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This study aims to be an in-depth investigation, from an interpretative perspective,
of eighth-year secondary school pupils’ perceptions of equality, justice, and freedom
— values that are considered fundamental to all democratic values. The study is
designed according to the phenomenology model as a qualitative research method,
and the participants were 10 pupils (six male and four female), selected by
convenience sampling from a public secondary school in the town of Yunusemre,
Manisa, in the 2014-2015 school year. A phenomenological analysis was applied to
the data obtained from semi-structured interviews. The study findings suggest that
the pupils grasped the difference between justice and equality by explaining the
value of equality from social, educational, political, and legal standpoints. They
stressed the importance of justice for social life, and said that they made an effort to
be fair in their daily lives. They explained the value of freedom in the categories of
the liberty to do anything, the possession of basic human rights, and the lifting of
personal restrictions. The study concludes that the pupils’ perceptions of the values
of equality, justice, and freedom vary according to the place, situation, and personal
context.
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Introduction

In an ever-changing social life impacted by technological developments, teenagers’ emotional development
and values education are crucial for preserving the substance of cultural elements and transmitting them to the next
generations. In the process of education, in addition to acquiring knowledge and skills, developing into citizens
who know themselves and their surroundings, in harmony with society, and adaptable to the conditions in a global
world is, too, of equal importance (Namli, 2015). According to Rokeach (1973), a value is an individual state of
believing that provides continuity to one’s behaviour or relates to the basic purpose of existence. According to
Yesil & Aydin (2007), a value is ‘a whole of psychological, social, ethical, and esthetical beliefs and opinions that
reflect the perspective and the significance attributed by a human to a being or happening, that are adoptive, and
that can lead behaviours in certain directions’. Values are a mix of the rules and beliefs that have a determining
role in shaping our behaviours, attitudes, and social status in the context of daily events (Hokelekli, 2010;
Kulaksizoglu & Dilmag, 2000; Yazici, 2006; Yesil, 2002). Only by means of education is it possible to teach
people the values particular to each society and the universal values accepted as common human heritage.
Consequently, the quality of values education in schools serves as cement in building the future of society. Of the
values to be taught at schools, democratic values have a particularly important position (Din¢ & Uztemur, 2016).

The main goal of education in a democratic society is to improve democratic thinking skills in students’ minds
and to turn this into a natural way of thinking. In a democratic educational setting, the differences in individuals’
gender, race, class, and thought are considered natural and all are treated equally (Gokge, 2005). The first step in
making modern and tolerant individuals with democratic thinking skills, conscious of their responsibilities, and
able to view events from different perspectives is a democratic educational system (Celep, 1995). As far as
democratic values are concerned, the main purpose of education is to bring up efficient citizens who have absorbed
the basic values of democracy and turned them into a way of living, who are aware of their political roles and
responsibilities, who assume the consequences of their behaviours, and who contribute to the development of
society (Sar1 & Sadik, 2011). Democratic societies aim to raise free-thinking, critical, honest, open-minded, and
empathetic citizens (Biiyiikkaragépz & Ure, 1994). Democratic education aims to produce individuals with
reflective and critical thinking skills, able to react to injustice, sensitive, able to self-improve and renew, quick-
thinking, defending equality and justice, committed to freedom, and working for the welfare of society using their
social participation skills (Moller, 2006). An effective citizenship education helps equip the students with the
knowledge, skills, and values necessary to put them in an effective spot in their own cultural communities and in
the global community. Such an education provides for the values and a comprehensive perspective needed for the
establishment of social justice and equality for all people in the world (Banks, 2013). For a democratic social order,
the culture of democracy needs to take hold first in the family and then in the schools. In order for democracy to
become fully functioning in social life, families, schools, and the state need to cooperate (Karakiitiik, 2001). As a
democratic lifestyle is acquired in the early ages, the culture of democracy needs to flourish in the family and in
the school; otherwise, individuals cannot be expected later in life to behave democratically in society (Okutan,
2010).

A democratic school setting is one where all partners make decisions in concert and approach different views
with respect (Apple & Bean, 1995). A demacratic school should not bring to mind a place where democracy is
taught as a concept but where democracy is lived and applied all over the place (Doganay & Sar1, 2006; Yesil,
2004). The making of a modern and civilized society requires not only the knowledge of the basics of democracy
but also students who, having turned these basics into a lifestyle, apply them at all stages in life (Ilgan, Karayigit
& Cetin, 2013). If the culture of democracy is to flourish fully in schools, teachers should enable students to make
autonomous decisions, encourage class participation, promote collaborative work, give students the opportunity
to present their work in the class, and make it possible for them to explore their inner selves through various
responsibilities (Ertiirk, 1993). Along with democratic education should come criticism, discussion, tolerance,
free-thinking, and respect for different views. In a school where these activities are routine, students can adopt
democratic attitudes and behaviours more readily in their daily lives (Yesil, 2003).

Although quite various, democratic values could still be cited as freedom, freedom of speech, equality, justice,
plurality, sensitivity, tolerance, respect of human rights, responsibility, conciliation, critical thinking,
differentiation, etc. (Erdogan, 1997; Kincal & Isik, 2003; Kislali, 1994; Tanilli, 1995; Yesil, 2002). According to
Aksin (1992), freedom and equality must fully prevail in a democratic society. Biiyiikkaragdz & Ure (1994) define
democratic attitude as a set of behaviours which entail personal freedom, equality of opportunity, and basic
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democratic values as a lifestyle. The concepts of equality, justice, and freedom stand out as the basic building
blocks of democracy (Cilga, 2001; Karadag, Baloglu & Yalginkayalar, 2006).

The literature on democratic values in education in our country includes theoretical work (Basaran, 1986;
Giiven & Akkus, 2004; Hotaman, 2010; Okutan, 2010; Ozpolat, 2010; Sisman, Giiles & Dénmez, 2010; Yesil and
Aydin, 2007) and studies aimed at teacher candidates (Akar, inel & Yalgintas, 2017; Akin & Ozdemir, 2009;
Aydemir & Aksoy, 2010; Ektem & Siinbiil, 2011; Gémleksiz & Kan, 2008; Sar1 & Sadik, 2011; Yazici, 2011).
Quantitative and survey research seems to be prominent in studies with secondary school pupils (Cetinkaya &
Kincal, 2015; Doganay & Sar1, 2004; Er & Unal, 2015; Izgar, 2014; lzgar & Beyhan, 2015; Ilgan, et al., 2013;
Kaldirim, 2005; Kaya, 2006; Kus & Cetin, 2014; Mulhan, 2007; Sabanci, 2008; Simsek, Doymus, Simsek, &
Ozdemir, 2004; Tahiroglu & Aktepe, 2015; Ural & Saglam, 2011; Uygun & Engin, 2014; Yiiksel, Bagc1 &
Vatansever, 2013). There is, however, very little holistic qualitative research on how democratic values are
perceived by students in Turkey (Ding & Uztemur, 2016; Ersoy, 2010; Nayir & Akar, 2009; Yilmaz, 2013). In
order to fill this gap, this study aims to be an in-depth investigation, from an interpretative perspective, of eighth-
year secondary school pupils’ perceptions of equality, justice, and freedom — values that are considered
fundamental to all democratic values. In line with this research goal, the following research problem was
formulated:

‘How do eighth-year secondary school pupils perceive some democratic values (equality, justice, freedom) and
what meanings do they attribute to these values?’

Method

Aiming to make a holistic and in-depth investigation of secondary school pupils’ democratic value perceptions,
the study was designed according to the phenomenology model as a qualitative research method. Phenomenology
seeks to account for the common meaning of one or more individuals’ experiences of a phenomenon or concept
(Creswell, 2013). Phenomenology focuses on how individuals perceive phenomena, how they describe them, how
they feel about them, how they judge and remember them, how they make sense of them, and how they talk to
others about them (Patton, 2014, p. 104). Phenomenological research focuses completely on personal perceptions
and narratives, seeking to explore the experience from an ‘insider’s’ point of view (Tanyas, 2014). In this study,
the researchers defined democratic values (equality, justice, freedom) as the phenomena. Later on, the data was
collected by means of in-depth interviews, aiming at a holistic description of the democratic value perceptions of
the pupils in the study group (Moustakas, 1994 cited in Creswell, 2013, p. 81).

Study Group

The study group was composed of 10 pupils (six male and four female), selected by convenience sampling
from a public secondary school where the second author worked as a social studies teacher in the town of
Yunusemre, Manisa, in the 2014-2015 school year. In their final year of secondary school, the eighth-year pupils
were selected assuming that they would have improved interpretation skills in abstract issues. In phenomenological
studies, study groups are typically small on grounds of a holistic and profound investigation of the relevant
phenomena (Creswell, 2013; Patton, 2014). The focus of the analysis on the experience rather than the person
requires very detailed consideration of the perspective of the subject experiencing the phenomenon, for which
reason the sample should be rather small and as homogeneous as can possibly be (Tanyas, 2014). In his defence
of the small-sized sample, Smith (2004 cited in Tanyas, 2014, p. 31) claims that the deeper the analysis of a person
is, the closer one gets to the common traits of humans (and therefore the universal).

Data Collection Tools and Data Collection

In phenomenology studies, the most basic data collection tool is the interview. For a profound understanding
of factual experiences and essentials, the flexibility and interaction presented by interviews should be made use of
(Yildirim & Simgek, 2013). Therefore, a semi-structured interview form was designed by the researchers in order
to capture the pupils’ perceptions of democratic values. The interview form was studied, and amended as
necessary, by three social studies lecturers and a language expert. In order to test the intelligibility and clarity of
the questions, a pilot study was carried out with a pupil outside the study group. The questions on the form were
found to be intelligible, clear, and appropriate for the pupils’ experience and knowledge levels, with the whole
interview expected to last 30 to 35 minutes. At the end of the pilot study, the questions on the interview form were
finalized. Prior to the interviews being conducted, the school administration and the parents were informed and
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asked for their consent. A separate appointment was fixed with each pupil in the study group, and the interviews
were voice-recorded.

Data Analysis

In order to prepare the data for analysis, the voice recordings were transferred to the word processing program.
The data obtained from the interviews were analysed phenomenologically. Phenomenological analysis seeks to
understand the sense, essence, and nature of individuals’ or groups’ phenomenon-based experiences and make
them clearer (Patton, 2014, p. 482). The main purpose of this type of analysis is to have an insight into how people
evaluate what happens around them (Smith, Flowers & Larkin, 2009; Wade & Tavris, 1990 cited in Ozdemir,
2010, p. 334). At the first stage of phenomenological analysis, the researchers shed their thought patterns and
biases, and accept the data as it is. This is called freedom from biases. In this way, the participants’ experiences
about the phenomenon as well as their subjective points of view are more comprehensible for the reader (Creswell,
2013; Patton, 2014). The pupils’ comments were read many times over, separated into units, and coded through
phenomenological analysis. For the coding, the pupils’ own concepts were used. When the pupils’ own concepts
proved inadequate for the coding, the researchers produced codes that best encapsulated the phenomenon in
question. Similar codes, or those close in meaning, were placed in the same category. In the next phase, these
categories were compared and related, and themes were found. In phenomenological analysis, the themes involve
interpretation of the participants’ experiences by researchers, and thus form the first framework of the analysis.
Based on this framework, the next set of data (e.g. the second participant’s interview) is analysed. Upon completion
of the analysis, the main table reflecting all the participants’ common experiences is constructed (Tanyas, 2014,
p. 31). The analyses were conducted by the researchers at different times so that agreements and disagreements
could be discussed. The reliability formula [p= agreement / (agreement + disagreement)] proposed by Miles and
Huberman (1994) was used and the result was 95%. In order to increase the credibility of the study, direct
quotations were taken from the pupils’ remarks. On the grounds of research ethics, the real names of the pupils
were not used, with the participants given gender-based codes (M1, M2, F1, F2) instead.

Findings
This part presents the findings on the values of equality, justice, and freedom.
Equality

In order to reveal the pupils’ perceptions about the value of equality, they were asked to explain what equality
meant to them. These perceptions are visually presented in Diagram 1.

As can be seen in Diagram 1, the pupils’ perceptions of equality were gathered under four main themes — social,
legal, political, and educational. The pupils thought that people should be treated equally in society, that the rich
and the poor should have equal rights, that the rich should not be favoured, and that the poor should not be
discriminated against. The pupil coded F3 expressed opinions representative of this perception:

‘There should be a society with no discrimination, no superiority, and no division between the rich and the
poor’. (F3)

According to the pupils, all should have equal rights and liberties if harmony is to prevail in society. This
harmony in social life is dependent on the practice of the value of equality. Otherwise, discord and divisions
amongst people are inevitable. Another requisite for social harmony is equal rights for men and women. A female
pupil expressed this opinion as follows:

‘The first thing that comes to my mind is equality between men and women. Men and women should be equal;
women shouldn’t be told what they can’t do.’ (F2)

The quotation above makes it clear that women should have the same rights as men and be able to do the same
jobs as men. According to the pupils who made a legal interpretation of the value of equality, all citizens should
be treated equally by law. The pupils remarked that the laws were not equally enforced for all, and that this was
an obstacle on the way to equality. The need for political equality was expressed by the pupil coded F1. According
to her, political equality should make people enjoy more freedom. The same pupil also talked about equal
opportunities in the context of educational equality.
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The pupils who expressed the perceptions and opinions above were also found to be aware that absolute
equality was not really probable. They all remarked that full equality was impossible. The reasons for these
opinions held by the pupils are visually presented in Diagram 2.

Equality of Rights and

Rich-Poor Freedoms
Discrimination (M3. M5_F1_F2)
(M1, M4 _F3 F4) A

+| Gender Equality
(M4.F2)

Social Cohesion (M6)

THE VALUE OF EQUALITY

Political Equality Equality Before the
(F2) Law
EDUCATIONAL (M2, F4)

Equal Access to
Education (F1)

Diagram 1 — Pupils’ Perceptions on the Value of Equality

Stronger People Putting

Differing Statutes
Pressure on Weaker Ones (F4)

(M3, M5, F1)

EQUALITY IS NOT
POSSIBLE AT ALL;
BECAUSE

Physiologic Differences
(M1)

Using Resources
Unequally (M2, M6)

Uneven Distribution of
Equal Opportunuties (F3) People's Greed for
Wealth (M4)

Diagram 2 — Reasons for the Pupils’ Opinions that Full Equality cannot Exist
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As can be seen in Diagram 2, the majority of the pupils suggested that people’s selfish and opportunistic
behaviours were the main reason why full equality did not exist in the world. All of the pupils were of the opinion
that equality was needed but that people did not respect it in their behaviours.

The views of the pupil coded M6 are representative of all those thinking in a similar vein:

‘For example, the principle of equality exists but the people in Africa don’t seem to be equal at all. We all have
food and drinks here in our country but they don’t in Africa. If all people are equal, why can’t they live like us?
The principle of equality isn’t applied. If it were, equality would be possible.” (M6)

The pupils in the categories of different statuses and physiological differences attributed the causes of
inequality to factors outside human control. For the pupils of this opinion, the reasons underlying inequality were
not people’s attitudes or behaviours. They claimed that everyone was born with a different character, build,
personality, body, and surroundings, which was why full equality could not exist. The pupils were asked to
illustrate violations of equality that they came across in their daily lives. Their answers are presented visually in

Diagram 3.
Against Disabled
People (K3)
(Agal(r::lls,t;/;/;)me”)(— Discrimination

Global Inequalities

(M6)
In Parents’ SITUATIONS WHERE In Teachers'
Behaviours EQUALITY IS VIOLATED Behaviours
(M5, M6, F2) IN DAILY LIFE (M4, M6)

Peer Bullying - -
(M1, M5, F4) Backing or Favoring

Someone Inequatably (M3)

Diagram 3 — Pupils’ Experiences of Violations of Equality

Diagram 3 suggests that the pupils encounter situations where equality is violated in the family, in the school,
in the street, etc. The pupils who were unhappy with their parents’ authoritarian attitudes and failure to ask about
their views complained about this. One of the participants explained this as follows:

‘There are situations where equality breaks down in the family. Just because they’re the parents shouldn’t
mean that they can say and do what they like, but that’s how they see it. Mum says to be respectful; but when I
dare say something they tell me off. This isn’t equality. The kids don’t get to say anything but the parents can say
anything and everything. This isn’t acceptable’. (F2)

It was also pointed out that in social life, women and the disabled were discriminated against and that
meritocracy was not adhered to. The pupil coded M6 said that Africa was colonized by other countries and that
this was the best example of inequality. It was also the case that in the school environment physically stronger
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pupils bullied and pressured younger ones. Inequality in the teachers’ and school administration’s attitudes was
yet another problem. What the pupils understood from equality before the law is presented in Table 1.

Table 1 — Pupils’ Perceptions about the Principle of Equality before the Law
In order to provide equality before the Law;

being rich or poor (M3, M4, F1)

being a politican or an administrator/a governor (M5, M6, F2)

social status (M1) Should not taken into

People’s consideration

being famuous or welknown (M2)
age difference (F4)
gender (F1)

As can be seen from Table 1, the pupils stressed the need that the laws should be equally enforced for all. They
were asked to illustrate violations of equality before the law that they came across in their daily lives. The views
of the pupil coded M1 best illustrate this case:

‘Take a brain surgeon and a dustman. They should both be treated equally by the law. The surgeon shouldn'’t
receive favourable treatment just because of his status.’ (M1)

The pupils were asked whether the law was equally enforced for all in our country, and they were asked to give
reasons for their explanations. Their views are presented in Table 2.

Table 2 — Pupils’ Views on Equal Law Enforcement for All
It is not exercised at all;

Politicians and wealthy are given privilage (M5, M6, F2, F3, F4)
People in legal profession do not act impartially (M4, M5, F2)

Acquainted or familiar people are shown favor (M1, F3)

BECAUSE

Famuous or welknown people are privilaged (M2)
It sometimes exercised, sometimes do not exercised

Wealthy people are privilaged (M3)

BECAUSE

Laws are not deterrent (F4)

As can be seen in Table 2, the majority of the pupils believed that the law was not equally enforced for all. The
reasons underlying their beliefs seem to be discriminatory practices and nepotism. While explaining their opinions,
the pupils often quoted current news stories from the media. As the default standard (equal enforcement of the law
for all) does not often appear in the media, it is only natural for the pupils to have the negative instances on their
minds. In the interviews, the pupils spoke extensively about the negative coverage in the media. In this context, it
could be argued that the media influences or shapes the pupils’ perceptions of equality.

The pupils’ views were also elicited on another element of the value of equality — equality between men and
women. They were asked whether this was possible, and their opinions are presented in Table 3.

As Table 3 demonstrates, the majority of the pupils do believe that equality between men and women is
possible. Those of this view claimed that women were no different from men and that they could do all the jobs
done by men. This is illustrated by the quotation below:

‘It is possible, sir, because they 're human and we 're human, too. It’s only our gender that’s different.” (M2)
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The pupil coded M5 said that men and women were equal but that women were physically weaker than men
and that, for this reason, affirmative action should apply to them.

Table 3 — Pupils’ Views on Equality between Men and Women
Possible;

ul Women can do any kind of work/business. (M3, M6, F1, F3)
2 There is not any difference between men and women (M2, M4, M6, F3)
O
% There must be positive discrimination for women (M5)
People shoud have the fredoom of atcing without taking their gender into consideration (F1)
L Impossible;
=)
< There is a distinction between men’s and women’s personality structure (F2, F4)
O
H.ﬂ Men are stronger and they always want to owepower women (M1)

The pupils who claimed that men and women were not equal are grouped in two categories. Those in the first
category cited physiological, psychological, characteristic, and behavioural differences. The pupil coded M1,
however, argued that the reason for the inequality between men and women was men always aiming to overpower
women through their physical strength. His views are quoted below:

‘It’s not possible — men and women can’t be equal because men are stronger. Even when they try to be equal,
men always want to dominate. They oppress women, because they want to rule and dominate women. That’s why
equality is very rare, if not impossible. Particularly in our country equality between men and women is very rare.’
(M1)

The quotation above suggests that the pupil coded M1 interprets the value of equality only in terms of physical
strength. Presented below are the views of the pupil coded F1, who believed that the dilemma around equality
between men and women was context-dependent:

‘Men can be superior in some respects and women can be superior in others, but many jobs can be done by
men and women alike. In some areas equality may not be ensured. There are jobs that require physical power
which are unsuitable for women. Freedom to act shouldn’t be gender-related, though.’ (F1)

The quotation above may lead to the interpretation that the pupil coded F1 believes that all have equal rights,
women and men have innate differences, and this is only natural.

In order to study the pupils’ perceptions of equality in depth and to find out if they could see the fine line
between equality and justice, the following question was put to them: ‘Imagine that in a given country everyone
gets paid the same salary. How would you feel about the application of the principle of equality in that country?’
All of the pupils raised objections on the grounds of justice, saying that such a practice could not be called equality.
The pupils’ views are thought to be better reflected by the quotations that follow:

‘It is definitely against the principle of equality. Take someone who works hard through to university and
someone else who does no work and just parties around like there’s no tomorrow. These two should absolutely
not get paid the same salary’. (F1)

‘On the one hand there are hard workers and on the other there are not-so hard workers; those who deserve
what they get and those who don'’t; those who studied hard and those who didn’t. All of them getting the same pay
wouldn’t be equality.’ (F3)

Based on the quotations above, it could be argued that equality means much more than its dictionary meaning
for the pupils. Asserting that it would be against the principle of equality, they all said that they would not want to
live in the country in question. From the answers given to the sample question above, it could be suggested that
quantitative equality does not correspond to full equality, which changes depending on the time, the place, and the
people, and that the pupils are aware of this.
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The pupils who declared that equality might have different applications depending on the time and place were
then asked how they felt about ‘4 mountain shepherd’s vote shouldn’t count the same as mine’. The pupils who,
in the previous example, had said that equality should apply depending on the context claimed in this one that
equality should be purely quantitative. For them, voting (political equality) should be ensured with no
prerequisites. These examples suggest that pupils’ perceptions of equality vary depending on the context.

Justice

In order to reveal the pupils’ perceptions about the value of justice, they were asked to explain what justice
meant to them. These perceptions are visually presented in Diagram 4.

Acting in Accordance with
the Truth (M2)

Righteous Treatment

(M1, F1, F3, F4) Equal Treatment (F1)

STUDENTS®
PERCEPTION
OF JUSTICE

Not restricting Individual's
Freedom
(F1)

Equality before the Law Fair Trial
(M2, F4) (M4, M6)

Diagram 4 — Pupils’ Perceptions on the Value of Justice

As can be seen in Diagram 4, the pupils’ perceptions of justice were gathered under three main themes. The
pupils in the category of fairness explained justice as being fair. As such, they were found to have grasped the
distinctions between the values of justice and equality. The views of the pupil coded M1 in this category are
presented below:

‘It’s about giving everyone what they deserve. Like, if someone works hard and I don’t, they should be
somewhere higher up and | should be below them. Those who work hard should get better marks than those who
don’t. For the sake of justice, the teachers give lower marks to the lazy ones in the oral exams.’ (M1)

This quotation leads to argue that M1 was cognizant of the fact that the values of justice and equality mean
different things. While explaining the value of justice, the pupils frequently referred to the courts, laws, judges,
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etc. This could mean that the value of justice is identical to the courts, judges, laws, etc. in the pupils’ minds. Those
in the categories of equality before law and equal treatment interpreted the value of justice based on equality. For
them, equality is a prerequisite to justice. It follows from the interviews with those pupils that they are aware of
the difference between equality and justice, yet they frequently cite equality in their explanations of justice. The
pupil coded F1 referred to the value of freedom in her explanation of justice and said that her own freedom should
not be restricted for the sake of justice.

In order to study the pupils’ perceptions of justice in more detail, they were asked to mention the problems
likely to occur in a society, organization, or country where there was no justice. A majority of them (N: 7) said
this could lead to riots, conflicts, vendetta, and rebellion. In such a country crime rates would rise (F1), people
would be unhappy (M1), the strong would oppress the weak (M1, M4), and social harmony would break down
(F3) which would pave the way to a civil war (M2, M3). These scenarios are significant in that they highlight the
functions of justice in a society in the eyes of the pupils.

When the pupils were asked what could be done for justice to take hold in a society, some of them (M1, M3,
M4, M6, F1, F4) said that the state should be fair while others said that individuals should be fair in their everyday
lives. Below are two quotations representing these two different views:

‘The state has to be just. When that happens, there is order in society, and no conflicts.” (M4)

‘If the individual is fair, then society and the state will also be fair. Everyone needs to be fair in their own
conscience.’ (M5)

In addition to the views above, the pupils also expressed the need for the state and the individuals to be
simultaneously fair for the sake of social order. The main disagreement was in the pupils’ suggestions about who
needed to do what for the establishment of justice. The pupils were asked if they played fair in their day-to-day
lives and what they sought in fair behaviour. They admitted that they were sometimes unfair but mostly mindful
of fairness. They cited avoiding unfairness (N: 9), being equal and impartial (M1, M2, F2), avoiding discrimination
(M3, F3), sharing (M5), accepting people as they are (F1), and avoiding selfishness (F2). Representing the views
above, the statement by the pupil coded F1 is given below:

‘I believe I am fair in my daily life. I don’t make my decisions based on people’s race or language. If I feel
close to someone, it’s because of their personality and not their physical appearance. 1 see a lot of people around
who reject others. Nobody’s perfect; those who reject others aren'’t, either.’ (F1)

In order to better analyse the pupils’ fairness in their daily lives, they were asked the following question: ‘How
do you feel about people’s attempts at lynching criminals to establish their own justice which we so often hear
about on news reports?” Why do you think these people feel the need to display such behaviour?’ All of the pupils
felt that the reason was that offenders were not given harsh enough sentences. Sentencing should be such as to
relieve people’s conscience, they claimed. Representing these views, the statement by the pupil coded M5 is given
below:

‘People think that courts don’t hand out proper sentences. Someone does something wrong but they walk free
the next day. That’s why people want to apply their own justice.” (M5)

The pupils were then asked, ‘If you were in a similar situation, would you consider lynching? Why?’to which
some of them (M1, M4, M5, F3) replied in the affirmative. Sample excerpts follow:

‘If someone, say, beat up my brother, I'd go and beat them up. I wouldn’t tell anyone; 1'd just apply my own
Justice. I know it’s wrong but that’s what I'd do.” (M1)

Yes. If someone in my family got hurt, 1'd get really pissed off. That’s so bad. I’d see what the court said first,
if that was useless, 1'd go exact my own revenge.’ (F3)

The excerpts above suggest that the pupils interpret the value of justice according to their own interests. Their
intentions to seek their own justice mean that they find court sentences lenient and that they distrust them. The
other students expressed their faith in the justice system, which punished criminals as they deserved, and their
respect of the court decisions. The origin of the disagreement between the two groups of pupils can be summarized
as follows: the pupils seeking their own justice tend to have a subjective interpretation of justice. For them,
everyone’s perceptions of justice differ from everyone else’s. When asked what would become of society if
everyone went after their own justice, they replied that chaos and conflicts would break out, thus contradicting
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their previous argument. The pupils in this group were in fact aware of the problems that would emerge in a society
with no justice. The real problem here is that, when they thought that they were adversely affected in a given
situation (suffering injustice), they would not behave as they should (trusting the justice system).

The pupils were asked to compare and contrast justice and equality, and to think about whether the two concepts
were actually the same thing. They all replied that justice and equality had different connotations. Here are some
sample quotations:

‘If you’re equal, you need to treat everyone the same. If you're fair, you need to give everyone what they
deserve.” (M6)

‘Let’s take the teachers for instance: a teacher with 10 years’ experience and with more knowledge, and
another with just four years’ experience. They both get the same salary. That’s equality but not justice. That’s
unfair to the more knowledgeable teacher.” (M1)

These excerpts suggest that the pupils are well aware of the distinction between equality and justice. The pupil
coded M2 did say that equality and justice were not the same, but confused the two in his answer. An excerpt from
his statement follows:

‘The minimum wage is TL 1,300 but a teacher gets a lot more than that which is unfair. What costs TL 10 here
costs TL 20 in Istanbul. The prices should be equal all over the country.” (M2)

The pupil clearly mixed the two concepts, referring to the attributes of equality when talking about justice.
Freedom

The pupils’ views and perceptions on the value freedom are visually presented in Diagram 5.

Persons being Free of any
Restrictions
(M1, M4, F2, F4)

A Person Being able to Do
Whatever She/He Wishes to Do
(M3, M4, M5, M6, F4)

Persons being Free of
Their Responsibilities
(M1)

FREEDOM PERCEPTIONS
of STUDENTS

Basic Human Rights
(M2, M5, F1, F3)

People not being
Responsible for Obeying
the Social Rules (M1)

Diagram 5 — Pupils’ Perceptions on the Value of Freedom

As shown in Diagram 5, the pupils’ perceptions of freedom concentrate rather in the category of autonomy. In
this category, the pupils thought of freedom as the ability to do whatever they liked. Complaining about the
restrictions imposed upon them by their parents and by others, they identified the lifting of these restrictions with
freedom. The views of the pupil coded M4 are representative of this category of autonomy:
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‘I can think of doing what you like, going where you like, with no one meddling. It’s about being able to do as
you like, with no one telling you what to do or what not to do.” (M4)

The pupils interpreted the value of freedom in the context of basic human rights as no restrictions on such
rights as living, feeding, accommodation, and education. The pupils in this category underlined the social aspect
of freedom rather than its individual aspect.

The pupil coded M1 had perceptions of freedom different from the others’. According to him, freedom is the
ability to do what one likes, with no restrictions whatsoever. Direct quotations from M1’s views are given below:

‘For me, freedom is what birds have. They can fly wherever they want in absolute freedom. All they do is eat,
fly, and travel around. No other worries. To be able to go around with no meddling or pressure from others, with
no rules or restrictions... I should be a bird to be really free.” (M1)

The excerpt above suggests that the pupil coded M1 identifies freedom with avoiding one’s responsibilities.
‘Flying like the birds’ implies that freedom is only possible in the absence of society and rules. That individuals
who respect the rules and fulfil their responsibilities in society can also feel free means nothing to E1. He was then
asked ‘Do you believe that you are free in your life?’ to which he replied:

‘Idon’t. I'm not free, there are certain limits. I have responsibilities. For example, I can’t just get up and leave
when | want. As a student, | have to study. True freedom would mean living with no orders from anyone, with no
laws. But that’s not possible.” (M1)

This excerpt suggests that for the pupil freedom means no laws to abide by and no responsibilities to fulfil. The
same question was also put to the other pupils, and the cognitive structures composing the phenomenon of being /
feeling free are visually presented in Diagram 6.

Having the Chance of
Exercising all Basic
Human Rights (N:1)

Being
over 18 (N: 2)

Having the Luxury
of Living by Oneselfin
a Separate Housing (N:2)

A Person being able
to Meet her/his Needs
Financially (N:1)

Being able to practice
her/his hobbies
without any Restrictions
(N: 4)

M4

Persons being
Free of Their
Responsibilities
(N: 1)

Being Free of any
Family Intervention
(N: 5)

Not being
Responsible for

Obeying the Rules
(N:1)

The Absence of
Laws (N: 1)

A Person Being able
to Go out whenever
she/he Wishes to Do So
(N: 5)
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Diagram 6 — Criteria of Freedom by Pupils’ Perceptions

As can be seen in Diagram 6, the pupils mostly interpreted the value of freedom in the context of their
relationship with their parents. The pupil coded M2 said that he felt free because he had the basic human rights of
living, feeding, accommodation, and education. M3 said he felt free despite occasional restrictions imposed by his
parents. It could be argued that, for M3, the prerequisite to freedom is no parental interference. Similarly, the pupil
coded M5 said that he did not take his parents’ interference as a threat and that he still felt free. The pupil coded
M®6, on the other hand, said that he did not feel free because of his parents putting too many limits on his hobbies.
F1 said that, despite feeling free in general, she did not feel so in some respects. The reason for this was her having
to ask her family for permission for certain things. For F1, then, asking for permission is a sort of limitation of her
freedom. The pupil coded F2 said that she did not feel free. The reasons that she cited included being a minor,
having to live with her family, not having her own place, and not being free to travel. The pupil coded F3 said that
she felt free but that sometimes her parents did not let her go out, which was a restriction on her freedom. In a
similar vein, the pupil coded F4 also said that she felt free but that sometimes her parents did not let her go out,
which was a restriction on her freedom.

‘Would you like to have unlimited freedom in your life?” was the question put to the pupils in order to analyse
their perceptions of freedom in more detail. M1 said that he would want unlimited freedom so he could do
everything he wanted, spend as much as he wanted, and live with no limits. M2, on the other hand, said that he
would not want unlimited freedom: ‘If I had unlimited freedom, I might commit crimes and no one could do
anything about it’. The idea of people observing social rules, doing what they liked without harming others, and
still feeling free was not accepted by M2, who considered unlimited freedom as freedom to commit crimes and
not being held accountable. The pupil coded M3 said that he would want unlimited freedom in order to spread
justice and punish bad people. M4 would accept unlimited freedom on condition that he would not be allowed to
commit crimes, as he could then do all he wanted, which would make him happy. M5, however, rejected unlimited
freedom on the following grounds:

‘I wouldn’t want it. Killing others, doing all sorts of bad things.... but there’s a limit. Your freedom ends where
that of the others begins.’ (M5)

The quotation from the pupil suggests that he identifies absolute freedom with harming others, which is why
he rejects it. Even though the pupil is aware that other people’s freedom should not be infringed upon, his equation
of absolute freedom with harming others is interesting and thought-provoking. M6 said that he would embrace
absolute freedom, which would enable him to do what he wanted and go where he wanted. He stressed that he
would take care not to cause harm to others in doing so. F1’s reasons for rejecting absolute freedom are as follows:

‘I don’t think I'd want it. If everything I wanted happened, there would be no meaning to life. I have a family
and | should make decisions together with them. If I only thought about myself, that would simply be living the
moment.” (F1)

As highlighted by the excerpt above, the pupil equates unlimited freedom with having all she wants and acting
selfishly. Her claim that life would then lose its meaning might be because she believes that absolute freedom may
make her give up her ideals for the future. F2 rejects unlimited freedom for fear that she might infringe upon other
people’s freedom and harm them on purpose or by accident. F3 wanted unlimited freedom on condition that she
would not cause harm to others. F4’s views on absolute freedom are as follows:

I wouldn’t want it. Everything has its order and 1'd like to follow the order. I have responsibilities, too. My
parents have rights over me. If we had too much freedom, something bad might happen to us at night. We should
do as we’re told by our parents.’ (F4)

This quotation makes it clear that the pupil identifies absolute freedom with going out at night. She views her
responsibilities and her parents’ rights over her as obstacles to living unlimited freedom.

A general assessment of the pupils’ perceptions of absolute freedom leads us to conclude that they equate
unlimited freedom with negative behaviour patterns such as committing crimes, harming others, etc. The idea that
individuals, who are social beings and who cannot live outside society, can observe rules and fulfil their
responsibilities and still feel free was not adopted by the pupils, who only highlighted the negative aspects of the
phenomenon of ‘doing everything you can’. For them, this was the same as breaking the law, going against social
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order, and causing harm to others. It would, however, be a significant improvement if a concept of freedom with
no such negative overtones existed in the minds of tomorrow’s adults.

‘What should a person do to be free?”’ The pupils were asked this question in order to find out their perceptions
on the conditions necessary for freedom. These conditions are presented in Table 4.

Table 4 — Conditions for Freedom for the Pupils

Concepts Participants
Fulfilling responsibilities M3, F2, F4
Being compliant with he society and obeying the law M1, M2, M6
Being tolerant to other people’s freedom M5, F1
Struggleing for basic human rights F3

Being wealthy M4

Table 4 shows that the pupils have different perceptions on freedom. Those in the category of ‘fulfilling
responsibilities’ were found to think of freedom as a system of reward and punishment. This could be illustrated
by the views of the pupil coded F2:

You should first and foremost fulfil your responsibilities so you can be free.’ (F2)

This statement could suggest that the pupil does not view freedom as a birth-right. According to the pupils in
this category, those who make no effort (e.g. fail to fulfil their responsibilities) have no right to freedom. For the
pupils in the category of “harmony with society’, individuals’ freedom depends on being in harmony with society,
abiding by the law, getting on well with the others, and living in a spirit of togetherness. The pupils coded M5
and F1 underlined respect for others’ freedom as a condition of one’s own freedom: if every individual is tolerant
of everyone else’s freedom, the whole society can enjoy freedom. The pupil coded F3 pointed out fighting for
basic rights and liberties for freedom, saying that individuals should defend their rights and liberties if and when
their freedom is curtailed in society. The pupil coded M4 equated freedom with wealth, arguing that rich people
could do whatever they wanted whereas the poor could not. These findings reveal the need to teach our pupils
from a very early age that individual liberties are not dependent on wealth, that freedom is a birth-right, and that
the state is responsible for ensuring that citizens can feel free irrespective of their financial status.

In order to test whether the pupils had grasped that freedom came as a birth-right, they were asked the following
question: ‘Do you think that it is possible for all individuals to be free in a society?”’ For the pupil coded M1, this
is simply not possible. Here is a direct quotation from his arguments:

‘No, it isn’t. I don’t think anyone should be completely independent in a society. Being free means being able
to do whatever you like. People shouldn’t be able to do that. If everyone could do whatever they wanted and there
were no laws, we wouldn’t be safe anymore because of the predators.” (M1)

This excerpt suggests that M1 equates freedom with ‘doing whatever you want’, which in turn means to him
violating rules and laws and infringing upon other people’s rights. M2 argued that it would not be possible for all
to be free as proper freedom had its limits. M5 had the following to say on this topic:

‘It’s not possible. If someone commits a crime, they curtail the freedom of others. Their own freedom should
be curtailed so that they understand that what they did was wrong.’ (M5)

This excerpt suggests that the pupil equates freedom with criminal activities. In a similar vein, the pupil coded
F2 equated freedom with breaking the law and argued that that was why all people could not be free. It seems that
these pupils had no idea of freedom without breaking the law or causing harm to others. F1 argued that not all
people could be free in society since it was the parents who made the decisions in the case of minors. If this were
not so, then all people could be free in society. Likewise, the pupil coded M4 also cited the restrictions imposed
upon children by their families as obstacles to freedom. The pupil coded F3 cited discrimination amongst people
as a cause of this:
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‘It should be possible but there is no freedom either in our country or in other countries. Some of them
discriminate against black people, trying to make them slaves. There used to be slave markets with so much
discrimination and disrespect.” (F3)

From this excerpt, it can be understood that the biggest obstacle for people’s freedom was again people
themselves. Those who disrespect others’ freedom and engage in discriminatory practices are the reason why all
people cannot live freely.

As for the pupils who do think that it is possible for all to be free, M3 cites equality, fairness, and respect of
others’ decisions as preconditions for such all-encompassing freedom. M6 had the following to say on this:

‘Why not? Everyone can have full individual freedom as long as they don’t harm anyone else.” (M6)

This argument suggests that the pupil comprehended that freedom is not actually such a difficult ideal, and that
it is perfectly possible as long as people fully respect one another’s rights. The pupil coded F4 said that everyone
was already free despite certain limitations. In order to elicit their views on social life, the pupils were asked what
sort of environment was necessary for individuals to feel free. These views are presented in Table 5.

Table 5 — The Environment Necessary for Individuals to be Free in Society according to the Pupils

Concepts Participants
Individuals should be respectful and tolerant M2, M3, M5, F1
The society should not restrict individuals’ behaviours M5, M6, F1, F3
There should be a setting cleared of quarrel and noise M4, F2, F3

The society should be cleared of inequalities and injustice =~ M3, M5
Individuals should fulfill their responsibilities F4

Individual must be fair and honest M2

As can be seen from Table 5, for a free society, individuals need to conduct their behaviours with mutual
respect and tolerance. Some pupils (M3, M5) highlighted equality and justice as the foundation of freedom. The
pupil coded M5 had the following argument in the context of reducing social pressure upon individuals:

‘People should respect others’ opinions. There should be no impositions. If people aren’t unfair to me, then
I'm free. I don’t want society to interfere with my life.” (M5)

From this it could follow that people accepting one another as they are is crucial for individuals to feel free.
The pupil coded F4 claimed that freedom would naturally take hold in a society where all responsibilities were
fulfilled.

Discussion and Conclusion

Aiming to make a holistic and in-depth investigation of eighth-year secondary school pupils’ perceptions of
the values of equality, justice, and freedom, this study reached different conclusions for each democratic value.

The pupils interpreted equality from educational, political, legal, and social perspectives and argued that
equality varied depending on the context. For them, ensuring equality from a social point of view requires the
elimination of wealth- and gender-based discriminations and the existence of equal rights and liberties. The pupils
argue that, if social unity and cohesion broke down, the result would be conflict and divisions. In Cetinkaya and
Kincal (2015), a triangular study with secondary school pupils, the subjects emphasize the importance of equality
and mutual respect for a democratic society. In Ding and Uztemur (2016), a qualitative study with eighth-year
pupils, the participants cite wealth-based discriminations, greed, and selfishness as reasons underlying social
inequity. In Yilmaz (2013), another study with eighth-year pupils, the students argue that all should enjoy equal
rights regardless of their religion, language, race, and gender, that no one should be privileged, and that all should
be equal before the law and courts. In Kaldirim (2005), yet another survey study with eight-year pupils, 78% of
the subjects claim that all should enjoy equal rights without being discriminated against on grounds of wealth. The
present study has reached similar conclusions to these studies.
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The pupils indicate that people’s selfish and self-serving behaviour was the reason why all people could not be
fully equal. Some of them attributed the reasons for the impossibility of full equality to the different statuses of
individuals and their physiological differences. Similarly, in Ding and Uztemur (2016), the eighth-year pupils had
two different views on the reasons for social inequity. The first view holds that greediness, self-serving selfishness,
and nepotism were harmful to equality as a value. The second view attributes social inequality purely to luck and
fate, and considers it to be completely natural.

A great majority of the pupils claimed that men and women should have equal rights, that women could do all
the jobs done by men, that they were weaker only in terms of physical strength, and that they should enjoy
affirmative action. Only the pupil coded M1 held that men were physically superior to women and that equality
between men and women could not happen because of men’s ambition to overpower women. In their qualitative
study with eighth-year pupils, Diktas and Uztemur (2016) similarly conclude that there should be equality between
men and women, that women can do all the jobs done by men, and that women should benefit from affirmative
action. In Mulhan (2007) the seventh-year pupils mentioned equality between men and women when explaining
equality as a value. Kaldirim (2005) concludes that 87% of the pupils were aware of the importance of equality
between men and women for democracy and that 61% believed that amending the laws in favour of women would
be a democratic action. In Kus and Cetin (2014), a survey study with secondary school pupils, the girls were found
to be more sensitive than the boys about equality between men and women, and to have significantly different
scores in democratic value perceptions.

The pupils complained that the principle of equality before the law was not fully functioning, and suggested
that individuals’ income, social status, and gender should be irrelevant in the application of this principle. Similarly
in Mulhan (2007), the pupils brought up the concepts of equality and discriminatory practices. In the present study,
the pupils emphasized that all should be unconditionally equal in the context of equal opportunities in education
and the use of political rights. Similarly, Kaldirim (2005) concludes that 92% of the pupils were of the opinion
that the use of political rights was directly linked to democracy. When explaining equality as a value in Yilmaz
(2013), the pupils referred to the equal use of political rights and the rights to elect and be elected.

In general, the pupils’ perceptions of equality as a value suggest that they have internalized this value in various
contexts, that they can distinguish between equality and justice, and that they are aware of its importance for the
country. In Doganay and Sar1’s (2004) descriptive survey study with eighth-year pupils, the participants preferred
equality with the highest average score of all democratic values. In ilgan et al. (2013), the seventh- and eighth-
year pupils had an average score of ‘strongly agree’ in the context of equality and respect of differences. These
findings could be interpreted as comprehension of the importance of equality by the pupils. However, the relevant
literature also contains studies which conclude that pupils are not fully aware of equality as a value. Ding and
Uztemur (2016) conclude that the pupils confuse equality and justice giving rise to a misconception. In Yilmaz
(2013), some of the pupils were found to mix equality with rights and duties.

The pupils interpreted justice as a value from social, legal, and individual perspectives. They considered justice
to be a source of peace and prosperity in society, which prevented conflict among individuals. Similarly in Ding
and Uztemur (2016), a great majority of the pupils were found to be aware of the significance of justice as a value
in society and to consider it different to and better than equality. Also in the present study, the pupils likewise
emphasized the difference between justice and equality, and considered the latter as a necessary but insufficient
precondition of the former. In parallel to the findings of the present study, Mulhan (2007) concludes that the pupils
consider justice to be functional in separating the right from the wrong and preserving social peace. Taken together
with the other studies in the literature, the present study can draw the conclusion that the importance of justice for
social harmony was internalized by the pupils.

The pupils emphasized the need for the state and the individuals to be fair for the establishment of justice. In a
similar vein, Diktas and Uztemur (2016) conclude that first the individuals themselves must be fair and then the
state should treat all its citizens equally. The pupils said that, in their everyday lives, they took care to be fair in
general despite occasional slips. Tahiroglu and Aktepe (2015) conclude that democracy-related educational
activities for sixth-year pupils made them more inclined to play fair.

Some of the pupils expressed mistrust in the justice system, saying that they would seek their own justice in
the face of an injustice. Despite recognizing that this could lead to chaos, vendetta, and civil war, these pupils still
would not accept the punishment handed down by the justice system if they themselves or their immediate family
came in harm’s way. This could mean that the pupils knew about the qualities of justice as a value but did not
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apply what they knew in their everyday lives. These conclusions are significant in demonstrating the importance
of turning acquired knowledge into attitude and behaviour. Democratic values should become a way of life rather
than remain mere school subjects. Some pupils, nevertheless, pointed out the need for trust in the justice system
in any case, and warned that, otherwise, social peace and harmony could be jeopardized.

The pupils took freedom as a value in the context of autonomy and basic human rights. In Nayir and Akar
(2009), the pupils explained freedom in terms of respect for others, free behaviour, and independence. In Ding and
Uztemur (2016), the pupils highlighted the freedom of thought claiming that they could not find their selves
without freedom. In Mulhan (2007), the pupils interpreted freedom in terms of independence of others, respect for
other people’s rights, and free behaviour. These findings reveal a harmony in secondary school pupils’ perceptions
of freedom as a value. In the present study, the liberty to do whatever one wanted was frequently voiced, and most
of the pupils were found to view this liberty in a negative light. For them, this liberty was tantamount to breaking
the law, going against social order, or causing harm to others. It would, however, be a significant improvement if
a concept of freedom with no such negative overtones existed in the minds of tomorrow’s adults for the sake of
social harmony and the ability to live all together. In parallel to the conclusions drawn by the present study, Mulhan
(2007) found some of the pupils interpreting freedom as free behaviour with no regard for ethical rules. These
findings could suggest that, in the triangle of rights, duties, and freedom, teenagers cherish their freedom more,
disregarding the other two (Ding & Uztemur, 2016). Some of the pupils equated absolute freedom with breaking
the laws and rules, harming other people, and disobeying their parents. These findings show that some pupils did
not comprehend that feeling free did not necessarily entail breaking the law or harming others. The prerequisite to
living in society is that absolute freedom should not exist. Otherwise, other people’s freedom could be curtailed.
When the pupils were asked to picture life in absolute freedom, only one of them declared a will to use this gift
positively. The other pupils’ imagination of absolute freedom is not very encouraging. These pupils view absolute
freedom in the same light as negative behaviours such as committing crimes, harming others, etc. For them, it is
not possible for all members of society to be free because, if they were, they would inevitably commit a crime and
harm others. Therefore, all members of society should not have unlimited freedom. This is suggestive that these
pupils do not fully grasp the concept of freedom, which is not the same as breaking the law or harming others and
which does not confer the authority to commit crimes. On the other end of the spectrum, some pupils indicated a
desire to be absolutely free without hurting others. In a similar vein, Mulhan (2007) found some pupils to perceive
freedom as the liberty to do anything without causing harm to others.

Another conclusion of the present study is that freedom requires respecting other people’s rights and living in
harmony with the rest of society. Some pupils considered the fulfilment of responsibilities as a prerequisite to
individual freedom. These pupils do not seem to realize that freedom is an unconditional birth right. The study
revealed that some pupils did not feel free because of having duties to fulfil, being underage, not earning their own
money, not being able to travel whenever they wanted, not having a place of their own, etc. Ding and Uztemur
(2016) conclude that pupils do not feel free due to ‘neighbourhood pressures’ which cause them discomfort. Nayir
and Akar (2009) conclude that pupils view their instinctive behaviours as freedom. In Mulhan (2007), the
phenomenon of being underage was found to be one of the obstacles on the way to freedom. These findings may
lead to conclude that teenage pupils cherish their freedom a great deal.

For the pupils, an environment of freedom in society requires mutual respect and tolerance amongst its
members, full equality and justice, and no interference from other individuals. In a society with respect and
tolerance, individuals accept one another as they are and respect other people’s liberties. In such a community,
everyone would enjoy more freedom. In parallel to the conclusions of this study, I1gan et al. (2013) conclude that
pupils had a high arithmetic average in terms of respecting other people’s freedom. In Kaldirim (2005), 90% of
the pupils were found to appreciate the significance of the freedom of thought.

The research also concludes that pupils’ perceptions of democratic values vary depending on the place,
situation, and people. Follow-up studies may include research that focuses on the frequency and the manner of the
use of democratic values in everyday life, studying families as well as secondary and high school pupils. Triangular
research could test the consistency of students’ perceptions of democratic values. Studies could also be conducted
on how and to what extent teachers’ and pupils’ perceptions of democratic values influence the school
environment.
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Ortaokul 8. Simif Ogrencilerinin Demokratik Deger Algilart:
Fenomenolojik Bir Analiz

Giris

Teknolojinin gelisimiyle birlikte her gegen giin yenilenen toplum hayatinda genclerin duyussal agidan gelisimi
ve degerler egitimi, kiiltiirel 6gelerin 6ziinii koruyarak gelecek kusaklara aktarilmasi bakimindan ¢ok énemlidir.
Egitim siirecinde bilgi ve beceri kazandirmanin yani sira kendini ve g¢evresini taniyan, toplumla uyumlu,
kiiresellesen diinya sartlarina uyum saglamig vatandaslarin yetismesine de gereken dnem verilmelidir (Namli,
2015). Rokeach'a (1973) gore, deger, kisinin sergiledigi davranisin devamliligini saglayan ya da varolusun temel
amactyla iliskili bireysel inanma durumudur. Yesil ve Aydin’a (2007) gore deger “insanin herhangi bir varlik ya
da olaya bakis agisini ve verdigi 6nemi yansitan, benimseme esasina dayali, davranislara yén verme giictine sahip
psikolojik, sosyal, ahlaki ve estetik boyutlu inan¢ ve kanaatler biitiiniidiir.” Degerler; giinlikk olaylara yonelik
davranislarimizin, tutumlarimizin ve toplumdaki konumumuzun sekillenmesinde belirleyici bir rol iistlenen kural
ve inanglarin birlesimidir (Hokelekli, 2010; Kulaksizoglu ve Dilmag, 2000; Yazici, 2006; Yesil, 2002). Her
toplumun kendine 6zgili degerleri ile insanligin ortak mirasi olarak kabul edilen evrensel degerlerin kisilere
ogretilmesi egitim ile miimkiindiir. Bu durumun neticesinde okullarda verilen deger egitiminin kalitesi, toplumun
geleceginin insasinda ¢imento gorevi gormektedir. Okullarda verilmesi gereken degerler icerisinde demokratik
degerler 6nemli bir konumdadir (Ding ve Uztemur, 2016).

Demokratik bir toplum agisindan egitimin temel hedefi, 6grencilerin zihninde demokratik diisiinme becerilerini
gelistirip bunu dogal bir diisiinme sekline doniistiirmektir. Demokratik bir egitim ortaminda bireylerin cinsiyet,
rk, smif ve diisiince farkliligi dogal karsilanip herkese esit davranilir (Gokge, 2005). Cagdas, demokratik diistinme
becerisine sahip, sorumluluklarmin bilincinde, olaylara farkli agilardan bakabilen, hosgoriilii kisiler yetistirmenin
ilk basamagi egitim sisteminin demokratik olmasidir (Celep, 1995). Demokratik degerler acisindan egitimin esas
amaci; demokrasinin temel degerlerini 6ziimseyip bunu yasam bigimine doniistiirmiis, siyasi rol ve
sorumluluklarini idrak eden, davranislarinin sonuglarmi istlenen, toplumun gelismesine katkida bulunan etkin
vatandaslar yetistirmektir (Sar1 ve Sadik, 2011). Demokratik toplumlarda hiir diisiinebilen, elestirel, diiriist, acik
fikirli, empati kurabilen vatandaslarin yetismesi hedeflenir (Biiyiikkaragoz ve Ure, 1994). Demokratik egitimin
amaci; yansitict ve elestirel diisiinme becerilerine sahip, haksizliklar karsisinda tepkisini ortaya koyan, duyarl,
kendini gelistirip yenileyebilen, kivrak zekali, esitlik ve adaleti savunan, 6zgiirliigiine bagl ve sosyal katilim
becerilerini kullanarak toplumun refahi igin ¢alisan kisiler yetistirmektir (Moller, 2006). Etkili bir vatandaslik
egitimi ogrencilere kendi kiiltiirel toplumlarinda ve kiiresel toplumda etkin bir sekilde yer almalar1 igin gerekli
bilgi, beceri ve degerleri edinmeleri konusunda onlara yardimci olur. Boyle bir egitim, tim diinyadaki insanlarin
sosyal adalet ve esitligini saglamak i¢in gerekli degerlerin ve kapsamli bakis acisinin kazanilmasini saglar (Banks,
2013). Demokratik bir toplum diizeni i¢in, 6nce ailede, sonrasinda okullarda demokrasi kiiltiiriiniin yerlesmesi
gerekir. Demokrasinin toplum yagaminda tam manasiyla islevsel hale getirilmesi i¢in aile, okul ve devletin isbirligi
icinde olmasi gerekir (Karakiitiik, 2001). Demokratik yasam bi¢iminin ¢ocuk yaslarda edinildigi gbéz 6niine
alindiginda aile ve okulda ¢ocuklara demokrasi kiiltliri agilanmazsa, bireylerin toplum igerisinde demokratik
davranmasi beklenemez (Okutan, 2010).

Demokratik okul ortami, okul igerisindeki biitiin paydaslarin isbirligi yaparak karar aldiklar1 ve farkli goriislere
sayg1 duyarak benimsedikleri bir yerdir (Apple ve Bean, 1995). Demokratik okul denince zihinlere demokrasinin
kavram olarak ogretildigi mekan gelmemeli ve demokrasi egitimi yasanti ve uygulama merkezli olmalidir
(Doganay ve Sari, 2006; Yesil, 2004). Cagdas ve medeni bir toplum olusturmak igin demokrasinin temel
kurallarin1 bilmenin yani sira, hayatinin her noktasinda bu kurallart uygulayip yasam bigimine donistiirmiis
égrenciler yetistirmek gerekir (I1gan, Karayigit ve Cetin, 2013). Okullarda demokrasi kiiltiiriiniin tam anlamiyla
yasanabilmesi i¢in 6gretmenler; 6grencilerin kendi baslarina karar alabilmelerine imkan saglamali, 6grencilerin
derse katilimlarin1 6zendirmeli, igbirlik¢i caligmalar yaptirmali, 6grencilerin kendi yaptiklari ¢calismalarmi sinifta
sunmalarina firsat tanimali ve onlara sorumluluk vererek 6z benliklerini kesfetmelerine imkén saglamalidir
(Ertiirk, 1993). Demokratik egitimle birlikte 6grencilerde elestirme, tartisma, hosgoriilii olma, 6zgiir diisiinme ve
farkli diisiincelere saygiyla yaklagma saglanmalidir. Bu etkinliklerin uygulandigi bir okuldaki &grenciler,
demokratik tutum ve davraniglar1 giinliik hayatlarinda daha rahat uygular (Yesil, 2003).

Demokratik degerler cok cesitli olmakla birlikte; ozgiirlik, ifade ozgiirliigli, esitlik, adalet, ¢ogulculuk,
duyarlilik, hosgorii, insan haklarina saygi, sorumluluk, uzlasma, elestirel diigiinme, farklilasma vb. sekilde
stralanabilir (Erdogan, 1997; Kincal ve Isik, 2003; Kislali, 1994; Tanilli, 1995; Yesil, 2002). Aksin’e (1992) gore
demokratik bir iilkede dzgiirliik ve esitligin tam anlamiyla uygulanmasi gerekmektedir. Biiyiikkaragdéz ve Ure
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(1994) demokratik tutumu; kisilerin 6zgiirlik, firsat esitligi ve adalet gibi temel demokratik degerleri bir yasam
bic¢imi olarak gerceklestirdigi davranislar biitiinii seklinde tanimlamiglardir. Demokrasinin temel yapi taslari olarak
esitlik, adalet ve 6zgiirlik kavramlar1 6n plana ¢ikmaktadir (Cilga, 2001; Karadag, Baloglu ve Yalginkayalar,
2006).

Egitimde demokratik degerler ile ilgili iilkemizdeki alanyazin incelendiginde teorik ¢aligmalar (Basaran, 1986;
Giiven ve Akkus, 2004; Hotaman, 2010; Okutan, 2010; Ozpolat, 2010; Sisman, Giiles ve Dénmez, 2010; Yesil ve
Aydin, 2007) ile dgretmen adaylarma (Akar, Inel ve Yalgintas, 2017; Akin ve Ozdemir, 2009; Aydemir ve Aksoy,
2010; Ektem ve Siinbiil, 2011; Gémleksiz ve Kan, 2008; Sar1 ve Sadik, 2011; Yazici, 2011) yonelik aragtirmalarin
fazla oldugu goze ¢arpmaktadir. Ortaokul 6grencileriyle gergeklestirilen aragtirmalar (Cetinkaya ve Kincal, 2015;
Doganay ve Sar1, 2004; Er ve Unal, 2015; Izgar, 2014; 1zgar ve Beyhan, 2015; Hgan, ve digerleri, 2013; Kaldirim,
2005; Kaya, 2006; Kus ve Cetin, 2014; Mulhan, 2007; Sabanc1, 2008; Simsek, Doymus, Simsek ve Ozdemir,
2004; Tahiroglu ve Aktepe, 2015; Ural ve Saglam, 2011; Uygun ve Engin, 2014; Yiiksel, Bagci ve Vatansever,
2013) incelendiginde nicel ve tarama modelindeki arastirmalarin yaygin oldugu gériilmektedir. Ulkemizde
demokratik degerlerin 6grenciler tarafindan nasil ve ne yonde algilandigini nitel arastirma yontemleriyle biitiinciil
bir sekilde ele alan galismalarin sayis1 ¢ok azdir (Ding ve Uztemur, 2016; Ersoy, 2010; Nayir ve Akar, 2009;
Yilmaz, 2013). Bu noktadan hareketle bu aragtirmanin amaci, ortaokul 8. smif dgrencilerinin demokratik
degerlerin temelini olusturdugu ongoriilen esitlik, adalet ve 6zgiirliik degerlerine yonelik algilarim1 yorumlamaci
bir bakig agisiyla derinlemesine incelemektir. Bu amag dogrultusunda arastirmanin problem ciimlesi agagidaki gibi
olusturulmustur:

“Ortaokul 8. smif dgrencileri baz1 demokratik degerleri (esitlik, adalet, 6zgiirlikk) nasil algilamakta ve bu
degerlere ne tiir anlamlar yiiklemektedir?”

Yontem
Arastirma Modeli

Ortaokul &grencilerinin demokratik deger algilarmi biitlinciil bir sekilde derinlemesine incelemeyi amaglayan
bu arastirma, nitel aragtirma yontemlerinden fenomonoloji modeline gore desenlenmistir. Fenomenoloji bir veya
birka¢ bireyin bir fenomen veya kavramla ilgili yasanmis deneyimlerinin ortak anlamimi agiklamaya caligir
(Creswell, 2013). Fenomenoloji, bireylerin fenomenleri nasil algiladiklari, nasil betimledikleri, ona dair neler
hissettikleri, nasil yargilaylp animsadiklari, nasil anlamlandirdiklar1 ve digerleriyle onun hakkinda nasil
konustuklarina odaklanir (Patton, 2014, s. 104). Fenomenolojik aragtirmalar tamamiyla kisisel alg1 ve anlatilar
tizerine odaklanmakta ve deneyimi “igeridekinin” bakis agisindan arastirmaya calismaktadir (Tanyas, 2014). Bu
calismada arastirmacilar fenomen olarak demokratik degerleri (esitlik, adalet, 6zgiirliik) tanimlamiglardir. Daha
sonrasinda derinlemesine miilakatlar yoluyla veriler toplanarak caligma grubundaki 6grencilerin demokratik
degerlere yonelik algilamalarinin 6ziinii tanimlayan biitiinciil bir betimleme ortaya koyulmaya caligilmistir
(Moustakas, 1994’ten akt., Creswell, 2013, s. 81).

Calisma Grubu

Aragtirmanin ¢alisma grubunu 2014-2015 6gretim yilinda Manisa ili merkez Yunusemre il¢esinde ikinci
yazarin sosyal bilgiler 6gretmeni olarak gorev yaptigi resmi bir ortaokuldan kolay ulagilabilir durum &rneklemesi
yoluyla secilmis 10 (6 erkek, 4 kiz) sekizinci sinif 6grencisi olusturmaktadir. Ortaokulun son basamaginda olmalari
ve soyut konularda yorum yapabilme becerilerinin daha gelismis olabilecegi varsayimindan hareketle sekizinci
siif 6grencileri arastirma kapsamina alinmistir. Fenomenolojik arastirmalarda ilgili fenomenin biitiinciil bir bakis
acistyla derinlemesine incelenmesi nedeniyle ¢alisma grubunun sayist az tutulmaktadir (Creswell, 2013; Patton,
2014). Analizin kisiden ziyade tecriibeye odaklanmasi, ilgili fenomenin deneyimleyenin bakis agisinin ¢ok ayrintili
bir bi¢imde irdelenmesini gerektirir. Bu sebepten 6tiirii 6rneklem ¢ok az ve miimkiin oldugu kadar homojen
olmalidir (Tanyas, 2014). Smith (2004’ten akt., Tanyas, 2014, s. 31) 6érneklemin kii¢iikliiglinii savunurken kisiye
dair ne kadar derinlemesine analiz yapilirsa insana dair ortakliga (dolayisiyla evrensele) o denli yaklasilabilecegini
savunmaktadir.

Veri Toplama Araglari ve Verilerin Toplanmasi

Fenomonoloji ¢aligmalarinda en temel veri toplama araci miilakatlardir. Olgulara yonelik deneyimleri ve 6zleri
derinlemesine anlayabilmek i¢in miilakatin ¢caligmacilara sundugu esneklik ve etkilesimden faydalanmak gerekir
(Yidirim ve Simsek, 2013). Bu sebeple Ogrencilerin demokratik deger algilarini belirlemek amaciyla
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aragtirmacilar tarafindan yari yapilandirilmis miilakat formu gelistirilmistir. Hazirlanan miilakat formu sosyal
bilgiler alanindaki {i¢ 6gretim {iyesine ve bir dil uzmanina inceletilerek gerekli diizeltmeler yapilmistir. Sorularin
anlasilirligi ve netligini samak i¢in galigma grubunda yer almayan bir 6grenciyle pilot uygulama yapilmistir. Bu
uygulamada formda yer alan sorularin genel itibariyle agik ve anlasilir oldugu, 6grencilerin deneyim ve bilgi
diizeylerine uygun oldugu ve miilakatin yaklasik 30-35 dakika arasi siirdiigii belirlenmistir. Pilot uygulama
sonucunda miilakat formundaki sorulara son sekli verilmistir. Miilakatlardan once okul idaresi ve veliler
bilgilendirilmis ve onaylari alinmistir. Calisma grubunda yer alan her bir 6grenciyle randevu alinarak ayri
zamanlarda goriigiilmiis ve goriismeler ses kaydina almmuistir.

Verilerin Analizi

Verileri analize hazir hale getirmek amaciyla ses kayitlar1 kelime islemci programina aktarilmistir. Miilakatlar
yoluyla elde edilen veriler fenomenolojik olarak analiz edilmistir. Fenomenolojik analiz, birey veya gruplarin bir
fenomene yonelik yasadigi deneyimlerin anlami, 6zii ve yapisini anlamayi ve daha net hale getirmeyi amaglar
(Patton, 2014, s. 482). Bu analiz tiirtindeki en temel amag, kisilerin etraflarinda olup biten olaylari nasil
degerlendirdiklerini anlamaktir (Smith, Flowers ve Larkin, 2009; Wade ve Tavris, 1990’dan akt., Ozdemir, 2010,
S. 334). Fenomenolojik analizin ilk asamasinda arastirmacilar kendi diisiince kaliplarini ve 6nyargilarini bir kenara
birakarak verileri oldugu gibi kabul eder. Bu duruma 6nyargilardan siyrilma denmektedir. Boylelikle katilimcilarin
ilgili fenomene yonelik deneyimleri ve 6znel bakis acilar1 okuyucular tarafindan daha net anlagilir (Creswell, 2013;
Patton, 2014). Ogrencilerin yorumlari defalarca okunarak birimlere ayrilmis ve fenomenolojik analize tabi
tutularak kodlanmistir. Kodlama yapilirken dgrenciler tarafindan sdylenen kavramlar kullanilmistir. Ogrencilerin
dile getirdikleri kavramlar kodlamada yetersiz kaldig1 durumlarda ilgili fenomeni en iyi sekilde karsilayacak
kodlar aragtirmacilar tarafindan kullanilmistir. Kodlardan benzer 6zellige sahip ve anlamca birbirine yakin olanlar
ayn1 kategoride degerlendirilmistir. Bir sonraki sathada bu kategoriler birbirleriyle karsilastirilip iliskilendirilerek
temalara ulagilmistir. Fenomenolojik analizde temalar katilimcmin fenomene yodnelik ortaya koydugu
deneyimlerinin arastirmacilar tarafindan yorumlanmasini igerir ve analizin ilk ¢ercevesini olusturur. Bu cergeve
baz alinarak sonraki veri setinin (6rn, ikinci katilimeinim goériismesinin) analizine gegilir. Analiz tamamlandiginda
biitiin katilhimcilarm ortak deneyimlerinin yansitildig1 esas tablo olusturulmustur (Tanyas, 2014, s. 31). Analizler
arastirmacilar tarafindan farkli zamanlarda yapilarak goriis birligi ve ayriligi olan durumlar tespit edilerek lizerinde
gerekli tartismalar yapilmistir. Miles ve Huberman (1994) tarafindan 6nerilen giivenirlik formiilii [p= Goriis birligi
/(Goriis birligi + goris ayriligi)] hesaplanarak % 95 sonucuna ulagilmistir. Calismanin inanilirhgini saglamak igin
ogrenci goriislerinden dogrudan alintilar yapilmistir. Arastirma etigi agisindan Ogrencilerin gergek isimleri
kullanilmamus, katilimcilara cinsiyetlerine gore (E1, E2, K1, K2) kodlar verilmistir.

Bulgular
Bu boliimde esitlik, adalet ve 6zgiirliikk degerlerine yonelik bulgular sirasiyla verilmistir.
Esitlik

Ogrencilerin esitlik degerine yonelik algilamalarini ortaya koymak amaciyla esitlik degerinin kendilerince ne
anlam ifade ettigini aciklamalar1 istenmistir. Ogrencilerin esitlik degeri algilamalari Diyagram 1’de
gorsellestirilmistir.

Diyagram 1’de goriilecegi iizere 6grencilerin esitlik algilar1 toplumsal, hukuksal, siyasi ve egitim olmak iizere
dort ana tema altinda toplanmistir. Toplumsal agidan insanlarmn esit olmasi gerektigini diisiinen 6grencilere gore
toplum igerisinde zengin ile fakir bireylerin ayni haklara sahip olmasi ve zenginlere torpil gecilmemesi; bununla
birlikte fakir insanlara ayrimeilik yapilmamasi gerektigi vurgulanmistir. K3 kodlu 6grencinin goriisleri bu algiyr
temsil eden drneklerden biridir:

“Ayrumcilik olmayan, iistiinlitk olmayan ve zengin-fakir diye ayurt edilmeyen bir toplum olmalidir.” (K3).

Ogrencilere gore toplumda uyum igerisinde yasamak icin biitiin insanlarmn hak ve dzgiirliikler acisindan esit
olmasi gerekmektedir. Toplumsal yasamin ahengi esitlik degerinin uygulanmasiyla saglanmaktadir. Aksi takdirde
insanlar arasinda kargasa ve boliinmeler olacaktir. Toplumsal uyumun bir diger sartt kadin-erkek esitligidir. Bir
kiz 6grenci bu hususu sdyle vurgulamistir:

“Aklima ilk olarak kadin-erkek esitligi geliyor. Bir kere kadinlar ve erkekler egit olmali, kadinlar bunu
yapamaz sunu yapamaz olmamalidr.” (K2).
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Yukaridaki alintidan kadinlarm da erkekler gibi ayn1 haklara sahip olmasi gerektigi ve erkeklerin yaptigi isleri
kadmlarm da yapabilecegi sonucu ¢ikmaktadir. Esitlik degerini hukuksal a¢idan yorumlayan 6grencilere gore
kanun 6niinde biitiin vatandaslarin esit olmasi ve ayn1 muamele gormesi gerekmektedir. Ogrenciler kanunlarmn
biitiin vatandaglara esit uygulanmadigi yoniinde goriis bildirerek bu durumun diizeltilmesi sonucunda esitligin
saglanabilecegini belirtmiglerdir. Siyasi agidan esitligin olmast gerektigi K1 kodlu &grenci tarafindan dile
getirilmistir. Bu 6grenciye gore siyasi yonden esitligin saglanmasi insanlarin kendilerini daha 6zgiir hissetmelerini
saglayacaktir. K1 kodlu &grenci egitim acisindan firsat esitliginin saglanmasina yonelik yorumlamalarda
bulunmustur.

Hak ve Ozgiirliiklerin
Zengin-Fakir Ayrimi s Eg;tlll(gll %53
(E1,E4,K3,K4) .E5,K1,K2

A

Toplumsal Uyum (E6) TOPLUMSAL Cinsiyet Esitligi
) (E4.K2)
A
ESITLIK DEGERI HUKUKSAL
Siyasal Esitlik (K2) Kanun Oniinde Esitlik
EGITIMSEL (E2,K4)

Esit Egitim (K1)

Diyagram 1. Esitlik Degerine Yonelik Ogrenci Algilari

Esitlik konusunda yukaridaki algi ve diisiincelere sahip olan katilimei grenciler tam ve mutlak bir esitligin de
pek muhtemel olmadigma yonelik bir farkindalik sergilemislerdir. Ogrencilerin hepsi tam anlamiyla esitligin
imkansiz oldugunu belirtmistir. Diyagram 2°de &grencilerin boyle diisiinmelerinin nedenleri gorsellestirilmistir.

Diyagram 2 incelendiginde insanlarin bencil ve ¢ikarct davranmalari yliziinden diinyada esitligin tam anlamuyla
uygulanamadig goriisii 6grencilerin blyiik bir kismi tarafindan dile getirilmistir. Ogrencilerin tamam esitligin
aslinda olmasi gerektigini; fakat insanlarm esit bi¢imde davranmadiklarin1 vurgulamislardir.

E6 kodlu 6grencinin goriisleri bu sekilde diisiinen 6grencileri temsil etmektedir:
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“Mesela su anda esitlik ilkesi var, ama Afrika dakiler hi¢ de esit goriinmiiyorlar. Biz su an iilkemizde yiyoruz
iciyoruz ama Afrika’dakiler bunu yapamiyor. Tiim insanlar esitse neden onlar esit degil, neden onlar bizim gibi
yasamyor? Esitlik ilkesi uygulanmiyor. Yapilsa esitlik miimkiindiir; ama yapumiyor.” (E6).

Farkli statiller ve fizyolojik farkliliklar kategorilerindeki oOgrenciler esitligin gerceklesmeme nedenini
insanlarin elinde olmayan faktérlere baglamiglardir. Béyle diisiinen 6grenciler igin esitsizligin sebepleri insanlarm
tutum ve davramislarindan kaynaklanmamaktadir. Bu kategorilerdeki ogrenciler insanlarin dogustan farkli
karakter, yapi, kisilik, beden ve ¢evreye sahip olduklarini ve bu nedenle tam anlamiyla esitligin olamayacagini
vurgulanuslardir. Ogrencilere giinliik hayatlarinda karsilastiklar: esitligi ihlal eden durumlara rnekler vermeleri
istenmistir. Ogrencilerin cevaplari Diyagram 3’te gorsellestirilmistir.

Farkl Statiiler
(E3, E5, K1)

Giicliiniin Zay1fi
Ezmesi (K4)

Fizyolojik Farkliliklar e AN EDL A 9 THIL DS Kaynaklarin Esitsiz
(E1) DAIUNALEU IDIDCDLIDI LR Kullammu (E2, E6)
CUNKU '

Firsat Esitsidigi (K3)

Zengin Olma
Hirs1 (E4)

Diyagram 2. Ogrencilerin Her Anlamda Esitligin Olmayacagma Yénelik Goriislerinin Nedenleri

807



Uztemur, Ding ve nel

( Engellilere (K3) )
(Kadlnlara (K1, KZ))(— Ayrimcilik

Kiiresel Esitsizlik (E6)

Ebeveynlerin GUNLUK YASAMDA Ogretmenlerin
Davramslari ESITLIGIN IHLAL Davramslar:
(E5, E6, K2) EDILDiGi DURUMLAR (E4, E6)

Akran Zorbal1g1
(E1, E5, K4) Torpil (E3)

Diyagram 3. Ogrencilerin Tecriibelerine Gére Esitligin Thlal Edildigi Durumlar

Diyagram 3 incelendiginde 6grencilerin ailede, okulda, sokakta vb. yerlerde esitligin ihlal edildigi durumlarla
yiizlestikleri goriilmektedir. Aile icerisinde anne-babalarin otoriter tavrindan ve kararlarin alinisinda kendilerinin
goriglerine bagvurulmamasindan memnun olmayan 6grenciler bu durumdan sikdyet etmistir. Bir katilimci bu
durumu soyle agiklamaktadir:

“Aile icinde esitligi bozan durumlar oluyor. Onlar anne-baba diye her seyi séyleyebilir ve her seyi yapabilir
diye bir kanun yoktur. Anne-baba boyle algilyyor. Ben annenim daha saygili konus, onu yapma bunu yapma diyor.
Yiiziine bir sey dediginde ben annenim ya da ben babamm benle nasil béyle konusursun diyorlar. Bu durumlar
esitlik degildir. Cocuklar hicbir seyi soyleyemiyor, anne-babaya gelince her seyi diyebiliyorlar. Béyle bir durum
olmamalidir.” (K2).

Toplum hayatinda ise ise alimlarda kadinlara ve engellilere ayrimcilik yapildigi ve liyakatin gozetilmedigi
vurgulanmistir. Afrika’nin diger ilkeler tarafindan soémiiriildiigiinii belirten E6 kodlu 6grenci bu durumun
esitsizlige verilecek en giizel drnek oldugunu belirtmistir. Okul ortaminda esitligin ihlal edildigi durumlara &rnek
olarak fiziksel a¢idan daha gii¢lii olan 6grencilerin kiiciik 6grencilerin hakkini yedigi ve onlara baski yaptiklari
dile getirilmistir. Ogretmenlerin ve okul idaresinin ogrencilere yonelik tutum ve davranislarinda esit
davranmadiklart vurgulanan bir diger konudur. Kanun 6niinde esitlik ilkesinden 6grencilerin hangi anlamlar
¢ikardiklar1 Tablo 1’de verilmistir.

Tablo 1. Ogrencilerin Kanun Oniinde Esitlik ilkesi Algilamalari
Kanun oniinde esitlik olabilmesi icin;

Zengin ya da fakir olmasina (E3, E4, K1)

Siyasetci ya da yonetici olmasina (ES, E6, K2)

Insanlarin  Sosyal statiisiine (E1) Bakilmamalidir
Unlii ya da medyatik olmasina (E2)
Aralarindaki yas farkina (K4)
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Cinsiyetlerine (K1)

Tablo 1’de goriilecegi lizere Ogrenciler yasalarmn herkese esit uygulanmasi gerektigini vurgulamiglardir.
Giinliik hayatta kanun 6niinde esitlik ilkesini ihlal eden durumlardan drnekler vererek agiklamaya ¢aligmislardir.
Bu duruma 6rnek olarak E1 kodlu 6grencinin goriisleri asagida verilmistir:

“Mesela bir kisi beyin cerral olmus ama bir yanda da ¢opgii var. Bunlarin ikisi de kanun oniinde esit
olmalidir. Cerralun riitbesi yiiksek diye torpil olmamalidir.” (EL).

Ogrencilere iilkemiz sartlarinda kanunlarin herkese esit bir sekilde uygulanip uygulanmadigi sorularak
nedenleriyle birlikte agiklamalar1 istenmistir. Ogrencilerin bu duruma yoénelik goriisleri Tablo 2’de verilmistir.

Tablo 2. Ogrencilerin Kanunlarin Herkese Esit Uygulanip Uygulanmadigina Yonelik Gériisleri
Hi¢ uygulanmyor;

Siyasetgilere ve zenginlere ayricalik tanimiyor (ES, E6, K2, K3 K4)
Adalet dagitanlar tarafsiz davranmiyor (E4, ES, K2)

CUNKU

Tanidiklara torpil yapiliyor (E1, K3)
Unliilere ayricalik tanmiyor (E2)
Bazen uygulaniyor bazen uygulanmyor

Zenginlere ayricalikli davraniliyor (E3)

CUNKU

Kanunlar caydirict degildir (K4)

Tablo 2’de goriildiigii lizere 6grencilerin bilyiik bir kismi kanunlarin herkese esit uygulanmadig1 goriisiini
savunmaktadir. Ogrencilerin bdyle diisiinmelerinin altinda yatan sebeplere bakildiginda ayrimeilik ve torpile vurgu
yaptiklar1 goriilmektedir. Ogrenciler goriislerini agiklarken siklikla medyadan edindikleri giincel haberlerden
ornekler vermistir. Olmasi gereken standart durumlarin (kanunlarin herkese esit uygulanmasi) medyada ¢ok fazla
yer almadig1 g6z oniine alinirsa 6grencilerin zihninde olumsuz drneklerin yer almasi gayet dogal bir durumdur.
Ogrenciler miilakatlarda medyadan edindikleri olumsuz 6rneklere ¢ok fazla deginmistir. Boyle bir durumda
medyanin dgrencilerin esitlik algilarma etki ettigi ya da yonlendirdigi yorumu yapilabilir.

Ogrencilerin esitlik degerine yonelik algilamalarmnin bir diger bileseni olarak kadmn-erkek esitligine yonelik
goriislerini almak amaciyla onlara kadin-erkek esitliginin miimkiin olup olmadigi sorulmustur. Tablo 3’te
ogrencilerin kadin-erkek esitligi konusundaki goriisleri gosterilmistir.

Tablo 3. Ogrencilerin Kadin-Erkek Esitligine Yonelik Goriisleri
Miimkiindiir;

Kadmlar da her isi yapabilir. (E3, E6, K1, K3)

E Kadmlar da insandir ve erkeklerden bir farklar1 yoktur (E2, E4, E6, K3)
:8 Kadilara pozitif ayrimeilik yapilmalidir (E5)
Insanlarm &zgiir hareket etmesi cinsiyete bagli olmamalidir (K1)
o Miimkiin degildir;
% Erkekler ve kadinlarmn kisilik yapilar: farklidir (K2, K4)
:8 Erkekler daha giicliidiir ve her zaman kadin1 ezmek ister (E1)

Tablo 3 incelendiginde Ogrencilerin ¢ogunlugu kadin-erkek esitliginin miimkiin oldugu yoniinde goris
bildirdikleri goriilmektedir. Boyle diisiinen Ogrenciler kadinlarin erkeklerden herhangi bir farki olmadigi ve
erkeklerin yaptig1 her isi kadinlarin da yapabilecegini vurgulamiglardir. Asagidaki alint1 bu goriise bir 6rnektir:
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“Miimkiindiir hocam; ¢iinkii o da insan biz de insaniz sadece cinsiyetimiz farklidwr.” (E2).

ES5 kodlu 6grenci kadmlarla erkeklerin esit oldugunu, kadinlarin sadece yapilar itibariyle bedensel agidan
erkeklerden giigsiiz olduklarini belirtmistir. Bu durumun iistesinden gelmek icin kadnlara pozitif ayrimeilik
yapilmasi gerektigini vurgulamistir.

Kadmlar ve erkeklerin esit olmadigmi belirten &grencilerin goriisleri iki kategoride toplanmistir. Birinci
kategoride yer alan 6grenciler kadin-erkek esitliginin miimkiin olamama nedeni olarak her iki tarafindan fizyolojik,
psikolojik, karakter ve davranig agidan farkl yapilara sahip olmalarmi gostermislerdir. E1 kodlu 6grenci ise kadin-
erkek esitsizliginin nedeni olarak erkeklerin fiziksel gii¢lerini kullanarak kadinlardan daha iistiin gelme hirslarimi
gostermigstir. E1 kodlu 6grencinin goriigleri agagidaki alintida verilmistir:

“Miimkiin degildir; ¢iinkii kadin erkek esitligi olamaz erkek daha gii¢liidiir. Esit olmaya ¢alissalar bile erkek
daima tstiinliik kurmak ister, ¢tinkii erkekte yle bir duygu vardwr. Kadini ezer. Erkekler kadinlart yonetmek ve
hakim olmak ister o yiizden kadimi ezerler. O nedenle esit olamaz. Esitlik ¢cok nadir goviiliir. Ozellikle bizim
tilkemizde kadin-erkek esitligi fazla goriilmiiyor pek nadir oluyor.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin esitlik degerini sadece fiziksel gii¢ agisindan yorumladigi sonucu
¢ikarilabilir. Kadin-erkek esitligi ikileminin baglama gore degisebilecegini belirtmesi agisindan K1 kodlu
ogrencilerin goriisleri asagida verilmistir:

“Bazi konularda erkeklerin bazi konularda da kadinlarin iistiin yanlar: olabilir;, ama bir¢ok isi kadin erkek
fark etmeksizin herkes yapabilir. Bazi konularda esitligi saglayamayiz. Kadinlarin yapamayacagi bazi agir isler
var o konularda tabi ki esitligi saglayamayiz; ama insanlarin ozgiir hareket edebilmesi cinsiyete bagh
olmamalidir.” (K2).

Yukaridaki alimtidan K1 kodlu grencinin herkesin esit haklara sahip oldugunu, kadinlarla erkeklerin dogustan
farkli yapilara sahip olduklarini ve bu durumun gayet dogal karsilanmasi gerektigini kavradigi yorumu yapilabilir.

Ogrencilerin esitlik degerine yonelik algilamalarmi derinlemesine irdelemek ve esitlik ile adalet degerleri
arasindaki ince ayrimi kavrayip kavramadiklarini ortaya koymak i¢in onlara “Herhangi bir iilkede ¢alisan biitiin
insanlarin hepsinin ayni maagi aldigim diigtiniin. Bu iilkede esitlik ilkesinin uygulanmasi hakkindaki diisiinceniz
ne olurdu?” sorusu yoneltilmistir. Ogrencilerin tamami bdyle bir duruma kars1 ¢ikarak adalet degerine vurgu
yapmiglar ve bdyle bir uygulamanin esitlik olamayacagmi belirtmislerdir. Ogrencilerin gériislerini daha iyi
yansitmasi agisindan asagida dogrudan alintilar verilmistir:

“Kesinlikle egitlik ilkesine aykiri bir seydir. Bir memur gengligini harcamis ders ¢alismis, digerleri ise
gengligini yasamuis ve gelecege bakmayip gelecegini karartmus. Asla bu ikisi ayni maast almamalidwr.” (K1).

“Bir yanda ¢ok ¢alisan var diger yanda az ¢alisan var. Calisan var, emegini hak eden var, diger yanda hak
etmeyen var. Adam okumus gelmis, diger adam hi¢bir sey yapmamis. Ayni maasi almalart esitlik degildir.” (K3).

Yukaridaki alintilardan esitlik degerinin sozliik anlamindan ziyade daha farkli anlamlar ifade ettiginin
ogrenciler tarafindan anlasildigi yorumu yapilabilir. Yukaridaki soruda belirtilen iilkede yasamak isteyip
istemedikleri soruldugunda &grencilerin tamamu esitlik ilkesine aykiri oldugu gerekgesiyle hayir cevabini
vermislerdir. Yukaridaki 6rnek soruya verilen cevaplardan; niceliksel agidan benzer olmanin esitlik degerini tam
anlamiyla karsilamadigi ve esitlik degerinin zamana, mekana ve kisilere gore degistigi gercegini dgrencilerin
kavradig1 s6ylenebilir.

Esitligin zamana ve mekana gore farkli uygulamalarinin olabilecegini belirten 6grencilere “Benim oyum ile
dagdaki ¢obanin oyu ayni sayilamaz” 6rnegi verilerek bu konudaki diisiinceleri sorulmustur. Bir 6nceki 6rnekte
esitligin baglama gore farkli sekilde uygulanmasi gerektigini belirten 6grenciler; bu drnekte ise tamamen niceliksel
acidan esitligin olmasi gerektigini belirtmislerdir. Ogrencilere gére oy verme islemi (siyasal anlamda esitlik)
herkes i¢in hi¢bir kosul aranmadan yerine getirilmelidir. Yukaridaki 6rneklerden 6grencilerin esitlik degerine
yonelik algilamalarinin baglama gore farklilastig1 sonucu ¢ikarilabilir.

Adalet

Ogrencilerin adalet degerine yonelik algilamalarini ortaya koymak amaciyla adalet degerinin kendileri igin
hangi anlamlara geldigini agiklamalar1 istenmistir. Ogrencilerin adalet degerine yonelik algilamalar1 Diyagram
4’te gorsellestirilmistir.
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Gercege Uygun
Davranma (E2)

Hakkaniyetli Davranma
(E1, K1, K3, K4)

Esit Davranma (K1)

OGRENCILERIN
ADALET ALGISI

Ozgiirligiin
Kisitlanmamas: (K1)

Kanun Oniinde Esitlik Adil Yargilanma
(E2, K4) (E4, E6)

Diyagram 4. Ogrencilerin Adalet Degeri Algilamalar1

Diyagram 4 incelendiginde Ogrencilerin adalet degeri algilamalarinin {i¢ ana tema altinda sekillendigi
goriilmektedir. Hakkaniyetli davranmak kategorisinde yer alan &grenciler adalet degerini hak yememe agisindan
aciklamiglardir. Bu yoniiyle de adalet degerinin esitlik degerinden ayrilan yonlerini kavradiklar1 goriilmiistiir. Bu
kategoride yer alan E1 kodlu 6grencinin goriisleri su sekildedir:

“Herkese hak ettigini vermektir. Mesela bir insan ¢alistyorsa ben ¢calismiyorsam o daha yiiksek yerlerde bense
daha asagida olmam gerekir. Sinavlarda ¢alisan dgrencinin daha iyi; ¢alismayanin ise daha az not olmasi lazim.
Hocalarn sozlii notu verirken ¢alismayan kisiye sozliide diisiik verirler, ¢iinkii adaletli olmalart gerekir.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin adalet degerinin esitlik degerinden farkli anlamlara geldigini
kavradigi yorumu yapilabilir. Ogrenciler adalet deerini aciklarken mahkemeler, kanunlar, hakimler Vb.
konularina sik¢a deginmistir. Bu durum adalet degerinin 6grencilerin zihninde mahkemeleri, hakimleri, kanunlari
vb. kavramlar1 cagristirmasiyla agiklanabilir. Kanun oOniinde esitlik ilkesi ve insanlara esit davranma
kategorilerinde 6grenciler adalet degerini esitlik temelinde yorumlamislardir. Boyle diisiinen 6grenciler igin esitlik
adaletin bir 6nkosuludur. Bu kategorilerde yer alan 6grencilerle yapilan miilakatlardan; 6grencilerin adalet ile
esitligin farkli kavramlar oldugunun bilincinde olduklari; fakat adalet degerini agiklarken siklikla esitlik degerine
atif yaptiklar1 gézlenmistir. K1 kodlu 6grenci adalet degerini tanimlarken 6zgiirliik degerine deginerek adaletin
saglanabilmesi i¢in kendi 6zgiirliigiiniin kisitlanmamasimnin gerektigini belirtmistir.

Ogrencilerin adalet degeri algilamalarmi daha ayrintili bir sekilde incelemek icin adaletin olmadig1 bir toplum,
kurum veya iilkede ne gibi sikintilar yasanacagma yonelik goriis belirtmeleri istenmistir. Ogrencilerin biiyiik bir
kismi (N: 7) adalet olmazsa iilkede kargasa, ¢atisma, kan davalar1 ve isyanin ¢ikacagmni belirtmislerdir. Boyle bir
iilkede su¢ isleme oranlarmin artacagi (K1), insanlarin mutsuz olacaklar1 (E1), giicliilerin zayiflar1 ezecegi (El,
E4) ve toplumsal uyumun bozulmasiyla (K3) birlikte i¢ savasin cikacagir (E2, E3) oOgrenciler tarafindan
vurgulanmistir. Yukarida siralanan durumlar 6grencilerin goziinden adaletin bir toplumda hangi islevleri
gordiigiinii ortaya koymasi agisindan énemlidir.

Ogrencilere bir toplumda adaletin saglanabilmesi icin neler yapilmasi gerektigi soruldugunda 6grencilerin bir
kismi (E1, E3, E4, E6, K1, K4) devletin adil davranmasi gerektigine yonelik goriis belirtirken; diger 6grenciler ise
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adaletin olabilmesi i¢in ilk once bireylerin giinliik hayatlarinda adil davranmalar1 gerektigini belirtmiglerdir.
Asagida her iki farkli goriisii temsilen birer alint1 verilmistir:

“Devlet adaletli olmak zorundadir. Devlet adaletli olursa toplumda diizen olur. Boylece kargasa ¢tkmaz herkes
hakkani bilir.” (E4).

“Birey adaletli olursa toplum da devlet de adaletli olur. Insanin kendi vicdaminda adaletli olmast lazimdur.”

(E5).

Yukaridaki goriislerin yani sira 6grenciler toplumsal diizenin saglanmasinda devletin ve bireylerin ayn1 anda
adil davranmalarmin gerekliligine yonelik goriisler de belirtmislerdir. Temel ayrim, adaletin saglanabilmesi igin
kimlerin neler yapmasi gerektigi konusunda 6grencilerin farkli diisiince ve dnerilere sahip olmasidir. Ogrencilere
giinliik hayatlarinda adil olup olmadiklar1 ve adil davranma konusunda ne gibi seylere dikkat ettigi sorusu
yoneltilmistir. Ogrenciler bazi zamanlarda adaletsiz davrandiklarini; bununla birlikte genellikle adil davranmaya
6zen gosterdiklerini dile getirmislerdir. Ogrenciler giinliik hayatta adil davranabilmek icin haksizlik yapmamaya
(N: 9), esit ve tarafsiz davranmaya (E1, E2, K2), ayrimcilik yapmamaya (E3, K3), paylasimci olmaya (ES),
insanlar1 oldugu gibi kabul ederek (K1) bencil olmamaya (K2) 6zen gosterdiklerini belirtmislerdir. Yukaridaki
goriigleri temsilen K1 kodlu dgrencinin ifadeleri asagida verilmistir:

“Giinliik hayatimda adaletli oldugumu diigiiniiyorum. Insanlarin diline veya wkina gore karar vermiyorum.
Genelde kendime yakin hissettigim kisiyi onun dis goriiniigtine bakmadan kisiligine bakarak arkadaglik ediyorum.
Swifimda veya ¢evremde birgok kisi goriiyorum insanlart diglayip hak yiyorlar. Kimse kusursuz degildir, o
dislayanlarin da kusuru vardwr.” (K1).

Ogrencilerin giinliik hayatta adil olup olmadiklarin1 daha iyi analiz edebilmek amactyla “Haber biiltenlerinde
¢ok sik sekilde yer alan hallin suglular: ling etme ve kendi adaletini kendi saglama girisimleri hakkinda ne
diistiniiyorsunuz? Sizce bu insanlar neden bdyle bir davramista bulunma gervegi hissetmislerdir?” sorular
yoneltilerek bu konu hakkindaki goriisleri almmistir. Ogrencilerin tamanu halkin bu sekilde davranmasmin
sorumlusu olarak devletin suglulara gereken cezayr vermemelerini gostermistir. Ogrenciler devletin verdigi
cezalarin toplum vicdanini rahatlatmasi gerektigini belirtmislerdir. Bu goriisleri temsilen ES kodlu 6grencinin
goriisleri asagida verilmistir:

“Halk mahkemelerin dogru diizgiin ceza vermedigini diisiiniiyor. Mesela birisi haksizlik yapryor. Elini kolunu
sallaya sallaya ¢ikiyor. Bu nedenle halk bu tiir olaylara tepki vermek icin kendi adaletini kendi vermek istiyor.”
(E5).

Ogrencilere “Aym durumda siz olsamz siz de lin¢ girisiminde bulunur musunuz? Nigin?” sOrusu
yoneltildiginde 6grencilerin bir kismi (E1, E4, E5, K3) evet cevabini vermistir. Asagida bu 6grencilerden 6rnek
almtilar verilmistir:

“Mesela benim kardesimi birisi dovse ben de gidip onu déverim bir baskasina soylemem ben gidip kendi
adaletimi uygularim. Bu da yanlis bir sey ama uygularim yani.” (E1).

“Evet. Benim akrabamdan birine zarar gelsin ¢ok sinirlenirim. Bu ¢ok kétii bir seydir. Once mahkemenin
verdigi karara bakarim eger o karar ise yaramazsa kendi adaletimi kendim saglarim.” (K3).

Yukaridaki alintilardan &grencilerin adalet degerini kendi ¢ikarlarma gore yorumladiklart goriilmektedir.
Ogrencilerin kendi adaletlerini saglama niyetlerinin olmasi mahkemelerin verdigi cezalar1 az bulmalari ve bu
kararlara giivenmedikleri anlamina gelmektedir. Diger 6grenciler ise adalet degerinin niteliklerini belirterek
devletin adaletine giivendiklerini, devletin suglu kisilere hak ettikleri cezay1 zaten verdigini ve hakliyken haksiz
duruma diismemek igin mahkemelerin verdigi kararlara saygi duyduklarini dile getirmislerdir. Iki farkli goriise
sahip olan 6grenci gruplarinin ayrildigi temel nokta su sekilde ozetlenebilir. Kendi adaletini kendi saglamak
isteyen 0grenci grubu adaleti siibjektif bir sekilde yorumlamaya meyillidir. Bu sekilde diisiinen 6grencilere gore
herkesin adalet algis1 farklilagmaktadir. Farkli adalet anlayisina istinaden bireylerin ¢ikarlar1 dogrultusunda kendi
adaletlerini saglama girisiminde bulunmalar1 sonucunda toplumun nasil bir hal alacagi sorusu bu gruptaki
ogrencilere soruldugunda; 6grenciler boyle bir toplumda kargasa ve c¢atismalarin yasanacagi cevabini vererek
kendileriyle celismislerdir. Aslinda bu grupta yer alan 6grenciler adaletin olmadigi bir toplumda yasanacak
sorunlarin farkindadir. Buradaki asil sorun ise kendilerini etkileyen olumsuz bir durum oldugunu diisiindiiklerinde
(adaletsizlige ugradiklarinda) olmasi gereken bir sekilde (devletin adaletine giivenmek) davranmamalaridir.
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Ogrencilere adalet ile esitlik ayn1 midir sorusu sorularak adalet ile esitligi kargilastirmalari ve adalet ile esitligin
farkli yonlerini vurgulamalari amaglanmustir. Ogrencilerin tamami adalet ile esitligin birbirinden farkli anlamlar
tasidiklarini belirtmislerdir. Asagida bu duruma 6rnek alintilar verilmistir:

“Esit olursan herkese aym davranman gerekir. Adil olursan da herkese hakkini vermek gerekir.” (E6).

“Mesela dgretmenlerden érnek verelim bir 6gretmen mesela 10 sene okumus yiikselmig ilmi daha fazla ama
bagka bir 6gretmen de 4 sene okuyup ogretmen olmus ikisi de aymi parayt alyyor. Bu bir esitliktir ama adalet
degildir. Kendini gelistiren dgretmene haksizltk yapiliyor.” (E1).

Yukaridaki alintilardan 6grencilerin adalet ile esitlik ayrimini ¢ok rahat bir sekilde yapabildikleri yorumu
cikarilabilir. E2 kodlu 6grenci ise adalet ile esitligin ayn1 seyler olmadigini sylemesine ragmen adalet kavramini
esitlikle karigtirmistir. Asagida E2 kodlu 6grencinin gériislerinden bir boliim verilmistir:

“Normal bir insana asgari iicret 1300 lira veriyorlar 6gretmene ise daha ¢ok veriyorlar bu biraz adaletsizliktir.
Buradaki bir iiriin 10 liraysa Istanbul’da 20 lira bence her yerdeki iiriinlerin fiyatlar: esit olmalidir.” (E2).

Yukaridaki alintidan 6grencinin adalet ile esitlik degerini birbirine karistirdigi ve adalet degerini agiklarken
esitlik degerinin niteliklerinden bahsettigi goriillmektedir.

Ozgiirliik

Ogrencilerin dzgiirliik degerine yonelik goriis ve algilar1 Diyagram 5°te gorsellestirilmistir.

Diyagram 5’te goriilecegi lizere &grencilerin 6zgiirliik algilamalart 6zerklik kategorisinde daha fazla
yogunlagmustir. Bu kategori altinda 6grenciler 6zgiirliik degerini her istedigini yapabilmek olarak algilamislardir.
Ebeveynlerin veya baska kisilerin, davranislarini kisitlamasindan dem vuran &grenciler kendi hayatlari iizerinde

smirlamalarin kalkmasmi 6zgiirlik degeriyle dzdeslestirmistir. Ozerklik kategorisi altinda yer alan gbriisleri
temsilen E4 kodlu 6grencinin goriisleri asagida verilmistir:

“Istedigini yapabilmek, ozgiirce dolasabilmek, suradan suraya gittin mi kimsenin karismamasi aklima geliyor.
Kimsenin sana ne yapman gerektigini soylememesi insanlarin kendi diisiinceleriyle hareket etmesidir.” (E4).
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Kisisel Simirlamalarin
Olmamasi
(E1, E4, K2, K4)

istenilen Her Seyi
Yapabilme
(E3, E4, E5, E6, K4)

" OQRElf{ctLElgm .
0ZGURLUK DEGERI
ALGILAMALARI

Sorumluluklarin
Olmamas1 (E1)

Temel insan Haklar
(E2, E5, K1, K3)

Toplumsal Kurallarin
Olmamas:1 (E1)

Diyagram 5. Ogrencilerin Ozgiirliik Degeri Algilamalari

Ozgiirliik degerini temel insan haklar1 baglaminda yorumlayan &grencilere gore dzgiirliik; yasama, beslenme,
barmma, egitim hakki gibi temel insan haklarinin kisitlanmamasidir. Bu kategoride yer alan 6grenciler 6zgiirliik
degerini bireysel agidan yorumlamaktan ziyade 6zgiirliigiin toplumsal yoniine vurgu yapmislardir.

E1 kodlu 6grencinin 6zgiirliik algis1 diger 6grencilerden farklilagsmaktadir. Bu 6grenciye gore 6zgiirliik hicbir
sinirlama olmadan her istedigini yapabilmektedir. Asagida E1 kodlu grencinin goriislerinden dogrudan alintilar
verilmistir:

“Benim i¢in ozgiirliik kuslardir. Rahat¢a ozgiirce highbir sey olmadan uguyorlar. Tek dertleri yemek, ugmak ve
dolagmak. Bagska bir dertleri yok. Baskalarimin etkisi ve baskisi altinda olmadan rahat¢a dolasabilmek kurallar
olmadan simirlar olmadan dolasabilmek. Mesela benim zgiir olabilmem igin ugmam lazim.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin 6zgiirliigii kendi iizerine diisen sorumluluklari yerine getirmemekle
ozdes tuttugu goriilmektedir. Kuslar gibi u¢abilmek benzetmesiyle de 6zgiir olabilmek i¢in toplumun ve kurallarin
olmamasi gerektigini belirtmektedir. Toplum igerisinde kurallara uyup sorumluluklarini yerine getiren bireylerin
de kendini 6zgiir hissedebilecegi gercegi E1 kodlu 6grenci i¢in anlam ifade etmemektedir. Bu 6grenciye “Su anki
yasantinda ozgiir olduguna inaniyor musun?” diye soruldugunda su sekilde cevap vermistir:

“Inanmiyorum. Su anda ézgiir degilim belli bir simr var. Sorumluluklarim var. Mesela ben istedigim zaman
birakip gidemem. Benim ogrenci olarak ders ¢alisma sorumlulugum var. Ozgiir olmak demek bagkasinin emri
altinda olmadan, kanunlar olmadan yagamak isterim; ama miimkiin degil.” (EL).

Yukaridaki alintidan 6grencinin 6zgiir olmay1 kanunlara uymamak ve sorumluluklarini yerine getirmemekle
bir tuttugu goriilmektedir. Yukaridaki soru diger 6grencilere de yoneltilmis ve 6grencilerin algilamalarma gore
Ozgiir olma/hissetme fenomenini olusturan biligsel yapilar Diyagram 6’da gorsellestirilmistir.
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18 Yasindan
Biiyiik Olmak
(N:2)

Temel insan
Haklarina Sahip
Olmak (N:1)

Kendi Evinde
Yasamak (N:2)

Kendi Param
Kazanmak (N:1)

E2

E4

Hobilerin

Kisitlanmamasi
(N: 4)

Ailenin
Karismamasi
(N: 5)

Sorumluluklarin
Olmamasi (N: 1)

Kurallara
Uymamak (N:1)

Kanunlarin
Olmamasi (N: 1)

Gezmeye Gitmek
(N: 5)

Diyagram 6. Ogrencilerin Algilarina Gére Ozgiir Olabilmenin Kistaslart

Diyagram 6 incelendiginde 6grencilerin 6zgiirliik degerini daha ¢ok ebeveynleriyle olan iliskileri baglaminda
algiladiklar1 goriilmektedir. E2 kodlu 6grenci kendisini 6zgiir hissettigini ¢linkii yagama, barinma, egitim gibi
temel insan haklarina sahip oldugunu dile getirmistir. E3 kodlu 6grenci ailesinin arada sirada kendisini kisitladigimi
belirtmis; buna ragmen yine de 6zgiir olduguna inandigmni sdylemistir. E3 kodlu 6grenci igin 6zgiir olabilmenin
6n kosulu ailesinin ona karismamasi olarak nitelendirilebilir. E5 kodlu 6grenci de benzer sekilde ailesinin kendisini
kisitlamasini bir tehdit olarak algilamadigini belirtmis ve 6zgiir olduguna inandigini dile getirmistir. E6 kodlu
ogrenci ise kendisini 6zgiir hissetmedigini belirtmis; bu durumun sebebi olarak ailesinin davranislarini ve
hobilerini ¢ok fazla kisitlamasini gostermistir. K1 kodlu 6grenci 6zgiir oldugunu hissetmesine ragmen bazi
konularda 6zgiir olmadigini belirtmistir. Bu durumun nedeni olarak ailesine bazi konular1 danigmasini gostermistir.
K1 kodlu 6grencinin 6zgiirliik algisina gore bazi konulari aileye danigmak 6zgiirliigiin kisitlanmasi anlamina
gelmektedir. K2 kodlu 6grenci 6zgiir olmadigini belirtmistir. Bu durumun nedenleri arasinda 18 yasindan kiigiik
olmasi, ailesiyle birlikte yasamasi, kendisine ait bir evinin olmamasi ve seyahat Ozglirliiglinin olmamasini
gostermistir. K3 kodlu 6grenci kendisini 6zgiir hissettigini belirterek 6zgiirliigiiniin kisitlandigi durumlara 6rnek
olarak ailesinin bazi1 zamanlarda baskici davranip gezmeye gitmesine izin vermemelerini gostermistir. K4 kodlu
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ogrenci kendisini Ozgiir hissettigini belirtmis ve &zgiirliigiiniin kisitlandigr durumlara 6rnek olarak ailesinin
gezmeye gitmesine izin vermemelerini gostermistir.

Ogrencilere “Hayatinizda simrsiz ézgiirliik olmasin ister misiniz? ” sorusu yoneltilerek 6grencilerin 6zgiirliik
degeri algilamalarin1 daha ayrimtili bir sekilde ¢oziimleyebilmek amaglanmistir. E1 kodlu 6grenci sinirsiz
Ozgiirliigh isteyecegini, bu sayede istedigi her seyi yapabilecegini, istedigi kadar harcama yapabilecegini ve
limitsizce yasayabilecegini belirtmistir. E2 kodlu 6grenci ise sinirsiz 6zgiir olmayi tercih etmedigini belirtmistir.
Bu durumun nedenini “Hep ozgiir olursam sug islerim ve kimse bana bir sey yapamaz” diyerek agiklamustir.
Insanlarm toplumsal kurallara uyup baskalarina zarar vermeden istedikleri her seyi yapabilmeleri ve kendilerini
Ozgiir hissedebilmeleri olgusu E2 kodlu 6grenci tarafindan kabul gérmemistir. Bu 6grenci sinirsiz 6zgiirliigii sug
islemek ve hi¢ kimsenin kendisine bir sey yapamamasi seklinde algilamistir. E3 kodlu 6grenci simirsiz bir
ozgiirliige sahip olmay1 isteyecegini ve sahip oldugu bu yetkiyi lilkede adaleti yaymak ve kétiilere cezalarini
vermek amaciyla kullanacagini belirtmistir. E4 kodlu 6grenci sug islemedigi takdirde sinirsiz 6zgiirliigii kabul
edecegini; ¢iinkil her istediginin olacagini ve bu sayede mutlu olacagini belirtmistir. E5 kodlu &grenci smirsiz
0zgiir olmayi tercih etmedigini su sekilde belirtmistir:

“Istemezdim. Istedigini oldiir istedigini kes, dzgiirliik bir yerde simirlidir. Digerinin ozgiirliigiinii kisitladigin
an senin ozgiirliigiin biter.” (ED).

Yukaridaki alintidan 6grencinin sinirsiz 6zgiirliigii diger insanlara zarar vermekle bir tuttugu ve bu nedenle
istemedigi goriilmiistiir. Ogrenci her ne kadar bagka insanlarm &zgiirliigiiniin kisitlanmamasi gerektiginin
bilincinde olsa da sinirsiz 6zgiirlilkten diger insanlara zarar verme anlamini ¢ikarmasi ilging ve diisiindiiriiciidiir.
E6 kodlu 6grenci sinirsiz 6zgiirliigii isteyecegini ve bu sayede her istedigini yapip her yeri gezecegini belirtmistir.
Bu etkinlikleri yaparken diger insanlarin zarar gormemelerine dikkat edecegini vurgulamstir. K1 kodlu 6grencinin
siursiz ozglirliigl istememe nedeni su sekildedir:

“Istemezdim herhdlde. Bu sefer her istedigim oldugu zaman hayatin da bir anlami olmazdi. Benim yammda
olan bir ailem var ailemle birlikte karar vermeliyim. Sadece kendimi diigiindiigiim zaman ileriyi degil de o am
yagamis olurum.” (K21).

Yukaridaki alintida goriilecegi {izere 6grenci sinirsiz 6zgiirliigii her istediginin olmasi ve bencil hareket etmeyle
ozdeslestirmistir. Boyle bir durumda hayatin anlaminin yok olacagini sdylemesi de sinirsiz 6zgiirliigli yasamanin
gelecege yonelik ideallerinden vazgegmesine neden olacagmi diisiinmesinden kaynaklaniyor olabilir. K2 kodlu
ogrenci ise bagkalarmin ozgiirliigiinii bilerek veya yanlislikla bile olsa engelleyebilecegini ve onlara zarar
vermekten cekinecegini belirterek sinirsiz 6zgiir olmak istemedigini beyan etmistir. K3 kodlu 6grenci ise
baskalarina zarar vermemek kosuluyla sinirsiz 6zgiir olmak isteyecegini dile getirmistir. K4 kodlu 6grencinin
siirsiz ozgiirliik ile ilgili goriisleri su sekildedir:

“Istemezdim. Her seyin bir sirast var. Sirayla gitmek isterdim. Sorumluluklarim da var. Annem babamin benim
tizerimde haklart var. Cok ozgiir olursak geceleri basimiza bir sey gelir. Annem babamin dediklerini yapmak
gerek.” (K4).

Yukaridaki alintidan 6grencinin smirsiz 6zgiirligii gece disariya ¢ikmak seklinde algiladigi goriilmektedir.
Sorumluluklarmin olmasi ve anne-babasinin 6giitlerini yerine getirmek istemesi, simirsiz dzgirliigii yasamanin
oniinde bir engel olarak gérmiistiir.

Ogrencilerin sinirsiz 6zgiirliik ile ilgili algilamalarinm genel bir degerlendirmesi yapildiginda; 6grencilerin
sinirsiz Ozgiirlik kavramint sug islemek, diger insanlara zarar vermek vb. olumsuz davranig Oriintiileriyle
ozdeslestirdikleri gériilmektedir. Toplumsal bir varlik olan ve ondan ayr1 yagamasi diisiiniilemeyen bireylerin diger
insanlara zarar vermeden kurallara uyarak ve iizerine diisen sorumluluklari yerine getirerek kendilerini 6zgiir
hissedip her istediklerini yapabilecegine yonelik diisiinceler dgrenciler tarafindan benimsenmemistir. Ogrenciler
“her istedigini yapabilme” fenomeninin hep olumsuz yoniine dikkat ¢ekmislerdir. Onlara gore her istedigini
yapabilmek; yasalari delmekle, toplum diizenine karst ¢ikmakla veya bagka insanlara zarar vermekle esdegerdir.
Halbuki bu tiir olumsuz faaliyetlerin olmadig1 bir 6zgiirlik tasavvurunun Ogrenciler tarafindan diislenmesi
toplumsal barisin ve birlikte yasama arzusunun gelecegin biiyiikleri olan genglerin dimaglarinda yer etmesi
agisindan 6nemlidir.
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Ogrencilere “Ozgiir olmak icin bir insan neler yapmalidir? ” sorusu yoneltilerek ozgiirligin elde edilebilmesi
icin ne gibi sartlarin gerekli olduguna yonelik algilamalar1 ortaya konulmaya ¢alisilmistir. Ogrencilerin goriislerine
gore 6zgiir olabilmenin kosullar1 Tablo 4’te verilmistir.

Tablo 4. Ogrencilere Gore Ozgiir Olabilmenin Kosullar

Kavramlar Katihimcilar
Sorumluluklari yerine getirmek E3, K2, K4
Toplumla uyumlu olmak ve yasalara uymak El, E2, E6

Diger insanlarin 6zgiirliigiine karsi hosgoriilii olmak E5, K1
Temel insan haklar1 i¢in miicadele etmek K3

Zengin olmak E4

Tablo 4 incelendiginde Ogrencilerin 06zgiir olabilmekle ilgili algilarinin farklilagtigi goriilmektedir.
“Sorumluluklarmi yerine getirmek” kategorisinde yer alan 6grencilerin 6zgiir olabilmeyi 6diil-ceza sistemi gibi
algiladiklar goriilmiistiir. Bu duruma K2 kodlu 6grencinin goriisleri drnek gosterilebilir:

“Ilk olarak kendi sorumluluklarim yerine getirmeli ki dzgiirliigiinii elde edebilsin.” (K2).

Yukaridaki alintidan 6grencinin 6zgiirliik degerini dogustan elde edilen bir hak olarak algilamadig1 yorumu
yapilabilir. Bu kategoride yer alan &grencilere gore belirli bir emek gostermeyen (6r. sorumluluklarini yerine
getirmeyen) kisilerin 6zgiir olmaya haklar1 yoktur. Toplumla uyumlu olmak kategorisinde yer alan &grencilere
gore bireylerin 6zgiir olabilmeleri toplumla uyumlu olmalarina, kanunlara riayet etmelerine, diger insanlarla iyi
gecinmelerine ve birlik-beraberlik iginde yasamalarma baglidir. ES ve K1 kodlu &grenciler 6zgiir olabilmek igin
bireyin diger insanlarin 6zgiirliigline saygi duymalarinin gerektigine dikkat ¢ekmiglerdir. Toplumdaki her birey
digerlerinin 6zgiirligiine karsi hosgorilii yaklasirsa toplumun tamaminin 6zgiir olacag vurgulanmistir. K3 kodlu
ogrenci ise Ozglir olabilmek icin temel hak ve Ozgiirliiklerin savunulmasini belirtmistir. Toplum igerisinde
ozgiirliigiin kisitlandigr durumlarin 6niine gegebilmek icin bireylerin hak ve 6zgiirliiklerinin takipgisi olmasi
gerektigine vurgu yapmistir. E4 kodlu 6grenci ise 6zgiirliigii zenginlikle 6zdeslestirerek zenginlerin 6zgiirce gezip
dolastiklarmi; fakat bunu fakir insanlarin yapamadigini belirtmistir. Bu bulgular, bireylerin 6zgiirligiiniin maddi
imkanlara bagl olmadigi, 6zgiir olabilmenin dogustan gelen bir hak oldugu ve maddi durumuna bakmaksizin
vatandaslarinin kendini 6zgiir hissedebilecegi bir ortami1 devletin yaratmasi gerektigi gergeginin dgrencilerimize
kiiciik yaslardan itibaren 6gretilmesi gerektigi gercegini gozler oniine sermektedir.

Ozgiirliik degerinin dogustan kazanilan bir hak oldugunu &grencilerin kavraylp kavramadiklarini ortaya
koymak amaciyla onlara “Size gére bir toplumda biitiin bireylerin ozgiir olmast miimkiin miidiir?” sorusu
yoneltilmistir. E1 kodlu 6grenciye gore toplumdaki biitiin insanlarin 6zgiir olmast miimkiin degildir. Asagida bu
konudaki goriislerinden dogrudan alintilar verilmistir:

“Degildir. Bence bir toplumda hi¢ kimse tamamen bagimsiz olmamalidir. Ozgiir olmak demek istedigini
yapmak demektir. Insanlar her istedigini yapmamalidir. Herkes istedigini yapabilseydi ya da hak, hukuk ve kural
olmasaydi mesela ¢ok fazla tacizci var bunlar her istedigini yapardi hi¢bir giivencemiz olmazdi.” (E1).

Yukaridaki alintidan E1 kodlu &grencinin 6zgiir olmayr “her istedigini yapmak” ile o6zdeslestirdigi
goriilmektedir. Her istedigini yapmak kavramindan hukuka ve kurallara uymamayi ve diger insanlarin hakkina
engel olmayr anlamaktadir. E2 kodlu 6grenci biitiin insanlarin 6zgiir olabilmesinin miimkiin olamayacagini
belirterek 6zgiirligiin bir siirinin olmasini gerekge gostermistir. ES kodlu 6grencinin toplumdaki biitiin insanlarin
Ozgiir olabilmesinin miimkiin olmadigina dair goriisleri su sekildedir:

“Miimkiin degildir; ¢iinkii adam sug isliyor. Digerinin ozgiirliigiinii kisitlyyor. Onun su¢ oldugunu, hata
oldugunu anlasin diye sen de onun ozgiirliigiinii kisitlamalisin.” (ES).

Yukaridaki alintidan 6grencinin sug islemek ile 6zgiirliik degerini esdeger algiladig goriilmektedir. Bu duruma
benzer sekilde K2 kodlu 6grenci de 6zgilir olmayr yasalari ¢ignemekle bir tutarak biitiin insanlarin 6zgiir
olamayacaklarini; ciinkii yasalara uymak zorunda olduklarini belirtmistir. Ozgiir insanlarin sug isleme yetkilerinin
olmadig1 ve ozgiirliik degerinden kastedilenin yasalar1 ¢igneyerek baska insanlara zarar vermek olmadigi olgusu
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bu dgrenciler tarafindan kavranamamistir. K1 kodlu 6grenci toplumdaki biitiin bireylerin 6zgiir olamayisinin
nedeni olarak 18 yasindan kiiciik olanlarin yerine ailelerinin karar vermelerini géstermistir. Bu durumun o6niine
gegilmesi halinde biitlin insanlarin 6zgiir olabileceklerini belirtmistir. Benzer sekilde E4 kodlu 6grenci de ailelerin
¢ocuklarin tizerindeki kisitlamalarini 6rnek gostererek 6zgiir olabilmenin miimkiin olmadigina yonelik goriis
belirtmistir. K3 kodlu 6grenciye gore biitiin insanlarin 6zgiir olamama nedenlerinin basinda insanlar arasinda
ayrimeilik yapilmasi gelmektedir. Ogrencinin bu konudaki ifadesi su sekildedir:

“Miimkiin olmast lazimdvr ama bizim itilkemizde ya da farkly iilkelerde bile 6zgiirliik yok. Bazilar siyah-beyaz
ayrimi yapiyorlar siyahlart kéle yapmaya ¢alistyorlar. Eskiden kole pazarlart vardi ayrimcilik ve kiiciimseme
vardr.” (K3).

Yukaridaki almtidan insanlarin 6zgiirliigiiniin 6niindeki en bilyilk engelin yine insanlarin kendisi oldugu
goriilmektedir. Baskalarmm o6zgiirliigiine saygi duymayip ayrimcilik yapan insanlar yiiziinden biitiin insanlar
Ozgiir bigimde yasayamamaktadir.

Toplumdaki biitiin insanlarin 6zgiir olabilecegini diigsiinen 6grencilerin goriisleri sirasiyla su sekildedir. E3
kodlu 6grenci igin biitiin insanlarin 6zgiir oldugu bir toplumun esit, adil ve birbirlerinin kararlarina saygi duyan
insanlardan olusmasi gerekmektedir. E6 kodlu 6grencinin bu konudaki goriisleri su sekildedir:

“Neden olmasin ki. Baskalarina zarar vermedikten sonra kendisi i¢in yaparsa bir insan herkes ozgiir
yasayabilir.” (E6).

Yukaridaki alintidan 6zgiirliik degerinin aslinda ulasilmasi ¢ok zor olan bir ideal olmadig1 ve insanlarin
birbirlerinin haklarina saygi duyduklan siirece 6zgiir olabilecekleri gerceginin 6grenci tarafindan kavrandifi
goriilmektedir. K4 kodlu 6grenci ise bazi siirlamalar olsa bile su anki hayatimizda herkesin zaten 6zgiir oldugunu
belirtmistir. Ogrencilere toplumdaki bireylerin kendilerini 6zgiir hissedebilmeleri igin nasil bir ortamin olmast
gerektigi sorularak toplumsal hayata yonelik goriisleri belirlenmeye calisilmistir. Tablo 5’te bireylerin toplum
icerisinde kendilerini 6zgiir hissedebilmeleri i¢in gerekli sartlara yonelik 6grencilerin goriisleri verilmistir.

Tablo 5. Ogrencilere Gore Bireylerin Toplum Igerisinde Ozgiir Olabilmeleri I¢in Olmasi Gereken Ortam

Kavramlar Katilhmcilar
Bireyler saygili ve hosgoriilii olmali E2, E3, E5, K1
Toplum bireyin davranislarini asir1 kisitlamamali E5, E6, K1, K3
Kavga ve giiriiltiiniin olmadig1 sakin bir ortam olmali  E4, K2, K3
Toplumda esitsizlik ve adaletsizlik olmamali E3, E5
Bireyler sorumluluklarini yerine getirmeli K4

Bireyler diiriist olmali E2

Tablo 5’te goriildiigii lizere 6zgiir bir toplumun olusabilmesi icin bireylerin karsilikli saygi ve hosgorii
cergevesinde hareket etmeleri gerekmektedir. Bazi 6grenciler (E3, E5) ise esitlik ve adaletin 6zgiirliigiin temeli
oldugunu vurgulamislardir. Toplumun birey iizerinde baskisinin azaltilmasi yoniindeki goriisleri temsilen E5
kodlu 6grencinin ifadeleri agagida verilmistir:

“Insanlar diisiincelere saygili olmalidirlar. Dayatma olmamalidir. Insanlar bana adaletsiz davranmasinlar
ben ozgiir olurum. Toplum hayatima karigmasin.” (E5).

Yukaridaki alintidan toplumdaki insanlarin birbirlerini oldugu gibi kabul etmelerinin bireylerin kendilerini
Ozgiir hissetmelerinde ¢ok énemli bir yere sahip oldugu sonucu ¢ikarilabilir. K4 kodlu 6grenci ise sorumluluklarin
yerine getirildigi bir toplumda 6zgiir bir ortamin kendiliginden olusacagini belirtmistir.

Tartisma ve Sonug

Ortaokul 8. sinif 6grencilerinin esitlik, adalet ve 6zgiirlikk degerlerine yonelik algilamalarini derinlemesine ve
biitiinciil bir bicimde incelemeye ¢alisan bu arastirmada her bir demokratik deger baglaminda farkli sonuglara
ulagilmugtir.
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Ogrenciler esitlik degerini egitim, siyasi, hukuksal ve toplumsal agidan yorumlayarak esitligin baglama gére
degistigini belirtmislerdir. Ogrencilere gore toplumsal agidan insanlar arasinda esitligin saglanabilmesi; zengin-
fakir ve cinsiyet ayriminin yapilmamasina ve hak ve zgiirliiklerin esit olmasma baghidir. Ogrenciler, toplum
igerisinde birlik ve beraberligin olmamasi durumunda kargasa ve bolinmeler meydana gelecegini
vurgulamislardir. Cetinkaya ve Kincal (2015) tarafindan ortaokul Ogrencileriyle yapilan karma yontem
arastirmasinda ogrenciler; demokratik bir toplum olabilmek i¢in esitlige ve kargilikli saygiya 6énem verilmesi
gerektigini vurgulamislardir. Ding ve Uztemur (2016) tarafindan 8. smif dgrencileriyle yapilan nitel arastirmada
ogrenciler toplumsal esitsizligin sebebi olarak bireylerin zengin-fakir ayrimi yapmalari, aggdzlii olmalar1 ve
paylagmayi bilmemelerini gostermistir. Yilmaz (2013) tarafindan 8. sinif 6grencileriyle yapilan bir diger ¢calismada
ogrenciler esitligi aciklarken din, dil, irk ve cinsiyet ayrimi gézetmeksizin toplumdaki herkesin esit haklara sahip
olmasi gerektigini, kimseye ayricalik tanmmmadan herkesin kanunlar ve mahkemeler esit olmasi gerektigini
belirtmislerdir. Kaldirim (2005) tarafindan 8. sinif &grencileriyle yapilan bir diger tarama caligsmasinda
ogrencilerin % 78’1 zengin-fakir ayrimi yapmaksizin herkesin esit haklara sahip olmasi gerektigi goriisiinii
belirtmislerdir. Arastirmanin bu sonuglari ilgili arastirmalarin sonuglariyla uyumluluk géstermektedir.

Ogrenciler insanlarm bencil ve ¢ikarci davranmalari yiiziinden biitiin insanlarin tam anlamiyla esit
olamayacagini belirtmislerdir. Ogrencilerin bir kismi ise tam anlamiyla esitligin miimkiin olmama nedenini
bireylerden kaynaklanan nedenlere baglamayip insanlarin farkli statiilerde yer almalarmi ve fizyolojik agidan farkl
yapilara sahip olmalarin1 gerekge gdstermislerdir. Bu arastirma sonuglarma benzer sekilde Ding ve Uztemur (2016)
tarafindan yapilan calismada 8. smif Ogrencileri toplumsal esitsizliginin nedenini iki farkli goriiste
degerlendirmislerdir. Birinci goriiste; elindekilerle yetinmeyen, kendi ¢ikarlar: i¢in her tiirlii bencilligi, adam
kayirmacilig1 ve torpili yapan insanlarin esitlik degerine zarar verdikleri sonucuna ulagilmustir. ikinci goriiste yer
alan 6grenciler ise toplumdaki esitsizligi tamamen sansa ve kadere baglayip bu durumu dogal karsilamiglardir.

Ogrencilerin biiyiik bir kism1 kadin ve erkeklerin ayn1 haklara sahip olmasi gerektigini belirterek kadmlarm
erkeklerin yaptig1 her isi yapabileceklerini; sadece fiziksel gii¢c agisindan zayif olduklarini ve bunu agmak igin
kadinlara pozitif ayrimcilik yapilmasi gerektigini vurgulamiglardir. Sadece E1 kodlu 6grenci erkeklerin fiziksel
gii¢ agisindan kadmlardan daha iistiin olduklarini ve kadmlardan daha iistiin gelme hirslarindan dolayi kadin-erkek
esitliginin miimkiin olamayacag1 goriisiinii dile getirmistir. Diktas ve Uztemur (2016) tarafindan 8. simf
ogrencileriyle yapilan nitel caligmada bu aragtirma sonuglariyla uyumlu bir sekilde kadin-erkek esitliginin olmasi
gerektigi, erkeklerin yaptigi her isi kadinlarin da yapabilecegi ve kadinlara pozitif ayrimeilik yapilmasi gerektigi
sonuglarma ulasilmistir. Mulhan (2007) tarafindan 7. sinif dgrencileriyle yapilan arastirmada 6grenciler esitlik
degerini agiklarken kadin-erkek esitligini dile getirmislerdir. Kaldirim (2005) tarafindan yapilan arastirmada
ogrencilerin % 87’sinin kadin-erkek esitliginin demokrasi i¢in dneminin farkinda olduklar1 ve % 61’inin yasalarin
kadinlar lehine degistirilmesinin demokratik bir eylem olacagina inandiklar1 sonucuna ulasilmistir. Kus ve Cetin
(2014) tarafindan ortaokul 6grencileriyle yapilan tarama modelli ¢alismada kiz 6grencilerin kadin-erkek esitligi
konusunda erkek 6grencilere gore daha duyarli oldugu ve demokratik deger algi puanlarinin erkek dgrencilere
gore anlaml bir sekilde farklilastigi sonucuna ulagilmistir.

Ogrenciler kanun oniinde esitlik ilkesinin tam anlamiyla uygulanamadigi; kanun 6niinde esitlik ilkesinin
uygulanmasi icin bireylerin gelirine, sosyal statiisiine ve cinsiyetine bakilmamasi gerektigini belirtmislerdir.
Mulhan (2007) tarafindan yapilan ¢alismada bu arastirma sonuglarina benzer sekilde dgrenciler esitlik kavramin
kanun oniinde esitlik ve ayrimcilik yapilmamasi kavramlarini kullanmiglardir. Mevcut arastirmada 6grenciler
egitimde firsat esitligi ve siyasi haklarm kullaniminda higbir sart aranmaksizin biitiin insanlarin esit olmasi
gerektigini vurgulamiglardir. Kaldirim (2005) tarafindan yapilan ¢alismada mevcut arastirma sonuglarina benzer
sekilde ogrencilerin % 92’si siyasi haklarm kullanimmm demokrasiyle dogrudan iligkili oldugunu kavradiklart
sonucuna ulagilmistir. Yilmaz (2013) tarafindan yapilan arastirmada 6grenciler esitlik degerini agiklarken siyasi
haklarm esit kullanimina ve segme-sec¢ilme haklarina deginmislerdir.

Ogrencilerin esitlik degeri algilamalarmin genel bir degerlendirmesi yapildiginda esitlik degerini farkli
baglamlarda dogru bir sekilde kavrayip 6ziimsedikleri, esitlik ile adalet degerlerinin birbirinden farkli anlamlara
geldigi ve esitligin uygulanmasinin bir {ilke i¢in 6nemine dikkat ¢ektikleri goriilmektedir. Doganay ve Sar1 (2004)
tarafindan 8. smif 6grencileriyle yapilan betimsel tarama ¢alismasinda 6grenciler demokratik degerler icerisinden
en yiiksek ortalamayla esitlik degerini tercih etmislerdir. ilgan ve digerleri (2013) tarafindan 7. ve 8. smif
ogrencileriyle yapilan c¢alismada esitlik ve farkliliklara saygi boyutunda Ogrencilerin ortalamasi “tamamen
katiliyorum” diizeyinde ¢ikmustir. Bu sonuglar dgrencilerin esitlik degerinin 6nemini kavradiklar1 seklinde
yorumlanabilir. Bununla birlikte ilgili literatiir incelendiginde 6grencilerin esitlik degerini dogru bir sekilde
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kavrayamadiklarma yonelik calismalarin varhig géze ¢arpmaktadir. Ding ve Uztemur (2016) tarafindan yapilan
arastirmada Ogrencilerin esitlik ile adaleti birbirine karistirarak kavram yanilgismna diistiikleri sonucuna
ulasilmistir. Yilmaz (2013) tarafindan yapilan g¢alismada ise 6grencilerin bir kismi esitlik ile gorev ve hak
kavramlarin1 birbirine karistirdiklar1 sonucuna ulasilmustir.

Ogrenciler adalet degerini toplumsal, hukuksal ve bireysel agidan yorumlamislardir. Adaletin toplum igerisinde
huzuru ve refah1 saglayarak bireyler arasindaki ¢atigmalart dnledigini belirtmiglerdir. Bu arastirma sonuglarina
benzer bir sekilde Ding ve Uztemur (2016) tarafindan yapilan galismada dgrencilerin biiyiik boliimii adaletin
toplum agisindan 6nemli bir deger oldugunu ve adaletin esitlikten farkli ve daha iyi oldugunu kavramiglardir.
Mevcut arastirmada da yine ayni sekilde 6grenciler adalet degerinin esitlikten farkli oldugunu vurgulayarak
adaletin saglanabilmesi i¢in esitlik degerinin 6n sart oldugunu; fakat sadece esitligin saglanmasinin adalet igin
yeterli olamayacagm dile getirmislerdir. Mulhan (2007) tarafindan yapilan g¢alismada mevcut arastirma
sonuglarma benzer bir sekilde adaletin hakliyla haksizi birbirinden ayirmada ve toplumda huzurun korunmasinda
onemli bir iglev gordiigii 6grenciler tarafindan belirtilmistir. Arastirma sonuglari alanyazindaki diger ¢alismalarla
birlikte degerlendirildiginde toplumsal uyumun saglanmasi agisindan adalet degerinin Gnemini Ggrencilerin
kavradig1 yorumu yapilabilir.

Ogrenciler toplumda adaletin saglanabilmesi igin devletin ve bireylerin adil davranmalar1 gerektigini
belirtmislerdir. Bu arastirma sonuglarina benzer sekilde Diktas ve Uztemur (2016) tarafindan yapilan arastirmada
toplumsal adaletin saglanmasinda bireylerin 6ncelikle kendilerinin adil olmas1 ve daha sonrasinda devletin biitiin
vatandaslara esit davranmast gerektigini sonucuna ulasilmistir. Ogrenciler giinliik yasamlarinda bazen adaletsiz
davranmalarina ragmen genelde adil olmaya 6zen gosterdiklerini belirtmislerdir. Tahiroglu ve Aktepe (2015)
tarafindan yapilan arastirmada demokrasi egitimine yonelik etkinliklerin uygulandig: 6. smif dgrencilerinin daha
adil davranma egiliminde oldugu sonucuna ulasilmistir.

Bazi ogrenciler adil olmayan bir durumla karsilagtiklarinda kendi adaletlerini kendileri saglayacaklarina
yonelik goriis bildirerek devletin adaletine giivenmediklerini belirtmislerdir. Bu &grenciler toplumda herkesin
kendi adaletini saglamaya calistiginda kargasa, kan davalar1 ve i¢ savasin ¢ikacagini bildiklerini beyan etmelerine
ragmen yine de kendilerine veya yakinlarina bir zarar geldiginde devletin verdigi cezaya razi olamayacaklarmi
belirtmislerdir. Bu sonuglar 6grencilerin adalet degerinin niteliklerini bilmelerine ragmen bildiklerini giinlik
hayatta kullanmadiklar1 seklinde yorumlanabilir. Arastirma sonuglar1 kazanilan bilgilerin tutum ve davraniga
doniistiiriilmesinin 6nemini goéstermesi acisindan 6nemlidir. Demokratik degerlerin okullarda 6gretilmekten
ziyade yasam bicimine doniistiiriilmesi gerekmektedir. Bazi &grenciler ise her durumda devletin adaletine
giivenilmesi gerektigini belirtmisler; aksi takdirde toplumsal barisin ve huzurun yok olacagini dile getirmislerdir.

Ogrenciler ozgiirliik degerini ozerk davranma ve temel insan haklarma sahip olma baglammda
degerlendirmislerdir. Nayir ve Akar (2009) tarafindan yapilan arastirmada ise dgrenciler 6zgiirliigii baskalarina
saygl, davranislarda serbestlik ve bagimsizhik kategorileri altinda agiklamislardir. Ding ve Uztemur (2016)
tarafindan yapilan c¢alismada &grenciler 6zgiir olmadan kendi benliklerini bulamayacaklarini belirterek diisiince
ozgiirliigiine vurgu yapmislardir. Mulhan (2007) tarafindan yapilan arastirmada ise 6grenciler 6zgiirligii kimseye
bagli olmama, baskalarinin haklarina saygi duyma ve istedigi gibi davranma kategorileri altinda yorumlamislardir.
Bu sonuglar ortaokul 6grencilerinin 6zgiirliikk degeri algilamalarinin birbiriyle uyumlu oldugunu gostermektedir.
Mevcut aragtirmada her istedigini yapabilme kavranu dgrenciler tarafindan ¢ok sik dile getirilmistir. Ogrencilerin
¢ogunun “her istedigini yapabilmek” kavramini olumsuz anlamda yorumladiklar1 gériilmiistiir. Bu sekilde diisiinen
ogrencilere gore her istedigini yapabilmek; kanunlari ¢ignemekle, toplum diizenine kars1 ¢ikmakla ya da diger
kisilere zarar vermekle 6zdestir. Halbuki bu tiir olumsuzluklarin olmadig: bir 6zgiirliik diisiincesinin 6grenciler
tarafindan diislenmesi toplumsal barisin ve birlikte yasama arzusunun gelecegin bilyiikleri olan genglerin
zihinlerinde yer etmesi a¢isindan 6nemlidir. Mulhan (2007) tarafindan yapilan ¢alismada mevcut aragtirma
sonuglartyla uyumlu bir sekilde bazi 6grencilerin 6zgiirlikk degerini etik kurallart diisinmeden kendi vicdanlarina
gore serbest hareket etme seklinde yorumladiklari sonucuna ulagilmistir. Ortaya ¢ikan bu sonuglar ergenlik ¢aginda
olan ¢ocuklarin hak, sorumluluk ve 6zgiirliikk ticgeninde 6zgiirliiklerine daha fazla énem verip diger ikisini goz
ardr ettikleri seklinde yorumlanabilir (Ding ve Uztemur, 2016). Baz1 &grenciler smirsiz zgiirlik kavramini
yasalar1 ve kurallar1 ¢ignemek, diger insanlara zarar vermek ve ebeveynlere karsi gelmek seklinde algilamiglardir.
Bu sonuglar; toplum igerisinde yasayan bireylerin kendilerini 6zgiir hissedebilmeleri i¢in mutlaka yasalari
cignemeleri veya diger insanlara zarar vermeleri gerekmedigi gercegini bazi dgrencilerin kavrayamadiklarini
gostermistir. Toplum igerisinde bir arada yasamanin 6n kosulu sinirsiz 6zgiirligiin olmamasidir. Aksi takdirde
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diger insanlarm dzgiirliigiiniin kisitlanmas1 s6z konusu olacaktir. Ogrencilerden sinirsiz 6zgiir olduklarini hayal
etmeleri istendiginde sadece bir 6grenci bdyle bir yetkiyi olumlu sekilde kullanacagini belirtmistir. Diger
ogrencilerin sinirsiz 6zgiirliik hayali pek i¢ acici degildir. Bu 6grencilerin sinirsiz 6zgiirliik kavramini sug islemek,
diger insanlara zarar vermek vb. olumsuz davranislarla bir tuttuklari sonucuna ulasilmistir. Boyle diisiinen
ogrencilere gore toplumdaki biitlin insanlarin 6zgiir olabilmeleri de miimkiin degildir; ¢iinkii 6zgiir olurlarsa
mutlaka bir sug isleyecek ve diger insanlara zarar vereceklerdir. Bu nedenle toplumdaki biitiin insanlarin 6zgiir
olmamasi lazimdir. Bu sonuglar, boyle diisiinen dgrencilerin 6zgiirliik degerini tam anlamiyla kavrayamadiklar
seklinde yorumlanabilir. Ozgiir insanlarin sug isleme yetkilerinin olmadig1 ve dzgiirliik degerinden kastedilenin
kanunlari ¢igneyerek baska insanlara zarar vermek olmadigi gergegi bu 6grenciler tarafindan kavranamamustir. Bu
durumun tam tersi bir sekilde diisiinen 6grenciler ise bagkalarina zarar vermedikten sonra sinirsiz 6zgiir olmak
isteyeceklerini ve yasamlarmi diledikleri sekilde siirdiireceklerini dile getirmislerdir. Mulhan (2007) tarafindan
yapilan aragtirmada da benzer sekilde dgrenciler 6zgiirliik degerini bagkalarina zarar vermeden her istediklerini
yapabilme seklinde algilamiglardir.

Arastirmanin bir diger sonucuna goére 6zgiir olabilmek i¢in diger insanlarin haklarma saygi duyup toplumla
uyumlu bir sekilde yasamak gereklidir. Bazi 6grenciler ise kisilerin 6zgiir olabilmesi i¢in sorumluluklarini yerine
getirmelerini On sart olarak algilamiglardir. Bu dgrenciler, insanlarin 6zgiir olabilmelerinin herhangi bir sarta bagh
kalmadan dogustan getirilen bir hak oldugunun farkinda degildir. Arastirma sonuglari; sorumluluklart yerine
getirmek, 18 yasindan kiigiik olmak, kendi parasini kazanamamak, her istediginde seyahate ¢ikamamak, kendine
ait bir evde oturamamak vb. nedenlerle baz1 6grencilerin kendilerini 6zgiir hissetmediklerini ortaya koymustur.
Ding ve Uztemur (2016) tarafindan yapilan arastirmada dgrencilerin kendilerini mahalle baskis1 yiiziinden 6zgiir
hissetmedikleri ve bu durumdan rahatsiz olduklar1 sonucuna varilmigtir. Nayir ve Akar (2009) tarafindan yapilan
calismada ogrencilerin i¢giidiilerinin etkisinde gerceklestirdikleri davranislar1 6zgiirliik olarak kabul ettikleri
sonucuna vartlmistir. Mulhan (2007) tarafindan yapilan arastirmada 18 yasindan kii¢iik olmak fenomeni 6grenciler
tarafindan Ozgiirliigiin 6niindeki engellerden biri olarak gériilmistiir. Yukarida verilen sonuclar, ergenlik ¢aginda
olan 6grencilerin 6zgiirliiklerine ¢ok fazla 6nem verdikleri seklinde yorumlanabilir.

Ogrencilere gore toplumda 6zgiir bir ortamin olabilmesi igin bireylerin birbirlerine karsi saygili ve hosgériilii
olmalari, esitlik ve adalet tam anlamiyla uygulanmali ve toplum bireylerin davranislarini kisitlamamalidir. Saygi
ve hosgoriiniin oldugu bir toplumda bireyler birbirlerini oldugu gibi kabul ederek bagkalarinin 6zgiirliiklerine saygi
duyarlar. Boyle bir toplumda herkes kendini daha 6zgiir hisseder. Bu aragtirmanin sonuglartyla uyumlu bir sekilde
f1gan ve digerleri (2013) tarafindan yapilan calismada &grencilerin, baskalarinin 6zgiirliigiine saygi boyutunda
yiiksek bir aritmetik ortalamaya sahip olduklar1 sonucuna ulagilmistir. Kaldirim (2005) tarafindan yapilan
arastirmada ogrencilerin % 90’ min diisiince dzgiirliigliniin 6nemini kavradigi sonucuna ulasiimistir.

Aragtirma sonuglar1 &grencilerin demokratik deger algilarinin mekén, durum ve kisilere gore farklilik
gosterdigini ortaya koymustur. Bu durumdan hareketle ortaokul ve lise 6grencilerinin demokratik deger algilarmi
inceleyen arastirmalarin yani sira aileleri de kapsayan bir sekilde demokratik degerlerin giinliik yasamda hangi
siklikla ve ne sekilde kullanildigini ortaya koyan calismalar yapilabilir. Karma yontem arastirmalartyla birlikte
égrencilerin demokratik degerlere yonelik algilarinin tutarliligi smanabilir. Ogretmen ve dgrencilerin demokratik
deger algilarinin okul ortamini nasil ve ne sekilde etkiledigine yonelik arastirmalar yapilabilir.
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