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Abstract

In this study, it was aimed to determine the views of the education inspectors about the in-service training (IST)
they attended and the problems they experience during IST. Quantitative and qualitative design were used to-
gether in the study. The data were collected through the In-Service Training Assessment Scale (ISTA) and an
open-ended questionnaire. The data obtained from 300 education inspectors who filled in the scale (working at
10 cities) and from 100 education inspectors among them who answered open-ended questions were evaluated.
According to the results of the research, while the inspectors stated at “A Little” level, their IST needs have been
determined, IST has been planned, the activities of IST have been evaluated and their IST needs have been met,
they agreed “Moderately” that running process of IST is effective. The views of the education inspector differed
in terms of age and graduation variables. Findings from qualitative research parallel with findings from quantita-
tive data. Educational inspectors pointed out problems about the suitability of the course centers, utility of IST
activities, the activities of the Ministry of National Education (MNE), the teaching staff in these activities and
the number of IST. According to the results of the research, it could be said that the IST studies on education
inspectors were not sufficient.
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Oz

Bu aragtirmada, maarif miifettiglerinin katildiklari hizmet ici egitim (HIE) caligmalarina iligkin goriileri
ve HiE’e iliskin yagadiklari sorunlari belirlemek amaclanmistir. Nicel ve nitel yontemin birlikte kullamildig:
aragtirma es zamanh desende kurgulanmigtir. Veriler, arastirmacilar tarafindan gelistirilen Hizmet Igi Egitim
Degerlendirme (HIED) Olgegi ve acik uglu soru formu kullanilarak toplanmistir. Aragtirmada 10 farkli ilde
gorevli, goniilli 300 maarif miifettisi ve bunlar arasinda agik uglu soru formunu dolduran goniilli 100 maarif
miifettisinden elde edilen veriler degerlendirmeye alinmistir. Aragtirmada maarif miifettiglerinin goriisleri, HIE
ihtiyaglarinin saptanmasi, HIE’in planlanmasi, HIE siirecinin isleyigi, HIE calismalarinin degerlendirilmesi ve
HIE ihtiyaglarinin kargilanmast boyutlari agisindan incelenmistir. Aragtirma sonuglarina gore maarif miifettis-
leri, katildiklar1 hizmet igi egitim galimalari ile ilgili olarak, HIE ihtiyaclarinin saptanmasini, planlanmasin,
degerlendirilmesini ve HIE ihtiyaglarinin kargilanmasini diisiik diizeyde “az” algilamuglardir. Maarif miifettigleri
HIE siirecinin igleyisinin etkili olduguna “orta” diizeyde katilmaktadirlar. Maarif miifettislerinin goriileri yas ve
mezuniyet degiskenleri agisindan farklilik gostermektedir. Aragtirmada nitel verilerden elde edilen bulgular nicel
verileri desteklemektedir. Maarif miifettisleri, kurs merkezlerinin fiziksel olarak uygun olmadigi, yapilan HIE
faaliyetlerinin amacina ulasmadigi, yeterli sayida ve miifettiglerin ihtiyac duyduklari konuda HIE faaliyetlerinin
yapilmadigi, HIE faaliyetlerinde gorevli 6gretim elemanlarinin alanlarinda yetersiz oldugu gibi sorunlari ifade
etmislerdir. Aragtirma sonuglarina gore maarif miifettiglerine yonelik yapilan HIE galismalarinin yeterli diizeyde
olmadigi sdylenebilir. Hizmet ici egitim caligmalari, katilimeilar icin yapilacak ihtiyac analizlerine dayali olarak
planlanmali ve planlamada katilimcilarin beklenti ve 6zellikleri dikkate alinmalidir.

Anahtar Kelimeler: Hizmet ici egitim, maarif miifettisleri, denetim, denetmen.
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Introduction

Every organization exists in order to realize its goals; in other words, there
is no reason for an organization to exist if it cannot fulfill its goals. It has been
observed that the supervision system is important to the realization of any orga-
nizations goals, one of these being to assist in the identification and improvement
of activities that are inadequate or excluded. One of the most important func-
tions of supervision is to improve the organization and its employees in order to
achieve those goals (Basar, 2000). Helping the organization and employees reach
their goals will positively affect employee satisfaction as well as the efficiency and
performance of the organization per the contemporary management approach.
Previous studies show that the supervision system in Turkey is insufficient in ful-
filling these processes and roles in the modern sense and that this field has is-
sues (Memisoglu, 2001; Kayikei, 2005; Sagir, 2005; Arslantag, 2007; Oktar, 2010;
Ovaly, 2010; Sarigam, Selvi & Goksu, 2010, Akbaba-Altun & Memisoglu, 2010,
Gokalp, 2010, Memisoglu & Kalay, 2013, Kayik¢1 & Sarlak, 2013, Bozak, 2017,
Sahin, 2017). The ability of the supervisors, who have the role of guiding the staff
and fulfilling these roles and duties, is dependent on their being properly trained.
One of the most important ways available to achieve this is that of the in-service
training operations being carried out effectively and having great importance for
both the institution and the individual.

Supervision is defined as the process of monitoring, controlling and correc-
ting operation of an organization in order to prevent it from deviating from its
previously planned organizational goals (Basaran, 2004, p.148, Basaran, 1988, p.
369). In terms of the developmental approach, supervision is in place to study
activity, develop the group, train personnel, develop the curriculum, and improve
the teaching-learning process by way of directly helping the teacher (Glickman,
Gordon & Ross-Gordon, 1995). In the contemporary sense, educational supervi-
sion is the process of determining the degree of achievement, correcting deviati-
ons, filling in deficiencies, developing personnel and the organization in order to
examine the functioning of educational organizations in line with their determi-
ned goals and principles and to help make them more effective and productive.

As can be understood from the above mentioned definitions, it can be said
that supervision is critical to complex organizations being an organizational and
managerial necessity (Aydin, 2000a, p.162, Aydin, 2000b, p.11). The goal of su-
pervision within the education system is to ensure and maintain the effectiveness
of the school that provides the education services (Basaran, 1988, p.369). Schools
can only educate and improve their students when they are well-managed, and
supervision is an indispensable part of good administration, because if you do
not supervise it will not get done (Basar, 2004, p. 147). Through supervision,
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the strengths of the initiative are identified and emphasized, the insufficiencies
are also identified and reduced or completely eliminated, and education aims at
fulfilling the most appropriate values and processes (Aydin, 2000a, pp. 125-127).

When examined historically, it can be said that supervision has developed
parallel to management theories. In the first place, in accordance with classical
theories, the control function of educational supervision has come to the foref-
ront, and the contemporary educational supervision approach emphasizes an
organization function which contributes to the development of education Harris
(1998). At the end of the 19th century, supervision preserved such traditional
values as the curriculum, teaching, teacher performance and student achieve-
ment (Bolin, 1987), while at the second half of the twentieth century, it preserved
such values as decentralization, rationality and collaborative problem solving.
Within the application of the contemporary control model, the goal of clinical
supervision, where the field specialist observes the class and informs the teac-
her about the teacher’s performance, is to train the teacher. In a contemporary
context, the areas of supervision are not limited to improving the teacher and
the teaching process. Studies on clinical supervision include broad areas such
as communication, problem solving, decision making, curriculum, personnel de-
velopment, research and evaluation (Pajak, 1989; Firth and Pajak, 1998). The
ability of supervision to fulfill such important functions effectively and efficiently
within organizations depends on the training of the supervisors and their com-
petence. In-service training is expected to make a significant contribution to the
development and sufficiency of the supervisors.

In the analysis of more than 200 studies carried out throughout the world in
a literature survey done, it has been determined that in-service training operati-
ons are carried out in five different ways. These are: (1) the description of relative
strategy and skills or the presentation of the concepts, (2) the demonstration and
modeling of teaching methods and skills, (3) the application in the classroom and
similar environments, (4) the acquisition of structured or open-ended feedback
(providing information about their performance), and (5) coaching for applica-
tion (workplace development) (Joyce and Showers, 1980). Various studies and
literary research show that supervisors need to have some skills and knowledge
in order to effectively inspect. Some of these are listed as follows: (1) Suppor-
ting (developing) supervisors is critical for effective supervision. (2) Interest and
knowledge of the supervision process are important for an effective supervision.
(3) The flexibility of the supervisor is vital for an effective supervision. A number
of various roles and functions in the supervision require the supervisor to be
flexible in meetings. (4) Supervisors need to have some counseling experience
to be effective. Certain negative supervisors’ attitudes and behaviors may lead to
ineffective and disruptive relationships (Russel, 1994). It is particularly critical to
understand the role of ethical problems in supervision, because the evaluation,
guiding and directing the students’ therapeutic development is vitally important
(Newman, 1981). This shows that there is a great need for supervisors to be trai-
ned within the scope of their service how to carry out their supervision.
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The supervision activities, supervisor selection, training, duties, authority
and responsibilities at the Ministry of National Education (MoNE) are orga-
nized and carried out within the framework of the MoNE Directorate for Gui-
dance and Supervision (DGI) and the Directorate of the Education Supervision
Ministries (MoNE, 2016). Supervisors working under the name of “ministry su-
pervisor,” “education supervisor” and “provincial education supervisor” affili-
ated to the provincial national education supervision boards all fall under the
title of “education supervisors” (Resmi Gazete [RG], 2014). Changes have been
made in a number of areas from legal amendments made to the definitions, po-
wers and responsibilities of “supervisors;” personal rights; and the supervisions
conducted at institutions. Whether they are called supervisor or auditor, these
supervision groups are required to visit schools on behalf of the units they are af-
filiated with to ensure their supervision, observation and development (Kayikel,
2014). The various types of supervision services offered by education supervisors
are: (1) performance supervision: measurement based on the determined goals
and indicators of the actions taken at all levels of administration, their resulting
effectiveness, their economic efficiency, and their productivity and 2) approp-
riateness supervision: assessment and evaluation of their compliance with the
relevant laws, rules, regulations and other legislation (MoNE, 2016).

In-service training is a kind of training provided during working hours in or-
der to improve their professional knowledge and skills, in other words, training at
work (TDK, 2016). In-service field training is defined as education (Tanyeli, 1970;
Taymaz, 1997) that aims at imparting the necessary knowledge, skills and attitu-
des related to the duties of employees who are salaried or work for a particular
wage in private or corporate establishments and it is done in order to increase
the efficiency of the labor force (Tanyeli, 1970). Aytag (2000) describes the in-
service training as planned educational activities aim to reduce the mistakes that
may occur during the production and consumption of the product and reducing
the mistakes, the costs, providing qualitative development in sales and service,
raising profits, and increasing tax savings. Factors affecting people’s lives whether
they are scientific, technological, economical or social developments also affect
education organizations. The need for education personnel to be monitored and
service trained in accordance with job requirements and social changes is increa-
sing day by day (Altinisik, 1996; Taymaz, 1997; Sahin, 1999; Sezgin and Nartgiin,
2006). The Ministry of National Education (1994) has defined in-service training
activities as courses and seminars organized with the purpose of educating staff in
the area of service. The relevant course is stated as being activities and seminars
conducted in accordance with the curriculum that aims to impart new knowledge,
skills, attitudes and behaviors and is carried out according to the curriculum and
which is evaluated at the end of the semester as group activities with the aim of
determining the problems within the education system, searching for solutions to
those problems, and planning. In-service training within this field is expressed as
the development and training of employees, though the organization must train
all of its employees in their various units and levels (Pehlivan, 1997).
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Education supervisors must be trained continuously to perform their duties
as they are responsible for conducting in-service training for staff working in edu-
cational institutions (Kayikci, 2011, p.26). Education supervisors must be profes-
sionally trained and developed in order to fulfill their roles effectively. The ability
for education supervisors to adapt to changes is dependent on a planned, sched-
uled in-service training course in addition to their personal efforts (Aslantas and
Ozkan, 2013). In-service training services for education supervisors are planned
and implemented by the Education Department within the General Directorate
of Human Resources (GDPC) of the MoNE (MoNE, 2016). In accordance with
the principles set out in the Ministry’s in-service training, in-service training can
be taken in order to renew, develop and increase the expertise of supervisors
according to the 63rd article of the MoNE RBD and the Ministry of National
Education Supervisorate Regulation (MoNE, 2016). Changes within the control
system and other developments require that the education supervisors acquire
new knowledge and skills through in-service training. The fact that in-service
training personnel have a positive effect on job performance and job satisfaction
(Karabulut, 2015; Kocatiirk, 2016; Giimiigsoglu, 2016) makes it even more im-
portant. However, according to Aytac (2000), the level of effectiveness in Turkey
with regards to the in-service training offered in both public and private sectors is
not sufficient. The amount of the labor force benefiting from in-service training
activities within the public sector is low, only a small number of the labor force
benefit from in-service training they received, employment in non-education
units reduces the likelihood of in-service training activities that cannot be re-
flected in the employment rights of the staff and the wages of the staff. Studies
in the field of the service training of education personnel and supervisors are:
The in-service training needs are centered around the ministry, the professional
development needs are usually inadequate to meet the developmental needs of
the staff in the in-service trainings and are met through individual efforts (Budak
& Demirel, 2003; Sahin. Cek & Zeytin, 2011, Aslantas & Ozkan, 2013). The
investigations show that the mature supervisors need in-service training (Kayikei,
2011; Aktas, 2012; Turkoglu, 2016), especially in the field of auditing, technology
and educational sciences. However, centrally organized in-service training activi-
ties can not meet the expectations of the participants in terms of qualification
(Bagci, 2000, Yalin, 2001, Kayikel, 2011, Sahin, Cek & Zeytin, 2011). The plan
and program, content, structure, organization and impact of the education of-
fered in in-service trainings considering the skills, qualifications and innovations
among teachers and training managers require multidimensional comprehensive
and even longitudinal studies (Giinel & Tanriverdi, 2014). If in-service training
is carried out without needing self-motivation, if the objectives and needs of the
individual are not taken into consideration, if it is not suitable for the level of the
personnel, if the participants are not willing, if it is focused on a particular field
or level, if the teaching staff is not sufficient in terms of quality and quantity, or
if its problems arise from the organizational structure, then in-service training
cannot offer the expected benefits as long as the in-service training programs are
not evaluated (Taymaz, 1997).
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In-service training is a vocational course for teachers, administrators, and
other educational staff. Studies conducted on professional development (Cor-
mas & Barufaldi, 2011; Gordon, 2004; Giiskey, 2003) have pointed out that a
successful personnel development program has the following characteristics: te-
achers are involved in the planning and implementing of their own professional
development, it includes the process of self-evaluation, teaching and learning,
professional development programs overlap with school developmental goals,
the administration is supported with both time and resources, it is prepared in
accordance with the goal of the program, and the program is evaluated on a
continuous basis. In addition to the above items, participation in the planning
and the implementation of different teaching practices for different teachers, the
attendance of teachers during their activities, etc., in addition to the abovementi-
oned items, has been shown to increase the success of the programs (Lawrence,
1974; Glickman, Gordon & Ross-Gordon).

It is important for supervisors to make the most of in-service training at the
highest level in order to effectively ensure the personal and professional develop-
ment of the teachers, administrators and other educational staff they are guiding.
Moreover, when this is considered, it is important to determine the problems in
the planning, implementation and evaluation of the in-service training through
this study and to propose solutions to these problems in terms of the need for the
supervisors to implement effective in-service training in the future.

Purpose of the research

The study aims to identify opinions of education supervisors who attended
the in-service training activities regarding the effectiveness of the in-service tra-
ining activities. In order to do this, it was purposed to determine the situation of
the in-service training activities based on the views of the education supervisors,
evaluate the in-service training activities that were focused on education super-
visors, and make suggestions for improving these activities. In order to reach this
goal, the following sub-problems were researched:

1. In regard to in-service training operations attended by education su-
pervisors, what are: a) the determination of in-service training needs,
b) the planning of in-service training, c) the functioning of in-service
training process, d) the evaluation of in-service training operations, and
e) the opinions regarding the fulfillment of in-service training needs?

2. According to the opinions of the education supervisors regarding in-
service training, were there meaningful differences between the edu-
cation supervisors’ a) ages, b) educational statuses, ¢) branches, and d)
the time since the educator supervisors last attendance in an in-service
training?

3. What are the problems faced by education supervisors in in-service tra-
inings?
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Method
Research Model

This study was carried out simultaneously using a mixed model of quantita-
tive and qualitative methods. The mixed model can be expressed either as a stage
of the researcher’s involvement in the research or as a blurring of both quanti-
tative and qualitative research approaches during two or more stages of the re-
search process (Balci, 2009). The quantitative research method was used during
the analysis of the 1st and 2nd sub-problem of the study, and then the descriptive
survey model was applied. The survey model is a research approach that cannot
depict the past or present as it exists (Karasar, 2012). During the analysis of the
third sub-problem of the study, the qualitative research method was used and the
phenomenological pattern was applied. While the pattern is not entirely unfami-
liar to us, phenomenology creates an appropriate research space for us to study
in depth. Phenomenology focuses on phenomena that we are aware of but do
not have an in-depth or detailed understanding of (Yildirim and Simsek, 2013).

Population and Sampling

In the quantitative section, the studied population constituted of 645 edu-
cation supervisors working in the provinces specified in Table-1 from 5 different
supervision societies coordinated by the Ministry of National Education. The
number of supervisors was determined according to the stratified sampling met-
hod, and the sampling was applied to the 339 volunteer supervisors as well. From
the samples collected, the data obtained from the 300 education supervisors who
were erroneous, incomplete and / or insignificant (with the same option in every
dimension) were extracted and used in the research. Thus, the sampling consti-
tutes 46.51% of the population. This number was found sufficient to represent
the population (Krejcie and Morgan, 1970; Yazicioglu and Erdogan, 2004). The
distribution of the sample education supervisors is given in Table 1.

Table 1
Population-sampling

Province N Applied Measurement Valid Measurement (n)
Adana 70 31 27
Antalya 64 35 32
Denizli 38 26 21
Diyarbakir 25 13 13
Gaziantep 43 25 21
Hatay 45 20 20
Mersin 55 23 20
Istanbul 267 132 120
Mardin 9 9 8
Sanlurfa 29 25 18
Total 645 339 300

Source: Ministry of National Education (2016)
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For the purpose of obtaining qualitative data, sampling of maximum diver-
sity is used for purposeful sampling methods. (Yildirim and Simsek, 2013). The
study group included various regions, branches, both genders, and various ho-
mebred supervisors (course, faculty graduates), and responses from 100 of the
supervisors to the open-ended question have been taken into consideration.

Data Collection Tools

In the study, data was gathered using the In-Service Training Assessment
Scale (ITAS Scale) developed by the researchers which included five dimensions
and 28 items.

During the first stage of the scale development process, studies focused on
in-service training The dimensions that were taken into account during literature
review (1. The determination of in-service training needs, 2. Plans for in-service
training, 3. The in-service training process, 4. The evaluation of in-service tra-
ining operations, 5. In-service training needs being met) were used to prepare
open-ended questions about the in-service training courses that were attended
by nearly 20 supervisors . The opinions of the education supervisor were analyzed
and a pool of 80 items was obtained. By using survey techniques (Bas, 2006), the
same meaningful questions in the item pool have been simplified and presented
to the field experts for their opinions. The items that were rearranged according
to views of the field specialists were firstly examined by a Turkish (Language)
teacher, and then by the three education supervisors. Thus, the researchers could
ensure the material was clear. The researchers put together a 5-point Likert-type
rating scale with 36 items. The scale’s validity was obtained through literature re-
view, expert opinions, and factor analysis. In order to measure the validity of the
scale, exploratory factor analysis was performed by applying the basic component
technique. The Varimax rotation method was used to calculate factor loadings,
and factor loadings with factor loads of 0.45 and above were selected. The factor
load value of 0.45 or higher is a good measure to choose (Biiylikoztiirk, 2007).
Apart from this, test item correlations were calculated for scale items. Internal
consistency was determined by calculating the Croncbach’s Alpha reliability co-
efficient for all scales and for all sizes separately. Evaluation of the items inclu-
ded in the scale were based on a Likert scale of 1. I do not agree at all, 2. I agree
a little, 3. I agree moderately, 4. I agree a lot, and 5. I completely agree.

There are 3 items on the scale to determine the needs of in-service training,
4 with regards to in-service training planning, 8§ with regards to the in-service tra-
ining process, 8 with regards to in-service training operations, and 8 with regards
to in-service training requirements.

Qualitative data was collected through the supervisors’ answers to the open-
ended questions at the back. Therefore, a simultaneous hybrid method was used
during the data collection process. In-stage hybrid model research blends qu-
alitative and quantitative methods during one or more than one stage of the
research. A questionnaire using both open-ended (qualitative) and closed-ended
(quantitative) questions is an example of this (Balci, 2009).
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The Analysis of the Data

The quantitative data analysis was made using the SPSS 23 statistics package
program. In order to express the opinions of the education supervisors regar-
ding in-service training, the arithmetic mean ( and standard deviations (S) were
calculated according to their relevant scales. The one-way analysis of variance
(ANOVA) was used to determine whether the views of the education supervisors
differed according to personnel and occupational variables, and the Scheffe test
was used in multiple comparisons of mean scores to determine which group or
groups the difference originated from when the significant difference was deter-
mined (Biyiikoztiirk, 2007).

Content analysis was conducted when analyzing the qualitative data. During
the content analysis, similar data was interpreted by putting them together on the
basis of certain concepts and themes and arranging them in a way that readers
could understand (Yildirim and Simsek, 2013). The opinions of the education
supervisors regarding the problems encountered during in-service training were
analyzed and coded, and the concepts resulting from the related codes have been
obtained by taking into consideration their relations with those concepts.

Validity and Reliability

The ITES scale is highly reliable with a .94 Croncbach’s Alpha coefficient
(Ozdamar, 1999) and accounts for 64.71% of the total variance. The results of
the validity and reliability analysis based on the ITES scale are presented in Table
2. The scale is highly reliable with a .94 Croncbach’s Alpha coefficient (Ozdamar,
1999) and displays a 64.71% in total variance. A variance for multifactor patterns
is considered sufficient if it is between 40 and 60 (Tavsancil, 2005, Biiyiikoztiirk,
2007, Cokluk, Sekercioglu and Biiytikoztiirk, 2010).

Table 2

The Variance Percentages of Variance and Reliability Coefficients of Eigenvalues
Based on the In-Service Training Evaluation Scale™

Item . Explained
Scale No. Eigenvalue Variance (%)
Determination of the Needs of In-Service 3 1.04 3.71 .82
Training
In-Service Training Planning 4 1.47 5.23 81
The In-Service Training Process 8 2.81 10.03 .88
Evaluation of the In-Service Training Opera- 5 1.56 5.56 92
tions
In-Service Training Needs Being Met 8 11.25 40.18 .89

* Scales are not based on their eigenvalue size but on the order of placement on the scale.
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The strategies that were followed in order to provide validity and reliability
in the coding and resolution of the qualitative data were (Yildirmm & Simsek,
2013): 1) The opinions of the education supervisor were received in writing. 2)
Direct quotations of the participants’ opinions were used. 3) The data obtained
during the research process was separately collected by two researchers and the
Kappa Analysis compatibility between the codes was found to be 95%. 4) The
research process was described in detail and records were kept regarding how
the data was collected and recorded. 5) The results were shared with the partici-
pants, and the participants confirmed that the results were consistent with their
experiences.

Results

The first sub-problem of the study was “what are the opinions of education
supervisors regarding in-service training and a) in-service training needs, b) the
in-service training planning, ¢) in-service training process, d) the evaluation of
in-service training operations, and e) in-service training needs being met? The
distribution of the education supervisor opinions regarding in-service training
operations is given in Table 3.

Table 3

Descriptive Statistics on the Scale of the In-Service Training Evaluation

Scale X S

Determination of the Needs of In-Service Training 2.04 93
In-Service Training Planning 2.18 75
The In-Service Training Process 2.71 .68
Evaluation of the In-Service Training Operations 2.52 77
In-Service Training Needs Being Met 1.88 59
Total 2.28 S5

When Table 3 is examined, it can be seen that the education supervisors
identified with the “low” level ( = 2.28) of the interviews regarding in-service
training operations (general). Education supervisors identified with the “Low”
level ( = 2.04) regarding the determination of the needs of in-service training.
With regards to this, they identified the most with the expression that “institutio-
nal needs are taken into account when determining in-service training” ( = 2.33).
They identified least with the expression that “supervisor performance is taken
into account when determining in-service training needs” ( = 1.81).

It was observed that the education supervisors identified with the “Low”
level ( = 2.18) regarding in-service training planning. With regards to this, they
identified most with “the fact that the in-service training programs are held at an
appropriate place for education supervisors” ( = 2.30). They identified least with
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the expression that “the contents of the in-service training programs are based on
the needs of the supervisors” ( = 2.07).

It was observed that the education supervisors identified with the “Average”
level ( = 2.71) regarding the functioning of the in-service training process. With
regards to this, the education supervisors identified most with the statement that
“in-service trainings start and end on time” ( = 3.19). They identified least with
the expression that “the in-service trainings took into account the characteristics
of the participants” ( = 2.46).

It was observed that the education supervisor identified with the “Low” le-
vel ( = 2.52) regarding the evaluation of in-service training operations. With
regards to this, the education supervisors identified most with the expression that
“the Ministry of National Education is improving my job performance through
offering in-service training courses” s ( = 2.66). They identified least with the sta-
tement that “the Ministry of National Education answers the needs of education
supervisors through their in-service training courses” ( = 2.30).

It was observed that education supervisors identified with the “Low” level
( = 1.88) with regards the meeting of in-service training needs. With regards to
this, education supervisors identified most with the expression that “the Ministry
of National Education offers in-service training course types suitable to the su-
pervisors’ job type” ( = 2.20). They identified least with the statement that “su-
pervisors are easily able to get in-service training from the Department whenever
they request” ( = 1.61).

The findings regarding the education supervisors views of in-service training
operations have been given below in regard to the supervisors’ a) ages, b) edu-
cational statuses, c) branches, and d) findings regarding the differences with the
previous in-service trainings they have attended.

a. Differences with the opinions of the education supervisors regarding
in-service training, operations based on the age of the education su-
pervisor.

Analysis of the education supervisors’ opinions regarding their evaluation of

in-service trainings based on their ages is presented in Table 4.
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Table 4

Variance Analysis Results Regarding the Education Supervisors’ Opinions Regarding
their Evaluation of In-Service Training Based on Their Age

Variable Age n X S F p Difference
Determination of A) 30-45 99 1.89 .77 279 .06 -
the Needs of (B) 46-55 112 206 .82

In-Service Training  (C) 56 and over 89 217 .87

In-Service Training ~ (A) 30-45 99 202 .69 463 .01** A-C
Planning (B) 46-55 112 218 .73

(C) 56 and over 89 235 .81

The In-Service (A) 30-45 99 254 62 470 .01** A-C
Training Process (B) 46-55 112 275. 67

(C) 56 and over 89 282 .70

Evaluation of the (A) 30-45 99 240 70 226 .11 -
In-Service Training  (B) 46-55 112 253 .79

Operations (C) 56 and over 89 264 81

In-Service Training  (A) 30-45 99 175 .60 368 .02* A-C
Needs Being Met (B) 46-55 112 188 .55

(C) 56 and over 89 1.99 .61

General Opinions (A) 30-45 99 215 51 577 .00 A-C
Regarding In-Service (B) 46 -55 112 231 .54

Training Operations  (C) 56 and over 89 241 .57

#*p <01, % p <.05

According to the one-way analysis of variance (ANOVA) results, a mea-
ningful relationship between the education supervisors’ ages and their General
Opinions with regards to In-Service Training Operations [F , 54, =5.77, p<.01]
and the In-Service Training’s planning [F , ,4;) = 4.63, p = .01], p <.01], the
In-Service Training’s process [F(2,297)=4.70, p=.01] at a sub-dimension level of
p<.01, and In-Service Training Needs being Met at a sub-dimension level of
p<.05 was determined. The Scheffe test was conducted to determine any diffe-
rence between the age of the education supervisor and in-service training, and
to determine the source of this difference. According to the Scheffe test results,
it was observed that education supervisors with an age of (C) 56 and above held
a more favorable opinion regarding their evaluation of in-service training ( =
2.41) than those whose age was (A) 30-45 ( = 2.15). When examined in terms
of their sub-dimensions, the same result was observed regarding the planning
of in-service training, the functioning of the in-service training process, and the
meeting of in-service training needs being met. However, the determination of
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in-service training needs and their evaluation of in-service training operations
did not show a significant difference according to age (p> .05).

b. Differences in opinion of the education supervisor regarding in-service
training operations based on the educational status of the education
SUpervisor.

Analysis on the education supervisors’ opinions regarding their evaluation

of in-service trainings based on their educational status is presented in Table 5.

Table 5

Results of the Variance Analysis Done Regarding the Opinions of the Education
Supervisors with Regards to In-Service Training Based on their Educational Status

Variable Educational Status n X S F p  Difference
Determination (A) Pedagogical 52 196 .80
Formation
of the Needs (B) Graduation 62 232 .86
Completion
for In-Service ~ (C) Education 139 196 .75 321 .02 B-C
Management Degree
Training (D) Post-graduate 47 1.95 .94

According to the results of the one-way analysis of variance (ANOVA), the-
re is a significant difference between the education supervisors’ opinions regar-
ding in-service training [F (3,29) = 1.75, p = .15] when considering the scale of
in-service training operations based on the educational status of the education
supervisor. However, it was found that there were significant differences betwe-
en the opinions when the views of education supervisors were compared in terms
of various dimensions. It was determined that there was a significant difference
at the sub-dimension level of p <.05 between the opinions of education super-
visor [F (3, 296) = 1.75, p = .02]. The Scheffe test was conducted to determine
the source of this sub-dimension difference when determining in-service training
needs based on the educational status of the education supervisors. According to
the results of the Scheffe test, it was observed that there are more favorable views
regarding the sub-dimension of the determination of in-service training needs
based on (B) Graduation Completion ( = 2.32) than the opinions of (C) Educati-
on Management Degree supervisors. However, it was determined that the views
of the education supervisors did not differ significantly (p> .05) in terms of the
evaluation of in-service training (general) and the planning of in-service training,
the functioning of the in-service training process, the evaluation of the in-service
training operations, and the meeting the needs of in-service training. It was de-
termined that there was not a meaningful difference in opinion of the education
supervisors regarding in-service training operations based on their educational
status (p>.05).
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c. The views of the education supervisor regarding the evaluation of in-
service training were analyzed based on the education supervisors’
branches.

Table 6

Comparison of the Education Supervisors’ Opinions Regarding the Evaluation of
In-Service Trainings Based on their Branches

Variable X n s sd t p
Determination of Needs Class 194 199 .79

298 -1.37 .17
In-Service Training Branch 106 212 .87
In-Service Training Class 194 218 .79

298 .14 .88
Planning Branch 106 217 .66
In-Service Training Class 194 270 .68

298 -.14 .88
Process Branch 106 271 .65
Evaluation of In-Service Class 194 248 .74

298 -127 20
Training Operations Branch 106 2.60 .82
Meeting of In-Service Class 194 184 59

298 -1.27 .20
Training Needs Branch 106 193 .59
General Opinions Class 194 226 .56
Regarding In-Service 298  -.94 34
Training Operations Branch 106 233 .53

Table 6 shows the results of the independent groups t-test, which was con-
ducted in order to compare the opinions of the education supervisors regarding
their General Opinions as well as the Sub-dimensions of the in-service trainings
based on their branch. According to this, it was observed that the supervisors did
not differ significantly based on their branch in terms of their evaluation of in-
service training and its sub-dimensions [t (298) = .-. 94, p = .34].

d. The opinions of the education supervisors regarding in-service training
with regards to the difference between the last in-service training they
attended.

The analysis done regarding the opinions of the education supervisors with
regards to in-service trainings based on the time since the educator supervisors’
last attendance of an in-service training is presented in Table 7.
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Table 7

The Variance Analysis Results Based on the Time Since The Education Supervisors’
Last Attendance in an In-Service Training

Variable Last In-Service Training n x S F P Diff
The last year 95 205 .80 .23 .87 -
Determination The last 2 years 32 196 .86
Of In-Service Needs The last 3 years 61 198 .86
The last 4 years 112 2.07 .82
The last year 95 212 74 33 79 -
In-Service Training The last 2 years 32220 .80
Planning The last 3 years 61 218 .86
The last 4 years 112 222 .68
The last year 95 267 .67 .66 57 -
In-Service Training The last 2 years 32 261 .67
Process The last 3 years 61 268 .72
The last 4 years 112 2.77 .65
The last year 95 242 73 144 23 -
Evaluation of The last 2 years 32 267 .70
In-Service Training The last 3 years 61 245 85
Operations The last 4 years 112 2.60 .76
The last year 95 177 57 184 .14 -
Meeting the Needs Of  The last 2 years 32 192 58
In-Service Training The last 3 years 61 183 .59
The last 4 years 112 196 .61
The last year 95 222 54 104 37 -
General Opinions The last 2 years 32 230 57
Regarding In-Service The last 3 years 61 225 .61
Training The last 4 years 112 235 51

In Table 7, when the opinions of the education supervisors regarding the
time since the last participation in an in-service training were examined, it was
observed that the overall highest arithmetic average was found to be that the
last training they attended was in the last 4 years. From the results of the one-
way analysis of variance (ANOVA), it was observed that there is no significant
difference in the p <.05 level between the time since the education supervisors’
last training and their general and sub-dimension evaluation of the in-service
training [F (3,296) = 1.04, p =. 37].
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The third sub-problem of the study was “What are the problems faced by the

education supervisors?” During the analysis of this sub-problem, it was determi-
ned that the codes obtained from the answers given to the qualitative questions
by the education supervisors are compatible with the themes obtained in the
quantitative dimension as regards to in-service trainings.

Findings regarding the problems faced by the training supervisors at the

in-service trainings were presented in themes. The opinions of the education su-
pervisors regarding the theme, “Problems Encountered by the Education Super-
visors regarding Determining In-Service Training Needs,” are listed in Table 8
from highest to lowest.

Table 8
Problems Education Encountered when Determining In-Service Training Needs

Sub-themes f
Supervisors’ needs and opinions not taken into consideration enough 21
Need analysis not being done 14

Selection of unrelated topics during in-service training

Determination of courses according to the will of the Ministry of National

N

Education

A lack of variety of courses being offered

Determination of courses based on the profession of the instructors

The statement, “The supervisors’ needs and opinions are not taken into con-

sideration enough” (f = 21), was the most repeated opinion in this case. Some
supervisors’ views on this theme are stated as follows:

“There is no systematic operation as to what the institution’s need is in determining
the needs, what the need of the supervisor is, there is no apparent need analysis
being done (M23). No one asks as to what courses should be offered? What are
your opinions on this issue and what are your needs (M48)? They offer a course ...
what'’s it’s purpose when there are already higher priority topics in place (M100).
The Ministry of National Education determines their own courses (M34) after they
offer the course from top to bottom without asking anyone. There should be more
diverse courses; we have a wide variety of duties, but because of that, various cour-
ses should be offered. First, they find the expert; then, they offer the subject that the
in-service training is based on (M13).

In Table 9, the opinions of the Education Supervisors with respect to the

problems they encounter regarding the planning of in-service trainings are listed
from highest to lowest.
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Table 9

Problems Education Supervisors Encountered Regarding the Planning of In-Service
Trainings

Sub-themes f

Not being well-defined 31
The number of in-service training courses offered being insufficient 23
No objectivity during the selection of participants 16
In-service training courses not being held at the appropriate time. 14
Supervisors not consistently receiving in-service training. 14
Inadequate planning of in-service trainings 10
Not enough information regarding in-service training courses 4

In this case, the expression “the course centers are not well defined” (f =
31) was the most repetitive opinion. “The number of in-service training courses
not being insufficient” (f = 23) was the second most repetitive. Some supervisors’
opinions regarding this theme are expressed as follows:

‘A course is organized, and I know where to go. The problem is how to get there;
even in a different region it is sometimes done like this. In poor areas, courses can
be arranged quite a distance away,, if done elsewhere (ie, M31). There are not
enough in-service trainings offered; there are too few courses offered (M91). One
or two courses are offered, or maybe not even that many (M55). It is not clear why
those particular courses are offered. You apply to some courses but aren’t accepted;
some people are always taking the in-service training courses. It’s always the same
(M33). They offer them during the busiest times, and you aren’t available (M2).
There is no consistent and systematic in-service training, unfortunately; you go to
one and aren’t offered another for 3-4 years. There must be continuity (MS8). There
is no good planning; there is no clarity as to when, where, or how it will be done
(M3). It needs to be done very early, but there is no plan as to what to give and what
to bring as well as other things (M48). There is not enough information. What is
the content of the lecture, who should apply; we are not informed, or if we are, it’s
afterwards (M1).

In Table 10, the problems the education supervisors encounter regarding the
functioning of the in-service training process are listed from highest to lowest.
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Table 10

Problems Education Supervisors Encountered Regarding the Functioning of the In-
Service Training Process

Sub-themes f
The in-service training instructor not being qualified in quantity / quality 23
Supervisors not willing to attend the courses 12
Duration of the in-service training courses not being sufficient enough 7

Teachings given by in-service trainings not staying theoretical

In-service activities not taking place efficiently

In this case, the “in-service training instructor not being qualified in quan-
tity / quality. (f = 23) was the most repeated opinion: “Supervisors not willing
to attend the courses” (f = 12) was the second most repeated statement. Some
supervisors expressed their opinions regarding this theme as follows:

“The person gives the course, but how they give it is not looked into; there are only
really 3-4 experts that are able to give the course. It’s not enough (M5). S/he is only
an academician in name. S/he is not interested in the subject, but rather talks about
different things (M23). Instructors who are not qualified or do not have enough ex-
perience in adult education end up coming (M54). They sign you up, and you have
to go to the course (M56). You are required to go (M95). Payments are not enough,
and so attending in-service trainings can be materially burdensome (M99). If you
attend and the course is on a good topic, they don’t give enough time for it, and you
don’t get what you want, or the time is up before get what you need out of it (M93).
Training is provided but it is not practical, practical training should be given (M13).
It’s not productive; you are trained in a particular subject. When you look at the it,
you aren’t satisfied with what you’ve learned (M58).

In Table 11, the problems that education supervisors encounter during their
evaluation of in-service training operations are listed from highest to lowest.
Table 11

Problems Education Supervisors Encounter during their Evaluation of In-Service
Training Operations

Sub-theme f

No serious evaluation of in-service training activities 19
Lack of an in-service training benefit perceived for professional career 15
Lack of professional development during in-service trainings 12

“There is no serious evaluation of in-service training activities” (f = 19)
was the most repetitive expression in this case. The opinions of the supervisors
regarding this theme were
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There is no serious evaluation, no examination is made, no targets are reached,
they are not systematic (M5). We've done it but what came of it, how useful was
it, have we achieved what we wanted. These things are not looked into (M6). The
participant should evaluate the in-service trainings, and based on that, there could
be advancement or they could increase their expertise, but there’s nothing like that
happening (M79). You don’t end up doing better at your job because you went to a
course. There’s no benefit from it. It doesn’t develop you (M84).

In Table 12, the problems encountered by education supervisors regarding
the meeting of in-service training needs are listed from highest to lowest.

Table 12

Problems Encountered by Education Supervisors Regarding the Meeting of In-
Service Training Needs

Sub-themes f
Failure to comply with the objectives of the in-service training activities 30
Inadequate participation by the Ministry of National Education in 27
in-service trainings

Supervisors not being able to attend the courses they need 15
Failure of the courses to respond to the supervisors’ needs 14

In this case, “failure to comply with the objectives of the in-service training
activities” (f = 30) was the most repeated opinion. “inadequate participation
by the Ministry of National Education in in-service trainings” (f = 27) was the
second most repetitive. Regarding this theme, some supervisors expressed their
views as follows:

“I think that in-service training operations have deviated from their initial purpose,
now the participants are going solely for vacation. There is no serious course, no
examining of whether or not the institution is meeting the needs of the supervi-
sors or not (M20). In my opinion, in-service training does not meet your needs. I
don’t think that any personal or professional development is being considered in the
courses (M9). The Ministry of National Education has totally ignored this issue.
There is no greater problem that supervisors have than in-service trainings (M29).
Nothing serious is being done; there is nothing coming from the top (M41). There
re courses that we need in order to improve ourselves, but they are not offered or
we cannot take them because the course is full or we don’t get accepted to them,
and as a result we can’t take the courses we want (M77). There are technological
developments; there is research in the field of management. the world is constantly
evolving, It’s necessary to keep pace with it. There is a great need for in-service tra-
inings so that we can keep up with technological developments in these areas, but
these needs are not being met.
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Discussion, Conclusions and Recommendations

According to the quantitative findings of the research, education supervi-
sors identified with “Low” when asked about their evaluation of in-service trai-
nings. When the sub-dimensions were examined, they identified with “average”
when asked about the in-service training process and “less when asked about the
determination of in-service training needs, its planning, evaluation of its operati-
ons, and whether or not in-service trainings meet their needs.

The results showed that the highest level that education supervisors identi-
fied with based on the ITES scale was “Average.” The sub-dimension that edu-
cation supervisors identified as the least based on the ITES scale was that with
the in-service training meeting their needs. With regards to this sub-dimension,
Education Supervisors identified with “Low.” In this sub-dimension, the expres-
sion that the education supervisors least identified with was “The Supervisors
can easily obtain in-service training from the Ministry whenever they want it;
the Supervisors can participate in in-service training courses if they want; the
Ministry of National Education supports in-service training in every area where
they need supervisors”.

The most frequent qualitative problems identified in the study were “The
courses centers are not well defined (f = 31), the in-service training activities are
not appropriate for their purpose (f = 30), the Ministry of National Education’s
In-Service Training operations are inadequate (f = 27), the number of in-service
training courses are insufficient (f = 23), and the supervisors’ needs and opinions
are not sufficiently taken into consideration (f = 21).” The qualitative findings of
the research support the quantitative findings and help to analyze them.

Education supervisors identify with “low” in regards to the determination of
in-service training needs. Education supervisors are of the opinion that “the needs
for in-service training have not been determined.” The findings of qualitative data
revealed that the analysis of in-service training items , which the supervisors need,
is not done, no needs analysis is performed, irrelevant topics are offered, and the
variety of courses is low. A program that does not meet their needs can be seen
as a waste of time for education supervisors resulting in less motivation to parti-
cipate in the activities offered. In the study conducted by Sahin, Cek and Zeytin
(2011), 11.53% of education supervisors found in-service training courses to be
adequate, and 87.4% found them to be insufficient. According to the researchers,
25% of primary school supervisors participating in inadequate in-service training
activities is directly linked to “21.15% of them not doing need analysis and 11.53%
claiming that the number of in-service training is insufficient.” Yalcinkaya, Giile-
naz, Ergul and Aslh (2011) state that the need for in-service training in the sub-
dimension of “preliminary investigation / examination / interviewing” was the
most needed in the study conducted in order to determine the in-service training
needs of the education supervisors, and it was followed by “guidance / research.
The least emphasized sub-dimension was “managing the supervision process.”
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Education supervisors identify with “low” with regards to their views on the
scale of in-service training planning. On the qualitative section of the study re-
garding this subject, “Course centers are not determined well (f = 31)” was the
most frequently repeated statement. According to the results obtained from the
qualitative data, “the number of the in-service training courses is insufficient, the
choice of participants, the in-service training timing, in-service training not being
systematic” are noticeable. These findings show that the actual situation and the
needs of the staff are not sufficiently taken into consideration during the imp-
lementation of the training programs. This shows that in-service training is not
provided and that in-service trainings are not arranged according to the demand.
This could be seen as a waste and inefficient use of reseourcesA significant majo-
rity of investigators in the survey conducted by Sahin, Cek and Zeytin (2011) sta-
ted that they did not achieve the purpose of in-service training courses (87%). In
the research conducted by Arslantas and Ozkan (2013), in-service trainings were
found not to objectively choose participants, the Ministry of National Education
was not involved enough in in-service trainings, the education supervisors had to
develop themselves, and in-service training was insufficient.

Education supervisors identified with “average” regarding the in-service
training process. With regards to this, education supervisors identified with
“low” with regards to the expression “the characteristics of the participants are
taken into consideration when it comes to in-service training.” In the findings,
the qualitative / quantitative inadequacy of faculty (f = 23) repeatedly came
up. Supervisors’ reluctance, inadequate training time, and other problems with
their education were seen as problems. In the research regarding to effective-
ness of conducted by Ozdemir and Memis (2011) revealed that the participants
were not appropriate for the purpose of the curriculum, that the duration was
long, that the content was not up to date, that it had to be further supported by
documentation, and that training supervisor did not put enough importance on
the selection of the trainees.

Education supervisors identified with “Low” with regards to the evaluation
of the in-service training operations. In the findings obtained from the qualitative
data, there is no serious evaluation of in-service training activities (f = 19), which
was the most repeated expression. The other problems were that the fact that
in-service training does not contribute to professional career and development
on the job. The evaluation of in-service training operations is important in terms
of determining whether or not the in-service training operations have met their
purpose; determining the required knowledge, skills and attitudes; and deter-
mining the amount of time, labor, and money provided on both an institutional
and a participant basis. Only through an evaluation stage will it be evident as to
whether the operations are beneficial or not. It is of great importance for the
evaluation to be done as a result of each in-service training operation that takes
place and that the level of success of the in-service training operations (effecti-
veness and efficiency) leads to any needs being met and the in-service training
being more effective. The success of an in-service training operation that is not

661



Kemal Kayik¢i, Murat Altun & Sultan Ucar Altun

evaluated is completely random. Trainees who think that their in-service ope-
rations are not successful enough may be reluctant to participate in in-service
operations again. The ability to attract people to in-service training depends on
the degree of success that they believe these operations will provide.

Education supervisors identifying with “low” regarding the dimension of in-
service training needs being met is dependent on their belief as to how much the
in-service trainings will contribute to the success of these operations. This situati-
on may create an unwillingness to participate in and contribute to their in-service
training operations. Findings obtained from the qualitative data showed that the
expression “in-service training functions are not done according tot heir purpose
(f=30)" was the most repeated expression. The insufficiency of the Ministry of
National Education in in-service trainings, the inability of the supervisors to at-
tend the courses they need, and the failure of the courses to respond to the needs
of the supervisors are considered as other problems.

In the in-service training courses for supervisors, it was determined that
most of the supervisors did not take long-term in-service training courses offered
by the Ministry of National Education in which the main needs of the supervisors
were not taken into consideration, and the in-service trainings did not contrib-
ute to the development of the supervisors as much as they should have (MoNE,
2006; and Ozkan, 2013). In the study conducted by Dogan and Dur (2011), the
education supervisors identified with “Average” and “Low” regarding whether or
not they found that the in-service training activities they attended were positive.

In the study, the opinions of the education supervisors aged 56 and over
are different from those of other age groups. It can be said that the education
supervisors in this age group considered their activities more satisfactorily on the
assumption that they had to be experienced in the socialization process, felt their
development needs less than others, and had less expectation for professionaliza-
tion. Education supervisors who have a degree in educational administration and
supervision could be said to be in a more predictable planning situation than the
other supervisors. This may be due to their administrative perceptions as a result
of the education they’ve received.

Especially in European countries and America, administrators and supervi-
sors have to be trained at the graduate level. In these countries, once every 5 ye-
ars administrators and supervisors have to continue their personal development
by participating in leadership courses and by being successful (Balci, 2007; Akin,
2012; Kayiker and Ercan, 2013; Bureau of Labor Statistics, 2013). Graduate educa-
tion opportunities that require expertise for education supervisors the supervisor
of education in the supervision tasks that require expertise in Turkey are limited. In
such an environment, education supervisors are the most important tools to ensure
their personal development and to be able to reach an adequate situation with
regards to the teachers and administrators they are leading. It is an indispensable
need for the effective functioning of in-service trainings, which teachers need to be
able to develop themselves, and their planning based on felt needs.
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The development of education supervisors, who play an important role in
developing the educational system and its teachers, through in-service trainings
needs to have a greater place. The needs of supervisors should be taken into
account during the establishment of in-service training programs, and analysis
studies should be carried out according to the needs of the institution and the
supervisors. The testing of in-service training operations and course centers sho-
uld be determined and arranged in accordance with the supervisors. The number
and diversity of in-service trainings should be increased, and supervisors should
be trained in a systematic manner.

The findings of the study were that education supervisors in Turkey are
unable to adequately benefit from vocational and in-service training that they
need in order to address their personal development and training needs. In terms
of the effectiveness of the in-service training operations, in-service training sites
and the techniques to be used in education can be looked into.
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Giris

Her 6rgiit amaclari icin vardir. Amaglarini gerceklestiremeyen bir orgiitiin
varlik nedeni de ortadan kalkmaktadir. Orgiitlerin amagclarini gerceklestirmesin-
de denetim sistemi 6nemli islevler gormektedir bu islevlerden birisi amaclara
uygun olmayan ya da amaglardan sapan faaliyetleri ortaya cikarmak ve duzeltil-
mesine yardim etmektir. Denetimin en 6nemli islevlerinden birisi ise, orgiitii ve
caliganlar1 amacina ulastirmak igin onlar1 gelistirmektir (Basar, 2000). Orgiitii ve
calisanlar1 amaclarina ulastirmak cagdas yonetim anlayisinin geregi olarak hem
orgiitte etkililik ve verimliligi artiracak hem de calisanlarin memnuniyetini olum-
lu etkileyecektir. Yapilan arastirmalar Tiirkiye’de denetim sisteminin cagdas an-
lamda bu islevlerini ve rollerini yerine getirmede yeterli olmadigini ve bu alanda
sorunlar yasadigin1 ortaya koymaktadir (Memisoglu, 2001; Kayikei, 2005; Sagur,
2005; Arslantas, 2007; Oktar, 2010; Ovali, 2010; Sarigam, Selvi & Goksu, 2010;
Akbaba-Altun & Memisoglu, 2010; Gokalp, 2010; Memisoglu & Kalay, 2013;
Kayik¢1 & Sarlak, 2013; Bozak, 2017; Sahin, 2017). Bu durumda kurumu gelis-
tirme ve amacina ulastirma gorevi ile birlikte ayn1 zamanda personele rehberlik
etme rolu olan miifettislerin bu rol ve gorevlerini yerine getirebilmeleri onlarin
iyl yetismis olmalarina baglidir. Bunu saglamanin en 6nemli yollarindan biri olan
hizmet ici egitim faaliyetlerinin etkin bir sekilde yiiriitiilmesi kurum ve birey agi-
sindan biiyiik 6nem tagimaktadir.

Denetim, planlanan 6rgiitsel amaclardan sapmay1 6nlemek i¢in Orgiitiin igle-
mesini izleme, kontrol ve diizeltme siireci olarak tanimlanmaktadir (Basar, 2004,
s. 148; Basaran, 1988, s. 369). Gelisimsel yaklagim agisindan denetim ise okulda
eylem arastirmasi, grubu gelistirme, personeli gelistirme, miifredati gelistirme
ve 0gretmene dogrudan yardim yoluyla 6grenme dgretme siirecini gelistirmektir
(Glickman, Gordon & Ross-Gordon, 1995). Cagdas anlamda egitim denetimi,
egitim Orgiitlerinin isleyisini yasalarla belirlenen amag ve ilkeler dogrultusunda
incelemek, daha etkili ve verimli islemesini saglamak i¢in amaca ulasma derece-
sini belirleme, amagctan sapan uygulamalar diizeltme, eksiklikleri tamamlama,
personel ve Orgiitii gelistirme siirecidir.

Yukaridaki tanimlardan da anlasilacagi gibi denetimin, Orgiitsel ve yonetim-
sel bir zorunluluk olarak karmasik orgiitlerde yasamsal bir 6neme sahip oldugu
(Aydin, 2000a, s. 162; Aydin, 2000b, s. 11) sdylenebilir. Egitim sisteminde deneti-
min amacl, egitim hizmetlerini iireten okulun etkililigini saglamak ve stirdiirmek-
tir (Basaran, 1988, s. 369). Okullar ancak iyi yonetildikleri zaman 6grencilerini
yetistirip gelistirebilirler, iyi yOonetimin vazgecilmez parcast denetimdir, c¢linkii
denetlemiyorsaniz siz yonetmiyorsunuz demektir (Basar, 2004, s. 147). Denetle-
me yoluyla girisimin giiclii yanlar1 saptanir ve vurgulanir, yetersizlikler belirlenir
ve azaltilir ya da giderilir, egitim 6gretimin amaclarina en uygun deger ve iglem-
leri bulmak hedeflenir (Aydin, 2000a, s. 125-127).



Hizmetici Egitim Faaliyetleri

Denetim tarihsel siire¢ igerisinde incelendiginde yonetim kuramlarina pa-
ralel olarak bir geligim gosterdigi sdylenebilir. Ilk zamanlarda klasik kuramlara
uygun olarak egitimin denetiminde kontrol islevi 6n plana cikarken, gliniimiiz
cagdas egitim denetimi yaklasimi Harris’in (1998) de belirttigi gibi 6gretimin ge-
listirilmesine katki saglayan orgiitsel bir fonksiyonu vurgulamaktadir. 19. Yiizyi-
Iin sonlarinda denetim miifredat, 6gretim, 6gretmen performansini ve 6grenci
basarisin1 gozetme (Bolin,1987), 20 yiizyilin ikinci yarisinda kliniksel denetimle
denetimin geleneksel degerleri olan merkezi olmama, rasyonellik ve is birligi-
ne dayali problem cozme gibi degerleri korunmustur. Alan uzmanlarinin simnifta
gozlem yaparak topladiklar verileri 6gretmenle paylasip 6gretmeni performansi
hakkinda bilgilendiren ve ¢agdag bir denetim modeli olarak uygulamada yer alan
kliniksel denetimin amaci 6gretmeni gelistirmektir. Cagdas anlamda denetimin
caligma alanlar1 sadece 6gretmeni ve Ogretim siirecini gelistirmek ile sinirl de-
gildir. Kliniksel denetim calismalari iletisim, problem ¢6zme, karar verme, miif-
redat, personel gelistirme, aragtirma ve degerlendirme gibi genis alanlari iger-
mektedir (Pajak, 1989; Firth & Pajak, 1998). Denetimin Orgiitler acisindan bu
kadar 6nemli iglevleri etkili ve verimli bir sekilde yerine getirebilmesi miifettis-
lerin gelistirilmesi ve yeterliliklerinin arttirilmasina baghdir. Hizmet i¢i egitimin
miifettiglerin gelisiminde ve yeterli hale gelmesinde 6nemli bir katk: saglamasi
beklenir.

Yapilan literatiir taramisinda diinyada gergeklestirilen 200’ askin calig-
manin analizinde hizmet i¢i egitim ¢aligmalarinin bes sekilde gerceklestigi sap-
tanmugtir. Bunlar: (1) Konuya iligkin strateji ve becerilerin betimlenmesi ya da
kavramlarin sunumu, (2) 6gretim ydontem ve becerilerinin gosterimi ve model-
lenmesi, (3) sinif ve benzeri olusumlarda uygulama yapma, (4) yapilandirilmig ya
da acik uglu doniitler alma (performanslari hakkinda bilgi saglama) (5) uygula-
ma igin kogluk yapma (is basinda yetistirme) (Joyce ve Showers, 1980). Yapilan
cesitli arastirmalar ve literatiiriin incelenmesinden miifettislerin bazi beceri ve
bilgilere sahip olmasinin etkili denetim i¢in gerekli oldugu ortaya ¢ikmugtir. Bun-
larin bazilari soyle siralanmistir: (1) Miifettislerin desteklenmesi (gelistirilmesi)
etkili denetim icin kritik 6neme sahip bir boyuttur. (2) Denetim siirecine olan
ilgisi ve bilgisi etkili bir denetim i¢in 6nemli bir 6gedir, (3) Miifettisin esnek ol-
masi etkili bir denetim i¢in kritik oneme sahiptir. Denetimin ¢ok sayidaki rol ve
fonksiyonu denetmenin denetlenenlerle goriismelerinde esnek olmasini gerekti-
rir. (4) Mifettigler, etkili olmak icin bazi danigmanlik deneyimlerine ihtiyag¢ du-
yar. Belli olumsuz miifettis tutum ve davraniglari etkisiz ve zarar verici iligkilere
neden olabilir (Russel, 1994). Etik sorunlarin denetimdeki roliinii anlamak 6zel-
likle kritiktir, ¢linkii 0grencilerin terapotik gelisimini degerlendirme, yoneltme
ve yonetmede denetimsel iligkinin dnemi biiyiiktiir (Newman,1981). Bu bulgular
miifettislerin hizmet icinde yetistirilmesinin denetimin iglevlerini yerine getirme-
sinde onemli bir ihtiya¢ oldugunu gostermektedir.

Milli Egitim Bakanligi'nda (MEB) denetim faaliyetleri, miifettiglerin secimi,
yetistirilmesi, gorev, yetki ve sorumluluklari, MEB Rehberlik ve Denetim Bas-
kanligi (RDB) ile Maarif Miifettisleri Bagkanliklar1 Yonetmeligi (MEB, 2016)
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cercevesinde diizenlenmekte ve yiiriitiilmektedir. Yapilan yasal diizenlemeler-
le, “bakanlik miifettigleri”, “bakanlik denetmeni” adiyla merkezi teskilatta go-
rev yapan denetmenlerle, il milli egitim midiirliklerinde teftis kurullarina bagh
“egitim miifettisi”, “il egitim denetmeni” adlariyla gérev yapan denetmenler tek
cat1 altinda “maarif miifettisi” (Resmi Gazete [RG], 2014) adiyla gérev yapmaya
baglamigtir. Yapilan yasal degisikliklerle “denetmenlerin” tanimlarindan, yetki
ve sorumluluklarina, 6zliik haklarindan ve kurumlarda yapilan teftiglere kadar
bir dizi konuda degisiklik yapilmistir. Adlari ister denetmen ister denetci olsun
bu denetim gruplari bagh olduklar: birimler adina okullari ziyaret ederek onlarin
denetim, gozetim ve gelisimini saglamakla gorevlidirler (Kayikgi, 2014). Maarif
miifettiglerinin denetim hizmetleri cesitleri: (1) Performans denetimi: yonetimin
biitiin kademelerinde gerceklestirilen faaliyetler ile sonuglarinin etkililiginin,
ekonomikliginin ve verimliliinin belirlenen hedef ve gostergelerle Olciilmesi ve
2) uygunluk denetimi: denetlenen birimin faaliyet ve islemlerinin ilgili kanun,
tiiziik, yonetmelik ve diger mevzuata uygunlugunun incelenmesi ve degerlendi-
rilmesi (MEB, 2016) olarak belirlenmistir.

Hizmet ici egitim ise calisanlara mesleki bilgi ve becerilerini gelistirmele-
ri icin calistiklar: siire icinde verilen egitim, isbasinda egitimdir (TDK, 2016).
Alanyazinda hizmet ici egitim 0zel veya tiizel igyerlerinde belirli bir maas veya
icret karsiliginda ¢alisanlarin gorevleri ile ilgili gerekli bilgi, beceri ve tutumlari
kazanmalarini saglamak tizere yapilan egitim (Tanyeli, 1970; Taymaz, 1997) ola-
rak tanimlamakta ve emek payina diisen verimliligi artirmak amaciyla (Tanyeli,
1970) yapilmaktadir. Aytag, hizmet igi egitimi iiriiniin iretimi ve tiiketimi siire-
cinde meydana gelebilecek hatalarin ve kazalarin azaltilmasi, maliyetlerin diigii-
rillmesi, satig ve hizmet sunumunda nitel ve nicel yonden gelismenin saglanmasi,
karlarin yiikseltilmesi, vergi gelirlerinin ve tasarruflarinin artirilmasi amaciyla
yapilan planl egitim etkinlikleri olarak tanimlamaktadir (2000). Basta bilimsel,
teknolojik, ekonomik ve sosyal gelismeler olmak {izere insan yagamini etkileyen
unsurlar egitim Orgiitlerini de etkilemektedir. Egitim personelinin, niteliginin is
gereklerine ve toplumsal degisimlere uygunlugunun siirekli olarak denetlenme ve
hizmet i¢inde yetistirilme zorunlulugu giinden giine artmaktadir (Altinisik, 1996;
Taymaz, 1997; Sahin, 1999; Sezgin ve Nartgiin, 2006). Milli Egitim Bakanlig1
(1994) hizmet ici egitim faaliyetlerini, personelin hizmet i¢i egitim ile yetistirmek
amaciyla diizenlenen kurs, seminer gibi etkinlikler olarak tanimlamustir. Tlgili yo-
netmelikte kurs; yeni bilgi, beceri, tutum ve davranig kazandirmay1 amaclayan
ve bir 6gretim programina gore yiriitillen ve sonunda bagar1 degerlendirilmesi
yapilan faaliyet, seminer ise, egitim sisteminin sorunlarini belirleme, sorunlara
¢Oziim yollar1 arama, plan, program ve proje gelistirme, arastirma ve degerlen-
dirme maksadiyla grup calismasi seklinde gerceklestirilen faaliyeti olarak ifade
edilmektedir. Alanyazinda hizmet ici egitim ¢alisanlar1 gelistirme, yetigtirme ya
da baska bir kavramla ifade edilse de Orgiitiin cesitli birimlerinde ve kademele-
rinde bulunan tiim calisanlarin yetistirilmesi icin zorunludur (Pehlivan, 1997).

Egitim miifettiglerinin egitim kurumlarindaki personeli hizmet ici egitimde
yetistirme gorevleri bulundugundan, bu gorevlerini yerine getirmeleri igin egitim
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miifettiglerinin de siirekli olarak yetistirilmesi gerekmektedir (Kayikgi, 2011, s.
26). Egitim miifettisleri rollerini etkili bir sekilde yerine getirmek icin profes-
yonelce yenilenmeli ve kendilerini gelistirmelidir. Egitim miifettislerinin degi-
sikliklere uyumu onlarin kisisel ¢abalarimin yaninda planli, programl bir hizmet
igi egitim siirecine de baghdir (Aslantag & Ozkan, 2013). Maarif miifettislerine
yonelik hizmet igi egitim hizmetleri merkezi olarak MEB’e bagli Insan Kaynak-
lar1 Genel Miidiirliigii (IKGM) biinyesinde yer alan Egitim Daire Bagkanhg: ta-
rafindan planlanmakta ve ytriitiilmektedir (MEB, 2016). MEB RDB ve Maarif
Miifettisleri Bagkanligt Yonetmeligi'nin 63. maddesinde miifettislerin mesleki
bilgilerini yenilemek, gelistirmek ve uzmanlklarini artirmak amaciyla, Bakanli-
&in hizmet ici egitimle ilgili mevzuatinda belirtilen esaslar dogrultusunda hizmet
ici egitime alinabilecekleri belirtilmektedir (MEB, 2016). Denetim sisteminde
meydana gelen degisiklikler ve diger gelismeler maarif miifettiglerinin yeni bilgi
ve becerileri hizmet igi egitim yoluyla kazanmalarini gerektirmektedir. Hizmet
ici egitimin personelin ¢aligma performansina, is tatminine olumlu yonde etki-
sinin olmasi (Karabulut, 2015; Kocatiirk, 2016; Giimiigoglu, 2016) onu daha da
onemli hale getirmektedir. Ancak Aytac’a (2000) gore Tiirkiye’de kamu ve 6zel
kesimde hizmet ici egitimin geregine inanilmakla birlikte etkililik diizeyi yeterli
degildir, kamu kesiminde hizmet ici egitim faaliyetlerinden yararlanan ig giicii sa-
yis1 diistiktiir, bu az sayida hizmet ici egitim faaliyetinden yararlanan ig giiciiniin,
aldiklar: egitimle ilgili olmayan birimlerde istihdamu, ek egitimin 6zliik haklarina
ve Ucretlere yansimamasi hizmet igi egitim faaliyetlerine olan ilgiyi azaltmak-
tadir. Alanyazinda egitim personelinin ve miifettiglerin hizmet ici egitimlerine
yOnelik ¢aligmalarda: Hizmet ici egitim ihtiyaclarinin bakanlik merkezli belirlen-
digi, mesleki gelisim ihtiyaclarinin genellikle bireysel cabalar ile karsilandigy, hiz-
met i¢i egitimlerin personelin gelisim ihtiyaclarimi karsilamada yetersiz oldugu
(Budak ve Demirel, 2003; Kayik¢i, 2011; Sahin, Cek ve Zeytin, 2011, Aslantag
ve Ozkan, 2013) ortaya konmustur. Yapilan arastirmalar, maarif miifettislerinin
denetim, teknoloji ve egitim bilimleri alan1 basta olmak iizere bircok konuda
hizmet ici egitime ihtiyac duyduklarimi (Kayikel, 2011; Aktas, 2012; Tirkoglu,
2016) gostermektedir. Bununla beraber merkezi olarak diizenlenen hizmet igi
egitim faaliyetleri nitelik ve nicelik acisindan katilimeilarin beklentilerini kargi-
layamamaktadir (Bage1, 2000; Yalin, 2001; Kayikei, 2011; Sahin, Cek & Zeytin,
2011). Ogretmen ve egitim yoneticilerinin mesleki becerileri, aranan yeterlilik-
ler ve alandaki yenilikler g6z Oniine alindiginda hizmet ici egitimlerin plan ve
programu, icerigi, yapisi, organizasyonu ve egitime katilanlar {izerindeki etkisi
¢ok boyutlu kapsamli ve hatta boylamsal ¢alismalar gerektirmektedir (Giinel &
Tanriverdi, 2014). Hizmet ici egitim 6zellikle ihtiyaci ve amaci saptanmadan yapi-
lirsa, bireyin amac ve ihtiyaglari1 goz 6niinde bulundurulmazsa, personelin seviye-
sine uygun degilse, katilimeilar istekli degilse, bir alan veya kademeye yonelikse,
ogretim elemanlar nitelik ve nicelik acisindan yeterli degilse, orgiit yapisindan
dogan sorunlar varsa, hatali bir personel politikasi uygulaniyorsa, yapilan HIE
programlar1 degerlendirilmemigse hizmet ici egitim beklenen yarari saglayamaz
(Taymaz, 1997).
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Hizmet ici egitim 0gretmen, yonetici ve diger egitim personeli icin bir mes-
leki gelisim aracidir. Mesleki gelisim konusunda yapilan arastirmalarda (Cormas
& Barufaldi, 2011; Gordon, 2004; Giiskey, 2003) basarili bir personel gelistirme
programinin su Ozelliklere sahip oldugu ortaya cikmigtir: Mesleki gelisim prog-
ramlarinda 6gretmenler kendi mesleki gelisimlerini planlama, uygulama ve de-
gerlendirme siireglerinde yer almakta, 6gretme ve 6grenmeye odaklaniimakta,
mesleki gelisim programlar: okul gelisim hedefleriyle ortiismekte, zaman ve kay-
nak saglamada yonetim destek vermekte, program amaca uygun hazirlanmakta
ve igle biitiinlesmekte, etkin 0grenme saglayan, siirekli veriye dayali program
degerlendirmesi yapilmaktadir. Etkili personel gelistirme programlariyla ilgili
olarak yapilan 97 calismada yukaridaki maddelere ek olarak yonetici ve miifet-
tiglerin planlamaya katilimi ve farkli 6gretmenler icin farkl 6gretim uygulama-
larmin yapilmasi, 6gretmenlerin segtikleri etkinliklere katilimi gibi 6zelliklerin
programlarin bagarisin arttirdigy goriilmiistiir (Lawrence, 1974; Glickman, Gor-
don & Ross-Gordon).

Hem kendilerinin hem de rehberlik yaptiklar1 6gretmen, yonetici ve diger
egitim personelinin kisisel ve mesleki gelisimlerini etkili bir sekilde saglamak i¢in
miifettislerin HIE’den en yiiksek diizeyde yararlanmalar1 6nemlidir. Ayrica bu
acidan diisiiniildiigiinde bu arastirmayla HIE’nin planlanmasi, uygulanmasi ve
degerlendirilmesi asamalarindaki sorunlarin belirlenerek bu sorunlara ¢oziim
onerilerinin getirilmesi miifettislerin gelecekte etkili bir HIE almalari acisindan
Oonemlidir.

Aragtirmanin Amaci

Aragtirmada, maarif miifettilerinin katildiklar1 HIE faaliyetlerinin etkilili-
gine iligkin goriislerini saptamak amaclanmaktadir. Bunun i¢in maarif miifettis-
lerinin katildiklar1 HIE faaliyetlerinin durumunu maarif miifettislerinin goriis-
lerine dayal olarak belirlemek, maarif miifettislerine yonelik HIE faaliyetlerini
degerlendirmek ve bu faaliyetleri gelistirmeye yonelik Oneriler getirmek hedef-
lenmistir. Bu hedefe ulasmak i¢in agagidaki alt problemlere yanit aranmistir:

1. Maarif miifettislerinin katildiklar1 HIE cahsmalari ile ilgili olarak; a)
HIE ihtiyaclarinin saptanmasi, b) HIE’ nin planlanmasi, ¢) HIE siireci-
nin isleyisi, d) HIE ¢alismalarmin degerlendirilmesi, e) HIE ihtiyaglari-
nin karsilanmasi boyutlarina iligkin gorisleri nelerdir?

2. Maarif miifettiglerinin HIE ¢alismalarina iliskin goriisleri, maarif mii-
fettiglerinin; a) yaslarina, b) egitim durumlarina c) branslarina, d) en
son katildiklar1 HIE faaliyetinden gegen siireye gore anlamh bir farkli-
lik gostermekte midir?

3. Maarif miifettislerinin HIE’ de karsilastiklari sorunlar nelerdir?
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Yontem
Arastirma Modeli

Bu arastirma, nicel ve nitel yontemin birlikte kullanildigi karma modelde
eszamanli desende yapilmistir. Karma model aragtirmada arastirmacinin yap-
mis oldugu arastirmasinin bir agamasinda ya da arastirma siireclerinin iki ya da
daha fazla asamasi boyunca hem nicel hem de nitel arastirma yaklagimlarinin
karmalanmasi seklinde ifade edilebilir (Balci, 2009). Arastirmanin 1. ve 2. alt
probleminin ¢dziimlenmesinde nicel aragtirma yontemi kullanilmis olup betimsel
tarama modeli uygulanmistir. Tarama modeli ge¢cmiste ya da halen var olan bir
durumu var oldugu sekliyle betimlemeyi amaglayan arastirma yaklagimidir (Ka-
rasar, 2012). Arastirmanin 3. alt probleminin ¢6ziimlenmesinde nitel arastirma
yontemi kullanilmis olup olgubilim deseni uygulanmistir. Bize tiimiiyle yabanci
olmayan ayni zamanda tam anlamini kavrayamadigimiz calismalar icin olgubilim
(fenomenoloji) uygun bir arastirma zemini olusturmaktadir. Olgubilim deseni
farkinda oldugumuz ancak derinlemesine ve ayrintili bir anlayisa sahip olmadigi-
miz olgulara odaklanir (Yildirim & Simsek, 2013).

Evren ve Orneklem

Nicel boliimde ¢aligma evrenini MEB tarafindan olusturulmus 5 ayri teftis
bolgesinden Tablo-1’de belirtilen illerde gorevli 645 maarif miifettisi olusturmak-
tadir. Evrenden tabakali 6rnekleme yontemine gore miifettis sayilar1 belirlene-
rek 339 goniilli maarif mifettisine dlcek uygulanmistir. Toplanan Ol¢eklerden,
hatali, eksik ve/veya 0zensiz olanlar (tiim boyutlarda tiim sorulara ayni secenek
isaretlenmis) ayiklanarak geriye kalan 300 maarif miifettisinden elde edilen ve-
riler arastirmada kullanilmistir. Boylece drneklem, evrenin % 46.51’ini olustur-
maktadir. Bu say1 evreni temsil etme bakimindan yeterli bulunmustur (Krejcie-
and Morgan, 1970; Yazicioglu & Erdogan, 2004). Orneklemi olusturan maarif
miifettislerinin illere gére dagilimi Tablo 1’de verilmistir.

Tablo 1

Evren-Orneklem

Il N Uygulanan Olgek Gecerli Olgek (n)
Adana 70 31 27
Antalya 64 35 32
Denizli 38 26 21
Diyarbakir 25 13 13
Gaziantep 43 25 21
Hatay 45 20 20
Mersin 55 23 20
Istanbul 267 132 120
Mardin 9 9 8
Sanlurfa 29 25 18
Toplam 645 339 300

Kaynak: MEB (2016)
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Nitel verilerin elde edilmesinde amach 6rnekleme yontemlerinden maxi-
mum cesitlilik 6rneklemesi kullanilmistir. Buradaki amac calisan probleme taraf
olabilecek bireylerin cesitliligini maksimum derecede yansitmaktir (Yildirim &
Simsek, 2013). Calisma grubu belirlerken cesitli bolge, brans, cinsiyet ve cesitli
kokenden gelen (kurs, fakiilte mezunu) miifettislere yer verilmis olup bu miifet-
tislerden acik uclu soruya yanit veren 100 miifettisin yanitlar1 degerlendirmeye
almmustir.

Veri Toplama Araglar:

Aragtirmada, arastirmacilar tarafindan gelistirilen bes boyut ve 28 madde-
den olusan Hizmet I¢i Egitim Degerlendirme Olgegi (HIED Olgegi) kullanilarak
veriler toplanmustir.

Olcek gelistirme siirecinde ilk asamada yurt ici ve yurt disinda HIE’ye yo-
nelik arastirmalar incelenmistir. Alanyazin taramasindaki boyutlar (1. HIE ihti-
yaclarinin saptanmasi, 2. HIE’nin Planlanmasi, 3. HIE siirecinin isleyisi, 4. HIE
calismalarimin degerlendirilmesi, 5. HIE ihtiyaclarinin karsilanmasi) dikkate
aliarak olusturulan agik uclu sorular yoluyla degisik illerde gorevli 20’ye yakin
miifettisin katildiklart HIE kurslari ile ilgili goriisleri almmustir. Maarif miifet-
tislerinin gorisleri icerik analizi ile ¢6ziimlenerek 80 soruluk bir madde havuzu
elde edilmistir. Anket olusturma teknikleri kullanilarak (Bag, 2006) madde ha-
vuzundaki ayni anlama gelen sorular sadelestirilerek ve ifadeler diizenlenerek
alan uzmanlarinin goriislerine sunulmustur. Alan uzmanlarinin goriisleri dogrul-
tusunda yeniden diizenlenen maddeler Once bir Tiirkge 0gretmenin daha sonra 3
maarif miifettisinin incelemesinden gegirilmis boylece maddelerinin anlagilirligi
saglanmistir. Boylece madde sayis1 36 olan 5°li Likert tipi derecelendirme Olcegi
olusturulmustur. Alan uygulamasindan sonra yapilan faktor analizi sonucunda 5
boyut ve 28 maddeden olusan bir 6lcek elde edilmistir. Olgegin yap: gecerliligi-
ni saglamada literatiir incelemesinden, uzman goriisiinden ve faktor analizinden
yararlanilmigtir. Arastirmada Olcegin yapi gegerligini Olgmek amaciyla temel bi-
lesenler teknigi uygulanarak acimlayici faktor analizi yapilmigtir. Varimax rotas-
yon yontemiyle dondiirme yapilarak faktor yiikleri hesaplanmig faktor yiikleri
0.45 ve iistiinde olan maddeler secilmistir. Faktor yiik degeri 0.45 veya daha ytik-
sek olmasi se¢im icin iyi bir dl¢iidiir (Buytikoztiirk, 2007). Bunun disinda 6lgek
maddeleri icin madde test korelasyonlar1 hesaplanmustir. Olgegin tiimii ve ayr1
ayr1 tiim boyutlarda Croncbach’s Alpha giivenirlik katsayisi1 hesaplanarak i¢ tu-
tarlilik belirlenmistir. Olcekte yer alan maddelerin degerlendirilmesi, 5°li Likert
Olgeginde 1. Hig¢ katilmiyorum, 2. Az katiliyorum, 3. Orta derecede katiliyorum,
4. Cok katiliyorum ve 5. Tamamen katiltyorum anlaminda kullaniimistir.

Olgekte HIE ihtiyaclarinin saptanmasi boyutunda 3, HIE nin planlanmasi
boyutunda 4, HIE siirecinin isleyisi boyutunda 8, HIE calismalarinin degerlendi-
rilmesi boyutunda 5 ve HIE ihtiyaclarinin karsilanmasi boyutunda 8 madde yer
almaktadir.
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Nitel veriler 6l¢egin arka boliimiinde yer alan acik uclu sorunun miifettigler
tarafindan yanitlanmasi yoluyla toplanmstir. Dolayisiyla arastirmanin veri top-
lama siirecinde es zamanli karma yontem kullanilmistir. Asama ici karma model
arastirma da nicel ve nitel yontemler aragtirmanin bir veya arastirmanin daha
fazla asamasinda karmalanir. Acik uclu (nitel) ve kapali uclu (nicel) sorular: kap-
sayan bir anket uygulamasi buna drnektir (Balci, 2009).

Verilerin Analizi

Nicel verilerin ¢oziimlenmesinde SPSS 23 istatistik paket programi kullani-
larak analizler yapilmustir. Maarif miifettislerinin HIE’nin degerlendirilmesine
iliskin goriiglerini ortaya koymak amaciyla, ilgili dlceklere verdikleri yanitlar arit-
metik ortalama () ve standart sapmalar belirlenmistir (S). Maarif mifettisleri-
nin HIE caligmalarina iligskin goriislerinin kisisel ve mesleki degiskenlere gore
farklilik gosterip gdstermediginin tespiti i¢in tek yonlii varyans analizi (One-Way
ANOVA) kullanilmig anlaml fark belirlenmisse farkin hangi grup ya da gruplar-
dan kaynaklandigini belirlemek tizere ortalama puanlarin ¢oklu kargilagtirmasin-
da Scheffe testi kullanilmistir (Biyiikoztiirk, 2007).

Nitel verilerin ¢oziimlenmesinde icerik analizi yapilmistir. Icerik analizinde
birbirine benzeyen verileri belirli kavramlar ve temalar cercevesinde bir araya
getirerek ve bunlar1 okuyucunun anlayabilecegi bir sekilde diizenlenerek yorum-
lanmustir (Yildirim ve Simsek, 2013). HIE’de karsilasilan sorunlara iliskin maa-
rif miifettiglerinin goriisleri analiz edilerek kodlamalar yapilmis ilgili kodlardan
kavramlara, kavramlarin birbirleri ile iliskileri dikkate alinarak ta temalara ula-
stlmistir.

Gegerlik ve Giivenirlik

HIED 6lgegi .94 Croncbach’s Alpha katsaysi ile yiiksek diizeyde giiveni-
lirdir (Ozdamar, 1999) ve toplam varyansin %64.71’ini agiklamaktadir. HIED
Olcegine iliskin gecerlik ve giivenirlik ¢oziimleme sonuclari Tablo 2’de sunulmus-
tur. Olgek .94 Croncbach’s Alpha katsayisi ile yiiksek diizeyde giivenilirdir (Oz-
damar, 1999) ve toplam varyansin %64.71’ini aciklamaktadir. Cok faktorli de-
senlerde aciklanan varyansin 40 ile 60 arasinda olmasi yeterli olarak kabul edilir
(Tavsancil, 2005; Biyiikoztiirk, 2007; Cokluk, Sekercioglu & Biiyiikoztiirk, 2010).
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Tablo 2

Hizmetici Egitim Degerlendirme Olgegine ait Faktérlerin Oz Degerleri Acikladiklan
Varyans Yiizdeleri ve Giivenirlik Katsaylart*

Olcek Madde Sayist  Ozdeger %}lﬁiga(n% )

HIE Ihtiyaglarinin Saptanmasi 3 1.04 3.71 .82
HIE’nin Planlanmas 4 1.47 5.23 81
HIE Siirecinin Isleyisi 8 2.81 10.03 .88
HIE Cahsmalarmin Degerlendirilmesi 5 1.56 5.56 92
HIE Ihtiyaglarinin Karsilanmast 8 11.25 40.18 .89

* Olgekler dzdeger biiyiikliiklerine gore degil, dlcekte yer alma siralarina gore anmustir.

Nitel verilerin kodlanmasinda ve ¢oziimlenmesinde gecerligi ve giivenirligi
saglamak igin izlenen stratejiler (Yildirim & Simsek, 2013): 1) Maarif miifet-
tiglerinin gorisleri yazili olarak alinmistir. 2) Dogrudan alintilar yapilarak ka-
tilimer goriglerine yer verilmistir. 3) Arastirma siirecinde elde edilen veriler iki
arastirmaci tarafindan ayri ayr1 kodlanmis ve kodlamalar arasindaki uyumun ya-
pilan Kappa Analizi sonucunda % 95 oldugu goriilmustiir. 4) Arastirma stireci
ayrintili olarak betimlenerek, verilerin nasil toplandigl, kaydedildigi aciklanmis
bunlara ait belge ve kayitlar tutulmustur 5) Sonuclar uygulayicilarla paylasilmig
ve sonuglarin katilimcilarin deneyimleriyle uyustugu saptanarak katilimei teyidi
alimustir.

Bulgular

Aragtirmanin birinci alt problemi “maarif miifettislerinin, HIE calismalari-
nin; a) HIE ihtiyaclarinin saptanmasi, b) HIE’nin planlanmasi, ¢) HIE siirecinin
isleyisi, d) HIE calismalarinin degerlendirilmesi, ¢) HIE ihtiyaclarmin karsilan-
mas1 boyutlarina iligkin goriisleri nedir?” seklinde belirlenmistir. Maarif miifet-
tislerinin HIE calismalarina iliskin goriislerin dagilimi Tablo 3’te verilmistir.

Tablo 3
HIE Degerlendirme Olcegine Iliskin Betimsel Istatistikler

Olgek X S

HIE Ihtiyaglarinin Saptanmast 2.04 93
HIE’nin Planlanmas 2.18 75
HIE Siirecinin Igleyisi 271 .68
HIE Cahismalarmin Degerlendirilmesi 2.52 77
HIE Ihtiyaclarinin Karsilanmast 1.88 .59
Toplam 2.28 .55
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Tablo 3 incelendiginde maarif miifettislerinin HIE calismalarina (genel)
iliskin gortislere “Az” diizeyde ( =2.28) katildiklar1 gériilmektedir. Maarif mi-
fettiglerinin HIE ihtiyaclarinin saptanmasi boyutundaki goriislere “Az” diizeyde
( =2.04) katildiklar1 goriilmektedir. Bu boyutta “HIE ihtiyaglarinin saptanmasin-
da kurumun ihtiyaci dikkate alinmaktadir” ifadesi maarif miifettislerinin en ytik-
sek diizeyde katildiklar ifadedir ( =2.33). “HIE ihtiyaclar1 saptanirken miifettis
performansi dikkate alinmaktadir” ifadesi ise maarif miifettislerinin bu boyutta
en diisiik diizeyde katildiklart ifadedir ( =1.81).

Maarif miifettislerinin HIEnin planlanmasi boyutundaki goriislere “Az”
diizeyde ( =2.18) katildiklar1 gériilmektedir. Bu boyutta “HIE programlari mii-
fettislere uygun yerde yapilmaktadir” ifadesi maarif miifettiglerinin en yiiksek
diizeyde katildiklar1 ifadedir ( =2.30). “HIE programlarimnin icerigi, miifettislerin
ihtiyacini karsilar niteliktedir” ifadesi ise maarif miifettiglerinin bu boyutta en
diisiik diizeyde katildiklari ifadedir ( =2.07).

Maarif miifettisleri, HIE siirecinin isleyisi boyutundaki goriislere “Orta”
diizeyde ( =2.71) katildiklar1 goriilmektedir. Bu boyutta “HIE zamaninda basgla-
yip zamaninda bitirilmektedir” ifadesi maarif miifettislerinin en yiiksek diizeyde
katildiklar1 ifadedir ( =3.19). “HIE’de katihimcilarin 6zellikleri dikkate alinmak-
tadir” ifadesi ise maarif miifettislerinin bu boyutta en diisiik diizeyde katildiklari
ifadedir ( =2.46).

Maarif miifettiglerinin HIE caligmalarmin degerlendirilmesi boyutundaki
goriiglere “Az” diizeyde ( =2.52) katildiklar1 goriilmektedir. Bu boyutta “MEB
HIE kurslar1 is basarimimi artirmaktadir” ifadesi maarif miifettiglerinin en yiik-
sek diizeyde katildiklari ifadedir ( =2.66). “MEB HIE kurslar1 miifettiglerin ih-
tiyaclaria cevap vermektedir” ifadesi ise maarif miifettiglerinin bu boyutta en
diistik diizeyde katildiklar ifadedir ( =2.30).

Maarif miifettislerinin HIE ihtiyaclarinin karsilanmasi boyutundaki goriisle-
re “Az” diizeyde ( =1.88) katildiklar1 goriilmektedir. Bu boyutta “MEB HIE kurs
cesitleri miifettiglerin gorev cesitlerine uygundur.” ifadesi maarif miifettislerinin
en yiiksek diizeyde katildiklari ifadedir ( =2.20). “Miifettisler istediklerinde ra-
hatlhkla Bakanliktan HIE alabilmektedir” ifadesi ise maarif miifettislerinin bu
boyutta en diisiik diizeyde katildiklar ifadedir ( =1.61).

Maarif miifettiglerinin HIE ¢alismalarina iliskin goriislerinin, maarif miifet-
tislerinin; a)yaslarina, b) egitim durumlarina c) branglarina, d) en son katildiklar1
HIE faaliyetinden gecen siireye gore farklilasma durumuna iliskin bulgular asa-
g1da verilmistir.

a. Maarif miifettiglerinin HIE caligmalarina iliskin goriislerinin, maarif
miifettislerinin yaglaria goére farklilasma durumu.
Maarif miifettiglerinin HIE’nin degerlendirilmesine iliskin goriislerinin yas-
larma gore ¢oziimlenmesi Tablo 4’te sunulmustur.
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Tablo 4

Maarif Miifettiglerinin Hie'nin Degerlendirilmesine Iliskin Goriislerinin Yaslanna
Gore Varyans Analizi Sonuglar

Degisken Yas n X S F p Fark
HIE (A)30-45 99 189 .77 279 .06 -
;gg{zﬁfgzm (B)46-55 12 206 .82

(C)56 yas ve tizeri 8 217 .87
HiE’nin (A)30-45 99 202 .69 4.63 .01** A-C
Planlanmas (B)46-55 12 218 .73

(C)56 yas ve tizeri 89 235 81
HIE Siirecinin (A)30-45 99 254 .62 470 .01%* A-C
Isleyisi (B)46-55 12 275 .67

(C)56 yas ve tizeri 89 282 .70
HIE (A)30-45 99 240 .70 226 .11 -
ggggfgga i (B 12 253 .79

(C)56 yas ve tizeri 89  2.64 81
HiE (A)30-45 99 1.75 .60 3.68 .02* A-C
Ihtiyaglarinin Kar- (B)46-55 112 188 55
silanmast (C)56 yas ve tizeri 89 199 .61
HIE (A)30-45 99 215 51 577 .00%* A-C
%Enmng:;a (B)46-55 112 231 54
Goriileri (C)56 yas ve tizeri 89 241 .57

#5p<.01, *p<.05

Yapilan tek yonlii varyans coziimlemesi (ANOVA) sonucuna gore maa-
rif miifettislerinin yaslari ile HIE Calismalarina iliskin Genel Gériigleri [F(2,
297)=5.77, p<.01] ve HIE’nin planlanmasi [F(2, 297)=4.63, p=.01], HIE siireci-
nin isleyisi [F(2, 297)=4.70, p=.01] alt boyutlarinda p<.01 diizeyinde, HIE ihti-
yaglarinin karsilanmasi [F(2, 297)=3.68, p=.02] alt boyutunda p<.05 diizeyinde
anlaml bir farklilasmanin oldugu belirlenmistir. Maarif miifettislerinin yaslar1
ile HIE nin degerlendirilmesi ve alt boyutlarindaki bu farkliigin kaynagmin be-
lirlenmesi amaciyla Scheffe testi yapilmistir. Scheffe testi sonuglarina gore (C)
56 ve lizeri yag araligindaki maarif miifettislerinin ( =2.41) (A) 30-45 yas arali-
gindaki maarif miifettislerine gore ( =2.15) HIE’nin degerlendirilmesine (genel)
iliskin daha olumlu gorisleri oldugu goriilmektedir. Alt boyutlar bakimindan
incelendiginde ise HIE nin planlanmasi, HIE siirecinin isleyisi ve HIE ihtiyac-
larmin karsilanmasina iliskin ayni sonuca ulasildig1 goriilmektedir. Ancak, HIE
ihtiyaclarinin saptanmasi ve HIE calismalarmin degerlendirilmesi boyutlarinin
yasa gore anlamli bir farklilik gostermedigi (p>.05) belirlenmistir.
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b. Maarif miifettiglerinin HIE cahismalarma iliskin goriislerinin, maarif
miifettislerinin egitim durumlarina gore farklilagsma durumu.

Maarif miifettislerinin HIE’nin degerlendirilmesine iliskin goriislerinin egi-
tim durumlarina gore ¢oziimlenmesi Tablo 5’te sunulmustur.
Tablo 5
Maarif Miifettislerinin HIE’ nin Degerlendirilmesine iliskin Goriislerinin Egitim
Durumlarina gore Varyans Analizi Sonuglan

Degisken Egitim Durumu n X S F p Fark
HIE ihtiyaclarnim (A)Pedagojik Formasyon 52 196 .80
Saptanmasi (B)Lisans Tamamlama 62 232 .86
(C)Egitim Yonetimi Lisans 139 1.96 .75 3.21 .02 B-C
(D)Lisanstistii 47 195 .94

Yapilan tek yonlii varyans coziimlemesi (ANOVA) sonucuna gore maarif
miifettislerinin egitim durumlarina gore hizmet ici egitim calismalarina iligkin
olarak olgegin geneli dikkate alindiginda maarif miifettislerinin hizmet ici egi-
tim calismalarma [F(3, 296)=1.75, p=.15] iliskin goriisleri arasinda anlamli bir
farklilik olmadigi goriilmiistiir. Bununla beraber maarif miifettislerinin goriisleri
boyutlar bazinda karsilagtirildiginda ise gortisler arasinda anlaml farkliliklarin
oldugu goriilmiistiir. Ornegin HIE ihtiyaglarinin saptanmasi [F(3, 296)=1.75,
p=.02] alt boyutunda maarif mifettiglerinin goriigleri arasinda p<.05 diizeyinde
anlamli bir farklilasmanin oldugu belirlenmistir. Maarif miifettislerinin egitim
durumlarma gore HIE ihtiyaclarmin saptanmasi alt boyutundaki bu farkliligim
kaynaginin belirlenmesi amaciyla Scheffe testi yapilmigtir. Scheffe testi sonuc-
larmna gore (B) Lisans Tamamlama ( =2.32) mezunu maarif miifettiglerinin go-
rigleri (C)Egitim Yonetimi Lisans mezunu maarif miifettiglerine gore ( =1.96)
HIE ihtiyaclarinin saptanmasi alt boyutuna iliskin daha olumlu goriisleri oldugu
goriilmektedir. Ancak HIE degerlendirilmesi (genel) ve HIE ‘nin planlanmasi,
HIE siirecinin isleyisi, HIE calismalarinin degerlendirilmesi ve HIE ihtiyaclari-
nin karsilanmasi alt boyutlarinda maarif miifettislerinin gorisleri egitim durum-
larina gore anlamli olarak farklilasmadigi (p>.05) belirlenmistir.

c. Maarif miifettiglerinin HIE ¢alismalarina iliskin goriislerinin, maarif
miifettislerinin branslarina gore farklilasma durumu.

Maarif miifettiglerinin HIE’nin degerlendirilmesine iligkin goriislerinin gore
branglarina gore ¢oziimlenmesi yapilmistir.
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Tablo 6

Maarif Miifettislerinin Hie’nin Degerlendirilmesine Iliskin Gériislerinin Branglanna
Gore Karsuagtirilmast

Degisken n X S sd t P
HIE Ihtiyaclarinin Sinif 194 1.99 79

Saptanmasi Brans 106 512 87 298  -1.37 17
HIE’nin Stnuf 194 218 .79

Planlanmasi 298 .14 .88

Brang 106 2.17 .66
HIE Siirecinin Isleyisi Sinif 194 270 .68
Brang 106 271 .65

298 -.14 .88

HIE Calismalarinmn Sinif 194 2.48 74
Degerlendirilmesi Brans 106 260 % 298 -127 .20
HIE Ihtiyaclarimin Simf 194 1.84 59
Kargilanmast Brans 106 193 s o A0
HIE Cahismalarina iliskin ~ Smif 194 2.26 .56
Genel Gorisleri Brans 106 233 53 o v

Tablo 6’da maarif miifettislerinin HIE Calismalarma iliskin Genel Goériisleri
ve alt boyutlar1 hakkindaki goriiglerinin brang degiskenine gore karsilastirilabil-
mesi icin yapilan bagimsiz gruplar t Testi sonuglar1 goriilmektedir. Buna gore,
maarif miifettislerinin hem HIE’nin degerlendirilmesi hem de alt boyutlarina
iliskin goriislerinin brang degiskenine gore anlamh olarak farklilasmadig1 goriil-
miistiir [t(298)=.-.94, p=.34].

d. Maarif mifettislerinin HIE caligmalarmna iligkin gérislerinin, maarif
miifettislerinin en son katildiklar1 HIE faaliyetinden gecen siireye gore
farklilasma durumu.

Maarif mufettislerinin HIE calismalarna iliskin goriiglerinin en son katildik-

lar1 HIE’den itibaren gecen siireye gore ¢oziimlenmesi Tablo 7°de sunulmustur.
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Tablo 7

Madarif Miifettislerinin Hie’nin Degerlendirilmesine Iliskin Goriislerinin En Son Ka-
tildiklart Hie’den Itibaren Gegen Siireye Gére Varyans Analizi Sonuglar

Degisken En Son HIE n X S F p Fark
. 1 yil icinde 95 205 80 .23 87 -

HIE 2 yil icinde 32 196 86
Ihtiyaglarinin Sap- L
tanmasi 3 yil iginde 61 1.98 .86

4 y1l ve Usti 112 207 82

1 yil icinde 95 212 74 33 79 -
HiEnin 2 yil iginde 32 2.20 .80
Planlanmasi 3 yil iginde 61 218 .86

4 yil ve tsti 112 222 .68

1 yil icinde 95 2.67 .67 .66 S7 0 -
HIE Siirecinin 2 yil icinde 32 2.61 .67
Isleyisi 3 yil iginde 61 268 .72

4 y1l ve tstii 112 277 .65

1 yil iginde 95 242 .73 144 23 -
HIE Caligmalarmm 2 yil iginde 32 2.67 70
Degerlendirilmesi 3 yil icinde 61 245 85

4 y1l ve Ustil 112 260 .76

1 yil iginde 95 177 .57 1.84 14 -
HIE Ihtiyaclarinin 2 yil icinde 32 1.92 58
Kargilanmasi 3 yil iginde 61 1.83 .39

4 yil ve Tsti 112 1.96 .61

. 1 yil iginde 95 222 54 1.04 37 -

HIE Gahgmalarma 5 vy jeinde 32 230 57
iliskin Genel .
Goriigleri 3 yil icinde 61 2.25 .61

4 yil ve usti 112 235 51

Tablo 7’de En son katildiklar1 HIE’den itibaren gecen siireye gore maarif
miifettislerinin goriisleri incelendiginde, 6lcek genelinde en yiiksek aritmetik
ortalamanin en son katildiklar1 HIE’den4 yil ve iistii siire gecenlerde bulundu-
gu goriilmektedir. Yapilan tek yonlii varyans ¢oziimlemesi (ANOVA) sonucuna
gore maarif miifettislerinin en son katildiklar HIE’den itibaren gegen siire ile
onlarin HIE’nin degerlendirilmesine (genel) ve alt boyutlarna iliskin goriigle-
ri arasinda p<.05 diizeyinde anlaml bir farklilasmanin olmadig goriilmektedir
[F(3, 296)=1.04, p=.37].
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Arastirmanin 3. Alt problemi “Maarif miifettislerinin HIE’ de karsilastikla-
11 sorunlar nelerdir?” olarak belirlenmigtir. Bu alt problemin ¢éziimlenmesinde
maarif miifettiglerinin nitel soruya verdikleri cevaplardan elde edilen kodlarin
HIE ile ilgili olarak nicel boyutta elde edilen temalarla uyumlu oldugu belirlen-
mistir.

Maarif miifettislerinin, HIE’ de karsilastiklari sorunlara iliskin bulgular te-
malar halinde sunulmustur. “Maarif Miifettislerinin HIE Thtiyaclarinin Saptan-
masinda Karsilastiklar1 Sorunlar” temasina iliskin maarif miifettislerinin gorus-
leri Tablo 8’de frekansi en yiiksek olandan en diisiik olana dogru siralanmugtir.

Tablo 8§
Maarif Miifettislerinin HIE Ihtiyaclaninin Saptanmasinda Karsilastiklar Sorunlar

Alt temalar f
Miifettislerin ihtiyaclar1 ve goriisleri yeterince dikkate alinmamasi 21
Ihtiyag analizi ¢alismalarinin yapilmamast 14
HIE’de ilgisiz ihtiya¢ duyulmayan konularin secilmesi 4
MEB birimlerinin istegine gére kurs konularinin belirlenmesi 4
Kurslar ¢esitlilik bakimindan yetersiz olmasi 3
Ogretim gorevlilerinin uzmanhk alanlarina gore kurslar belirlenmesi 3

Bu temada “Miifettislerin ihtiyaclar1 ve goriisleri yeterince dikkate alinma-
maktadir” ifadesi (f=21) en ¢ok tekrarlanan goriis olmustur. Bu temaya iliskin
bazi miifettis goriisleri su sekilde belirtilmistir:

“Sistemli bir caliyma yapunuyor ihtiyaclan belirlemek icin kurumun ihtiyact nedir,
miifettisin ihtiyact nedir, bir ihtiya¢ analizi calismast yok ortada (M23). Sormuyor-

lar ki hangi kurslar acilsin? Bu konuda goriigiiniiz nedir ne tiir ihtiyaclariniz var
(M48). Bir kurs agwyorlar ...ne alaka daha oncelikli konular varken yani (M100).
MEB birimleri kendi belirliyor kimseye sormadan kurs konusunu tepeden inme
acwyor sonra o kursu (M34). Daha ¢esitli kurslar olmali, ¢ok cegitli gorevierimiz var
bunlara gore de cesitli kurslar acilmali ama maalesef hep ayni tiir kurslar (M42).
Once uzmant buluyorlar, sonra onun uzman oldugu konuda actyorlar hizmet ici
egitimi(M13).

Tablo 9°da Maarif Miifettiglerinin HIE planlanmasina iliskin karsilastiklar

sorunlara iligkin gortisleri frekansi en yiiksek olandan en diisiik olana dogru si-
ralanmustir.
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Tablo 9
Maarif Miifettislerinin HIE Planlanmasina Iliskin Karsiastiklar: Sorunlar

Alt temalar f

Kurs merkezlerinin iyi belirlenmemesi 31
HIE kurs sayis1 yetersiz olmasi 23
Katilimcilarin seciminde objektif davranilmamasi 16
HIE kurslar1 uygun zamanda yapilmamas. 14
Miifettisler sistemli bir sekilde HIE alinmamast. 14
HIE’de saglikli bir planlama yapilmamasi 10
HIE kurslaryla ilgili yeterli bilgilendirme yapilmamasi 4

Bu temada “Kurs merkezlerinin iyi belirlenmiyor.” ifadesi (f=31) en ¢ok
tekrarlanan goriis olmustur. "HIE kurs sayisi yetersizdir ” (f=23) en ¢ok tekrar-

lanan ikinci ifade olmustur. Bu temaya iliskin bazi miifettis goriisleri su sekilde
ifade edilmistir:

“Bir kurs diizenleniyor bilmem nerede, gitmek gelmek sorun, farkl bir ilde hatta
farkd bir bolgede yapildigr oluyor bazen boyle. Yetersiz merkezlerde, uzak yerlerde
kurslar diizenlenebiliyor, baska yerlerde yapilsa yani daha mantikly (M31). HIE ler
yeterli sayida degil, cok az kurs diizenleniyor yeterli degil (M91). Bir iki tane kurs
actlyor agtlirsa o da ¢itkmuyor zaten (MS55). Neye gore seciliyor belli degil bazi kurs-
lara basvuruyorsun ¢ikmuyor, bazi kisiler siirekli HIE kurslaninda, hep aym kisilere
ctktigr oluyor (M33). Islerin en yogun oldugu zamanlara koyabiliyorlar yani uygun
olmuyorsun (M2). Siirekli ve sistemli bir HIE yok maalesef. bir gidiyorsun 3-4 sene
arayan soran olmuyor, bir siireklilik olmal: (M8). Iyi bir planlama yok, nerde ne
zaman nasu yaptlacagi konusunda biraz giinii birlik yapilyyor bu igler (M3). Cok
onceden yapimast lazim ama ne verilecek HIE ve alacak kisilerin ve diger seylerin
planlamast yapumuyor (M48). Yeterli bilgilendirme yok, kursun icerigi nedir, kimler
basvurmali, haberimiz olmuyor, ya da yapildiktan sonra oluyor (M1).

Tablo 10’da maarif miifettislerinin HIE siirecinin isleyisine iliskin karsilas-

tiklar sorunlara iligkin goriisleri frekansi en yiiksek olandan en diisiik olana dog-
ru siralanmustir.

Tablo 10
Maarif miifettiglerinin HIE Siirecinin Isleyisine Iliskin Karsilastiklar: Sorunlar

Alt temalar f
HIE 6gretim gorevlisi nicelik/nitelik olarak yeterli olmamasi 23
Miifettisler kurslara istekli katilmamasi 12

HIE kurslarmin siiresi yeterli olmamast
HIE verilen egitimler teorik kalmamasi

HIE etkinlikleri verimli gegmemesi 5
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Bu temada “HIE 6gretim gorevlisi nicelik/nitelik olarak yeterli degildir.
(f=23) en ¢ok tekrarlanan goriis olmustur.” Miifettisler kurslara zorunluluktan
katilmaktadir.” (f=12) en cok tekrarlanan ikinci ifade olmustur. Bu temaya ilis-
kin baz1 miifettigler goriislerini su sekilde ifade etmislerdir:

“Kursu veriyor kisi ama ne kadar yeterli buna bakilmiyor, alaminda ¢okta yeter-
li degil veya sayt yetersiz bir kursu 3-4 uzman verebilir (M5). Adr akademisyen
konuyla ilgisi yok bambaska geyler anlatiyor (M23). Yetiskinlere yonelik egitim
konusunda yetersiz dgretim gorevlileri gelebiliyor ya da tecriibesi olmayan (M54).
Zorunlu olarak yaziyorlar kursa gitmek zorundasin (M56). Yasak savma amaciyla
gidiyoruz (M95). Odenekler yetersiz HIE kurslarnina katilmak maddi olarak kiilfetli
olabiliyor (M99). Kurs yapiliyor giizel bir konu gidiyorsun siiresi yetersiz geliyor, is-
tenilen seyleri 6grenemeden veya hedefine ulagamadan siiresi doluyor (M93). Egi-
tim veriliyor ama uygulamadan kopuk, uygulamaya yonelik veya direk uygulamal
egitimler verilmeli (M13). Verimli olmuyor bir konu hakkinda egitime gidiyorsun
bakiyorsun konuyla ilgili ne 6grenmigim cevabi tatmin edici degil (M58).

Tablo 11°de maarif miifettiglerinin HIE ¢alismalarinin degerlendirilmesine
iliskin karsilastiklar1 sorunlara iliskin goriisleri frekansi en yiiksek olandan en
dustk olana dogru siralanmistir.

Tablo 11

Maarif Miifettislerinin HIE Cahsmalarnnin Degerlendirilmesine Iliskin
Kargsilastiklar Sorunlar

Alt temalar f

HIE faaliyetlerine yonelik ciddi bir degerlendirme yapilmamasi 19
HIE’nin mesleki kariyere yonelik bir yararimin olmamasi 15
HiE’nin mesleki gelisime katkisinin olmamasi 12

Bu temada “HIE faaliyetlerine yonelik ciddi bir degerlendirme yapilma-
maktadir” (f=19) en ¢ok tekrarlanan ifade olmustur. Bu temaya iliskin miifet-
tisleri goriisleri sunlardir.

Ciddi bir degerlendirme yok bir sinav yapilmiyor, hedeflere ulasiima derecesi sap-
tanmiyor, bunlar bir sistemde tutulmuyor (M5). Biz bunu yaptik ama sonug ne, ne
kadar faydalr oldu, istedigimizi basarabildik mi buna bakilmiyor kurslarda (M6).
Alinan HIE lerin bir degerlendirilmesi olur da ona gore ilerleme yiikselme uzman-
lasma tamam ama 6yle bir sey yok (M79). Isinde daha iyi olmuyorsun kurs aldim
diye bir yarart yok ki bir gelisim saglamiyor (M84).

Tablo 12’de maarif miifettiglerinin HIE ihtiyaclarinin karsilanmasima iliskin
kargilagtiklart sorunlar gorisleri frekansi en yiiksek olandan en diisiik olana dog-
ru siralanmigtir.
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Tablo 12

Maarif Miifettislerinin HIE Ihtiyaclannin Karsilanmasina Iliskin Karsilastiklarn
Sorunlar

Alt temalar f

HIE faaliyetleri amacina uygun olarak yapilmamasi 30
MEB’in HiE konusundaki ¢aligmalarinin yetersiz olmasi 27
Miifettisler ihtiyac duyduklari kurslara katilamamasi 15
Kurslarin miifettislerin ihtiyaclarina cevap verememesi 14

Bu temada “HIE faaliyetleri amacina uygun olarak yapilmamaktadir.”
(f=30) en cok tekrarlanan goriis olmustur. “MEB’in HIE konusundaki calisma-
lar1 yetersizdir” (f=27) en ¢ok tekrarlanan ikinci ifade olmustur. Bu temaya ilis-
kin olarak bazi miifettisler goriislerini su sekilde ifade etmislerdir:

“Hizmet i¢i egitime iliskin ¢alismalarm amacindan sapmug oldugunu diigiiniiyo-

rum, artik gidenler tatil amacwyla gidiyor, ciddi bir kurs yok, kurumun ihtiyagla-

. miifettislerin ihtiyaglart karsilannus karsilanmamis bunu diistinen yok (M20).

Bana gore hizmet ici egitim ¢alismalart ihtiyact karsilanmuyor yapilan kurslarda

herhangi bir kigisel ve mesleki gelisimin goz oniinde tutulmadigim diisiiniiyorum

(M9). MEB bu konuyu tamamen goz ardy etmis durumda, miifettislerin HIE gibi

bir derdi yok yani (M29). Bir ¢calisma yapilmuyor ciddi anlamda iist birimlerden ge-

len bir ey yok (M41). Kendimizi geligtirmek icin istedigimiz kurslar var ya o kurslar

aclmiyor, ya kontenjana giremiyoruz segilemiyoruz, istedigimiz kursu alamiyoruz

(M77). Teknolojik gelismeler var, yonetim alaninda denetim alaminda aragtrmalar

var, diinya siirekli gelisiyor degisiyor buna ayak uydurmak gerekiyor bu yondeki tek-

nolojik gelismelere ve digerlerine uyum icin cok ihtiyac var HIE ama bu alanlarda

ihtiyact karsilamuyor (54).

Tartisma, Sonuc ve Oneriler

Aragtirmanin nicel bulgularina gére maarif miifettisleri HIE’nin degerlendi-
rilmesine iligkin goriislere “Az” katilmaktadir. Alt boyutlar incelendiginde maarif
miifettigleri HIE siirecinin igleyisine boyutundaki goriislere “orta” diizeyde HIE
ihtiyaclariin saptanmasi, HIE’nin planlanmasi, HIE galismalarinin degerlendi-
rilmesi ve HIE ihtiyacim karsilanmasina iliskin goriislere ise “Az” katilmaktadur.

Maarif miifettislerinin HIED 6lceginde en yiiksek diizeyde katildiklari go-
riiglerin “orta” diizeyde oldugu goriilmiistiir. Maarif miifettislerinin HIED 6l-
ceginde en diisiik diizeyde katildiklari boyut HIE ihtiyaclarinin karsilanmasi
boyutudur. Maarif miifettigleri bu boyuttaki goriislere “Az” katilmaktadir. Bu
boyutta maarif mifettiglerinin en az katildiklar1 goriisler “Miifettigler istedikle-
rinde rahatlikla Bakanliktan HIE alabilmektedir, Miifettisler istediklerinde HIE
kurslaria katilabilmektedirler, MEB miifettislere ihtiya¢ duyduklari her alanda
HIE destegi vermektedir” olmustur.
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Arastirmanin nitel boyutunda tespit edilen ve en fazla frekansa sahip sorun-
lar arasinda su ifadeler yer almaktadir: “Kurs merkezleri iyi belirlenmemektedir
(f=31), HIE faaliyetleri amacina uygun olarak yapilmamaktadir (f=30), MEB’in
HIE konusundaki galigmalari yetersizdir (f=27), HIE kurs sayis1 yetersizdir
(f=23), miifettiglerin ihtiyaglar1 ve goriisleri yeterince dikkate alinmamaktadir
(f=21). Arastirmanin nitel bulgular1 nicel bulgular1 desteklemektedir ve onlar1
¢oziimlemede yardimci olmaktadir.

Maarif miifettisleri HIE ihtiyaclarinin saptanmasina iliskin goriislere “az”
katilmaktadir. Maarif miifettisleri kendilerine yonelik “HIE ihtiyaclarmin sap-
tanmadig1” goriisiindedir. Nitel verilerden elde edilen bulgularda da bu boyutta
“miifettiglerin ihtiyac duyduklart HIE konularinin saptanmadig, ihtiyac analizi
yapilmadigy, ilgisiz konular belirlendigi, kurs ¢esitliligin az oldugu ortaya ¢ikmak-
tadir. Thtiyaglarimin karsilanmadigi bir program maarif miifettisleri icin zaman
kaybi olarak goriilebilir ve bu yiizden yapilan faaliyetlere katilma motivasyonla-
r1 digebilir. Sahin, Cek ve Zeytin (2011) tarafindan yapilan arastirmada egitim
miifettislerinin %11.53" 1 hizmet ici egitim kurslarini yeterli bulurken, %87.4’u
yetersiz bulmaktadir. Arastirmacilara gore ilkdgretim miufettiglerinin %25°1 hiz-
met i¢i egitim calismalarinin yetersizlik nedenini “egitimcilerinin mesleki yeter-
sizliklerine; %?21.15’1 ihtiya¢ analizi yapilmamasina; %11.53’d hizmet ici egitim
sayisinin yetersiz olmasina baglamaktadir. Yalginkaya, Giilenaz, Ergiil ve Ash
(2011) tarafindan egitim mifettislerinin hizmet i¢i egitim ihtiyaclarinin belirlen-
mesine yonelik yapilan arastirmada “On inceleme/inceleme/sorusturma yapma”
alt boyutundaki hizmet ici egitim ihtiyaci en yiiksek ¢ikmig, bunu “rehberlik yap-
ma/arastirma-gelistirme” boyutlar1 takip etmekte, “teftis slirecini yonetme” alt
boyutunun 6nemsenme diizeyinin ise en az oldugu belirlenmistir.

Maarif miifettiglerinin HIEnin planlanmasi boyutundaki goriislere “Az”
dizeyde katildiklar1 goriilmektedir. Bu konu ile ilgili olarak arastirmanin nitel
boliimiinde “Kurs merkezleri iyi belirlenmemektedir (f=31)” ifadesi en ¢ok tek-
rar edilen ifade olarak ortaya ctkmaktadir. “HIE kurs sayisinin yetersiz olmast,
katihmeilarin se¢imi, HIE zamanlamasi, sistemli bir HIE uygulanmamasi” ni-
tel verilerden elde edilen bulgulara gore diger sorunlar olarak goze carpmak-
tadir. Bu bulgular yapilan hizmet ici egitim calismalarinin planlanmasinda var
olan uygulamadaki somut durumun ve personel ihtiyaclarinin yeterince dikkate
almmadigini gostermektedir. Bu durumda gerekli alanlarda hizmet ici egitimler
verilmedigi ve verilen hizmet ici egitimlerin de ihtiyaca gore diizenlenmedigi-
ni gostermektedir. Bu durum ancak kaynaklarin israfi ve kaynaklarin etkili bir
sekilde kullanilamadigini gosterebilir. Sahin, Cek ve Zeytin (2011) tarafindan
yapilan arastirmada miifettislerin 6nemli bir cogunlugu hizmet ici egitim kurs-
larinin amacina ulagmadigini (%87) belirtmislerdir. Arslantag ve Ozkan (2013)
tarafindan yapilan arastirmada HIE katiimda objektif bir secim olmadigi, MEB
HIE’de yeterli calismalar1 yapmadigi, miifettiglerin egitim ihtiyaclarini kisisel ¢a-
balariyla sagladiklari, HIE yetersiz oldugu bulgularina ulasilmustir.
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Maarif miifettisleri HIE siirecinin isleyisi boyutunda goriislere “orta dii-
zeyde” katildiklarimi ifade etmekle birlikte. HIE siirecinin isleyisi boyutunda
“HIE’de katiimcilarmn 6zellikleri dikkate alinmaktadir” ifadesi maarif miifettis-
lerinin “Az” katildiklar bir ifade olarak belirlenmistir. Nitel verilerden elde edi-
len bulgularda 6gretim gorevlilerin nitelik/nicelik olarak yetersiz olmasi (f=23)
bir sorun olarak sik¢a tekrarlanmigtir. Miifettiglerin isteksizligi, egitim siirelerinin
yetersiz olmasi, egitimlerin teorik kalmasi diger sorunlar olarak goriilmektedir.
Ozdemir ve Memis (2011) egitim miifettis yardimciligi kursunun etkililigine dair
yaptiklari arastirmada katilimcilar, kurs programinin amacina uygun olmadigini,
stiresinin uzun oldugunu, igeriginin yeterince giincel olmadigini, dokiimanlarla
daha fazla desteklenmesi gerektigini, egitim gorevlilerinin se¢iminde gereken
0zenin gosterilmedigini belirtmislerdir.

Maarif miifettislerinin HIE calismalarmin degerlendirilmesi boyutundaki
goriigslere “Az” diizeyde katildiklar1 goriilmektedir. Nitel verilerden elde edilen
bulgularda HIE faaliyetlerine yonelik ciddi bir degerlendirme yapilmamaktadir
(f=19) en cok tekrar edilen ifade olarak ortaya ¢cikmaktadir. HIE’nin mesleki
kariyere ve mesleki gelisime katkist olmamasi ise diger sorunlar olarak ortaya
cikmaktadir. HIE calismalarimin degerlendirilmesi, yapilan HIE calismalarinin
amaca hizmet edip etmedigini, belirlemek, istenilen bilgi, beceri ve tutumlar ge-
listirmek amaciyla harcanan zaman, emek ve para karsiliginin hem kurum hem
de katihmci bazinda belirli yararlar saglayip saglamadiginin belirlenmesi agisin-
dan 0nemlidir. Calismalarin istenilen yararlari saglayip saglamadigi calismalarin
degerlendirme asamasinda ortaya cikacaktir. Yapilan her HIE calismasi sonu-
cunda yapilacak degerlendirme ile HIE galismalarinin ne diizeyde basarih oldu-
gunun (etkililik ve verimlilik) saptanmasi ve eksiklerin tamamlanarak daha etkili
bir HIE ¢alismasimin yapilmasi icin biiyiik 6nem tagimaktadir. Degerlendirilme-
si yapilamayan bir HIE calismasinin basarisi rastlantisaldir. HIE calismalarinin
yeterince basarili olmadigim diisiinen kursiyerler sonraki HIE calismalarina ka-
tilmada isteksiz olabilmektedir. HIE calismalarina istekle gidebilmeleri bu calis-
malarin saglayacagina inandiklari bagarinin derecesine baghdir.

Maarif miifettiglerinin HIE ihtiyaclarinin giderilmesi boyutundaki goriislere
“az” katilmasi, bu calismalarin basarilarina ne derece katki saglayacagina olan
inanglarma baghdir. Bu durum, onlarin HIE calismalarina katilim ve katki sag-
lama konusunda isteksizlik yaratabilir. Nitel verilerden elde edilen bulgularda
“HIE faaliyetleri amacina uygun olarak yapilmamaktadir (f=30)” en ¢ok tekrar
edilen ifadedir. MEB’in HIE konularinda ¢alismalar yetersiz olmasi, miifettisle-
rin ihtiya¢ duyduklari kurslara katilamamasi, kurslarin mifettiglerin ihtiyacina
cevap vermemesi diger sorunlar olarak ifade edilmektedir.

Miifettiglere yonelik hizmet i¢i egitim calismalarina dair yapilan aragtirma-
larda MEB’in hizmet ici egitim kurslarinda miifettislerin oncelikli ihtiyaclarinin
dikkate almadigi, hizmet ici egitimin miifettislerin gelisimine yeteri kadar kat-
kida bulunmadigi, miifettiglerin ¢ogunun uzun siiredir hizmet ici egitim kursu
almadig1 belirlenmistir (MEB, 2006; Kayikg1, 2011; Arslantas & Ozkan, 2013).
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Dogan ve Dur (2011) tarafindan yapilan arastirmada miifettis yardimcilari, ka-
tildiklar1 hizmet ici egitim faaliyetlerini “Orta” ve “Diigiik” diizeyler arasinda
olumlu bulduklar1 ortaya konulmustur.

Arastirmada 56 yas ve iistii maarif mufettiglerinin goriisleri diger yas gurup-
larma gore farklilagmaktadir. Bu yas grubundaki maarif miifettiglerinin sosyal-
lesme stirecinde tecriibeli olmalar1 gelisim ihtiyaglarini digerlerine gore daha az
hissettikleri ve meslekte ilerleme konusunda daha az beklentiye sahip olduklar1
varsayimindan hareketle kendilerini daha yeterli gordiikleri sdylenebilir. Egitim
yonetimi ve denetimi lisans mezunu maarif miifettigleri diger mezuniyet grubun-
daki maarif miifettislerine gore daha etkili bir planlama beklentisinde olduklar:
sOylenebilir. Egitim yOnetimi lisans mezunu maarif miifettiglerinin goriislerinin
lisans tamamlama mezunu maarif miifettislerine gore daha diisiik olmasinda on-
larm aldiklar1 egitimden dolay: yonetsel siireclere bakig acisindan kaynaklaniyor
olabilir.

Ozellikle Avrupa iilkeleri ve Amerika’da yoneticiler ve miifettiglerin lisan-
stistii egitim almig olmak zorundadir. Bu iilkelerde her 5 yilda bir kez yonetici-
lerin ve miifettislerin liderlik kurslarina katilma ve basarili olma yoluyla kisisel
gelisimlerini devam ettirmeleri gerekmektedir (Balci, 2007; Akin, 2012; Kayikci
& Ercan, 2013; Bureau of Labor Statistics, 2013). Tiirkiye’de uzmanlik gerekti-
ren miifettislik gorevini yapan maarif miifettislerinin lisansiistii egitim imkanlari
kisithidir. Boyle bir ortamda maarif miifettislerinin kisisel gelisimlerini saglama-
larina ve onlar1 rehberlik yaptiklar1 6gretmen ve yoneticilere oranla yeterli bir
duruma gelebilmeleri icin HIE calismalari en 6nemli ara¢ durumundadir. Ogret-
menleri rehberlik ve is baginda yetistirme gorevi bulunan maarif mifettislerinin
kendilerini gelistirebilmeleri icin ihtiyag duydugu HIE ihtiyacinin aksatilmadan
ve onlarin ihtiya¢ duyduklari alanlara yonelik planlanmasi denetim sisteminin
etkili isleyisi icin vazgecilmez bir ihtiyactir.

Egitim sisteminin ve 6gretmenlerin gelistirilmesinde dnemli bir igleve sa-
hip olan miifettiglerin yetistirilmesinde HIE calismalarina daha fazla yer veril-
melidir. HIE programlarinin olusturulmasinda miifettislerin ihtiyaglar1 dikkate
alinmali, kurumun ve miifettiglerin ihtiyaglarina yonelik analiz ¢caligmalar1 yapil-
malidir. HIE calismalarinin zamanlamasi ve kurs merkezleri miifettislere uygun
bir sekilde belirlenmeli ve diizenlenmelidir. HIE sayis1 ve cesitliligi artirilmali ve
miifettigler sistemli bir sekilde hizmet ici egitime alinmalidir.

Arastirmanin bulgulari, Tirkiye’de maarif mifettislerinin, mesleki ve kisisel
gelisim i¢in ihtiyac duyduklari hizmet i¢i egitim ¢aligmalarindan yeterince yarar-
lanamadiklarini veya ihtiyaclarini giderecek diizeyde bir hizmet i¢i egitim alama-
diklarin1 gostermektedir. HIE calismalarinin etkililigi acistndan HIE mekanlarin
nasil olmasi gerektigi ve egitimde kullanilacak tekniklerin neler olmasi gerektigi
konusunda arastirmalar yapilabilir.
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