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Being a Woman School Principal in Turkey

Tiirkiye’de Kadin Okul Miidiirii Olmak
Ozge Oztekin Bayir!, Ayse Dénmez?
Abstract

The purpose of this study is to examine how women school principals make sense of being a prin-
cipal. Towards achieving this purpose, phenomenological approach was used. The study group
consisted of 10 female school principals selected through maximum variation sampling which is a
purposeful sampling method. The data was collected through a semi-structured interview form de-
signed to reveal how participants make sense of being a school principal as woman. The interview
form consisted of 21 open-ended questions. Phenomenological data analysis is used to understand
how female school principals make sense of becoming a principal. The participants’ statements
regarding their experience as female school principals are grouped under four (4) themes. These
themes are as follows: (1) choosing to become a teacher, (2) choosing to become a principal, (3)
difference in approach of female principals in school management, (4) challenges faced by women
in school management in a male-dominated career area.
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Oz

Bu calismada kadin okul miidiirlerinin “midiir olmay1” nasil anlamlandirdig1 incelenmistir. Calig-
manin amaci dogrultusunda nitel arastirma desenlerinden fenomonolojik yaklasim kullanilmustir.
Caligma grubunu amacli 6rnekleme yontemlerinden maksimum ¢esitlilik 6rneklemesi ile belirle-
nen 10 kadin okul midirii olusturmaktadir. Veriler katilimcilarin bir kadin olarak okul miidiir
olmay1 nasil anlamlandirdiklarini ortaya ¢ikarmak amaciyla hazirlanan yari yapilandirilmis goriis-
me formuyla elde edilmistir. Goriisme formu toplam 21 agik uglu sorudan olugmaktadir. Caligma
siirecinde elde edilen verilerin analizinde, kadin okul miidiirlerinin ‘miidiir olmayr’ nasil anlam-
landirdiklarini ortaya cikarmak igin fenomenolojik analiz kullanilmistir. Caligmaya katilan kadin
miidirlerinin miidiir olma deneyimlerine iligkin belirttikleri ifadeler (1) 6gretmen olmayi secme,
(2) mudiir olmayi segme, (3) okul yonetiminde kadin farki, (4) erkek egemen bir alan olarak okul
yonetiminde kadin olmanin zorluklar1 olmak tizere dort (4) tema altinda toplanmuistir.
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English Version

Introduction

School management in Turkey is a male dominated career area; school
management is considered as a men’s profession contrary to teaching, which is
perceived as a women’s profession. Despite the common view that “school man-
agement is essentially based upon teaching profession (mainly a teaching based
profession),” the number of women in management positions is low (Celikten,
2004). Particular topics such as women as principals and their roles in school
management have recently gained importance; a noteworthy fact is that Turkey
is listed among the countries with a high number of female teachers and a low
number of women in school management (Can, 2010). Considering that women
have struggled to take equal status in business life and despite the changes in the
historically female-dominated career areas, there has long been a question mark
over the factors underlying the low number of women in top management posi-
tions. While there are a remarkably high number of female principals in countries
such as Korea, China and Singapore (Kim & Kim 2005; Morris, Tin & Coleman,
1999; Su, Adams & Miniberg, 2000), the situation prevailed in the countries such
as Turkey and Pakistan (Celikten, 2004; Kirk, 2004). Throughout history, men
and women from all different levels of society have worked in collaboration in all
stages of life; however, women’s contributions have not been equally recognized
as they deserved and women’s position has been kept steadily low. While lower
professional positions have been thought to be respectively more common for
women, recruitment and promotion conditions for women have been particularly
a challenge in professions of higher power, prestige and status like management
positions (Bayrak & Mohan, 2001). Given the fact that women are faced various
barriers in reaching top level positions in our country due to the prevailing tra-
ditional mindset suggesting that women should be assigned positions eligible for
their easy-going, obedient and manageable nature while men should take part
in executive positions that require decision-making skills, it is of significance to
address the concept of “glass ceiling” (Wirth, 2001) which refers to the invisible
barriers caused by organizational biases and stereotypes and preventing women
from taking part in top management positions.

The “glass ceiling effect” which also emphasizes the uncertainty of problems
encountered (Aycan, 2004) can be addressed as the factors preventing women
from reaching top ranks of management (Lockwood, 2004; Ogiit, 2006). There
are several factors in the literature that are considered to cause the glass ceil-
ing effect. The factors are listed as follows by the related studies performed: (i)
stereotypical judgments, (ii) lack of mentors; (iif) communication network defi-
ciencies, (iv) deficiencies in corporate practices, (v) discrimination; (vi) family
problems, (vii) working as an employee (viii) inadequate trainer’s training, (viiii)
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lack of opportunity for career development, (x) inadequate training opportuni-
ties, (xi) implementation of different standards for performance assessment, (xii)
biases in assessment systems (Anafarta, Sarvan & Yapici, 2008; Cai & Kleiner,
1999; Dreher, 2003). Aycan (2004) suggests that the glass ceiling encountered by
women at workplace manifests itself in three aspects (i) barriers imposed by male
superintendents (men’s ambition to hold the power and their biased perception
that women are less capable in certain roles) (ii) barriers imposed by female su-
perintendents, (iii) self-imposed barriers (business-family conflicts, lack of self-
confidence, indecisiveness, attitudes towards gender roles). Marvin and Bryans
(1999) suggested that the barriers preventing women from reaching educational
management roles are that (/) inadequate number of women apply for manage-
ment positions, (i) women find management positions unappealing, (iii) educa-
tional management roles are male-dominated, (iv) such positions are perceived
as men’s roles (v) women appointed to management positions give up quickly;
while, in another study, the barriers to women’s assuming school management
roles are listed as follows: (i) women’s unwillingness to become a school princi-
pal, (ii) male candidates being primarily considered for management positions,
(¢if) female principals failing to allocate adequate time for managerial tasks (iv)
unsuitable social structure (Tahtalioglu, 2016). Whereas, in another study, the
reasons for top management positions where women are underrepresented are
listed as follows (Griffin, 1993, p.579, as cited by Kocacik & Gokkaya, 2005):
(i) In pursuit of a balance between the roles in family and business life, women
eventually find themselves unable to allocate time for management, (ii) With-
out management and engineering skills, women lose eligibility for management
positions, (iii) Successful women prefer to establish their own businesses rather
than working as employees at organizations, (iv) Marriage and children prevent
women from management positions.

A literature review reveals that most of the studies performed in Turkey ad-
dress the challenges faced by female superintendents. The findings of the study
carried out by Saglam and Bostanci (2012) suggest that the patriarchal mindset
is a barrier to women’s filling managerial positions, and certain arrangements
are needed to change the perception as to women’s roles. Factors such as family
responsibilities, work-family conflicts and the queen bee syndrome (Besler &
Orug, 2010; Oriici, Kilig & Kilig, 2007); manifestation of the patriarchal social
structure at the workplace (Demiriz & Yasar, 2009); exposure to psychological
abuse in business life, gender-based segregation, fear of success and loneliness
(Negiz & Yemen, 2011) also stand as barriers to career advancement of female
school principals.

Although most of the studies performed by holding interviews with female
teachers and school principals address the barriers to women’s filling manage-
rial positions, there are also studies covering an in-depth examination of female
principals’ roles from different aspects. Styles of leadership pertaining to female
and male superintendents are among the different aspects addressed in some
of the studies. The findings of the study performed by Durrah (2009) on styles
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of leadership suggest that styles of leadership vary between female and male
superintendents. For instance, male principals are defined as individuals who do
not fear taking risks, while female principals are mentioned as sincere leaders
forming team spirit. Additionally, another study suggests that schools managed
by female principals yield higher academic achievement and offer higher quality
in learning and better teacher performance than those managed by male princi-
pals (Growe & Montgomery, 2003). Other considerations stated by various re-
searchers are that female principals adopt a democratic style of leadership based
on collaboration; they spend less time to create and implement changes; they
have the tendency to solve the problems related to education and curriculum
(Fennell, 1999; Marshall, 1995; Oplatka, 2003; Shakeshaft, 1989). Whereas, the
study by Kawana (2004) suggests that female principals’ engaged, organized and
relationship-oriented nature makes them more effective than their male coun-
terparts. Similarly, Adams and Hambright (2004) revealed that female principals
are respectively more supportive, sensitive, empathetic, creative and innovative;
and Wickham (2007) suggested that the democratic style of leadership employed
by female principals boosts job satisfaction of employees. Arikan (2003), on the
other hand, suggested that there is no significant difference between leadership
styles of male and female superintendents.

In addition to styles of leadership, managerial experience and career plans
of male and female principals are also addressed in previous studies. It has been
revealed by a study that women tend to postpone their managerial career plans
due to the family responsibilities they assume while men can invest in themselves
and attain managerial advancement in younger ages; that they often talk about
their retirement plans than long-term career plans; and that they are more likely
to describe their individual style of leadership by using terms such as interper-
sonal relationships and teaching more often than terms such as coaching and
mentoring (Eckman, 2004). Apart from the foregoing, the study performed by
Ruhl-Smith, Shen and Cooley (1999) examines for which reasons principals
choose school management as their career plan and for which reasons they may
quit their job. The findings reveal that female principals choose this career plan
mainly for colleague solidarity and job satisfaction as compared to male princi-
pals. On the other hand, it is observed that male principals, unlike their female
counterparts, are more likely to quit their job due to managerial problems and
issues related to students.

It is evidenced by a literature review that female colleagues are not pro-
vided with adequate collaborative support in terms of school management and
development of methods and strategies, and the related studies do not include a
multifaceted review on professional experience of female principals. The percep-
tion of senior management professions as a “man job” (Streitmatter 1999) is that
women find it difficult to find a place in management. Therefore, it was aimed
to draw attention to the female school principals in the Turkish education sys-
tem and to address the problems they face at work in many ways. Depending on
these, the study underlines the issue of female school principals, and approaches
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school management as a “women’s profession”. In this context, the study ad-
dresses how female principals interpret “being a principal”.

Method

Qualitative research methods and techniques were used as a research pat-
tern in the analysis of data. Qualitative research is a process of inquiry that starts
from assumptions, a world view, and the probable use of a theoretical paradigm,
and employs specific methodological traditions to identify and explain a social
or personal problem (Creswell, 2007). Qualitative research itself develops into
numerous conceptual models. Phenomenological approach is used as a qualitative
research design in this study which is aimed, in line with its purpose, to address
how “being a principal” is interpreted by female principals. Phenomenological
approach, which focuses on real life experiences, concentrates on how we inter-
pret the world and brings together the phenomena we experience to develop a
world view while presenting an analysis of how people describe their experiences
and how they experience them by using their senses (Husserl, 2012). Thus, de-
scribing the underlying structure of phenomena, the approach allows us to de-
velop a profound and extensive understanding of such phenomena. In this con-
text, the study aims to discover how female principals interpret their experiences
associated with “being a principal”.

Study Group

The study group includes 10 women principals selected by using cpnve-
nience maximum variation sampling, which are among the purposeful sampling
methods. The purpose of maximum variation sampling is to create a relatively
small sample group, to reflect to the utmost extent the diversity of individuals
who will take part in the study group, and to address different aspects of the
problem depending on variation (Yildirim & Simsek, 2008). While determin-
ing the participants, the variables such as professional experience, professional
experience as a principal, age and the type of school in which they work are the
variables that provide maximum diversity. The mean age of the principals were
40, ranged from 31 to 50. Eight of them were married while two of them single.
The mean experience n teaching was 13,7 years while experience in principalship
was 2,6 years. Three of the principals had 10 years, one 8 years, one 4 years, one
2 years, two 1 year and one less than 1 year. Seven principals had bacherlor’s and
three had master’s degree. Four were in primary, three in middle, one in high
school, one in vocational high school and one in preschool principal. A brief
information about the participants is presented in Table 1.
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Table 1
Participants in the study group

Marital  Experience  Experience in Highest

Age Status in Teaching  Principalship Academic Degree School Type
P1 41 Married 19 years 8 years Bachelor’s Kindergarten
P2 47 Married 23 years 7 months Bachelor’s Voc. Tech. High Sch.
P3 50 Married 27 years 10 years Master’s Middle School
P4 31 Single 8 years 2 years Master’s Middle School
P5 36 Married 16 years N/A Bachelor’s Anatolian High School
P6 37 Married 16 years 4 years Master’s Primary School
P7 39 Married 18 years 1 year Bachelor’s Primary School
P8 31 Single 9 years 1 year Bachelor’s Middle School
P9 40 Married 17 years 10 years Bachelor’s Primary School
P10 49 Married 32 years 10 years Bachelor’s Primary School

Data Collection

The data was collected through semi-structured interview form which was
prepared by researchers in order to reveal how female participants interpreted
being a principal. The researchers developed the interview form by creating a
question pool through a literature review and group work. Following this step,
the interview form was created by selecting questions from the pool in line with
the purpose of the research. Later, the forms sent to experts 5 in the field, im-
provements were made based on their suggestions. Pilot interviews were held
with three (3) principals to test the comprehensibility of the items in the semi-
structured interview form. Following the interviews, the interview form was given
its final form by revising some of the questions, omitting ambiguous ones and
replacing them by new ones. The interview form consists of 21 open-ended ques-
tions in total.

Process

Following written permissions from the Ministry of Education, semi-struc-
tured qualitative interviews were held with 10 principals selected on a volun-
tary basis in various schools. Prior to the interviews, the participants were in-
formed about the purpose of the study; additional questions were directed to
the participants when required in order to ensure the participants understand
the questions correctly. The interviews were held for about 45 minutes and were
recorded via a voice recorder. Later, the recorded interviews with the principals
were verbatim transcribed. Phenomenological analysis was used to reveal how fe-
male school principals understand their experiences for “being a principal”. The
main purpose of phenomenological analysis is to reach participants’ conscious
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experiences, meaning, structure and essence of those experiences. In order to
realize this purpose, significant statements are brought together to describe and
meaningful in explaining female principals’ experiences (Christensen, Johnson &
Turner, 2015). Descriptive analysis methods were also employed in the process of
analysis. Once the experiences were extracted from the data, a list of meaningful
statements was constructed. Meanings were determined as a result of iterative
reading and re-reading until reaching empathetically to their meanings. Next,
the formulated meaning statements were organized into clusters or themes. Fi-
nally, a description of phenomenological structure was reached by integrating
the statements and their meanings.

Validity and Reliability

A number of measures were implemented to increase validity and reliability
of this study. In order to ensure internal validity of the study: (i) the interview
form was developed to create a conceptual framework through a relevant litera-
ture review; the interviews were followed by a transcription of the interviewees’
statements, (ii) the questions directed to the participants in the semi-structured
interview form and the opinions reported were taken into consideration as a
whole; the main themes were created accordingly. In order to ensure external
validity of the study, the methodology section of the study included an exhaustive
description of the pattern, the participants, the data collection tool, and pro-
cesses applied in the analysis and interpretation of the data (Yildirim & Simsek,
2008) indicated that a significant criterion of validity in qualitative researches is
to provide a detailed report of the collected data and the researcher’s explana-
tion as to how the findings were obtained. Two researchers separately coded the
data. After that, a group of six researchers examined coding and themes in order
to ensure reliability.

In order to ensure internal validity of the study: (i) Initially, the findings
related to the analysis of data were directly provided without comments and this
formed the basis for subsequent comments and notes, (ii) the themes were de-
termined by taking the conceptual framework as the basis in the analysis of data.
In order to ensure external validity of the study, (i) the researchers presented a
specific description of the procedures carried out within the process, (ii) the raw
data and the analyses are kept by the researchers for a possible future confirma-
tion.

Findings

The study examined how female principals interpreted being a principal.
This part includes findings obtained from the analysis of the interview held with
the participants. The participants’ statements regarding their experience as fe-
male school principals are grouped under four (4) themes. These themes are as
follows: (1) choosing to become a teacher, (2) choosing to become a principal, (3)
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difference in approach of female principals in school management, (4) challenges
faced by women in school management as a male-dominated career area.

Reasons to Choose to Become a Teacher

The participants’ reasons to choose to become a teacher are grouped un-
der the themes of (i) internal reasons and (ii) external reasons, and presented
in Table 2. The Table reveals that the internal reasons are the most commonly
reported sub-theme.

Table 2
Reasons for Female Principals to Choose to Become Teachers

Theme Sub-theme Code

Modeling

Internal reasons  Love for kids
Reasons to choose to

Personal interest/ childhood dream
become a teacher

Enrolling in the program upon placement test
External reasons )
Personal guidance

The findings related to the sub-themes and codes for the theme of choosing
to become a teacher can be summarized as follows:

Internal Reasons: This sub-theme consists of 3 codes in total. The most
commonly reported reasons in choosing to become a teacher under this sub-
theme are internal reasons. The codes forming this sub-theme are (i) modeling,
(ii) love for kids and (iii) personal interest/ childhood dream.

Modeling: Female principals who participated at the interview reported that
they modeled their parents and teachers. Examples of modeling are quoted as
follows:

“Yes, I started my career as a teacher. Because this is a family profession for
us. My mother is a teacher and I am a math teacher. I love math, I took my
first math classes from my mother. ” (P2)

1 was born and raised in a rural area. We were primary school students.
There was no role model for us, like a province or district governor for ex-
ample, we had only our teacher to model. We modeled our teacher, her life
and ideals as well as her support for people. This is probably the reason why
we dreamed of becoming a teacher when we were kids. ” (P4)

“When I was a secondary school student, I loved my math teacher. She was
enthusiastically advising me to become a teacher... My parents were civil
servants, so I did not feel unfamiliar with teaching profession and became a
math teacher. If I may say so, I am in love with math.” (P7)

Love for kids: Female principals reported that their decision to choose teach-
ing as a profession was based on their affectionate nature and love for kids:
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“I made up my mind during my high school years... And I love children, so
that’s the story of how I chose to become a teacher.” (P3)

Personal interest/ childhood dream: Today, it can be observed that the teach-
ing profession has lost value over time, and the most common criticism directed
at teachers is their lack of enthusiasm for their job. The most legitimate basis
for the criticism is that students tend to choose teaching program as the best
feasible option according to their university exam scores. Whereas, there will
definitely be candidates who will make a conscious choice to become a teacher
and add value to the profession. Similar opinions were reported by a participant
as quoted below:

“You need to be born with this ambition to become a teacher. It’s definitely
your obligation to find your dream job and its spirit, you have to discover
yourself. There is a saying that goes: “the deepest point you will reach is
where you discover yourself”; indeed, we have it in our souls. In fact, we were
created for a reason. We will either have to discover that reason by ourselves
or receive guidance for that purpose. I was a 3rd grader and I had a very
strong interest in reading. When I was asked about my childhood dream, 1
had my clear-cut answer: to become a Turkish teacher. Mine was not a vague
answer like simply ‘teaching’, or another other specialization, like math, for

example. I used to clearly state that I wanted to become a Turkish teacher.”
(P3)

External reasons: This sub-theme consists of 2 codes. Under this sub-theme,
the participants referred to external reasons for their decision to choose teach-

ing as a profession, which are: (i) university exam scores and (ii) receiving advice
from their teacher.

Enrolling in the program upon placement test: Upon a review of the quoted
statements as to the interviewees’ decision to choose teaching profession, it was
found out that the main emphasis was on the central exams for enrollment in
higher education programs, due to which candidates were obliged to randomly
or inadvertently choose to enroll in teaching programs. The examples given are
quoted as follows:

“How did I choose to become a teacher? You know, the university exam
procedures were totally different at our time. There were no lists of available
universities, no preference forms, no statements of chosen options. It was 20
years ago... No, it was 24 years ago when chose a program for enrollment...
then started the program. Only then did we discover that we would become
teachers upon completing the program.” (P6)

“The last time I took university exams, I changed my preferences three times
and made the last revision on the form at 3.00 a.m. My actual intention was
to enroll in Medical Faculty in Ankara. It turned out that I had listed the
preferences in the wrong order, so I enrolled in Biology Department of the
Faculty of Teaching at Karadeniz University.” (P7)
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“We choose teaching profession like everyone else did in the current cir-
cumstances of Turkey. The main motivation was to get a routine job. While
studying for high school and university exams, your choice would be mainly
determined, depending on your ability to get the required score for a specific
program. So, my score allowed me to choose teaching program. I studied
classroom teaching and eventually became a teacher. This is the story of how
1 started my career.” (P5)

Personal guidance: There are participants who reported that their decision to
become teachers was shaped by their teachers’ guidance and advice. The related
example of such statements is quoted below:

“It was my Literature teacher at high school who convinced me to choose
teaching as a profession. I had never thought about becoming a teacher; 1
was thinking about different specializations such as district governorship,
attorneyship or prosecution. While we were choosing programs for enroll-
ment after taking the university exams, I met my literature teacher who said:
You would be an amazing teacher, I am sure that you would love teaching.
Teaching is the profession of prophets’. This is how she talked me into teach-
ing. It looks like I was meant for this job.” (P6)

Reasons to Choose to Become a Principal

Upon a review on the reasons for female principals to choose to become
a principal, it is observed that they pointed out to external reasons and none of
them willingly chose to become a principal. Therefore, the reasons for their deci-
sion to become a principal are grouped under the theme of external reasons. The
themes, sub-themes and codes created are presented in Table 3.

Table 3.
Reasons for Female Principals to Choose to Become Principals

Theme Sub-theme Code
Social pressure

Reasons to choose to become Poor management
External reasons

a principal Obligatory circumstances

Appointment by examination

The findings related to the sub-themes and codes for the theme of choosing
to become a principal can be summarized as follows:

External reasons: This sub-theme consists of 4 codes in total. The most
commonly reported reasons in choosing to become a principal under this sub-
theme are external reasons. The codes forming this sub-theme are as follows: (i)
social pressure, (ii) examples of poor management, (iii) obligatory circumstances
and (iv) appointment by examination.

172



Woman School Principal

Social pressure: The participants’ statements regarding the social pressure
forcing them to become principals contained an emphasis on the insistence by
officers of the Directorate of National Education and colleagues. Statements as
to social pressure are quoted as follows:

“My decision was either due to peer pressure or the insistence by the board
of directors of the school. Otherwise I would have never considered doing
it.” (P1)

“The offer was submitted by the District Directorate of Education. At first,
1 was reluctant to accept the offer as I had to take care of my little daughter,
but then I thought it could be a suitable decision. My colleagues at my previ-
ous workplace were younger than me, I looked like a senior among them so
1 accepted the offer...” (P5)

‘As you know, the state considers vocational schools quite important, and
the new regulation of the government requires that a female principal has
to be appointed at girls’” high schools like ours. I heard that the officers per-
formed a survey to appoint a female principal for this school. I have a very
active social life, so I got this offer. They offered me to work as the founding
manager of the school, and said that they needed me. So I said, ‘Well, if you
need me, [ am in.”” (P6)

Examples of poor management: Below are quoted the statements made by
the participants who emphasized that their motivation to become a principal was
their dissatisfaction with the school principals during their employment as teach-
ers.

“... Woefully, our school had long witnessed a never ending series of con-
flicts due to poor management. One day, I was having a conversation with
a senior colleague, and he said: ‘We do nothing but grumble about poor
management. What we do is to complain all the time. But what do we do to
solve this problem?’ ‘What can we do?’, I asked him. I said ‘We speak the
truth and strive to the best of our ability. We can do nothing more.’ He said:
‘No, it seems to me that, when we will die, we will be buried with the burden
of this inertia. This will be our own fault.” (P2)

Actually, I loved my branch. I still love it; but you know, there are some
exams held by official bodies. And when I attended one of those exams, 1
witnessed a branch manager displaying a negative attitude. Frankly speak-
ing, such kind of stories are common. I think I got furious at his attitude,
and I told myself, ‘if it is that easy for this type of people to act as managers,
it is our duty to not allow them to.” (P3)

“.. So I referred to the management and told about the problem. I asked for
a solution and they replied there was no solution. So, I started thinking...
‘Why are managers so reluctant to produce solutions? If they cannot find a
solution, then why do they fill that management position?’... This was the
day when I finally made up my mind to choose management.” (P8)
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Obligatory circumstances: A principal stated that her decision to become a
principal was due to obligatory circumstances where there was no other candi-
date for the managerial position at her workplace.

“When I was first appointed as a principal in Of district of Trabzon, it was
a temporary commission as my colleague had quit the managerial position
and I had to fill the vacancy. There was no other teacher or principal to fill
that position, so I had to do it.” (P9)

Appointment by examination: The regulation of “appointment and relocation
of schools principals” decree in 1998 in Turkey to make schools more effectively
managed, appointment of school principals based on their score in principalship
examinations. Below is the statement by a principal who attended an exam and
was later appointed as a principal:

“Of course, 1 firstly referred to my husband for his advice. He said ‘Well,
okay’. Later, I worked in that position for a while, I spent all the time for
official correspondence. After a while, the first exam for school management
was put into force in Turkey in 1999. Appointment by exam was formalized,
as you know. I again asked my husband for his advice. Meanwhile, I was
working all day long. I felt like I was overwhelmed by the workload. My
husband said: You already spend your whole day at the school, so why don’t
you take this exam to acquire your title as a principal?’. I took the exam in
1999, and passed the second one in 2000. I was appointed as a principal in
2000. (P10)

Difference in Approach of Female Principals in School Management

It can be claimed that female principals create a difference with their per-
spectives and the behavioral patterns they adopt in school management. (i)
School culture, (ii) communication in the school and (iii) aesthetic properties
of the school are addressed as different aspects and then the sub-themes are
formed. The themes, sub-themes and codes created are presented in Table 4.

Table 4.
Difference in Approach of Female Principals in School Management

Theme Sub-theme Code
School culture Wa{m and friendly
environment
Difference in approach . .
Sincerity

of female principalsin - communication in the school
school management Empathy

Aesthetic properties of the school ~Feminine perspective
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The findings related to the sub-themes and codes for the theme of differ-
ence in approach of female principals in school management can be summarized
as follows:

School Culture: This sub-theme consists of a single code, which is : (i) warm
and friendly environment.

Warm and friendly environment: Female principals reported that family cul-
ture is predominant in their schools, they assume the role of a mother and strive
to create a warm and sincere atmosphere, as quoted below:

“You need to approach the problem with all your senses. You handle it con-
fidentially. You examine the problem in a detailed and careful manner. Then
the solution will soon spontaneously appear in your mind. I am already 50
years old; so, if there is a dispute between two parties who are young ladies, 1
will assume the role of a mother. And as soon as I take the role of a mother,
my reaction will exactly be that of an angry mother.” (P1)

“For example, no one can enter the building without greeting others. Every-
one has to smile at each other. And when any of the teachers is sad and de-
pressed, then we will ask that teacher what the problem is. We have to change
that teacher’s negative mood into a positive one, or the children in his/her
classroom will be negatively affected by his/her mood.” (P4)

“We are like a family, with a warm and friendly atmosphere, and a positive
dialogue between colleagues. I can spend my tea time or have lunch with my
colleagues, I can serve them tea.” (P7)

Communication in the school: This sub-theme consists of two codes, which
are: (i) sincerity and (ii) empathy.

Sincerity: Female principals highligted the concept of sincerity in communi-
cation in the school. A review on the female principals’ views on sincerity demon-
strates that they are primarily solution oriented with a humane attitude.

“To tell you the truth, I love sincerity as a xwox but I don’t approve of-
fensively presumptuous behaviors. There is a thin line between the two. 1
personally avoid an overfamiliar attitude and never let others display that
attitude toward me. Sincerity is nice, but I cannot tolerate those that are
unduly familiar. I really enjoy doing my job but I do not intervene in others
doing their job. I just observe their way of doing their job. And I mind my
own job. The life style, social relationships, ideologies and beliefs of a col-
league are not my business. They do not have to like me or salute me when
we come across anywhere out of school. I'd never mind about it. Yet, as soon
as we enter the school, we will be obliged to fulfill the requirements of our
position to the best of our ability. This equally applies to both parties.” (P3)

“If I notice a dispute between two colleagues, I try to reconcile the parties.
I usually try to identify the cause of the problem and solve it by discussing
it with both parties. I am more like an elder sister than a principal to them.
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They pay attention to avoid making me upset. Sincerity is so important. |
usually manage to solve problems unless they are too complicated. I occa-
sionally find myself in dispute with the staff of Turkish employment agency,
and such disputes are also solved by way of discussion (P6).”

Empathy: Female principals reported that the concept of empathy and open
communication are of primary importance for them in terms of communication
in the school.

“Well, I would try to discuss it with both parties. Luckily I have not experi-
enced such a problem, but I would hear both parties if I did. I rely on my
experience with my previous school. I would hear the statements of both
parties, then invite them for a mutual discussion. I would hold a face to
face conversation with them to make them aware of their faults, mistakes
and any positive or negative behaviours, without adding any personal com-
ment to my observations. I would start by telling about their positive behav-
iour and then remind them of their negative behavior. By doing so, the party
would be motivated to discuss the problem in an objective manner. This
would even encourage the party to apologize for the negative behavior.” (P5)

“I have seen that the most important thing is the communication skill. You
need to have the skills to communicate with people. Secondly, you need to
have empathy. I would not define myself as a dominant or stubborn princi-
pal. Such traits remained in the past.” (P9)

Aesthetic properties of the school: This sub-theme consists of a single code,
which is: (i) feminine perspective.

Feminine perspective: The female principals’ views on aesthetic properties
of the school reveal the feminine perspectives and the difference in approach of
female principals in school management. The principals reported that they had
to take care of physical conditions of the school due to the unavailability of a fa-
cility manager, yet they preferred to offer an aesthetic perspective to address the
physical conditions. Cleanliness and order are reported as the concepts of pri-
mary importance in this context. Below are quoted detailed views of the female
principals on aesthetic properties of the school:

“I have been receiving feedbacks from other schools. My school is really
clean, I pay attention to ensure cleanliness and careful use of school items.
1 get positive feedbacks from parents and visitors, they say my school meets
the standards of a western school in terms of aesthetic properties and cleanli-
ness. ” (P3)

“Yes, in fact, we spent so much effort for the school building. Snow and rain
caused a water leak all the way down to the boiler room. We had times in
which we felt desperate. We had financial problems, the schools have no
income, other problems may emerge with various items and all these drain
our energy.” (P5)
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“I' would love to take care of the gardening work. I mean the school garden.
I wish I could bring it to a better condition. I feel like there are tons of other
tasks to fulfill. I care a lot about the surroundings of the school and its or-
ganization. I handle problems about the surrounding area, and sometimes
1 take a walk within the building to check the temperature, visit the class-
rooms, examine the physical conditions, and observe the employees.” (P2)

1 don’t know if it will sound weird but ... as soon as I step into the school
in the morning, 1 smell each of the roses in our garden and feel the energy
in my soul. I always absorb that energy before I start working. I care a lot
about positive energy. Even during phone conversations with people, there
are times when I feel that the other person is in a low mood or tired, so I try
to transfer my positive energy to that person. (P7)

Challenges Faced by Women in School Management as a Male-
Dominated Career Area

Principals with different responsibilities, tasks and roles may encounter vari-
ous problems in the process of school management. Like with many other prin-
cipals, female principals also have to handle a variety of problems while strug-
gling against challenges of existing as a woman in school management, which is
perceived as a male-dominated area. In this frame, challenges faced by women in
school management as a male-dominated career area is grouped under two sub-
themes, which are (i) balance of power and (ii) adoption of patriarchal culture.
The themes, sub-themes and codes created are presented in Table 5.

Table 5.
Challenges Faced by Women in School Management as a Male-Dominated Career
Area

Theme Sub-theme Code

Balance of power

Balance Balance between personal

Challenges Faced by Women in A 3
and professional life

School Management as a

Male-Dominated Career Area Adoption of patriarchal

Transformation
culture

The findings related to the sub-themes and codes for the theme of chal-
lenges faced by women in school management as a male-dominated career area
can be summarized as follows:

Balance: This sub-theme consists of two codes, which are: (i) balance of
power and (ii) balance between personal and professional life.

Balance of power: Some of the female participants reported that they experi-
enced problems with authority and power relations in the school. Given the fact
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that the school community is managed by patriarchal rules, it is inevitable for
female principals to face challenges in establishing the balance of power. Below
some of the examples are provided:

“There are times in which I may have difficulty in ensuring the employees
to implement my directives. Of course, this does not happen all the time.
Relationships are on a knife’s edge, you need to plan your steps very care-
Jully.” (P4)

“.. Sometimes it feels great to have the final word. You receive suggestions,

you may accept or forward them. You have the final word and, honestly, this
feels so good. But there are times when this causes problems, as well.” (P5)

Balance between personal and professional life: In the view of the social roles
that are attributable to women like being a parent, spouse or child, school man-
agement is inevitably reflected on family life. Female principals reported that
they feel bad merely doing their job instead of their social roles and have diffi-
culty in establishing the balance between family and professional life.

As we are too busy during the day, we may have to get off work very late in
the evening, and we will still have chores waiting to be done at home. Some-
times I find myself thinking if I am neglecting my kids. My professional life
affects my family life to some extent.” (P10)

“What kind of things? Well, as I said before, I feel myself lucky in that sense
as a xxxx. Why? I maintain good relations with people. There are times that
1 may need to use my persuasive skills, insist on my demands, and even shed
tears. Sometimes I even jokingly discuss on it with my husband. I need to
hear that he is okay with my career plans. I feel guilty.” (P2)

“It was a lot worse in the beginning. I used to start crying as soon as I entered
the house. We used to try to find solutions together. Or there were times when
I had a problem. He used to leave work and drive all the way to my school
to help me with my problem.” (P7)

Adoption of Patriarchal Culture: This sub-theme consists of a single theme
under the title of (i) transformation.

Transformation: Female principals reported that they soon adopted the pa-
triarchal culture prevailing in management, and had to adapt their behavior and
style of speaking to that culture. They stated that they transformed their style to
get recognition over time in school management, which is predominantly based
on patriarchal rules.

“I have been married for 30 years, and I swear I have never had to try so hard
to convince my husband on anything in the manner that I had to convince
people on matters in my professional life. My only motivation would be to
receive a specific service for the school. I hope I am not misunderstood. 1
maintain my patience until the necessary service is provided. My only mo-
tivation would be to provide the kids with that service in the school. Some-
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times I even had to change the tone of my voice in a persuasive mode, like
‘dear principal, please’. You can see that this is not the real tone of my voice.
This isn’t even my voice. But I had to do it.” (P1)

“You have no other choice but adapt to it. Take it or leave it. Otherwise they
will not accept you. So, in an effort to make them accept us, we started acting
like men.” (P2)

“I go to any length(s) to do my job, I never give up. I used to have a fragile
personality. But you soon learn how to say ‘no’. When you act in a sincere
manner, there will be people who will soon try to take advantage of their
friendly relationship with you. There is no such thing. You will definitely need
to apply certain rules.” (P3)

Discussion and Conclusion

Turkish education system is an area where women work intensively. The ratio
of women principals is 7 % while it is only 2 % among all administrative positions
(MoNE, 2019). Teaching is still perceived as a “women’s profession”. Teaching
is seen as a suitable profession for women, especially in preschool and primary
school levels, which require qualifications compliant with the maternal role and
“the feminine nature” and allow women to fulfill their traditional feminine roles
in an uninterrupted manner (Fuller, 2014; Isiksolugu, 1997). However, despite
the teaching profession forming the basis of school management, men apparently
outnumber female professionals in supervision, school management and central
organization of MoNE (Ministry of National Education) (Ergiin, 1996; Shum
& Cheng, 1997). The recent amendments to the regulations have necessitated
an increase in the number of female superintendents, such that there must be
at least one female principal among those of educational institutions providing
education solely for female students, and at least one female deputy principal
must be appointed for such educational institutions and boarding schools for
girls, and that at least one female deputy principal must be appointed for coed
schools with three or more deputy principals. However, the difference between
female teacher and female school principal ratios remained unchanged. Accord-
ing to the latest data, 55.8 percent of teachers in Turkey are women, while only
7.2 percent of school principals’ are female (OECD, 2019). Durgun (2011) noted
that, as in all organizations, men outnumber women in management positions in
educational organizations, and that management is notably perceived from a sex-
ist point of view and identified as a male-dominated term in the cultural context
in a similar way. A review of the demographic structure in school management
reveals that, while women outnumber men in teaching positions, the majority of
managerial positions are filled by men (Simsek, 2010). In other words, the fact
that most of the teachers working in Turkey is female is not reflected in the num-
ber of female school principals.
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In the view of gender relationships, school environment is a social area
dominated by hegemonic masculinity. The rate of school management positions
assumed by female professionals varies depending upon the level of education
provided at the school. Eurostat data given in the report of the EU commission
reveal that managerial positions in secondary schools are mainly filled by men
while the number of female principals is higher in primary schools. 75% of pri-
mary school principals are female in Bulgaria, Austria, Poland, Slovakia, United
Kingdom and Iceland. On the other hand, the number of female principals is
lower in secondary schools; the difference between the number of female and
male principals in primary and secondary schools is higher especially in France,
Austria, Sweden and Iceland. For most of the countries, the number of female
principals in secondary schools is below 50%. This rate remains below 30% in
many countries and the ratio is quite low in Turkey (Eurydice, 2013). Therefore,
more women need to assume school management roles.

When the reasons for choosing to be a teacher before the reasons for choos-
ing to be a principal are examined, it is seen that the female school principals who
participated in the study emphasized internal reasons. It can be said that gender-
specific stereotypes prevail over the decisions of participants who decide to be
teachers by taking model of people around them or with their love for children.
With the concept of gender, the idea of which roles the society deems appropri-
ate for the person comes to the fore. In other words, the fact that the social roles
adopted in our country lead women to occupations where they can maintain their
family responsibilities, and that the teaching profession is preferred because it
is a profession identified with the role of motherhood (Agroglu-Bakir, Ugurlu,
Koybas1 & Ozyazici, 2017; Celikten, 2005) is similar to the findings of the study.

The reasons for female principals to choose to become a principal are list-
ed under the themes of social pressure, obligatory circumstances, examination
and poor management in this study, which focuses on the experiences of female
school principals. The participants stated that their motivation to become a prin-
cipal was their dissatisfaction with the school principals during their employment
as teachers. It can be said that the management approach and leadership behav-
ior adopted by male school principals are effective on this situation. Growe and
Montgomery (2001) gathered the results of different studies and presented a
table of the leadership styles adopted by male and female managers. When the
table is examined, it is seen that male managers have a result-oriented and auto-
cratic management approach, while they do not have a supportive leadership ap-
proach. It can be argued that the approach adopted by female school principals
in this situation is also effective in their decision to become a principal.

Another interesting point revealed by the study is the women difference
in management. It is seen that the participants attach importance to creating a
warm and friendly atmosphere in their schools, emphasizing sincerity in the com-
munication within the school and prioritizing empathy. Similarly, Adams and
Hambright (2004) emphasize that as a result of their study, female managers can
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be contacted more easily because of their supportive attitude. Oplatka (2003), on
the other hand, states that female school principals cause change in school with
the approach they take in management and in-school communication. In parallel
with this study, the female principals’ views on aesthetic properties of the school
reveal the feminine perspectives and the difference in approach of female prin-
cipals in school management. Female principals do not compromise on aesthetic
perspective while considering physical conditions of the school. Cleanliness and
order are reported as the concepts of primary importance in this context.

On the other hand, participant female principals in the current study are
observed to be sensitive about concepts such as family, respect, tolerance, em-
pathy, happiness, and love. They might be said to have difficulty in establishing
the balance of power while paying attention to these concepts. However, this
should be seen as a source of inability to use power. In reality, this is related to
women principals’ use of power positively. They do not use power over, they use
power through and power with. Therefore, this finding is an indication that wom-
en principals created positive structures in their schools (Fennel, 1999). In any
circumstance, women are seen to be accountable for their social roles. Female
principals reported that family culture is predominant in their schools and they
assume the role of a mother and strive to create a warm and sincere atmosphere.

In conclusion, the low number of female principals is not due to the incapa-
bility of women but the distribution of social roles, and daily life responsibilities
imposed by such roles, such as chores, child care, etc.. Social and economic ar-
rangements can be made through legislative measures to increase women’s par-
ticipation in business life. Women can be encouraged and motivated to assume
managerial positions through emphasis on good examples covering solely female
principals, studies can be performed to address women’s professional achieve-
ments and the strategies referred to by female professionals to overcome barriers
to their career advancement, and findings of such studies can be made available
for the public.
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Giris

Bir kadin meslegi olarak algilanan 6gretmenligin aksine egitim yonetiminin
bir uygulama alan1 olan okul yonetiminde erkekler lehine bir durum Tiirkiye’de
de s0z konusudur. Okul miidirligi bir erkek meslegi olarak algilanmaktadir
(Celikten, 2004). “Meslekte esas Ogretmenliktir” varsayimina ragmen kadin
miidiirler acisindan bunun yonetime yansimasi ¢cok sinirhidir. Son dénemde de
yonetici olarak kadinlar ve yonetimdeki rolleri gibi konular 6énem kazanmustir
ve Tirkiyenin kadin 6gretmen sayisinin fazla ancak egitim yonetimindeki ka-
din oranlarmin disiik oldugu iilkeler arasinda oldugu goze ¢arpmaktadir (Can,
2010). Gegmisten giiniimiize kadinlarin agirlikli olarak galistiklari sektorler de-
gisse de calisma hayatinda yer aldig1 gercegine ragmen ist diizey yoneticilik po-
zisyonundaki kadin sayisinin az olmasinin altinda yatan nedenler merak konusu
olmustur. Kore, Cin, Singapur gibi iilkelerde kadin okul miidiirii sayisinin olduk-
¢a fazla oldugu (Kim ve Kim 2005; Morris, Tin ve Coleman, 1999; Su, Adams ve
Miniberg, 2000) dikkat ¢ekerken; Tiirkiye ve Pakistan gibi iilkelerde bu durum
tersine donmektedir (Celikten, 2004; Kirk, 2004). Gecmisten gliniimiize, yasa-
min her doneminde ve toplumun her kesiminde, kadinlar ve erkekler birlikte
calismislardir. Ancak, yaptiklar1 katkilar ayni 6l¢iide degerlendirilmemis ve ka-
dinlar ikinci planda kalmiglardir. Daha diisiik statiilii islerde ¢alismalari nispeten
daha dogal karsilanirken, yoneticilik gibi yliksek gii¢, prestij ve statil saglayan
mesleklere girigleri ve bu mesleklerde yiikselmeleri olduk¢a zor olmustur (Bay-
rak ve Mohan, 2001). Bu bilgiler 1s1ginda, toplumda kadinlarin daha uyumlu,
itaatkar ve yonetilebilecegi gorevlerde; erkeklerin ise yoneticilik gibi karar verme
becerisi gerektiren st diizey gorevlerde yer almasi gerektigi gibi geleneksel bir
goriislin hakim oldugu iilkemizde de kadinlarin yoneticilik pozisyonuna gelmele-
rinde cesitli engellerle karsilagtiklart goriisiinden hareketle; orgiitsel onyargilar
ve kaliplarin sebep oldugu, kadinlarin st diizey yonetim pozisyonlarina gelmele-
rinin Oniine gegen goriinmez engeller olarak tanimlanan “cam tavan” kavraminin
(Wirth, 2001) tizerinde durmanin énemli oldugu disiiniilmistiir.

Karsilagilan sorunlarin belirsizligine de dikkat ceken “cam tavan” (Aycan,
2004), kadinlarin belli bir agamadan sonra yiikselmelerini engelleyen faktorler
biitlinii olarak ele alinabilmektedir (Lockwood, 2004; Ogﬁt, 2006). Literatiirde
cam tavan algisinin olusmasina neden olan bircok faktor one siiriillmektedir. Ya-
pilan ¢alismalarda (7) basmakalip yargilar, (1) mentor eksikligi; (ii7) iletisim ag1
eksiklikleri, (iv) sirket uygulamalarindaki eksiklikler, (v) ayrimcilik; (vi) ailesel
sorunlar, (vii) bagka birinin isinde ¢aligma gibi faktorlerin yani sira (viii) yoneti-
ci egitimi eksikligi, (viiii) kariyer gelisimi icin firsat eksikligi, (x) egitim olanagi
eksikligi, (xi) performans degerlendirme igin farkli standartlarin uygulanmasi,
(xii) degerlendirme sistemlerindeki Onyargilar gibi faktorler 6ne c¢ikmaktadir
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(Anafarta, Sarvan ve Yapici, 2008; Cai ve Kleiner, 1999; Dreher, 2003). Aycan’a
(2004) gore igyerinde kadinlarin karsilastiklar1 cam tavanin ise (i) erkek yone-
ticiler tarafindan konulan engeller (erkeklerin giicii elde tutma istegi ve kadin-
larin bazi isleri yapamayacagina dair 6nyargt), (i) kadin yoneticiler tarafindan
konulan engeller , (iii) kisinin kendi kendine koydugu engeller (is-aile ¢atigmasi,
ozgiiven eksikligi, kararsizlik, cinsiyet rollerine iliskin tutumlar) olmak tizere ti¢
boyutu bulunmaktadir. Marvin ve Bryans (1999) tarafindan (i) yoneticilik pozis-
yonuna basvuran kadin sayisinin az olmast, (if) yoneticilik pozisyonunun kadinlar
icin cekici olmamasi, (iif) egitim yoneticiliginde erkeklerin baskin olmasi, (iv) bu
pozisyonun erkek isi olarak goriilmesi ve (v) yoneticilik pozisyonuna gelen kadin-
larin erken pes etmeleri egitim yonetimi alaninda kadinlar1 engelleyen durumlar
olarak gosterilirken; bir baska ¢alismada, (i) okul miidiirii olmak istememe, (ii)
miidiirliik konusunda erkeklerin tercih edilmesi, (iif) kadin miidiirlerin yonetim-
le ilgili konularda yeterince zaman ayiramamasi ve (iv) toplumsal yapinin uygun
olmamasi gibi durumlarin kadin 6gretmenlerin okul miidiirii olmasina engel tes-
kil ettigi belirtilmektedir (Tahtalioglu, 2016). Diger taraftan bagka bir ¢aligmada
ise kadinlarin iist kademelerdeki gorevlerde yer almamasinin nedenleri su sekil-
de siralanmaktadir (Griffin, 1993, s.579’dan akt., Kocacik ve Gokkaya, 2005): ):
(i) Aile ve is hayatindaki rolleri dengeleme arayisinda olan kadm yonetim igin
gerekli zamani ayiramaz, (i) isletme ve miithendislik becerilerinden yoksun ol-
dugu diisiiniilen kadin yoneticilik pozisyonu icin uygun degildir, (iii) basaril ka-
dinlar orgiitlerde calismak yerine kendi isyerlerini agmayi yegler ve (iv) evlilik
ve gocuk sahibi olma kadmi yoneticilik pozisyonundan uzaklastirir.Ulkemizde
yapilan ¢aligmalar incelendiginde, bircogunun kadin yoneticilerin 6nlerindeki
engellere yonelik oldugu gorilmektedir. Saglam ve Bostanci (2012) tarafindan
gergeklestirilen ¢aligmanin sonucuna gore erkek egemen anlayis kadinlarin yo-
netici pozisyonuna gelmesini engellemektedir ve kadin rollerine iligkinin alginin
degismesi icin bazi diizenlemelerin yapilmasi gerekmektedir. Aile sorumlulukla-
11, ig-aile gatigmasi ve kralige ar1 sendromu (Besler ve Orug, 2010; Oriicii, Kilig ve
Kilig, 2007); ataerkil toplum yapisinin igyerinde de kendini géstermesi (Demiriz
ve Yasar, 2009); calisma hayatinda psikolojik siddete maruz kalma, cinsiyet te-
melli ayrisma, basari-zirve ve yalnizlik korkusu (Negiz ve Yemen, 2011) gibi fak-
torler de kadin okul yoneticilerinin 6niindeki kariyer engelleri olarak kargimiza
cikmaktadir.

Kadin 6gretmenler ve okul miidiirleriyle yapilan ¢alismalarin cogu kadinla-
rin yonetici olmasinin 6niindeki engellere yonelik olsa da kadin okul yoneticiligi-
ni farkli yonleriyle ve detayli olarak ele alan ¢alismalara rastlamak da miimkiin-
diir. Kadin ve erkek yoneticilerin liderlik bicimleri bazi ¢aligmalarda ele alinan
farkli noktalardan birisidir. Durrah’in (2009) yoneticilerin liderlik bicimleri ko-
nusunda yapmig oldugu calismanin sonucuna gore kadin ve erkek yoneticilerin
liderlik bicimleri birbirinden farklilik gostermektedir. Ornegin, erkek yoneticiler
risk almaktan korkmayan kisiler olarak tanimlanirken; kadin yoneticilerin takim
ruhu olusturarak samimi liderler olarak gorildiigii belirtilmektedir. Ayrica bir
baska caligmada, kadinlar tarafindan yonetilen okullarin erkekler tarafindan yo-
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netilen okullardan daha bagarili oldugu, kadin yoneticilerin bulundugu okullarda
ogrenme kalitesinin ve 6gretmenlerin mesleki performansinin daha ytiksek oldu-
gu ifade edilmektedir (Growe ve Montgomery, 2003). Kadin okul yoneticilerinin
demokratik ve igbirligine yatkin bir stil benimsedikleri; degisim yaratmak ve bu
degisikligi uygulamak icin daha fazla zaman harcadiklary; 6gretim ve miifredatla
ilgili sorunlar1 ¢cozme egiliminde olduklar: gesitli aragtirmacilar tarafindan belir-
tilen diger hususlardir (Fennell, 1999; Marshall, 1995; Oplatka, 2003; Shakeshaft,
1989). Kawana (2004), kadin okul yoneticilerin daha ilgili, diizenli ve iligki yone-
limli olduklar icin erkek meslektaslarina gore daha etkili olduklarini belirtmek-
tedir. Adams ve Hambright (2004) da benzer sekilde kadin okul yoneticilerinin
daha destekleyici, duyarli, anlayisli, yaratici ve yenilik¢i oldugunu ortaya koymus;
Wickham (2007) ise kadin okul yoneticilerinin kullandiklar1 demokratik liderlik
bicimiyle calisanlarinin iy doyumunu artirdigini belirtmistir. Diger taraftan Ari-
kan (2003) ise erkek ve kadimn yoneticilerin liderlik tarzlar arasinda anlaml bir
farklilik bulunmadigini 6ne stirmiistiir.

Liderlik bicimlerinin yani sira erkek ve kadin okul yoneticilerinin yoneticilik
deneyimleri ve kariyer planlar1 da daha onceki caligmalarda ele alinan noktalar-
dir. Yapilan bir calismada kadinlarin iistlendikleri ailevi sorumluluklardan dolay:
yoneticilik kariyerini erteledikleri; erkeklerin ise kendilerini 6n planda tutarak
daha erken yasta yoneticilik yolunda ilerlemeye bagladiklari; uzun soluklu kari-
yer planlarindan bahsetmek yerine siklikla emeklilik planlarindan bahsettikleri;
liderlik stillerini tanimlarken kocluk ya da rehberlik gibi ifadelerden ¢ok kisile-
rarast iligkiler ve 6gretimle ilgili ifadeler kullandiklart ortaya cikmistir (Eckman,
2004). Bunlar disinda Ruhl-Smith, Shen and Cooley (1999) tarafindan yapilan
¢alisgmada, okul yoneticilerinin hangi nedenlerle yonetici olmay: sectikleri ve
hangi nedenlerden dolay:r bu meslegi birakmak isteyebilecekleri ele alinmistir.
Aragtirmanin bulgular1 incelendiginde ise kadin okul yoneticilerinin meslektag
dayanigmasi ve isten alinan hazza erkek okul yoneticilerinden daha fazla 6nem
verdikleri icin bu meslegi sectikleri goriilmektedir. Diger taraftan erkek okul yo-
neticilerinin ise yonetsel ve 0grencilerle ilgili sorunlardan kaynakli isi birakma
olasiligiin kadin okul yoneticilerine gore daha fazla oldugu belirtilmektedir.

Tim bu bilgiler 1s181nda okul yonetiminde, yontem bulma ve strateji belirle-
mede kadinlarla paylasimin ¢ok az oldugu ve yapilan ¢alismalarin da kadin okul
yoneticilerin deneyimlerini cok yonlii olarak ele almadigi goriilmektedir. Ust
diizey yoneticilik mesleklerinin bir “erkek isi” olarak algilanmasi (Streitmatter,
1999) dolayisiyla kadmlarin yonetimde kendilerine alan bulmakta zorlanmasi bu
calismanin ¢ikis noktalari arasindadir. Dolayisiyla Tiirk egitim sistemi icerisinde
yer alan kadin okul miidiirlerine dikkat cekmek, is basinda karsilastiklari sorun-
lar1 cok yonlii olarak ele almak amaglanmistir. Bu nedenle, bu calismada kadin
okul miidiirleri konusuna dikkat cekilmis ve okul miidirligi “bir kadin meslegi”
olarak ele alinmistir. Bu dogrultuda kadin okul miidiirlerinin “miidiir olmay1”
nasil anlamlandirdig irdelenmistir.
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Yontem

Bu calismanin desenlenmesinde ve verilerin analizinde nitel aragtirma yon-
tem ve tekniklerinden fenomenoloji kullanilmigtir. Nitel aragtirma varsayim-
larla, bir diinya goriisiiyle, teorik bir paradigmanin olasi kullanimiyla baglayan
ve toplumsal ya da insani bir problemi anlamak ve aciklamak i¢in kendine has
metodolojik gelenekler kullanan bir sorusturma siirecidir (Creswell, 2007). Nitel
arastirma kendi igerisinden pek cok kavramsal modele ayrilmaktadir. Kadin okul
miidirlerinin “miidiir olmay1” nasil anlamlandirdigini irdelemeyi amaclayan bu
caligmada, calisgmanin amaci dogrultusunda nitel arastirma desenlerinden feno-
monolojik yaklasim kullanimistir. Yasanmig deneyimlere odaklanan fenome-
nolojik yaklagim, insanlarin yasadiklar1 olaylar1 nasil betimledigini ve duyular
yoluyla onlar1 nasil deneyimlediklerinin incelenmesini saglamakla birlikte diin-
yay1 anlamlandirmamiza ve bir diinya goriisii gelistirmek i¢in deneyimledigimiz
fenomenleri nasil bir araya getirdigimize yogunlagmaktadir (Husserl, 2012). Boy-
lece fenomenlerin temel yapisini betimleyerek olgulara iliskin derinlemesine ve
ayrintili bir anlayiga sahip olmamiza da imkan saglamaktadir. Bu baglamda bu
¢aligmada kadin okul miidiirlerinin “midiir olmak” ile iligkilendirilmis deneyim-
lerinin onlar icin ne anlama geldigi ortaya cikarilmaya caligilmistir.

Calisma Grubu

Calisma grubu amagh 6rnekleme yontemlerinden uygun ve maksimum ¢e-
sitlilik yontemleriyle secilen 10 kadin miidiirden olusmaktadir. Maksimum ¢e-
sitlilik 6rneklemede amacg, goreli olarak kiiciik bir 6rneklem olusturmak ve bu
orneklemde yer alacak bireylerin cesitliligini maksimum derecede yansitmak;
ayrica cesitlilige gore problemin farkli boyutlarini ortaya koymaktir (Yildirim ve
Simgek, 2008). Katilimeilar belirlenirken mesleki kidem, miidiir olarak mesleki
kidem, yag ve gorev yaptig1 okul tiirii degiskenleri maksimum cesitliligi saglayan
degiskenlerdir. Katilimcilarin ortalama yas1 40’tir ve 31 ile 50 arasinda degismek-
tedir. Sekiz midir evli ve iki miidiir bekardir. Ortalama 6gretmenlik deneyimleri
13,7 y1l iken, ortalama miidtrlik deneyimleri 2,6 yildir ve en dusiik 7 ay ile 10 yil
arasinda degismektedir. Ug miidiir 10 yil, biri 8 yil, biri 4 yil, biri 2 yil, biri 1 yil ve
biri 1 yildan daha az miidiirliikk deneyimine sahiptir. Yedi mudiir lisans derecesi-
ne sahip iken, tic miidiir yiiksek lisans derecesine sahiptir. Dort miidiir ilkokulda,
ii¢ miidiir ortaokulda, bir miidiir lisede, bir miidiir meslek lisesinde ve bir midiir
okuloncesi’'nde gorev yapmaktadir. Katilimcilara iliskin temel bilgiler Tablo 1’de
sunulmustur.
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Tablo 1
Calisma grubunda yer alan katilimcilara iligkin bilgiler

Yast Medeni Ogretm.en Olarak Mﬁdiir.Olarak En Sen Mezun Gorev Yapttgt
durumu  Mesleki Kidem Mesleki Kidem  Oldugu Program  Okul Tiirii
K1 41 Evli 19 y1l 8yl Lisans Anaokulu
K2 47  Evli 23 y1l 7 ay Lisans Meslek Lisesi
K3 50 Evli 27 yil 10 y1l Yiiksek lisans Ortaokul
K4 31 Bekar 8yl 2yl Yiiksek lisans Ortaokul
K5 36  Evli 16 y1l - Lisans Anadolu Lisesi
K6 37 Evli 16 y1l 4yl Yiiksek lisans flkokul
K7 39 Evli 18 yil 1yl Lisans Tlkokul
K8 31 Bekar 9yl 1yl Lisans Ortaokul
K9 40 Evli 17 y1l 10 y1l Lisans flkokul
K10 49  Evli 32yl 10 y1l Lisans flkokul

Veri Toplanmasi

Calismada veriler katilimeilarin bir kadin olarak okul miidiir olmayr nasil
anlamlandirdiklarini ortaya cikarmak amaciyla hazirlanan yari yapilandirilmis
goriisme formuyla elde edilmistir. GOorlisme formunun gelistirilmesi siirecinde
arastirmacilara tarafindan alan yazin taramasi ve grup calismalari yapilarak bir
soru havuzu olusturulmustur. Bu asamadan sonra soru havuzundan amaca uy-
gun olarak sorular secilerek goriisme formu olusturulmustur. Ardindan uzman
goriisiine bagvurulmus; uzmanlardan aliman oneriler dogrultusunda sorularla
ilgili gerekli diizeltmeler yapilmistir. Yar1 yapilandirilmig goriisme formundaki
maddelerin anlagilabilirligini test etmek amaciyla ii¢ (3) okul midiiriyle pilot
goriisme gergeklestirilmistir. Bu goriismelerin sonucunda bazi sorularin yeniden
diizenlenmesi, anlagilmayan sorularin ¢ikarilmasi ve yeni sorularin eklenmesiyle
goriisme formuna son hali verilmistir. Goriisme formu toplam 21 agik uglu soru-
dan olusmaktadir.

Islem

Milli Egitim Bakanligrnin ilgili birimlerinden gerekli izinler alindiktan
sonra segilen okullara gidilerek goniilliiliikk esasina gore belirlenen 10 miidiirle
yar1 yapilandirilmig nitel gériismeler yapilmistir. Gortismeler ortalama 45 daki-
ka stirmiis ve ses kayit cihaziyla kaydedilmistir. Goriigmelere baglanmadan dnce
¢aligmanin amaci hakkinda bilgi verilmis ve anlagilmayan soru oldugunda, anla-
silmasini saglayacak ek sorular sorulmustur. Ardindan okul midiirleriyle gercek-
lestirilen gériismelerin yazili dokiimii yapilmistir. Calisma siirecinde elde edilen
verilerin analizinde, kadin okul midiirlerinin ‘miidiir olmay1’ nasil anlamlandir-
diklarini ortaya c¢ikarmak icin fenomenolojik analiz kullanilmistir. Fenomeno-
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lojik analizde temel amac, arastirma sonucunda elde edilen giinlik yasamdan
elde edilen 6zgiin verileri deneyimlere dayali olarak agiklayabilecek kavramlara
ve iligkilere ulasmaktir. Bu amaci gergeklestirmek icin yapilan islem ise, 6nce
miidirlerin verileri ayr1 ayr1 analiz edilmistir. Sonra her deneyim pargasi ana te-
malar olusturulmustur. Bu siire¢ betimleyici kodlama ile benzerlik gdstermekte-
dir. Sonra, merkezi temalar olusturulmustur. Birbirine benzeyen verilere verilen
kodlar temel temalar ¢ercevesinde bir araya getirilmistir ve bunlar deneyimin
anlamini ortaya koyabilecek 6nermelere doniistiirilmustiir (Yildirim & Simsek,
2005; Saldana, 2011). En son olarak ise, riintiiler olusturulmus ve her bir goriis-
me karsilastirilarak, ana bagliklar olarak raporlastiriimastir.

Gecerlik ve Giivenirlik

Bu calismanin gecerligini ve giivenirligini artirmak icin bazi dnlemler alin-
mustir. Calismanin i¢ gecerligini saglamak icin: (i) gériisme formu gelistirilirken
ilgili literatiir incelenerek bir kavramsal cerceve olusturuldu; goriisme sonra-
sinda kisilerin soylediklerinin yazili olarak dokiimii yapilmis; (i) katilimcilara
yoneltilen yari-yapilandirilmig gériisme formundaki sorular ve katilimer goriis-
leri bir biitiin olarak g6z 6niinde bulundurulmus ve buna bagh olarak baslangic
temalar1 olusturulmustur. Calismanin dis gecerligini saglamak i¢in, calismanin
yontem boliimiinde, desen, katilimcilar, veri toplama araci, verilerin ¢dziimlen-
mesi ve yorumlanmasi siireclerindeki iglemlere ayrintili olarak yer verilmistir.
Yidirim ve Simsek (2005) nitel arastirmalarda toplanan verilerin ayrintili olarak
rapor edilmesi ve arastirmacinin sonuglara nasil ulastigini agiklamasinin geger-
ligin 6nemli Olciitleri arasinda oldugunu belirtmistir. Veriler en az 3 arastirmaci
tarafindan ayr1 ayri ele alinarak fikir birligi saglanmistir. Nihai olarak ise, tim
grup (6 aragtirmaci) bulgulari gozden gecirmistir.

Calismanin i¢ giivenirligini saglamak icin: (i) veri analizinde elde edilen ¢o-
zimlemeye iliskin bulgular 6ncelikle hicbir yorum yapilmadan dogrudan veri-
lerek daha sonra yapilacak yorum ve agiklamalara temel olusturulmus; (ii) veri
analizinde kavramsal cerceve temel alinarak temalar belirlenmistir. Calismanin
dis glivenirligini saglamak igin (i) arastirmacilar siire¢ icinde yapilanlar1 ayrintil
bir sekilde ortaya koymustur; (ii) elde edilen ham veriler ve ¢oztimlemeler ileriki
bir donemde olasi bir teyide yonelik olarak arastirmacilar tarafindan saklanmak-
tadur.

Bulgular

Bu caligmada, kadin miidirlerinin mudiir olmay1 nasil anlamlandirildigt
aragtirtlmigtir. Bu bolimde de katilimcilarla yapilan goriismelerin analizinden
elde edilen bulgulara yer verilmistir. Calismaya katilan kadin miidiirlerinin mii-
diir olma deneyimlerine iligkin belirttikleri ifadeler dort (4) tema altinda toplan-
mugtir. Bu temalar ise su sekildedir: (1) dgretmen olmay: secme, (2) miidiir olmay:
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secme, (3) okul yonetiminde kadin farki, (4) erkek egemen bir alan olarak okul
yonetiminde kadin olmanin zorluklari.

Ogretmen Olmay1 Secme Nedenleri

Katilimcilarin 6gretmen olmayi segme nedenleri (i) icsel nedenler ve (ii)
digsal nedenler temalari altinda toplanmig ve olusturulan temalar Tablo 2’de su-
nulmustur. Tablo incelendiginde ise, i¢csel nedenlerin en ¢cok vurgulanan alt tema
oldugu goriilmektedir.

Tablo 2 i
Kadin Okul Miidiirlerinin Ogretmen Olmayt Secme Nedenleri

Tema Alt tema Kod
Model alma
I¢sel nedenler Cocuk sevgisi

Ogretmen olmayi

seeme nedenleri Kisisel ilgi/cocukluk hayali
Sinav sonucunda yerlesme
Dassal nedenler

Yonlendirme

Ogretmen olmay! secme temasina iliskin alt temalar ve kodlara iligkin
bulgulari su sekilde 6zetlemek miimkiindiir:

icsel Nedenler: Bu alt tema toplamda 3 koddan olusmaktadir. Katilimcilar,
bu alt temada 6gretmenlik meslegini tercihlerinde en cok igsel gerekeeleri dile
getirmiglerdir. Bu alt temay1 olusturan kodlar ise (i) model alma, (ii) cocuk sev-
gisi ve (iii) kisisel ilgi/¢cocukluk hayalidir.

Model alma: Calismaya katilan kadin okul midiirleri model almayla ilgili
ailelerinden ve 6gretmenlerinden etkilendiklerini belirtmislerdir. Model almaya
iliskin verilen 6rnekler ise su sekildedir:

“Evet, dgretmen olmak iizere bagladvm. Ciinkii aileden geliyor. Annem
ogretmen bende matematik ogretmeniyim. Cok sevdigim icin, matematik
dersine annemle basladim. ” (K2)

“Benim dogdugum ve ikamet ettigim yer kursal bir yerdi, ilkokula gidiyorduk
ornek alacagumiz mesela bir kaymakam ya da vali olmadig icin goziimiizii
actiginuzda ornek alacagumiz bir tek ogretmenimiz vardiy, Ogretmenimizi
ornek aldik yasantissu ve ideallerini aymi zamanda insanlara olan
yardimlarnint her halde ondan olacak ki dgretmen olmak istemisiz cocuk-
luktan.” (K4)

“Ortaokulda iken matematik ogretmenimi ¢ok seviyordum. Okulda iken
benim ogretmen olmamu ¢ok istiyordu... ben de memur ¢ocugu oldugum

icin matematik ogretmeni oldum, hatta matematige asigim diyebilirim.”
(K7)
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Cocuk sevgisi: Kadin okul miidiirleri dogalar1 geregi ¢ocuklara karst daha
sefkatli ve sevgi dolu olduklari i¢in 6gretmenlik meslegini sectiklerini su sekilde
belirtmistir:

“Lise yllanmda karar verdim... aymi zamanda cocuklar da cok sever-
im, ogretmen olma hikdyem bu sekilde.” (K3)

Kigisel ilgi/cocukluk hayali: Ogretmenlik mesleginin onemini yitirdigini
gorebilecegimiz giiniimiizde, 6gretmenlere gelen elestirilerin basinda mesle-
ki heyecan eksikligi gelmektedir. Yapilan elestirilerin en hakli yani ise,
ogrencilerin 6gretmenlik meslegini iiniversite sinavi sonucunda aldiklar1 puanlar
dogrultusunda, yapabilecekleri en iyi tercih olmasi sebebiyle secmesidir. Oysaki
ogretmenlige deger katacak olan gercekten bu meslegi yapmak istedikleri icin
tercih eden 6gretmenler olacaktir. Kadin okul midiirleriyle yapilan goriismede
benzer gorisleri bir katilimer su sekilde ifade etmistir:

“Ogretmen olarak dogmak gerekiyor. Kesinlikle onu ve ruhunu siz onu
bulmaniz gerekiyor, kendi kendinizi kesfetmeniz gerekiyor. Mesela Moskof
diyor ya; en dip nokta kendini kegfetmek gercekten icimizde var aslinda bir
yaradilig sebebimiz var. Ama ya onu biz buluyoruz ya da birinin bizi bulma
noktasinda yonlendirmesi gerekiyor. Ben Ilkokul 3’e gidiyordum okumaya
inanilmaz ilgim vardi zaten. Ne olmak istedigim soruldugunda Tiirkge
ogretmeni diyordum net. Ogretmen demiyordum ya da Matematik suydu
buydu. Net olarak Tiirkge ogretmeni olmak istiyorum diyordum.” (K3)

Dissal Nedenler: Bu alt tema ise 2 koddan olusmaktadir. Katilimcilar, bu
alt temada 6gretmenlik meslegini segme nedenleri arasinda (i) iiniversite sinav
sonucu ve (ii) 6gretmen yonlendirmesi seklinde digsal nedenler belirtmislerdir.

Sinav sonucunda yerlesme: Sinav sonucunda 6gretmenlik meslegini secmey-
le ilgili alintilar incelendiginde, egitim sistemimizdeki yiiksekOgretime geciste
merkezi sinavlara vurgu yapilarak, tesadiifi veya yanlshkla 6gretmenlik meslegini
secmek zorunda kaldiklarimi dile getirmislerdir. Verilen ornekler ise asagidaki
gibidir:

“Nasul 6gretmen oldum? Daha onceden biliyorsunuz iiniversite sinavlarnda

oyle bir seyimiz yoktu. Tercihler iste neresidir, nereyi isteyecegiz, nereyi

vazacagiz diye seyimiz yoktu. Taa 20 yil 6ncesinde hatta 24 yil oncesinde bir
ver yazdik ondan sonra ... oraya gittik. Sonrasinda ogretmen olacagimizi
oraya gittikten sonra égretmen olacaginuzi anladik.” (K6)

“En son tiniversite sinavlarnna girdigimde 3 kez degistirdim tercihlerimi ve en
son gece saat 3te degistirdim. Tabii o anki diisiincem, Ankara Tip tutuyordu
ve ben yanls siralamadan Karadeniz Universitesi -Fatih Egitim Fakiiltesi-
Biyoloji béliimiine gittim.” (K7)

“Ogretmen olma Tiirkiye sartlarinda herkesin basina nasil geliyorsa bizde
de ayni sekilde rutin bir meslek sahibi olmak icin, lise-iiniversiteye hazirlik
icinde lise calismasi, siklardan ya da tercihlerden hangisini tutturabiliyor-
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san, oOzel bir tercihin oluyor ama tutabilirse o da. Nasip oldu ogretmenlik
geldi. Sinif ogretmenligi okuduk ve ogretmen olduk. Bu sekilde.” (K5)

Yonlendirme: Ogretmeninin yonlendirmesi ve tavsiyesiyle ogretmenlik
meslegini tercih ettigini belirten katilimecilar da mevcuttur. Buna iligskin olarak
verdikleri 6rnek ise su sekildedir:

“Lisede bir Edebiyat dgretmenim sayesinde karar verdim. Ogretmen olma
fikrim hi¢ yoktu, ¢iinkii benim hayalim, kaymakamlik, avukathk, savcilik
olanlarda daha yogundu. Fakat edebiyat 6gretmenim tiniversite sinavina
girdigimiz zaman icerisinde, tercihleri yapmadan dénce goriistiigiimiizde dedi
ki ; senden cok giizel bir dgretmen olur, eminim ki bu isi severek yaparsin,
ogretmenlik peygamberlik meslegidir diyerek beni bu ise havale etti, nasip bu
yonde imig.” (K6)

Miidiir Olmay1 Se¢cme Nedenleri

Kadin okul midiirlerinin miidiir olmay1 secme nedenleri incelendiginde,
digsal faktorlere vurgu yaptiklar: ve hicbirinin kendi istekleri dogrultusunda okul
mudirligini secmedigi ortaya cikmaktadir. Bu nedenle, miidiir olma nedenleri
digsal nedenler temasi altinda toplanmistir. Olusturulan tema, alt tema ve kodlar
ise Tablo 3’te sunulmustur.

Tablo 3.
Kadin Okul Miidiirlerinin Miidiir Olmayr Secme Nedenleri

Tema Alt tema Kod

Cevre baskisi
Miidiir olmay1 Koti idareci 6rnegi
. Digsal nedenler
secme nedenleri Mecburiyet

Sinavla atanma

Miidiir olmayi secme temasina iligkin alt tema ve kodlara iligkin bulgular1 su
sekilde 6zetlemek miimkiindiir:

Dissal Nedenler: Bu alt tema toplamda 4 koddan olusmaktadir. Katilim-
cilar, bu alt temada okul miidiirii olma tercihlerinde en ¢ok digsal gerekceleri
dile getirmiglerdir. Bu alt temay1 olusturan kodlar ise (i) ¢evre baskisi, (ii) kotii
idareci 0rnegi ve (iii) mecburiyet ve (iv) sinavla atanmadir.

Cevre baskisi: Kadin okul miidiirleri, midiir olmay1 secerken, yasadiklari
cevre baskisiyla ilgili olarak milli egitim miidiirligi yoneticilerinin ve okul cevre-
sinin 1srarin1 vurgulamistir. Cevre baskisina iligkin ifadeler su sekildedir:

“O ¢evre baskiswyla ya bu okulun yonetim kurulu tarafindan cok bask: aldi-
gim icin yoksa kesinlikle diisiinmemigtim.” (K1)

“lice Milli Egitimden boyle bir teklif geldi, ilk basta kizim kiiciiktii isteme-
dim ama sonradan bana uygun geldi, eski okulumdaki ogretmenlerim pek
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de emsalim degillerdi yasca kiigiiklerdi benden ve onlara bir anlamda biraz
olgun duruyordum ve kabul ettim teklifi...” (K5)

“biliyorsunuz mesleki okullarina devlet cok ehemmiyet veriyor ve yeni yo-
netmelige gore de biliyorsunuz burast bir kiz okulu, bu tarz okullarda bayan
miidiir olmast gerektigi konusunda devlet yonetmelik getirmis. Maras’ta ise
bu okulu actiralim buraya kimi miidiir olarak getirelim diye bir calisma yap-
muslar. Sosyal ve aktif bir hayatim var oradan bana bir teklif geldi, buranin
kurucu miidiirliigiine ne dersiniz, burada size ihtiyaciniz var dediler, ben de
ihtiyag var ise biz de variz dedik.” (K6)

Kotii idareci ornegi: Kotii idareci ornegiyle ilgili ise 6gretmenken okul yone-
ticilerinden sikayet eden, kizan kisilerin “kotii komsu ev sahibi yaptirir” deyisiyle
miidir olmaya karar verdikleri asagidaki ifadelerle dile getirilmistir:

“... Ama maalesef o kadar kotii idarecilerle okulumuz yonetiliyordu ki sii-
rekli bir catisma halinde giderdi. En sonunda bir giin bir sohbet esnasin-
da ¢ok deger verdigim bir agabeyim soyle bir ciimle kurdu: Biz dedi kotii
yonetildigimizi soyliiyoruz dedi siirekli bundan sikdyet ediyoruz ama dedi
bunu diizeltmek adina ne yapiyoruz dedi. Ne gibi dedim? Daha ne yapalim
kendimce soyliiyoruz dogrusunu gostermeye ¢alisiyoruz, miicadele ediyoruz
iste dilimiz dondiigiince. Haywr dedi bana odyle geliyor ki dedi biz dedi yarin
bir giin oldiigiimiiz zaman sundan kurtulamayacagiz dedi bu vebalden kur-
tulamayacagiz. (K2)

‘Ashnda ben bransumi ¢ok seviyordum hala seviyorum bu biliyorsunuz ku-
rumlarin sinavlart oluyor, orada bir sube miidiiriiniin ters bir davranisina
denk geldim agikcasi, genelde miidiirlerin boyle bir hikayesi vardir. Ona kiz-
ginligimdan olsa gerek kendi kendime demek ki bu insanlar miidiir olabili-
yorlar ise demek ki biz de buna miisaade etmemeliyiz.” (K3)

“... Kendileri ile goriismeye gittigimde sorun bu dedim. Coziim ama ¢oziim
yok, dedim ki, hep mi idareciler boyledir neden ¢oziim tiretilmez, ya da ne-
den o zaman orada oturuyorsun... O giin dedim ki ben kesinlikle idareci
olmalyun.” (K8)

Mecburiyet: Bir okul midiirii ise atandigi okulda bagka bir alternatif olmadi-
&1 icin mecburiyetten miidirlige basladigini su sekilde belirtmistir:

“llk atandigim Trabzon'un Of ilcesinde bir arkadasimiz aynldiginda tek ba-
sima kalmistim ve gecici olarak gorevlendirme aldim ve zorunlu olarak da
miidiir olmak zorunda kaldim. Baska dgretmen ya da idareci olmadiginda
buna mecbur kaldim.” (K9)

Sinavla atanma: Tirkiye’de de, bir cok kez farkli uygulamalara gidilmesine
ragmen, okullarda etkili egitimin gerceklestirilmesini saglamak acisindan 1998
yilinda yayimlanan “yOnetici atama ve yer degistirme” yonetmeligiyle, okul mii-
dirlerinin atanmasi sinavlarda basarili olmalarina baghdir. Erkek egemen bir is
olarak goriilen okul miidiirliigh icin siavla atanma bir sans olmustur. Benzer
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diistinceyi paylasarak sinava giren bir miidiir yardimcisi Benzer diisiinceyi payla-
sarak sinava giren ve okul miidiirii olarak atanan bir okul miidiirii ise bu durumu
asagidaki gibi ifade etmistir:

“Tabi ki éncelikle esimle konustum. Iyi tamam dedi. Daha sonra iste, orada
calistiktan sonra, bayansiniz, siirekli yazismalara cevap vermeler. Bir siire
sonra igte 1999 yilinda Tiirkiye’nin ilk miidiirliik ssmavi. Simavla atama ¢kt
biliyorsunuz. O sira yine esime sordum. Tabi ben calistyorum sabah aksam.
Biraz ama doldum. Esim dedi ki; madem calistyorsun sabah aksam okul-
daswn, gir bir sinava adi belli, adin miidiir olsun.1999°da girdim, 2000’de
girdigimde kazandim. 2000°de atandim. (K10)

Okul Yonetiminde Kadin Farki

Kadin okul yoneticilerinin okul yonetiminde benimsedikleri diisiince ve dav-
ranig bigimleriyle farklilik yarattiklar: séylenebilir. (i) Okul kiiltiri , (i) okul ici
iletisim ve (iii) okul estetigi ise bu calismada farkli yonler olarak ele alinmig ve
alt temalar olusturmustur. Olusturulan tema, alt tema ve kodlar ise Tablo 4’te
sunulmustur.

Tablo 4.
Okul Yonetiminde Kadin Fark:

Tema Alt tema Kod
Okul kiiltiirii Sicak ve samimi ortam
. Samimiyet
Yonetimde kadin farki Okul igi iletisim .
Empati
Okul estetigi Feminen bakis agisi

Okul yonetiminde kadin farki temasina iligkin alt tema ve kodlara iligkin
bulgular su sekilde 6zetlemek miimkiindiir:

Okul Kiiltiirii: Bu alt tema, (i) sicak ve samimi ortam olmak iizere tek bir
koddan olugmaktadir.

Sicak ve samimi ortam: Kadin okul miidiirleri gorev yaptiklari okullarda ege-
men kiiltiirtin aile kiiltiirii oldugunu, anne roliinii iistlendiklerini, samimi ve sicak
bir ortam olusturmaya dnem verdiklerini su sekilde belirtmislerdir:

“Soruna bakarsin, ellersin, bakarsin, koklarsin, ontinti arkasin saklarsin.
Yani sorunun taraflarnin iyice bir incelersin. O arada ¢oziim zaten o stirecte
kendiliginden gelir aklimiza. Eger taraflardan ikisi bir geng rehber 6gretme-
ni bayan geng kizsa ¢ok rahattir benim pozisyonda olan bir kadwin icin 50
yvasidayim, ana pozisyonuna gecerim. Anne roliine gectigim anda kiranim
kafanizi, yolarim saginizi, defolun gidin derim.” (K1)
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“mesela bizim okulda selam vermeden iceriye girmeyeceksin. Herkes birbi-
rine giilecek morali bozuksa da derdin nedir diye bir sorariz. O dgretmen o
derse morali bozuk girmeyecek, girerse 20 tane ¢ocuk var onlart olumsuz
etkileyebilir.” (K4)

‘Aile gibi sicak bir ortam iste ¢cok giizel bir diyalogumuz var. Ben ¢alisanla-
rimla oturur cayumi da icerim, yemegimi de yerim, onlara cayda getiririm,
her seyi yapabilirim yani.” (K7)

OKul ici iletisim: Bu alt tema, (i) samimiyet ve (ii) empati olmak tizere iki
koddan olugmaktadir.

Samimiyet: Kadin midiirler okul ici iletisimde samimiyet kavramina 6zellik-
le vurgu yapmiglardir. Asagida samimiyetle ilgili kadin miidiirlerin gorisleri ince-
lendiginde ¢Oziim bulma ve insancil olmay1 6n planda tuttuklari goériilmektedir.

“Simdi hocam bunu sana tek kelimeyle soyleyeyim... xxxxx olarak ben sa-
mimiyeti cok severim ama laubalilikten hi¢ hoglanmam. Ikisinin arasinda
ince bir ¢izgi vardir. Ne ben atlarim ne de karsi tarafin atlamasma miisaade
ederim. Samimiyet ¢ok giizel ama laubalilik olmaz. Iki iste isimi yapmaktan
cok keyif alinm, karst tarafinda sadece isini takip ederim. Sadece isimi takip
ederim. Ne giymis, ne yemis, sokakta kimle gezmis, hangi fikirdeymis, hangi
diisiincedeymis hi¢c umurumda olmaz. Su kapidan ciktiktan sonra beni sev-
meyebilir, bana selam vermeyebilir hi¢c umurumda degil ama kapidan iceri
girdigi itibaren buraya gelis amacimiz neyse sonuna kadar hakkint vermek
zorundayiz. O da ben de.” (K3)

“Eger fark edersem bangtirmaya ¢alisiyorum, ¢oziim teknigim iki tarafla da
ayrica konugup sorunu 6grenmeye ¢alistyorum, bana abla derler miidiirden
ziyade, kirmwyorlar da beni, samimiyett cok onemli, ¢cok biiytik bir problem
olmadig siirece ¢oziiyorum, is kur elemanlar ile de zaman zaman tartisma
yasanwyor ve onlar ile de konusarak hallediyoruz (K6)”

Empati: Kadin mudiirler okul ici iletisimle ilgili empati kavramini 6n planda
tuttuklarini acik iletisime 6nem verdiklerini belirtmislerdir.

“Ya iki tarafi da dinlemeye calisinm da ¢ok siikiir su ana kadar ¢ikmadi
ama iki tarafi da dinleriz ¢iktigi taktirde Yani eski okulumda ki durumlan
g6z oniinde bulundurur arak soyliiyorum. Iki tarafi dinler sonra ikisiyle de
caginr kargilikli konugurum aynit anda yani ikisini de dinlerim. Daha sonra-
sinda da iste hi¢ yoruma gey yapmadan iste seylerini iste hatalarini yada iste
eksiklerini veya olumsuz, olumlu durumlanin da yiizlerine séylerim. Haa
once olumlulardan baslar sonra olumsuza donerek eger sikinti varsa sikinti-
vt orada olumludan bagladigin zaman gey yapar. Geri doniip oziir dilemelere
kadar gider belki yapan kigilerin.” (K5)

“Her seyden once en temel seyin iletisim becerisi oldugunu gordiim. In-
sanlarla iletisim becerisinin olmasi gerekiyor.2. empati duygunuzun olmasi
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gerekiyor. Ben kendimi tamimlayacak olursam baskin karakterli yada bu
eskiden oldugu gibi benim dedigim olacak gibi bir idareci olmadim.” (K9)

OKkul estetigi: Bu alt tema, (i) feminen bakis agis1 olmak iizere tek bir kod-
dan olusmaktadir.

Feminen bakis agisi: Kadin mudiirlerin okul estetigiyle ilgili goriisleri okul
yonetiminde feminen degerleri ve yonetimde kadin farkini ortaya ¢ikarmaktadir.
Miidirler okulda bir tesis yOneticisi olmadigi icin okulun fiziki olanaklariyla da
ilgilenmek zorunda kaldiklarini, ancak kadin miidirlerinin fiziki imkanlar1 este-
tik bir bakis acisiyla ele almayi tercih ettiklerini ifade etmislerdir. Temizlik, tertip,
diizen de bu baglamda 6ne ¢ikan kavramlardir. Asagida kadin miidirlerin okul
estetigiyle ilgili ayrintili goriisleri yer almaktadir:

“Cogu okuldan geri doniitler de aliyorum ben, okulum gercekten temizdir,
temiz tutmaya ve eskitmemeye ve egyalarin dikkatli kullanilmasi ve biraz
daha titiz olmaya ¢aliyorum ve digsaridan gelen veliler ve ziyaretciler batidan
gelen okullar gibi hocam diyorlar ¢ok giizel ve temiz diyorlar. ” (K3)

‘Ashnda evet okul binasiyla cok ugrastik, kar ve yagmur sulari birikti ve oku-
lun kazan dairesine indi, bazen caresiz kaldigimiz zamanlar oldu, yani fiziki
sorunlar bir sekilde bizleri zorluyor, maddi imkansizliklar oluyor, okullarin
da geliri yok, bagka baska malzemeler ile sorunlar ¢ikiyor ve bunlar bizleri
¢ok zorluyor.” (K5)

“Bahge ile ilgilenirdim okulun bahgesi yani, daha giizel bir hale getirmek
isterdim, bana daha cok yapilacak isler var gibi geliyor. Okul cevresine, dii-
zenine ¢cok onem veririm. cevre ile ilgili bir stkinti olursa bunun ile ilgili ca-
lismalar yapiyoruz ve okul icerisinde dolagiyorum, s1 nasu sicakligr nasil
okulun ve kendim de bir dolastyorum, bazen siniflart da ziyaret ediyorum ve
nasil durumdalar, calisanlara bakiyorum bazen.” (K2)

“Ilk once okuldan iceriye girdigimde, simdi biraz sey olacak ama, asagi-
da giillerimiz var ya, hepsini ayr ayrt koklar, enerjiyi icime alarak gecerim.
Ben zaten enerjiyi icime alarak gecerim.Ben zaten pozitif enerjiyi ¢cok sey
yvapan bir insamm.Telefonda bile birisinin boyle cok algak,yani yorgun ya
da sey onu hissettigimde,telefonla bile karsiya boyle,enerjimi mutlaka sey
yvaparim.” (K7)

Erkek Egemen Bir Alan Olarak Okul Yonetiminde Kadin Olmanin
Zorluklar:

Farkli sorumluluk, gorev ve rollere sahip okul miidiirleri, okulu yonetme
stirecinde bir¢ok sorunla karsilagabilmektedir. Kadin okul miidiirleri, diger pek
¢ok okul miidiirii gibi farkli sorun alanlariyla bag etmekte hem de erkek egemen
bir alan olarak algilanan okul yonetimi siirecinde kadin olarak var olabilmenin
zorluklariyla miicadele etmektedir. Bu baglamda erkek egemen bir alan olarak
okul yonetiminde kadin olmanin zorluklar (i) giic dengesi ve (ii) erkek egemen
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kiiltiiriic benimseme olmak iizere iki alt tema altinda toplanmigtir. Olusturulan
tema, alt tema ve kodlar ise Tablo 5’te sunulmustur.

Tablo 5.
Erkek Egemen Bir Alan Olarak Okul Yonetiminde Kadim Olmanin Zorluklar

Tema Alt tema Kod
Giic dengesi
. Denge . . .
Erkek Egemen Bir Alan Ozel hayat-is hayati dengesi
Olarak Okul Yonetiminde
Kadm Olmanin Zorluklari Erkek egemen

e . Dontisiim
kiiltiiri benimseme $

Erkek egemen bir alan olarak okul yonetiminde kadin olmanin zorluklari
temasina iliskin alt tema ve kodlara iliskin bulgulari su sekilde 6zetlemek miim-
kiindtir:

Denge: Bu alt tema (i) gii¢ dengesi ve (ii) 0zel hayat-is hayat: dengesi olmak
iizere iki koddan olusmaktadir.

Gii¢ dengesi: Bazi kadin mudiirler okulda otorite ve giic iliskileri konusunda
sorunlar yasadiklarini belirtirken, okul toplumunun erkek egemen kurallarla yo-
netildigi goz oniine alindiginda kadin miidiirlerin giic dengelerini kurmalarinda
sikint1 yasamalar1 da kag¢inilmazdir. Bu baglamda verilen 6rnekler su sekildedir:

“Bazen ¢alisanlara soz gegirmekte sukint yasayabiliyorum. Ama her zaman
olmuyor tabi. lligkiler bicak sirti, iyi ayarlamak lazim.” (K4)

...... Tabi son sozii soylemek giizel oluyor bazen, bazi éneriler geliyor onlar
bazen kabul ediyor, bazen de yonlendiriyorsunuz. Son noktada son soz size
kalyor bu acikcast cok giizel. Bazen stkinti da yaratiyor bu durum.” (K5)

Ozel hayat-is hayati dengesi: Kadinlara atfedilen anne olma, es olma, evlat
olma gibi toplumsal roller g6z 6niine alindiginda miidirliik mesleginin aile ha-
yatlarina yansimasi da kacinilmazdir. Kadin midiirler sahip olduklar1 toplumsal
rollerle salt mesleklerini icra ettikleri icin kendilerini koti hissettiklerini, aile
hayati-is hayat1 dengesini kurmakta zorlandiklarini belirtmislerdir.

“Cok yogun zaman gectigi icin aksam bazen ¢ok ge¢ ctkiyoruz bayaniz ve
evdeki isleri de yetistirmek zorundayiz, ¢cocuklar acaba ¢ok mu ihmal edi-
yorum diye eve biraz yansiyor.” (K10)

“Nasil bir seyler. Dedigim gibi tamam xxxx olarak ben o anlamda kendimi
sansl saytyorum. Niye? Iyi, insani iliskilerim iyi giriyorum, cikiyorum, yalva-
riyorum, agliyorum, séylityorum bazen hatta takilyyorum da esime. Hakkin
helal et diyorum. Kendimi suclu hissediyorum.” (K2)

“Hele ilk zamanlar ¢ok daha seydi. Burakin eve gitmeyi aninda boyle ag-
lamaya baslyordum. Yani birlikte ¢oziim bulmaya calistyorduk. Ya da bir
stkantt oluyordu. Esim, inanin calistigi yerden atlayip geliyordu.” (K7)
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Erkek Egemen Kiiltiirii Benimseme: Bu alt tema (i) doniisiim ald: altinda
tek bir temadan olugmaktadir.

Déniigiim: Kadin miidiirler yonetimde s6z konusu olan erkek egemen kiiltii-
rii zamanla benimsediklerini, davraniglarini, konugsmalarini degistirmek zorunda
kaldiklarint ve uyum sagladiklarini belirtmiglerdir. Maskiilen degerlerin hakim
oldugu yonetim anlayisinda zamanla kabul gormek icin doniistiiklerini dile ge-
tirmiglerdir.

“Bak yemin ediyorum 30 yillik evliyim kocama dokmedigim dili elin adam-
larina yaptim. Suf onun bir isini gordiireyim diye. Hani bunu farkl algila-
ma. Niyetliyim, is bitsin, yeter ki o hizmet gelsin. O ¢ocuklar bundan fayda-
lansin diye ‘miidiirtim liitfen ama ‘ bak simdi bu ses bana yakisan bir ses
degil. Benim sesim de degil. Ama o sesi yapmak zorunda kaldim.” (K1)

“Mecbur uyum saglyorsunuz. Ya bu deveyi giidiicen, ya bu diyardan gidicen.
Seni iclerine almazlar yoksa. Bizde erkek gibi davranmaya baslyoruz, ken-
dimizi kabullendirmek icin.” (K2)

“Tuttugumu kesinlikle sonuna kadar giderim, kesinlikle birakmam. Tabii
kirillgan bir yapim vardi. Ama daha sonra ‘haywr’ demeyi ogreniyorsunuz.
Clinkii karst taraf sizin yiiziintiziin giile¢ oldugunu gordiigiinde, bunu iste
sizin ¢ok iyi arkadagsiniz gibi sey yapip, bunu bir siire sonra «acaba bunu
kendi ¢cikarlarima sey yapabilir miyim ? * Oyle bir sey yok. Daha sonra belli
kurallart uyguluyorsunuz.” (K3)

Ozet, Sonuc ve Tartisma

Tiirk Egitim Sistemi kadinlarin yogun olarak ¢alistiklar: bir alandir. MEB’de
kadin miidiir oran1 % 7 ve toplam yoneticiler icinde kadin yonetici oran1 % 2°dir
(MEB, 2019). Ogretmenlik bir “kadin meslegi” olarak algilanmaya devam et-
mektedir. Ogretmenlik, 6zellikle okul dncesi ve ilkdgretim kademelerinde, anne-
lik rolii ve kadinin dogasiyla uyumlu 6zellikler gerektiren ve kadimnin geleneksel
rollerini aksatmadan siirdiirebildigi bir meslek olarak goriilmekte ve kadimnlara
yakistirilmaktadir (Fuller, 2014; Isiksolugu, 1997). Ancak, okul yoneticiliginin
kaynagi 6gretmenlik olmasina ragmen, miifettisler, okul miidiirleri ve MEB mer-
kez Orgiitii yoneticileri arasinda kadinlarin sayisi ¢ok azdir (Ergiin, 1996; Shum
ve Cheng, 1997). Son yillarda yapilan yonetmelik degisiklikleriyle yonetici go-
revlendirmede esas alinacak hususlardan 6grencilerinin tamami kiz olan egitim
kurumlarinin miidirleri ile bu kurumlar ve yatili kiz 6grencisi bulunan egitim
kurumlarinin miidiir yardimcilarindan en az birinin kadin adaylar arasindan go-
revlendirilmesi; karma egitim yapilan ve miidiir yardimcisi sayisi ti¢ ve daha fazla
olan egitim kurumlarinin miidiir yardimecilarindan en az birinin kadin adaylar
arasindan gorevlendirilmesi gibi hususlarin dikkate alinmastyla okul ydonetiminde
kadin yonetici sayisini arttirmistir. Ancak kadin 6gretmen ve kadin okul miidiiri
oranlar arasindaki fark kapanmamuistir. Yaymlanan son verilere gore, Tiirkiye’de
ogretmenlerin yiizde 55,81 kadinken, okul miidiirlerinin ise sadece yiizde 7,2 ‘si
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kadindir (OECD, 2019). Durgun (2011) da benzer sekilde tiim drgiitlerde oldu-
gu gibi egitim Orgiitlerinde de yOneticilerin cogunu erkeklerin olusturdugunu,
yoneticiligin oldukca cinsiyetci bir kavram olarak algilandig ve kiiltiirel baglam-
da erkekle 6zdeslestirilerek tanimlandigini belirtmektedir. Okul yoneticiliginde
demografik profil incelendiginde kadin ve erkek 6gretmen sayilarinin kadinlarin
lehine olmasina ragmen, okul yoneticilerinin biiyiik bir cogunlugunun erkek ol-
dugu goriilmektedir (Simsek, 2010). Baska bir deyisle, Tiirkiye’de gorev yapan
ogretmenlerin ¢ogunun kadin olmasi gergegi, kadin okul miidiir sayisina yansi-
mamaktadir.

Okul ortami, toplumsal cinsiyet iligkileri dikkate alindiginda, erkek hege-
monyasinin stirdiigii bir toplumsal alandir. Kadmlarinin okul miudirligi gore-
vini istlenmeleri, okulun bulundugu diizeye gore degiskenlik gostermektedir.
AB komisyonu tarafindan yaymlanan raporda yer alan Eurostat verilerine gore,
ortadgretim diizeyindeki okullarda gorev yapan miidirler genellikle erkek mii-
diirlerdir. Ilkogretim diizeyinde ise kadin miidiir sayisinin arttig1 gdzlenmektedir.
Bulgaristan, Avusturya, Polonya, Slovakya, Birlesik Krallik ve Izlanda’da ilko-
kul midiirlerinin %75’ kadinlardan olugsmaktadir. Ancak ortadgretimde gorev
yapan kadin miidiir sayis1 azalmakta ve ozellikle Fransa, Avusturya, Isvec ve
Izlanda’da ilk ve ortadgretimdeki kadin miidiirlerle erkek miidiirler arasindaki
fark oldukca artmaktadir. Ulkelerin cogunda ortadgretim diizeyindeki okullarda
gorev yapan kadin midiirlerin sayist %50’nin altindadir. Bir¢ok tilkede bu oran
%30’un altinda kalmaktadir. Ulkemizde ise bu oran oldukga diisiiktiir (Eurydice,
2013). Bu nedenle de, kadinlarin okul yonetiminde yeri tartisiimaktadir.

Calismaya katilan kadin okul miudiirlerinin miidiir olmayr secme neden-
lerinden 6nce 6gretmen olmayr secme nedenleri irdelendiginde daha cok igsel
nedenlere vurgu yaptiklari goriillmektedir. Cevresindeki kisileri model alarak ya
da cocuklara duydugu sevgiyle 6gretmen olmaya karar katilimcilarin kararlari
iizerinde cinsiyete 6zgii kalip yargilarin baskin oldugu soylenebilir. Toplumsal
cinsiyet kavramiyla toplumun kisiye hangi rolleri uygun gordiigi fikri one cik-
maktadir. Basgka bir anlatimla, iilkemizde benimsenen toplumsal rollerin kadin-
lar1 daha ¢ok ailevi sorumluluklarini stirdiirebilecekleri mesleklere yonlendirdigi,
ogretmenlik mesleginin de annelik roliiyle 6zdeslestirilen bir meslek olmasi do-
layisiyla tercih edilmesi gercegi (Agiroglu-Bakir, Ugurlu, Kéybasi ve Ozyazici,
2017; Celikten, 2005), calismanin bulgulariyla benzerlik gostermektedir.

Kadin okul miidirlerinin midiir olma siirecinde yasadiklari deneyimlere
odaklanan bu ¢aliymada, kadin okul miidiirlerinin miidiir olmay1 segme nedenle-
ri cevre baskisi, mecburiyet, sinav ve kotii idareci 6rnegi temalar altinda toplan-
mugtir. Koti idareci 6rnegiyle ilgili ise 6gretmenken okul yoneticilerinden sikayet
eden, kizan kisilerin “kotii komsu ev sahibi yaptirir” deyisiyle miidiir olmaya ka-
rar verdiklerini dile getirmislerdir. Bu durum tizerinde erkek okul miidiirlerinin
benimsedikleri yonetim anlayisinin ve sergiledikleri liderlik davraniginin etkili ol-
dugu soylenebilir. Growe ve Montgomory (2001) farkh ¢aligmalarin sonuclarini
bir araya getirerek kadin ve erkek yoneticilerin benimsedikleri liderlik stillerine
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iligkin bir tablo ortaya koymuslardir. Tablo incelendiginde ise erkek yoneticile-
rin sonug¢ odakl1 ve otokratik bir yonetim anlayigina sahip olduklarini belirtirken
destekleyici bir liderlik anlayigina sahip olmadiklar: goriilmektedir. Kadm okul
miidirlerinin de gozlemledikleri bu duruma iliskin benimsedikleri yaklagimin
miidiir olma kararlarinda etkili oldugu savunulabilir.

Calismanin ortaya koydugu bir bagka ilgi ¢ekici nokta ise yonetimde ortaya
¢ikan kadin farkidir. Katilimcilarin gorev yaptiklari okullarda sicak ve samimi bir
ortam olusturmaya 6nem verdikleri, okul i¢i iletisimde samimiyete vurgu yaptik-
lar1 ve empatiyi On planda tuttuklar1 goriilmektedir. Benzer sekilde Adams ve
Hambright (2004) yaptiklar1 ¢caligma sonucunda kadin yoneticilerin destekleyici
bir tutuma sahip olmalar1 sebebiyle daha kolay iletisime gecilebildiklerini vur-
gulamaktadir. Oplatka (2003) ise kadin okul miidiirlerinin yonetimde ve okul
ici iletisimde benimsedikleri yaklagimla okulda degisime sebep oldugunu belirt-
mektedir. Bu caligmaya paralel olarak, kadin midiirlerinin okul estetigiyle ilgili
gorisleri okul yonetiminde feminen degerleri ve yonetimde kadin farkini ortaya
koymaktadir. Kadin miidiirler, okulun fiziki olanaklariyla ilgilenirken estetik ba-
kis acisini elden birakmamaktadir. Temizlik, tertip, diizen bu baglamda 6ne ¢ikan
kavramlardir.

Calismanin katilimcist olan kadin miidirlerin aile, saygi, hosgorii, empati,
mutluluk, sevgi gibi kavramlar1 6n planda tuttuklar1 gériilmektedir. Bu kavramla-
r1 0n planda tutarken gii¢c dengesinde zorlandiklari sdylenebilir. Ancak, bu durum
bir zayiflik olarak gortilmemelidir. Tam tersine, kadin miidiirlerin giicii kullanma
bigimleriyle ilgilidir ve giictin zorlayici degil paylasimci bir kullanimidir. Ayni za-
manda bu bulgu, kadin miidiirlerin okullarinda olumlu bir yap1 kurduklari ifade
etmektedir (Fennel, 1999). Kadinlarin, ne olursa olsun toplumun atfettigi rolleri
arka plana atmadiklari, midiirliigii bunlarin tizerine insa ettikleri goriilmektedir.
Kadin okul mudirleri gorev yaptiklar1 okullarda egemen kiiltiiriin aile kiltiirii
oldugu anne roliint tstlendiklerini, samimi ve sicak bir ortam olusturmaya dnem
verdiklerini belirtmislerdir.

Sonug olarak; kadin miidiir sayisinin azlig yetersizliklerinden kaynaklanma-
makta, toplumsal rol paylagimi, bu rollerin ytikledigi giinliik yasamdaki ev igleri,
¢ocuk bakimi gibi sorumluluklardan kaynaklanmaktadir. Bu durumu 6nlemek
icin yasalarla kadinlarin is yasamina katilimin arttirict sosyal ve ekonomik dii-
zenlemeler yapilabilir. Kadinlar1 yoneticilige tesvik amaciyla sadece kadin yone-
ticileri kapsayan iyi 6rnekler, karsilastiklar1 engelleri nasil astiklari, elde ettikleri
basarilar1 vurgulayan arastirmalar yapilabilir, sonuclar ¢esitli yaymnlar araciligiy-
la toplumla paylagilarak kadinlarin yoneticilige gegcmede motivasyonlari yiiksel-
tilebilir.
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