter bulunmaktadir. ilk kriter, dezavantajli 6grencilerin agirlikl
oldugu okullarda gorev yapan dgretmen ve miidiirlerin secilmesidir. Bu nedenle il
Milli Egitim Midiirliigii kayitlarinda yer alan dezavantajli okullar (sosyoekonomik
acidan dezavantajli 68renci sayisinin fazla oldugu okullar) tespit edilmis ve bu

okullarda gorev yapan 6gretmen ve miidiirler ¢alismaya dahil edilmistir.

Ikinci kriter ise katilimcilarin gérev siireleridir. Reform 6ncesi ve sonrasi sisteme
iliskin degerlendirmelerini almak amaciyla 2008 ve Oncesinde atanmis (13 yildan
fazla gdrev siiresi olan) 6gretmen ve miidiirler calisma igin segilmistir. Ogretmenler
ve okul miidiirleri i¢in son kriter ise sinif kriteridir. Literatiir taramasi ¢ergevesinde,
4+4+4 egitim reformundan en ¢ok 1., 5. ve 9. smf Ogretmenlerinin etkilendigi
sonucuna varilmistir. Dolayisiyla calisma grubunda yer alan 6gretmenlerin reformun
ilk yillarinda bu smiflarda gérev yapmis olmalari ¢aligma grubunun se¢iminde
onemli rol oynamistir. Kriterler belirlendikten sonra, bu kriterleri karsilayan

ogretmenleri ve okul midiirlerini bulmak i¢in kartopu teknigi kullanilmstir.

Dis paydaslar olan akademisyenler i¢in de birkag kritere bakilmistir. Ilk kriter,
akademisyenlerin 4+4+4 egitim reformu veya egitimde sosyal adalet (firsat esitligi)
konularinda daha 6nceki yillarda bir ¢alisma yayinlamis veya ayni konularda bir tez

yonetmis olmalaridir. Bu nedenle, 4+4+4 egitim reformu ve egitimde sosyal adalet
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konularinda ¢alisma yapmis akademisyenleri bulmak i¢in web of science ve google
scholar gibi sitelerde arama yapilmistir. Ayrica ulusal tez merkezi araciligiyla bu
konularda tez danmigsmanhigi yapmis akademisyenlere ulasilmis ve bu
akademisyenlerle e-posta yoluyla iletisime gegilereck bir goriisme takvimi

olusturulmustur.

Ikinci kriter ise akademisyenlerin en az 10 yillik deneyime sahip olmasi
gerekliligidir. On yildan fazla deneyime sahip akademisyenlerin se¢ilmesinin nedeni,
reform oOncesinde birkag yil calismis akademisyenlerin 4+4+4 egitim reformu
stirecini daha iyi yorumlayacaginin diisiiniilmesidir. Son kriter ise akademisyenlerin
iki farkli fakiilteden birinde calisiyor olmasi gerekliligidir: Egitim Fakiiltesi ve Fen-
Edebiyat Fakiiltesi. Boylece akademisyenler 4+4+4 egitim reformunu hem egitim
hem de sosyolojik agidan degerlendirebileceklerdir. Yukarida bahsedilen internet
sitelerinde kriterlere uygun akademisyenler bulunduktan sonra daha fazla kisiye

ulasabilmek adina kartopu teknigi kullanilmistir.

2.3. Veri Toplama Araclari

Bu calismada nicel arastirmada veri toplama araci olarak 2008-2016 yillar
arasindaki e-okul verileri kullanilmistir. E-okul sisteminde kayitli ham veriler
ogrencilere iliskin ¢esitli bilgileri kapsamaktadir. Bunlardan biri de Ogrenci
karneleridir. E-okul kayitlarindaki bu Ogrenci karneleri araciligiyla cinsiyet,
akademik basar1 puani ve O6grenci devamsizligr gibi gerekli verilere ulagilmis ve
boylece galigmanin arastirma sorulari yanitlanmistir. Nitel aragtirmada veri toplama
araci olarak 6gretmen, okul miidiirleri ve akademisyenlerin 4+4+4 egitim reformuna
ve reformun dezavantajli Ogrenciler iizerindeki sonuclarina iliskin algr ve
deneyimlerini farkli perspektiflerden ortaya koymak amaciyla iki farkli goriisme
formu gelistirilmistir. Gériisme formu hazirlanirken nicel arastirma sonuglar1 dikkate
alinmistir.  GoOriisme formu hazirlandiktan sonra sorular nitel arastirma
metodolojilerinde yetkin, egitim Orgiitlerinde degisim ve reform konusunda derin
bilgiye sahip iki uzmanin goriislerine basvurulmustur. Daha sonra uzmanlardan

gelen geri bildirimler dogrultusunda goriisme formuna son hali verilmistir.
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2.4. Arastirma Gegerligi ve Giivenirligi

Houser (2015) nitel arastirmalarda giivenirligin olmasi gerektigini ve bunun i¢in bazi
Olctitlerin oldugunu belirtmistir. Guba ve Lincon (1982) tarafindan dort baglik altinda

verilen bu dlgiitler inandiricilik, aktarilabilirlik, glivenilirlik ve teyit edilebilirliktir.

Inandiricilik (Credibility), elde edilen anlamin dogrulugu ile ilgilidir (Guba, 1981).
Inandiriciligi artirmak icin cesitli yontemler vardir. Uzun siireli katilim, iiye
kontrolii ve akran bilgilendirmesi bu yontemler arasindadir (Holloway & Wheeler,
1996). Bu calismada inandiricilifi saglamak i¢in akran bilgilendirme yontemi
kullanilmistir. Akran bilgilendirme yontemi i¢ gecerliligi artirmaktadir. Bu
dogrultuda, arastirmanin i¢ gecerliligini artirmak i¢in ii¢ uzmandan uzman goriisii
alimmustir. Bu uzmanlara es zamanl olarak iki farkli veri gonderilmis ve kodlar ve
temalar olusturarak verileri analiz etmeleri istenmistir. Bu uzmanlardan ikisi egitim
bilimleri boliimiinde, digeri ise temel egitim boliimiinde ¢aligmaktadir ve konuya
asinadirlar. Es zamanl kodlama sonucunda ii¢ kodlayici arasinda uyum saglanmistir
(Maxwell, 2013; Miles & Huberman, 1994). Uzmanlar siire¢ boyunca geri bildirimde
bulunmus ve kodlama siirecinin sonunda kodlayicilar aras1 uyum saglanmis (Glesne,
2016), geri bildirimler sayesinde calismanin inandiricilign artmistir (Holloway &

Wheeler, 1996; Houser, 2015).

Bir diger 6lciit olan aktarilabilirlik (Transferability), sonuclarin farkli gruplara ve
durumlara ne 6l¢iide uygulanabilecegini gosterir (Guba, 1981). Nitel aragtirmalarda
aktarilabilirlik olarak ifade edilen dis gecerlilik (Miles & Huberman, 2016),
sonuglarin genellenebilirligine vurgu yapar. Ancak buradaki genelleme ifadesi,
calisma sonuglarinin benzer durumlarda tekrarlanabilmesi (Streubert & Carpenter,
2011) ya da benzer zamanlarda benzer olaylarin farkli zamanlarda benzer sonuglar
verebilmesidir (Merriam, 1998; Teddlie & Yu, 2007). Nitel arastirmalarda genelleme
amaci yoktur; ancak aktarilabilirligin saglanmasi i¢in katilimcilarin se¢iminde bazi
kriterlerin 6nceden belirlenmesi ve katilimcilarin 6zellikleri ile se¢ilme nedenlerinin
ayrintili olarak agiklanmasi gerekir (Creswell, 2013; Maxwell, 2013). Bu calismada

da aktarilabilirligi saglamak amaciyla katilimcilar belirli kriterlere gore (dezavantajli
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okullarda calisiyor olmak, 2008'den 6nce atanmis olmak, farkli okul tiirlerinde ya da
belirli fakiiltelerde ¢alistyor olmak gibi) secilmis ve bunun nedenleri detayli olarak
aciklanmistir. Ayrica verilerin oldugu gibi okuyucuya aktarilmasi aktarilabilirligi
artiracagindan (Guba & Lincon, 1982) bu ¢alismada dogrudan alintilar kullanilmistir.
Bireylerin konuya iliskin algi, farkindalik ve deneyimlerinin alintilar kullanilarak

sunulmasi gecerlilik agisindan 6nemlidir (Patton, 2014).

Giivenilirligi (Dependability) saglamak i¢in en yaygin olarak bilinen ve uygulanan
strateji iiggenleme teknigidir. Ucgenleme, iki ya da daha fazla veri toplama
yonteminin (0rnegin goriismeler ve gozlemler) ya da iki ya da daha fazla veri
kaynaginin (6rnegin farkli grup iiyeleriyle yapilan bireysel goriismeler) sonuglarinin
karsilastirilmasidir (Streubert & Carpenter, 2011). Bu calismada i¢ giivenirligi
arttirmak icin ii¢ farkli veri kaynagi kullanilmistir. Ogretmenler, okul miidiirleri ve
akademisyenlerle ayn1 konu (4+4+4 egitim reformunun dezavantajli 6grenciler
tizerindeki sonuclar1) hakkinda goriismeler yapilmistir. Bdylece konunun c¢oklu

perspektiflerden incelenmesi miimkiin olmustur.

Son olarak, teyit edilebilirlik (Confirmability), yani dis gilivenilirlik, denetim izi ile
saglanmigtir. Denetim izi, kararlarin, tekliflerin, prosediirlerin ve analiz siirecinin
raporlanmast ve bunlarin ¢alisma boyunca eksiksiz ve titiz bir sekilde
yansitilmasidir. Amag, sonuglar i¢in miimkiin oldugunca kanit sunmaktir (Streubert
& Carpenter, 2011). Bu dogrultuda, ¢alismada teyit edilebilirligi saglamak amaciyla
ses kayit cihazina kaydedilen veriler ve goriismeler sirasinda alinan notlar muhafaza
edilmis ve bu veriler mevcut calismanin bulgularinda yer alan alintilarla

desteklenmistir.

2.5. Veri Toplama Siireci

Orta Dogu Teknik Universitesi (ODTU) Insan Arastirmalar1 Etik Kurulu Komitesi
(IAEK)ve ¢aligmanin yapilacag ildeki il Milli Egitim Miidiirliigii'nden onay istenmis

ve caligma i¢in gerekli izinler alinmistir. Caligmanin nicel verileri 2020-2021 egitim-

ogretim yilinda Eyliil ve Mart aylar1 arasinda toplanmistir. Gerekli izinler alindiktan
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sonra kiimeleme yOntemiyle belirlenen dezavantajli okullar ziyaret edilmis ve
miidiirlerin destegi ile bilgisayardan e-okul verileri indirilmistir. Pandemi dénemi
oldugu i¢in verilerin tamamina ulagsmak alt1 ay slirmiis bu siire i¢cinde ¢alismanin

yapildigi ile birkag¢ kez gidilerek veri toplama siireci tamamlanmustir.

Nitel arastirma verileri pandemi siirecinden dolay1 bir siire ertelenmistir. Riskin
azalmasinin ardindan 2021-2022 egitim 6gretim yilinin Ekim ve Subat aylar
arasinda yapilan goriismeler sonucu nitel veriler toplanmustir. Bazi goriismeler
katilimcilarin istegi dogrultusunda online olarak gerceklestirilmistir. Goriisme Oncesi
katilimcilara aragtirma izni gosterilmis ve arastirmanin amaci, goriismenin igerigi ve
goriismenin tahmini siiresi hakkinda bilgi verilmistir. Gorlisme sirasinda, goriisiilen
kisilerin herhangi bir manipiilasyon olmaksizin kendi algilarin1 ozgiirce ifade
edebilecekleri bir ortam yaratilmistir. Akademisyenler ile goriigmeler de ayn sekilde
bir kismu1 yiiz yiize bir kism1 online (Zoom {izerinden) olarak gergeklestirilmistir. Bir
grup akademisyene de Ankara'da yapilacak olan milli egitim surasina (2021 yilinda

3-5 Aralik) katildiklarinda yiiz yiize goriismeler gerceklestirilmistir.

Gortisme siiresi 38 dakika ile 164 dakika arasinda degismistir. Tim goriismeler
dikkate alindiginda ortalama siire yaklasik 82 dakikadir. Tiim goriisme oturumlari

kaydedilmis ve kelimesi kelimesine yaziya dokiilmiistiir.

2.6. Verilerin Analizi

Nicel verilerin analizi igin tiim veriler toplandiktan sonra 2008-2016 egitim-6gretim
yillar1 arasinda 17.008 ilkokul ve ortaokul 6grencisi ile 27.282 lise dgrencisi olmak
tizere toplam 44.290 6grenci verisi Microsoft Excel dosyasina girilmistir. Daha sonra
Excel'deki veriler SPSS 28 programina aktarilmistir. Orneklem grubuna ait bilgi
saglamak amaciyla frekans, yilizde gibi betimsel istatistik degerler incelenmistir.
Verilerin analizinde betimsel analiz kullanilmistir. Nitel verilerin analizi siirecinde
oncelikle goriismeler desifre edilmistir. Daha sonra {i¢ arastirmaci tarafindan es

zamanl olarak kod listeleri hazirlanmis ve kodlar gruplandirilmistir. Son olarak,
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olusturulan kodlar dogrultusunda temalar belirlenmistir. Verilerin analizinde igerik

analizi kullanilmastr.

3. BULGULAR

Ilkokul ve ortaokul 6grencilerinin yillara gére basar1 grafigi incelendiginde, 2012-
2013 egitim-6gretim yilinin bir kirilma noktast oldugu ve bu yilda 4. siniftan 8. sinifa
kadar tim kademelerde akademik bagsarinin diistiigli gorilmiistiir. Ancak 5. smif
ogrencilerinin akademik basarist diger smiflara kiyasla dramatik bir sekilde
diismiistiir. Ayrica 2012'den sonraki (reformdan sonraki) yillarda akademik basari
kismen artmis ancak reform oncesi donemdeki seviyeye ulasamamistir. Ikinci olarak,
2012 yilinda onaylanan 4+4+4 egitim reformunun sonuclari liselerdeki akademik
basar1 acisindan yillara gore incelendiginde, 2012 yilinda tiim kademelerde ani bir
diisiis yasandig1 goriilmiistiir. Lise 6grencilerinin yillara gore akademik basar1 grafigi
incelendiginde, Ogrencilerin akademik basarilarinin keskin bir sekilde distigii
anlagilmistir. Diger siniflarla karsilastirildiginda, 9. siif 6grencilerinin 10, 11, 12.
siiflara gore akademik basarisizligi daha belirgin bir sekilde yasadiklari
goriilmiistiir. Ayrica, 2012 yilinda 4+4+4 egitim reformunun hayata geg¢irilmesinden
sonra, lisedeki higbir sinif diizeyinde reformdan 6nceki akademik basar1 seviyesine

ulagilmadig goriilmiistiir.

Ik ve ortaokullardaki cinsiyet dagilimina gore, reform &ncesinde 3341 kiz dgrenci
(%60,3) ve 3571 erkek 6grenci (%58,5) bulunurken, reform sonrasinda 5070 kiz
ogrenci (%39,7) ve 5026 erkek o&grenci (%41,5) bulunmaktadir. Dagilim
incelendiginde hem kiz hem de erkek Ogrenci sayisinin arttigi goriilmektedir.
Arastirmaya katilan lise Ogrencilerinin sayist degerlendirildiginde, kiz Ogrenci
sayisinin 4763'ten (%48,1) 5146'ya (%51,9) yiikseldigi goriilmiistiir. Benzer sekilde,
erkek Ogrenci sayisi da 8532'den (%49,1) 8840'a (%50,9) yiikselmistir. Goriildiigi
gibi, reform Oncesi ve sonrasi donemler karsilastirildiginda kiz ve erkek 6grenci
sayilarinda artig goriilmektedir. Ancak yillar itibariyle kiz ve erkek 6grenci sayilari
incelendiginde, reform sonrasinda her iki grup 6grenci sayisinda da azalma oldugu

goriilmiistiir. Yillara gore 6zellikle kiz 6grenciler agisindan reform oncesi ve sonrasi
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donem ele alindiginda, 2012-2013 egitim-6gretim yilindan sonra kiz &grenci

sayisinin azaldig1 dikkat ¢ekmistir.

2012-2013 akademik yilinda kiz 6grenci sayisinin (n= 1514, %36,2) ve erkek
Ogrenci sayisinin (n= 2673, %63,8) reformdan Onceki yillara gore daha yiiksek
oldugu soylenebilir. Ancak, reformun uygulandigi 2012 yilinda 1514 (%36,2) olan
kiz O6grenci sayisi, sadece bir yil sonra 1230'a (%35,6) diismiistiir. Buna paralel
olarak, reformu takip eden yillarda erkek Ogrenci sayist 2673'ten (%63,8) 1973'e
(%61,7) dismiistiir. Kiz ve erkek 6grencilerin okullagsma oranlart incelendiginde,
tim akademik yillarda erkek ogrencilerin okullasma oranmin kiz 6grencilerin
okullagma oranindan daha yiiksek oldugu goriilmektedir. Verilen betimleyici
istatistiklere bakildiginda, reformun daha dezavantajli gruplar olarak kabul edilen kiz
Ogrencilerin sayisinda bir artisa yol agmadigi goriilmektedir. Bu durumda sonuglar,
4+4+4 egitim reformunun ilk yillarda kiz Ogrenci sayisimi artirmasina ragmen,

sonraki yillarda beklenen olumlu etkiyi yaratmadigini acik¢a gostermistir.

Birinci donemde devamsizlik yapilan giin sayisi incelendiginde, tam katilim gosteren
ilkokul ve ortaokul dgrencilerinin giin sayisinin reformdan 6nce daha yiiksek oldugu
(n=2023, %54,9) ve reformdan sonra azaldigi (n=1662, %45,1) goriilmiistiir. Reform
oncesinde 40 giin ve iizeri devamsizlik yapan 6grenci sayist 249 (%28,5) iken,
reform sonrasinda bu say1 625'e (%71,5) ylikselmistir. 40 giin ve lizeri devamsizligin
egitim siirecini olumsuz etkiledigi goz onilinde bulunduruldugunda, sonuglar 4+4+4
egitim reformunun Ogrencilerin okula dahil edilmesi ilizerinde 6nemli bir etkisi
oldugunu gdostermistir. Reformdan sonraki ikinci donemde ilkokul ve ortaokul
ogrencilerinin devamsiz giin sayilar1 incelendiginde, tam devam eden G6grencilerin
giin sayisinin reformdan 6nce daha yiiksek oldugu (n=2339, %51,5) ancak reformdan
sonra azaldigr (n=2206, %48,5) goriilmektedir. Reformdan once 20 ila 40 giin
arasinda devamsizlik yapan 6grenci sayisi 203 (%31,8) iken reformdan sonra bu say1
435'e (%68,2) yiikselmistir. Reform oncesinde 40 giin ve iizeri devamsizlik yapan
ogrenci sayist 304 (%29,9) iken reform sonrasinda bu sayr 714'%e (%70,1)
yiikselmistir. Bu yiiksek devamsizlik orani, 4+4+4 egitim reformunun egitim

tizerindeki olumsuz sonuclaria dikkat ¢cekmektedir. Reformdan sonra, 6zellikle uzun
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stire okula devam etmeyen lise Ogrencileri i¢in devamsizlik oranlari artmistir.
Ogrencilerin lise birinci dénem devamsizliklar1 incelendiginde, tam devam edilen
giin sayisinin reformdan Once daha diisiik oldugu (n=1322, %35,0) ve reformdan
sonra arttig1 (n=2460, %65,0) gorilmiistiir. Ayrica, sinif gecme kriteri olan 20 ile 40
giin arasinda devamsizlik yapilan giin sayis1 reform dncesine (n=377, %44,2) kiyasla
reform sonrasinda (n=476, %>55,8) artmistir. Reform oOncesinde 40 giin ve iizeri
devamsizlig1 olan 6grenci sayist 559 (%40,3) iken, reform sonrasinda bu say1 828'e

(%59,7) yiikselmistir.

Reformdan sonra, 6zellikle uzun siire okula devam etmeyen lise &grencileri igin
devamsizlik oranlart artmistir. Ogrencilerin lisede birinci dénem devamsizliklart
incelendiginde, tam devam edilen giin sayisinin reformdan once daha diisiik oldugu
(n=1322, %35,0) ve reformdan sonra arttig1 (n=2460, %65,0) goriilmiistiir. Ayrica,
smif gegcme kriteri olan 20 ile 40 giin arasinda devamsizlik yapilan giin sayisi reform
oncesine (n=377, %44,2) kiyasla reform sonrasinda (n=476, 9%55,8) artmistir.
Reform oncesinde 40 giin ve lizeri devamsizlik yapan 68renci sayist 559 (%40,3)
iken, reform sonrasinda bu sayr 828'e (%59,7) yiikselmistir. Lise Ogrencilerinin
ikinci yariyll devamsizliklart birinci yariyll devamsizlik sonuglariyla paralellik
gostermis, tam devam edilen giin sayisi1 reformdan once daha diisiikken (n=501,
%16,9) reformdan sonra artmistir (n=2459, %83,1). Ayrica, gecme kriteri olan en az
20 giinden 40 giline kadar olan devamsizlik giin sayis1 reform Oncesine (n=2647,
%59,1) kiyasla reform sonrasinda azalmistir (n=1831, %40,9). Reform 6ncesinde 40
giin ve lizeri devamsizlig1 olan 6grenci sayist 450 (%31,9) iken, reform sonrasinda
bu say1 iki kat artmistir (n= 961, %68,1). Devamsizlik siiresi 40 giin ve {izeri olan
ogrencilerin okuldan koptugu g6z Oniinde bulunduruldugunda, 4+4+4 egitim
reformunun okullasma oranini artirmadigi, aksine 4+4+4 egitim reformunun olumsuz

sonuglarindan biri olan okul terklerinin artmasina neden oldugu goriilmiistiir.

Caligmanin nitel bulgular1 iki grubun goriislerini yansitmaktadir: egitimdeki i¢
paydaglar (6gretmenler ve miidiirler) ve dis paydaslar (akademisyenler). Katilimci
goriislerine gore 4+4+4 egitim reformuna dair algilar 3 tema altinda toplanmistir.

Bunlar: “4+4+4 egitim reformuna iliskin goriisler, 4+4+4 egitim reformuna iliskin
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deneyimler ve gozlemler ve 4+4+4 egitim reformunun dezavantajli Ggrenciler
tizerindeki sonuglaridir.” Ayrica bu ana temalar altinda alt temalar da yer almaktadir.
Dordiincii  arastirma sorusuna iligkin olarak "4+4+4 egitim reformuna iliskin

goriisler” temasi altinda katilimcilar reforma dair algilarini agiklamastir.

Bu tema altinda egitimde biiylik 6l¢ekli reform, avara kasnak olarak 4+4+4 egitim
reformu, reform yanilgisi, 4+4+4 egitim reformuna iliskin ideolojik kaygi, 4+4+4
egitim reformuna iligkin metaforik algi1" gibi alt temalar ortaya ¢ikmistir. Katilimceilar
4+4+4 reformunu tim kademeleri etkiledigi i¢in biiylik 6lgekli bir reform olarak
degerlendirmistir. Ancak bir grup katilimci1 4+4+4°tin 6nceki reformlar1 tekrar eden,
monoton, can sikict bir degisim oldugunu (avara kasnak) diger katilimcilar ise
4+4+4°1n aslinda bir reform olmadigini vurgulayarak bunun reform yanilgisindan
ibaret oldugunu iddia etmislerdir. Ustelik katihmcilar reformun ani getirilmis bir
reform oldugunu, pilot uygulama yapilmadan uygulamaya ge¢ildigini, plansiz
oldugunu ve reform hakkinda goriisleri alinmadigini bildirmis, bu nedenle de
reformu olumsuz degerlendirmistir. Ayrica katilimcilarin neredeyse tamamu
reformun ideolojik temelli oldugunu vurgulamis ve reformu 28 Subat olaylarinin
intikamin1 almak tizere getirilmis bir reform olarak yorumlamiglardir. 4+4+4 egitim
reformuna iliskin katilimcilarin irettigi metaforlardan bazilar1 olumlu (Picasso’nun
tablosu, anne terligi, tohum) bazilar1 da olumsuz (uzay mekigi, lastigi patlamig
otomobil, yamali bohc¢a) anlam icermektedir. Baz1 metaforlar ise egitimde firsat

esitligini vurgulayan olumsuz anlamlar igcermektedir (labirent, turnusol kagid1).

Besinci aragtirma sorusu dogrultusunda, 4+4+4 egitim reformuna iliskin deneyimler
ve gozlemler temasi altinda “4+4+4 egitim reformunun avantajlar1 ve dezavantajlari,
reformdan kaynaklanan sorunlar, sorunlarla basa ¢ikma stratejileri ve etkili bir
reform i¢in Oneriler" gibi alt temalar bulunmustur. Bu alt temalar dogrultusunda
katilimcilar, reformun avantajlarin1 ve dezavantajlarini, reformun neden oldugu
sorunlari, bu sorunlarla basa ¢ikmak igin gelistirdikleri stratejileri ve 4+4+4'iin daha
basaril bir reform olmasi i¢in 6nerilerini agiklamiglardir. Bu ¢ergcevede, katilimcilara
"4+4+4 egitim reformunun avantajlar1 ve dezavantajlar1" soruldugunda, katilimcilar

“egitimin kalitesi, kesintili egitim, tasimali egitim, yeteneklerin belirlenmesi,
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Ogretmenler iizerindeki baskinin artmasi ve toplumun ayrigmasi” gibi konularda
reformun olumlu ya da olumsuz yonlerini agiklamislardir. Katilimeilarin bir kismi
4+4+4 egitim reformu ile 12 yillik zorunlu egitim getirildigi i¢in egitim siiresinin
uzamasini bir gelismislik gostergesi kabul etmis ve reformu bu anlamda olumlu
degerlendirmistir. Diger katilimcilar ise egitimin siiresi (niceligi) kadar iceriginin de
onemli oldugunu, niteliksel bir artis saglanmadik¢a zorunlu egitimin diplomali issiz
sayisini arttiracagini belirtmistir. Katilimcilara gore ilkokul ve ortaokul binalarinin
birbirinden ayrilmamasi reformun dezavantajidir. Ciinkii kagit iizerinde yapilacagi
belirtilen binalarin ayrilmasi islemi gerceklesmemistir ve farkli yas gruplarindaki
cocuklar ayni binalarda egitim almak durumunda kalmaya devam etmistir. Ayrica
secmeli derslerin aileler tarafindan se¢ilmesi, toplumu ayristiran bir etkisi olmasi ve
secmeli ders olarak farkli alternatiflerin sunulmamasi sebebiyle katilimcilar segmeli
dersler ile ilgili olumsuz duygularmi ifade etmistir. Katilimcilar reformdan
kaynaklanan sorunlar olarak her ii¢ kademedeki sorunlara da deginmistir. Ilkokulda
okula baslama yasinin erkene cekilmesi, ortaokullarda 5.smiflarin ortaokul olmasi,
bunun sonucunda norm fazlasi Ogretmenlerin olusmasi, liselerde ise alt-yap1
yetersizligi sebebiyle yeterli sayida sinifa ulasilamamasi gibi sorunlar katilimeilar
tarafindan vurgulanmistir. Tiim kademelerde planlama yapilmadan hayata gecirilen
reformun  olumsuz  sonuglarmin  deneyimlendigi  goriilmiistir. Reformun
uygulayicilar1 reformdan kaynakli sorunlarla bas edebilmeleri i¢in herhangi bir sey
yapilmadigini, kendi imkanlar1 sayesinde sorunlarin {istesinden gelmeye calistiklarini
belirtmis, bunlarin yasanmamasi i¢in de pilot uygulamanin ve uzman goriislerine

basvurmanin sart oldugunun altin1 ¢izmistir.

Altinc1 aragtirma sorusuna iligkin olarak "4+4+4 egitim reformunun dezavantajli
ogrenciler lizerindeki sonuglar1" temas: altinda "dezavantajli 6grenciler, pandemide
dezavantajli olmak, egitimde sosyal adalet uygulamalari, madalyonun diger yiizii ve
hiikiimet politikalarinin diisiik sosyo-ekonomik siniftan gelen dezavantajli 6grenciler
tizerindeki etkileri" gibi alt temalar sunulmustur. Katilimcilarin bir kismi egitime
erisemeyen Ogrencileri dezavantajli bulurken ¢ogu katilimci sosyo-ekonomik olarak
yetersiz oldugu i¢in pek ¢ok seyden yoksun kalan Ogrencileri dezavantajli

bulduklarim1 ag¢iklamistir. Katilimecilarin neredeyse tamami Tiirkiye’de yogun bir
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sekilde bulunan dezavantajli grubun sosyo-ekonomik olarak dezavantajli olanlar
oldugunu vurgulamistir. Katilimcilara dezavantajli olma durumu donemsel olarak
veya kosullara gore degisiyor mu diye soruldugunda katilimcilarin tamami
pandemiyi 0rnek gostererek pandeminin dezavantajli 6grencilerin durumunu kat be
kat kotiilestirdigini iddia etmistir. Katilimcilara gore 4+4+4 egitim reformunun
olumsuz sonucglart devam ederken pandeminin siirece eklenmesi Ogrenciler
arasindaki esitsizligi derinlestirmistir. Egitimde sosyal adalet uygulamalar1 alt
temasinda ise katilimcilar devlet tarafindan saglanan deste§in Oneminin altin
cizmistir. Bu konu kapsaminda katilimcilar mali destek ve egitim esitsizligi
konularmin lizerinde durmustur. Egitimde firsat esitliginin tam anlamiyla
saglanamadigin1 vurgulayan katilimcilar esitlik adi altinda aslinda esitsizligin
yeniden iiretildigini belirtmistir. Madalyonun diger (karanlik) yiizii alt temasi altinda
katilimcilar akademik basari, cinsiyet ve devamsizlik konularinda madalyonun bir de
karanlik tarafi olduguna dair agiklamalarda bulunmuslar, aslinda olumlu goriinen
bazi seylerin incelenip bir de diger taraftan bakilmasi1 gerektigini vurgulamislardir.
Son olarak hiikiimet politikalarinin diisiik sosyo-ekonomik siniftan gelen dezavantajli
ogrenciler iizerindeki etkileri konusunda ¢ok sayida katilimci devletin dezavantajli
ogrenciler {iizerindeki olumlu etkilerinin ortadan kalktigint ve yetersiz devlet
politikalar1 nedeniyle egitim esitsizliklerinin dezavantajli G6grenciler tizerindeki
olumsuz sonuclarmin arttigini ifade etmistir. Katilimecilara gore toplumdaki sosyo-
ekonomik esitsizlikler dezavantajli gruplar1 birgok yonden olumsuz etkilemektedir.
Bu esitsizliklerin  sonuglarindan birinin de akademik basar1 oldugunu belirten
katilimcilar, aileleri egitimlerini desteklemekte zorlanan ¢ocuklarin 6zel okullarda
okuyan ¢ocuklarla ayni sinavlara tabi tutulmasini bir adaletsizlik olarak
degerlendirmistir. Ayrica katilimcilar, eskiden sinifsal hareketliligin bir araci olarak
goriilen egitimin artik ayni role ve etkiye sahip olmadigini vurgulamistir. 4+4+4
egitim reformu sonucu dezavantajli 6grencilerin durumunu degerlendiren az sayida
katilimc1 reformdan sonra dezavantajli 6grencilerin durumlarinda bir iyilesme ya da
kotiilesme olmadigimi yani durumlarmin degismedigini vurgularken katilimcilarin
c¢ogu reformun Ogrencilerin durumunu daha da kotiilestirdigini ve var olan

esitsizliklerin reform ile birlikte derinlestigini belirtmistir.
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4. TARTISMA VE SONUC

Bu calismanin bulgular1 akademik basari, cinsiyet ve devamsizlik degiskenleri
tizerinden degerlendirilmis ve nitel bulgular esliginde tartisilmistir. Bulgular 4+4+4
egitim reformunun ilkokul, ortaokul ve lise olmak iizere tiim kademeleri akademik
basar1 agisindan olumsuz etkiledigi sonucunu ortaya koymustur. Ozellikle 1. 5. ve
O.smiflar diger siflara gore reformun olumsuz sonuglarindan daha fazla
etkilenmistir. Literatiirde bunu destekleyen calismalar mevcuttur (Epcacan, 2014;
Kandemir vd., 2013; Odabasi, 2014). Ogretmen, miidiir ve akademisyenlerle
yiriitiilen goriismeler de bu sonucu desteklemis ve bu sonucun nedeni olarak
reformun ani ve plansiz bir sekilde yiiriirliige koyulmasini gdstermistir. Cok sayida
arastirma reformun plansiz ve pilot uygulama yapilmaksizin uygulamaya basladigini
dogrulamaktadir (Akbasli & Uredi, 2014; Bay vd., 2013; Cerit vd., 2014; Dalkiran,
2018; Ertug, 2019; Giingér & Demir, 2017; Kaya vd., 2015; Turan, 2018).

Bulgular 6zellikle reform degerlendirilirken akademik basarinin 6nemli bir gosterge
oldugunu ortaya koymustur. Caligmanin sonuclari incelendiginde 4,5,6,7, ve
8.smiflarin tamaminda reform ile birlikte akademik bagsarinin diistiigli gorilmektedir.
Ancak akademik basaridaki en sert diislis 5.siniflarda gdzlenmistir. Bu durumun
nedeni olarak 4+4+4 reformu ile 5.simiflarin ortaokul olmasi gosterilebilir. Cilinki
yeni duruma adapte olamayan Ogrencilerin ortaokul derslerini anlamada sorun
yasamasi, dolayisiyla bu durumun onlarin akademik basarilarin1 olumsuz etkilemesi
olasidir. Kastan ve Kastan (2016) ve Ozkan (2019) da calismalarinda ortaokul
ogretmenlerinin 5.siif 6grencilerinin bazi ders konularini anlamakta zorluk ¢ektigi
sonucuna ulagmistir. Nitel arastirma verileri de Ogretmen, miidiir ve
akademisyenlerin 5.smiflarin ortaokul yapilmasinin dogru bir uygulama olmadigini
ortaya koymustur. Bu katilimcilara gore 5.simif Ogrencileri heniiz soyut islemler
donemine gegmedigi i¢in ortaokul 6grencisi profiline uygun degildir. Bu ¢alismanin
bulgular ile paralel olarak ¢ogu 6gretmen 5.sinif 6grencilerinin biiyliyemediklerini,
hala ¢ocuksu tavirlarinin devam ettigini bunun da ders anlatimi ve sinif yonetimi gibi
konularda kendilerini zorladigin1 ifade etmistir (Goktas, 2018; izci & Goktas, 2014;
Ozeng vd., 2016; Ozdemir, 2018).
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Arastirmada lise Ogrencilerinin akademik basarilart incelendiginde sonuglar
reformun uygulanmaya bagladigr 2012-2013 egitim 6gretim yilinda sert bir diisiis
yasandigin1  gdstermektedir. Sonraki yillar incelendiginde liselerde akademik
basarmin hi¢bir kademede reformdan onceki diizeye gelmedigi goriilmektedir.
Bunun nedenlerinden biri daha once zorunlu olmayan lise egitimine kayitlarin
artarak liselerde yigilmaya sebep olmasi olabilir. Bunun sonucunda da kalabalik
siiflar ortaya ¢ikmistir. Kalabalik sinif mevcudu ile akademik basar1 arasindaki ters
iliski dikkate alindiginda (Uzun & Bokeoglu, 2019; Yasar, 2016) ve o&zellikle
dezavantajli Ogrenciler s6z konusuysa onlarin bu olumsuz durumlardan diger
Ogrencilere gore daha fazla etkilenmeleri miimkiindiir. Cilinkii egitim konusunda
bilin¢li ailelere sahip Ogrenciler kalabalik smiflarda okusa bile 6grenme
eksikliklerini 6zel dersler veya yardimci kaynaklar ile tamamlayabilirken alt siniftan
gelen ailelerin ¢ocuklarinin boyle bir firsatt olmamaktadir. Bu durumda egitim,
esitsizlikleri pekistirmede bir ara¢ haline gelir (Diindar & Hesapgioglu, 2011).
Buradan hareketle, kalabalik smiflarin 6zellikle dezavantajli bolgelerde egitim

esitsizliklerini derinlestirdigini ve yeniden tirettigini sdylemek miimkiindiir.

Nitel bulgular gostermektedir ki hazirliksiz bir sekilde getirilen bu reform alt-yap1
eksikligi nedeniyle uygulama asamasinda zorluk yasanmasina neden olmustur.
Kalabalik smif mevcudu sorunlart okullardaki laboratuvar ve kiitliphane gibi
egitimde onemli yeri olan alanlarin simifa doniistiiriilmesi ile dahi ¢oziilememistir.
Dezavantajli 6grencilerin  bulunduklar1 okullarda calisan katilimci 6gretmenler
Ogrencilerin esit sartlarda egitim almadiklarinin altin1 ¢izmistir. Miidiirler ise
egitimdeki esitsizliklerin 6grencilerin bulunduklar sinifta kalmalarini garantiledigini
aciklamis iistelik dezavantajli cocuklarin hayatlar1 boyunca dezavantajli kaldiklarini
ve egitimin onlarin durumunu degistirecek giicliniin olmadigini vurgulamistir. Ek
olarak akademisyenler de egitimin aslinda donilisim i¢in ¢ok giiclii bir arag
oldugunu, ge¢miste bunun Orneklerinin yasandigin1 ancak mevcut egitim sisteminin
buna izin vermedigini ifade etmistir. Kesik ve Bayram (2015) da yiiriittiikleri
caligmada egitimin artik sosyal adaleti ve esitligi saglama konusunda etkisini

yitirdigi sonucuna ulagmustir.
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Bu ¢alismadaki katilimer goriisleri Catismaci teorinin egitim alanindaki goriislerini
desteklemektedir. Onlara gore dezavantajli bolge okullarinda egitimde firsat esitligi
saglanamamaktadir. Ustelik bu calismadaki en belirgin dezavantajli 6grenci grubu
kimdir sorusuna bazi katilimcilar ekonomik sermayeye sahip olmadig gibi kiiltiirel
ve sosyal sermayenin de yetersiz oldugu ailelerin ¢ocuklart seklinde ¢arpici bir cevap
vermistir. Bu agiklama Bourdie’nun kiiltiirel sermayeye verdigi dnemi gozler Oniine
sermektedir. Cilinki Bourdieu (2000) ayni gitseler de ¢ocuklarin sirt ¢antalarinda
farkli kapitallerle geldigini ve bu durumun oOgrenciler arasindaki esitsizligin

olugsmasinda 6nemli bir etken oldugunu belirtmistir.

Bourdieu’'nun agiklamalariyla paralel olarak bu c¢alismadaki akademisyenler
dezavantajli Ogrencilerin egitim sistemindeki en ufak bir degisimden diger
Ogrencilere gore daha fazla etkilendigini ortaya koymustur. Cilinkii orta veya st
sosyo-ekonomik siniflardan gelen ailelerin ¢ocuklari ek destek ve kaynaklarla
durumu idare edebilirken alt siniftan gelen ailelerin gocuklarmnin boyle bir sansi
bulunmamaktadir. Egitim sistemindeki reformlarin dezavantajli dgrenciler i¢in en
azindan egitimde firsat esitligi saglayacak yaptirimlar icermesi beklenirken gelen
reform uygulamalariyla dezavantajlilarin dezavantajliklarini arttigi sdylenilebilir.
4+4+4 egitim reformunu c¢aligmadaki bir okul miidiirii labirentte benzetirken bir
akademisyen ise turnusol kagidina benzetmistir. Katilime1 miidiire gore reform ile bir
labirentte gibi sikisip kalan cocuklarin o labirentten kurtulmalarini saglayacak
isaretler bulunmamaktadir. Bu isaretlere sahip olan ve onlar1 kullanabilen yine orta
siuf ve st sinif ailelerin ¢ocuklaridir. Akademisyen bir katilimer ise 4+4+4 egitim
reformunun tipki bir turnusol kagidimin asit ile bazi ayirdigi gibi okullardaki
dezavantajli olan ve olmayan 6grencileri ayirdigini iddia etmistir. Goriildiigii gibi her
ne kadar farkli olsa da her iki metafor da 4+4+4 egitim reformunun dezavantajli
ogrencilere fayda saglamadigini hatta i¢inde bulunduklari durumu daha da ¢ikmaza

soktugunu aciklamaktadir.
Bu ¢alismadaki tiim egitim paydaslar1 dezavantajlilik durumunu agikca gozler 6niine

seren bir olay Orilintiisii olarak pandemiyi 6rnek vermis ve pandemi déneminde

dezavantajliligin zirveye ulastigin1 ve dezavantajli cocuklarinin pandemi doneminde
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caresizligi derinden yasadigini belirtmistir. Ozellikle bilgisayar, telefon gibi
teknolojik aletlerden yoksun olan bu ¢ocuklar icin kitaplarin 6nemini vurgulayan
katilimcilarin ortak paydada bulustugu nokta pandeminin dezavantajli 6grencileri
tarif edilemez ve geri dondiiriilemez bir sekilde etkiledigi ve egitim esitsizliklerini
fazlastyla derinlestirdigi fikri olmustur. Literatiirdeki ¢alismalar da bu ¢alismanin
pandemi ile iligkili bulgulari ile tutarli kanitlar sunmustur (Barnova vd., 2021; Dee &
Murphy, 2021; Ertug & Ozan, 2021; Sahlberg, 2020; Themane & Mabasa, 2022).

Bu sonuglardan hareketle egitimin Islevsel teorinin iddialarin1 gegersiz kildig1 ve
egitimin dezavantajli gruplar bir iist sinifa tastyabilecegi gercegini ortadan kaldirdigi
sOylenebilir (Giroux, 2001). Bu sonuglar dogrultusunda Catismaci teorinin
savundugu diisiincelere katilmak miimkiindiir. S6yle ki Catigmaci teori Onciileri
egitimin kisinin oldugu statiiden iist bir statliye gecmesine izin vermeyecegine, alt
siniftan gelen birinin orta sinifa dahi gegemeyecegine bu nedenle de mevcut
esitsizliklerin kisinin hayatinda var olmaya devam edecegine inanir (Collins, 1971).
Hatta Catigsmaci teoriyi destekleyenler bu kisir dongiiniin hayat boyu siirecegini, is¢i
cocugunun da is¢i olacagini bodylece kisinin g¢ocuguna babasmnin kendisine
sagladigindan daha iyi bir hayat sunamayacagini iddia eder (Piketty, 2000). Bu
diisiinceye paralel olarak Willis (1977), alt simiflardan gelen cocuklarin sosyal
hareketlilik sansinin diisiik oldugunu ileri siirmektedir. Bugiin egitimin dezavantajh
aileler i¢in belirledigi yol budur. Hayatlarina farkli bir yon veren ve egitim yoluyla
yasamlarimi sekillendiren dezavantajli ¢ocuklarin sayisinin yok denecek kadar az
oldugunu sdylemek yanlis olmayacaktir. Bagka bir deyisle, egitimin dezavantajl
cocuklar icin bir kurtarici olmaktan ¢iktigim1 ve dezavantajli ¢ocuklarin egitim
yoluyla yeniden iiretilen esitsizlikler i¢inde kayboldugunu sdylemek miimkiindiir.
Blackledge ve Hunt, (1991), Cleaver (2005) da calismalarinda benzer sonuglara

ulagmustir.

4+4+4 egitim reformu ¢ocuklarin 6zellikle de kiz cocuklarinin okullagmasi agisindan
degerlendirildigine ¢alismanin sonuglart gostermektedir ki reform Oncesi ve
sonrasinda okula kayit olan kiz ve erkek 6grencilerin sayilar1 hem ortaokul hem de

lisede artmistir. Ancak bu artis sonrasinda sonu¢ degismemis ve okula devam eden
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erkek 6grencilerin sayisi kiz 6grencilerin sayisindan fazla olmaya devam etmistir.
Bunun nedeni olarak ¢aligmanin yiiritildigi bolge de goz Onilinde
bulunduruldugunda kiz ve erkek c¢ocuklarmin egitimden esit sekilde
faydalanamamasi1 gosterilebilir. Bu bulgu sasirtict degildir ¢linkii kiz ve erkek
cocuklar1 arasinda egitim olanaklarina erisimde yasanan esitsizlik Tiirkiye’de yogun
bir sekilde hissedilmektedir. Ulkede kadma ve erkege bicilen roller bu esitsizligin
olusmasinda 6nemli bir belirleyicidir (Kurtdas, 2021). Kiz g¢ocuklarina yiiklenen
sorumluluklardan bazilar1 ev islerine yardim etmeleri, bahge islerinde calismalar1 ve
evde kardeslerine bakmalaridir ve bu yiikiimliilikler onlarin okullagsma oraninin

diisiik olmasinda etkili olabilir.

Diinya bankasinin (2010) raporuna gore, Tiirkiye’de cinsiyet okuldan ayrilmaya
neden olan kosullar arasinda en belirginidir. Ancak kiz ¢cocuklar1 erkeklere gore daha
dezavantajli konumdadir ve bu durum iilke genelinde cografi olarak homojen bir
sekilde dagilmamistir. Dezavantajlilik Dogu bolgelerinde daha yogun bir sekilde
goriilmektedir. Ayrica kirsalda yetisen kiz ¢ocuklar1 diger hemcinslerine gére okula
devam etme konusunda daha sanssizdir. Dolayisiyla kentteki yasitlarindan daha
farkli bir hayata g¢ekilen kirsaldaki kiz c¢ocuklarmin daha dezavantajli konumda
oldugunu sdylemek miimkiindiir. Caligmanin yiiriitiildiigli Dogu Anadolu bolgesi
hala dezavantajli 6grencilerin fazla oldugu, akademik basarinin diisiik oldugu ve
dezavantajliligin yogun olarak yasandigi bolgelerden biridir. Bu bolgedeki kiz
cocuklart diger bolgelere gore daha dezavantajli kosullarda yasamlarini
siirdiirmektedir (Ozaydimlik, 2014). Bu bulgu ile paralel olarak bu ¢alismadaki nitel

analiz sonuglarina gore dezavantajliligin da derecesi vardir.

Ornegin ¢alismaya katilan akademisyenlerden biri diisiik sosyo-ekonomik statiiden
gelen bir ailenin ¢ocugu dezavantajli olarak nitelenirken hem sosyo-ekonomik olarak
diisiik aileden gelen hem de kiz ¢ocugu olan biri digerine gore daha dezavantajli
goriinmektedir. Ustelik hem alt sosyo-ekonomik siniftan gelen hem kiz hem kirsal
kesimde yasayan hem de Kiirt 6grencilerin diger iki duruma gore c¢ok daha
dezavantajli oldugu iddia etmistir. Ancak sosyo-ekonomik olarak varlikli bir ailenin

kiz1 ana dili Tiirk¢e olmasa bile varlikli bir aileden geldigi i¢in o ag1g1 kapatacak ve
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egitim sisteminde basarili olma firsat1 yakalayabilecektir. Korkmaz ve Aygiil (2019)
de dezavantajliligin dereceli bir olgu oldugunu c¢alismalarinda belirterek bu
calismanin sonuclarin1 desteklemistir. Bu perspektif gostermektedir ki sosyo-
ekonomik olarak varlikli bir aileden gelmek pek ¢ok dezavantajin goriiniirliigiini

ortadan kaldirmaktadir.

Demirbilek vd. (2021) sosyo-ekonomik olarak dezavantajli konumda olan
Ogrencilerin egitiminin devlet tarafindan finanse edilmesinin énemini vurgulamistir.
Bu calismada da katilimcilar benzer sekilde ogrenciler arasindaki ekonomik
esitsizliklerin devlet tarafindan miidahale edilerek ¢oziilmesi gerektigi belirtilmis
ancak sosyal adalet saglanirken esitlik ve adalet kavramlarina dikkat ¢ekilmistir. Bu
kavramlar 6nemlidir ¢linkii katilimcilara gore esit olacagim diye herkese ayni destegi
saglamak yeni bir esitsizlik iiretebilir. Ornegin zengin yoksul herkese kitaplart
ticretsiz dagittiginda varliklt ailelerden gelen ¢ocuklar okul kitaplari igin
harcayacaklar1 parayr ek kaynaklara transfer edebilecektir. Bu nedenle bazi
katilimcilar varlikli ailelerden kitap iicretlerinin alinarak bu paralar ile yoksul
ailelerin g¢ocuklarina ek kaynak saglamanin egitimde sosyal adaleti daha fazla
saglayacagina inanmaktadir. Young (2006) da bu c¢alismanin bulgulart ile tutarli
sekilde kaynaklarin haksiz dagitiminin firsat esitligini saglamayacagini aksine var
olan sinifsal ayrimciligr devam ettirecegini agiklamistir. Literatiirde bu ¢alismanin
bulgular ile ortlisen ¢ok sayida calisma da bulunmaktadir (Fraser & Honneth, 2003;
Polat & Ozan, 2020). Ote yandan bu ¢alismanin bulgulari ile ters diisen calismalar da
yer almaktatadir (Altan, 2016, Brooks vd., 2007; Bayakdar & Karatag, 2015;
Connell, 1993; Gewirtz, 1998; Lupton, 2005).

Kiz 6grenciler i¢in caligmanin sonuglar incelendiginde kiz 6grencilerin okullagsma
orani firsat esitligi agisindan iyi bir gosterge olabilir. Fakat bu gdstergenin iyi
yorumlanmasi gerekmektedir sayet sonuglar genel ¢ergevede yaniltici olabilir. Soyle
ki mevcut c¢alismanin sonucglart reform Oncesi ve reform sonrasi olarak
degerlendirildiginde kiz 6grencilerin sayisi reformdan sonra artmis goriinmektedir.
Yani reformdan hemen 6nce 1300 olan kiz 6grenci sayisi reformun uygulanmaya

basladig1 y1l 1514’°e ulagsmistir. Genel degerlendirme yapildiginda kizlarin sayist her
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ne kadar artmig goriinse de yillara gore daha kapsamli bir degerlendirme
yapildiginda aslinda reformun beklenen etkiyi vermedigi goriilmektedir. Bu
calismanin sonuglarina gore reform ile 1514’°e ulasan kiz 6grenci sayis1 reformdan
sadece bir yil sonra yeniden diismiis ve 1230 olmustur. Bu baglamda mevcut
calismanin sonuglar1 4+4+4 egitim reformu uygulamaya koyulduktan sonra izleyen
yillarda kiz 6grenci sayisinin azaldigini ve reform kabul edildigi yildaki sayiya asla
ulasilamadigini ortaya koymustur. Erkekler i¢in de benzer bir durum s6z konusu
olmakla birlikte 2008-2016 arasindaki tiim yillarda erkek oOgrencilerin sayisinin
kizlara gore daha fazla oldugu goriilmektedir. Bunun nedeninin yine egitimdeki

cinsiyete dayali firsat esitsizligi oldugu sdylenilebilir.

Mevcut c¢aligmaya gore, kiz Ogrenciler ve erkek ogrenciler arasinda okullagsma
acisindan farkin en az oldugu okul kademesi ilkokuldur. Bunu ortaokul takip
etmektedir. Ancak lise diizeyinde kiz dgrenciler ve erkek Ogrenciler arasindaki fark
gbzle goriiliir derecede artmaktadir. Bagka bir ifade ile, ilkokul ve ortaokuldaki
Ogrenci sayilarina bakildiginda kiz ve erkek 6grenci sayisi arasinda carpict bir fark
gozlenmezken, lise diizeyinde Ogrenciler arasindaki farka bakildiginda erkek
Ogrencilerin sayisinin  kiz 6grencilerin sayisinin neredeyse iki kati oldugu
goriilmektedir. Bu durum reform oncesinde de reform sonrasinda da benzer

oranlarda seyretmektedir.

4+4+4 egitim reformunun 12 yilik zorunlu egitimin bir parcasi olarak son 4 lizerinde
etkili olmas1 beklenirken beklenen etki bu kademede goriilmemistir. Liselerin
zorunlu olmasi ile liselerdeki 6grenci sayisinin artmasi ve dolayisiyla kiz erkek
Ogrenci sayisi arasindaki farkin azalmasi hedeflenmistir. Ancak reform sonrasinda bu
hedefe ulasilmamis ve liselerde erkek 6grenci sayist kiz 6grenci sayisinin neredeyse
iki kat fazla olmustur. Ustelik yillara gére dagilim incelendiginde okula kayith
ogrenci sayis1 azalirken kiz ve erkek 6grenci sayilarindaki farkin arttig1 gézlenmistir.
Giirel ve Kartal (2015) da bu c¢alismanin sonucuyla paralel olarak daha alt
basamaklardaki egitim kademelerinde okullasma oraninin yillar gegtikce artarken

egitim kademesi ylikseldik¢e okullagsma oraninin azaldigini belirtmistir.
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Arastirmanin nitel sonuglari incelendiginde nicel bulgulari destekleyen ve nicel
bulgularla g¢elisen sonuglara ulasilmistir. 4+4+4 egitim reformu ile ilgili pek ¢ok
konuda olumsuz goriis bildiren katilimcilarin kizlarin okullasmasi konusunda
farklilastig1 goriilmiistiir. Az sayida da ola bazi katilimcilar 4+4+4 egitim reformu
sayesinde kizlarin okula erisim sagladigini ve bunun o6zellikle liselerdeki kizlar i¢in
avantaj sagladigini belirtmistir. Cok sayida katilimci ise ¢alismanin nicel bulgulari
destekler nitelikte goriis bildirmistir. Bu katilimcilara gore kizlarin okullagsma
oranlar1 aslinda artmamistir. Tipki madalyonun diger ylizii gibi goriilenin aksine agik
Ogretim okullarinin da etkisiyle kiz 6grenciler egitim hayatindan kopmaktadir.
Literatiir incelendiginde benzer sonuglara ulasilmaktadir. Kiz &grencilerin
okullagmas1 konusunda olumlu (Giren, 2021; Ozen¢ & Memis, 2012; Dogan vd.,
2014) ve olumsuz (Giiven, 2012; Ercan, 2016; Ozaydimlik, 2014) gériisler literatiirde
yer almaktadir. Aybek ve Aslan’in (2015) c¢alismalar1 da 4+4+4 egitim reformunun
egitim hakkina erisimi engelledigi ve okullasma agisindan alt sosyo-ekonomik

diizeyden gelen ¢ocuklar aleyhine esitsizlik olusturdugunu ortaya koyulmustur.

Genel olarak reform sonrasinda kiz 6grencilerin sayilarinin arttigi soylenebilir,
reform Oncesi ve sonrast seklinde tipki bu caligmada oldugu gibi yillara gore bir
analiz yapildiginda 4+4+4 egitim reformunun aslinda kiz 6grencilerin sayisinda artis
olusturmadi@1 aksine kiz 6grencilerin sayisinda fark edilir diizeyde bir diisiise sebep
oldugu goriilebilir. Bununla iliskili olarak 4+4+4 egitim reformun kiz 6grencilerin
egitim hayatinda olumlu bir ilerleme saglamadigi, onlar i¢in egitimde firsat esitligi
yaratmadig1 kisaca reformun kiz 6grencilerin lehine olacak sekilde sonucglanmadig:

sOylenebilir.

4+4+4 egitim reformu devamsizlik durumu {izerinden degerlendirildiginde
calismanin sonuglar ilkokul ve ortaokullarda de tam katilim gdsteren 6grencilerin
sayisinin reform sonrasinda azaldigini, 6te yandan devamsizlik yapilan giin sayisinin
arttigin1 gostermektedir. Bu durumda, 4+4+4 egitim reformu okula giden kiz 6grenci
sayisin1 arttirmadigi gibi genel cercevede degerlendirildiginde 6grencilerin okula

devam durumunu da saglayamadigi sOylenebilir. Bunun nedenlerinde biri olarak
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yine 12 yillik zorunlu egitimin 4+4+4 seklinde kesintili olarak uygulanmasi

gosterilebilir.

Mevcut sistemde ilkokul ve ortaokul 6grencileri uzun siire devamsizlik yapsa bile
simifta kalmamakta bunun yerine bu Ogrenciler ic¢in farkli alternatifler
uygulanabilmektedir. Ozellikle 40 giin ve iizeri devamsizliklar incelendiginde
Ogrencilerin reformdan sonra devamsiz gilin sayilarinin oldukga arttig1 goriilmiustiir.
Bu say1 ilkokul ve ortaokullarda birinci donemde neredeyse ii¢ katina ¢ikarken ikinci
donem devamsizliklarin iki katindan fazla oldugu goriilmektedir. ilkokul ve ortaokul
Ogrencilerinin birinci donem devamsizliklarinin ikinci donemden fazla olmasinin
sebebi olarak 4+4+4 egitim reformundaki kademeli 6gretimin olumsuz etkilerine

dikkat cekilebilir.

4+4+4 egitim reformu ile zorunlu egitime 4.siniftan sonra agik 6gretim kapsaminda
acik ortaokullardan devam etmek miimkiin hale gelmistir. Bu durumun en ¢ok kiz
ogrencileri etkiledigi diistiniilmektedir. Giiven (2012) agik ortaokullar yiiziinden kiz
ogrencilerin dini sebepler, evde ihtiya¢c duyulma, maddi yetersizlikler gibi nedenler
One siiriilerek Orgiin egitime devam edilmesinin engellendigine inanmaktadir. Bu
durumun sonuglar1 goz oniinde bulunduruldugunda kaliteli egitimden zaten yoksun
olan dezavantajli 6grencilerin egitimden tamamen kopmasina neden olabilecegi

sOylenebilir.

Calismanin nitel bulgular1 reformun okullasma oraninin artmasi1 hedefine
ulasilmadigini  gostermektedir. Caligmadaki katilimcilar agik orta okul ve lise
uygulamasinin bazi ideolojik kaygilarla getirildigini, dini sebeplerden otiirli imam
hatip orta okullarmin agilarak ve imam hatip liselerinin sayilarmin arttirilarak 28
Subat olaylarinin intikammin almmaya calisildigimi  vurgulamistir.  Ayrica
katilimcilar bu reformun ¢ocuklarin yarar1 gézetilmeden hazirlandiginin ve devletin
istendik vatandag yaratma istegine katkida bulunan bir reform oldugunun altini
cizmistir. Literatiirde bu bulgularla paralel olan ve 4+4+4 egitim reformunun
ideolojik bir reform oldugu sonucuna ulasilan ¢alismalar mevcuttur (Balc1, 2021;

Coskun, 2012; Epcacan, 2015; Eroler, 2019; Noyan, 2019; Siraz, 2020). Bu
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caligmanin bulgulariyla baglantili olarak Althusser’in egitim ile ilgili goriislerine
odaklanilabilir. Althusser’e (1994) gore biirokrasiden orduya pek ¢ok kurum arasinda
egitim kurumlar1 olan okullar devletin ideolojik aygitlarinin en 6nemlisidir. Ayrica
Althusser devletin okullar aracilifiyla kendi baskin ideolojisini halka asiladigini
savunur. Zorunlu egitim araciligryla okullarda merkezi sistem sayesinde aktarilan
miifredatla ve dagitilan kitaplarda bu ideoloji rahatlikla yayilmaktadir. Boylece
istendik bireyler egitim kurumlarinda yetistirilmekte ve orada ogretilenler yine
egitim araciligiyla yeni nesillere aktarilmaktadir (Althusser, 2006; Valero, 2017;
Yilmaz, 2018). Ayrica Foucault’un panoptikon yapilanmasi ile ekonomi, psikoloji,
sosyoloji, egitim gibi cesitli kurumlar {izerinde, 6zellikle egitim kurumlarinda ve
egitim programlarinda c¢esitli disiplin uygulamalarinda bilgi iktidar iligkilerini
gormek miimkiindiir. Bagka bir ifade ile, Foucalut toplumun goézetim toplumuna
doniistiigiini ve egitimin bu sistemin devamliligini saglayarak iktidar i¢in dnemli bir
gorevi Ustlendigini sdyleyerek bu c¢alismadaki egitimin misyonuna dair bulgulara

temel bir argliman sunabilir (akt. Asan, 2013).

Calismanin sonuglaria gore ortaokullarda devamsizligi etkileyen bagka bir neden
olarak aile kaynakli faktorler ortaya ¢ikmustir (Hosgoriir & Polat, 2015). Ailesel
faktorlerden ailenin sosyo-ekonomik durumu, ailenin ¢ocuk yetistirme sekli ve aile
ici iliskiler gibi unsurlar olumsuz sekillendiginde ¢ocuk olumsuz olarak etkilemekte
ve bu durum okul devamsizlifini beraberinde getirmektedir (Ulusoy vd., 2005).
Ayrica ailenin gelir distikligi ile birlikte egitim diizeyinin de diisiik olmasi
cocuklar1 Once okul devamsizligina itmekte sonraki donemler de ise is bulup
calismaya zorlayabilmektedir (Giiler, 2002). Bodylece dezavantajli Ogrenciler

egitimden umudunu yitirmekte ve kendilerine farkli ve zorlu bir yol se¢mektedir.

Calismanin  yapildigi  bolgenin  oOzellikleri ve  kosullan g6z  Oniinde
bulunduruldugunda, yaz doneminde okullar kapandiktan sonra 6grencilerin aileleri
ile birlikte caligmaya gitmesi ve okullar agildiktan sonra da bir siire daha c¢alismak
zorunda kalmalari1 ortaokul 6grencilerinin birinci déonem devamsiz giin sayilarinin
fazla olmasinin bir diger sebebi olarak diisliniilebilir. Calismanin nitel sonuglari

gozden gecirildiginde Ogrencilerin aileleri ile birlikte yaylalara ¢iktigi ve aileleri

242



hayvancilikla ugrastig1 icin de havalar serinleyene kadar aileleriyle yaylada kalmak
zorunda kaldiklar1 sonucuna ulagilmistir. Cilinkii temmuz ayinda yaylara giden aileler
genellikle ekim aymin sonlarinda evlerine donmektedir. Bu durumda 6grenciler
yaklasik iki ay okuldan uzak kalmakta ve egitim-6gretim hayatlarina olmasi gerektigi
gibi devam edememektedir. Akiiziim vd. (2015) da calismalarinda kirsal kesimlerde
ailelerin ¢ocuklara hayvanlar1 otlatma gibi yiikledigi sorumluluklarin 6grencilerin

devamsizlik yapmalarinda one ¢ikan nedenlerden biri oldugunu ortaya koymustur.

Mevcut calismadaki lise Ogrencilerinin devamsizlik durumlar incelendiginde
reformdan sonra her iki donemde tam katilim gosteren 0grencilerin sayisinin arttigi
goriilmektedir. Bunun nedeni olarak 6nce ortaokullarin zaten zorunlu iken liselerin
istege bagli olmasi ve reformdan sonra liselerin zorunlu olmasiyla birlikle 6grenci
sayilarin eskiye gore kat be kat fazla olmasi da sonuglarin bu sekilde ¢ikmasinda
etkili olmus olabilir. Liselerde sinifta kalma durumu 6grencilerin 20 giinden fazla
Oziirlii 10 glinden fazla da 6ziirsiiz sekilde okula gitmediginde gergeklesmektedir. Bu
Ogrencilerin 6rgiin 6grenim alma hakk1 varsa bir sonraki donem ayni1 dersleri yeniden
alarak smif tekrar1 yapmaktadir. Orgiin 6grenim hakki olmayan veya okula 6rgiin
olarak devam etmek istemeyen 6grencilerin kayitlari ise agik 6gretim liselerine alinir
(MEB, 2016). Mevcut calismada bu durum gz Oniine alinarak 40 giin ve iizeri
devamsizlik yapan 6grenciler incelendiginde ikinci donem devamsiz giin sayilarinin
arttigr goriilmektedir. Bu say1 reform oncesi ile kiyaslandiginda birinci donem
devamsizlik sayilarinin arttigir gézlemlenirken ikinci donem devamsiz giin sayilarinin
daha da arttigt ve devamsizlifin iki kattan daha fazlaya ulastigi goriilmustiir.
Liselerde devamsizligin artmasmin Oncelikli sebebi olarak yine 4+4+4 egitim
reformu ile getirilen kesintili egitim uygulamalari ve agik liselerin varlig
diisiiniilebilir. 4+4+4 egitim reformu ile uygulamaya giren kesintili egitim acik
liselerin Onlinii agmistir. Agik lise, ortadgretim caginda oldugu halde yiiz yiize

Ogretim yapan Orglin egitim kurumlarina devam edemeyenlere yonelik bir egitim

kurumudur (Teker, 1995).

Calismadaki nitel bulgular katilimcilarin 4+4+4 egitim reformu ile uygulanan

kesintili egitimi tipki bir uzay mekigi gibi algiladiklarini gostermistir. Katilimer
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Ogretmenlerden biri sistemdeki her bir 4’ten sonra Ogrencilerin periyodik olarak
kapsiilden ayrilabilecegini ve ayrilan her kapsiille de 6grencilerin egitim sisteminden
kopacagini iddia etmistir. Bu goriis 1s181nda, 6grencilerin agik 6gretim programlarina
gonderilerek aslinda sistemin disina atildigir ¢ikariminda bulunmak miimkiindiir.
Baska bir ifade ile, okula devam etmeyen 6grenciler agik ortaokul veya liselere kayit
olmakta bu da bu 6grencilerin 6rgiin egitim hakkinin ellerinden alinmasina ve bu
bolgelerdeki esitsizligin derinlesmesine sebep olmaktadir (Tanrisevdi & Kiral, 2018).
Cam-Tosun ve Bayram (2015) da calismalarinda agik liselerin firsat esitligini
engellediginin altin1 ¢izmistir. Okullar arasinda ¢ok biiyiik farkliliklar oldugu bilinen
bir gergektir. Ancak ayni okullara giden Ogrenciler arasinda bile esitsizlik
engellenemezken agik lise uygulamasinin ¢ok daha derin esitsizlikler iiretecegi

calismada vurgulanan bir diger noktadir.

Lise 6grencilerinin devamsizlik yapmalari pek ¢ok nedene bagli olabilir (Pehlivan,
2006). Bu nedenlerin en One c¢ikanlar1 ise bireysel nedenler, cevresel nedenler,
kurumsal nedenler (Giil vd., 2016) okul yonetiminden ve 6gretmenden kaynaklanan
nedenler, akademik kaygidan kaynakli nedenler (Altinkurt, 2008; Yildiz & Kula,
2012), ailevi nedenler ve sosyo-ekonomik nedenlerdir (Saking, 2013). Acik liseye
gecen Ogrencilerin genellikle bilingsiz, egitime 6nem vermeyen ve sosyo-ekonomik
olarak alt siniftan gelen ailelerin ¢ocuklart oldugunu destekleyen pek ¢ok calisma
mevcuttur (Belen vd., 2021; Cuhadar-Oncii, 2017; Dag, 2018; Kivang & Kemerli,
2019). Para kazanmak, evin gecimini saglamak gibi sorumluluklart iistlenen lise
cagindaki ogrenciler orgiin egitime devam edememektedir. Tam tersine kendi istegi
ile agik liseleri tercih eden oOgrenciler sosyo-ekonomik olarak bir sikinti
yasamamaktadir. Hatta bu ¢ocuklarin iiniversite giris sinavina daha iyi bir sekilde
hazirlanabilmeleri i¢in aileleri bilingli bir sekilde agik liseye gegis konusunda onlar

desteklemektedir (Can & Sakalli, 2023).

Bu calisma dezavantajli okullarda yiiriitiildiigli ve ¢alismanin 6rnekleminde sosyo-
ekonomik olarak alt smiftan gelen ailelerin ¢ocuklar1 yer aldig1 i¢in devamsizlik
nedeniyle sistemin disina itilen ve agik liselere yonlendirilen 6grenciler konusunda

bilin¢li bir ebeveyn tercihi s6z konusu degildir. Bu baglamda liselerde o6zellikle
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ikinci donem devamsizligin artma sebebi olarak Ogrencilerin calismak zorunda
kalmalar1 diigtiniilebilir. Nitel analiz sonuglari, bu bolgede mevsimlik tarim ig¢i gocii
olmadig1 i¢in bu ¢ocuklarin ya ingaatta ¢alismaya ya da otellerde ¢alismaya gittigini
ortaya koymustur. Bu isleri tercih etme sebepleri verilen iicretin diger islere gore
fazla olmasi oldugu gibi barnma ve yemek ihtiyaglarinin da ¢alisilan yerde

karsilanmasidir (Ahsan & Duman, 2022; Tiim, 2009).

Ortaokul ve liselerdeki devamsizliklar ve bunun dogal bir sonucu olarak goriilen agik
ortaokul ve agik liseler (agik 0gretim) ile ilgili genel bir degerlendirme yapildiginda
acik ortaokul ve acik lise uygulamalarinin basarisiz oldugu ve egitim sisteminde var
olan sorunlara bir yenisini ekledigi sOylenebilir. Literatiir tarandiginda pek ¢ok
egitimecinin 4+4+4 egitim reformu ile getirilen bu uygulamay1 elestirdigine dair
sonuclara ulagsmak miimkiindiir. Ayrica bir¢ok arastirmaci agik lise uygulamasinin
ogrencileri, 6zellikle kiz 6grencileri, olumsuz sekilde etkiledigine iligkin goriislerini
paylasmistir (Kalkan & Giirses, 2017; Sugur & Savran, 2006). Camlibel (2015) de
benzer sekilde acik ortaokul ve agik lise uygulamalarinin kiz ¢ocuklarinin aleyhinde
olacagini, okullagma konusunda sorunlar yaratacagini belirtmistir. Ayrica Camlibel
acik ortaokul ve agik liselerin agilmasiin ¢ocuk is¢iligi ve ¢ocuk evlilikleri gibi
istenmeyen durumlarin &niinii agacagini iddia etmistir. Ozellikle 6gretmenler ve okul
mudiirleri egitimde firsat esitligini baltaladig1 ve 4+4+4 egitim reformu iizerinden
olumsuz sonuglar dogurdugu gerekcesiyle agik 6gretim uygulamasini elestirilmistir

(Tok, 2013; Topdemir, 2014).

Acik 6gretim uygulamalar kiz ¢ocuklari agisindan ¢cogunlukla olumsuz algilansa da
literatiirde bu uygulamalar1 olumlu degerlendiren caligmalar da bulunmaktadir
(Demiray, 2013;). Bu ¢alismalar, agik ortaokul ve lise programlarini 6rgiin egitim
olanagi bulamayan kiz 6grencilerinin kendilerini gelistirebilmeleri icin bir firsat
olarak yorumlamaktadir. Buna karsit goriis sunan aragtirmacilar ise okulun sadece
amagsizca gidilen bir yer olmadigini, orada sadece Ogretim verilmedigini ayni
zamanda c¢ocuklarin orada davranis degisikligi de kazandigin1 ve sosyal becerilerini
gelistirdiginin (Giiven, 2012) altim1 ¢izerek acgik Ogretim uygulamalarini siddetle

elestirmistir.
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Genel bir degerlendirme yapildiginda, ¢aligmanin sonuglari incelendiginde 4+4-+4
egitim reformu ile hedeflenen amaglara ulasilamadigi sdylenilebilir. Clinkii zorunlu
egitimi 12 yila ¢ikaran bu reformun amaglarindan en 6nde olanlar1 okullagsma oranini
arttirmak, toplumun ortalama egitim siiresini ylikseltmek ve okullasmada bolgesel
farkliliklar1 ortadan kaldirmak oldugu iddia edilmistir. Buradan hareketle, dolayl1 bir
sekilde dezavantajli Ogrenciler ile diger ogrenciler arasindaki farkin da ortadan
kaldirilmasinin amaglandigi da diisiintilebilir, ¢linkii okullasma oraninin diisiik
oldugu boélgeler dezavantajli 6grencilerin yogun oldugu bolgelerdir. Bu baglamda
kizlarin okullagma oran1 g6z 6niinde bulunduruldugunda aslinda okullagsma oraninin
artmadig1 hatta reformu takip eden yillarda acgik orta okullar ve liseler nedeniyle
okula devam eden ogrenci sayisinin azaldigi goriilmektedir (ERG, 2015). Acik
Ogretim (agik ortaokul ve lise) nedeniyle Ozellikle kiz Ogrencilerin okullagsma
oraninin olduke¢a diistiigii bilinmektedir (Kaya, 2019). Dolayisiyla okullasma orant
artmadig i¢in ve belli bir siire okula gidildikten sonra orgilin egitim sonlandirildigt
(Belen vd., 2021) i¢in ortalama egitim siiresinin de uzatildifindan s6z etmek

mumkuiun olmamaktadir.

Reformun okullagmada bolgesel farkliliklarin ortadan kaldirilmasi amacina da benzer
sebeplerden erisilemedigi sdylenebilir. Caligmanin yapildigi bolge okullagsma
oraninin az oldugu dezavantajli bir bolgedir. Bu bolgedeki ¢alismanin yiirtitiildigi
okullarda ogrencilerin 6zellikle kiz oOgrencilerin sayisinin diizenli olarak gozle
goriiliir sekilde arttigini sdylemek mimkiin degildir. Ayrica bir aydan fazla
devamsizlik yapan Ogrencilerin sayisinin da reform sonrasinda arttigini mevcut
calismanin sonuglar1 gostermektedir. Okula devam edilen giin sayis1 dogrudan
akademik basariy1 etkileyen bir gostergedir (Ozkan, 2018; Tekin, 2020). Dolayisiyla
okula devam etmeyen Ogrencilerin akademik basarilarinin diisiik olmasi1 beklendik
bir durumdur. Bu bolgedeki c¢ocuklarin ¢alismak i¢in okula gitmedikleri
diistintildiigiinde reformun aslinda bolgeler arasindaki farki kaldirmak amacina
hizmet etmedigi sOylenilebilir. Ciinkii dezavantajli bolgelerdeki dezavantajli
cocuklarin hala diizenli bir sekilde okula gidemedikleri bilindik bir gergektir. Ayrica
akademik basarinin bolgesel farkliliklardan etkilendigi diisiintildiigiinde (Atag, 2017)

dezavantajli bolgelerdeki dezavantajli 6grencilerin kaliteli bir egitim alamadigini ve
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bu nedenle de onlar i¢in egitimde firsat esitliginin saglanmadigini aksine egitimdeki

esitsizliklerin derinlestigini sdylemek de miimkiindiir.

4.1. Oneriler

Calismanin sinirliliklart géz oniinde bulundurularak gelecek arastirmalar igin gesitli

Onerilerde bulunulmustur.

Ik olarak, calismanin nicel bulgulari okullasma oranmimn reformdan sonra
artmadigini ve hatta diismeye basladigini  gdstermistir. Ote yandan, literatiir
tarafindan desteklenen nitel bulgular, 6rgiin egitimde olmayan eksik 6grencilerin
acik 6gretim programlarina kaydoldugunu gostermistir. Bu bilgiler 1s181inda, 4+4+4
egitim reformu sonrasinda Orgiin egitimden ayrilarak agik 6gretim okullarina kayit

yaptiran 0grenci sayisi arastirilabilir.

Ayrica, bu ¢alismanin nicel kismi1 dezavantajli 6grencilerin yogun olarak yasadigi ve
akademik basarida alt siralarda yer alan bir ilin merkez ilgelerinde
gerceklestirilmistir. Dolayisiyla bulgular sadece bu il¢elere genellenebilir. Bu durum,
bu ¢alismanin bir sinirliligidir. Bu sinirlilii agsmak icin gelecekteki calismalara farkli
sehirlerdeki dezavantajli okullar dahil edilebilir ve reformun bu okullardaki

ogrenciler lizerindeki sonuclari arastirilabilir.

Ucgiincii olarak, bu calisma devlet okullarina devam eden 6grencilerin verilerini
kapsamaktadir. Calisma, 6zel okullardan toplanan 6grenci verileri de dahil edilerek
yiiriitiilebilir. Ayrica, bu ¢aligmada elde edilen nitel bulgular, okula erken baglama
yasinin ¢ocugun sonraki egitim hayatin1 olumsuz etkileyecegini ortaya koymustur.
Bu sonucgtan hareketle, ileride yapilacak nicel aragtirmalarda, reformun yiiriirliige
girdigi yil (2012) 60-66 aylikken ilkokula baslayan ¢ocuklarin basar1 puanlari yillar
i¢inde izlenebilir. Ilkokuldan itibaren takip edilen ve su anda muhtemelen liseye
devam eden ayni ¢ocuklarin ortaokul basar1 puanlari, liseye giris sinavi puanlar1 ve

lise not ortalamalar1 analiz edilebilir.
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Son olarak, bu ¢alisma kapsaminda K12 6grencileri incelenmistir. 4+4+4 egitim
reformunun dezavantajli okullardaki ilkokul, ortaokul ve lise 6grencileri tizerindeki
sonuglart arastirilmis ve tartisilmistir. Gelecekte yapilacak arastirmalarda benzer bir
calismanin yiiksekogretimde de yapilmasi onerilebilir. Yiksekogretimde reformun
sonugclari, reformun uygulandigi yil (2012) ortaokul veya liseye baslayan 6grenciler
ile yiiksekdgrenimlerine iiniversitede devam eden Ogrenciler incelenerek

degerlendirilebilir.
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