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ABSTRACT

A GROUNDED THEORY OF SCHOOL AS A SOCIAL SYSTEM IN AN
ATYPICAL CONTEXT

Zeybekoglu Caligkan, Zuhal
Ph.D., Department of Educational Sciences
Supervisor: Assist. Prof. Dr. Yasar Kondakci

Co-Supervisor: Prof. Dr. Hasan Simsek

2011, 169 pages

This is a grounded theory study of school as a social system in an atypical
context. It was the aim of this study to develope context-specific theoretical
propositions to understand how a school as a social system looks like in an atypical
context, which is characterized by ethnic group, migrated groups of low socio-
economic status and low-level education.

A public school that shows these characteristics was chosen for the study. The
school is mostly populated by students coming from Roman community and
migrated families from northern and eastern part of Turkey. Data for the study came
from different sources, including unstructured observations, one-to-one interviews
with school principal and nine teachers, a focus group interview with nine parents
and analysis of different types of documents. Data collection and analysis went hand
in hand for the study.

The study produced five theoretical propositions that were found to connect to
a major process, which was called “breaking vicious cycle” by the researcher. These
propositions generally suggest that there is a kind of vicious cycle in the functioning

of a school in atypical contex that needs to be broken through making some

iv



collective changes in the daily life of school. For these changes to create a
transformation in the school, it was suggested that the concept of education and the
concept of school, as well as, teachers and principals’ role definitions should be

redefined in the light of radical and critical educational views.

Keywords: Constructivist Grounded Theory, Grounded Theory, School as a Social

System, Roman Community
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ATIPiK BIR ORTAMDA FAALIYET GOSTEREN BiR OKULUN SOSYAL BIiR
SISTEM OLARAK TEMELLENDIRILMIS TEORI CALISMASI

ZEYBEKOGLU CALISKAN, Zuhal
Doktora, Egitim Bilimleri Bolimii
Danisman: Yard. Dog¢. Dr. Yasar Kondake1
Es-Danisman: Prof. Dr. Hasan Simsek

2011, 169 sayfa

Bu calismanin temel amaci, temellendirilmis teori (kuram) kullanarak etnik
bir grup olarak Romanlarin, ve gd¢men ailelerin yasadigi sosyo-ekonomik diizeyi
disiik atipik bir ortamda faaliyet gosteren bir okulun sosyal bir sistem olarak
incelenmesidir. Calisma sonucunda ortaya c¢ikan duruma 6zgii veri temelli teorik
onermelerin hem teorik hem de yontemsel acidan alana cesitli katkilarda bulunacag:
ongoriilmiistiir.

Bu calisma icin yukarida bahsi gecen ozellikleri tasiyan, yani etnik bir grup
olarak Romanlarin ve Tiirkiye’nin dogu ve kuzeyinden Istanbul’a go¢ etmis ailelerin
cogunlukta oldugu, sosyo-ekonomik diizeyi diisiik bir bolgede faaliyet gosteren bir
devlet okulu secilmistir. Calismanin temel veri kaynaklarini okul ve c¢evresinde
yapilan gozlemler, okul miidiirii ve dokuz Ogretmenle birebir yapilan goriismeler,
Okul Aile Birligi tiyesi dokuz veli ile gerceklestirilen odak grup calismasi ve okula
iliskin elde edilen dokiimanlar olusturmustur. Calisma siiresince veri toplama ve veri
analizi ayn1 anda gerceklestirilmistir.

Calisma sonucunda arastirmacinin “kisir dongiiyii kirma” adim1 verdigi bir
siirecle baglantili bes teorik 6nermeye ulasilmistir. Bu 6nermeler atipik bir ortamda
faaliyet gosteren bir okulun isleyisinde kisir bir dongiiniin oldugunu ve bu déngiiniin

okulun giinliik isleyisinde yapilacak degisimlerle kirilabilecegini gostermistir. Bu
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degisimlerin gercek bir doniisiim yaratabilmesi icin, okul ve egitim kavramlan ile
Ogretmen ve miidiir rol tanimlarimin, elestirel ve radikal egitim sosyolojisi goriisleri

1s1inda yeniden tanimlanmasi gerektigi onerilmistir.

Anahtar Kelimeler: Yapilandirmaci Temellendirilmis Teori, Temellendirilmis Teori,

Sosyal Sistem Olarak Okul, Roman Toplumu
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CHAPTER1

INTRODUCTION

1.1 Background to the Study

The conceptualization of what a school is has considerably changed over the
years. The earlier thought of school as an isolated factory was replaced with a view
of school as systems (Hoy & Miskel, 2008). In the mid-20" century, the new
conceptualization of school as social systems gained momentum when it is taken for
granted that school is part of the environment and formal and informal aspects do
exist together and their interaction shape organizational behavior in schools (Owens,
2004).

Chance and Chance (2002) defined school as a social system as in the

following:

A school as a social system is composed of individuals and subsystems and
formal and informal structures in a complex network of interrelationships. As a
social system is impacted by internal or external events, it responds. A social
system seeks balance or equilibrium, within itself as well as between the social
system and the external environment (p. 69).

Such a framework helps us see schools with broader lenses that bring an order
and completeness to our understanding of school and how people behave in it
(Hanson, 2003). The analysis of formal and informal aspects of school life is
important to understand school as a social system at the outset. Generally speaking,
while formal aspects of school organizations include formal rules, organizational
roles authority, communication patterns, structural configurations and subsystems,
informal aspects are more identified with goals and values shared, informal
leadership, workplace relations, conflicts and personal issues like job motivation, job

interest and emotions. Essential to understanding these subsystems is visualizing



how they are all interrelated and interdependent to each other and to the whole
system. Yet it is not sufficient to see how parts are related to the whole, what is more
vital is to comprehend how each contributes for the effective functioning of the
whole system to keep it in balance (Hanson, 2003).

Social systems are open systems (Hoy & Miskel, 2008), and as Owens (2004)
contend it is not likely to think of school as a closed social system considering its
functioning. Interactions of formal and informal systems, as well as, interactions
between school and external environment are fundamental for schooling process that
basically goes through a cycle of events-input, transformation and output. The cycle
starts with school importing energy from the environment in the form of human
resources, materials to be processed to produce outputs such as educated young
people, educational services to be delivered to the environment again (Hanson,
2003).

Schools have to adapt the changes in the environment to survive and to
prosper. They live with their community outside their school building and they
cannot be separated from its environment (Owens, 2004). What school environment
encompasses or who actually is considered as part of the school community is
sometimes vague, but schools are advised to find a way to analyze its environment
(Levin & Riffel, 1998).

McCaleb (1997) defined school community as composed of three large groups:
children, their families and people working around school and having interaction
with families. Hoy and Miskel (2008), on the other hand, highlight social, political,
technological and economic forces in the external environment. Broadly speaking,
school environment refers to anything that is believed to have an impact on the
functioning of school system (Levin & Riffel, 1998). An important point in here is
that characteristics of school external environment can be different from that of
specific community (Goddard & Bohac-Clarke, 2007), or as others say local
community (Levin & Riffle, 1998) that school serve. Schools are expected to
comprehend the characteristics of their immediate communities to pursue
equilibrium in their relations with different constituents of the environment (Warren,
2005).

School leaders are the core people in schools. It is believed that their
understanding of the view of school as a social system is important because the

model has the potential to improve their leadership capacities. The model helps them



identify problems, make better decisions, manage conflicts and improve the relation
of school with its external environment (Chance & Chance, 2002).

It is salient that the view of school as a social system provides a comprehensive
and dynamic framework to understand the functioning of a complicated entity-
school. The concept of school as a social system has theoretically evolved over the
years. Two of the most well-known theoretical models contributed to the
development of the concept are produced as a result of the joint works of Getzels and
Guba in 1950s and later on Hoy and Miskel.

In their model Getzels and Guba identified two major dimensions for
organizations: idiographic and nomothetic. The idiographic dimension refers to the
human side of organization that differs from one to another. Nomothetic dimension is
related to the structural elements, which take pretty much similar configurations
across different organizations. Getzels-Guba model put emphasis on organizational
behavior that is the products of interplay between organizational roles that people are
expected to assume and personality of people fulfilling these roles. The equilibrium
between the needs of the organization and those of the people need to be sought if
organizations want to pursue effective and productive mutual relationship (Owens,
2004).

Hoy and Miskel’s model, compared to Getzels-Guba model, is larger in scope.
In their model they identified four mutually-related systems, namely structural,
individual cultural and political, in the context of teaching and learning that are all in
constant interaction with external environment. Behavior in school is the result of
interaction of all these organizational elements. In other words, “social behavior in a
school thus affected directly by at least four internal elements, or subsystems-
structure, individual, culture, and politics-all occurring in the context of teaching and
learning” (Hoy & Miskel, 2008, p. 33).

Both models provide a useful framework to understand school organizations.
However, they are too general. The literature review yielded few studies that used
the model to analyze a school organization. The model lacks evidences for how it
works in different contexts. There is a need to show that the model of school as a
social system can be conceptually and theoretically improved or extended to create a
fit between the model and the school organization. In other words; development of

theoretical propositions for the different variation of the model can enhance its power



as a theoretical construct to understand school systems, especially the ones in
atypical contexts.

This can be achieved with a research model that has the power to add
theoretical value to the model of school as a social system. Glaser and Strauss
(1967) put forward that grounded theory can be an ideal method to develop an
original theory or improve or extend an existing theory through making conceptual
and theoretical propositions driven by data. Grounded theory (GT) is data-driven
research method that aims to develop theory through the analysis of what is
happening and how people behave in a research setting. It sets explicit and flexible
guidelines of data collection and analysis to construct theoretical propositions
genuinely based on data (Charmaz, 2006).

The aim of this study was to carry out a grounded theory study of a school as a
social system in an atypical context. At the end of the study it was intended to
develop theoretical statements pertaining to contextual factors, actions and processes
that affect the functioning of school as a social system. Grounded theory, especially
constructivist grounded theory underpinned by pragmatist philosophy and symbolic
interactionism fitted very well with the aim of the study for three reasons.

First of all, according to constructivist grounded theory developing close
relations and getting familiarity with the research site and participants and to produce
contextually useful and applicable knowledge are essential to research. In this study,
investigation of school as a social system could not be realized without getting
familiar with the context. Secondly, sensitivity to meaning and process and emphasis
on words and actions (Charmaz, 2005) in constructivist grounded theory are great
assets for this study. The main emphasis in this study was to investigate the
organizational actions and processes to present theoretically rich contextual
explanation for how an atypical school operates as a social system. Thirdly, the
ultimate aim of GT studies is to generate a theory or develop an existing theory based
on research-based data (Glaser & Strauss, 1967).

Thus, investigation of an atypical school as a social system through employing
grounded theory has revealed a new contextually useful theoretical variation of the
model and made a contribution to the existing theoretical explanations.

This study focused on an atypical context that is characterized mostly by an
ethnic group, Roman students. Little is known about Roman students in the literature.

They became a topic of interest after United Nations Convention on the Rights of the



Children signed in 1989 that forced some European countries-especially Central and
Eastern European countries that were undergoing democratization attempts-ponder
the ways of increasing Roman children’s participation to school (Kyuchukov, 2000).
Attempts have been made to introduce Roman culture and their langauge to
education systems, but school drop outs, low academic achievement and problems
stem from differences between Roman culture and school culture are still the major
problems to be resolved in not only in Central and Eastern European countries but in
all other European countries that have Roman population as well (Gomes, 1999).

In the Recommendation adopted in 2000 by the Committee of the Ministers of
the Council of Europe regarding the Education of Roman children in Europe, it is

acknowledged that:

There is an urgent need to build a new foundation for future educational
strategies toward the Roma/Gypsy people in Europe, particularly in view of the
high rates of illiteracy or semi-literacy among them, their high dropout rate, the
low proportion of students completing primary education and the persistence of
features such as low school attendance (Liégeois, 2007, p. 15).

There seems to be consensus that more research is needed about Roman
children and their schooling experiences. This is vital to provide them more
educational opportunities in European education systems and to develop an
understanding that Roman children do not pose challenges neither for school nor for
the European society as a whole (Gomes, 1999; Kyuchukov, 2000; Liégeois, 2007).

In Turkey, on the other hand, when the related literature is reviewed and thesis
database provided by Higher Education Council is examined, it was seen that there
are some sociological and urban studies related to Roman neighborhoods and
people’s life styles living in those areas. However, it was seen that Roman people in
Turkish education system were highly neglected in master or doctoral studies
(Higher Education Council, 2009).

Like master and doctoral studies, other published studies were also conducted
to determine the profile of Turkish Romans in terms of their participation to political
life, their perceptions of some current issues and the problems they encounter in their
daily life. In these studies, the necessity of more studies on Roman people is also
highlighted (Kolukirik & Toktas, 2007; Toprak, 2007, Kolukirik, 2009) with a focus

on their educational life (Arayici, 1999). There is a need for research that focus on



schooling experiences of Roman children living in Turkey considering the

substantial number of Roman people living in Turkish society.

1.2 Purpose of the Study

In academic studies the sources of research problems can be varied. The
suggested or assigned research problem, the technical literature, and personal and
professional experiences are three general sources for finding a problem of a
research. While especially for doctoral students, advisors’ suggestions for research
can be a valuable source, for some other researchers, gaps or missing points about a
well-known topic may be the primary motive for doing a research. Sometimes what
trigger researchers can be simply problems or cases they have experienced in their
personal or professional life (Strauss & Corbin, 1990), as it is the case in this study.

The purpose of the study was to use grounded theory to investigate the school
as a social system living in an atypical context which is characterized by ethnic and
migrated groups of low socio-economic status (SES) and low-level education.
Through the analysis of the patterns of activities and behaviors of school principal,
teachers, students and parents, the study aimed to illuminate the practices that are
effective for schools that are ethnically mixed in an economically developing country
where democracy for all has been like an unfulfilled prophecy for generations. The
development of substantive-level theoratical propositions pertaining to the
functioning of a school as a social system in an atypical context was presented at the
end of the study.

Charmaz’s constructivist approach to grounded theory guided the study.
However, this does not necessarily mean that her model was strictly followed. It is
against the nature of the constructivist grounded theory to pursue a pre-determined
step-by-step research process as one of the hallmarks of constructivist grounded
theory is the flexibility in every phase of the study. That is why; in this study earlier
interpretations of grounded theory were used, as well. Charmaz (2006) was referred
more than the fathers of grounded theory-Glaser and Strauss and any other prominent
grounded theory researchers because her interpretation of grounded theory marries it

with constructivist thinking.



1.3 Significance of the Study

There is a growing body of literature related to the application of grounded
theory to investigate different educational concepts and processes. However,
grounded theory and the investigation a school as a social system has not been
juxtaposed before. Through the application of GT, this study will develop a
conceptual framework to understand how a school as a social system looks like in an
atypical context, which is characterized by ethnic and migrated groups of low socio-
economic status and low-level education.

The theories of school as social system are too general; thus, they are lack of
context specific evidences and explanations. This study provided context-specific
theoretical propositions for school as a social system, which is characterized by
ethnic and migrated groups of low socio-economic status and low-level education.
The substantive-level theory that appeared at the end of the study will broaden our
understanding about the functioning of school as a social system living in an atypical
context.

Secondly, as it was presented before, there is a need for research about Roman
students’ education process in countries, especially in European countries that are the
home of Roman population over the years. In Turkey, the situation is similar to the
one in European countries because little is known about the schooling experiences of
Roman people living in Turkey. This study shed light on the schooling experiences
of the Roman community living in Sulukule neighborhood in Istanbul. What
emerged at the end presents a general outlook of Roman children’s educational life in
Turkish context. This will also yield to comparative studies about Roman people
living in different parts of the Turkey and European countries.

The study has not only theoretical value but methodological value as well. The
study will make a contribution to the existing empirical knowledge base of grounded
theory in the field of education. The literature of GT in education is full of theoretical
papers, many of which do not go beyond descriptions, guidelines and suggestions.

This study will show how the application of GT looks like in a real context.



1.4 Definition of Terms

Atypical school context: In this study atypical school context refers to a
school community that consists of ethnic and migrated group of people with lower

socio-economic status and low-level education.

Atypical school: Terms “atypical school context” and “atypical school” are
used interchangeably. When it is used as “atypical school”, it denotes the school

living in an atypical school community and reflecting the characteristics of it.

Grounded Theory: Grounded theory methods are a set of flexible analytic
guidelines that enable researchers to focus their data collection and to build inductive
middle-range theories through successive levels of data analysis and conceptual

development (Charmaz, 2005, p. 507).

Constructivist Grounded theory: A constructivist grounded theory adopts
grounded theory guidelines as tools but does not subscribe to the objectivist,
positivist assumptions in its earlier formulations. A constructivist approach
emphasizes the studied phenomenon rather than the methods of studying it.
Constructivist grounded theorists take a reflexive stance on modes of knowing and

representing studied life (Charmaz, 2005, p. 509).

School as a Social System: As a social system, the school is characterized by
an interdependence of parts, a clearly defined population, differenciation from its
environment, a complex network of social relationships, and its own unique culture

(Hoy & Miskel, 2008, p. 22).



CHAPTER 11

REVIEW OF LITERATURE

This chapter consists of four parts. The first part presents definitions of system
view and social system with a special reference to school organization. The second
part is a brief look at the well-known models of school as a social system. The third
part will present previous studies on schools in atypical context, with a reference to
Roman communities in Europe and Turkey. Finally, the last part is the brief review

of grounded theory that provides the basis of the study.

2.1 System View and Social Systems

School is a natural system that is composed of various social systems encircled
by continuously multiplying and changing inner and external dynamics, demand and
contingencies (Hoy & Miskel, 2008). To study how such a complex and intertwined
system function, it is deemed necessary to understand what “system’” means and how
different concepts and frameworks pertaining to systems theory have evolved in
time.

System is the complicated but interrelated parts of the whole,

a configuration of parts or components connected and joined together in a web

of relationships. By this joining and integration, they are creating emerging

properties that are the properties of the whole system rather than its parts

(Banathy, 1992, p. 10).

Systems view provides a way of seeing the world as composed of different
interacting parts connected to a complex whole. It can be used to understand
different phenomena (Anderson, 1974) because it alludes understanding of purpose
and meaning behind multiple interactions and relationships (Banathy, 1992).

The view of school as a system focuses on the parts that constitute the whole

school, interrelatedness and interrelationships among these parts. There are three



systems view that broadens our understanding of school organizations: general
systems theory, open systems theory and social systems theory (Basaran, 2006).
Introduced by 1951 by biologist Bertalanffy, general systems theory seeks to show
structural similarities between physics, biology and human to find general principles
that are applicable to different sciences. It emphasizes holism and organism
(Bursalioglu, 1997). Any living or non-living organisms are systems and there exists
ten systems in the world: elemental inter-action, static, mechanic, automatic, simple
self-maintanence, plant, animal, homo sapiens, organization and transcendental.
These are all systems because each of them consists of interrelated parts and takes
inputs from the environment and turns them into products through a transformation
process to achieve pre-determined aims. General systems view emphasizes that
these systems are all open (Boulding, 1956, as cited in Basaran, 2006 p. 74).

Open systems view was further developed by Katz and Kahn (1978). They
defined nine common characteristics of open systems. These are put as in the

followings:

1. Importation of energy. Open systems take in energy from the outside
environment in the form of people, materials, and information.

2. The throughput. Open systems transform the imported energy.

3. The output. Open systems export a product into the outside
environment.

4. Cycles of events. In open systems, the pattern of activities is recycled.
The export of a product furnishes energy for the cycle to repeat.

5. Negative entropy. Entropy, a law of nature, stipulates that all forms of
organization move toward death or disorganization. Because the open
system can import more energy than it uses, it can survive and expand.

6. Feedback. Information provides signals from environment, and
negative feedback indicates deviations from what environment desires.
This is a control mechanism.

7. Dynamic homeostasis. There is a continuous inflow from the
environment, but the ratio tends to remain relatively equal. This
process serves to preserve the character of the system and to maintain it

in equilibrium. However, the goal of organization is not stationary.
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8. Differenciation. Open systems tend toward elaboration of roles and
specialization of function.

9. Equifinality. Multiple means to the same ends exist within open
systems (Katz & Kahn, 1978, as cited in Lunenburg and Ornstein,
2008, p. 201).

The open systems view to school shows that there is a continuous interaction
between school and the environment. School-environment relations gain important. It
is likely to say that the quality of this relationship largely depends on the quality of
input and how well they are transformed and turned into quality product by the
school.

As in other organizations, in school people come together to achieve a common
goal and this gives the system social characteristics. What is social system then?

Anderson’s definition of social system is easy to grasp:

A social system is a special order of system. It is distinct from atomic,
molecular, or galactic systems in that it is composed of persons or groups of
persons who interact and influence the behavior of each other. Within this
order can be included families, organizations, communities, societies and
cultures. The social system model must be validly applicable to all forms of
human association (Anderson, 1974, p. 8).

From the definition, it is obvious that social system is the whole of the
interaction of different people who are connected to each other. In any social
system, there are common goals, relationships and collaboration among its members
who are expected to assume pre-determined roles (Basaran, 2006).

Loomis (1960) talks about nine elements of a social system, including belief
(knowledge); sentiment; end, goal or objective; norm; status-role; position-rank;
power; sanction and facility. In another sources, the elements of social system are
listed as boundaries, people, open exchange of information between the social system
and the external environment, norms, roles and expectations, interdependence
(Chance & Chance, 2002; Owens, 2004).

School has all the characteristics that other social systems carry. Thus school
as a social system is composed of people, structure, formal and informal many
subsystems that they all interact each other. School is also sensitive to external inputs

because as open system it constantly interacts with its environment. Like other social
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systems, school is normative. That means people are expected to behave according to
their roles and established rules within the school. Social systems can be fragile to
internal or external inputs that can hinder healthy and effective functioning, so,
maintaining a balance must be an ultimate aim of school (Chance & Chance, 2002).

According to Hallinan (2004), the study of school as a social system can be
managed in three ways. In the first one, the class as a social system is taken as a unit
of analysis with students, teachers, formal and informal groupings. In the second one,
the school itself can be seen as a social system. In any school, many subsystems
exist, including administration, school staff, students, counseling or many other
departments. In the third one, school is considered as part of the bigger system,
social system of society.

Coleman (1990), on the other hand, claims that social systems can be studied in
two different ways. In the first one, school is the unit of analysis and within this
system either samples or only one social system can be taken and observed for a
certain period of time. In the second one, the emphasis is shifted to internal processes
among different subsystems that constitute the social system (as cited in Hallinan,
2004, p. 13556).

The view of school as a social system helps us understand that school functions
in a continuously changing environment and interacts with other social systems. It
also helps us understand that school is composed of interdependent parts that operate
at different levels (Banathy, 1992). The analysis of literature on school as a social

system and produced the following assumptions:

1. Social systems are open systems: Schols are affected by state mandates,
by politics, by history, and a host of other environmental forces.

2. Social systems consist of interdependent parts, characteristics, and
activities that contribute to and receive from the whole: When the
principal is confronted by parental demands for new courses, not only is
the principal affected directly but also the teachers and students are
affected.

3. Social systems are peopled: teachers act on the basis of their needs,
beliefs, and goals (motivations) as well as their roles.

4. Social systems are goal oriented: Student learning and control are just
two of many school goals, but the central goal of any school system is the
preparation of its students for adult roles.

5. Social systems are structural: Social systems have division of labor (e.g.,
math and science teachers), specialization (e.g., teachers, guidance
counselors, and administrators), and hierarchy (superintendent, principals,
assistant principals, and teachers).
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6. Social systems are normative: Schools have formal rules and regulations
as well as informal norms that prescribe appropriate behavior.

7. Social systems are sanction bearing: Schools have formal mechanisms
such as expulsion, suspension, termination, tenure, and promotion as well
as informal sanctions that include the use of sarcasm, ostracism, and
ridicule.

8. Social systems are political: Schools have power relations that inevitably
affect administrator and teacher activities.

9. Social systems have distinctive cultures: Schools have a dominant set of
shared values that influence behavior.

10. Social systems are conceptual and relative: For one purpose, a classroom
can be considered as a social system, but for other purposes, the school or
school system may be viewed as a social system.

11. All formal organizations are social systems: But all social systems are not
formal organizations (Hoy and Miskel, 2008, p. 23)

With the above assumptions in mind, school organizations cannot be
visualized as a closed system where there is little interaction between the school and
the world outside. People are one of the important elements of school systems
because as Bursalioglu (1997) said school organizations are complex systems that are
heavily peopled. It is difficult to estimate and control human behavior in the system.
The role of people for the functioning of the school as a system can not be neglected.
That is why; it is extremely important to meet people’ needs and expectations if we
want all subsystems work effectively to achieve the ultimate aim of the whole
system.

When we look at the Turkish education system, it is seen that the traditionally
centralized characteristics of the system affects the school as a social system. It gives
the system a more structured, normative, sanction bearing and political
characteristics. It makes the system more susceptible to environmental forces in the
form of centralized policies, practices and regulations. The role of people in school

is mostly shaped by all these characteristics of school system.
2.2 Models of school as a social system

The views of school as a social system has been elaborated and put into a
systematic whole in the work of some eminent scholars, who have made significant

contribution to our understanding of school as a social system. In the following the

development of social systems theory over time have been presented in time order
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with reference to the Getzels-Guba model, the expanded version of Getzels-Guba

model and lastly the Hoy and Miskel’s model of school as a social system.

2.2.1 The Getzels-Guba Model

Social systems theory owes a lot to the work of Getzels and Guba through the
end of 1950s. Their model is based on two broad dimensions called idiographic
(personal) and nomothetic (organizational). The idiographic dimension includes
needs, wants and personalities of people in the organization. The nomothetic
dimension includes pre-determined roles, bureaucracy and expectations. The model
suggests that the interaction between personal needs and organizational goals shape
organizational behavior, which in turn, contributes to the development of
organizational culture (Chance & Chance, 2002).

In Getzels-Guba model an emphasis is given to the extent of interplay between
organizational and personal dimensions to produce appropriate organizational
behavior. Like in other organizations, in schools organizational positions are created
with certain role expectations. People occupy different positions in schools having
known that they are expected to behave according to job descriptions written for each
posts and to show the performances specified for each job. The individual needs,
expectations and wants of people holding positions in schools inevitably have a
bearing on how they behave and perform. Thus there is a dynamic interaction
between organizational requirements and personal needs in producing organizational
behavior. If there is a fit between these two, organizational effectiveness and
individual efficiency are likely to be achieved in schools (Lunenburg & Ornstein,
2008; Owens, 2004).

Social systems are open systems but this model does not put emphasis on the
openness of school. There is too much emphasis on the interplay between personality
and organizational roles and this takes the attention away from the role of the
environment for school organizations (Lunenburg & Ornstein, 2008). This is taken

into consideration in the later versions of the model.
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2.2.2 The expanded Getzels-Guba models

Getzels-Guba model was first extended by Getzels and Thelen in 1960. In this
model, school organizations are conceived of living in a larger environment. Changes
in the environment make school respond by giving either static or dynamic reactions,
two of which have different impact on school-environment relations. Static reactions
intend to keep school-environment relations in a constant state. In other words, status
quo is maintained. If a school gives a dynamic reaction, this necessitates adaptation
of school to the changing circumstances in the environment (Owens, 2004).

Another attempt to develop Getzels-Guba model came from Abbott (1965)
who extended the Getzels-Guba model in three aspects. First of all, he added a third
dimension, work group or transactional level to the existing two dimensions. Work
group component refers to people whose organizational role and their personality
come together informally to affect the everyday functioning of school. Informal
norms and patterns of organizational behavior adopted by the work groups can cause
equilibrium or disequilibrium in the system depending on their harmony with formal
norms and behaviors.

Secondly, Abbott managed to show how internal and external feedbacks
influence the input-output process. There are some external things that school has
little or no control and it is of particular importance to their likely impact on the
operation of school.

Thirdly, he took a broader perspective for idiographic dimension and added
motivation as an important element of idiographic dimension. He assumed that
affected by personality and personal needs, motivation influences the relationships in
the organization. Thus the critical point for school leaders is to find the most suitable
ways of motivating people in the organizations (Chance & Chance, 2002).

In 1970s, Getzels made a further attempt to expand his model through defining
six different communities to show the value of cultural setting for the school as a
social system. In Getzels’ terms, local community, administrative community, social
community, instrumental community, ethnic community and ideological community
are in place and their effects on school are gaining more importance every day

(Lunenburg & Ornstein, 2008).
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2.2.3 Hoy and Miskel’s School Social System Model

Hoy and Miskel (2008) developed a social system model for school that
focuses on both formal and informal parts of schools that are closely interconnected
and how behavior in school organization is shaped as a result of the interactions
between the two. In the model it is taken for granted that school is an open system
interacting with its environment. When compared with the previous theories of
school as a social system, this model provides a more comprehensive framework that
enables us to comprehend the functioning of different subsystems for whole school
system and the inevitable role of external environment in the survival and
maintenance of such a suprasystem.

In the model Hoy and Miskel (2008) defined three large subsystems that are
composed of different parts. Internal subsystem, technical core and environment are
interrelated each other for the smooth functioning of school organization. Internal
subsystem is the name given to four internal elements of a school system: structure,
individual, political and cultural. Technical core, on the other hand, is basically
teaching-learning process, the very essence of the existence of school organizations.
As its name suggests, environment refers to any outside factors interfering the
functions of internal elements and technical core.

The components of the Hoy and Miskel’s model of school as a social system
are explained below.

Structural system: In any system, structure is the key component that holds the
system together. Hoy and Miskel (2008) used the term bureaucratic expectations to
elaborate the formal configuration of organizational roles, positions, hierarchy of
authority, and rules that shape the behavior in schools. School professionals in the
school are expected to obey the rules such as arrival and leave time, duties, lunch
intervals, dressing code, etc. that apply to everybody working in the school and to
carry out the tasks as defined their formal roles in the school.

Today the focus of studies related to organizational structure has shifted from
how much structure to what type of structure because the type of structure is of
significance for the operation of school and the behavior of people connected to
school. Therefore, one of the main structural concerns is to determine whether
enabling or hindering structure that should be configured to facilitate the operation of

schools and to hold people together (Hoy & Miskel, 2008).
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Hoy and Miskel (2008) proposed a typology for school structures. There are
four types of school structures, including chaotic, authoritarian, Weberian and
professional. In chaotic structure, school is defined with immensely politicized
power that calls for order. When a school shows a chaotic structure, there is always a
need for a more authoritarian structure to place formal rules and goals in that school.
In authoritarian structure, school administration controls everything, set the rules,
makes the decisions and teachers are expected to obey the formal rules and decisions.
An authoritarian structure leaves no room for informal relations. They said that
“...movement from a chaotic structure to an authoritarian one is relatively
straightforward. The challenge, however, of moving an authoritarian school structure
to a Weberian one is much more difficult” (p. 103). Unlike authoritarian structure,
Weberian structure combines both formal and informal properties of school
organization in a simple and stable environment. Teachers are given more voice but
not as much as when it is compared to professional structure. As teachers are given
more power, the structure becomes horizontal, the role of administrator in the school
shifted from the primary source power to the facilitator. Though ideal, schools with
professional structure is few but their number will increase in the future if teachers
are given more power in the administration of schools.

Individual system: In social systems people do not exist to fulfill a determinate
role; each individual in the system has their unique personalities, needs, aspirations
and goals, all of which influence their behaviors in the organization and thereby, the
function of the whole system (Owens, 2004). In other words, people do not act
according to the existing formal rules that govern life at school only. By being
member of school organization, their agreement to obey the rules is taken for
granted. However, the way people behave and the way they carry out their role at
school are particularly influenced by their needs, beliefs and cognitive understanding
of their role in school. All these have bearings on work motivation, which is
undoubtedly found to have an effect on functioning of school as a whole system
(Hoy & Miskel, 2008).

Owens (2004) illuminates that role theory can be a starting point to understand
behaviors of people in school. Like the actors on stage, teachers, for instance, have a
certain role requirements to fulfill, but people’s behavior in school can change
depending on the context. Some school contingencies cause differences in behaviors.

Hoy and Miskel (2008) formulate how behavior (B) in school shapes as a result of

17



the interaction between structure (S) and individual (I) as in the following: [B= f
(SxD)]. This formula is affected by the type of the organization, the job and the
person involved. Let’s take an example of private and public schools, for which some
different regulations exist in Turkish education system. In private schools the
individual needs tend to be more influential in the interaction, whereas, in public
schools vice versa may be more apparent.

Ubben, Hughes and Norris (2001) put forward that for a school organization to
function smoothly, it is imperative that the role definition of a job and individual
needs of teachers be met though it is difficult. They also ask three question when
they look at school as a social system with a more emphasis on school principal as an

individual in school:

1. What does the group expect the organization to accomplish and what
expectations does the group have for the individual within the leadership
role?

2. What do individual members and subgroups expect from the organization and
its leader and from each other?

3. What does the leader expect from the organization, its members, and himself
or herself as the leader?

Cultural system: Social systems have their own culture. School is a formal
organization governed by formal rules, sanctions and rewards. Beyond that, school is
a network of social groups that have shared informal rules, norms and values. Both
formal and informal patterns of behavior of conduct are entailed to shape
organizational behavior and regulate the daily life at school (Hoy & Miskel, 2008).

Although sometimes used interchangeably, care should be given to the
differences between school culture and climate. While climate addresses perceptions
of people related to school, culture is entirely about shared assumptions, values and
norms. Organizational culture is the result of the interaction between structure and
people in a specific organization. All organizations have their own distinctive culture
because the interaction of structure and human elements does not happen to the same
way, therefore, different shared values, beliefs and norms are emerged in each
school. In addition to the structure and individuals, culture shapes behavior in school,
too. The type of culture is as important as the kind of structure. Like hindering

structure, negative school culture has adverse effects on the functioning of whole

18



system on school, and like enabling structure, on the other hand, positive school
culture is an important asset of any school (Hoy & Miskel, 2008).

Cheng and Cheung (2004) drew attention to the prominent role of school
culture in terms of educational quality and school effectiveness. Their study with a
sample of 63 primary schools in Hong Kong showed that in schools having a
stronger school culture, teachers were found to have positive attitudes towards each
other and their job and their morale and job commitment were reported to be
satisfactory. These are all inevitable impacts on school effectiveness and quality.

Political system: Politics is considered as a natural aspect of school life
because it is power relationships that shape the behavior and relations in school.
Organizational power comes from legitimate and illegitimate sources that are vested
in administrative behavior of school principal. Legitimate power is given to
principals because of their formal position and others in the school are expected to
acknowledge it. School principals have to exercise their legitimate power to manage
and control school, not to satisfy their own personal needs of being liked or respected
by their subordinates. But those with desire to build coalitions and networks around
them do not always use their power to play politics for their own sake. In addition to
legitimate power, school principals sometimes resort to political power to manage
conflicts, to facilitate decision-making process or to deal with resistance to change
(Hoy & Miskel, 2008).

In their famous book “Reframing Organizations: Artistry, Choice, and
Leadership”, Bolman and Deal (2003) used the metaphor of “arena” to define
organizations. With divergent interests, desires and objectives, people from inside
and outside come together and try to play the game according to their own rules. This
perspective to school justifies why school principals have to play politics to ensure
resources and support for the smooth operation of their school.

Hoy and Miskel (2008) believe that their model is a powerful perspective for
school effectiveness, accountability and improvement. In a study conducted in
Nigeria, the relationship among the elements of internal subsystem given above is
examined to see if they have an impact on school effectiveness as Hoy and Miskel
suggested. It was found that four internal elements in the model are closely related to
school effectiveness (Omolade, 2007).

Technical core: As a social system, school exists to achieve some goals. In

school the mere existence of schools is teaching and learning and all subsystems
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exist to serve this basic mission of school (Hoy & Miskel, 2008). Schools can make
difference and achieve improvement through teaching and learning. As a matter of
fact, research results show that and any improvement endeavors without a focus on
teaching-learning process are likely to fail. In other words, all other elements of
organization exist to produce effective and successful learning and teaching to occur
in schools (Hopkins, 2001).

Input-transformation-outcome-feedback cycle: Schools operate through a cycle
of events according to systems view. The cycle starts with exporting inputs from the
environment in the form of human and capital resources, knowledge, materials and
methods and financial resources. Environmental constraints like policies, legal issues
and characteristics of local community are also considered as input because they
restrain the quality of transformation process, which basically includes
administrative processes and technology that converts inputs into some sort of output
to be delivered to the external environment. At the end of the transformation process
the ultimate aim is to raise educated citizens, who, in turn, will have positive impact
on the quality of input for the following cycle of events. School produces such
outputs as student achievement, teacher performance, personnel-administration
relations, school-community relations, etc. that meet the expectations of internal and
external environments (Lunenburg & Ornstein, 2008).

As it was defined “ ...internal and external feedback reinforces appropriate
organizational behavior. When there is a discrepancy between expected and actual
outcomes, the feedback loops inform individuals and groups inside and outside the
system (Hoy and Miskel, 2008, p. 33). This suggests that feedback is essential to
determine if internal school systems are congruent with each other and if the quality
of the outputs satisfies the external environment. To understand that, internal and
external feedback loops should be activated and monitored regularly. Internal
feedback can be positive or negative depending on the approval of the behavior by
the formal and informal aspects in school, whereas, external feedback deals with the
environmental reactions to school outputs.

School environment: As a social system school is surrounded by continuously
multiplying and changing inner and external dynamics, demand and contingencies

(Hoy and Miskel, 2008).
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As Jazzar and Algozzine (2006) noted:

Like the rings on a tree trunk, the school is located in the middle ring. As we
move away from the school, we see multiple rings increasing in distance and
size from the middle ring...The tree trunk’s rings illustrate the boundaries
between the various suprasystems but also demonstrate their closeness to and
influence on the whole system. (p. 23)

It is in the environment that school can find opportunities but threats as well.
That means the operation of school and individuals’ behaviors are highly susceptible
to environment. School environment is a broad concept that includes not only people
or bodies that have direct impact on school but also external forces happening
outside world that have noticeable indirect effect (Hoy & Miskel, 2008).

School environments are getting more diverse in terms of SES, ethnicity,
language, gender and religion. School administrators are suggested to analyze these
contextual varieties and take necessary precautions; otherwise, all these and other
contextual factors can hinder the effective functioning of school (Billot et.al, 2007).

Figure 1 shows the model of school as a social system. Hoy and Miskel
managed to provide the most recent and detailed framework for the analysis of
school as a social system. In this model emphasis is given to the interaction among
internal elements happening in the context of teaching-learning as well as the
interaction between internal elements with school environment. Their model
deserves a special treatment because unlike many of these organizational frameworks
that were originally created for corporate organizations, as Omolade (2007)
suggested Hoy and Miskel’s model was genuinely designed for school organizations.

The view of school as a social system provides a dynamic and vibrant picture
of internal and external dynamics of school. It helps us see school as a whole of
interdependent subunits. It also helps us locate school in a bigger environment and its
value for the society (Hallinan, 2004).

This study is a grounded theory of school as a social system living in an
atypical context. The term “atypical context” in here refers to ethnic group, migrated
groups of low socio-economic status and low-level education. In the following the
experiences of schools having similar characteristics will be elaborated to understand

the situations in these schools.
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2.3 Schools in Atypical Contexts

Schools in inner city or urban contexts pose challenges for policy makers,
school principals, teachers and people living in the school communities (Glickman &
Scally, 2008) because of their student intake who were found to manifest or live

with:

—

low, distorted academic expectations

2. nominal understanding of the ramifications of not acquiring a good education
and minimal vocational aspirations

3. minimal adult supervision and relationships

4. cultural dissonance with the middle class and cultural isolation from othe
cultures, generally

5. early, strong peer socialization, aspects of which are negative

6. forms of social, psychological and physical depriviation as derivatives of
extreme poverty

7. common exposure to drugs and violence

8. neighboring settings that are relatively small in size but densely populated,

self-contained, and strongly bounded, resulting in high degrees of territorial

behavior (Howey, 1996, as cited in Howey, 1999).

It has long been argued that urban or inner city schools that are marked with
high poverty and high minority suffer from persistent academic failure and change is
indisputable for these schools. As the characteristics of these schools are concerned,
change must be linked to school community (Warren, 2005). Schools have to
understand their unique local community and what this means for their internal
functioning. Whereas school principals need this information to create school-
community collaborations for what to and how to change school (Riley, 2005),
teachers need it to contextualize their instruction accordingly (McNaughton & Lai,
2009).

Research show that some of these schools have managed to show progress in
term of student learning and success. In their study, Strand and Winston (2008)
showed that holding high educational aspiration is positively related to high
academic achievement. In their mixed-method study, they focused on five ethnically
mixed inner city secondary schools that have three common characteristics: student
abseenteeism, low academic results on exams and low rates of graduates attending
high school after compulsory education. The results of the study presented the

relationship between ethnicity and the level of educational aspirations. Compared to
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White British working class children, students with ethnic minority origin were
found to have higher educational aspirations. The educational aspiration of families
was defined as a significant factor that differenciated students’ level of educational
aspirations and thereby their likely success at school. This presents that in atypical
context, minority parents can facilitate their children’s education and this can have a
significant effect on their school success (Goddard & Bohac-Clarke, 2007).

According to research results, what makes high minority and low-SES
schools exceptionally successful is teachers’ desire to take responsibility and show
commitment to students’ learning; teachers’ sufficient content knowledge and
teaching skills and practices to improve their instruction (White-Smith, 2004; Brown,
2007, McNaughton & Lai, 2009 ); teachers’ knowledge about the community that
school serves to improve and adjust their teaching to the context (McNaughton &
Lai, 2009); and a well-established discipline strategy and clear academic and
behavioral expectations for students and teachers in the school (Brown, 2007).

Although research shows the significance of assuming responsibility for
students’ learning, not all teachers can be willing to do this and teachers’ collective
responsibility could be lower in low-SES and high-minority schools (Halverson, Lee
& Andrade, 2009). This can be attributed to two reasons that are inextricably linked.
First, teachers are usually not prepared well to teach in these schools. Second,
teachers can develop biases against cognitive capacity of students attending these
schools and lower their expectations from these students respectively. Specially
designed pre-service training programs can help teachers deal with their own biases
(Howey, 1999).

In this respect, it may not be wrong to say that the role of school leaders
becomes critical in atypical schools. They can help teachers, especially novice ones
who come to school having no training that prepare them to teach in these schools.
Research yielded effective leadership qualities that work in atypical contexts. School
leaders can make teachers assume more responsibility and increase student learning
and school success. It was found that instructional leadership practices (White-Smith,
2004; McNaughton & Lai, 2009), shared and distributed leadership that is exercised
in a way that put high emphasis on human needs, empowerment and positive
relations among school staff (Harris, 2002) or transformational leadership with a
more focus on parental participation to school (Giles, 2006) work effectively and

enhance students’ learning in atypical context. All these studies have two common
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conclusions about leadership in atypical context. First, school leaders should hold a
high opinion that all students can learn and they should share this vision with
teachers. Second, school leaders have an indirect effect on students’ achievement
through creating the right conditions for teachers and collaborating with parents to
make a change in students’ learning.

This study is a grounded theory of school as a social system living in atypical
context. With atypical context, although exlained before, we refer to a school
community that consists of ethnic-Roman people and migrated group of people with
lower socio-economic status and low-level education. In here, there is a need to
concentrate on Roman communities and existing studies on them to understand the

nature of their atypical characteristics.

2.3.1 As an Atypical School Context: Roman community

This study was carried out in a school that was mostly attended by an ethnic
group, Roman students living in Sulukule neigbourhood of Istanbul. Therefore, the
researcher became more sensitive to the use of langauge, especially calling these
people as there is no consensus in the literature how to call these people. It is

explained that:

Different terms have been used to designate Gypsies according to where they
live. In Europe, depending on the country and context, they are known as Rom,
Gitan, Calo, Tsigane, Zigeuner, Gitanos, Zingari, Cigain, Gypsy, Cygan, and
soon. In Turkey they are generally called the Cingene. At the same time they
are very often designated by a term that is a direct reference to their main
activity or way of life. This explains why, for example, those who lead an
itinerant lifestyle are called GoOger (nomads). As most Gypsies are dark-
skinned, they are also called Posa or Bosa, Karagi, Mutrib or Mitrip, Kipti, and
Cono. However, they reject these names and prefer to be called Roman or Rom
(Arayict, 2008, p.527).

Thus the reason of disagreement on how to address Roman people partly
emanates from different names given to them in different parts of the world, the
occupation they hold and their lifestyle. In World Gypsies Conference II in 1978, it
was agreed that the word “Roma”, which etymologically come from the word “Rom”
meaning “the man” (in Turkish Roman), would be used to define gypsies living in

different parts of the world (Hur, 2009).
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The dicussion that revolve around the the word “gypsy” which is considered
to be pejorative and the word “Roma” believed to be politically correct and preferred
widely now in Europe are believed to continue as the regional differences, lifestyles
or religion will continue to affect the way these people are labeled (Kolukirik, 2009;
Toprak, 2007).

In this study, the term Roman will be used because of the researcher’s
sensitivity of this particular ethnic group and the widely use of the term by the

research participants during the study.

2.3.2 Roman People in Europe

The homeland of Roman people is known to be northern India, but today
there are Roman communities in almost all European countries (Arayici, 2008). The
first appearance of Roman people in Europe went back to fifteenth century. They
were given different names like “Bohemian”, “Kiptiler”, “Ciganlar” or ‘“Zigeuner".
They identified themwelves as “warrior” and “traveller” (Asséo, 2007).

Today, the exact number of Roman people in Europe is not known. Yet, it is
estimated that more than twelve million Roman people live in European countries,
especially in Balkan countries including Romania, Bulgaria, Macedonia, Serbia and
Turkey and in other European countries like in Hungary, Spain, Italy (Arayici, 2008).

The analysis of the history of Europe yielded that Roman people have been
subjected to continuous exclusion in throughout Europe but since they do not power
in political and economical world arena and they do not have networks consist of
educated people, there is no awareness about the threats they have encountered
(Asséo, 2007).

There are some cultural elements that Roman people share but this does not
necessarily mean that there is a well-established specific Roman culture that all
Romans share in the world. The identity of Roman people is also problematic. From
socio-political perspective, it is still an hot issue whether Romans belong to a cultural
variety or ethnic group or if there is a need for a kind of international minority
concept for them (Toprak, 2007) although they were accepted as a European
minority group in 1993 and they have regarded as rischness in Europe in recent texts

(The Council of Europe, 2011).
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The education of Roman children in European countries is another issue of
attention. The status of Roman children in education systems of Central and Eastern

European countries is defined as follows:

When they start their formal schooling the Roma child arrives in a non-Roma
world where knowledge about life and society is presented in a totally different
way. Roma children usually have difficulties adapting to the educational
processes that characterize a typical classroom. The teachers expect Roma
children to know how to cope with the school rules. Quite frequently Roma
children do not meet the expectations of the teachers and then the “conflict”
situation is easily solved- by placing the children’s desks at the back of the
classroom, or sending them to schools for retarded or physically challenged
children. It is a common pattern for teachers and non-Roma students to refrain
from communicating with Roma children because they are “dirty”. The Roma
children in the back of the room too often also the lack textbooks and other
resource materials needed for classroom activities. From a Roma child’s
perspective school life is boring and classroom activities are not interesting.
Teachers rarely realize that Roma children have much more knowledge about
life than some of the other students and that their interests are connected to
everyday life (Kyuchukov, 2000, pp. 274-75).

This quotation shows that Roman children are not interested in education
system because of their culture and language. Teachers also generally prefer the easy
way to deal with them. They ignore them and leave them out, not physically but
mentally. According to Kyuchukov (2000), although Romani language and culture
were included in curriculum of some schools and teachers were offered training
courses to increase Roman children’s involvement in school, it is still urgent that
educators find new approaches to fight against dropping out problem among Roman
children in Central and Eastern Europe countries.

The Council of Europe have made continuous attempt to improve the
education of Roman people. The attempts of the Council started with the adoption of
first official text on Roman people in 1969 was followed by the first training seminar
for teachers working with Roman children in 1983 (The Council of Europe, 2011).

As it was presented before, the latest attempt of the Council was adoption of
Recommendation R(2000)4 on the education of Roman children by the Committee of
Ministers of the Council of Europe on 3 February 2000. The recommendation
concisely pointed out that there was an urgent need to improve education of Roman
people in European countries. Based on this recommendation, in 2002, the Council

initiated a project called “Education of Roma Children in Europe” to take a leading
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role in helping European countries, especially Central and Eastern European
countries to improve the conditions for them. The Council firmly stated that these
countries needed to change Roman people’s perception of school and design
educational programmes for Roman people living in those countries to achieve the
following four goals: schooling, social inclusion, promotion of Roman cultural
identity and heritage, and empowerment and participation of Roman communities.
The necessity for building inclusive and supportive learning environment to achieve

these aims was further emphasized (The Council of Europe, 2011).

2.3.3 Roman people in Turkey

In Turkish society, Roman people have long suffered from their not clearly
defined identity within the Turkish state and society. As discussed before, different
names were given to these people. Since the time of Sultan Mehmet, they were not
regarded as a minority group like Jewish or Armenians due to their Islamic beliefs.
After the establishment of Turkish Republic, the Roman people were not put into
minority groups in Lausanne Peace Treaty inl1923, either (Kolukirik & Toktas,
2007).

Roman community has been represented in the social, economical and
administrative system and they have preserved their culture and identity in Turkish
society since the Ottoman Empire (Kolukirik, 2009). Today, the number of Romans
living in Turkey is not exactly known but they are classified as belonging to low
socio-economic status with their low level of education and income. They mostly
live in Aegean, Marmara and Thrace regions, in some certain areas of big cities such
as Istanbul, Edirne, Izmir, Bursa, Ankara and Balikesir (Arayici, 2008).

Sulukule is one of the major Roman populations in Istanbul. Adjacent to the
ancient Thedosian wall, the neighborhood was the home of Roman people in
Byzantine times, but ever since the conquest of Istanbul by the Ottomans, it has
become the permanent residential area for the majority of the Roman population in
the city (Kolukirik & Toktas, 2007).

In recent history, two events have made the situations harder for the Roman
community living in Sulukule. Until 1994, the quarter was famous for its house
entertainments that help Roman families make their livings as dancers or musicians.

After the closure of such houses, the Romans have been much more difficulty in
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finding the way to make money. Another unfortunate experience is that the quarter
has been demolished as part of an urban renewal project designed and run by
Istanbul Metropolitan Municipality. Actually, disputes have been going on every day
but nothing can stop the bulldozing of typical houses coalesced with the Roman
people (Radikal Gazetesi, 2009).

Not only in Sulukule, but in other parts of Turkey, Roman people suffer from
different socio-cultural, economic and educational problems. They are subjected to
discrimination in social, political and economic life. They have difficulties to get a
regular job and income because of the negative image held by non-Romans (Arayici,
2008).

Kolukirik’s (2009) study showed that several negative images were used in
Turkish literature and in daily life for Roman people. For instance, in Agir Roman
written by Metin Kacan in 1990, images of “deforcer”, “thief” and “drug user” were
used to define Roman people. In another book called Raziye by Melih Cevdet
Anday, the following negative images were used: “people who do not use Turkish
well”, “thief”, “having a tendency to commit crime”, “atheist”, “people who should
not put their step in the village”. In daily life, on the other hand there is a saying for
mean people “do not be gypsy” or for coins “gypsies’ money” or for quarrel
“gypsies’ fight”. Kolukirik continued his study with university students to learn how
they perceive the images of “Gypsy” and “Roman”. The participants were forty-
eight female and thirteen male sociology students in their third and fourth year at Ege
University. The results showed that the word “Gypsy” is negatively connotated
while “Roman” was positively. To describe “Gypsy” they used thief, traveller,
entertainment and fortune-teller. For Roman, however, they only used “musician”
and “entertainment”. In general, although Gypsies and Romans were thought to be
the same but Roman was to be perceived as someone one of them. Attention must be
paid to the identification of Romans with the job they performed, not with their
ethnic origin by university students.

As Arayict (1999) indicated that large-scale studies are needed to bring new
perspectives and develop alternative policies to discuss and find radical solutions for
the problems that Roman people experience throughout the world considering the
insufficiency of existing studies. Especially, educational problems of Roman people

need urgent attention.
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In a survey study undertaken to identify the profile of Romans living in
parishes of Metropolitan Municipality Area of Izmir, it was found that Roman people
perceived themselves as “disadvantageous” in terms of administrative representation
but what is more intresting is their biases against their insufficiency to overcome this
obstacle because of their low-level education. Statistically, it was found that the
22.5% of the survey participants were illeterate. While the 52.2% of them primary
school graduates, the 8.7% is secondary school graduates, the 2.8% is high school
and 0.8% is vocational high school. The percentage of university graduates was only
0.8%. The majority of these people also found to work in jobs that do not necessitate
professional education like basket making, florist, musician, scrap collecting, and
shoe painter. The researchers indicated that these jobs are mostly associated with
Roman people (Toprak, Ozmen & Tenikler, 2007).

In another survey study conducted again in Izmir, similar results were drawn
in terms of educational degree and the jobs that Roman people hold. The majority of
the participants were found to be primary school graduates and working as porter,
driver, street seller, carpenter and shoe cleaner. These jobs were again told to be
related to Roman people (Kolukirik, 2009).

Little is known about the educational life of Roman children when the
literature is analyzed. This is consistent with the situation in other European
countries as discussed before. In his life history book ‘Tiirkiye’de Cingene Olmak’,
Aksu (2003) told his personal experiences as being Roman in Turkey. He told his

schooling experiences in 1930s as in the followings,

In the last year of primary school, I decided to attend big schools. But I had not
heard of or seen any Roma people who go to secondary school. Because we
were poor, [ could not go to Diizce Secondary School, 23 kilometers away
from my home. People who knew my desire told me that they would not let me
attend that school because I was Roman. My acquiatances thought the same
way. They advised me to learn an apprehenticeship. I was stubborn, I was not
influenced by the difficulties. I was never discouraged (Aksu, 2003, p. 14).

In his book he gave some other examples of the difficulties he had
experienced as a student being Roman. This is just an experience of one Roman
children but it can give a clue to understand the biases against them in the past.

Nothing seems to change today as Kolukirik said:
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When their low-level education is taken into account, as it is the case today, a
gloomy picture can be drawn for the future. To stay away from school and
educational life strengthens the biases between Gypsies and non-Gypsies and
sharpens the differences. The word Gaco used among Gypsies to refer to
educated people with a good job can be taken as a concrete evidence of this
differenciation (Kolukirik, 2009, p. 29).

It seems that the Roman community has somehow managed to survive in
spite of all difficulties, discriminations and social exclusions they face throughout the
history (Kolukirik & Toktag, 2007).

The purpose of the study is to do a grounded theory study on school as a
social system living in an atypical context which is characterized by ethnic group-
Roman, migrated groups of low socio-economic status and low-level education.
Concerning the literature on Roman people and their schooling experiences, the
exploration of how a school attended mostly by Roman people over the years

function as a social system through grounded theory can be rewarding.

2.4. Grounded Theory

In the following part Grounded Theory will be explained in detail. First, the
history of the method together with different interpretations brought over the last
fifty years time will be discussed. Second, constructivist grounded theory developed
by Charmaz will be elaborated. Third, GT studies in the field of education will be
provided to show the power of the method to dwell on different range of topics with

a flexible manner.

2.4.1 The Evolution of Grounded Theory

Grounded Theory is of distinctive place in qualitative research. Since the
publication of their groundbreaking book titled “The Discovery of Grounded
Theory” in 1967, two sociologists belonging to different traditions, Barney Glaser
and Anselm Strauss have been recognized for their invaluable contribution to the
qualitative research in time when it started to lose its popularity against so-called
more scientific methods (Charmaz, 2006; Clarke, 2003; Thomas & James, 2006).
Glaser and Strauss (1967), in their book, proposed a method that is based on

generating theory from data with an emphasis on constant comparative analysis of
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data. Ever since the publication of this book, GT has gained considerable proponents
in social sciences. It is suggested that GT owes its popularity to its explicit but
flexible guideline of doing research that shows the researcher what they can further
do with qualitative data (Thomas & James, 2006; Walker & Myrick, 2006).
Grounded theory can be defined with a specific philosophical stance, a
particular logic of inquiry and a set of procedures, or flexible guidelines to produce
middle-range theories (Charmaz, 2005, 2006). Grounded theory is defined as

follows:

...the intent of a grounded theory study is to generate or discover a theory, an

abstract analytical schema of a phenomenon that relates to a particular
situation. This situation is one in which individuals interact, take actions, or
engage in a process in response to a phenomenon. To study how people act and
react to this phenomenon, the researcher collects primarily interview data,
makes multiple visits to the field, develops and interrelates categories of
information, and writes theoretical propositions or hypotheses or presents a
visual picture of the theory (Creswell, 1998, p. 56)

When the evolution of grounded theory is analyzed, all these three points have
emerged differently in the works of eminent grounded theorists. In the early
development years of grounded theory, Glaser’s methodological training in
quantitative research and Strauss’ training in Chicago school field study and
symbolic interactionism made a major impact (Walker & Myrick, 2006). Glaser and
Strauss (1967) developed a systematic and simultaneous data collection and analysis
process accompanied with an analytic process of generation theory. The process that
leads to the theory development starts with simultaneous data collection and analysis,
and followed by a detailed and selective coding process, constant-comparative
methods, memo writing to show how concepts emerged and how they are related to
other emerging concepts, theoretical sampling for improving the emerging
theoretical constructs and the development of theory that fits and relevant to the data
(Charmaz, 2002).

Glaser and Strauss (1967) made an intentional call for others to refine the
theory that they introduced. It is interesting to note that they opened the way for the
refinement of their own theory. The separation of Glaser after years of professional
collaboration and the emergence of Glaserian and Straussian versions of grounded
theory marked the beginning of a new but prolific era in the history of grounded

theory (Walker & Myrick, 2006). After his separation with Strauss, Glaser took a
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more positivistic stance to GT with his emphasis on objective, external reality,
researcher’s neutral role in research and objectivist handling with data. His later
attempts were criticized for being too complicated that discouraged many people to
work on grounded theory studies (Charmaz, 2002). On the other hand, Strauss,
together with Corbin (1990) developed a new interpretation of grounded theory, but
not as positivistic as Glaserian approach because of their acknowledgement of the
voice of the researcher.

Glaser attacked Strauss and Corbin’s new version of grounded theory because
their approach to grounded theory is too technical and it forces data to fit pre-
conceived questions or hypotheses that put the emphasis on verification of theory,
not on theory generation. According to Glaser, these are all against the nature of
original grounded theory. Despite his critics, Strauss and Corbin’s approach managed
to find many proponents, especially among novice researchers with its clear step-by-
step methodology for conducting grounded theory research (Charmaz, 2002).

Grounded theory has evolved in time, so does its statements. Following
Glaser’s publication of “Theoretical Sensitivity “(1978), and “Basics of Grounded
Theory Analysis” (1992) and “Basics of Qualitative Research: Grounded Theory
Procedures and Techniques” by Straus and Corbin (1990, 1998), it is amazing to see
how GT has evoked debates, found proponents and opponents at the same time and
how many different forms it has taken so far (Walker and Myrick, 2006; Fendt and
Sachs, 2008). Among attempts to develop GT, consecutive works of Charmaz
(2000, 2006) have taken GT to another route. As Thomas and James (2006) note
“...her voice has been lucid in enabling its evolution...” (p. 769), introduce a new
version of grounded theory, which she called “constructivist grounded theory”. Her
constructivist grounded theory method differs from the previous methods of
grounded theory, which are heavily positivistic in nature. According to her, it is at
odds that Glaser and Strauss (1967) and Strauss and Corbin (1990) are against the
dominance of positivistic quantitative research tradition in social sciences, but their
method of GT is entirely based on positivistic assumptions (Charmaz, 2000, 2006).

Different interpretations of grounded theory show that there seems to be no
agreement where to use and how much to use it. Used by Fendt and Sachs (2008) to
refer to the early version of GT, “orthodox application” of GT suggests that
researchers should delay engaging in literature in their study. Preconceived

conceptions can block the researcher to move to the direction embedded in data. Put
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it another way, it is suggested that data collection and analysis should precede
literature review because too much literature review from the beginning interferes
with data collection process and leads to time-consuming efforts to conform data to
the context (Glaser & Strauss, 1967). In more recent interpretations of grounded
theory, however, a caution is paid to seek a balance between literature and what
emerges out of context (Strauss & Corbin, 1990).

Table 1 summarizes how GT has evolved over time by presenting three well-
known traditions in the history of grounded theory (Glaser & Strauss, 1967; Strauss
& Corbin, 1990, 1998; Charmaz, 2000, 2005, 2006).

2.4.2 Constructivist Grounded Theory

Inspired by constructivism, Charmaz (2000) brought a new understanding to
grounded theory that focus on mean-making process with flexible, heuristic
strategies. She firmly states that her grounded theory differs from earlier versions
because of its heavily constructivist premises. Constructivist grounded theory does
not focus on data collections methods, but rather the analytic process that pave way
for the development of concepts for theory development. She defined her approach to
grounded theory as “Constructivist grounded theory celebrates firsthand knowledge
of empirical worlds, takes a middle ground between postmodernism and positivism,
and offers accesible methods for taking qualitative research into the 21st century”
(Charmaz, 2000, p. 510).

Charmaz (2006) dedicated to showing the way of doing a constructivist

grounded theory study in her book:

Grounded theory guidelines describe the steps of the research process and
provide a path through it. Researchers can adopt and adapt them to conduct
diverse studies. How researchers use these guidelines is not neutral; nor are the
assumptions they bring to their research and enact during the process. ...we
can use basic grounded theory guidelines with twenty-first century
methodological assumptions and approaches (p. 9).
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Table 1

Traditions in the History of Grounded Theory

Glaser & Strauss
(1967)

Strauss & Corbin
(1990, 1998)

Charmaz
(2000, 2006)

Underlying thinking

- positivist epistemology
(emphasis in logic, analytic
procedures, unbiased observer)
- symbolic interactionism
(emphasis on action and
process)

-positivist procedures
-symbolic interactionist
(not required all the time)

-constructivist epistemology
(emphasis on studied
phenomenon, interpretations of
data)

-pragmatism (applicability and
usefulness)

-symbolic interactionism (meaning
and emergence)

Key characteristics

-emphasize induction
-react against theory testing
-improve social scientists’
capacity for theory
development

-no emphasis on inductivist
principles
-verification

-middle ground between
positivism and postpositivism

Literature review

-no prior literature review

-prior literature review to inform
research and coding

-flexible (prior or no prior
literature review)

Data collection methods

-qualitative and quantitative
methods

-field study
-interviewing

-ethnographic research
-interviewing
-text analysis

Coding

-four- phased coding

-three-phased coding
(open-axial-selective)

-two-phased coding
(initial and focused)




Charmaz’s flexible, heuristic strategies to GT emphasize the analytic process
that lies behind the development of concepts and their relation to one another. The
grounded theory process, proposed by her, starts with the identification of research
problem and opening research questions that entail academic knowledge in relevant
area of study (Charmaz, 2006).

Flexibility is the key term in the method developed by Charmaz (2000, 2006).
She is against the views that GT has a clean-cut strategy to be followed in all studies.
Grounded theory method is based on flexible strategies and different perspectives
like symbolic interactionism and pragmatism. In addition to earlier emphasis on
action and process in GT, she is interested in meaning emerge through symbolic
interactionism and applicability and usefulness through pragmatism. Both research
questions and relevant literature are subjected to change, as long as data say
otherwise. Therefore data collection and analysis happen simultaneously in grounded
theory studies to develop theory from data.

In the model, initial data collection and analysis leading to the emergence of
initial categories and memos is followed by second stage data collection and focused
coding. Memo writing after the second stage data collection and analysis is a crucial
step for handling initial categories properly and for identifying missing parts to be
completed related to data in the next step. Theoretical sampling is a further data
collecting process to fill the missing points or revise the generated categories up to
that point. This is the stage where the categories are deepened and connected to each
other for emerging theory. After the theoretical sampling, with selected categories,
the emerging theory starts to take its final form. This is an iterative, heuristic process
that enables the researcher to look back and forward and make necessary
amendments and adaptations in data collection and analysis (Charmaz, 2006). For
Charmaz, the linear process that she described is only a ‘craft’ that shows some
common aspects in GT studies. So, it is not a recipe to be followed strictly. Strauss
and Corbin (2008) also suggest researchers not to follow GT guidelines rigidly.

Figure 2 shows Charmaz’s constructivist grounded theory process. This
process was revisited several times during the study, but it was not followed strictly

as advised by Charmaz (2006).
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Reexamination
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Sensiziting concepts
and general
disciplinary
perspectives

Research problem and
opening research questions

Figure 2 Charmaz’s constructivist grounded theory process (Charmaz, 2006, p. 11)
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2.4.3 Grounded Theory Studies in Education

Grounded theory has been used as the primary research method in several
research conducted in different fields. Although originally appeared in a sociological
study on dying patients in hospitals conducted by Glaser and Strauss in 1967, it has
been widely applied in health, management and educational studies as well.

However, whathever their field is, researchers should be aware of the following

issues while doing a grounded theory study:

1. The investigator needs to set aside, as much as possible, theoretical
ideas or notions so that the analytic, substantive theory can emerge.

2. Despite the evolving, inductive nature of this form of qualitative
inquiry, the researcher must recognize that this is a systematic approach
to research with specific steps in data analysis.

3. The researcher faces the difficulty of determining when categories are
saturated or when the theory is sufficiently detailed.

4. The researcher needs to recognize that the primary outcome of this
study is a theory with specific components: a central phenomenon,
causal conditions, strategies, conditions and context, and consequences.
These are prescribed categories of information in the theory (Creswell,
1998, p. 58).

In the field of education, when the existing research body, especially doctoral
studies, is concerned, it is seen that there is an increase in the number of grounded
theory studies recent years. It is also seen that there is a disposition in recent studies
towards employing constructivist grounded theory methodology instead of the
traditional versions of the same model (PROQUEST, 2009).

Leadership is one of the concepts that widely investigated with using grounded
theory methodology. Crenshaw (2004), in her doctoral study, focused on the
experiences of African American female school principals to generate a substantive
theory of educational leadership through employing grounded theory. Although
stated the uniqueness of each grounded theory study, the researcher followed the path
opened by the seminal works both of Glaser and Strauss and of Strauss and Corbin.
The primary unit of analysis in the research was eight female school principals’
leadership stories. The analysis of each story produced six conceptual categories of
leadership practices, including leadership connection, empowerment, education and

training, development of learning opportunities, leading and managing diversity, and
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leadership for the future. Leadership journey, leadership portfolio and new leadership
were the themes emerged but further revision gives way for keeping two core
categories-leadership journey and leadership portfolio. To form the basis of the
substantive theory of education leadership, using the two core themes, the researcher
came up with two proposals embedded in the leadership stories of eight female
school principals. The proposals were delineated and further supported by relevant
literature.

Law and others (2003) used grounded theory to understand the role of values in
the conceptualization and practice of leadership in Hong Kong secondary schools.
They also tried to understand how values influence the way principals manage
problems. Fifteen principals were interviewed for the study. School principals were
also given vignettes constructed from real school problems to be analyzed. In
addition to these, field notes and school documents were analyzed to get a more
detailed picture of the school. At the end of the study, a substantive theory called
“value-based congruence theory” was developed that show dimensions of principals’
value orientations and how they are related to their behavior. The correlations of
principals’ value orientations with their behavior produced five principal types: the
pacifists, the progressive mentors, the philosopher mentors, the pragmatists and the
eclectics. The researchers believed that their theory, the first in East Asian society,
has the capacity to explain how the values hold by principals can affect their
perceptions of organizational problems and the way they manage them.

In another leadership study, Barna (2009) used grounded theory to understand
how teachers develop students’ moral behavior from an early age to raise ethical
business leaders of the next generation. Barna shed light on the reported concerns for
the deterioration in American corporate leaders’ ethical values by questioning the
role of educational institutions in instilling ethical values and conducts in the society.
Twenty-five Jewish day school teachers in urban Florida were the sample of the
study. Interviewing was used as the main data collection tool in the study. It was
found that teachers could be role models with their behaviors and their efforts to
create positive culture and climate in school to cultivate moral values and behaviors.
Having a vision shared by all teachers to cultivate ethical code of conducts in
students was the central phenomena that provided a starting point for developing a
training model for teachers to become ethical leaders. It was also found that the

concepts such as tolerance, collaboration, teamwork, respect and high expectations
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together with the doctrines of the religion should be integrated into curriculum to
prepare students to be more ethical business leaders for the next generation.

The development of leadership identity in college students was also
investigated using grounded theory. In the study thirteen college students were
interviewed three times. In each interview the researchers focused on different
stages of students’ leadership identity development. They started with investigating
their elementary school years and then moved to their experiences of leadership and
their views of leadership in college. Following Strauss and Corbin’s three phase
coding process, the researchers managed to identify four developmental factors,
including adult influences, peer influences, meaningful involvement and reflective
learning and three group factors, including the properties of engaging in groups,
learning from membership continuity and changing perceptions of groups, all of
which have impacts on students’ leadership identity development. It was found that
students’ eldership identity develop in six successive stages: awareness, exploration/
engagement, leader identified, leadership differentiated, generativity and integration /
synthesis. The researchers believed that the theoretical construction they developed
can be helpful for preparing programs that aim to develop college students’
leadership efficacy (Komives et al., 2005).

Closely related to the study above, Eich (2008) conducted a grounded theory
study of leadership programs in higher education. The aim of the study was to
investigate leadership programs in place in higher education to identify the attributes
that have positive impacts on undergraduate students’ leadership development. The
researcher purposefully selected four different leadership programs and interviewed
sixty-two participants from these programs. Eich identified sixteen attributes of
leadership programs having a positive effect on students’ leadership development
and he categorized them into three broad groups: participants engaged in building
and sustaining a learning community; student-centered experiential learning
experiences; and research-grounded continuous program development.

Unlike the leadership studies above which followed objectivist grounded
theory methodologies, Murphy (2009) used constructivist grounded theory in her
Ph.D. study to provide a theoretical explanation for women’s desire to become
superintendent. She interviewed 23 women with different backgrounds and at the
end, she managed to develop “The Female Superintendency Aspiration Model” that

explains women’s aspirations for pursuing a superintendency position based on three
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causal conditions. These conditions are: (1) a person of influence, such as a mentor
and/or role model, (2) an innate drive to seek out challenging and competitive
opportunities, and (3) enrollment in a doctoral program emphasizing superintendency
credentials. She also mentioned that these conditions were influenced by personal or
some other factors.

Above studies show that leadership is one of the widely used topic in grounded
theory studies. Understanding different aspects of higher education, in addition to
leadership, by using grounded theory is also intriguing for researchers. Newman
(2009) used constructivist grounded theory to explore the process of university-based
supervision used by university students during their school-based consultation
training program. In this study the researcher pointed out that he tried to find a
balance between flexibility and structure as a novice researcher, so he used
constructivist methodology but he also referred to Strauss and Corbin (1990) to
pursue a more structural process in his research and used a computer program
developed for qualitative studies despite the contentions that computer programs are
against the nature of constructivism (Charmaz, 2002).

In a recent study, the effect of blogs on university students’ learning and
knowledge sharing experience was explored by using grounded theory. The study
attempted to address some practical issues that may pose difficulty for novice
researchers while carrying out grounded theory studies. Based on the author’s
experience, it was suggested that the decision for which school or tradition of
grounded theory to be pursued has to be made at the very beginning of the study and
the followed procedures must be explained in detail to produce a genuine grounded
theory study. As explained before, Glaser’s Strauss and Corbin’s and Charmaz’s
approaches to grounded theory have different implications on every phase of
research. It was also highlighted that the use of literature review in grounded theory
may not be too overwhelming as it is believed if a researcher manages to be alert and
keep an open mind (Tan, 2010).

The use of grounded theory as research methodology is not restricted with
leadership studies or different aspects of higher education. Jones (1999), for instance,
used grounded theory to understand curriculum change process in a rural school
community of Athens. Since the change process was a move from traditional to
community-based curriculum, 25 school community members and school staff and

students participated in the study. Semi-structured interviews were conducted and
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analyzed according to the three-phased coding procedure developed by Strauss and
Corbin (1990). The study managed to generate a theoretical model that shows the
underlying dynamics for a curriculum change and explains how the effect of
changing internal and external forces on the expectations of community for the future
shape the curriculum delivered in school.

Grounded theory is used for studies to explore different actions and processes
in school and classroom settings as well. For instance, in atypical classrooms
characterized by low-income students of color who were expelled from other schools
in community day schools in California, the role of the poetic transcription to
understand the schooling experiences of students and teachers was explored through
grounded theory. The researcher turned narratives of students and teachers into
poems to make their voices strong and lucid. The analysis of poems revealed
students’ perceptions and feelings about their own schooling experiences, all of
which, according to the researcher, have the potential to inform effective policy
making about similar cases and further studies of student-teacher interaction
(Kennedy, 2009).

In another study, grounded theory is used to describe the advocacy strategies
used by school counselors to change their school community. Semi-structured
interviews were conducted with sixteen counselors. The study produced seven
strategies that help school counselors understand schools systems and address the
issue of social justice in their schools (Singh, 2010).

Mervilde (2000) used grounded theory in his doctoral research for investigating
self-improving process undertaken by an urban high school in America. However,
the design of the study, the way collected data were analyzed and the presentation of
results in a storytelling format creates confusion and raises question about the
exemplary power of it as a grounded theory study.

The review of grounded theory studies produced in the field of education
revealed that the number of grounded theory studies is quite low when compared
with studies employing other qualitative research methods and although grounded
theory is believed to be the most explicit way of doing qualitative study (Charmaz,
2006), the studies given above showed that it was employed differently in each case.
These can be attributed to three factors: misinterpretations of the flexibility that
grounded theory offers to researchers; the adverse effects of separations and several

different interpretations of the same method represented in grounded theory studies;
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and the use of grounded theory as a method rather than as a methodology that lead to
middle-ground theories (Larossa, 2005).

Flexibility does not mean that the essential features of grounded theory can be
neglected or abandoned in research. It is not an easy method to comprehend and
apply in research. What is worse is that different routes taken by same or different
people in time make grounded theory more exhaustive and cumbersome for the
potential users (Larossa, 2005). Charmaz (2006) also noted that such different
interpretations blur the distinction between the method as process and the theory as
product of the process. Also, some of the existing studies even do not have some of
the basic characteristics of grounded theory, including a systematic coding process
and theory development- the essential aim of the grounded theory (Larossa, 2005;
Charmaz, 2006).

It is seen that grounded theory has been used to study a wide range of topics in
education. The interest in GT in the field of education will be heightened in the
future because of its relative value as a method that enables the researcher focus on
complex or uncovered processes which are difficult to be studied by employing any

other methods.
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CHAPTER 111

METHOD

This part presents the methodology of the research that was used in this study
and overall research design and other relevant topics including research questions,
research context, data sources, data collection instruments, data collection
procedures, the data analysis and the delimitation of the study. Validity and

reliability issues were addressed as well.

3.1 Overall Design of the Study

“Qualitative research is an umbrella term” (Merriam, 1998, p. 5) that includes
several methods of inquiry, including ethnography, phenomenology, grounded theory
and case study and many others which all share such some common features as a
focus on natural setting, descriptive data, emphasis on process, inductive analysis
and a heavy reliance on meanings that participants construct about the phenomena
under scrutiny (Bogdan & Biklen, 1998; Merriam, 1998).

“At the outset of a research endeavor, it is salient for a researcher to address
his/her philosophical orientation to determine his/her view of reality; the purpose of
doing research; and the type of knowledge s/he would like to produce” (Merriam,
1998, p. 5). This is more evident when a methodology like grounded theory is chosen
for a doctoral study. The congruency of methodology to the research problem is
questioned and giving a sound justification becomes much more important (Jones,
2009).

This study is a grounded theory study with a specific philosophical stance that
fits well with the purpose of the research and the type of output intended to be
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produced at the end. In this study Charmaz’s constructivist grounded theory
methodology was followed because of the following two reasons.

First of all, as mentioned above, although different interpretations of grounded
theory method exist, Charmaz’s model is encouraging to follow with its flexible step-
by-step guideline that has the power to facilitate this study.

Secondly, her model seems to be more promising than earlier versions because
of its constructivist underpinnings that highlight applicability and usefulness and
meanings attributed to actions and processes by different people. This study aimed
to develop data-driven theoretical propositions through shedding light on the useful
and applicable practices in a school living in an atypical context that is characterized
by ethnic and migrated groups of low socio-economic status and low-level education.
It was also the aim of this study to make meanings of lives of school principal,

teachers, parents but especially the Roman students in this context.

3.2 Research Questions

In grounded theory studies, it is difficult to determine the research questions
precisely at the outset of research endeavor because grounded theory starts with the
construction of data generated through observations, conversations or documents
related to the problem, setting or situation (Charmaz, 2006). This poses some
questions that some scholars believe, particularly for students doing their doctoral
research; therefore, it is suggested to be as flexible as possible and to start with some
tentative questions until some concepts emerge from data.

According to the earlier sources of grounded theory, literature review must be
delayed until some emerging concepts are appeared in a study. However, in her
constructivist grounded theory, Charmaz (2006) pointed out that literature review can
be done at any time in the study. Having this in mind, the researcher did some
literature review before the study to find theories or models that help her to
understand what was going on in the school she involved with. In the beginning, the
Hoy and Miskel’s model of school as a social system was thought to be quite helpful
to analyze the school. The model gave some insights, so, the researcher started the
study with some tentative questions. The study started with this general question
“What was going on in school in terms of structural, individual, cultural and political

systems, environment and teaching-learning process?” However, as the research
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continued and the observation data was started to be analyzed, it was seen that what
was going on in the school could not only be explained with the general concepts and
processes that guided the initial question. Besides, the researcher realized that she
was trying to force data to these initially determined theoretical constructions and
this was totally at odds with the aim of the study. Thus, the researcher decided let the
data speak. As more data emerged, research questions evolved in time and the
researcher changed her main question to “How does a school in an atypical context
work as a social system”? To provide an answer to this question, it was deemed

necessary to seek answer to the following sub questions:

Research Question 1: What are the emergent key concepts and processes

pertaining to school in an atypical context?

Research Question 2: How do the emerging theoretical explanations fit into
the existing theories of school as a social system, especially the Hoy and Miskel’s

model?

The answers to these questions are believed to add value to the existing
theories of school as a social system, especially the one proposed by Hoy and
Miskel, through providing some data-driven theoretical explanations that will have
the power to make sense of atypical school life. The word “atypical” needs to be
highlighted because it makes us reach some comparative data with the existing
theories. The answers to the questions will also help us make sense of Roman

children and their school life as perceived by teachers and school principal.

3.3 Research context

The analysis of social context, though limited to time spent for data collection,
is a key for developing theory from data because it is the social context that sets the
background of the cases, actions or people under scrutiny (Bringer, Johnston &
Brackenridge, 2006) and that helps us understand school as a social system (Hoy &
Miskel, 2008; Lunenburg & Ornstein, 2008).

This study was carried out in a public elementary school in Istanbul that fits the

definitions of an atypical school context. The real name of the school was not
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revealed throughout the study. Instead a pseudonym, “Music and Entertainment
Elementary School” was given by the researcher. Such a name was given because the
school was located in one of the Roman communities in Istanbul. Previously, the
researcher mentioned her sensitivity to call these people by drawing the distinction
between the terms “Gypsy” and “Roman” and what they imply for non-Roman
university students who associated the word “Roman” with more positive images like
“musician” and “entertainment” (Kolukirik, 2009). Thus the researcher decided to
give a pseudonym for the school that has positive connotation for Roman people.

The idea for this study came from the personal experience of the researcher
with Music and Entertainment School. The researcher met the school principal and
English teacher working in the school at the time she was involved in a European
Union project. The project entailed the participation of schools as local partners from
Istanbul city. To select the schools for the project, the researcher got into contact
with the Guidance and Counseling Department affiliated with Istanbul Provincial
Directorate of National Education. At the top of the list of schools to be considered
for the project was Music and Entertainment School. The researcher arranged a
meeting with the school principal and English teacher. During the meeting, the
school principal described the school, the environment and what he has done in
school after he was appointed five years ago. The English teacher talked about the
learning styles of students and how they are closely related to students’ background.
She also mentioned the changes made in the delivery of the curriculum according to
the students’ learning styles to enhance students’ involvement in school and to
increase their academic achievement. For the researcher, what she heard was a story
of a school, but not any story. The student population, the parents and the school
environment, changes that have been undertaken and many other things were quite
intriguing for the researcher, so, she decided to focus on this school in her doctoral
study.

About the school, three things need to be mentioned. Firstly, one of the most
important things about school is its long history. The foundation of the school went
back to the early years of the Turkish Republic. Reflecting the long history of school,
the school building has the characteristics of Ottoman architecture with its china-tiled
outer walls, high ceilings, and oval-shaped windows. Two-storey building is easily

recognized from outside because of its typical architecture. In 1992, the school was
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enlisted as one of the cultural and natural buildings in Istanbul to be protected by
laws.

Another important thing is the physical capacity of the school. At the time of
the study, physical capacity of school is restricted with 8 classrooms, 1 English
classroom, 1 science laboratory, 1 art room, 1 library and 1 multi-purpose hall. The
school also has 3 rooms for its staff; one room for the school principal, one room for
school vice-principals and one room for all teachers. The school is small with its
restricted facilities.

The location of the school, of course, has much more significance for this
study. Music and Entertainment Elementary School is located in Karagiimriik district
of Fatih, Istanbul. Karagiimriik district used to be the home of people from different
ethnics, religions and culture. This has markedly changed over time and now Fatih’s
Karagiimriik district has a reputation with young people involve in different kinds of
illegal acts and crimes. Within Karagiimriik lies a neighborhood of gypsies, publicly
known as Sulukule. Although not labeled so throughout the history, with their
population of almost one million, the Roman population is one of the ethnic groups
in Turkey (Kolukirik & Toktas, 2007).

Located within a walking distance to Sulukule neighborhood, Music and
Entertainment Elementary School has become home for the Roman children over the
years. In spite of the attempts to demolish Sulukule area and to relocate the whole
neighborhood, Roman children are still the majority in the school. Indeed, to date,
having been serving the Roman community whose cultural and social fabric are
different from of the external environment, Music and Entertainment Elementary
School sets an excellent case to explore school as a social system in an atypical
context and of revealing some vivid experiences about the schooling experience of

Roman children living in Sulukule, Istanbul.

3.4 Data Sources

In qualitative studies, whatever sampling strategy is used, the ultimate aim is to
select information rich cases to reach a detailed picture of the phenomenon under
study. Sometimes one sampling strategy may not be enough, so, more than one
sampling strategy can be used. In this study, two sampling strategies were used:

extreme (deviant) case sampling strategy and theoretical sampling. Extreme case
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sampling can enable the researcher to focus on unusual samples to obtain rich data
and to offer some lessons for similar contexts (Patton, 2002). Music and
Entertainment Primary School represents an extreme case with its unusual daily life,
student intake and persistent low academic outputs.

Sample size becomes irrelevant in qualitative studies because the purpose of
the study and the way the results are used are more important. As long as participants
provide in-depth information about the study, it does not make any difference to
sample smaller or larger groups (Patton, 2002). Creswell (2008) suggests that 20-30
people will be enough for a well-designed grounded theory study. Charmaz (2006)
on the other hand, argued that in grounded theory, it is difficult to predict the groups
taken as samples in the study because sampling is not based on pre-determined
criteria not to hinder reaching relevant data for the emerging theory. Thus, neither the
pre-determination of sample group nor the number of people in that group is a matter
for grounded theory studies. Theoretical sampling has a key role in here to decide
who and how many people to include in the study.

Theoretical sampling is the term proposed by Glaser and Straus (1967) to
delineate the process of data collection according to the results of the first phase of
data collection and what emerges during this process. As data collection and analysis
have progressed sufficiently to generate the basics of theory, the route for the next
step in data collection is determined. Succinctly, theoretical sampling is based on
developing concepts that emerge from data to have a more context specific
perspective related to the problem (Strauss & Corbin, 2008).

As mentioned before, identifying sample groups from the beginning of the
study would hinder the development of theory from data. It is more meaningful to
determine the further groups to be studied after some basic concepts appear to
emerge theory. In theoretical sampling, one should not forget that the aim is to
generate theory not theory verification and to seek a fit between data and emerging
theory. The latter, theoretical relevance helps collected data sufficient enough to
make comparisons and sensitive enough to fit the existing theoretical emerging
constructs. The theoretical sampling process continues until the point that sampling
for the relevant category developed well enough to reflect the situation or problem
being investigated. Once saturation is achieved for one category, the only way to

continue to study is to look for new groups to reach saturation in other categories.
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Missing points are completed in the theory with the saturation of concepts (Glaser &
Strauss, 1967).

In this study, the unstructured observations and several informal conversations
held with school principal, seventeen teachers, a couple running school canteen and
five parents initially. But at the beginning of the study, for semi-structured interviews
the idea was to interview with all teachers, school principal and other personnel,
which means all the school staff in the school. In grounded theory terminology, the
idea was to start with a homogenous sample-all staff in the school to get details about
their experiences of processes related to school as a social system. After the
observation data were analyzed, according to the emerged data, it was decided to
start interviews with teachers having more experience in the school who were
believed to contribute more to the evolving categories. In other words, participants
for the interview were theoretically sampled.

The interviews started with the school principal and teachers who spent more
time in the school. Teachers were interviewed in conference hall or empty classes.
Like school principal, school counselor was interviewed in her own room. Each
interview took approximately an hour and half. To reach in-dept data, interviews
were conducted at some intervals. This allowed the researcher have enough time to
analyze each interview, write memo and to plan and make changes in the following
interviews to address the issues and concerns arisen in previous interviews.

Table 2 shows informants and information about them. The names of the
teachers were not revealed. Instead of giving pseudonyms, numbers were given to
teachers according to the sequence of interviews. Teachers will be mentioned with
these numbers in the rest of the study.

As the interviews proceeded, after the nineth interview, it was seen that more
repetitions came out related to some categories, so, interviews with teachers were
ceased. Some categories reached saturation. However, but it was seen that there was
a need for theoretical sampling because some categories needed more data to make
sense for the researcher. In other words, there was a need for a new theoretically
sampled group.

In constructivist grounded theory, giving voice to different group of people
who are likely to influence or to make contribution to the main phenomenon is
suggested (Charmaz, 2006). For this study, parents, especially the members of PTA

whose contribution to the daily life of school appeared to be significant and whose
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voice needed to be heard to make sense of data with the initial data analysis included

in the study. Thus, the research continued with focus group interview with members

of Parents Teacher Association (PTA).

Table 2

Informants for Semi-Structured Interviews

Int.No Informant

Information

1 School He has been working in the school for five years.
principal

2 Class teacher She has been working in the school for seven years.
She started teaching in this school.

3 Branch teacher  She has been working in the school for eight years.
It is her second school.

4 Class teacher She has been working in the school for seven years.
It is her third school.

5 Class teacher He has been working in the school for four years. It
is his second school.

6 teacher She has been working in the school for three years.
It is her third school.

7 teacher She has been working in the school for three years.
She started teaching fourteen years ago.

8 teacher She has been working in the school for two years.
She started teaching in 1973.

9 Branch teacher  She has been working in the school for four years. It
is her first school.

10 Branch teacher She has been working in the school for a year. She

has worked in some other schools and private
courses before.

When the aim of the interview is to investigate an action or process that a

group of people go through, focus group can be an ideal because talking about

something in a group can render more fruitful results in a shorter time (Lichtman,

2006). Patton (2002) says the ideal number for focus group is between six to ten

people.
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Instead of one-to-one interviews, a focus group interview was held with nine
members of PTA. Relevant information about participants of focus group interview
was given in Table 3. The researcher gave numbers to each parent like she did to
identify teachers. The interview took place in newly opened school library and it
lasted three hours. In the study, school principal, nine teachers and nine parents were

the key informants overall.

Table 3

Informants for Focus Group Interview

Int.No Informant Information

1 PTA Member Her child has been in the school for eight years.

2 PTA Member Her child has been in the school for four years.

3 PTA Member Her children have been in the school for nine years.

(His son was graduated from the school and now his
second child is in the school)

4 PTA Member Her child has been in the school for two years.

5 Chair of PTA  She has been the chair of PTA for six years. Her child
has been in the school for four years. Her nephews
also graduated from this school.

6 PTA Member Her child has been in the school for three years.
7 PTA Member Her child has been in the school for nine years.
8 PTA Member Her child has been in the school for a year.

9 PTA Member Her child has been in the school for two years.

3.5 Data Collection Instruments

In grounded theory studies, data can come from various sources including
observations, conversations, public records, organizational reports, respondents’
diaries, and journals (Charmaz, 2002). In this study data came from three sources;
observations, interviews and documents including school website, still photographs,

video recordings, and some other school documents.
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3.5.1 Observations

Moyles (2002) shows the importance of depicting the context of observations
to identify the environment, the people involved, the time of the day, etc. video
recordings and photographs are important sources in observation. Still photographs
and video recordings are helpful to see how the events are happening. Certain images
can be extracted from video recordings to make deeper analysis of a moment of
observation. Audio recording on the other hand, is useful device that enable us
analyze dialogues as they natural as they are.

According to Creswell (1998), it is not usual to use observation and documents
as data collection instruments in grounded theory studies. Interviewing is the main
data collection instrument. In contrast, Charmaz (2006) mentions the significance of
grounded theory ethnography as a way of gathering rich data in grounded theory
studies. She makes a distinction between ethnography and grounded theory
ethnography. Ethnography focuses on description of setting whereas grounded theory
ethnography focuses on what is happening in the studies setting.

In this study, initial data for the study came from observations. Unstructured
observations with no determined focus were realized in natural setting. Having in
mind the components of the Hoy and Miskel’s model of school as a social system,
the researcher focused on actions that are related to formal and informal aspects of
school life including formal structure, rules, roles, people, values, conflicts, teaching,
learning and school environment at the beginning. Later on, since data collection and
data analysis were done simultaneously, the focuses of the later observation sessions
were determined in the light of the emerging data. Researcher was a participant
observer and spent a whole day once week in and around school for one semester.
Altogether ten observation sessions were carried out. The researcher took notes and
kept a journal to record her personal reflections about the research site. All notes
were dated and given a title.

School neighborhood, people living nearby school and shop owners around
school were observed to understand the social patterns around school. Observations
were carried out inside the school to get initial impression about formal and informal
aspects of school life. School administrators and teachers were observed in their own
rooms to understand how people spend their time in school. Classroom observations

were carried out to see teacher-student interaction and students’ engagement with
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lessons. School events were recorded to make some comments about school culture.
During these observations, the researcher developed a good rapport with people in

school.

3.5.2 Interview Schedules

There are different types of interviews, including structured, semi-structured
and unstructured. Instead of a standardized interview schedule, which is greatly
recommended for novice researchers (Merriam, 1998), since an iterative process of
data collection is entailed to achieve the purpose of the study, a semi-structured
interview schedule sets that facilitate dealing with the emergent issues during the
course of study was utilized for this study.

While designing interview schedules, a care should be given to the types of the
questions, the wording of the questions and the order of the questions, otherwise, it is
likely that the course of the interview may be adversely affected. In order to address
all these concerns, pilot interview was suggested before carrying out the actual
interviews (Merriam, 1998).

No pilot interview was used in this study because codes and memos produced
after each observation sessions were quite useful to prepare questions for the
interview schedule used with teachers. The idea was to saturate categories emerged
from the observations with interview data and to seek new data if emerged. A semi-
structured interview schedule was prepared for one-to-one interviews with teachers
(Appendix 1).

Interview questions were written according to emerged categories from the
observation data that needed refinement. While preparing the interview schedule, the
researcher avoided asking leading questions. For instance, “school environment”
emerged as one of the categories and some negative to learn more about it with
interviews, the researcher asked “Can you describe the school environment?”” instead
of “What are the negative effects of school environment on school?” though the
observation data yielded some negative hunches.

In her doctoral study, Soklaridis (2009) showed that it is unlikely to follow the
same interview structure with different interviewees. This is even more difficult in
grounded theory studies as explained above; therefore, issues that emerge in each

interview were taken into consideration for the following interviews. For instance,
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during the interview with Teacher 2, she made a remark about the effect of Roman
students’ genetic background on their academic achievement. This was asked to
other teachers although such a question did not exist in the interview schedule
prepared by the researcher.

When the tentative categories emerged after the initial analysis of observation
data, it was seen that most of them are related to the concept of change. Then “school
environment”, “relations”, and “PTA” emerged as broad categories that needed to be
refined. Thus in interview schedule questions 2, 3, 8, 9, 10, 11, 12, 13, 14 are related
to change; questions 4 and 5 are related to school environment; questions 6 and 7 are
related to relations and question 8 is related to PTA. Questions 15 and 16 were asked
to understand participants’ perceptions about the school in general to produce new
categories.

As explained before, a focus group interview with parents was conducted to

reach more data about the emerging categories. The semi-structured interview

schedule used for teachers was slightly changed and used with parents (Appendix 2).

3.5.3 Documents

As Bogdan and Biklen (1998) stated that formal organizations produce
documents such as internal documents in the form of memos, minutes from meetings
or any bulletin used for internal communication; external communication materials
in the form of newsletters, news releases, mission/vision statements, brochures; and
students records and personal profiles. Merriam (1998) added one more category: on-
line data sources such as websites.

In this study, document analysis was done while observations and interviews
were being carryied out. School website, school mission and vision statements,
photographs, student profiles, school principal and school counselor’s notes about
student profiles and video recordings of events occurred in school were analyzed to
support observation and interview data and to provide additional data. Video
recordings were especially useful to develop some categories used in the analysis.
The summary of data collection instruments and data sources were presented in

Table 4.

55



Table 4

Data Collection Instruments and Data Sources

Data Collection Instrument Data Sources

Principal’s room

Teachers’ room
Observations English classroom

Other classrooms

School events (ceremonies,

social activities)

Interviews School principal
9 teachers
9 parents
Documents
Still photographs

Videos of school events
School website

Other documents produced by
school

3.6 Data Collection Procedures

Charmaz’s guideline proposed in her model of constructivist grounded theory
was used in here. Initial data were collected through unstructured observations on
school site, informal conversations with school members, semi-structured interviews
with school principal and teachers and review of school documents. After each
observation and interview sessions, the researcher wrote memo. Observations and
interviews were carried out in February 2009-June 2009.

A careful study of early memos revealed gaps to be filled and data to be further
elaborated. This second phase of data collection called “theoretical sampling”
involving filling the missing points, elaborating on emerging categories and revising
the generated categories up to that point in the study. The analysis of early memos
produced two categories to be further developed. Then a focus group interview was

done with members of PTA and more documents were collected.
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3.7 Data Analysis

Data analysis is a systematic process to organize the collected data into
meaningful segments to discover regularities, patterns to be delineated and
interpreted regarding the purpose of the study (Bogdan & Biklen, 1998). This is a
complex, intensive, exhaustive and demanding process of ascribing meaning to the
collected information (Merriam, 1998).

Data analysis is even more demanding in grounded theory. In their study, Fendt
talked to people who used grounded theory in their doctoral research. One of the
most cited problems in grounded theory is the hard time they have with the analysis
of data and most of them do not want to use it again (Fendt & Sachs, 2008).

In grounded theory data collection and analysis happen at the same time. This
iterative process requires moving back and forth between the cases. In the beginning
of the study, the researcher thought that the software program called Nvivo would
facilitate the iterative process of grounded theory. The program enables the
researcher to reach an explanatory model through facilitating step-by-step data
collection and analysis process As it is point out Nvivo program helps coding,
making connections between coded data and other external data like photographs or
video clips, making comparisons between cases, incidences, people, writing memos,
keeping literature reviews and developing a model drawn genuinely from data. It also
helps the researcher pay attention to concepts that emerge from data but not
recognized easily at the outset. Considering the chosen method, Nvivo program
seems to be the appropriate tool to carry out data analysis process in this study
(Bringer, Johnston & Brackenridge, 2006).

Charmaz (2000) puts forward that Nvivo is more suitable for grounded theory
studies with objectivity underpinnings. Newman (2009), on the other hand,
experienced with Nvivo in his constructivist grounded theory study, managed to
show that the program can be used as an organizational tool and whenever the
researcher has problems in analytic process, it is entirely up to the researcher to go
back and acquaint him/her with the constructivist premises again.

For this study, the researcher attended Nvivo trainings and read several studies
that employed the program for data analysis. As the study continued, however, the
researcher realized that Nvivo program was blocking her creativity; she felt as if the

program set a wall between her and data. Then, she decided to do analysis on
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observation notes and interview transcripts and then used word processing to store
codes, memos and her reflectional notes during the study.

Data analysis in grounded theory studies start with coding. In their early books
about grounded theory, Strauss and Corbin (1990, 1998) classified coding into three
steps: open, axial and selective. However, in their later work, they said that the
distinction between open coding and axial coding is artificial, so, coding can be done
in two steps (2008). In Charmaz’s constructivist grounded theory, coding process
starts with initial coding and ends with focused coding (2006).

In this study initial coding was done as the researcher collected data. Since data
collection and data analysis happen at the same time in grounded theory studies,
observation notes were coded first. After each observation, observation notes were
written as word documents and, as suggested by Charmaz (2006) the researcher did
line-by-line coding and highlighted in vivo codes on these word documents. While
doing coding, two things were done to facilitate data analysis: gerunds were used and
near each code it was written the doer of the action or what was relevant about the
coded action. For instance, near the code “getting into school easily”, the researcher
put “P” to indicate that it was related to parents. Likewise, “SP” was used for school
principal, “T” was used for teachers, “S” was used for students, “E” was used for
school environment and “SC” was used for things generally about school and things
that did not belong to any other groups. Every coding process was followed by
memo writing and seven memos were written from ten observation sessions. Since
the last three observation notes were coded together, one memo was written for them.

Memo writing is a crucial step in grounded theory. It helps researchers to select
focused codes to be used as categories. According to Charmaz (2006), once
categories are identified, their conceptual definitions should be provided “...with
abstract power, general reach, analytic direction and precise wording” (p. 91). It is
extremely recommended for researchers to ask questions, make comparisons and
engage in brainstorming during memo writing process (Strauss and Corbin, 2008).
In this study, early memos were quite short and informal and they focused on what
different people were doing and what was happening in and around school. In each
memo things that needed to be refined were underlined. Comparisons were made if
people were acting the same way time. Each memo was given a title and initial
focused coding was done to identify tentative analytic categories as suggested by

Charmaz (2006).
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A careful study of early memos also revealed gaps to be filled and data to be
further elaborated. Categories to be further developed were identified with the help
of “theoretical sampling”. The following tentative categories emerged after the

analysis of observation data:

Making changes in the school

Rich history

Building bridge between people in an around school
Taking parents’ role in the education of children

A second home for Roman people

Teaching through social activities

The role of PTA

Negative effect of school community and environment
Changing perceptions about education and school

10. Personality and leadership

11. Teaching values that are conflicting with the ones at home
12. Making school comfortable for students

13. Having positive relations among people

WX A WD =

The ultimate aim of the interviews was to compare and contrast data with
observation data; saturate the categories to be used in the analysis; and reach new
categories according to perceptions of school principal, teachers and parents. The
researcher applied the same procedure she used for the analysis of observation notes
to the analysis of interview data. After the analysis of interview data, all codes and
categories were re-examined for focused coding. This process took a condireable
amount of time. It was seen that there were some similarities and differences across
data. Overlapping codes were brought together and irrelevant codes were eliminated.
Categories that would be used in the analysis were defined and supported with data
driven evidences. Comparisons were made based on people’s actions, experiences
and feelings held for school. Earlier memos were refined. Later memos were more
analytic than early ones. Focused coding and later memos helped the researcher
better define each category. Subcategories emerged and relations between categories
become more evident. At the end of this process the following categories and

subcategories emerged:

1. Offering a better place than students’ homes
1.1. knowing and reducing the negative effect of environment on school
1.2. knowing and developing an understanding towards students’ home lives
1.3. taking parents role in children’s education
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2. Enduring difficulties in atypical school context
2.1. difficulties of working in atypical school context
2.2. instilling a sense of belongingness through building a good rapport
2.3. instilling a sense of belongingness through building a  professional
environment
2.4. instilling a sense of belongingness through finding moments to share and
adding special touches to them

3. Teaching through social activities
3.1. making positive instructional changes
3.2. teachers
3.3. results

4. Prompting parents to assume more responsibility
4.1. Parents Teacher Association

5. Blending leadership skills with personality
5.1. school in the past
5.2. school today with the current principal
5.3. leadership-education and culture builder
5.4. personality

6. Roman students vs. other students
6.1. being a second home for generations
6.2. attitudes towards education

Research data and the categories and subcategories were revisited many times.
The researcher gave herself some time to think about data. Codes, categories and
memos were re-read many times. The researcher tried to be as open as possible and
got more familiar with the data. At the end of this exhaustive process, the researcher
was able to define the main phenomenon that she was looking for —breaking vicious
cycle. Definition of the main category, so to speak, paved way for some changes in
the categories and subcategories. Some categories were merged with others or
slightly changed in wording to reflect the data better. In addition to this, some
subcategories were also changed or merged. At the end, final categories and
subcategories were defined to reach theoretical propositions driven from data.

Eventually, the emergent theoretical propositions were compared and
contrasted with relevant literature. This phase required more analytic skills than the
first one because it was at this phase that concepts were really linked to each other to

lay the basis of the substantive theory.
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3.8 Delimitations of the Study

This study was delimited to participants including an elementary school with
school principal, teachers, school administrators, members of Parents Teacher

Association.

3.9 Limitations of the Study

It is difficult to generalize the results of this study to other schools. However,
the picture of a school revealed through this study and theoretical propositions
emergedt at the end will be give insights to schools living in atypical contexts-urban
or inner city schools that are located in ethnically mixed, low-SES and migrated
groups from rural areas- to better understand their own situation and to develop

change strategies that better work in this particular context.

3.10 Validity and Reliability Issues in Grounded Theory Studies

The concepts of validity and reliability that are used to evaluate quantitative
studies are not used in the same way in qualitative studies. Trustworthiness is the
concept used to evaluate the quality of the qualitative research and it is evaluated by
four criteria: credibility, transferability, dependability and confirmability. Credibility
is what internal validity refers to in quantitative studies. It refers to accuracy; in other
words it is the extent to which reality matches with the one (s) represented in the
study. To deal with internal validity, Merriam (1998) enlisted six techniques:
triangulation, member checks, long-term observation, peer-examination,
participatory or collaborative modes of research and researcher’s biases.

Strauss and Corbin (2008) shortened the list and talked about four techniques:
member checks, peer debriefing, triangulation, a researcher’s reflexive memoing
journal. Transferability, associated with external validity in quantitative studies, is
related to the explanatory power of the research. It is related to the applicability of
the findings to other situations. For a qualitative study to meet the transferability
criteria, thick description is necessary for the researcher. Dependability deals with
how data is stable over time and the consistency over data collection methods and

findings. This is what reliability tries to achieve in quantitative studies. Reflexive

61



memoing journal that shows explicitly and in detail how data has been collected,
how thematic categories are created and how findings are presented can be used to
ensure dependability in qualitative studies. Confirmability is used to evaluate if the
research results are really produced through the inquiry. Audit trial is the technique
used to evaluate confirmability.

In this study the following techniques were utilized, to some extent, to enhance

the thrustworthiness of the study:

1. triangulation was achieved by employing multiple data collection methods
and and cross-checking data gathered through these methods-observation,
interview and documument analysis,

2. member checks were utilized for interviews,

3. the researcher kept a reflexive journal,

4. prolonged observation sessions of the research site were carried out,

5

the research process was explained vividly and in detail.

In addition to these, the specific evaluation guideline for constructivist
grounded theory developed and extended by Charmaz (2005, 2006) was used in this
study. Strauss and Corbin (2008) found Charmaz’s evaluation guideline
comprehensive enough to cover scientific and creative aspects of qualitative
research. Since the guideline is based on self-evaluation, the authors caution
researchers against the sophistication and experience that the application of guideline
required. In this study, Charmaz’s guideline were visited every phase of the study to
ensure that the study meets all specified properly.

The following questions were used to evaluate credibility in constructivist

grounded theory studies:

1. Has your research achieved intimate familiarity with the setting or
topic?

2. Are the data sufficient to merit your claims? (Consider the range,
number, any depth of observations contained in the data.

3. Have you made systematic comparisons between observations and
between categories?

4. Do the categories cover a wide range of empirical observations?

Are there strong logical links between the gathered data and your

argument and analysis?

hd
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6. Has your research provided enough evidence for your claims to allow
the reader to form an independent assessment and agree with your
claims?

The following questions are used to evaluate originality in constructivist
grounded theory studies:

1. Are your categories fresh? Do they offer new insights?

2. Does your analysis provide a new conceptual rendering of the data?

3. What is the social and theoretical significance of this work?

4. How does your grounded theory challenge, extend, or refine current
ideas, concepts, and practices?

The following questions are used to evaluate resonance in constructivist

grounded theory studies:

Do the categories portray the fullness of the studied experience?

Have you revealed both liminal and unstable taken-for-granted

meanings?

3. Have you drawn links between larger collectivities or institutions and
individual lives, when the data so indicate?

4. Does your grounded theory make sense to your participants or people

who share their circumstances? Does your analysis offer them deeper

insights about their lives and worlds?

N =

The following questions are used to evaluate usefulness in constructivist

grounded theory studies:

1. Does your analysis offer interpretations that people can use in their
everyday worlds?

2. Do your analytic categories suggest any generic processes?

3. If so, have you examined these generic processes for tacit
implications?

4. Can the analysis spark further research in other substantive areas?

5. How does your work contribute to knowledge? How does it contribute
to making a better world?

The researcher spent almost one school year in the school and tried to build
good rapport with the participants. Categories were constantly compared and changes
were made when new data emerged. Researcher came up with five theoretical

propositions at the end and they were all drawn from data. To support her
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propositions, quotations from the participants were given and notes from the
observations were included.

The researcher tried to open the data as much possible to get some fresh ideas
to reach the proposed theoretical statements. Some in-vivo codes were used as
categories. The study is theoretically significant because theoretical propositions
presented at the end are totally grounded on the research data. It is socially
significant because it renders one of the underrepresented groups of people in our
society-Roman people and their schooling experience. Research data is compared
with an existing theoretical construct and some underlying concepts and processes
were extended and challenged.

The study was conducted in a school context that shows atypical
characteristics. Research data presents the process that is useful to make sense of its
functioning and people’s experiences in such a school. Some of the defined activities
can give insights to people in similar situations. As Creswell (1998) pointed out that
theories emerged from grounded theory studies can yield studies which test the data-
driven theory empirically. The same can be applied in here. Further research can be
done in a different school community populated with another underrepresented group
of people in the society to see if the emerged a substantive-level theory makes sense

of the life there.
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CHAPTER 1V

RESULTS

The purpose of this study was to construct a grounded theory study to explore a
school as a social system living in an atypical context. At the end of the study, it was
intended to develop substantive-level theoretical propositions and explanations that
broaden our understanding about the theory of school as a social system. The data
gathered through observations in and around school, interviews with teachers and
members of Parent Teacher Association and analysis of collected document.
Charmaz’s (2006) constructivist grounded theory approach was used to analyze data
from these three different sources. This chapter presents research findings starting
with the emerged theoretical propositions about the functioning of school as a social
system and continues with results that show how emerged theoretical propositions fit

into the Hoy and Miskel’s model of school as a social system.

4.1. Atypical School as a Social System —Breaking Vicious Cycle

The analysis of Music and Entertainment Elementary School led the researcher
to develop some key concepts and processes that have the power to explain the
functioning of atypical school as a social system. These key actions were elaborated
as part of a main process which was called “breaking vicious cycle” by the
researcher. This was found to be actually the central phenomenon occurring in the
school living in an atypical context.

How did the researcher come up with this phenomenon? At the end of the
exhaustive analysis, the researcher realized that there was a kind of vicious cycle in
the functioning of the school over the years. Later in the study, this will be elaborated
in detail. In here, however, succinctly enough, with a reference to existing literature

on school as a social system, one of the assumptions of the model is that school is an
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open system that goes through “input-transformation-output” process and this creates
some problems for a school in atypical context.

Research data showed that there is a kind of vicious cycle with this process in
atypical context. This adversely affects the informal side of school-people working in
the school, which, in turn, affects behavior in the organization and then the whole
parts that made up the whole system. This study revealed that this cycle can be
broken with collective actions through making some changes in the school system.
Thus, the researcher decided to call the central phenomenon as “breaking the vicious
cycle”.

Breaking vicious cycle involves a set of theoretical propositions that
summarize actions undertaken to help a school function smoothly in an atypical
context as a social system. It presents the significance of informal subsystems, school
community and the wider environment along with their enabling and blocking effects
on such a school system. It gives meaning to the experiences of school staff who
aspire to make big changes but achieve incremental advancements in the educational

life of socially stigmatized students. Breaking vicious cycle involves the following

actions:
1. making school a better place than students’ homes
2. enduring difficulties of working in an atypical school
3. preventing students leave their backpack at school and get a new one outside
4. prompting parents to assume more responsibility
5. blending change-oriented leadership skills with humane personality

4.1.1 Making School a Better Place Than Students’ Homes

Theoretical proposition 1: When a school lives in an atypical context, people,
especially teachers who are the key people because of their closeness to students in
the school, need to know and develop an understanding towards school environment
and students’ home life and take emotional, social and academical responsibilities to
make the school a place where students feel themselves safer and happier than their
home.

Theoretical proposition 1 basically involves two actions that are necessary to

make school a better place than students’ homes: (1) to know and develop an
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understanding towards school environment and students’ home life and (2) take
emotional, social and academical responsibilities. These two actions are explained

below.

Knowing and Developing an Understanding towards School Environment and
Students’ Home Life

Observations in and around Music and Entertainment Elementary School
enabled the researcher to provide a vivid description of the school community.
Although the school is located in one of the oldest residential areas in the heart of a
metropolitan like Istanbul, it looks like as if it lives in a typical Anatolian
neighborhood with its old cramped streets that are full of two or three storey houses
whose first floors are used as shops. Shop owners sit in front of the shops chatting
loudly and playing backgammon.

It is difficult to miss the school building because of its historical eye-catching
architecture. It is small but in a harmony with the street it is located in. Although the
name of the school changed in time, it seems that people living around school still
can not get used to it. When the researcher asked the way to school, it was seen that
people living in the neighbourhood, mostly old people graduated from the school, did
not recognize the school with its current name. They called it with the names used in
the past.

The school is small compared to other schools in the environment. It suffers
from lack of financial support, which is needed to cover some basic maintenance
costs, like cleaning. Participants in the study said that the school has no competitive
power when its poor physical conditions, inadequate infrastructure and technological
capacity are concerned. However, they added that the current principal made
considerable changes in the physical environment of the school, which has a positive
effect on both teachers and students. The school has become a comfortable place for
the people living there.

The school has two pre-school classes in a small building adjacent to the main
school building. Pre-school teachers told that parents preferred their pre-school
classes because of the lower fee and once their children completed pre-school, they
sent them to other schools in the environment. They added that parents did not
believe in the importance of pre-school education. They usually sent their children to

save time to run their daily errands.
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The school has a mixed student population. It is possible to talk about three
student groups: Roman children and children of migrated families mostly from Black
Sea Region and the Eastern part of Turkey. Most of the students come from
seperated families with low socioeconomic status. The parents holding high school
diploma is few. To help their families or to earn their own pocket money, especially
students in seventh and eight grades have part-time jobs. There are also some
students who work as apprentice in barbershops or tailor’s shop to learn a profession.

Observation and interview data revealed that the school environment has had
indispensable effects on school. Populated mostly with Roman people, school has
been like a second home for these people over generations. It has become a kind of
tradition for Roman people to send their children to this school. Although people
migrated from Black Sea Region and the East have settled down within the past few
decades in the neighbourhood and the recent attempt of demolishing Sulukule-known
as Roman area- and forcing Roman people to leave their home, Roman children are
still the majority in school.

The data also showed that not only being majority at school does matter but
also Roman students’ tremendous influence on other students make the Roman
culture quite effective in school. They bring the school the values they hold about
life generally and what they do has become the norm in the school. For instance,
Roman children’s relaxed but irresponsible behaviors towards teachers are greatly
admired and shared by others who imitate those behaviors to seek acceptance by
them. Roman children are said to be quite successful in terms of reflecting their own
cultural values and infusing them to others. However, they can not transfer the
values they learn at school in their life outside. The values they learn at home and in
their own community clashes with the values they learn at school. This is clearly
stated by school principal “In here we all confuse students” mind. At home they learn
that theft is not a bad behavior but at school we always tell the vice versa.” This will
be further elaborated but briefly, all these suggest that school mirrors the community
it lives with and this mirroring process has considerable implications for the school.
Figure 3 shows this mirroring process.

School principal and teachers drew attention to the negative impact of this
mirroring process. School was found to be faced with two major environmental
challenges. First of all, school environment can be said neither safe nor secure. One

of the teachers drew analogy between “Texas” and the “school environment” to
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emphasize the severity of safety and security problems. Another teacher associated
school environment with “something grey, misty and dirty”. There are a lot of
teenagers who dropped school in the district. Bullying becomes the norm among
these young people and some of them are drawn into gangs and forced to commit
crimes. Parents said that never feel easy about their children in the neighbourhood
and that is why they never let their children even the boys go out late and play in the

street. One of the members of PTA said

The school community does not have a positive effect on our children. I wish
we could raise our children in another place. We never teach swearing to our
children but they learn from their friends at school. If the parents were good in
this school, everything would be superb.

Roman people being a second home

\\ for generations

dominant Roman culture

gangs, teenagers who
dropped school

conflicting values
between school
community and school

people migrated from N
Black Sea Region and
Eastern parts of Turkey

security and safety
problems

students from low-SES
families

e A

School community School

Figure 3 The Effect of School Community on School

Roman people’s life style and their perceptions of education is another

challenge that school is faced. As it was described above, there are different groups
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of people in the environment having one common characteristic: they all belong to
low-SES. One of the teachers living very close to school shared her observations
about the families living around school. She also knew her students’ family life well
and made references them as well. She said that most of them are patriarchal
families, in which women have no voice and instead of dealing with their children’s
problems, they try to focus on their own problems. Teacher 2 said: “In my class
there are no high-school graduate parents. Children never see their parents or
relatives reading at home.” Teacher 7 made similar remarks “Most of the parents do
not have regular jobs. When we ask the students about their fathers’ job, most of
them say that they are merchants or sellers. I have not seen any parents working as
doctor, engineer, teacher or officer.”

Thus, parents cannot help their children with their school work. Teacher 5 said
“we can not tell parents that doing homework is not the same thing with studying for
that lesson. They do not understand that there is something like studying for a
lesson.”

Roman people’s life style and their perception of education said to be
completely different than of other groups. Teachers said that in Roman families,
violence and child abuse are quite prevalent. Mothers are more protective towards
their children whereas fathers are aggressive and intolerant. Fathers’ beating their
children is quite typical. There are also a lot of parents in jail. It is quite normal for
these families to commit some crimes like drug dealing and theft. Roman parents see
school as a waste of time, they do not believe in the advantages of being educated.
Therefore, they pay no attention to their children’s education and have no
expectations for their children’s future. They motivate and encourage their children
to be dancers or musicians, the jobs that most Roman people do over generations.

The researcher’s own engagement with children revealed first-hand data about
children’s home life, which presented similarities between teachers’ description. The
researcher organized a workshop on school violence for sixth and seventh grade
students in the school. Students were asked what they associated violence with,
working in groups. Their responses include the followings: bad father, father, family
quarrel, street fights, blood, wrestling, knife, alcohol, demolishing, natural disasters,
terrorism, theft, genocide, raper, death, and some more. It is interesting to note that
in all groups bad father or father response was written. After this activity, the

students were asked to discuss the different sources of violence. Their responses and
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their arguments indicated that violence at home is quite prevailing and it is specific
to fathers. For overwhelming majority of students, violence is quite typical and using
violence to solve problems is necessary.

Parents from other groups also put on emphasis on the differences between
them and Roman people and talked about their worries about the influence of these
young people upon their own children. In reference to differences among groups in

the school community, what Teacher 10 said was to the point,

People from Sulukule do not accept that they come from there. They say for
other Roman people “They are gypsies but we are not”. Other groups, Arabs or
Kurdish people, never deny and they say we never do wrong our children must
listen to their teacher.

In addition to this, Teacher 3 said:

Children of unattentive parents can be easily influenced by their peer groups.
But if parents were good and caring, the children would be different. Parents
are a little concerned about their children’s education in primary school. But in
the secondary school we do not have such parents. One day one of my students
seemed sleppy and I asked what happened. He said that his father woke him up
at 2:30 a.m. and sent him to get food for him. You see. Children are really
happy in this school. They come together and have fun in here.

Taking Emotional, Social and Academical Responsibilities

School principal and teachers believed that it was their duty to reduce the
negative impact of such an environment on school through knowing and developing
an understanding towards students’ home life and taking emotional, social and
academical responsibilities to make the school a place where students feel
themselves safer and happier than their home.

During interviews, all teachers emphasized the importance of being role
models for students. They know that they do not have proper role models in their
home or environment. They also know that there are a lot of students who need care
and affection. That is why, teachers try to be more understanding and show empathy
towards students. One of the teachers said “We are tolerant to children’s spoiled
behaviors to some extent because they can not be children at home because they are

afraid of to be beaten.” Teachers know students very well. Teachers also talk about
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students’ problems in break times and exchanged ideas for how to approach each
single student. There is a common belief among teachers about the necessity of
building one-to-one relations and knowing students’ private life. Teachers believe
that knowing something students’ private life is crucial step to understand their
problems and to offer help for the solution. The members of PTA also confirmed that
teachers know students very well and deal with their problems patiently. One of the
PTA members said that “we know that students are disrespective and they tell lies all
the time but teachers are quite patient and they never resort to violence. They never
turn their back to students or parents.”

Teachers generally complain about students’ lack of knowledge pertaining to
social life. Since their parents fail to teach the very basic social rules and norms that
apply to every day life, teachers feel the responsibility to teach them to students.
Some students also have hygiene problems. They can come to school for a week or
sometimes more than a week without having a shower, combing their hair, or
wearing clean clothes. Members of Parent Teachers Association assume
responsibility to help such students.

Research data showed that there are alot of disruptive, low-achieving students
in the school. During observations, to highlight the negative effect of the school
environment on students’ academic achievement, one of the teachers said “I accuse
school environment not children for their failure. There are a lot of problems in the
school community, children cannot do anything. As the community changes, student
will change.”

There is a tendency among students to drop school. On one hand, teachers help
students take responsibility for their future. They motivate and support them to
continue their education. They spend a great amount of time dealing with each
student and provide guidance for students based on their talent. School principal, on
the other hand, takes control to decrease the number of violent acts and behaviours in
school through enhancing disruptive students’ engagement in school in a positive
way. This will be discussed later in the study.

Participants in the study believed that children are quite happy to be with their
friends at school. They feel themselves free from the problems they encounter at
home. They know that they are cared at school. As an example of care given by
teachers, one of the teachers started to protest school canteen and banned their

students to buy unhealthy food to take care of their health. Students like being cared
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by teachers. When compared to their home, physical conditions of school are also
much better. They can at least stay warm in the school. As one of the teacher said

“the school is better and more comfortable than their home.”

4.1.2 Enduring Difficulties of Working in an Atypical School Context

Theoretical proposition 2: Teaching in atypical school is hard but it can be
endurable when a sense of belongingness is instilled in teachers through building
positive relations and positive professional work environment and creating special
moments to share and adding special touches to them.

This theoretical proposition suggests two actions to endure difficulties of
working in an atypical school context: (1) instilling a sense of belongingness in
teachers through building positive relations and positive professional work
environment and (2) instilling a sense of belongingness in teachers through creating
special moments to share and adding special touches to them. These two actions are

explained in detail below.

Instilling a Sense of Belongingness in Teachers through Building Positive
Relations and Positive Professional Work Environment

Teaching is a very difficult profession. There are different sources for teacher
motivation. Students’ achievement, popularity of school, extra financial support from
weekend courses or after school activities can be a source for motivation. All
participants agree that all of these motivational sources do not apply when it comes
to working in an atypical context. They talked about the problems of working in
atypical school.

Teachers have different opinions about the sources of difficulties in working in
this school. Music and Entertainment Elementary School lives in an environment
where generations of Roman people live over the years. Being a second home for
generations has positive associations for Roman people, but for other groups of
people living in the same community and for school principals and teachers, it
denotes negative meanings.

Some teachers complain about the bad reputation of their school in teachers’
professional work groups. In reference to the bad reputation of school in the

environment, the researcher observed that on her first visit to school, she was lost
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and asked the way to a woman in the street. She was holding her son in his hand and
taking him to home. The researcher learnt that her son was going to another school
although Music and Entertainment Elementary School is closer to her home. When

the researcher asked why she did not send him to this school, she said that

The school is very nice. It has a very historical beautiful building, very
beautiful. There are a lot of Roman children in that school. I do not scorn them
but my son’s friends are important. Children can be easily influenced by each
other. Besides, the quality of the education is very poor. My son goes to a pilot
school with a good education and when I leave him school, I do not worry
about him.

Teacher 3 also tells a similar story that happened to her. She said that “After I
was appointed to this school, in my first visit I asked the way to a boy. He told me
that the school was very bad, the classes are usually empty.” Teacher 9 said “In my
second week in this school I went to a meeting in the district. Teachers asked me
which school T was working and when I said, they told me that God will give me
patience to endure working in the school.”

Some others, on the other hand, showed their discontentment about getting
little professional satisfaction from teaching low-achieving students. Teacher 2

explained her reasons of leaving school as follows,

There is no grouping. One-to-one relations and group relations are quite
positive. There is a positive teacher culture. This is my first school and I do not
know how it is like in other schools but everybody loves each other maybe it is
the less number of teachers or maybe it is the environment. I want to be
appointed this year because students do not get what I teach. As a teacher, |
want to see what I taught. You do not get much, there is change but it has little
effects because changing takes a lot of time.

It is understood that teachers try to find the ways to endure the difficulties of
working in atypical contexts. They generally agree that there is a need for making
teachers develops a kind of emotional attachment with school. They also highlighted
the need for being patient all the time. They also added that it is fundamental for
teachers to be ready to work in difficult contexts. That is why; it is vital that teachers
be donated with skills to work in challenging situations and this should be taken into
consideration for teachers’ training colleges. Lastly, they perceive school principal

as the key person to help teachers in this endeavour. Thus, it is the principal who
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instills a sense of belongingness in teachers through building a professional work
environment and creating special moments to share and adding special touches to
them in atypical contexts.

The researcher observed the positive atmosphere in school from the first day of
her involvement in the school. Observations of teachers’ dialogues and interactions
in teachers’ room, as well as of teachers-principal dialogues gave some insights
about the quality of relations at school. In interviews, the researcher had the chance
to focus more on relations between teachers-teachers, school principal-teachers,
teachers-students and teachers-parents. Generally speaking, the relations were found
to be positive, friendly and sincere at school. What Teacher 4 said “frankly
speaking, you can endure negative things if you are working in a positive
atmosphere” is a clear indication of the existence of positive relations in school.
Teachers also expressed their happiness about working in the school owing to this
positive atmosphere. Teacher 4 expressed her feelings, “I see school like my home.
Even if I do not have class in the morning I get up early and come to school. My
father is also a teacher and he told me —Are you going to change Sulukule?”

Teachers’ responses about the sources of positive relations in the school were
compiled and analyzed. First of all, it was seen that the teaching staff is not crowded,
there are seventeen teachers in the school and in such a small group it is easy to build
face-to-face relations and create opportunities to make some small talks. Since the
school starts early in the morning, teachers brings something with them and have
breakfast together in break times every day. The majority of the teachers are young;
thus, they literally speak the same language, have many things in common and do
things outside school.

The school does not offer any weekend courses or after school classes, which
were told to deteriorate the relations in other schools. Teachers added that teachers
had the chance to earn extra money from these courses but money sometimes created
problems between teachers and teachers and school administrators.

There is no competition or gossip between teachers. There is also no grouping
based on favoritism. Some teachers, of course, are close to some teachers but the
kind of grouping is solely based on friendship and it does not have a negative effect
on the climate of the school.

Teacher 4 made a remark on relations giving an example from another schools

as follows,

75



In one of the neighbour schools I saw a list telling how relationships between
teachers should be. It is written something like “Do not gossip” or “do not sign
on behalf of others”. I thought that thanks god I do not work in that school. If
administration put something like on the board, there must be reasons to do so.

According to the school principal, there is a strong relationship between the
weekend courses and teachers’ jealousy and gossiping. He has seen that in schools
with weekend courses, teachers compete to get as many students as possible in their
class. He said that “there is no gossiping or jealousy in this school. When there is no
money, there is no competition.”

Teachers help each other not only for the things related to school but for other
things as well. For instance, the researcher observed many times the teachers talking
about disruptive students and giving advice to each other in break times. It was also
observed that some teachers help teachers working on temporary contracts to do test
for the exam they have to take to be officially appointed.

A positive relation among people is one of the major reasons for teachers not to
change their school. Yet, the data showed that some teachers had a dilemma between
preferring schools with better resources, better student intakes and technologically
adequate and this school with well established positive relations.

In spite of the problems that teachers confront in school, teachers try to build a
professional environment that can be found in academically high-achieving schools.
They make discussions about educational issues in break times or when they have no
class. They take their jobs seriously and push their limits to help each student in
school. They work in groups to prepare social activities and support each other.
They take advice from each other, learn from each other’s experiences and get help
about specific students from teachers who has been working for a long time in the
school. The oldest teacher in the school described teachers as being “tolerant”,
“visionary”, “progressive” and “modern”. Teachers who worked in the school as
intern also explained that there was never a hierarchical relation between senior
teachers and intern teachers, which they believed to hardly exist in other schools.
They also added that they worked peacefully, productively and comfortably in the
school because of open communication between teachers and school principal.

As teachers pointed out, school principal’s fair, supportive, motivating and

friendly attitude has undeniably important contributions on developing a positive
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work culture in the school. He tries to help teachers with their private problems. He
values teachers’ professional knowledge and experience, takes their opinions about
the things within their expertise or area of interest and motivates them to assume
more responsibility in school accordingly. In addition to this, he always takes
teachers’ opinion about the things to be changed in the school. Teachers, in return,
stated that they never exploited principal’s friendly behaviors. They believed that
there was a good harmony between him and teachers; thus, school principal was not
alone in his ambitions in making dramatic changes in the school. Teachers helped
him and they were well aware of the role they played in the current condition of the

school. In relation to this, Teacher 2 said that

In fact there has been a good harmony between school principal and the
teachers. If teaching team had not been so good, the principal would have had
difficulties to make all these changes. I believe that I have a contribution to
create a positive atmosphere in school.

Put in another way, teachers generally agree that school has changed
dramatically under the leadership of the current school principal. But they also
acknowledged that they have made positive contributions to this change process and

endure the difficulties together.

Instilling a Sense of Belongingness in Teachers through Finding Moments to
Share and Adding Special Touches to Them

The school has a rich history. It is evident from the school chronicles,
photographs and artifact exhibited all around school. In the school walls, photos from
1931, 1955 and some other years showing teachers, students together. The researcher
also attended some ceremonies in the school. Video recordings, photographs and
notes taken during those ceremonies enabled the researcher to understand that the
school principal gives special importance to the history of the school; he protects an
shares documents, photograps and any other materials that has a historical value with
school commmunity. For the ceremony held for the opening of library and science
laboratory, for instance, he invited one of the oldest graduates of the school who
made a speech telling his memories and anecdotes about his teachers and friends.

Later on, the school principal tells how he gets into contact with this man,
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Last year, I was in my office and someone came and told me that there was a
man outside wanted to see me. When I went out of my office, I saw an old
man. In the outside he asked if the principal changed and when they said yes he
decided to get in. He said that he wanted to kiss my hand because he
remembered his old days. When he was a student, the school was painted in
yellow and they called the school as ... The previous principal got the school
have painted in burgundy. Then he said he wanted to visit school again. After a
while, he came to school with his daughter and her husband. He gave me a call
from time to time. And one day in the summer he came to school with old
photos and albums. He took the albums in the school and sat in one of the
classrooms, cut the photos and put them one by one in the album according to
their dates. After that day he did not call me. This year I called him and learnt
that he had a stroke. I invited him to the opening ceremony for the laboratory
and the library, he said he might not come but he made it and came to the
ceremony. [ was very happy when I saw him.

Ceremonies are important events for the school because they create
opportunities for moments to be shared by everybody in the school. It seems as if
school united together for the ceremonies. It helps socialization process through
bringing teachers, school administrators, students and parents together and instilling
belongingness in them for the school. “It is dificult to find such an atmosphere in
every school. Look at them how parents are helful and how young the teachers are.
This school is able to do a lot of things.” said an old lady, a member of
Communication and Solidarity with Village Teachers Association after the
ceremony. As an Association, they helped many other schools in the same district but
she said “we have been many times in the school to see how the renovation for the
laboratory and the library goes on and I have not seen such sincere relations in other
schools.” It is significant for an outsider to make this comment.

Not only the people inside the school but also parents and sometimes people in
the environment take a great deal of responsibilities for the ceremonies. It was
observed that in addition to the typical arrangements that can be seen in any place,
the people added special touches to the ceremonies to make them unique to school.
For instance, teachers said that after the ceremonies, when the guests leave, they
always come together, eat and drink and dance together. The music teacher plays and
sings and others dance. Teachers also said that since they knew some students were
lack of enough food at home, they always let the students eat and drink in the
ceremonies. Another interesting example for the special arrangements is that in one
of the ceremony observed by the researher, members of PTA wore the same dress,

welcomed the guests at the door and did the service to make the whole arrangement
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look professional. This was also a surprise for school principal and teachers who
were quite anxious about the preparations.

Like ceremonies, teachers and school principal use every opportunity for
organizing small gatherings. For instance, the birthdays are celebrated, barbecue
parties are held and some events are organized after school or for the weekend. They
also come together when a teacher leaves school and buys present for him or her.
The researcher had the chance to observe the principal’s surprise birthday party in
the school. Teachers bought a cake and some refreshments. In lunch break, one of
the teachers went to the principal and told him that he wanted to show some papers
in teachers’ room. It was a surprise for him to see all teachers waiting and shouting

for him. They sang songs and enjoyed together during lunch break.

4.1.3 Preventing Students Leave Their Backpack at School and Get a New One
Outside

Theoretical proposition 3: Multiplying learning opportunities for students in
atypical school context is important to reach every student, especially low-achieving
ones, in the system. Once this is achieved, school makes a difference not only in the
students but in the society as well through reconciling the values taught at school and
the values of the school community.

This proposition suggests the following action: multiplying learning
opportunities for students, especially for low-achieving ones in atypical school
context. To make sense of this action, it is vital to get a clear picture of the student

profile in the school.

Student Profile in Music and Entertainment Elementary School

As described previously, there are three groups of children in the school:
children coming from parents migrated from Black Sea Region; children coming
from parents migrated from the Eastern part of Turkey; and the Roman children who
are the majority in the school. In the course of this study, observation and interview
data revealed that schooling experiences of Roman children perceived to be different
from other students in some respects.

According to research data, one of the most apparent characteristics of Roman

children is that almost all of them are underachievers. It is interesting to note that
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some teachers believe that their genetic background is an important determinant for
their failure. This was articulated by Teacher 2 for the first time and then it was

confirmed by other teachers. She said that

I believe that because of problems like their genetical inheritance, inadequate
nutrition, etc., their IQ is lower. Roman students are absent a lot of time
because they love sleeping. No matter what you do or what method you
employ, their capacity is not enough. They are also influencing others.

In addition to this, Teacher 3 said that:

I always call the absent students’ parents. Parents are working and children are
alone at home or in the streets after school. Look at the children in other
schools. How grown up they are. But in here they do not get enough food.
Parents are crowded. I told them to drink milk. They told me that their parents
buy milk for their baby sister or brothers but they are not allowed to drink milk
because they can not afford to buy enough milk.

Teacher 8 also made similar remarks, “they have perception problems. You
need to tell the same thing four or five times again and again. They spell some words
wrong. I could not change them and they still do not spell some words correctly.”

Teachers also said that these children are lazy. They love sleeping and they are
absent a lot of time. Most of them even do not attend school in May to enjoy the
weather and walk around idly. They usually do not do their homework, lose their
books and come to school with nothing. The school principal made an important

remark about the downside of giving free book to students. He said that:

When MoNE started to distribute boooks free of charge, the students started
not to give value to the books. Now half of the students do not have their books
because they lose them. We gave them new books but they lost again. They
cannot buy them from outside stores so they come to school without a book.
This is a good reason for not doing homework.

According to teachers, another reason for these students failure is that Roman
children normalize bad habits, the things that normally people find negative or
harmful. Most of them are grown up in families who went to jail once, sell drugs or

earn money doing illegal things. Their perception of what is right and wrong is quite
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blurred as it was discussed before, the values they learnt at home is in a stark conflict

with what they are taught at school. Teacher 2 described this very well,

Roman people have some bad habits like theft, drug dealing, etc. The children
live with drug dealers. The crimes are quite normal for children. Having
somebody in their family who is in jail is not something unusual for them.

In parallel to this, Roman children do not think that being educated makes a
difference in life. They have no respect to educated people. They underestimate
teaching profession because of its low salary. Teacher 10 was working on a contract
base and students told her “you are earning 500 TL for a month. I will earn that
amount of Money in one hour if I want to do.” They want to make money easily
instead of going to higher school. Money is eveything for them and they seek ways
to make money other than getting education. They have no aims other than money in
life. Teacher 8 said that she was shocked in her class when “one of the Roman boy in
my class brought rubber dusts together and told his classmate that they could make
drugs and earn money out of it.”

They do not take their teachers as role models. They are constantly influenced
by their parents, sisters and brothers and relatives who are not educated and who do
not believe in the advantages of getting education. They have no desire to continue to
higher education because their parents and relatives are not educated, they do not
have any educated role models around. Teacher 9 said “students want to finish
secondary school to get a driving licence. They do not have ambition to continue to
their education.” As explained before, parents seem to be influencing their children’s
perceptions of being educated who perceive school as a waste of time. They neither
know the advantages of getting education nor believe in the value of it. There are a
lot of unemployed fathers and low-waged mothers. Because they do not earn much,
they encourage their children have jobs that they can make money easily in a short
time. It is seen that they are quite pragmatic about their children’s education and
future.

Roman students feel that they belong to this school. Students influence each
other for their school choice. It becomes a tradition for them to attend the same
school over generations. They are quite comfortable and they feel powerful because
they are the majority and they are accepted as they are by people at school. They

come to this school because they become no one when they are few in numbers.
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Teachers emphasized that Roman students have high self-confidence move around
freely without paying attention to the social norms, they do not know the norms and
rules pertaining to social life because their families do not give such education at
home. They want to be recognized in a group and that is why; they do everything to
take attention. They learn life through living it. As Teacher 4 said “they have low
moral values. They tell a lie easily. I do not have any prejudices about them, I really
experienced this.” They are accustomed to handle everything on their own and take
risks. They do things easily that their peers do not have courage to do it.

It is vastly emphasized that it is difficult to discipline Roman students who
have a considerable influence on other students. They try to imitate them as they do
things they admire. They perceive that their Roman peers are more assertive; know
eveything about life; take risks; have part-time jobs; talk about dangerous things that
others never heard. Their parents let them free so they can do things like enrolling
beauty agents, participating song contests that other parents do not give permission
due to their conservative values.

Teachers said that Roman children feel that they need to be strong or at least
look as if strong because this is the image they hide behind. They hate being judged
by people who have higher status in the society. For instance, there are quite less
number of Roman children in other nearby school because in those schools, children
have relatively higher SES parents when compared to children in Music and
Entertainment School. During one of the observation sessions in the teachers’ room,
one of the teachers told the researcher that “please write what I say in your research.
I try to prepare Roman dance for the ceremony of 23rd April, parents had told me
that they wanted to get rid of this identity”. They do not like being with people
outside their community. They are afraid of being excluded by others so they seem to
be strong. They object to everything teachers say and behave badly. Teachers
persuade them to act positively and if they do not believe in what their teachers say,
they continue to be disruptive. Teachers know that they seek attention from them as
their parents do not show enough affection and care. What Teacher 7 said

summarizes Roman children’s perception of their identity,

We have discipline problems and this mostly stem from students’ lacking of
aims or dreams for their future. There is nobody in their family or relatives that
they can take as models. There is a kind of learned-helplessness among
students. They feel that they will achieve nothing, they are useless and nothing
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will change in the future. They cannot let this feelings go. They try to show
their presence by doing other things than studying.

In here, there is a need to revisit two survey studies that both conducted in
Roman community in Izmir to show how teachers’ description of Roman students
overlap with the results of these studies. In the study conducted by Toprak and
others (2007), it is interesting to note that when Roman people asked to describe
themselves, the percentage of people who chose charactersitics like “someone who
wants easy money”’, “soneone who does not like discipline” and “gambler” was
found to be higher. In addition to this, the 73.1% of the participants in the study said
that they did not have any role models. Only the 9.6% of the participants take people
in the show business as role models. It may not be wrong to say that the way Roman
children raised have a tremendous effect on their choices of school. It was found that
the neighbourhood is like a shelter for Roman people because of the feeling of
solidarity and they have a tendency to spend their life in the same community unless
they have to leave because of employment or marriage in another place. Thus, the
desire to live in the same neighbourhood for solidairty seems to be quite consistent
with the desire to attend to the same school.

Similarly, in the other study, the reasons for Roman students’ low-level
education were found to be parents’ low-level education, insufficent socio-cultural
conditions and differences in their schooling experiences. Roman students reported
to have no competitive power against their peers in the school because their family
did not pay attention to prepare their children for school and they made them work to
bring extra money for the family (Kolukirik, 2009).

Low achievement and lack of motivation are also two major problems when
the students other than Roman ones are concerned. They are not as disruptive as
Roman students but they seem to be similar in terms of their low academic
achievement. Unlike the case in most of the schools, students do not show any
willingness to learn or do not go to private courses at the weekends to prepare for
high school. Even when a trial exam for SBS was given in school, they played sport
betting games instead of doing the test. Teacher 4 said “I sometimes feel myself like
a shephard.” to describe how she feels in class from time to time. Teachers also agree

that the problems are increasing in secondary school as Teacher 2 said that
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First grades are generally crowded. But parents who are disturbed by the
environment take their children. Usually good students leave and students
coming from unattentive families stay and that’s why problems increase in the
secondary school.

Teacher 3 said that:

I know the parents well. I have thought more than one child from the same
family. Brothers, sisters no change... Like their family they stay on the same
place. They can not go to their hometowns in summer becaue some of them
take care of their younger brothers/sisters, some others go cleaning with their
mums to other houses.

Multiplying Learning Opportunities

In Music and Entertainment School, the school principal and the teachers

gave more importance to meet students’ expectations and need in order to achieve

the following outputs:

N =

reduce absenteeism and improve attendance

prevent dropping out

make students get more benefits of education through changing their
attitudes to education in general

raise good citizens through teaching students the norms and values
pertaining to social life

help students transfer what they learn at school to their life outside
school

preventing students getting worse and help them make a difference for
their community through reconciling values taught at school and
values of the community

When the above list is considered, it is clear that neither the teachers nor the

school principal is primarily concerned with academic achievement. In fact, they

know that putting too much emhasis on academic achievement hinders what these

students really need and what they are able to attain in life. Teacher 4 said “in here

we give education and we at least prevent things getting worse.” They are very

realistic about their capacity, so, they want to make a difference in students that they

can not do otherwise through doing the following things.

First of all, teachers and school principal always makes unsuccessful or

disruptive students understand the value of education and facilitating their adaptation
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to wider environment. Teachers try to make students understand the value of
education. In their lessons, they talk about the advantages of getting education and
having an aim in life.

Professionals from different sectors are invited to present their jobs so that
students can learn more about professions which are different from the jobs like
dancer, musician, etc. they know from their own community.

Since most of the students do not even know the social rules pertaining to daily
life and they have dilemma about what is right or wrong, teachers and the principal
agree that teaching the right behavior to these students is more important than
teaching academic subjects. The values of the school community can clashe with the
values of the society in general. Thus, it is believed that teaching them the qualities
of being a good citizen facilitates their adaptation to the world outside of their
community. Ideal or model student competition is held every week. The competition
is based on good, examplary behaviors instead of high academic achievement. The
idea is to foster the value of good behaviors in school. They want to show that low-
achieving is not something that is always associated with disruptive students, or say
it differently; low-achievers can exhibit good behavior.

If students do not have the capacity to learn Maths or science, the best way is
to make them engage in social activities. School principal told that for students who
constantly fail in Maths or science, there was no need to push them again and again.
Instead of this, to prevent these students leave school, he gave importance to social
activities. In the school every important day is celebrated. In addition to this, social
activities are multiplied for low achievers. Poet reading day, debates, different types
of competitions and many other activities are organized by teachers. Inspired by
school principal’s enabling and empowering attitudes teachers make changes in their
teaching approaches, take inititative to plan and organize their own social events.
For instance, the English teacher said she planned and delivered activities like role-
plays, songs in her class to maximize student involvement. Sometimes school
principal asks teachers to organize a specific activity. There are also a lot of students’

clubs, all of which works actively. Students are also taken to theatres regularly.
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Teacher 3 said

The principal puts streneous efforts to enhance learning but only five or
six students go to private courses. So to give importance to social
activities is what it should be. We prevent low-achievers g oto other
places. After school, doing drama or reading poets is good for them
because they have nothing to do when they go home. A girl, for instance,
can stay in Taksim with her friends until 1-2 a.m. They have no family
life. The father can bring another woman to home, there are drugs
everywhere. There are alot of children who can not afford 5 lira for
theatre. There are even students who do not have any money to buy water
or something to eat. They walk around hungry and thirsty.

Teachers agree that they observed the positive impact of social activities on

low-achievers. They generally like taking part in social activities. Since Roman

children have talent for music and dance and their role models are famous dancers or

singers who grew up in their neighbourhood, they try to develop their talents in

music, dance and also sports. Teacher 10 gave an example from a student, “There is

a boy who plays drums very well. He is a quite disruptive boy but when we ask him

to play in ceremonies, he becomes serious and works in harmony with other students

to do his role very well. She also adds that

Weak students, especially Roman children are very good at debates or
other performances because of their high self-confidence. In debates, for
instance, they do not make so much research but they improvise and
defend their ideas better than successful students who are never able to
win the debates.

Teacher 7 made the following remark about Roman children

Our school is centrally located, in the middle of Istanbul but these
children are grown up lacking of a lot of things. The best activity for
them is to watch television or play or sing with others. Most of them are
interested in music an entertainment. That is why; they start to take active
roles in social activities. This is good for them.

school.

All these do not mean that there is no academic teaching and learning in

Although teachers have conflicts with students when they try to teach

something to them, they never let things go, they do proper teaching. However,

teachers sometimes feel that no matter how hard they try in classes or the changes
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they make, they see no progress on students’ academic achievement. Teacher 4
explained this as follows “whatever we do they turn out to be one of others in the
community. I try to give liberal education and talk about human relations. I do not
think I can help them much.”

This study showed that the culture of Roman people is a significant variable on
students’ low-academic achievement in school. Since they spend time and put
streneous efforts to develop an understanding towards Roman children, teachers have
already realized that they know more than other students about real life and this
makes them more assertive in the school. Teachers also know their talents and
interests and adapt their teaching accordingly. School principal is also well aware of
the needs of these children, so, he takes initiatives to encourage teachers to leave
traditional teaching and increase social activities that have the potential to make

school life more appealing for Roman students.

4.1.4 Prompting Parents to Assume More Responsibility in School

Theoretical proposition 4: Parents should be prompted to assume more
responsibility in daily life of school because there is always need for extra help in
atypical schools. When parents know inside the school well, they will build a bridge
between school and the school community to send the right message about the school
to the outside world.

Theoretical 4 suggests that prompting parents to assume more responsibility

in the school involves two actions. These are explained below.

Helping Everyday School Problems & Building Bridge between School and the
Community
Teachers all agree that parents are the real problem as they do not do much for

their children. Teacher 3 explained this by giving an example,

I want one thing to change in this school; parents. Expecting them to deal with
their children’s problems is too much. It is really enough if they care their
hygiene. Children are lousy. ...I had a student in the 8" grade. I asked her
parents if she can stay at school after school to work for a play. Her father did
not let her stay saying that she was going to cook for him. We are both teachers
and psychological counselors in here.
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During the observations, the researcher realized that the parents had an easy
access to school. They were walking around like teachers or any other staff in the
school. The researcher also noticed that some parents gathered in a small room in the
entrance of the school building. As the research went on, the role of parents became
clearer. The ceremonies observed as well as interviews with school principal and
teachers gave some more insights about parents’ role in school. However, to make
sense of data, more details were needed. Therefore, a focus group interview with
members of Parents Teacher Association was held and the analysis below is mostly
based on this interview data.

Parents said that their engagement with school started with the current
principal who asked their help to make changes in the school. Before his
principalship, Parents Teacher Association did not have any role in the school. The
previous principal closed the school to outside world. She set a wall betwen parents
and the school. Parents were not allowed to enter into school, even the garden.

The principal wanted PTA to become more active and assume responsibility to
make changes in the school. Parents were quite happy to hear that because they had
no voice, they were not allowed to have a role in the school. The current PTA
consists of nine parents, who are all women. Most of them were members for four
years although every year, parents were voted to be a member. When the role of PTA
was analyzed, the followings were drawn.

Firstly, the principal and PTA members gave a start to a practice of “class
mother”, which was basically based on the idea of helping teachers and the principal
in the school. They help teachers during chaotic times like ceremonies, vaccinations;
collect money for field trips, theatres, etc; take students who are sick or injured at
school to the hospital; help needy students by providing clothes, food, etc.;
communicate parents whom teachers cannot reach. Children stand in line before
going to class every day. Classroom mothers help teachers to control children in line
and make students be quiet. They sometimes fill the classes if the teacher is sick or
busy with some other school staff. Since the school is lack of enough staff, they also
do things like cleaning the classrooms and toilets to keep school hygiene.

Although teachers have conflicting opinions about this practice, it has been
used for four years in the school. While some teachers think that classroom mothers
have invaluable contribution, others think that they have little contribution. The latter

ones generally think that members of PTA are too intrusive and they worry about the
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likely impact of this practice on students whose mothers are working as class
mothers. Seeing their mothers in school all the time, these students might be spoiled.

Teacher 7 has positive opinions about PTA, “without them I do not think we
can survive. They help us understand other parents and students’ private life. I also
have to mention their great contribution to the events in the school.” Teacher 4
brought criticisms about the practice of classroom mother saying “I think parents
should not be at school all the time but I think when we fire from the door they get
into from the chimney. They are with their children all the time. They are family
within us.” Similarly, Teacher 6 said, “The activities of PTA are beneficial for the
school. They help teachers. For instance, they control children if they get infected
with lice. But I do not want them involve too much. I personally do not like some of
the mothers there.”

Members of PTA are also aware of teachers’ discontentment about the practice
of classroom mothers. One of the members of PTA, for instance, said that “we
respect all teachers in here because we know that they are doing their job very well.
Most of them trust us and show their appreciation. Yet, there are some teachers who
think that we try to behave like a teacher and steal their role.” They also complain
about other parents’ unsupportive attitudes. “They sometimes ask us what we are
doing in the school. They think that we are showing off.” said one of the members
and another continued “they think that we get money from the school.” However, all
members of PTA agree that the principal show recognition and appreciation to them.
As an example for such behavior, one of the parents said “he bought a cake and
invited us to his room to thank us for our contributions to the organization of opening
ceremony.”

Secondly, they find solutions to problems and use their creativity during the
times that school needs help. For instance, they were on duty in the garden to prevent
children running from the school when fences were being renovated. Another
example is that they wear the same outfit for the opening ceremony to make it look
more professional.

Thirdly, each year PTA organizes events like fairs to raise money for the
school. They also collect money for students in need of financial help. For instance,
one of the students needed to have a brain surgery, but his family could not afford the

operation. PTA members collected the money for the surgery.
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Members of PTA complained about getting no recognition or appreciation

from other parents. One of the focus group participants gave an example for this,

One of the parents from the second grades left her daughter at school in the
morning. There were eruptions in her body. The class teacher checked and
then we and the principal checked to see if it was a contagious disease. We
were worried and called her parents. We could reach neither the mother nor the
father. When the mother came to pick up her daughter, we told her to take her
daughter to the doctor. The next day she brought her to school without having
her examined by the doctor. We realized that she had no intention to take her to
the doctor. We took her to the hospital and bought her medicine but at the end
of the day her mother got angry with us.

In addition to all these, parents know the environment well and they build a
bridge between the school and the environment. They send the right message about
the school to other parents and the school community. They also visit parents who

do not send their children to school and try to persuade them.

The head of PTA explained how they do this,

We go around looking for students who dropped school in second or third
grades. After Sulukule was demolished, we went there to look for children at
the age of 13-14 and tried to persuade them to come back to school. The
principal promised them to buy their clothes, books and any other extra
expenses.

What is more, parents attend seminars organized for PTAs or some other
seminars outside school. When there is a seminar in the school, they go to the cafés
to gather people to increase the number of audiences. One of the parents shared one
of the funniest moment they had together: “Once the mayor of the district was going
to come to school to give a seminar. We looked at the hall and saw only three to five
people and then we run to cafes, shops around school to gather more people.”

They also celebrate teachers’ and the principal’s birthday to show their
appreciation to them. They are aware of teachers’ efforts to educate their children, to
teach them good manners and help them take responsibility. They appreciate these
because they never manage these as parents. They are also happy to hear that their
children love to be cared by their teachers. Teachers and the principal also have

positive relations with their son sor daughters graduated from this school.
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They observed that more parents were willing to help them. In other words,
they believed that they helped increase in parental involvement. They also stated that
they had a positive effect on students. One of the members of PTA made a remark

about the effects of classroom mother practice on students,

Children become more self-confident after this practice. There are students
who share their problems with me. Students created a game from what we are
doing with them. In second grades, there is a child of divorced parents who
likes us very much. One day, we saw them calling each other with our names
and trying to do the things that we do when we saw children fighting.

Data showed that the head of PTA had a great role in the functioning of PTA.
Teachers describe her as a dominant woman. She knows the environment very well.
She is happy her role as the leader of others. She manages the relations between the
PTA and the school. Teachers 3 said about her “she feels that she belongs to this
school. She feels like a teacher with the way she dresses. She loves to be in the front.
She seems happy in here. ”

In the small room in the entrance of the school, PTA members seem to create a
world for themselves. The head of PTA “we are all primary or secondary school
graduates but we try to educate ourselves. Working for PTA has changed our life; we
have learnt many new things. We support each other. We do not work but we come
to school every day as if we go to work.” It is obvious that they take their role as
class mothers seriously. They are generally quite happy about the role they played in
the functioning of school. They also believe that working together in the school help
them socialize and be friends; they start to spend time together outside school, visit

each other at home and all this makes their life more enjoyable and meaningful.

4.1.5. Blending Change-oriented Leadership Skills with Humane Personality

Theoretical proposition 5: Through blending change-oriented leadership
skills with humane personality, principal is the key person in breaking vicious cycle
in atypical schools. To improve physical conditions, parental involvement and
relations with teachers-students-parents and have a direct effect on making school a

better place than students’ homes; teacher’s enduring the difficulties of working in an
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atypical; and prompting parents to assume more responsibility in school, but have an
indirect effect on preventing students’ leaving their backpack and get new one
outside school.

This proposition suggests that the principal is the central figure in atypical
schoool. The reason of this should be understood to make sense three actions that the
principal take in school to break the vicious cycle: (1) improving physical conditions
(2) improving relations and (3) improving parental involvement. Before describing
them, principal profile in a school living in atypical context is explained based on

research data.

Principal Profile in Music and Entertainment Elementary School

In order to understand the principalship that works effectively in atypical
school context, it is necessary to describe the school before the current principal
came into the position almost four years ago. Teachers working more than five years
in the school were valuable informants to reach some comparative data about school.
All three teachers that have been working more than five years made similar
comparative remarks about school. In the past, there was a negative working
environment because of poor human relations that were adversely affected by
groupings among teachers and principal’s favoritism. There were a lot of power
games based on personal interests between groups in the school. Besides, real
problems of the school such as behavior and discipline problems, teacher shortage
and serious financial problems were ignored. The school was dirty and cold and this

made eveything worser.

Teacher 2 has been working in the school for seven years and in reference to

principal in the past, she said

The school principal did not have a positive relation with teachers. She was not
fair, she favored three teachers and polarization among teachers led tensions.
She was a good person but I do not think that she was a good manager because
of her favoritism that caused polarization among teachers and because of her
inapt attitudes to solve school’s problems. The current principal knows a lot of
people and I find him quite skillful.
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She also added

When I started to work in this school, we had no heating system. We were
wearing coats during classes. Now it is not like that. We had a conference hall
but nobody was using it. The current principal redecorated the hall and now 1
spent time with my students there doing some activities.

Teacher 4 has been working in the school for seven years, too. She made

similar remarks with Teacher 2 as given follows,

In those years I wanted to be appointed to another school as soon as possible.
There atmosphere was not positive. Difficulties can be endured if there is a
positive atmosphere. There is a distance between school administrators and
teachers. Groupings, conflicts...We were doing what we were told. Human
relations were weak. School administration has no power. We were never
appreciated, we were working in very difficult situations and the principal did
nothing to facilitate our tasks. There were many problems with the physical
environment. We refrained from going and and talking to our problems with
the principal openly. Teachers’ room was dirty and things were taken personal.
The school environment was the same. There was no discipline, no rules in the
school. The currrent principal set some rules when he comes to the position but
the effects of these rules are incremental and it takes a lot of time to make the
rules in place. In terms of behaviors, we have seen the effects of these rules but
it is difficult to say the same thing for teaching.

Teacher 3 said that:

There is no difference in terms of studnt intake and parents. But the current
principal is always busy with doing something, he wants to do something all
the time. The previous principal was a good person too but she did not do
much for the school.

Today the school has changed since the current principal came into position.
Data revealed that improvements were traced in the physical conditions, personal
relations and parental involvement. All these have a direct effect making school a
better place than students’ homes; teacher’s enduring the difficulties of working in an
atypical; and prompting parents to assume more responsibility in school, but have an
indirect effect on preventing students’ leaving their backpack and get new one

outside school.
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Improving Physical Conditions

When physical changes were considered, it was found that the principal took
teachers’ wishes into consideration first and then started to make the specified
changes. There was a very small teachers’ room, there was even no enough space for
every teacher to sit and relax in break times. He changed teachers’ room from a small
cramped place to a bigger lighter room where teachers can sit, get ready for their
classes, drink tea and socialize. He made the fences surrounding the school garden
renovated. There was a conference hall in the school but it was locked all the time.
The principal made some changes inside the hall and opened it for the use of teachers
and student. The school was cold and dirty before. He solved the heating problem
and hired a staff for the cleaning. He designed one class as English classroom and
equipped it with audio-visual materials to make students get more benefit from
English classes. There was no science laboratory and library in the school. The
researcher was present when they were opened with a ceremony.

The principal knows the problems stemming from the insufficient physical
conditions and does his best to address each problem meticulously. Though it is, of
course, impossible to do all these with the official budget of the school, he does not
sit and wait and let the problems be unsolved. He gets into contact with outside
world to find extra money for the school. He finds sponsors and asks help from
foundations, which he knows that help other schools in the district. An example of
his attempt is that he gets into contact with a Communication and Solidarity with
Village Teachers Association to open a library and laboratory in the school. He also
buys the school provisions from near shops and in return he asks the shop owners to
cover some of their basic needs. The previous year, for instance, they donated money

to be spent for the uniforms of school football team.

Improving Relations with Teachers, Students, Parents and the People in the
Community

The principal tries to build positive relations with teachers, students and
parents. To achieve this, he uses different strategies for each group. For instance, he
builds fair, supportive, motivating, open and friendly relations and values teachers’
professional knowledge and experience. He organizes barbecue parties to make

teachers connected to each other to create a positive atmosphere in school. He has
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one-to-one relations with teachers. He helps teachers with their private problems.

Teacher 2 said

The principal has one-to-one relations with teachers. We are eighteen teachers
in here and he at least knows the private life of six or seven teachers. He has
friendly, father-like attitude but as a principal he can be serious as well.

He uses an open door policy to be accessible to everybody at school. Teachers
can easily enter into his room and speak openly. He is visible in eveywhere. He visits
teachers’ room two or three times during a day to talk to teachers. In reference to

this, Teacher 5 said that

He always takes our opinion. For instance, the school was going to be painted.
He asked our choices. He is not dominant or authoritarian. If a teacher says
he/she does not feel well, even you say I do not feel well psychologically, he
gives him/her permission to rest at home. These kind of behaviors increase
people’s motivation. In my previous school, I was afraid of going out of my
class lest I could see the principal. We never exploit principal’s good
intentions.

He encourages teachers work as a team and sometimes he is present in team
works as a member, not as the school administrator. He leaves the professional
responsibilities to teachers. He motivates teachers spend extra time for social
activities and let them free in their preparation. He neither interferes social activities
prepared by teachers nor distributes duties to teachers for social activities or events.
He gives them freedom to work as a team and lets them make their dreams about
their profession come true. He always appreciates teachers’ hard work and spending
extra time for social activities. He, on the other hand, observes classes and help
teachers improve their teaching skills. He contemplates on educational issues and
their impacts on his school and discuss them with teachers. The principal himself
believes that what he does at school increase teachers’ morale.

Having understood the limitations of formal rules for disciplining students in
such a school, he created his own personal ways to approach students. Teachers
described him as the father of all students. Like what an understanding, caring and
affectionate father does for his children; he does the same thing for students. He
attends events like picnics with students. Yet, like a father, he loves students but also

disciplines them if it is needed. Thus, his father-like attitudes are always in balance
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with his position as a school principal. As Teacher 3 said that “he loves students.
Students also love him but they are afraid of him, too. He is a father figuer for the
students. And he also encourages students very well. He always tells them they are
good and they can do well.” He never hides behind closed doors and makes himself
inaccessible for the students. It was observed that once a student who wanted to go to
the store outside school came and asked his permission. In a typical school, it may be
quite unexpected for students to go to the principal room and asked for going out.
Without getting angry or shouting them, he asked them what they needed to buy and
told them they could go after school.

He gives importance to students’ involvement in school. He especially spends
time and puts efforts to deal with disruptive, low-achieving students and tries to
motivate to learn as much as they can from school. This does not necessarily mean
learning maths, science or history. He believes that low-achieving students show
more inclination to drop school; therefore, insisting and expecting them to learn only
maths or science results in learning nothing at school. That is why, according to the
principal, to enhance low-achievers’ involvement in school, teachers should focus on
two things.

Firstly, they should make the students acquire the skills and knowledge
necessary to live in the society as responsible citizens; and secondly, they should
encourage them take part in social activities based on their talent. He knows that the
majority of students are Roman and as they usually fail in school, it is better to give
responsibility to these students in social activities based on their talents. Roman
students have talents for playing musical instruments, dancing, acting and singing.
He increased the number of social activities in school especially for these students.
As an example of his efforts to increase the number and the variety of social
activities in school can be given from researcher’s own experience in school. During
the time of the study, as part of a European project, the researcher was giving
workshops on school violence that include role-play activities and some lecture. The
principal thought that the workshop would be useful for their students and kindly
asked the researcher to organize one in the school. He told that they would not show
interest or learn if it was only a lecture but role-playing activities would take their
attention and they would at least learn while roleplaying.

As explained before, the principal motivates teachers to organize social

activities. He always motivates students to take part in social activities, appreciates
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their success and awards them. He knows that students attach importance to be
awarded and get present because they cannot get any appreciation or awards from
their parents. The principal also does not see any point in low-achieving students’
class repetition. Teacher 10 said “he always tells us there is no point in making them
come to school for another year. Let them pass and start vocational school as soon as
possible as if they can.”

Research data revealed that school principal was good at improving school in
many respects. Yet, what he does can not change the quality of the student input.
Teachers generally agree that he does not have a direct but rather indirect effect on
student learning. Teacher 2 said “The positive atmosphere affects students. Teachers
have high morale and they are more active in their classes. This is principal’s success

but he does not teach so he does not have an effect on student learning.”

Teacher 4 said

What the principal does has a direct effect students’ academic achievement.
They affect behaviors, competitions, debates, etc. But they prevent chaos at
school. He motivates and persuades us to spend extra time at school to organize
social activities but students can not pass Seviye Belirleme Sinavi (SBS) exam
at the end.

The school principal manages his relations with outside world very well, too.
The researcher observed some ceremonies in the school. In each ceremony people
from the higher authorities, principals of nearby schools and some other important
people living in the environment were invited. During those ceremonies, it was
observed that the principal has positive relations with all these people. He knows
how to behave to different groups of people. He shows respect to people from higher
authorities, including people from local education directorates and district mayor. He
also promotes the school to these people through presenting the changes made in
school over the years. He also respects the history of the school.

All these showed that the principal’s personality is also significant in his
principalship. His personality has a great role in building positive relations in school.
On her first day of the observation, the researcher paid attention to the simplicity of
his room. It was also observed that he gives a warm welcome and show hospitality.

This continued throughout the study. Teachers confirmed that he is modest, humane
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and warm and all these personal qualities are reflected in his behaviors. They also
think that he is caring, understanding and tolerant towards them and they are all
happy to work with such a principal. In reference to principal’s humane behaviors,
Teacher 6 said “In the school that I work before teachers were seen as machine. I am
not a machine or puppet. I am a human being with emotions. To be happy is
important for me. The principal gives importance to emotions. He never forgets that
we are human. He behaves teachers as it should be.”

Teachers described him as active and serious about his job. He comes to school
early in the morning and stays late at night. He spent a lot of time to make the

changes and get them in place. The head of PTA described him as follows,

He comes to school before it opens. He welcomes students at the door. He is
disciplined and serious. He walks around the neighbourhood to find students
hiding in the apartment entrances to smoke or escape from school and bring
them back to school. He told parents not to send their children too early to
school to prevent trauncy.

Teachers find the principal quite persuasive. He makes them believe and put
energy in what he says. He has the knowledge and the wisdom that is needed to lead
in such a context. He told that he learnt from past experiences and he tried to
eliminate negative things. He knows the district well because of his previous work

experience in the same district.

Improving Parental Involvement
The principal increases parental involvement through making PTA more
functional. To understand what he does in relation to PTA, it is necessary to know

what parents’ role in school five years ago.

The head of PTA described the school five years ago. She said that:

I have known the school for fifteen years. I have seen many principals and the
majority are the women. They were sitting, gossiping and smoking in their own
room. They did not let us go inside the school. The parents had no role they
were bringing their children in the morning and picking them up in the
afternoon from the school gate. There was no order. Even the head of PTA did
not have an Access to school. We could see teachers outside school. With the
current principal we started to work actively for the school. There is an order
and discipline in the school now.
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According to all members of PTA, the principal is quite successful in changing
school and they are voluntarily help him to make changes. They said that their
children are aware of the changes in the school and they have positive feelings about
the current condition of school. One of the members of the PTA said that “he is the
best principal the school has ever had.”

The principal managed to create positive influence on every stakeholder group
to make the school a place where eveything goes well for everybody. He tries to
make things better for everybody. Teacher 10 said “he was absent for a week. There
was a chaos at school. It was like the father of the house was missing.” He puts
special emphasis on sending the right message to teachers, students and parents to
create the same positive influence on everybody. In situations that involve conflicts
between teachers and parents, he always plays the role of mediator, be fair and solve

the problems in a constructive way as Teacher 8 stated

He is a buffer between teachers and parents. He is a very good mediator in
solving problems. I have seen many principals who put the parents on a
pedestal and left teachers alone. But in here the principal always focuses on
solutions, not the people involved in the conflict.

To put in a nutshell, the principal is the leader for eveybody in the school. He
has invested a lot of time and energy in the school, He had heart attack becaue of the
hard days he has gone through in the school. But even this did not stop him thinking
of more changes. He has a lot of new projects for the school. Yet, feeling a little
hopeless, to initiate more change he belived that changing even small things take a
lot of time in the school and he sometimes felt hopeless to initiate more change

because of the school environment and the quality of the student intake.
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4.1.6 Enablers and Blockers Affecting Atypical School

Research data revealed there are some factors that hinder the likely success of

breaking vicious cycle process in school. Table 5 shows these factors. Indeed, these

factors have bearings on the functioning of the daily life in school and when the

interrelatedness of them is concerned, it is conceived that their effects are system-

wide. To emphasize their role on the whole system, the researcher called them

“enabling” and “blocking” factors.

Table 5

Enablers and Blockers Affecting Atypical School

ENABLERS

BLOCKERS

School-based

lower class sizes
a good teaching team
the existence of active PTA

the principalship appropriate
to atypical context

hygiene problems

insufficient financial
resources

School parents’ negative attitude
community- towards education
based
The uncaring behaviors of
parents towards their
children
school’s being a second
home for a specific ethnic
group
constructivist centralized
Wider- curriculum
environment-
based abolishing disciplinary

sanctions

the appointment of teachers
in the middle of the semester

lacking of a guiding and
orientation system for
students talented in music,
sports or art
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It was seen that enablers are only school-based conditions. Blockers, however,
are three-faceted: school-based, school community-based and wider-environment
based (system-wide) conditions. While school-based blockers are hygiene problems
and insufficient financial resources, school community-based blockers are parents’
negative attitude towards education, and school’s being a second home for Roman
people, which leads to no change in terms of student input. Wider-environment based
(system-wide) conditions, on the other hand, are related to some of the characteristics
of Turkish education system. These are the negative impact of the heavy curriculum;
teachers’ appointment in the middle of the semester; negative effect of the
abolishment of disciplinary sanctions and the insufficiency of the system to guide
and transfer talented children directly to schools like conservatory, sports academy or
schools that take students based on their talent.

The enablers are some of the characteristics of school including lower class
sizes, a good teaching team, existence of an active PTA and the principalship based
on some specific leadership skills and personality qualities, which is the right blend
for atypical school. Teacher 9 said “Roman children are the majority and people call
this school Gypsies’ School. Because of this bad reputation in the environment, we
have lower class sizes when compared to other schools in the district.” Having a bad
reputation can have a blocking effect but, in fact, it turns out to be a positive thing for
the school. Teachers perceive lower class size as an advantage for the school as
Teacher 4 said “classes are not crowded so I think this is a real advantage for
teachers.” Teacher 8 puts considerable attention to the importance of having lower
class sizes and said “In this school classes with forty students never work out
because we are teaching them how to behave well and this is more important.”

In addition to the lower class sizes, members of PTA believed that the school is
lucky because there is a very good teaching team in the school. Teachers also agree
that they are working very hard to improve teaching and learning in school. They
strive to give students academical, social and psychological support that they need.
In addition to the quality teachers, an active PTA is a great asset for the school. They
help teachers to endure the difficulties that are specific to the school.

Research data showed that principal can facilitate things for teachers, students
and parents. Being a principal in a school living in an atypical context entails a
change-oriented leadership which is woven with knowledge, wisdom and patience

and blended with humane attitudes and behaviors.
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Hygiene problems negatively affect the daily life in school, according to
parents. Teachers mentioned another school-based blocker- lack of sufficient
financial resources-that has a great impact on every school businesses and people
living in the school.

School community-based blockers, on the other hand, emanates from the
people, especially Roman people whose children are the majority in school. Their
negative attitudes towards education and their uncaring behaviors engender similar
attitudes and behaviors in their children.

Wider-environment-based blockers were reported to be related to the practices
of MoNE. During one of the observation session, the researcher talked to a parent
waiting in front of a classroom. She talked about the difficulty of math classes. She
said that she graduated from primary school and she could not help her child doing
homework. She sent him to the neighbour’s daughter studying at the university who
also found the Math problems difficult even for her. In the interviews, teachers and
the school principal’s remarks proved the parent’s criticisms. They articulated that it
is very difficult to follow the new curriculum in their school because of student
intake, insufficient technological infrastructure, and teachers’ lack of training in new
curriculum.

In addition to the heavy curriculum, appointment of teachers’ in the middle of

the semester affects students’ learning. In refence to this, the school principal said

Teachers’ appointment in the middle of the semester is not a good practice. We
have experienced the negative effect of this. In our fourth grade, for instance,
we changed four teachers in a school year. Once students start to emotionally
attach their teacher, he/she goes and o new teacher comes. Students, parents,
they are all dissatisfied with changing teachers in short intervals.

Some teachers complain about the difficulties of dealing with discipline
issues in school. Abolishing disciplinary sanctions from schools aggravated their
situation. Thus, they started to develop strategies to overcome the discipline
problems which are increasing in secondary classes. As an example for a strategy is
that they created their own way to deal with it by creating a fake disciplinary board
to give punishment to students.

Last but not the least, Turkish Education System lacks a kind of guidance and a

orientation system that treats students according to their talents and capacities. In
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secondary school students do not get the education according to their interests and
talents. Besides, they are not provided with sufficient psychological and guidance
support to pursue their interests. They are not given any orientation program. School
principal complains that principals or teachers’ opinion are not taken into
consideration to send students to art, sports or vocational schools or school of music
and theatre (conservatory) right after secondary school. In their school, for instance,
they said there are a lot of students who are talented in music, dance and theatre and
they have to take exams to attend those schools. Most of them even do not have the
money to cover the exam fees, so, they give up from the beginning. School principal
said, “I wish we could send them to schools according to their interest. I wish
somebody had asked our opinions instead of forcing them to take exams.” Teacher
10 also emphasized the need for an orientation system,“students should be directly
sent high schools based on the opinions of teachers and the principal who have the
capacity to assess the children’s talents and interest. Our evaluations should be

counted.”

In reference to this topic, Teacher 7 said:

The most important problem in this school is that students do not worry about
their future. They must be provided with a better psychological support and
streaming system. Because they do not have any aims in life, they are
underachievers and they do not show respect to teachers. If there is a kind of
streaming, successful results can be taken. Students must be formed according
to students’capacity and talents.

Research data showed that in an atypical context, there is a need to break the
vicious cycle to enable the school function as a whole system. Breaking vicious
cycle takes time and a great deal of effort. It entails shared desire and commitment
on the part of school principal, teachers and parents who have a direct contact with

school.

There are not significant changes in the school but to tell the truth, things
are getting better every day, especially for students. Social activities are
good for them...The improvement of school considerably depends on the
improvement in the environment.
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The above quotation from Teacher 7 shows the link between school and the
community it lives with. Thus, it is possible to say that the likely success of breaking
vicious cycle contingent upon school community because of their consequential

effects on their children and, thereby, school.

4.2. How Does ‘“Breaking the Vicious Cycle” Fit the Hoy and Miskel’s Model of

School as a Social System?

The research data produced the following fivetheoretical propositions with
regard to the main process, “breaking vicious cycle”, that was found to happen in
atypical school. To understand how they fit the Hoy and Miskel’s model of school as
a social system, a brief description of each proposition is given below.

Theoretical proposition 1: When a school lives in an atypical context, people,
especially teachers who are the key people because of their closeness to students in
the school, need to know and develop an understanding towards school environment
and students’ home life and take emotional, social and academical responsibilities to
make the school a place where students feel themselves safer and happier than their
home.

This proposition suggests that teachers are the key people to influence students
because of their direct contact all the time. In atypical context, teachers’ approach to
students gains more importance owing to negative conditions or blockers that these
students face in their family or in their community. Teachers must show empathy to
their students, most of who come from impoverished, undereducated and separated
families with no hopes or expectations from their children. With the help of the
school principal, teachers should create all the conditions better than the ones in their
home to enhance students’ academical, social and emotional well-being in school.

Theoretical proposition 2: Teaching in atypical school is hard but it can be
endurable when a sense of belongingness is instilled in teachers through building
positive relations and professional work environment and creating special moments
to share and adding special touches to them.

Teaching in atypical context is not rewarding because of two reasons. Firstly,
teachers’ morale and motivation can be easily affected by the negative image of the

school and the dissatisfaction of working mostly with low-achieving or problem
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students. Secondly because of the students’ background and their characteristics,
teachers have to deal with several issues beyond their role definitions. Therefore,
there is a need to make teaching rewarding in such schools. It is difficult to
extrinsically motivate teachers in public schools, so, ways to intrinsically motivate
teachers should be found. Cultivating positive relations among teachers, giving
freedom to exhibit their professional knowledge, and expertise, giving voice in
making changes and making them share moments to feel that they are a group can be
helpful to increase teachers’ work commitment.

Theoretical proposition 3: Multiplying learning opportunities for students in
atypical school context is crucial to reach every student, especially low-achieving
ones, in the system. Once this is achieved, school makes a difference not only in the
students but in the society as well through reconciling the values taught at school and
the values of the school community.

In atypical context, students’ negative attitudes to education and lack of
motivation are two major sources that need to be handled with a great care. If
teaching is not adapted to meet the capacities and talents of students, students can
develop more inclination to develop negative attitudes to school, show more
absenteeism or drop school. School dropout is one of the major threats to break the
vicious cycle in atypical context because it causes the system to be fed with similar
student input over the years and makes the vicious cycle continue over the years.

There is a need to find ways to keep students in the education system and get
more benefits from school. Increasing the number of social activities and giving
more responsibilities to low-achievers in these activities can be one solution. This
can give them an aim to achieve and a sense of achievement at the end. When their
engagement with school increases, it can be prevented, at least, to get the students
worse. Also, when students spend more time in school, they will get more benefit
from school. In atypical context, students must be taught what is right or wrong
along with the qualities of being a good citizen and then they should be expected to
transfer what they have learnt in school to their life outside.

Theoretical proposition 4: Parents should be prompted to assume more
responsibility in daily life of school because there is always need for extra help in
atypical schools. When parents know inside the school well, they will build a bridge
between school and the school community to send the right message about the school

to the outside world.
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Parental involvement is important for each school but it seems fundamental in
atypical schools. A daily life in an atypical school is hectic and teachers need help,
especially elementary school teachers who need help to deal with younger students’
hygiene, health and nutrition, which can pose problems than in other schools. It is
unlikely for public schools to hire someone to assist teachers with these things. Thus,
parents can be ideal people for helping teachers as class mothers. Such a contribution
calls for willing and voluntary parents. If there is Parents Teacher Association, its
members of can be helpful. If there is no PTA, school administrators start work with
organizing a PTA.

Also in atypical context, it can be difficult to reach parents if they are working
all day, or if they do not show interest in their children’s education. In a small school
community, members of PTA can know all the parents living around and they can
help teachers reach parents. PTA members can also help publicity; they can make
others get the right impression about school.

Theoretical proposition 5: Through blending change-oriented leadership skills
with humane personality, principal is the key person in breaking vicious cycle in
school living atypical context. To improve physical conditions, parental involvement
and relations with teachers-students-parents and have a direct effect on making
school a better place than students’ homes; teacher’s enduring the difficulties of
working in an atypical; and prompting parents to assume more responsibility in
school, but have an indirect effect on preventing students’ leaving their backpack
and get new one outside school.

This proposition suggests that eveything that goes on in atypical school is
intertwined with one another and the school principal is in the center of this complex
system. He/she should know the school and its surrounding environment and have
the wisdom and experience to take initiatives and make the right decisions and
changes to ensure the functioning of each part in this complex system. Briefly, being
a principal in such a school entails a change-oriented leadership which is woven with
knowledge, wisdom and patience and blended with humane attitudes and behaviors.
This is shown in Figure 5.

In atypical context, change should be induced from different sources at the
same time. The decision about what to change or improve should be participatory but
starting changes in things that positively affect people’s well-being, comfort and

need of recognition and socialization can make things better for teachers, students
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and parents. If the physical conditions are not sufficient and people do not work
comfortably because of problems like heating, cleaning or lack of space and
complain about these all the time, it will be wiser to start changes through improving
physical conditions.

The principal is the only person that has the power to have an effect on all
actions in school. Apart from preventing students’ leaving their backpack and get
new one outside school that is mainly related to students’ involvement and learning,
the principal has immediate direct effect on other actions in the school. However,
since each action is intertwined, the principal has a great influence on the whole
school system. In atypical context, leading by empowering and appreciating can
make positive effects on teachers. The principals also should not control the
openness of the system as the community involvement is essential in atypical

context.

Humane
Personality

Change-oriented
Leadership skills

v

Principalship

Figure 5 Principalship in an Atypical School Context

The Hoy and Miskel’s model incorporates three systems perspective: rational,
natural and open. In the model there is an emphasis on formal and informal
subsystems of school including structure, individual, and culture and politics which
are influenced by different teaching-learning process and environmental forces (Hoy
& Miskel, 2008). Breaking vicious cycle process showed that in atypical context,
individual and cultural subsystems are more evident and salient whereas politics and
some aspects of structural system like formal rules and hierarchy are less apparent.
Theoretical propositions 1, 2 and 3 reveal that in atypical school, informal aspects of

school life such as people, relations and culture are emphasized.
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Hoy and Miskel (2008) talked about four important aspects of individual
system: needs, beliefs, goals and cognitive orientation to work. They all interact
with the structure to shape the behavior in school. In atypical school, teachers clearly
perceive the challenging roles they have in the school. They are not only expected to
go to the classroom and teach and be responsible for students’ learning but rather
they are expected to “know and develop an understanding towards school
environment and students’ home life” and “take emotional, social and academical
responsibilities” as specified in Theoretical proposition 1 and “multiplying learning
opportunities for especially low-achieving students to reconcile the values taught at
school and the values of the school community” as specified in Theoretical
proposition 3. It is obvious that teachers’ role definition in atypical school is
expanded.

“Roles derive their meaning from other roles in the system and in this sense
are complementary” (Hoy and Miskel, 2008, p. 25). Without a doubt, teachers have a
great role in breaking vicious cycle and in terms of defining their role in the process,
the role of students and the role of school principal are critical. Students’ background
and low academic achievement have a negative influence on teachers’ perception of
their roles whereas the principal’s change-oriented leadership and humane
personality shape their role perception positively in the school. Teachers’ role
definitions are also related to the enablers and blockers affecting the atypical school
system, which means that what affects the whole system makes a positive or negative
contribution to teachers’ perception of their role in the school.

Teachers generally perceive their relations with students positive. Parents
participated in focus group interview and the school principal also agrees that
teacher-student relations are constructive. Teachers are aware that through building
positive relations, they have to create better physical conditions and provide
psychological support for students, most of who lacks a proper home and family life.
Teachers are also aware that all these add burdens on their shoulders.

Teachers, on the other hand, know that students’ lack of motivation to be
cultivated and poor academic achievement creates professional challenges for them.
School principal’s demand for making low-achievers more active in school force
them to multiply learning opportunities that calls for a change in their traditional
academic teaching. This requires adaptation of teaching to students’ needs and

interests. Based on students’ talent in music, dance and sports, the integration of
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different social activities into lessons or school activities and group work to design
and organize these extra activities becomes a necessity. Again, this means, in
addition to the formal teaching and other duties, spending extra time and effort for
teachers to improve their teaching skills, their abilities to organize and perform social
activities and their working as a team.

Hoy and Miskel (2008) maintains that there should be a match between
bureaucratic expectations from teachers and their needs, goals and beliefs about their
role and position in the school. Breaking vicious cycle showed that when teachers’
perception of their roles in the school is in conflict with their personal needs, goals
and beliefs, teachers are in dilemma to stay or leave school in the school. This is
moderated by school culture and the leadership of the school principal.

Theoretical proposition 2 suggests that teaching in atypical context can be
endurable if there are positive relations and a positive work culture are in place.
Teachers have a commitment to school and they feel that they are happy in the
school because of the positive atmosphere. Thus, in atypical school, enhancing
teachers’ morale and intrinsic motivation and satisfaction is essential to make a
positive impact on teachers’ personal approach to their role in the school. To build
and maintain the web of positive relations in school, small gatherings, ceremonies or
other special organizations should be planned and shared. There must be something
unique in these organizations that make teachers feel that they belong to school.

In atypical context, the principal’s fair treatment is valuable to understand
teachers’ role and behaviors in the school. School principal’s recognition and
appreciation of their professional identity and his fair, supportive and friendly
attitudes and behaviors are other sources of happieness and commitment in the
school. In other words, if friendly, sincere and supportive relations among teachers
are endorsed by school principal’s fair, motivating, caring and humane attitudes and
behaviors together with his little interference to teachers’ professional
responsibilities, teachers have high morale and motivation and positive personal
interpretation of their job.

According to Hoy and Miskel, structural, individual, cultural and political
subsystems are connected to teaching-learning process which is described as the core
of the model because there is a dynamic interplay between it and other parts of the
system. Teaching-learning process helps students go through a transformation

process and at the end of schooling they are expected to change. With “change,” Hoy
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and Miskel (2008) emphasizes both knowledge and behavior. They gave a reference
to three theories of learning-behavioral, cognitive and constructivits-to support their
claim that “...there is no one best explanation of learning. In fact, different theories
of learning offer more or less useful explanations depending on what is to be
explained” (p. 41).

In atypical school, teaching-learning process is much more important because
of the low academic achievement. Learning is extremely dependent on students’
background. This is more significant for Roman children who were found to drop
school because of economic conditions of their family and problems pertaining to
education system (Kyuchukov, 2000).

Breaking vicious cycle showed that family structure, the characteristics of
school community and any problem related to students’ learning capacity should
guide teachers in their design of teaching. Teachers should also be aware that
teaching does not equal to transferring academic knowledge to students who are lack
of basic social skills and knowledge that are necessary to live properly in the society.

Theoretical 3 suggests that “multiplying learning opportunities especially for
low-achieving ones” makes a difference not only in the students but also in the
school community as well. Teachers first find ways to take low-achieving students
attention and make them spend more time in school. Teachers must know their
capacity, interests and needs and instead of insisting on teaching heavy stuffs in the
curriculum, they develop different activities which prevent them leaving school early
but enhances their sense of responsibility. Once students develop negative attitudes
towards school as their parents, relatives or their neighbours in the community do,
they will cause the vicious cycle continue. However, if they spend more time in
school and get more advantage of the opportunities that school offer, they will be the
intermediary for reconciling “the values taught at school and the values of the school
community.” This must be the primary goal of teaching-learning process in atypical
context.

In her study with Roman children in a public school in Hungary, Messing
(2008) defines the good practices that have positive impacts on Roman students
attending to primary school. These practices include differenciated teaching,
cooperative teaching methods and after school programs. However, it was found that
they have no effect on Roman students in secondary school who usually drop school

because girls usually become early mothers and boys work outside.
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In atypical school, five interrelated actions of breaking vicious cycle serve to
create an impact on students’ learning. Although the principal is the central figure in
terms of all these five actions, when compared to teachers, the principal has a little
effect on students’ learning. As theoretical proposition 5 shows, the principal has
indirect effect on teaching and learning, so, expecting too much from the principals
working in atypical contexts about the things they have relatively little influence is
not realistic. They are held responsible for making changes and taking actions that
help teachers focus on teaching and learning and improving the quality of them.

In Hoy and Miskel’s model of school as a social system, parents are
conceptualized as interested constituencies who stand outside school with other
constituencies like regulatory bodies and educational institutions. However, in
atypical context, parents should be treated as insiders rather than outsiders.
Theoretical proposition 4 suggests that the representation of parents in the daily life
of school is positively related to breaking vicious cycle. Parents Teacher Association
is ideal for the representation of parents in school. In atypical schools, PTA should
be active and take parts in the daily tasks and responsibilities. Parents’ involvement
can reduce the amount of extra work that teachers have to assume in the school.
Parents as insiders can also be excellent intermediary between school and the
community. They can have bidirectional role: they send the messages about school
to the environment and seek and provide regular feedback from the environment.

In the Hoy and Miskel’s model of school as a social system, decision making,
leadership and communication are described as three key administrative processes.

As Hoy and Miskel (2008, p. 466) stated that:

...administrators are responsible for school effectiveness and
quality of student learning and teaching. One the one hand, they must
respond to the expectations and information carried in the feedback
loops; on the other hand, they must maintain or increase goal-oriented
behavior of teachers, students and other employees. One of the major
administrative problems-control of performance-requires not only the
allocation of resources, but also the integration of the basic
organizational dimensions (structure, culture, individuals, and politics).
Fulfillment of administrative functions requires deciding, motivating,
communicating, and leading.

In atypical context, these functions are also important, but the way they are

carried out makes difference. Decision making, communication and leadership are
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intertwined and they are partly shaped by the principal’s personality. Decision
making should be participatory and to the point. Teachers and parents should feel
that their opinions are valued and their contributions are significant for the daily life
of the school system. The principal can use different communication techniques to
teachers, parents and students to leave the same positive effect on each of them.
While recognizing and treating teachers as professionals can send positive message
to teachers, trying to speak the same langauge with parents can have similar effect on
parents. Approaching students like an affectionate, understanding, caring but at the
same time serious father can be difficult but promising.

Lunenburg and Ornstein (2008) focus on school principals’ role in managing
schools as social systems. School administrators are expected to ensure the flow of
input from the environment and to carry out some certain administrative functions
such as structuring, developing culture, motivating, leading, decision making,
communicating, initiating and managing change, administering curriculum,
improving teaching and working teachers’ career. These tasks show that school
principals are expected to have control on every aspect or subsystem to manage the
system as a whole.

Controlling and managing the school as a whole system is also important for
breaking vicious cycle because all actions revolve around the principal. Theoretical
proposition 5 defines the principal as the key figure for breaking vicious cycle.
During the interviews with teachers and the parents, some of the personal traits of the
school principal appeared as a key figure. The following adjectives were used to
desrcibe his personality: “friendly, humane, warm, serious, understanding, caring and
active”. There is a consistency about his humane personality. Teachers and parents
believe that the principal cares people and he tries not to hurt people’s feelings. This
has an impact on his behaviors as the leader of the school.

Figure 6 illustrates model of “breaking vicious cycle” in atypical schools. As
the model illustrates, breaking vicious cycle is the main process in school. The
principal, teachers and the members of PTA have different roles but the same aims in
this process. Students are the main target group; breaking vicious cycle aims to
create positive changes in students. One of the important consequences of breaking
vicious cycle can be preventing students getting worse. Students who drop school
can become a source of a blocker on the school system. Thus breaking vicious cycle

prevent students leave school early and encourage them to complete their education.
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Once students stay in the system, constructive changes can occur in their attitudes
towards education and what they learn at school facilitate their adaptation to the
society outside their own closed community. When the vicious cycle is broken,
eveything will be different for the next generations. There will be more educated
people around and they will set good examples for others and they will transfer the
values they learn at school to their community. Breaking vicious cycle in the school
may have tremendous cascade effect on the school community.

It is obvious that environment plays a crucial role in breaking vicious cycle. In
terms of environment, there is a need to make a distintion between the immediate
community that school lives in and the wider environment that encircles school.
Such distinction seems to be more evident for a school living in atypical context.
The school community in this study has its own strong values and norms that remain
intact. These values and norms adversely affect the whole school system because
they are not in line with the values that school system foster. Environment also pose
challenges for a school in atypical context, but, these do not stem from conflicting
values. When the wider-environment based blockers such as curriculum, abolishment
of disicplinary sanctions, appointment of teachers in the middle of the semester or
lacking of an orientation system are concerned, it is seen that they are all related to
the highly centralized characteristics of Turkish education system.

In the Hoy and Miskel’s model of school as a social system, environment is
defined too general. Aynting that stay behind school walls are treated as the part of
environment. “It is the system’s source of energy. It provides resources, values,
technology, demands and history-all of which place constraints and opportunities on
organizational action” (Hoy & Miskel, 2008, p. 30). They added that the degree of
uncertainty, the degree of structure and the degree of scarcity in the environment can
be both constraints and opportunities for school as a social system.

In atypical context, as explained above, the environment consists of two
separate but interdependent layers. School community can be defined as the group of
people living in the immediate environment of school. The wider-environment, on
the other hand, can be defined as the society that we know in general terms. Both of
them have effects on the school system. The values and norms hold by the school
community and the rigid structure of Turkish education system hinder or diminish
the likely positive effect of breaking vicious cycle. This shows that school lives with

its community and the boundaries between school and the community and the wider
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environment can not be drawn strictly. Social systems are open systems (Hoy &
Miskel, 2008) and for the school in atypical context, this is more apparent.

All theoretical propositions suggest that breaking vicious cycle in atypical
context means a set of interrelated actions that aim to build a school where the
principal, teachers and parents work together in harmony with each other. It is
marked with informal mechanisms-positive relations and positive working
atmosphere for teachers; principalship that is based on change-oriented leadership
skills and humane personality; teaching that is mostly shaped by students’ talents and
intrests to make perpetual changes on their perceptions of the values of education;
and parental involvement in school life to build a bridge between school and the
community.

Breaking vicious cycle aims to decrease the negative impact of the community
on students through increasing their involvement in school and facilitating their
acquisition of positive values pertinent to the society. In other words, the school
living in atypical context suffers from multiple blockers, some of which cannot be
eliminated no matter what school does. However, their negative effects can be
decreased, if not eliminated. School should strive to incease the number of enablers
and get more advantage from them. The existence of a well-established PTA in the
school sets a good example to decrease the negative effect of some school-based and
school community-based blockers.

As mentioned before, breaking vicious cycle in atypical context takes time and
it occurs incrementally. It gives meaning to the experiences of school staff and
parents who aspire to make big changes but achieve incremental advancements in the

educational life of students, especially of socially stigmatized ones.

115



Environment

BLOCKERS

School community

ENABLERS

BLOCKERS

Principal

Students

CONSEQUENCES
-Preventing students getting
worse
-Changing students’ attitudes to
education
-Facilitating students’ adaptation
to wider environment
-Reconciling the values of the
community and the school

BLOCKERS

making school
a better place
than students’
homes

enduring
difficulties of
working in an
atypical

school

blending change-oriented
leadership with humane

personality
preventing prompting
students leave parents to
their backpack at| ~ assume more

school and get a
new one outside

responsibility
in the school
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CHAPTER V

DISCUSSION

In this chapter, firstly, conclusions based on the process of breaking vicious
cycle- the name given to the whole of five theoretical propositions grounded in
research data and its implications for the Hoy and Miskel’s model of school as a
social system will be presented. Then, implications for practice and theory will be

presented.

5.1 Discussion

In this study, the life of a school living in an atypical context was investigated
through observations, interviews and document analysis. Different voices- school
principal, teachers, parents and the researcher- were compared and contrasted to
reach some theoretical propositions about the life in the school that lives in an
atypical context. The theoretical propositions presented as part of a phenomenon
called “breaking vicious cycle”, which refers to the process that a school goes

through in an atypical context.

5.1.1 Breaking Vicious Cycle

Breaking vicious cycle offers a set of theoretical propositions that are
grounded in data collected from a school that has well established itself within
Roman community for long years. The school can be defined as atypical because of
the characteristics of student input and the output that have believed to show almost
no change over the years. Since the school is located in one of residential areas of
Roman community in the city of Istanbul, the school mostly enrolls students from

this community. As the number of migrated people has increased in the school
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neighbourhood, the school has started to accept students of migrated families from
the eastern and northern parts of Turkey. Both students from Roman community and
students of migrated families have low-SES background. When the output of school
is analyzed, it was seen that academic achievement is lower and the number of
students who continue their education in general or vocational high schools is
exceptionally lower.

The atypical characteristics of the school revealed that there is a kind of
inherited vicious cycle in the functioning of school. Research results showed that
there is a necessity to break this inherited vicious cycle for the school. Observations
of the daily life in the school, interviews with the principal, teachers and members of
PTA and analysis of school documents showed that steps have been taken to break
the vicious cycle through making changes in some aspects of school life. To
understand and describe the breaking vicious cycle process in the school, actions
were defined and key people and their role were identified.

Breaking vicious cycle consists of five interrelated actions that demand
collective efforts of school principal, teachers and parents. School principal is the
key figure because of the role he plays in initiating and diffusing change to the whole
system. Students are defined as the primary source and motive behind to break the
vicious cycle as they have the power to influence and shape their community that can
hinder or enable the efforts of the school in the future.

Breaking vicious cycle includes the following actions: making school a better
place than students’ homes; enduring difficulties of working in an atypical school;
preventing students leave their backpack at school and get a new one outside;
prompting parents to assume more responsibility; and blending change-oriented
leadership skills with humane personality. These actions are not mutually exclusive
but interrelated. The analysis of these actions further gives way to make some
theoretical propositions about the life in atypical school. In other words, breaking
vicious cycle can be explained with the following five theoretical propositions.

1. When a school lives in an atypical context, people, especially teachers, who
are the key people because of their closeness to students in the school, need to
know and develop an understanding towards school environment and
students’ home life and take emotional, social and academical responsibilities
to make the school a place where students feel themselves safer and happier

than their home.
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2. Teaching in atypical school is hard but it can be endurable when a sense of
belongingness is instilled in teachers through building positive relations and
positive professional work environment and creating special moments to
share and adding special touches to them.

3. Multiplying learning opportunities for students in atypical school context is
important to reach every student, especially low-achieving ones, in the
system. Once this is achieved, school makes a difference not only in the
students but in the society as well through reconciling the values taught at
school and the values of the school community.

4. Parents should be prompted to assume more responsibility in daily life of
school because there is always need for extra help in atypical schools. When
parents know inside the school well, they will build a bridge between school
and the school community to send the right message about the school to the
outside world.

5. Through blending change-oriented leadership skills with humane personality,
principal is the key person in breaking vicious cycle in school living atypical
context. To improve physical conditions, parental involvement and relations
with teachers-students-parents and have a direct effect on making school a
better place than students’ homes; teacher’s enduring the difficulties of
working in an atypical; and prompting parents to assume more responsibility
in school, but have an indirect effect on preventing students’ leaving their

backpack and get new one outside school.

What do these theoretical propositions underlying the breaking vicious cycle
process suggest for the relevant field? How do they refine, develop or challenge the
view of school as a social system? What do they mean for people working in atypical
schools? What conclusions can be drawn for policy makers? What kind of further
research is needed? The answers to all these questions will be discussed in the

following parts.
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5.1.2 Breaking Vicious Cycle with a Reference to the Hoy and Miskel’s Model of

School as a Social System

Breaking vicious cycle suggests that we need to refine our understanding of
the concept of formal education and school, as well as the role of school principals
and teachers working in atypical schools. It was seen that it is difficult to explain
what goes on in a school in atypical context with a reference to orthodox view of
education and school as depicted in the Hoy and Miskel’s model of school as a social
system.

To understand the concept of formal education, the intertwined relationship
between education, economy, the state and cultural systems must be studied.
Through education that the state tries to transmit its power and ideology to
individuals who are expected to conform to these and to work for the protection and
survival of them in their later life. In addition to this political function, education has
the function of raising quality and productive individuals that economic systems
need. Education has also the function of acculturation to transmit cultural heritage
from one generation to another (Simsek, 2008).

All these functions of formal education are elaborated in the work of
sociologists like Durkheim, Parson and many others who argue that school is an
important functional part of society that exist to conserve, promote and develop
knowledge and behaviors that are necessary for the smooth functioning of the
society. School is a place for selecting and training individuals for their future roles
in the society through offering equal chances to everybody to achieve their potential.
In other words, this orthodox view of education that conceptualize schools as
meritocratic institutions for producing equality (Hurn, 2002) treat children from
diverse backgrounds in the same way to learn the rules and norms that apply to the
society in general (Ballantine & Spade, 2008).

When the Hoy and Miskel’s model of school as a social system is analyzed, it
is seen that they hold an orthodox view for education and schools. Hidden in their
configuration of school is that Parsonian view of school that offers equal chances to
individuals (Cookson & Sadovnik, 2002) and human capitalist view of education that
claim school can change individuals, who, in turn, change and transform the society

they live in (Simsek, 2008).

120



In the model, school is depicted as a powerful institution that can transform
each single student in the same mechanic way disregarding the differences in them.
Indeed, Hoy and Miskel’s model neglect that school does not offer equal chances to
each student. There can be inequalities that the quality of transformation process that
low or middle SES students go through and that the outcomes that school produce.
Students with low-SES or students from minorities usually attend schools with
limited capacities and teachers in those schools usually have biases towards these
children and they lower their academic expectations (Hurn, 2002).

Furthermore, in the model, by analogy, school is illustrated as a machine and
that the configuration of school as composed of different systems resemble to the
production tools in a capitalist state. School is a device for equipping people with
knowledge and skills compatible with the necessity of capitalism. Education makes
people productive and as they get more profit, they desire to invest themselves to get
more education. In the long term education can be the means of lessening inequality
in terms of income and thus, human capital theory contends that education provides
social development and growth that give chance to people for vertical mobility in the
society (Apple, 1999; Simsek, 2008; Madigan, 2002).

However, this relationship between education and having a better
occupational chance is not such smooth as it is illustrated in human capital theory.
For employers, education has the screening function to find the right employees.
Diplomas taken from certain schools and the year spent in education system is
considered to be equal to have more cultural and social capital, so, an equation works
in here; the right employee is equal to people having middle-class attributes (Collins,
1961) and this puts people with low-SES background or minorities at disadvantage.

Hurn (2002) draws attention to the impossibility of increasing upward
mobility from low-status groups through the expansion of education to address the
complexity of jobs as he explains that the entry level for jobs are also changing and
increasing. This means nothing changes in the equation given above. Therefore, the
more education means the better chance for vertical mobility is contentious.

This presents us another pitfall of the Hoy and Miskel’s model of school. The
school becomes a mandatory institution that children attend to get a diploma. As
Illich (1971) stated “neither learning nor justice is promoted by schooling because

educators insist on packaging instruction with certification.”
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Breaking vicious cycle showed that Hoy and Miskel’s orthodox depiction of
school is problematic when schools in an atypical context which is characterized by
minority groups, migrated groups of low-SES and low-level education is considered.
It foregrounds that such a depiction of school can cause false consciousness as Marx
believed. School does not provide equal chances to each student because their
economic status in the society determines what they get from school and what is
thought in school serves the best interest of rich, causing others to acknowledge that
their life or living conditions cannot change. As school does not offer the same
choices to every child, it produces inequality (Ballantine & Spade, 2008).

Freire takes this one step further saying that “education as the exercise of
domination stimulates the credulity of students, with the ideological intent (often not
perceived by educators) of indoctrinating them to adapt to the world of oppression”
(1996, p. 59).

Consequently, breaking vicious cycle challenges that the concept of education
and school seem to be blurred in the Hoy and Miskel’s model of school as a social
system. It presents the necessity of a more radical and critical view of education and
school and their relationship with economy, culture and the state to redefine school
and education. Breaking vicious cycle also reveals that it is almost impossible to
exempt the concept of diversity while redefining school and education.

Thus, neo-Marxist analysis of education that focuses on this critical
relationship between culture, the state and economy (Au & Apple, 2009) should be
further examined in here. Neo-Marxists believe that school contributes to the existing

inequality in the society. Hurn (2002) puts in that:

Schools remain today what they have been in the past (and to a large extent
must be in modern society), institutions that help to legitimize the existing
highly unequal social order. Not only do they reproduce inequality, they are
perhaps the most important way of justifying that inequality and thus
concealing its true character (Hurn, 2002, p.114).

Reproduction has become the recurring theme in neo-Marxist view after
Marx and Engels who try to explain reproduction of inequality through economic
relations in capitalist societies and Weber, who, emphasizes reproduction in terms of
the dominant classes in the society (Ballantine & Spade, 2008). Torres (1998), on the

other hand, shares the same conviction with another neo-Marxist, Gramsci who
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views school as cultural organizations that condition social conformism and produce
hegemony as a form of political and cultural dominance of particular classes.

In addition to the reproduction theory, another well-developed neo-Marxist
theory is the resistance theory. They are different from reproductionists in the way

that:

It is not correct, they argue, to assume that the students passively internalize
the hegemonic messages sent by the schools or that teachers always carry out
their reproductive roles. The schools do not always produce the types of
workers needed by the capitalist state. Instead, ...the schools should be seen as
a “contested terrain” where political struggles can take place. Culture is not
simply given but is something that is both produced and reproduced inside the
school (Pincus, 2002, p.589).

Pincus (2002) attempts to explain that it is in the hands of students and
teachers not to make schools “hegemonic arenas” but rather “contested terrains”.
Students can be raised in way that they can not accept the hegemonic messages sent
by curriculum or hidden curriculum. They can demand to reflect their own values
and beliefs shaped by their background in the construction of their own knowledge.
Teachers cannot be a part of the reproduction of hegemonic relations. Instead, they
can be aware of their own potential and power to be transformative not reproductive.

In the light of the discussions above, some points must be explained with
regard to breaking vicious cycle for an atypical school. The efforts of school
principal and teachers to make a difference in Music and Entertainment Elementary
School, especially for Roman students’ educational life are quite meaningful.
Teachers and the school principal show commitment to change and to transform
school for the advantage of Roman children. However, it is difficult to say that there
is a real and well-defined transformation in the school in terms of student output.
There is no record showing that school drop-out rate has diminished or more students
started to attend to high school. What they described as change seems to have little
positive effect on the schooling experiences of Roman students. For these changes to
create a transformation in the school, it was suggested that the concept of education
and the concept of school, as well as, teachers and principals’ role definitions should

be redefined in the light of radical and critical educational views.
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As it was explained before in the study, there are some blockers that can
interrupt breaking vicious cycle. These blockers can stem from school-based,
community-based and wider-environment based conditions that put strains on
teachers and school principal. There is a need to further extend these blockers in
here.

First of all, although teachers and the principal related blockers to factors
outside them, they are not aware of the constraining effect of their own functionalist
and hegemonic view of education and school. Four functions of school at the
individual level are defined. These are intellectual growth, citizenship education,
vocational preparation and individual growth (Armstrong, Henson and Savage, 1993,
as cited in Simsek, 2008, p.56). Breaking vicious cycle revealed that in atypical
context, school does not focus on intellectual or individual growth of children.
School principal and teachers believe that citizenship education and vocational
training are more important for students, especially Roman students. In Weber’s
term, Roman students are seen as “outsiders-poor and minority” who must be taught
to conform to the rules of “insiders” to conserve, protect and maintain order and
status in the society. They believe that they have to teach the rules and the right
conducts and behaviors that facilitate students’ adaptation to the society as
responsible citizens. From their point of view, learning the rules and values that
apply to the society in general is a key for Roman students to be accepted by other
people (Ballantine & Spade, 2008).

Teachers and the school principal unconsciously try to teach the students the
rules and the values of the dominant groups in the society. However, these rules or
values are in a stark contrast with the ones they grew up in their own community. In

13

principal’s statement “we confuse students mind in school”, there is a covert
admission that the school as a formal organization is an oppressive, hegemonic and
reproductionist institution.

To break vicious cycle, teachers and the school principal must be aware of
their own construction of education and school and how they are reflected in the
classes and school. If they really want to break vicious cycle in their school, they
have to think critically and refine their view of education. Therefore, first, they must
acknowledge that education should be emancipatory and democratic in atypical

context which is characterized by minority groups, migrated groups of low socio-

economic status and low-level education. French sociologist, Bourdieu warns us to
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be cautious against the role of education to make people silently and unconsciously
accept the inherited inequalities in societies (Swartz, 1997). In atypical context,
students should be raised to develop sensitivity to this silent and unconscious
acceptance. Either overtly in formal curriculum or covertly in hidden curriculum, the
concepts such as democracy, multiculturalism, diversity, and tolerance must be
fostered (Torres, 1998).

The aim of breaking vicious cycle cannot be conformity. Instead, school
should be re-built with a radical view. Departing from Freire’s “oppression” and
“cultural action for conscientization”, students can be taught to face the real facts and
problems in their own situations instead of accepting their inherited failures in life
(McNeil, 2006). In atypical context teachers teach students, in this case Roman
students to abandon their low perception about themselves. They have to teach them
free from hegemonic discourses.

Teachers and the principal school make school as “contested terrain” to meet
the needs of children from diverse backgrounds (Ballantine & Spade, 2008). Instead
of insisting students belonging to a specific ethnic group to learn to conform to the
society, balancing the values taught in school and the values of the specific group
seems to be of great importance. Thus, they should stop making school a virtual
reality for students with different backgrounds. With virtual reality, we mean that
once students, in this case Roman students enter into the territory of school, they are
surrounded by completely different rules, values, norms and behaviors which they
cannot relate to their own life at home or in their community.

From the point of view of teachers and the principal, there is a hidden
assumption that school has the informal function of babysitting as functionalists
argue (Ballantine & Spade, 2008). Teachers and the principal’s construction of
school a protective shelter, a comfortable and hygiene place where students enjoy
being cared and loved, and where they are not intellectually and individually
challenged has the danger of a total loss of school concept for students who construct
school as a legally endorsed institution to get a diploma for only achieving practical
aims like getting a driving license; a leisure arena where they come together with
friends of same background; and further as meaningless institution that does not
prepare them to make a quick vertical advancement in the society as some

uneducated artists, singers or dancers with Roman origin did.
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Bourdieu’s two concepts can be revisited to understand why school,
especially high school does not make sense for Roman children. These are the
concept of cultural capital and the concept of habitus. The concept of cultural capital
refers to knowledge, culture and educational credentials that people can purchase for
their future. Social classes differ in terms of their cultural capital. Cultural capital can
be acquired through a close contact with people having personal taste and cultural
knowledge. For instance, middle class parents can have more cultural capital than
lower class parents and this produces inequality in their children’s schooling
experiences (Swartz, 1997; Madigan, 2002). Bourdieu argues that cultural capital
leads to habitus-a belief that focuses on how people belonging to certain social
classes have unconscious perceptions about their likely success in life and future
status. This makes him further contends that there is a high correlation between
subjective hopes and objective chances (Swartz, 1997).

With these concepts in mind, Roman children can be said to have little hope
for continuing high school because of the limited opportunities and lower cultural
capital provided by their family and community. Teachers said that they tried to be
role models for these students since their parents failed to do so. Teachers need to be
careful in their ambition to be role models for students whose background is totally
different from them. Again there is a danger for teachers to play a reproductive role
instead of transformative intellectuals (Pincus, 2002).

Teachers and the school principal believed that school can shape students’
perception about themselves and their future. They can teach students to make
rational choices about themselves and gives them the opportunity to differentiate
from their family and the environment. It was seen that Roman students are expected
to conform these expectations and make rational choices about their life. However,
teachers and the school principal neglect that Roman children, whether
unconsciously or consciously, compare the benefits and costs of staying in the school
system and what they perceive as rational is that costs outweigh benefits and they do
not see the school-a place that is a shelter but nothing else, as the key to their future
life (Ballantine & Spade, 2008).

In here, school has false expectations from Roman students and makes a futile
attempt to change Roman students’ socially determined perceptions about their
future life. There is no point in waiting to make these students to make rational

choices if their all previous informal learning adviced the vice versa. Besides, if
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students do not have an intention for vertical advancement, why, then, school
confuses their mind? The conception of school as a place that offers the same
chances for upward mobility can be faulty and school should not expect to have the
same future goals from all students. School needs to change this longer dictated role
to enhance learning. Students must be taught to be critical about their own existence
in school, be critical about what teachers say or what is written in coursebooks
(Apple, 1999).

This brings us another question. What kind of curriculum and teaching should
be in place in schools, especially in atypical schools? To understand, three things can
be scrutinized: official knowledge overtly given in curriculum, hidden curriculum
and perspectives of teaching professionals (Apple, 1999). All these will be elaborated
in the following part of the study.

In conclusion, there is a need to break the vicious cycle in atypical schools
but the main difficulty that lies ahead is the way schools are organized and
administered with a construction that is embedded in the Hoy and Miskel’s model of
school as a social system. There is a necessity to redefine education, its functions for
individuals and societies, and school-the way it is configurated and administered as
an institution- with awareness that schools exists to achieve two challenging aims; to

conserve and to transform (Simsek, 2008).

5.2 Implications

It was the aim of the study to shed light on the life of a school in atypical context.
The theoretical propositions emerged at the end of the study reveal that a school in an
atypical context has to break the vicious cycle though redefining itself. It is
conjectured that breaking vicious cycle has important implications for schools living
in communities that are distinguished by minority or migrated people having low
level education and lower socioeconomic status and for some policies and practices

of MoNE. Implications for further research are also presented in this part.

5.2.1 The Need for Training Teachers for the Challenges of Atypical Schools

Breaking vicious cycle showed in atypical school populated by children of

minority and migrated families, the blend of human relations, cultural, political and
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authoritarian leadership skills can work effectively. This is quite consistent with the
definition of leadership brought by Bolman and Deal (2003).

In terms of teaching profession, it is likely to say that high dedication makes a
difference, but it is not enough for breaking vicious cycle in atypical schools. Typical
teaching professional attributes are not sufficient. Teachers need to be trained to
work in atypical contexts. Teachers should be prepared to work with all students
regardless of their economic and social status. Thus, introducing emancipatory
constructivism to teacher training programs can be valuable. Emancipatory
constructivism is based on an epistemology rooted in the work of Vygotsky. The aim
should make teachers aware of their own possible biases towards differences and free
themselves from their constraining effects on their teaching practices. Thus, the
content of preservice teachers should cover the concept of subjectivity to recognize
how different students have different daily experiences and how they construct their
meaning and to build their teaching on these experiences and constructions, and the
critical thinking ability about the discourses of power and privilege to avoid serving
the inherited inequality reproduced in schools (Vadeboncoeur, 1997).

In line with this, social reconstructionist teacher preparation program called
“social justice teacher education” can be offered for preservice teachers to prepare
them to work against inequities in schooling and society. In the United States,
Canada and Brazil, universities offer social justice education programs to teacher
candidates. Although the programs have some differences in practice across
universities, they basically aim to make teachers be sensitive to concepts of diversity,
equality and the role of politics in curriculum design and delivery and to get them
familiar with teaching in challenging situations through field practices (Zeichner &
Flessner, 2009).

An example can be given from the social justice program developed in
Montclair State University in New Jersey that claims training of teachers in the

following ideals:

1. be socially conscious —recognize that there are multiple ways of perceiving
reality that are influenced by one’s location in the social order;

2. have an affirming view of students from diverse backgrounds, seeing
resources for learning in all students rather than viewing differences as

problems to overcome;
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3. see themselves as both responsible for and capable of bringing about
educational change that will make schools responsive to all students;

4. understand how learners construct knowledge and capable of promoting
learners’ knowledge construction;

5. know about the lives of their students including the funds of knowledge in
their communities;

6. use their knowledge about the lives of their students to design instruction that
builds on what they already know while stretching them beyond familiar

(Zeichner & Flessner, 2009, pp. 297-98).

The program seems to be promising with its emphasis on diversity as
resources for learning and the recognition of the role of students’ background in their
construction of knowledge. These are important qualities of being a teacher required
for breaking vicious cycle. In addition to train teacher in social justice, they can be
trained in talent-based education and multiple intelligence to develop their teaching

practices to address diversity in their classes.

We should not forget the role played by UNESCO, the OECD, the Council of
Europe, the European Union, and other national and international non-
governmental organisations in supporting intercultural education and teacher
training. They can all be invaluable partners in training teachers who will work
with students of Gypsy or foreign origins, by setting up initial and continual
training that is sensitive to intercultural issues. It is necessary to set up
specialised classes for such teachers with trainers who are familiar with the
various cultures and languages (Arayici, 2008, p. 534).

Thus, in terms of preparing teachers to teach in ethnically diverse schools in
Turkish education system, MoNE can take advantage of the experiences of national
and international bodies and joint programs can be undertaken. Based on the
discussion above, it can be concluded that pre-service teachers should be trained in
social justice to teach in schools that serve ethnically, culturall or linguistically
diverse communities. In addition to this, a care should be given to their teaching
practices and content knowledge so that they can adjust their teaching to the aypical

contexts.
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5.2.2 Implementation of Constructivist Curriculum in Atypical Schools

Breaking vicious cycle is challenged by some inside and outside factors,
which are called “blockers” in the study. It is claimed that some blockers are
originated from some practices and policies of MoNE. An important implication
about this is that the nature of the constructivist curriculum which has recently put
into use in primay and secondary schools.

Working mainly on pedagogic discourse and practices, English sociologist,
Bernstein claims that school reproduces social inequality because officially produced
and distributed knowledge in school advantages upper and middle classes (Ballantine
& Spade, 2008). Apple (1999) makes similar remarks stating that a national
curriculum can legitimize inequality through disregarding the differences across
schools. He further contends that hidden curriculum in schools can be tool for the
tacit transmission of norms and values that apply to the people in power, in contrast
to Henson (2001) who proposes that hidden curriculum can be used to convey
positive multicultural messages to students if teachers are to be successful in
showing appreciation and tolerance to the differences among students.

It is obvious that Roman children are forced to study, learn and practice the
values of the world through centralized constructivist currciulum, textbooks given to
them freely every year and unconciously through rules and values fosterd in the
behaviors teachers and school principal.

In Turkey, the renewal of the primary curriculum in 2005-2006 school years
was publicized as a reform movement in Turkish education system taken towards
achieving more quality and contemporary education, which is essential to survive
and prosper in our rapidly changing world. Unlike the former curriculum that was
heavily drawn from behaviorist understanding, the new primary curriculum is based
on constructivist paradigm and multiple intelligence theory, which imposed on
considerable changes in schools. With this new so-called curriculum reform, a step
was taken to improve education provided in our schools in the light of contemporary
approaches to instruction and learning (Talim Terbiye, 2007).

The new curriculum aims to increase students’ awareness of their own
learning through exposing them multiple but holistic learning experiences enriched
by various instructional strategies and materials. Students are no longer seen as

passive learners, as it was the case in the former curriculum, which was heavily
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relied on traditional teacher-centered teaching methods. Since constructivism
emphasizes the critical role that learner play in their own learning, “learner-centered”
learning is emphasized. Schools are given the responsibility to foster creativity,
productivity, critical thinking and multiple technology use in students’ learning so
that they graduate students who can better cope with the demand of information age
(Avenstrup, 2004).

Breaking vicious cycle showed that the new curriculum poses more
challenges for schools in atypical contexts. First of all, the centralized
implementation of new curriculum is against the nature of the underlying
constructivist epistemology undergirded by subjective reality and mean making
process based on personal background and experiences. Schools are expected to raise
individuals who conform to the cultural values of the society and work to conserve,
but at the same time, schools are expected to raise intellectual, creative and critical
individuals who can challenge the existing system (Simsek, 2008). The
implementation of the so-called new curriculum resembles these conflicting
functions of education. The conflicting messages send in constructivist classes make
learning more cumbersome in atypical schools. Provided that constructivism focuses
on mean making process, and encourages students to merge their prior learning with
new learning, these become irrelevant when some certain formal knowledge is
presented to students to be internalized. If students construct their own meaning, but
at the same time they are given the meaning they are supposed to make, in other
words, students’ construction of knowledge is controlled by teachers, it becomes
problematic to think that this knowledge truly represent students’ own construction
(Richardson, 1997).

Secondly, teachers and the school principal found constructivist curriculum
heavy and ineffective for students in their school. Constructivism highlights that
learning does not only occur in schools, the students’ environment as a source for
learning. Refering to the concept of cultural capital suggested by Bourdieu and
language analysis of Bernstein, in atypical context that is defined as low-SES, how
can the environment be a source for learning? It is unrealistic to expect that
constructivist curriculum fulfills its aims for these students who are not exposed to
rich learning environment and gets no help for their homework at home.

Thirdly, as teachers and school principal articulated, for schools that are lack

of necessary infrastructure for the implementation of curriculum and that are lack of
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teachers who are trained in the delivery of constructivist curriculum, effective

implementation of constructivist curriculum can only be a dream.

5.2.3 Suggested Actions for MoNE

It is believed that this study raise important implications for policy makers.
We can summarize that for breaking vicious cycle in an atypical school, the

following actions are suggested for policy makers:

1. It is important to prepare teachers for the challenges of atypical schools.
Social justive program can be an effective alternative for teacher training
programs at universities.

2. Teachers working in atypical schools that are marked with student population
with diverse ethnic backgrounds can be given the chance to alter their
teaching perceptions and practices. They must be given freedom to shape
curriculum content and implementation in line with students’ talents and
interests to create their own contextualized pedagogic approaches.

3. Instead of abolishing, the decision of using the pros and cons of disciplinary
sanctions can be left to the school principals and teachers. They can decide
what kind of sanctions and to what extent they are useful in atypical context.

4. High teacher turnover appeared as one of the most important problems for
atypical schools. Especially, teacher appointments in the middle of the
semester cause more disciplinary problems in atypical context because
teachers cannot have sufficient time to get to know students and to make
changes in her/his teaching. That is why; more incentives should be given to
teachers working in atypical context and teacher turnover should be
decreased in those schools.

5. Last but not the least, the absence of a structured orientation and guidance
program in the education system urges low-achieving students leave school
system early or make misguided decisions about their future. Little attention
has been devoted to students’ talents, interests and motives in their placement
to high school. Students are not informed well about the likely impact of
attending to vocational or other schools that are outside the mainstream high

school education. Orientation programs should be available especially for
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students in these schools. Students are informed about the available choices.
Any bureaucratic barriers can be eliminated to transfer students based on their
talents directly to music, art schools or conservatories. If not, at least,
students who can not cover the expenses necessary during the application
process can be exempt from such pre-entry expenses.

6. Turkish education system promises produce equality for all, but at the entry
level (Simsek, 2008). All children have the right to attend public schools.
However, the use of catchment area policy put some groups at disadvantage,
like Roman children in this study. They can feel desperately helpless because
of the vicious cycle that is assumed to be inhereted in those schools. The
studies presented in literature review part confirm the expectation that in
atypical schools, the number of low-achievers surpasses of the academically
successful students. This becomes an issue of debate in countries like ours
where catchment area policy imposes schools to get student input from
designated areas. Thus, it is likely for teachers or the principals to develop
prejudice against the students and the environment when they start to work in
schools located in less favorable catchment areas. As time passes, the
prejudices and the disappointments of failing to deal with the challenges of
atypical schools can turn into low motivation and low job satisfaction which

eventually lead to low performance.

5.3 Implications for Further Research

This study aimed to investigate a school as a social system living in an atypical

context using grounded theory. According to Charmaz (2005):

Grounded theory methods are a set of flexible analytic guidelines that
enable researchers to focus their data collection and to build inductive
middle-range theories through successive levels of data analysis and
conceptual development (p.507).

Grounded theory fitted well with the aim of the study. The researcher focused
on the participants’ actions, words and meanings through remaining close to them.
The method helped the researcher understand what is going on in school living in an

atypical context. The emerging substantive-level theoretical propositions at the end
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of the study provided a contextualized explanation of the school as a social system.
The theoretical propositions can be tested in other atypical contexts to yield
comparative results. Further research that focuses on school as a social system in a

typical school context will be conducted and results will be compared.
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APPENDICES

APPENDIX A
INTERVIEW SCHEDULE FOR TEACHERS
Interviewee:

Date:

Dear Participant,
As you know, I have been doing a study on your school. I have been doing
observations in your school lately. I explained you my research and the aims of the
observations on my first day in this school. Now, I need further data for my
research.
I will ask you some questions about the school. Your answers are quite important for
this study. I would appreciate if you are sincere during the interview. Your name
will be confidential in the study. I will take notes or use tape recorder if you give
permission. I will transcribe the interview and share it with you. I will ask you to go
over it. This is also important for the study. Thank you for accepting to interview
with me.

1. How long have you been in this school? Is this your first school?

2. How do you describe the school now?

PROMPT: Tell me three things that come to your mind about the school?
3. If I asked the same question five years ago, how would you respond to it?

4. Can you describe the school environment?

PROMPT: School community, pressure groups, shared values of the school
community, etc.

5. What is the impact of such an environment on school?
6. How do you define your relation with school?

7. Tell me your opinions about relations in school.
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10.

11.

12.

13.

14.

15.

16.

PROMPT: student-teacher; student-parents; student-school principal; teacher
teacher; teacher-principal; teacher-parents

Tell me your opinions about Parent Teacher Association in this school?
What has dramatically changed in five years time in school?

Who is the key person in changing the school?
What are the impacts of changes on you and the students?

How do you experience change? How do you feel about it? What do you
think about your role in change efforts in school?

In your opinion, how do other other teachers, students, the principal and
parents experience the change?

What else do you think is necessary to change in school?

What differenciates Music and Entertainment Elementary School from other
schools around?

How do you define “school”? How is your definition different/similar to this
school?
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INTERVIEW SCHEDULE FOR TEACHERS
TURKISH VERSION

Goriisme yapilan kisi:

Goriisme Giinii:

Sayin Katilimct,

Bildiginiz {izere, okulunuz hakkinda bir arastirma yiiriitiyorum. Son zamanlarda
okulunuzda gozlemler yapmaktayim. Okulunuza geldigim ilk giin size arastirmami
ve gozlemlerin amacim agiklamistim. Bu asamada arastirmam i¢in daha fazla ek
bilgiye ihtiyacim var.

Size okulla ilgili baz1 sorular soracagim. Cevaplarinizin bu ¢alisma i¢in son derece
onemli oldugunu belirtmek isterim. Gorlisme siiresince icten cevaplar verirseniz
sevinirim. Admiz ¢alismada gizli kalacaktir. Not alabilirim ya da izin verirseniz
goriismeyi kaydedebilirim. Goriismeyi ¢oziimledikten sonra sizinle paylasacagim ve
sizden gozden gecirmenizi rica edecegim. Bunun da ¢alisma icin son derece dnemli
oldugunu belirtmek istiyorum. Goriismeye katildiginiz i¢in ¢cok tesekkiir ediyorum.

1) Kag yildan beri bu okulda ¢alistyorsunuz? Bu ilk ¢alistiginiz okul mu?

2) Su anda okulu nasil tammmlarsiniz?

SONDA: Okulunuzla ilgili aklimiza gelen ilk 3 sey nedir?

3) Ayni1 soruyu 5 yil 6nce sormus olsaydim nasil cevaplandirirdiniz?

4) Okulun cevresini nasil tanimlarsiniz? Okulun ¢evresinde kimler var?

SONDA: Okul toplumu, baski gruplari, okul toplumunun degerleri, vb.

5) Boyle bir ortamin okulu nasil etkiledigini diisiiniiyorsunuz?

6) Okulla iligkiniz nasil?
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7) Okuldaki iliskiler hakkinda ne diisiiniiyorsunuz?

SONDA: 6grenci 6gretmen; 6grenci-veli; 0grenci-okul miidiirii; 6gretmen-

O0gretmen; 6gretmen-okul miidiirii; 6gretmen-veli

8) Okul Aile Birligi ile ilgili goriislerinizi paylasir misiniz?

9) Okulda sizce bes yil icerisinde en belirgin degisen seyler neler oldu?

10) Okuldaki degisimlerde sizce en biiyiik rol sahibi kimdir?

11) Okulda yapilan degisimin siz ve 6grenciler tizerinde ne tiir etkileri oldu?

12) Okuldaki degisimi siz nasil yastyorsunuz? Neler hissediyorsunuz? Ogretmen

olarak bu degisimdeki roliiniiziin ne oldugunu diisiiniiyorsunuz

13) Sizce miidiir /diger 6gretmenler, 6grenciler ve veliler bu degisimi nasil
yasiyor?

14) Okulda baska ne tiir degisikliklerin yapilmasi gerektigini diisiiniiyorsunuz?

15) Cevredeki diger okullardan sizi ayiran en belirgin 6zellik su anda nedir?

16) Sizce okul nedir? Sizce bu tanim ile bu okulun farkli/benzer yonleri nelerdir?
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APPENDIX B

INTERVIEW SCHEDULE FOR PARENTS

Interviewees:

Date:

Dear PTA members,

As you know, I have been doing a study on your school. I have been doing
observations in your school lately. I explained some of you my research when I
visited your room. Now, I need your participation to the study.

I will ask you some questions about the school. Your answers are quite important for
this study. I would appreciate if you are sincere during the interview. Your names
will be confidential in the study. I will take notes or use tape recorder if you give
permission. I will transcribe the interview and share it with you. I will ask you to go
over it. This is also important for the study. Thank you for accepting to interview
with me as a group. I also thank to the head of PTA for arranging this group
interview.

1. How long have you been a parent in this school?
2. Why did you choose this school?

3. How do you describe the school now?
PROMPT: Tell me three things that come to your mind about the school?

4. If I asked the same question five years ago, how would you respond to it?

5. Can you describe the school environment?
PROMPT: School community, pressure groups, shared values of the school
community, etc.

6. What is the impact of such an environment on school?

7. How do you define your relation with school?

8. Tell me your opinions about the relations in school.

PROMPT: student-teacher; student-parents; student-school principal; teacher-
teacher; teacher-principal; teacher-parents
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10.

11.

12.

13.

14.

15.

16.

. What has dramatically changed in five years time in school?

Who is the key person in changing this school?
What are the impacts of changes on you and your children?
How do you experience change? How do you feel about it?

Tell me what PTA is doing in the school.What do you think about your role,
the role of PTA in change efforts in school?

In your opinion, how do teachers, students and principal experience the
change?

What else do you think is necessary to change in school?

What differenciates Music and Entertainment Elementary School from other
schools around?

148



INTERVIEW SCHEDULE FOR PARENTS
TURKISH VERSION

Goriisme yapilan kisiler:

Gorlisme Giinii:

Saymn Okul Aile Birligi Uyeleri,

Bildiginiz iizere, okulunuz hakkinda bir arastirma yiiriitiyorum. Son zamanlarda
okulunuzda gozlemler yapmaktayim. Odanizi ziyaret ettigimde orada bulunanlara
arastirmam hakkinda bilgi vermistim. Simdi arastirma i¢in sizin katiliminiza
ihtiyacim var.

Size okulla ilgili baz1 sorular soracagim. Cevaplarinizin bu ¢alisma i¢in son derece
onemli oldugunu belirtmek isterim. GOriigme siiresince icten cevaplar verirseniz
sevinirim. Admniz calismada gizli kalacaktir. Not alabilirim ya da izin verirseniz
goriismeyi kaydedebilirim. Gorlismeyi ¢oziimledikten sonra sizinle paylasacagim ve
sizden gozden gec¢irmenizi rica edecegim. Bunun da ¢alisma icin son derece onemli
oldugunu belirtmek istiyorum. Goriismeye katildiginiz i¢in ¢ok tesekkiir ediyorum.
Ayrica Okul Aile Birligi Bagkanina da bu grup goriismesini ayarladigi icin ayrica
tesekkiir ediyorum.

1) Kag yildir bu okul velisisiniz?

2) Neden bu okulu sectiniz?

3) Su anda okulu nasil tanimlarsiniz?

SONDA: Okulunuzla ilgili akliniza gelen ilk 3 sey nedir?

4) Ayni soruyu 5 yil 6nce sormus olsaydim nasil cevaplandirirdiniz?

5) Okulun ¢evresini nasil tanimlarsiniz? Okulun cevresinde kimler var?

SONDA: Okul toplumu, baski gruplari, okul toplumunun degerleri, vb.

6) Boyle bir ortamin okulu nasil etkiledigini diisiiniiyorsunuz?
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7) Okulla iliskiniz nasil?
8) Okuldaki iliskiler hakkinda ne diisiiniiyorsunuz?

SONDA: 6grenci 6gretmen; 6grenci-veli; 0grenci-okul miidiirii; 6gretmen-

Ogretmen; ogretmen-okul miidiirii; 6gretmen-veli
9) Okulda sizce bes yil icerisinde en belirgin degisen seyler neler oldu?

10) Okuldaki degisimlerde sizce en biiyiik rol sahibi kimdir?

11) Okulda yapilan degisimin siz ve ¢ccocuklariniz tizerinde ne tiir etkileri oldu?

12) Okuldaki degisimi siz nasil yasiyorsunuz? Neler hissediyorsunuz?

13) Okul Aile Birliginin okuldaki rolii hakkinda bilgi verir misiniz? Sizce okulda

yapilan degisimlerde sizin ve OAB rolii nedir?

14) Sizce miidiir, diger 6gretmenler ve 6grenciler degisimi nasil yasiyor?

15) Okulda bagka ne tiir degisikliklerin yapilmasi gerektigini diisiiniiyorsunuz?

16) Cevredeki diger okullardan sizi ayiran en belirgin 6zellik su anda nedir?
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APPENDIX C

TURKISH SUMMARY

ATIPIK BIR ORTAMDA FAALIYET GOSTEREN BIR OKULUN SOSYAL
BIR SISTEM OLARAK TEMELLENDIRILMIS TEORI CALISMASI

GIRIS

Okula iligkin tanimlarin siire¢ icerisinde degisiklik gosterdigi goriilmiistiir.
Okulun toplumdan ayr1 bir fabrika gibi isledigini varsayan goriis, yerini zamanla
okulu c¢evresinden girdi alan, bu girdiyi isledikten sonra yine ¢evreye kazandiran bir
dongii icerisinde isleyen ve birbirine bagli alt sistemlerden olusan bir sistemler
biitiinii olarak goren goriise birakmistir (Hoy & Miskel, 2008; Lunenburg &
Ornstein, 2008). Yirminci ylizyilin ortalarindan itibaren ise okulda yapi ve insan
Ogelerinin beraber var oldugunu ve bu Ogelerin etkilesiminin orgiitsel davranisi
sekillendirdigini varsayan, okulu topluma ag¢ik bir kurum olarak goren foplumsal
sistemler kuram: onem kazanmistir. Bir baska deyisle, okul artik cevresine kapali
mekanik bir kurum olarak degil, icinde yasadigi topluma acik, sosyal bir sistem
olarak goriilmeye baslanmistir (Owens, 2004; Hanson, 2003; Chance & Change,
2002).

Toplumsal bir sistem olarak okulun nasil islediginin incelenmesi, genel
anlamda okulun biitiiniinii olusturan biitiin alt sistemlerin ve bu sistemlerin
etkilesiminden olusan orgiitsel davranisin incelenmesini gerektirir. Ilgili literatiire
baktigimizda, okulun toplumsal bir sistem olarak nasil isledigi ve nasil incelenmesi
gerektigine iliskin cesitli modellerin ortaya konuldugu goriilmiistiir. Bunlardan en
bilineni Getzels ve Guba tarafindan 1957 yilinda gelistirilen, Tiirk¢e’de “Getzels-
Guba modeli” olarak bilinen modeldir. Ancak bu model, okulun agik sistem
ozelligini gerektigi gibi yansitamadigl ve okul-cevre iligkisini agiklama konusunda
yetersiz kaldig1 yoniinde elestiriler almis ve zaman igerisinde modeli genisletmeye
yonelik ¢alismalar yapilmistir (Lunenburg & Ornstein, 2008). Son yillarda ise okulu

sosyal bir sistem olarak inceleyen modellerden en kapsamlisi Hoy ve Miskel
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tarafindan gelistirilen, Tiirk¢e’ye “toplumsal bir sistem olarak okul modeli” seklinde
cevirebilecegimiz modeldir. Bu modele gore okul, agik bir sistemdir ve ii¢ biiyiik alt
sistemden olugmaktadir. Bunlar yapi, insan, kiiltiir ve politika 6gelerini iceren “icsel
altsistemler” ile egitim, 6gretim ve Ogrenmeyi kapsayan ‘“teknik 6z” ve “cevre”
altsistemleridir (Hoy & Miskel, 2008).

Bu calismanin temel amaci, temellendirilmis teori (kuram) kullanarak etnik
bir grup olarak Romanlarin, ve gd¢men ailelerin yasadigl sosyo-ekonomik diizeyi
disiik atipik bir ortamda faaliyet gosteren bir okulun sosyal bir sistem olarak
incelenmesidir.

Bu temellendirilmis teori caligmasinin amacina ulagmasi i¢in temel bir soru
belirlenmistir: “Atipik bir ortamda sosyal bir sistem olarak okul nasil islemektedir ?”
Ancak bu sorunun cevabina temel olusturmasi bakimindan asagida verilen iki alt

sorunun sorulmasi gerektigi goriilmiistiir:

Arastirma Sorusu 1: Arastirma sonunda atipik bir ortamda faaliyet gosteren

bir okula iligkin hangi temel kavram ve siirecler ortaya ¢ikacaktir?

Arastirma Sorusu 2: Ortaya ¢ikan bu kavram ve siirecler, mevcut sosyal
sistem modellerine, ozellikle Hoy ve Miskel’in sosyal bir sistem olarak okul

modeline nasil uymaktadir?

Cahsmanin Onemi

Calisma sonucunda ortaya ¢ikan duruma 6zgii veri temelli teorik 6nermelerin,
hem teori hem de yoOntem acgisindan alana cesitli katkilarda bulunmasi
beklenmektedir. Teorik agidan, arastirma sonucunda elde edilen teorik Onermeler,
atipik bir ortamda bir okulun nasil isledigini anlamamiza yardimci olmasi ve
toplumsal bir sistem olarak okul modeline katkida bulunmasi agisindan onemlidir.
Ayrica, calismanin Roman 6grencilerin egitim hayatlarina, okul deneyimlerine 1s1k
tutarak, etnik bir grup olarak Romanlarin egitim hayati ile ilgili caligsmalara katkida
bulunacagi ongoriilmiistiir.

Yontem acisindan ise, ¢alisma, temellendirilmis teori yonteminin bir alan
caligmasinda adim adim nasil gerceklestirilebilecegini gostermesi bakimindan,

temellendirilmis teori ile ilgili calismalara katkida bulunacagi diistiniilmiistiir.
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ALANYAZIN TARAMASI

Bu caligmanin alanyazin taramasinda kullanilan bagliklar sunlardir:
1. Sistem yaklagimi ve toplumsal sistem yaklasimi1
2. Okula yonelik toplumsal sistem yaklasimlar1 (Getzels-Guba model, Getzels-
Guba modelinin genisletilen modeller, Hoy ve Miskel modeli)
3. Atipik okul ortam1 ve buna 6rnek olarak Roman toplumu

4. Temellendirilmis teori yaklasimi ve ilgili caligmalar

YONTEM

Arastirmanin Yontemi

Bu calismada nitel bir arastirma yontemi olan temellendirilmis teori yontemi
kullanilmistir. Temellendirilmis teori, tamamiyle arastirmanin gergeklestirildigi
ortamdaki davranis, faaliyet ve siireclerin incelenmesi sonucu veriye dayali teorik
model ya da 6nermelerin gelistirildigi ya da mevcut teorilere katkida bulunuldugu bir
arasttma yontemidir (Glaser 6 Strauss, 1967). Temellendirilmis teorinin en 6nemli
ozelligi, arastirmacitya arastirma siirecine iligkin acgik, net ve esnek bir siireg
saglayabilmesidir. Bu calisma i¢in Charmaz (2000, 2005, 2006) tarafindan
gelistirilen “olusturmaci temellendirilmis teori” yontemi benimsenmistir. Bunun
calisma agisindan iki dnemli sebebi vardir.

Oncelikle, olusturmaci temellendirilmis teorinin Onerdigi esnek, adim adim
arastirma siireci, bu doktora calismasina yol gosterici ve arastirmaciyi cesaretlendirir
niteliktedir.

Ikinci olarak, olusturmaci temellendirilmis teoride, diger temellendirilmis
teori yaklasimlarina gore uygulanabilirlik ve yarar ve ayrica anlam olusturma daha
on plana ¢ikmaktadir. Bu ¢alismada da amag, etnik bir grup olarak Romanlarin ve
kirsal yerlesim birimlerinden biiyiik sehre goc eden, sosyo-ekonomik ve egitim
diizeyi diisiik gruplarin yasadigi atipik bir ortamda uygulanabilir ve yarar saglayan
uygulamalara 1s1k tutarak, veri-temelli ¢ikarimlarda bulunmak ve boyle bir ortamda
yasayan Ogretmen, miidiir, veli ve Ogrencilerin okula iligkin yasantilarim

anlamlandirabilmektir.
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Cahsmanm Orneklemi

Nitel caligmalarda calismanin konusuna ve amacina gore tek bir 6rnekleme
yontemi yeterli olmayabilir. Bu caligmanin da amaci gerei iki tiir ornekleme
yontemi kullanilmistir: asirt (aykir1) durum 6rneklemesi ve teorik 6rnekleme. Asiri
durum Orneklemesi aragtirmacinin tipik olmayan durumlara odaklanmasini
saglayarak, benzer durumlar i¢in bazi ¢ikarimlarda bulunmasina yardimci olur
(Patton, 2002). Teorik Ornekleme ise, temellendirilmis teori ¢alismalarinda ilk
verilerin analizi sonrasi ortaya ¢ikan duruma gore, calismaya dahil olabilecek kisi
veya gruplarin belirlenmesi siirecidir. Teorik 6rnekleme, arastirmada kullanilacak
kategorilerin doyuma ulagmasi icin yeterli veri toplanmasina ve yeni veriler elde
edilmesine imkan saglayan ve temellendirilmis teori yaklagimini gii¢lendiren bir
stirectir (Glaser & Strauss, 1967).

Bu calismada, oncelikle asir1 durum Orneklemesi yontemiyle etnik bir grup
olarak Romanlarin ve Tiirkiye’nin dogu ve kuzeyinden Istanbul’a go¢ etmis ailelerin
cogunlukta oldugu, sosyo-ekonomik diizeyi diisiik bir bolgede faaliyet gosteren bir
devlet okulu se¢ilmistir. Calismada okulun gercek adi kullanilmamistir. Arastirmaci
tarafindan okula “Miizik ve Eglence Okulu” takma adi verilmistir. Bunun sebebi
Kolukirik (2009) tarafindan yapilan bir calismada, “Roman” adinin “Cingene” adina
gore “miizik” ve “eglence” gibi daha pozitif cagrisimlari oldugu ortaya cikmustir.
Benzer bir hassasiyeti arastirma boyunca “Roman” adinin kullanilmasi icin de
gosterilmistir.

Calisma icin oncelikle gozlem verileri toplanmistir. Gozlem verilerinin analizi
sonrasinda, teorik 6rnekleme yontemi kullanilarak ortaya c¢ikan gecici kategorilerdeki
veri eksikligini tamamlayabilecek ve arastirma i¢in daha fazla katkida bulunabilecek
ogretmenler secilmistir. Bu se¢cimde ogretmenlerin okuldaki caligma yillar1 esas
alinmisg, okulda daha fazla yil calisan 6gretmenlere Oncelik verilmistir. Okul miidiirii
ve dokuz 6gretmen de dahil toplam on kisiyle goriisiilmiistiir. Dokuzuncu dgretmenle
yapilan goriismeden sonra verilerin tekrarlandig goriilmiistiir. Bir bagka deyisle,
kategorilerin belirli bir doyuma ulastig1r goriilmiistiir. Ancak, goriismelerin analizi
sonrasinda bazi kategoriler icin farkli bir bakis acisiyla daha fazla veriye ihtiyag
duyuldugu goriismiistiir. Ayrica goriisme verilerinin analizi sonrast Okul Aile
Birliginin okulun isleyisi agisindan O6nemli oldugu ortaya c¢ikmistir. Boylelikle
calismaya, teorik 6rnekleme yontemiyle yeni bir 6rneklem grubu olarak veliler dahil

olmustur.  Okulun isleyisini katkilar1 oldugu ortaya c¢ikan Okul Aile Birligi

154



Uyelerinin zengin bir veri kaynagi olacag: diisiiniilmiis ve bu kisilerle gerek
zamandan tasarruf saglanmasina gerekse grup etkilesimiyle daha fazla veri
toplanabilmesine imkan veren “odak grup” calismas1 yapilmistir.

Sonug olarak, bu ¢alismanin katilimcilar (6rneklem grubu) bir devlet okulunda
calisan okul miidiirii, dokuz Ogretmen ve Okul Aile Birligi iiyesi dokuz veliden
olugsmustur. Calismada katilimcilarin gercek isimleri yerine her bir katilimciya

verilen numaralar kullanilmistir.

Veri Toplama Yontemi ve Siireci

Calismanin temel veri kaynaklarini okul ve cevresinde yapilan goézlemler,
okul miidiirii ve dokuz O6gretmenle birebir yapilan goriismeler, Okul Aile Birligi
tiyesi dokuz veli ile gerceklestirilen odak grup ¢alismasi ve okula iliskin elde edilen
dokiimanlar olusturmustur.

Calismada ilk veri kaynagini okul ve cevresinde yapilan yapilandirilmamis
gozlemler olusturmustur. Gozlemler, Subat 2009-Haziran-2009 tarihleri arasinda
gerceklestirilmistir. Her biri yaklasik bir okul giinii siiren toplam on gozlem
calismast yapilmistir. Arastirmaci, gozlemler sirasinda okul hayatinin formal ve
informal yOnlerine odaklanmis, miidiir odasi, Ogretmenler odasi, siniflar, kantin
olmak iizere okulun degisik i¢ mekanlarinda ve okul bahgesinde, okulun yakin
cevresinde ve okul yolunda gozlemler yapmistir. Arastirmacinin katilimel gozlemci
olarak yaptig1 bu gozlemler, gecici kategorilerin ortaya ¢ikmasimi saglayacak veri
birikiminin olusmasini saglamistir.

Gozlem calismalarin1  takiben okul miidiiri ve Ogretmenlerle yari-
yapilandirilmig goriismeler yapilmistir. Goriisme formu, goézlem verilerinin analizi
sonucu ortaya c¢ikan gecici kategorilere gore hazirlanmistir. Buna gore, basta
“degisim” olmak iizere, “okul cevresi”, “bireyler arasi iligkiler” ve “Okul Aile
Birligi” gelistirilmesi gereken kategoriler olarak ortaya ¢ikmis ve goriisme sorulari
da bu dogrultuda yazilmigtir. Goriisme formunda yer alan 2., 3., 8., 9., 10., 11., 12,
13. ve 14. sorular “degisim”, 4. ve 5. sorular “okul ¢evresi”’, 6. ve 7. sorularda
“bireyler arasi iliskiler” ve 8. soru “Okul Aile Birligi” ile iliskilendirilmistir. Okul
miidiirti ve 6gretmenlerle yapilan goriigmelerde kullanilan goriigme formu Ek A’da
verilmistir. Her bir goriisme esnasinda goriismecilerin giindeme getirdigi konularla
ilgili ek sorularda sorulmustur. Gorlismeler yiiz yiize yapilmistir ve her birisi

yaklasik doksan dakika stirmiistiir.
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Ogretmenlerle yapilan goriismelerin analizi sonrasinda calismaya dahil edilen
Okul Aile Birligi iiyesi velilerle yari-yapilandirilmis odak grup caligmas: yapilmustir.
Veli goriisme formu olarak 6gretmen goriisme formunun ufak degisikliklerle
hazirlanmis hali kullamilmistir. Ek B’de veli goriisme formu verilmistir. Dokuz
velinin katildig1 goriisme yaklasik ii¢ saat stirmiistiir.

Gozlem ve goriismeler siiresince okula iligkin dokiimanlar toplanmis ve
bunlar analiz edilmistir. Okul web sitesi, aragtirmacinin ¢ektigi fotograf ve videolar

ve okula iligkin diger baz1 dokiimanlar veri kaynagi olarak kullanilmistir.

Veri Analizi

Nitel calismalarda veri analizi, toplanan veriye anlam kazandirmak igin
girisilen karmasik, yogun ve yorucu bir siirectir Merriam, 1998). Temellendirilmis
teori caligmalarinda ise veri analizi ¢ok daha zordur. Doktora caligmalarinda
temellendirilmis  teori  kullanan arastirmacilarla  yapilan bir calismada,
arastirmacilarin en cok veri analizi sirasinda ¢ok zor zaman gecirdikleri ve bu
nedenle temellendirilmis teoriyi bir daha kullanmak istemedikleri ortaya ¢ikmistir
(Fendt & Sachs, 2008).

Temellendirilmis teori ¢aligmalarinda veri toplama ve analizi ayni anda
gerceklestirilmektedir. Bu calismada da veri toplama ve veri analizi siireci ayn1 anda
gerceklestirilmistir. Olusturmaci temellendirilmis teoride 6nerildigi {izere (Charmaz,
2006) calisma, ilk kodlama siireci ile baslamistir. Bu siirecte Oncelikle gozlem
verileri i¢in sonrasinda da goriisme ve dokiiman analizi icin satir satir kodlama
yapilmig, in vivo kodlar belirtilmistir. Kodlama siirecine yardimci olmasi
bakimindan, yine olusturmaci temellendirilmis teorinin 6nerdigi iki onemli nokta
dikkate alinmistir: kodlamanin isim filler kullanilarak yapilmasi ve her bir kodun
yanina kodun temsil ettigi kisi veya seylerin kisaltilmis halinin kullanilmasi.
Ornegin, “okula kolay erisebilme” kodunun yanina bu kodun velilerle ilgili oldugunu
gostermek i¢in “V” harfi konulmustur. Ayrica, veri analizi siirecinin biitiiniiyle
Ingilizce gerceklestirilmesi calismanin bir biitiin haline getirilerek Ingilizce yazimim
kolaylastirmigtir.

Veri analizi, her gézlem ¢alismasi sonrasi yapilan satir satir kodlama siireci
ile baglamistir. Kodlama siirecini takiben aragtirmaci memolar yazmistir. On gozlem
calismasi i¢in toplam yedi memo yazilmistir. Son ii¢ gozlem c¢alismasinin notlar

beraber kodlandigindan bunlar igin tek bir memo yazilmistir. ik memolar informal
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bir dille kisa yazilmistir ve okudaki miidiir, 6gretmen ya da velilerin neler yaptiklari,
okulda neler olup bittigi tizerinde yogunlasilmistir. Bu memolarin dikkatli bir sekilde
incelenmesi ile gecic¢i kategoriler ortaya ¢ikmistir. Teorik ornekleme yontemiyle
hangi kategorinin daha fazla veriye ihtiyaci oldugu ve daha fazla ne tiir verilere
ihtiya¢ duyuldugu tespit edilmistir. Gozlem verilerinin analizi sonucu ortaya ¢ikan

gecici kategoriler sunlar olmustur:

okulda degisiklik yapma

zengin tarih

okul ici ve disindaki bireylerle koprii kurabilme

cocugun egitiminde velinin roliinii istlenme

Romanlar i¢in ikinci ev

sosyal aktivitelerle egitim ve 6gretim

okul toplulugunun ve cevresinin okul tizerindeki negatif etkisi
egitim ve okula iligkin algilarin1 degistirme

kisilik ve liderlik

A S R S

10. okulda evde ogretilen degerlerle celisen degerleri 6gretmek
11. okulu 6grenciler i¢in rahat bir ortama doniistiirmek

12. bireyler aras1 pozitif iligkiler

Ortaya c¢ikan bu kategorilere yonelik goOriisme sorulari hazirlanmis ve
ogretmenlerle ylizyiize goriismeler yapilmistir. Sonrasinda da yine teorik ornekleme
yontemiyle sec¢ilen, Okul Aile Birligi iiyesi dokuz veli ile odak grup calismasi
yapilmigtir. Biitiin bu goriismelerin analizinde, gozlem verilerinin analizinde
kullanilan satir satir kodlama ve memo yazma siireci aynen takip edilmistir.

Gorlisme verilerinin analizinden sonra biitiin kodlar ve kategoriler detayli
kodlama i¢in gdzden gecirilmistir. Bu siirecte katilimcilarin okula iliskin benzer ve
farkli goriisleri detayli bir gsekilde incelenmistir. Kodlarin ve kategorilerin ve hatta
memolarin birbiri ile siirekli karsilastirilmasi, benzer kodlarin bir araya getirilmesi,
farkliliklarin tespit edilmesi ve gereksiz kodlarin atilmasi olduk¢a uzun zaman
almistir. Sonrasinda ise odakli kodlama yapilmis ve daha analitik memolar
yazilmigtir. Odakli kodlama ve gozden gecirilen memolar arastirmacinin herbir

kategoriyi daha iyi tanimlamasina yardimci olmustur. Her bir kategoriyi olusturan alt
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kategoriler ve kategoriler arasi iligkiler daha net bir sekilde tanimlanmugtir. Bu siire¢

sonrasinda asagida verilen kategoriler ile alt kategoriler ortaya ¢ikmistir:

1. okulun 6grencilerin evlerinden daha iyi bir haline getirmek
1.1. ¢cevrenin okul iizerindeki negatif etkilerinin farkinda olma ve azaltma
1.2. 6grecinin ev yasantisini bilme ve buna iligkin farkindalik gosterme
1.3. ¢ocugun egitiminde velinin roliinii iistlenme
2. atipik bir okulda ¢alismanin zoruluklarina katlanmak
2.1. atipik bir ortamda ¢alismanin zorluklar
2.2. 1yi bir ahenk yaratarak aidiyet duygusu asilama
2.3. profesyonel bir ortam olusturarak aidiyet duygusu asilama
2.4. paylasilacak zamanlar yaratarak ve bunlar 6zel anlamlar yiikleyerek
aidiyet duygusu asilama
3. sosyal aktivitelerle 6gretim
3.1. 6gretimle ilgili olumlu yapilan olumlu degisimler
3.2. 0gretmenler
3.3. sonuglar
4. velileri okulda daha fazla sorumluluk almaya tesvik etmek
4.1. Okul Aile Birligi
5. liderlik becerilerini kisisel 6zelliklerle birlestirme
5.1. okulun ge¢misteki hali
5.2. okulun bugunku miidiir liderligindeki hali
5.3. liderlik-egitim-kiiltiir gelistirme
5.4. kisilik
6. Roman 6grenciler ve diger 6grenciler
6.1. ikinci bir ev olma

6.2. egitime kars1 tutum

Calismada, veriler, kategoriler, alt kategoriler ve memolar tekrar tekrar
gozden gecirilmistir. Arastirmaci, olabildigince veriye hakim olmaya calisarak
arastirmada asil tamimlanmaya calisilan “temel olguyu” tamimlamaya calismugtir.
Uzun bir siirecin sonunda okuldaki temel olgu “kisir dongiiyii kirma” seklinde
tanimlanmistir. Bu temel olgunun tanimlanmasi ve arastirma verisinin tekrar tekrar

gozden gecirilmis hali kategorilerde ve alt kategorilerde bazi degisikliklere neden
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olmustur. Bazi kategoriler birlestirilmis, kategorilerin isimleri veriyi daha iyi
yansitacak sekilde degistirilmistir. Sonugta, temel olgunun, nihai kategorilerin ve alt
kategorilerin tanimlanmasi, teorik onermelerin olusturulmasini saglamistir. Ayrica,
arastirma sonunda ortaya c¢ikan bu teorik onermeler ilgili alanyazin karsilagtirilmistir.
Kargsilagtirma sonrasi ortaya ¢ikan durum tartisma boliimiinde detayl bir sekilde ele

alinmistir.

Simirlamalar
Calismanin amaci geregi atipik bir ortamda faaliyet gosteren bir okul se¢ilmistir. Bu
nedenle, calisma, bir devlet ilkdgretim okulu ile bu okulda calisan miidiir,

ogretmenler ve Okul Aile Birligi tiyesi velilerle sinirlanmistir.

Simirhliklar

Bu calisma bir devlet okulundan elde edilen verilerden olustugundan evrene
genellenmesi miimkiin degildir. Ancak, ozellikle biiylik sehirlerde atipik ortamda
faaliyet gosteren, yani, etnik acidan karisik, sosyo-ekonomik diizeyi diisiik, kirsal
bolgelerden go¢ alan sehir okullarmin, bu calismada ortaya konulan teorik
onermelerden ve bu Onermelerde ifade edilen bdylesine okul ortamlarinda ise
yarayan degisim stratejilerinden yararlanmasi ve kendi okullarina uygulamasi

mumkindiir.

Calhismanin Gegerliligi ve Giivenirligi

Bu ¢alismada nitel arastirmalarin gecerlik ve giivenirligini saglamak i¢in bazi
tekniklerden yararlanilmistir. Buna ek olarak bu calismada kullanilan olusturmaci
temellendirilmis teori i¢in Charmaz (2006) tarafindan temellendirilmis teori

calismalarini degerlendirmek i¢in gelistirilen degerlendirme kilavuzu kullanilmistir.

BULGULAR

Bu calismanin temel amaci, temellendirilmis teori (kuram) kullanarak etnik
bir grup olarak Romanlarin, ve gd¢men ailelerin yasadigl sosyo-ekonomik diizeyi
diisiik atipik bir ortamda faaliyet gosteren bir okulun sosyal bir sistem olarak
incelenmesidir. Calismanin temel veri kaynaklarini okul ve cevresinde yapilan

gozlemler, okul miidiirii ve dokuz 6gretmenle birebir yapilan goriismeler, Okul Aile
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Birligi iiyesi dokuz veli ile gergeklestirilen odak grup calismasi ve okula iligkin elde
edilen dokiimanlar olusturmustur. Calisma sonucunda duruma 6zgii veri temelli bazi
kavram ve faaliyetler ortaya c¢ikmistir. Bu veri temelli kavram ve faaliyetlerin
arastirmacinin “kisir dongiiyii kirma” adini verdigi temel bir siirecin parcalari oldugu
gorilmistiir.

Kisir dongiiyii kirma, atipik bir ortamda toplumsal bir sistem olarak okulun
isleyisinde kisir bir dongii oldugunu ve bu dongiiniin okulda oncelikle oOrgiitsel
davranigi, sonrasinda ise okulu olusturan biitiin alt sistemleri olumsuz etkiledigini ve
bu nedenle bu dongiiniin okulun biitiin paydaslarinin ortak c¢abasi ile kirilmasi
gerektigini ortaya koyan, birbiri ile ilintili bes teorik onermeyi icermektedir. Bu
teorik Onermeler, arastirma sonucunda ortaya cikan veri temelli kavram ve
faaliyetlerin bir biitiin haline getirilmesiyle olusturulmustur.

Kisir dongiiyii kirma, okuldaki informal alt sistemlerin, okul toplulugunun ve
daha genis anlamda c¢evrenin Onemini ve bunlarin okul iizerindeki yapici ve
engelleyici etkilerini ortaya koymustur. Ayrica, kisir dongiiyii kirma, toplumda
etiketlenen Ogrencilerin egitim hayatinda biiylik degisiklikler yapma istegi ile yola
citkmis ancak kiiciik adimlar atabilmis okul calisanlarinin deneyimlerine anlam
kazandirmistir.

Kisir dongiiyii kirma siirecinin iskeletini olusturan bes faaliyet sunlardan

olusmaktadir:

1. okulu dgrencilerin evlerinden daha iyi bir haline getirmek;

2. atipik bir okulda ¢alismanin zorluklarina katlanmak;

3. ogrencilerin okulda 6grendiklerini okulda birakip disarida 6grendikleriyle zit
bambagka bireyler haline doniismelerinin Oniine ge¢mek;

4. velileri okulda daha fazla sorumluluk almaya tesvik etmek;

5. okul yonetiminde degisim-yonelimli liderlik becerileri ile insani kisilik

ozelliklerini birlestirebilmek
Bu bes faaliyetten ve yine arastirma sonucunda ortaya cikan kavramlardan

yola c¢ikilarak atipik bir ortamda faaliyet gosteren bir okulun toplumsal bir sistem

olarak nasil isledigini ortaya koyan teorik onermeler asagida verilmistir.
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Okulu Ogrencilerin Evlerinden Daha fyi bir Hale Getirmek

Teorik Onerme 1: Bir okul atipik bir ortamda yasiyorsa o okulu 6grencilerin
kendilerini evde olduklarindan daha giivende ve mutlu hissedecekleri bir yer haline
getirmek icin, ozellikle 6grenciye yakinliklarindan dolayr okulda 6nemli bir role
sahip olan 6gretmenlerin, okul toplulugunu ve dgrencilerin ev yasantilarimi yakindan
tanimalar1 ve duygusal, sosyal ve akademik sorumluluk almalar1 gerekmektedir.

Bu oOnerme, Ogrencilerle her zaman birebir direkt iletisim halinde olan
ogretmenlerin onlar etkileyebilecek kilit kisiler oldugunu gostermektedir. Atipik bir
ortamda, 6grencilerin evde ya da cevrede kars1 karsiya kaldiklar1 negatif kosullar ya
da zorlastiric1 faktorlerden dolay1 6gretmenlerin 6grencilere yaklasimi ¢ok daha fazla
onem kazanmaktadir. Ogretmenler, bircogu cocuklarinin gelecegine iliskin herhangi
bir beklentisi ya da umudu olmayan fakir, ayrilmis ve az egitimli ailelerden gelen
ogrencilere empati gosterebilmelidir. Okul miidiiriiniin yardimiyla, 6gretmenler bu
ogrenciler icin okuldaki kosullar1 evlerindeki kosullardan cok daha iyi hale
getirebilmelidir. Bunun 6grencilerin okuldaki akademik, sosyal ve duygusal

gelisimine katkida bulunmas: yiiksek bir ihtimaldir.

Atipik Bir Okulda Calismanin Zorluklarina Katlanmak

Teorik Onerme 2: Atipik bir okulda calismak oldukg¢a zordur, ancak pozitif
iliskiler ve profesyonel bir calisma ortami olusturarak ve paylasilacak 6zel zamanlar
yaratip bunlara 6zel anlamlar yiikleyerek oOgretmenlerde aidiyet duygusunun
yaratilmasi durumu katlanilabilir kilmaktadir.

Teorik 6nerme 2, atipik bir okulda 6gretmenlik yapmanin kolay olmadigini
ortaya koymaktadir. Buna birinci sebep olarak Ogretmenlerin moral ve
motivasyonunun, okulun negatif imajindan ve siirekli basarisiz ve problemli
ogrencilerle calismaktan kolaylikla etkilenebildigi gosterilmistir. Ikinci olarak,
ogrencilerin geldigi ¢evre ve sahip olduklar1 6zelliklerden dolay1r 6gretmenlerin rol
tanimlarinin  disinda bir siirii problemle basa c¢ikmak zorunda kaldigi ifade
edilmektedir. Bu sebeplerden dolay1 atipik okulda ¢alismak 6diillendirici olmalidir.
Ogretmenlerin okula bagliligim ve adanmishigin arttirmak igin, 6gretmenler arasinda

iyi iliskiler gelistirilmeli, mesleki yeterliklerini ve uzmanliklarini sergileyebilme
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ozgiirliigii verilmeli, okulda yapilacak degisimlerde fikirleri sorulmali ve bir takim

olduklar: hissi uyandirmak amaciyla 6zel anlar paylagmalar saglanmalidir.

Ogrencilerin Okulda Ogrendiklerini Okulda Birakip, Disarida Ogrendikleriyle

Z1t, Bambaska Bireyler Haline Doniismelerinin Oniine Gecmek

Teorik Onerme 3: Atipik bir okul ortaminda, biitiin 6grencilere ulasabilmek
acisindan, ozellikle sistem icerisindeki basarisiz 6grenciler icin 0grenme firsatlarini
cogaltmak olduk¢a onem arz etmektedir. Bu basarildigi zaman, okul toplulugunun
degerleri ile okulda Ogretilen degerlerin uyumlu hale getirilmesiyle okul sadece
ogrencide degil, okul toplumda da fark yaratabilecektir.

Teorik Onerme 3, atipik bir okulda Ogrencilerin egitim sistemi igerisinde
tutulmas1 ve okuldaki egitim-6gretimden daha fazla yararlanmasi geregini
vurgulamaktadir. Bunu saglamak icin, 6grenme firsatlarinin daha fazla cesitlilik
gostermesi gerekmektedir. Buna bir 6rnek olarak, okuldaki sosyal aktivitelerinin
sayisinin arttirtlmasi ve basarisiz 6grencilere bu aktivitelerde daha fazla rol verilerek
bir ama¢ ve sorumluluk duysusu kazandirilmas: verilebilir. Ogrencilerin okulda
gecirdikleri zamanin arttirllmasi, 6grencinin daha basarisiz bir hale gelmesini ve
okulu birakma diisiincesine kapilmasini engelleyebilir. Ayrica, atipik bir okulda
Ogretilenlerin gercek hayata yansimasi, bir baska deyisle, Ogrencilerin okulda

ogrendiklerini okul disindaki hayatlarina aktarabilmeleri beklenmektedir.

Velileri Okulda Daha Fazla Sorumluluk Almaya Tesvik Etmek

Teorik Onerme 4: Atipik bir okulda her zaman ekstra yardima ihtiya¢ vardir
ve bu nedenle veliler, okulun giinlilk yasantisinda daha fazla sorumluluk almaya
tesvik edilmelidir. Okulun i¢i yapisini ve yasantisini iyi bilen veliler, okul toplulugu
ile okul arasinda koprii gorevi gorerek, okul toplulugu ve dis diinyaya okul hakkinda
dogru mesaj gonderilmesini saglayabilirler.

Bu teorik 6nerme her okulda oldugu gibi atipik bir okulda da veli katiliminin
onemli oldugunu ortaya koymaktadir. Atipik bir ortamda giinliik hayat oldukca
yogun ve yorucu oldugundan o6zellikle ilk kademe ogretmenleri, kosullara baglh
olarak daha da sorunlu olan hijyen, saglik ve beslenme gibi konularda kendilerine

yardimer olacak kisilere ihtiya¢ duyarlar. Bir devlet okulunda bu konularda
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ogretmenlere yardimci olabilecek personeli ise almak neredeyse imkansizdir. Bu
nedenle, velilerin “sinif annesi” olarak 6gretmenlere yardimcei olmasi ideal bir durum
olabilir. Okul Aile Birligi olan ve iiyelerinin aktif ¢alistig1 okullarda bu kisiler sinif
annesi olabilir. Ayrica atipik bir ortamda Ogretmenlerin biitiin velilere ulagmasi
oldukca giictiir. Okul Aile Birligi iiyeleri okulun giinliik hayatinda daha aktif rol
aldikc¢a, bu veliler okulla ilgili dogru izlenimler elde edebilirler ve okul ile dis ¢evre
arasinda koprii gorevi gorerek okulun disarida dogru bir sekilde taninmasina

yardimci olabilir.

Okul Yénetiminde Degisim-Yonelimli Liderlik Becerileri ile Insani Kisilik

Ozelliklerini Birlestirebilmek

Teorik Onerme 5: Degisim yonelimli liderlik becerilerini insani kisiligi ile
birlestirerebilen okul miidiirii, atipik bir ortamda kilit bir role sahiptir. Fiziksel
kosullarin, veli katiliminin ve ogretmen-6grenci- veli iliskilerinin iyilestirilmesi,
okulu oOgrencilerin evlerinden daha iyi bir haline getirmek; atipik bir okulda
calismanin zorluklarina katlanmak; ve velileri okulda daha fazla sorumluluk almaya
tesvik etmek tizerinde dogrudan, 6grencilerin okulda 6grendiklerini okulda birakip
disarida 6grendikleriyle zit bambagka bireyler haline doniismelerinin 6niine gegmek
tizerinde ise dolayl bir etkisi vardir.

Teorik dnerme 5, atipik bir okulda olan herseyin birbiri ile ilintili oldugunu ve
okul miidiiriiniin bu karmasik sistemin ortasinda yer aldigi anlamina gelmektedir.
Okul miidiirii, karmagik bir sistem olarak okulu olusturan her parcanin diizgiin bir
sekilde calismasini saglamak icin okulu ve onu cevreleyen okul toplulugunu
yakindan tanimali ve inisiyatif almak ve dogru karar vermek icin gerekli bilgelige ve
deneyime sahip olmalidir. Atipik bir ortamda miidiir olmak, insani tutum ve
davranislar gosterebilmeyi gerektirmektedir.

Atipik bir okulda degisim, farkli kaynaklardan ayni1 zamanda yapilmalidir ve
okuldaki ¢alisanlarin katilimi ile gerceklestirilmelidir. Degisimin Oncelikle okuldaki
bireylerin rahatini, mutlulugunu ve sosyallesmesini etkileyebilecek seylerle
baslamasi, genel anlamda okul agisindan, dgretmenler, 68renciler ve veliler acisindan
daha iyi sonuglar verecektir. Ornegin, 1sinma, temizlik ya da yetersiz alan gibi
fiziksel kosullarin yetersiz oldugu bir okulda Ogretmenler rahat bir sekilde

calisamayacaklardir ve bu da siirekli sikayetlere neden olacaktir. Bu nedenle,
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boylesine bir okulda degisime Oncelikle fiziksel kosullarda iyilesirme yaparak

baslamak dogru bir verilmis bir karar olacaktir.

Kisir Dongiiyii Kirma Siirecini Etkileyen Kolaylastiric1 ve Zorlastiric1 Faktorler

Arastirma verilerinin analizi sonrasi, “kisir dongiiyli kirma” siirenin okulda
basarili olmasini etkileyen bazi1 “kolaylastiric1” ve “zorlastirict” faktorler oldugunu
ortaya ¢cikmistir. Kolaylastirici faktorlerin sadece okul-bazli oldugu, diger taraftan ise
zorlagtiric1 faktorlerin hem okul-bazli, hem de okul-toplulugu ve daha genis cevre-
bazli oldugu goriilmiistiir. Tablo 1°de kolaylastiric1 ve zorlastiric1 faktorler bir arada

gosterilmistir.

Tablo 1

Atipik Okul Sistemini Etkileyen Kolaylastirict ve Zorlagtirict Faktorler

KOLAYLASTIRICILAR ZORLASTIRICILAR
Okul bazli -Sinif sayilarinin azlig -Hijyen sorunlar1
-Iyi bir egitici takimi -Yetersiz finansal kaynaklar

-Okul Aile Birliginin varligi
-Atipik ortama uygun okul

liderligi

Okul -Velilerin egitime yonelik

toplulugu negatif tutumlari

bazli -Velilerin ¢cocuklarini
umursamaz tavirlari
-Belirli bir etnik grup icin
okulun ikinci bir ev haline
gelmesi
-Olusturmaci merkezi

Daha-genis miifredat

cevre bazli -Disiplin cezalarinin
kaldirilmast

-Ogretmenlerin donem
ortasinda atanmasi

-Miizik, spor ya da sanata
yetenegi olan dgrencilere yol
gosterecek herhangi bir
danigsmanlik ve oryantasyon
sisteminin olmamasi
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Kisir Dongiiyii Kirma Siireci Hoy ve Miskel’in Sosyal Bir Sistem Olarak Okul
Modeline Nasil Uymaktadir?

Hoy ve Miskel’in toplumsal bir sistem olarak okul modelinde, cevre
faktorlerinden ve egitim-0gretim siirecinden etkilenen yapi, birey, kiiltiir ve politika
altsistemlerini iceren, okulun formal ve informal yoOnlerine vurgu yapilmaktadir.
Kisir dongiiyii kirma siireci, atipik bir okul ortaminda birey ve kiiltiir alt sistemlerinin
daha belirgin ve anlamli oldugunu, diger taraftan formal kurallar ve hiyerarsiyi gibi
yapt altsistemini olusturan bazi Ogelerin ve politika altsisteminin daha az belirgin
oldugunu gostermistir. Teorik Onermeler 1, 2 ve 3, atipik bir okulda bireye,
bireylerarasi iligkilere ve kiiltiire daha fazla vurgu yapildigini gostermistir.

Hoy ve Miskel (2008) birey altsisteminin dort Oonemli ©6gesi oldugunu
belirtmislerdir. Bunlar: ihtiyaclar, inanclar, hedefler ve ise yoOnelik kognitif
yonelimdir. Bu dort oge, yapiyr olusturan dgelerle etkileserek, okuldaki bireylerin
davraniglarin1 sekillendirmektedir. Atipik bir ortamda 6gretmenler zorlu bir rol
tistlendiklerinin farkindadirlar. Ancak, bu rol, bildigimiz formal kurallarla
sekillendirilmis rol ve gorev tanimlarindan biraz farklidir. Atipik bir okulda
ogretmenlerden sadece smifa gidip Ogretmenlik gorevini yerine getirmesi
beklenmemektedir. Teorik Onerme 1’de belirtildigi iizere Ogretmenlerden, okul
toplulugunu ve 6grencilerin ev yasantilarin1 yakindan tanimalar1 ve duygusal, sosyal
ve akademik sorumluluk almalari ve Teorik Onerme 3’de belirtildigi lizere okul
toplulugunun degerleri ile okulda Ogretilen degerlerin uyumlu hale getirebilmek
amaciyla ozellikle basarisiz Ogrenciler i¢in Ogrenme firsatlarin1 ¢ogaltabilmesi
beklenmektedir.

“Rollerin anlamlarini sistemdeki diger rollerden alirlar ve bu bakimdan roller,
birbirini tamamlayici niteliktedir” (Hoy and Miskel, 2008, p. 25). Kisir dongiiyii
kirma siirecinde Ogretmenler hi¢ kuskusuz ¢ok ©nemli bir rol oynamaktadir ve
Ogretmenin buradaki roliinii tanimlamada Ogrencinin ve miidiiriin okuldaki rolleri
onem arz etmektedir. Ogrencilerin altyapilar1 ve basarisiz olmalar1 6gretmen rol
tanimin1 negatif etkilerken, diger taraftan okul miidiiriiniin degisim yonelimli liderlik
davraniglart ile insani kisiligi olumlu etkilemektedir. Ayrica okulun isleyisini
etkileyen kolaylastir1 ve zorlastiric1 faktorlerde 6gretmen rol taniminin olumlu ya da

olumsuz sekillenmesinde etkilidir.
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Hoy ve Miskel (2008) oOgretmenlere yoOnelik biirokratik beklentiler ile
ogretmenlerin okuldaki rollerine iliskin bireysel ihtiyag, inanis ve hedefleri arasinda
bir uyum olmalidir. Kisir dongiiyii kirma, atipik bir okulda 6gretmenlerin rollerine
iliskin algilari, ihtiyaglari, beklentileri ve hedefleri ile celistigi zaman, Ogretmen
okulda kalma ya da gitme arasinda bir ikilem yasadigim1 gostermistir. Bu ikilemin
giderilmesinde, okul kiiltiirii ile miidiiriin liderlik vasiflarinin 6nemli bir rol oynadig:
gorillmiistiir.

Hoy and Miskel’in modelinde, yapi, birey, kiiltir ve politika altsistemleri,
modelde “teknik 6z” ad1 verilen egitim-0gretim siireci ile iliskilendirilmistir. Egitim-
Ogretim siireci sonunda Ogrencilerde degisim olmasi beklenir. Hoy and Miskel
(2008) davranmisci, kognitif ve olusturmaci Ogrenme teorilerine atifta bulunarak
“degisim,” ile hem bilgiye hem de davranisa vurgu yapmaktadirlar.

Atipik bir okulda, dgrencilerin genel basar1 durumlart goz oniine alindiginda
egitim-6gretim siirecinin ¢ok daha onemli oldugu goriilir. Ogrenme, ogrencinin
altyapist ile ¢ok yakindan ilintilidir. Bu durum, ailelerinin ekonomik durumu ve
egitim sistemine 0zgii sorunlardan dolayr okula biraktiklar1 tespit edilen Roman
ogrenciler acisindan ¢ok daha 6nemlidir (Kyuchukov, 2000).

Kisir dongiiyii kirma, atipik bir ortamda aile yapisinin, okul toplulugunun
niteliginin ve 6grencinin Ogrenme kapasitesi ile ilintili herhangi bir problemin
Ogretmenler tarafindan dikkate alinmasi gerektigini ortaya koymustur. Ayrica
ogretmenlerin, bazi temel sosyal becerilernden yoksun bilgi ve beceri eksikligi olan
ogrenciler dikkate alindiginda, ogretimi sadece bilgi aktarma olarak gormemeleri
gerektigi de ortaya cikmistir. Teorik 6nerme 3’te de belirtildigi {izere, 6gretmenler
ozellikle basarisiz olan Ogrenciler icin egitim firsatlarimi ¢esitlendirebilmeli ve bu
ogrencilerin okulda daha fazla zaman gecirerek okuldan daha fazla yarar saglamalar
hedeflenmelidir. Ogretmenler 6grencilerin kapasitesinin, ilgi ve beklentilerinin,
becerilerinin farkinda olmali ve onlarda sorumluluk alma ve ileriye yonelik hedef
koyma bilinci gelistirmek icin sosyal faaliyetlerin sayisini arttirmali ve oOzellikle
basarisiz 6grencilere bu faaliyetlerde rol vermelidirler. Ogrencilerin velileri gibi
okula yonelik negatif tutum gelistirmelerinin Oniine ge¢ilmelidir. Eger bu basarilirsa,
okul mezun verdigi Ogrenciler sayesinde okul toplulugunu da degistirmeye
baslayabilir.

Macaristan’da Roman oOgrencilerle yaptigi calismada Messing (2008)

ilkogretimde bu dgrenciler iizerinde olumlu etki yaratan iyi drnekleri tespit etmeye
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calismistir. Iyi ©rnek olarak gosterilebileck uygulamalarin sunlar oldugunu
belirlemistir: farklilagtirilmis 0gretim, isbirlik¢i 6grenme yontemleri ve okul sonrasi
programlar. Ancak yine ayni ¢alismada, bu uygulamalarin okulu birakma egilimi
olan ilkogretim ikinci kademesindeki Roman Ogrencilerde ise yaramadigi ortaya
cikmustir.

Hoy ve Miskel’in toplumsal bir sistem olarak okul modelinde, veliler daha ¢ok
diger cevre etmenleriyle okulun disinda resmedilmistir. Kisir dongiiyii kirma ise
atipik bir ortamda velilerin okul disinda degil i¢inde olmasi gerektigini ortaa
koymustur. Teorik 6nerme 4’te de velilerin okulun giinliik hayatinda temsilinin kisir
dongiiyli kirma ile yakindan ilgili oldugu ifade edilmistir.

Hoy ve Miskel’in toplumsal bir sistem olarak okul modelinde, karar verme,
liderlik ve iletisim {i¢ kilit yonetimsel siire¢ olarak gosterilmistir. Atipik bir okul
ortaminda da bu ii¢ siirecin son derece onemli oldugu, ancak bunlarin nasil
gerceklestirildiginin okulda fark yaratma agisindan onemli oldugu ortaya cikmustir.
Karar alma, liderlik ve iletisim birbiri icine ge¢cmis, okul miidiiriiniin kisiligi ile
sekillenen siireclerdir. Karar alma katilimli olmalidir; dgretmenlerde ve velilerde
goriiglerinin 6nemli oldugu ve okulun giinliik hayatina katilimlarinin anlamli oldugu
hissi yaratilmalidir. Iletisim agisindan ise miidiir 68retmenler, veliler ve dgrencilerle
aym1 pozitif etkiyi birakmak icin farkli iletisim teknikleri kullanmalidir. Ogretmenler
ile iletisimde mesleki yeterliklerini taktir edici bir dil kullanmasi 6gretmenlerde
pozitif etki yaratirken, aym pozitif etkiyi velilerle iletisimde onlarin dilinden
konusmas1 yaratmaktadir. Ogrencilerle iletisim kurarken ise onlara sevgi gosteren,
anlayisli ama bir o kadar da ciddi bir baba gibi yaklasmanin zor oldugu ama umut
vaat ettigi goriilmiistiir.

Kisir dongiiyii kirmada ¢evrenin 6nemli bir rol oynadigi oldukg¢a agiktir.
Cevre acisindan okulun hemen yaninda, okulla beraber aym yerde yasayan okul
toplulugu ile okul cevreleyen daha genis cevre arasinda bir fark vardir ve atipik
ortamlarda bu daha belirgindir. Bu ¢alismada ¢ogunlugunu Romanlarin olusturdugu
okul toplulugunun kendine 6zgii giiclii degerleri ve normlar1 vardir. Bu deger ve
normlar okulu olumsuz etkilemektedir ciinkii okulun bireye kazandirmaya calistigi
degerlerle ¢celismektedir. Cevreye daha genis acidan baktigimizda, miifredat, disiplin
kurallarinin kaldirilmasi, Ogretmenlerin donem ortasinda atanmasi, yonlendirme
sisteminin olmamasi gibi sorunlarin ise genelde Tiirk egitim sisteminin merkeziyetci

yapisindan kaynaklandig1 goriilmiistiir.
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TARTISMA

Calisma sonucunda arastirmacinin “kisir dongiiyi kirma” adim verdigi bir
siirecle baglantili bes teorik 6nermeye ulasilmistir. Bu 6nermeler atipik bir ortamda
faaliyet gosteren bir okulun isleyisinde kisir bir dongiiniin oldugunu ve bu déngiiniin
okulun giinliik isleyisinde yapilacak degisimlerle kirilabilecegini gostermistir. Kisir
dongiiyli kirma, atipik bir okulda neler olup bittigini geleneksel, korumaci bir egitim
anlayis1 ve bunun resmedildigi Hoy ve Miskel’in toplumsal bir sistem olarak okul
modeli ile anlamamizin olduk¢a zor oldugunu gostermistir. Egitime ve okula ve
ayrica atipik bir ortamda c¢alisan miidiir ve 68retmen roliine iliskin bakis a¢imizi
yeniden olusturmamiz gerektigini ortaya koymustur. Okuldan hem korumaci hem de
doniistirmeci birbiriyle celisen beklentilerin atipik bir ortamda daha da belirgin
oldugu goriilmiistiir (Simsek, 2008).

Calisma sonunda, atipik bir okulda kisir dongiiyii kirma gibi degisim
cabalarinin gercek bir doniisiim yaratabilmesi i¢in, okul ve egitim kavramlarn ile
Ogretmen ve miidiir rol tanimlarimin, elestirel ve radikal egitim sosyolojisi goriisleri

1s1inda yeniden tanimlanmasi gerektigi onerilmistir.
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