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Turkey has witnessed numerous changes in the transition to secondary education
systems in the 2000s. The Secondary Education Institutions Examination (OKS), the
Level Specifying Examination (SBS), and the Transition from Primary to Secondary
Education System (TEOG) were implemented between 2010 and 2018. Lastly, in 2018,
the Transition to High School System (LGS) has been adopted as a new system. This
study examines the effect of the changes in secondary education transition systems
between 2010 and 2019 on students' mathematics achievement in 9™ grade. The data
of all students who were in 9™ grade between 2010 and 2019 were analyzed through
multiple linear regression methods. The parents’ education level, g™ grade
mathematics achievement, age, and gender are considered as external variables and
their effects are controlled statistically. The findings revealed that a significant and
sharp decrease in 9™ grade mathematics achievement occurs after every system-level
change in the transition systems. Additionally, the largest decrease in mathematics
achievement is found in TEOG. Based on the results, it is recommended to make
incremental improvements instead of radical changes to alleviate the problems in
secondary education transition systems.
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Turkiye’de 2000’li yillar sonrasinda ortadgretime gecis sistemlerinde oOnemli
degisiklikler yapilmistir. Ortadgretim Kurumlari Sinavi‘'ndan (OKS) Seviye Belirleme
Sinavlari'na (SBS’ler) gegis yapilmis, sonrasinda Temel Egitimden Ortadgretime Gegis
(TEOG) sistemine gegilmistir. 2018 yilinda TEOG sistemi kaldiriimis ve yeni bir sistem
olarak Liseye Gegis Sistemi (LGS)' ne gegilmis olup 2021 yili itibariyla halen LGS sistemi
yurlrliktedir. Bu ¢alismada 2010-2019 yillari arasinda ortadgretime gegis
sistemlerinde yapilan degisikliklerin 6grencilerin ortadgretimin ilk yilindaki, yani
dokuzuncu sinif matematik basarilari Gzerindeki etkileri incelenmistir. Arastirmada,
2010-2019 yillari arasinda ilkogretimden ortadgretime gecis yapan tim Ogrencilerin
verileri kullaniimis ve veriler ¢oklu dogrusal regresyon analiziyle ¢gozimlenmistir. Yillar
arasinda vyapilan karsilastirmalarda anne ve baba egitim dizeyi, sekizinci sinif
matematik basarisi, yas ve cinsiyet degiskenlerinin etkisi kontrol edilmistir. Calismada
elde edilen bulgular, ortadgretime gecis sistemindeki her sistem degisimi sonrasinda
dokuzuncu sinif  matematik basarilarinda  keskin  duUsuslerin  gergeklestigini
gostermektedir. Her Ug sistem igerisinde en buylk dislsin TEOG'a gegis sonrasinda
gerceklestigi gorulmektedir. Calismada elde edilen bulgular 1siginda, ortadgretime
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gecis sistemlerindeki sorunlari azaltmak icin mevcut gegis sistemlerini kokli olarak
degistirmek yerine, kismi revizyonlarla iyilestirmelerin yapilmasi 6nerilmektedir.

Introduction

Education has various social roles beyond providing students with cognitive and affective skills. There
is a general consensus that the improvement of education systems contributes to the countries’
socioeconomic development and alleviating the inequality (Corrales, 1999). Accordingly, many countries
have made educational changes and reforms at different scales. Policy change refers to minor changes
or new policies in the existing education system. Policy reform, on the other hand, indicates
comprehensive and fundamental policy changes (Cerna, 2017). Change in education policy is a complex
process involving diverse segments of society (Viennet & Pont, 2017). Moreover, it is difficult to
establish links between the targeted policies and outcomes because of the fact that education is multi-
layered, and it requires a much longer time to achieve the goals (Wurzburg, 2010). Changes or reforms
in education policies can often be inconclusive based on the fact that goals may not be clear and
realistic, the results may occur in a long time, the relevant stakeholders do not participate in the
processes, and the relevant actors, especially the teachers, are frequently resilient to change (Corrales,
1999). Consequently, comprehensive education reforms often do not lead to solid and intended changes
even if they are implemented (Cerna, 2017; Fullan, 2000). The simultaneous implementation of multiple
regulations is another problem, because it leads to additional difficulties in determining the unique
impact of each regulation.

Although the claims of radical reformists in education are attractive, almost all of the reformists,
who promised that they would change the education system radically, softened their claims after a
while or stopped making their claims (Tyack & Cuban, 1997). The main reason is that making radical
changes is challenging especially in public schools. American education historians David Tyack and Larry
Cuban named this phenomenon as “the grammar of schooling”. Every language may include new words
or phrases over time, but the grammar changes barely over time. Historically, most efforts to reform the
grammar of the school (e.g., age-based classrooms, credits/diploma, rule-defined bureaucracy, decades-
old traditional pedagogy) have failed to some extent (Tyack & Cuban, 1997). Although numerous
attempts have failed, many countries frequently discuss comprehensive reforms. For example, the
results of the Programme for International Student Assessment (PISA) of the Organization for Economic
Cooperation and Development (OECD) in the early 2000s, were considered as indicators that the
education system in many countries was in crisis and comprehensive reforms were needed (Wurzburg,
2010). In other words, PISA has had an external effect for education reform in many countries, especially
in Germany. However, this effect occurred on a diverse scale in different states and countries such as
Germany (Waldow, 2009).

The success and failure of the educational reform efforts in various countries has prompted
international organizations and researchers to investigate the factors behind the results of education
reforms. For example, in 2008 the Education Policy Committee of OECD discussed why some reforms
were successful and how to persuade the public to support them. An important result from these
studies is that specific studies and empirical research at the country level are critical to understand the
success or failure of education policies (Cerna, 2017; Wurzburg, 2010). An interesting example is the
Czech Republic which spent 14 years creating consensus on developing, testing and revising the content
of school-leaving examinations (Viennet & Pont, 2017).

The main motive for frequent changes in education systems is the expectation that changes or
reforms will lead to remarkable solutions to existing problems (Cuban, 2008). The major rationale and
the decision makers' intention towards reforms in Turkey is the magnitude of high expectations. To
illustrate, there has been an overemphasis on both the changes in curriculum and the large-scale
assessment systems in Turkey. While numerous changes and attempts were made, such as curriculum
revisions (Gir, 2014; Gir & Celik, 2009), initiating the Movement of Enhancing Opportunities and
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Improving Technology (FATIH) Project (Akcaoglu, Gumus, Bellibas, & Boyer, 2015), preparing foreign
language-based classrooms at the fifth grade (Gur et al., 2016), the expectations towards the results of
the changes were overwhelming. Moreover, these changes were expected to provide quick and solid
solutions to the existing problems.

Radical policy changes are frequently made in the Turkish education system (Alpaydin, 2018; Aydin
Bas & Sentirk, 2017; Konan et al., 2019). The official reports and strategy documents also affirm that
too frequent and sudden changes are made in the education system. For example, the Ministry of
National Education's 2010-2014 Strategic Plan, "short-term education plans" and "frequent changes"
were considered as development areas (MEB, 2009, p. 59). Similarly, in the 10th Development Plan, one
of the issues that negatively affect the quality of the Turkish education system is highlighted as
“frequent changes in the educational policies”. (Ministry of Development, 2014, p. 27).

Based on an examination of the strategy plans prepared in different years, it is reasonable to say that
while there is a complaint about frequent and sudden changes in the education system, the expectation
towards policy changes is still alive. The dilemma here is that the discourse of complaining that changes
are made too often in the education system coexists with the discourse that it is necessary to make
changes or reforms in the education system due to the existing needs. The legitimacy of frequent
changes is based on the perception that there is a demand for change in society. In 2018, "the public
perception towards the need for a change in the education system" was mentioned as an opportunity in
the Ministry of National Education's 2019-2023 Strategy Plan (MEB, 2019a, p. 33). It is understandable,
then, that this demand for change becomes continuous in areas such as education where change
constantly occurs. It becomes critical to set measurable targets for these high demands and to monitor
and evaluate the short- and long-term results of these targets holistically. Otherwise, it would not be
possible to determine the difference between the practices that are valuable and those that do not lead
toward the targets. On the other hand, the high frequency of the changes and the practitioners’ lack of
proper knowledge about the recent changes can create a resistance to change or cause a loss of
motivation (Akman & Hacifazlioglu, 2019; Girses & Helvaci, 2011).

The comprehensive changes in the examination systems take the first place among the reforms in
the education system in Turkey (Alpaydin, 2018; Ding et al., 2014; Giir & Celik, 2009). These changes are
implemented to the education system in a relatively short time due to the centralized structure of the
Turkish education system (OECD, 2018; World Bank, 2005) compared to other OECD countries. The
major aim of these changes is to take a step towards the improvement of the education system.
However, related research shows that students, parents and administrators complain and are negatively
affected by the comprehensive changes made in both the university entrance system and the transition
system to secondary education, (Demirbilek & Levent, 2019; Ding et al., 2014; Zayimoglu Oztiirk, 2014).
Since the past, it has been seen that in the discussions and practices regarding the education system in
Turkey, a great deal of value has been attributed to the changes in examination systems (Gur & Celik,
2009). Despite the ascribed importance, there is a lack of comprehensive and multidimensional
empirical research on the impact of policy changes on student achievement.

Although the aims of the changes in the transition system to secondary education in Turkey are to
alleviate the dependency on out-of-school resources, to better identify students’ competencies, to
minimize test anxiety, and to increase the quality of education, studies showed that these goals are
achieved only partially (Atilgan, 2018; Bulug et al., 2014; Giir & Celik, 2009; Zayimoglu Oztiirk, 2014). For
example, a study from MoNE shows that nearly half of the students needed academic support in private
teaching institutions for the Placement Exam (SBS), and the preparation for the exam increased the test
anxiety of students and parents (Education Research and Development Department, 2010). On the
other hand, there was not a remarkable decrease in the number of students taking the exam during this
period, on the contrary, it increased with the next system-Transition from Primary to Secondary
Education System (TEOG). With the Transition to High School System (LGS) after TEOG, the rate of
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students placed in secondary education institutions based on the central examination score decreased
significantly.

Some of the changes in the transition system to secondary education create particular negativities
that were not predicted at the beginning. For example, placing students in secondary education
institutions based on the central examination scores has increased the hierarchical structure in the
secondary education system (Celik, 2015). In addition, the placement of all students in high schools
according to academic performance, leads to significant differences in the curriculum applied in schools,
increased disciplinary problems in schools where low-achieving students are concentrated, and the
increased achievement gap between schools (Bolikbas and Giir, 2020). It is known that there is a
significant relationship between students’ socioeconomic status and the achievement gap between
schools (OECD, 2019a; Ozer, 2020b). Recent studies on the transition to secondary education system in
Turkey revealed that the placing of students in high schools based on their achievement stratifies
students in high schools according to their socioeconomic status (Bolikbas and Gir, 2020; Karaagag
Cing6z and Gur, 2020; Suna et al., 2020a; 2020b). Therefore, the severity of the problems varies
between high school types. As a result, the transition systems to secondary education play an important
role in the achievement gap between schools or inequalities in education.

The achievement gap and the hierarchy between high schools in Turkey stand out as the most
fundamental problem of secondary education (Gir et al., 2013). In international monitoring studies, a
high achievement gap between high schools is emphasized in Turkey (World Bank, 2013; OECD, 2010;
Suna, Tanberkan, & Ozer, 2020). The main reason for the increase in the achievement gap between
schools, which emerge and cannot be compensated sufficiently in primary education, is the
homogeneous clustering of students in high school types according to their academic achievement
(Ozer, 2020a). The grouping of students into school types by their academic achievement is described as
school tracking, and it has been shown in studies that tracking increases inequalities in education
(Hanushek & Woessmann, 2006; Ozer & Perc, 2020).

These studies show that radical changes may lead to unpredictable effects on the system. In this
context, different studies to be carried out to determine these effects will contribute to the adequate
determination of the positive and negative outcomes of these changes. Therefore, this study aims to
determine the effect of comprehensive/systemic changes in secondary education transition systems in
Turkey on mathematical achievement. In this context, the effect of the changes in the transition systems
to secondary education between 2010-2019 on the mathematical achievement of the students in the
first year of secondary education (ninth grade) were examined. The ninth grade is selected based on the
fact that it is the first grade in which the students’ academic performance after the transition system is
measured. Academic achievement in the ninth grade was taken into account, since the first results
reflecting the possible impact of the transition system emerged at this grade level. Additionally,
mathematical achievement is selected based on that it is one of the competency areas in national and
international large-scale monitoring studies and variance of mathematics is mostly higher than other
achievement criteria. The present study has unique characteristics in terms of the data set, method and
scope it uses. First, the student population data who transitioned from primary to secondary education
between 2010-2019 were used in the study. Secondly, the effect of changes in the transition system to
secondary education on students' achievement has been empirically revealed in Turkey. Thus, the paper
examined this possible effect for the first time by considering the mathematical achievement of 9th
grade students. Additionally, diverse characteristics including age, gender, parental education level, and
students' eighth grade mathematical achievement were statistically controlled. The study also presents
suggestions for education policies in Turkey based on the results of the empirical research. Based on the
main aim of the research, answers to the following research questions were sought:

- Did students' mathematics achievement change significantly after the changes in the transition
systems?
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- Did students' mathematics achievement change significantly after the changes in the transition
systems when students' gender, age, parent education level and eighth grade achievements are
controlled?

Changes in Secondary Education Transition Systems in Turkey

In Turkey, frequent changes are made in transitions between education levels. The main reason
behind these changes is the criticism that central exams negatively affect the diverse aspects of the
education system (eg. central examinations increase students’ stress, anxiety, and their orientation
towards private lessons and courses, etc.) (Celik, 2012). Therefore, the fact that examination systems
are considered as the major problem in the education system leads to the assumption that the
improvements in these systems will also lead to an increase in the quality of the education system. With
these changes, it was aimed to minimize the students’ dependency on out-of-school resources and
private teaching institutions, to assess students' achievement and competencies in a comprehensive
way, to reduce test anxiety and to increase the quality of education (Gir & Celik, 2009).

During the 2000s, regulations such as Secondary Education Institutions Exam (OKS), Level Specifying
Exam (SBS), SBS, TEOG and finally LGS systems were implemented in Turkey (Table 1). Although central
exams continue to be the main determinant in the transition to secondary education in different years,
it is seen that there are constant changes in the name of the exams, their content, the method of
implementation, and the score calculation (Alpaydin, 2018; Bicer, 2014; Celik, 2012; Gur et al. ., 2013).
With the LGS, which has been implemented since 2018, approximately 10% of the students have been
placed to secondary education institutions based on their central exam scores, and the other students
(nearly 90% of students) are placed to secondary education institutions based on their area of residence
and their school achievement.

Table 1.

Changes in Transition Systems to Secondary Education (2000-2020).

System Period of Implementation
OKS Started in 2004

Last implementation in 2007

SBS Tests In 2008, implemented at 6. and 7. grades
In 2009, implemented at 6., 7. and 8. grades
In 2010, implemented at 7. and 8. grades

SBS In 2011, implemented at 8. grades
In 2012, implemented at 8. grades

TEOG Implemented between 2013 and 2016

LGS Started in 2017, implemented at 8.grades
Continues in 2020

Table 2 shows the number of students who took the central exam and placed in secondary education
institutions by year. Based on data on Table 2, the LGS has the lowest rate of students who are placed to
secondary education institutions based on their central examination scores.

1441



GUR, OZTURK, OZER & SUNA — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 50(2), 2021, 1437-1463
Table 2.

Number of Exam Takers and Number of Students Placed to Secondary Education Institutions

Academic Transition Number of Number of Number of Rate of Graduates

Year System 8th Grade Graduates Graduates Placed to

Graduates Choose Among Placed to Secondary

Secondary Secondary Education

Education Education Institutions by

Institutions Institutions Central Test Scores

2010-2011 SBS 1.228.634 668.117 366.762 29,85

2011-2012 SBS 1.254.660 777.096 315.770 25,17

2012-2013 SBS 1.240.556 904.114 626.207 50,48

2013-2014 TEOG 1.257.324 1.136.546 1.057.799 84,13

2014-2015 TEOG 1.256.306 1.108.182 1.036.809 82,53

2015-2016 TEOG 1.147.179 1.001.975 956.190 83,35

2016-2017 TEOG 1.167.536 1.019.577 935.241 80,10

2017-2018 LGS 1.155.294 437.070 127.283 11,02

2018-2019 LGS 1.187.260 439.419 138.993 11,71

2019-2020 LGS 1.670.258 568.627 206.619 12,37
Method

Research Model

This study aims to determine the effect of the changes in the high school transition systems on
students' mathematics achievement in the last ten years. The study was designed as a causal
comparison research and these studies examine the possible causes or consequences of emerging or
previously occurring situations (Creswell, 2014; Salkind, 2010). Unlike experimental studies, the
independent variable cannot be manipulated by the researchers and there is no possibility of
experimental control since the effect under question mostly occurs in the past. Since the impact cannot
be tested experimentally in causal comparison studies, other factors that may have an effect on the
dependent variable should be taken into account when interpreting the results (Salkind, 2010). The
changes in the transition systems, which is the independent variable of present research, cannot be
manipulated by the researchers. The effects of external variables including age, gender, earlier
achievement and parents’ education level that may affect students' ninth grade mathematics
achievement were controlled statistically.

Population

In the present study, population data of the students’ attending the 9th grade in the last ten years in
Turkey were used. The research data consists of a total of 12 million 230 thousand 358 students who
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were in the 9th grade between 2010-2011 and 2019-2020 academic years. The number and gender
distribution of these students by years are given in Figure 1.
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Figure 1. Distribution of Students in the Research Population by Years and Female Student Ratio

As seen in Figure 1, the number of students in the population varies between 1.119.894 and 1.324.604
over the academic years. The gender distribution of students was mostly balanced and showed partial
changes over the years.

Data Analysis

Within the scope of the research, the mathematical school test scores were taken into account as an
indicator of the academic achievement of the students between the years of 2010-2011 and 2019-2020.
Due to the structure of the transition system, in the eighth-grade scores, the mean score of the first and
third tests were considered since the second tests are implemented centrally in some academic years.
However, in the ninth grade scores, the obligatory first and second tests are considered because the
third tests were not implemented in some years. Since the students’ mathematical achievement scores
varied between 0 and 100 in all years, no standardization was applied to them. In this way, a simple
interpretation of the change in the mean scores in different years was provided.

In the study, a two-step process was followed to examine the change in mathematical achievement
of eighth and ninth-grade students over the years. In the first step, the change in the mathematical
achievement of the ninth grade students in the eighth and ninth grades analyzed descriptively over the
years. This stage is important in that it shows the change in mathematical achievement in the last ten
years without controlling any variables.

In the second stage, the change of mathematical achievement of 9th grade students in consecutive
years was examined by controlling the external variables. This method ensures that the possible effects
of various familial and personal variables that were not covered in the research is eliminated. This is
critical because causal comparison studies have two main limitations: the lack of experimental control
and the inability to manipulate the independent variable (Creswell, 2014). Statistical control methods
offer opportunities to compensate for the lack of experimental control. In this manner, the students’
personal and demographic data in the e-school system were checked and the available variables shown
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in various studies to have significant effects on academic achievement (MEB, 2018, 2019b, 2020; OECD,
2019b; Pellizzari & Billari, 2011) were used for control purposes. These variables are earlier
achievement, age, gender and parental education level. The multiple linear regression model, which
includes all of the variables whose effects were controlled, is given below:

yij=oC +jdij+XiMN+i (1)

In this model, yij is student's 9th grade math test score in the j academic year, dij is a dummy
variable and takes the value 1 if the student i is in the 9th grade in the j academic year, Xi is other
personal control variables, and i is the error term. Personal control variables are student's 8th grade
math test scores, age, gender, and the average years of schooling, which corresponds to the level of
school completed by the parent with the highest education level, representing the education of the
parents. Thus, the j coefficient provides the change in students' 9th grade mathematics achievement
value compared to the previous year after controlling the effect of other variables.

At this stage, nine regression models were tested using the (1) model to calculate the change in
students' mathematics achievement in the last ten years compared to the previous year, by eliminating
the effect of external variables. For example, in the regression model that predicts the mean score
change in 2011 compared to 2010, the dummy variable takes the value of 1 for the students in the 9th
grade in the 2011 academic year, and 0 for the students in the 9th grade in the 2010 academic year. If
the value representing 2011 is significant, the mean in this year is significantly different from the mean
in 2010.

In the analyses, the academic year was referred to as the starting year of the school. For example,
the 2010 academic year refers to the 2010-2011 academic year. It was necessary to restructure the
parent education level variable because only the level of school completed by the parents is included in
the e-school dataset. In the prediction of the mean education year; illiterate 0, literate and primary
school students 2 years, primary school graduates 5 years, secondary school graduates 8 years, high
school graduates 11 years, associate degree graduates 13 years, 3-year education institute graduates 14
years, undergraduate graduates 15 years, master degree graduates are accepted as 17 years and
doctorate graduates as 20 years. Similar approaches were also used in the studies of Aydemir and Kirdar
(2017) and Oztiirk and Tiimen (2018).

The prediction approach used in regression models is the least squares method. Since the error terms of
the students in the same school may be related to each other, the error terms were clustered at the
school level in all regression estimates. Working with student population data causes the data volume to
be very large and even the smallest differences to be statistically significant. Therefore, the significance
of the differences between the mean scores in the evaluation of the first research question was not
tested.

There is missing data in the variables controlled in the second step, and only the data of the students
with all required data registered to the e-school system were considered. Since this situation caused a
partial decrease in the student population, the significance of the coefficients calculated in the
regression analysis was taken into account. Research data has been used with the official permission
(65968543/622.01-E.16394512) of the Ministry of National Education, Information Technologies
Department.

Findings
While examining the effects of changes in secondary education examination systems on the

mathematics achievement of 9th grade students, a descriptive comparison was made without any
statistical control in the first step. In order to examine the effect of transition systems, the mathematical
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achievement averages of the students enrolled in the 9th grade in the last ten years were considered
with the mean achievement of these students in the eighth grade, and the findings are given in Figure 2.
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Figure 2. Changes in Students' 8th and 9th Grade Mathematics Grades Over the Years

Figure 2 shows that the mathematical achievement of the 9th grade students in the last ten years
fluctuates significantly just after the changes in the transition systems. In the transition to TEOG that
took place between 2013 and 2014, the mean score of ninth grade students decreased by approximately
4.55 points (10%). Similarly, in the transition to LGS between 2017 and 2018, the mean mathematical
achievement decreased by 4.04 points (8.88%). On the other hand, the change observed in the revision
of the SBS between 2011 and 2012 is extremely limited (0.34 points, below 1%). Another important
finding in the 9th grade mean scores is that the mathematical achievement tends to increase over the
years in all three transition systems. Therefore, the effect caused by the change in the transition system
seems to lead to a decrease in mathematical achievement, but the mean achievement increased again
over time.

When the eighth-grade mathematics achievements of ninth grade students are examined in Figure 2,
it is possible to collect the eighth grade mean scores in three groups. In the first group between the
years 2010 and 2013, the mean scores are quite close and increased partially in 2013. In the second
group between 2014 and 2017, mean scores increase continuously and at higher rates, comparatively.
In the third group between 2018 and 2019, the mean average decreases partially and then raises again.

Based on the three groups, the first result is that the second group, in which the scores increased
substantially, occurred in the years when TEOG was applied. In this context, TEOG has been the only
system in which the scores have increased at greater rates and continuously after a remarkable
decrease. When the percentage of difference between the lowest and highest mean scores in transition
systems is considered, it is seen that the difference is 2.91% in SBS, 13.84% in TEOG and 4.21% in LGS.
Therefore, TEOG has been the transition system with the highest score increase in the system. The fact
that the school achievement is determinant in the placement with TEOG may be a major reason for this
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increase. The second prominent result is that the scores always tend to increase after years of change in
all three transition systems.

The first findings indicate that the score change patterns after the transitions show a general similarity
at both grade levels. As it is seen in Figure 2, the mean scores of the 9th grade students and the 8th
grade mean scores of these students change with a similar trend after the changes in transition systems.
However, the changes in 9th grade achievement more clearly indicate the shocks regarding the changes
in the transition systems.

In the second step of the study, the effect of external variables was controlled, and focused on how the
change in transition systems related with achievement. The regression coefficients and the variation of
beta coefficients is given in Table 3 and Figure 3.
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Figure 3. Changes in Students' 9th Grade Mathematics Grades Over the Years

Table 3.
Regression Results in Consecutive Years * **
2011- 2012-  2013-  2014-  2015-  2016-  2017-  2018-  2019-
2010 2011 2012 2013 2014 2015 2016 2017 2018
Constant 25,29 25,10 26,93 30,67 22,68 21,48 18,63 9,17 -5,16
Beta 0,60* 0,46* 4,50* -5,55* 0,74* -0,17 -0,16 -2,37* -1,71*

Math. Achievement - 8th Grade**  0,56* 0,56* 0,51* 0,50* 0,52* 0,52* 0,53* 0,59* 0,58*

Gender** 2,94%* 3,15*% 2,57* 2,00* 2,02* 2,05* 2,25*% 1,79* 1,86*
Age** -1,24* -1,19* -1,09* -0,94* -0,88* -0,77* -0,60* -0,21* 0,54*
Parental Education** 0,21* 0,24* 0,20* 0,15* 0,22* 0,23* 0,19* 0,25* 0,48*

*p<0,01, **Control Variables
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As seen in Figure 3 and Table 3, when the personal and family variables of the students are
controlled, students' mathematical scores decrease significantly in the years of system changes.
Especially in the year of 2013, as a result of the placement of all students in schools according to TEOG
scores, there was a sharp decrease in 9th grade achievement (6=-5.55, p<0.01). In 2018, as a result of
the transition to the LGS system, there was a decrease in mean scores again. However, the severity of
the decrease in the transition to LGS was lower than that of TEOG (6=-2.37, p<0.01). Basically, in the
years when fundamental changes in the examination systems (TEOG and LGS), a significant decrease
occurs in mean student achievement, while statistically insignificant or minor changes were found in the
years 2014, 2015 and 2016, when the system was not changed.

On the other hand, it is seen that the revision of the SBS from 2011 to 2012 did not have a negative
effect on the students' 9th grade achievement, and even the average increased significantly (6=0.46,
p<0.01). Moreover, in 2013, when there was no change in the examination systems, the mean score of
the 9th graders increased significantly compared to 2012.

When the findings are evaluated holistically, it seems that the changes in the transition systems have
a significant negative effect on the mathematical achievement. As seen in the first step of the study,
system changes may have secondary/additional effects on 8th grade scores in addition to 9th grade
achievement. It also is found that the mean scores of 9th graders tend to increase in years without
system changes or with limited changes.

Discussion & Conclusion

Transition systems between school levels are used for a long while for the placement of students in
secondary education and higher education institutions in Turkey. Especially after the 2000s, the
transition systems to secondary education have significant structural differences. Although it is
important to examine the results of these changes, the empirical studies on this subject are limited
(Kugliker, 2017; Suna et al., 2020a; TED, 2010). Studies on transition systems mostly aim to determine
the variables related to the test performance (Akay, 2017; Anasiz, Ekinci, & Anasiz, 2018; Aslan, 2017;
Karaagac Cingdz & Giir, 2020). In these studies, it is shown that test performance is related to various
characteristics such as students' socioeconomic status, enrollment in preschool education, reading
habits and school characteristics. Other studies focus on the opinions of students, teachers, and school
administrators on transition systems between (Bas & Kivilcim, 2019; Karakaya, Bulut & Yilmaz, 2020;
Ozkan, Karatas, 2016; Sahin et al., 2012). It is seen that the transition systems are determinant on the
behaviors and attitudes of the students, so the changes between these systems may also lead to
differences on behaviors and attitudes. Therefore, changes in transition systems potentially have an
impact on students' achievement with their structural characteristics.

In this study, the effects of the changes in the transition systems to secondary education on student
achievement were examined through the students’ mathematical achievement in the first year of high
school. Findings show that sharp decreases occurred in the ninth-grade mathematical achievements
immediately after the years when radical changes were made in the transition system to secondary
education. These decreases are consistently obtained both in two cases: the direct comparison of mean
scores and the comparison of mean scores when controlling for students’ age, gender, previous
academic achievement and parental education level. The consistent decline in students' mathematical
achievement immediately after the changes made in the transition systems indicates that system
changes are associated with achievement. Indeed, after TEOG was implemented in 2013 and LGS was
implemented in 2017, students’ mean scores decreased significantly. However, the decrease in LGS is
lower than TEOG. On the other hand, findings revealed that there was a positive change in student
achievement in the years without extensive changes and in the years with minor changes. The findings
of the study indicate that limited interventions may be better than radical changes in the transition
system to secondary education for the student achievement.
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Although the focus of the study was to determine the effects of high school transition systems on
student achievement, it was also possible to compare the effect of extending the duration of
compulsory education from 8 to 12 years, as the “4+4+4 system” introduced in 2012. The results show
that this remarkable extension did not lead to a decrease in student achievement. In other words, the
changes in transition systems seem to be more determinant than other systemic changes.

The fluctuation in student achievement led by changes in transition systems is critical in terms of
revealing the effect of these systems on education. The findings show that major changes in the
transition system, regardless of its structure and regulations, lead to a significant and negative change in
student achievement. As shown in studies before, the regulations in the transition systems negatively
affect the students, parents and administrators (Demirbilek & Levent, 2019; Ding et al., 2014; Zayimoglu
Oztiirk, 2014). For the first time, the present study showed that major changes in the system negatively
affect student achievement. Immediately after all the comprehensive changes in the transition systems,
a decrease in the students’ achievement occurs, and then the achievement tends to increase again until
another systematic change. This result shows that the system reacts immediately to the structural
changes in the transition system, then this negative effect can be compensated over time.

While reform efforts at the diverse levels of the education system are becoming critical in many
countries (Fullan, 2009), it seems more reasonable to focus on improvements (Wurzburg, 2010) rather
than system-level and comprehensive reforms (Wurzburg, 2010). In other words, it is argued that
smaller-scaled revisions and improvements lead to more positive results in comparison with
comprehensive reforms in the education system (Corrales, 1999). In this context, it is recommended to
improve the education system with minor interventions rather than reforming it fundamentally.
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Tiirkge Siirimui

Giris

Egitim, 6grencilere bilissel ve duyussal becerilerin kazandirilmasinin 6tesinde birgok toplumsal isleve
sahiptir. Egitim sistemlerinin gelistiriimesinin ve gliclendirilmesinin (lkelerin sosyoekonomik
kalkinmasina ve esitsizligin azalmasina katkisi oldugu yoniinde genel bir uzlasi vardir (Corrales, 1999).
Bundan dolayi, tim dlkelerde egitim politikalarinda degisik 6lceklerde ve hizlarda degisimler ve
reformlar yapilmaktadir. Politika degisikligi, mevcut yapida kuglik degisikliklere veya yeni politikalara
isaret etmektedir. Politika reformu ise, daha kapsamli ve kokll politika degisikliklerine isaret etmektedir
(Cerna, 2017). Egitim politikalarinda degisiklige gitmek, toplumun farkli kesimlerini kapsayan ve olduk¢a
karmasik bir slirectir (Viennet ve Pont, 2017). Dahasi, diger alanlara kiyasla egitim alani genellikle biiyik
ve ¢ok katmanli olmasinin yaninda hedeflenen amaclara ulasmak icin cok daha uzun bir siire gerektirdigi
icin, hedeflenen politikalarla sonuglar arasinda iliski kurmak oldukga giictiir (Wurzburg, 2010). Yapilmak
istenen hedeflerin net ve gercek¢i olmamasi, ¢iktilarin uzun siirelerde elde edilebilmesi, ilgili taraflarin
siireclere katilmamasi ve basta 6gretmenler olmak Gzere ilgili aktorlerin degisikligi benimsememesi gibi
nedenlerle egitim politikalarinda degisiklik veya reform adimlari ¢ogunlukla sonugsuz kalabilmektedir
(Corrales, 1999). Dolayisiyla, planh bir sekilde egitimde degisiklik yapma amacini tasiyan kapsaml egitim
reformlari, uygulamaya konsa bile ¢ogu zaman bir degisiklige yol ag¢mayabilmekte veyahut
kurumsallasamamaktadir (Cerna, 2017; Fullan, 2000). Egitimdeki politika degisiklikleri ve reformlari ile
ilgili diger bir sorun da genellikle birden ¢ok diizenlemenin eszamanli uygulanmasi nedeniyle her bir
diizenlemenin 6zgiin etkisinin belirlenmesinde yasanan zorluktur.

Egitime iliskin koklli reformlar yapma fikri cazip goriinse de yapilan reformlarla egitim sistemini
kokten degisime ugratacagini vadeden reformistlerin hemen tamami bir siire sonra bu iddialarini
yumusatmis veya iddialarindan tamamen vazge¢mistir (Tyack ve Cuban, 1997). Bunun temel nedeni,
ozellikle kamu okullarinda kéklu degisim yapmanin kolay olmamasidir. Amerikali egitim tarihgileri David
Tyack ve Larry Cuban’in kavramsallastirmasiyla soylersek, kamu okullarinin kendine has bir grameri (the
“grammar” of schooling) vardir. Tipki gercek dillerdeki gibi, her dilde zamanla kimi yeni kelimeler veya
kaliplara yer agilmaktadir ancak gramer zamanla ¢ok az degisime ugramaktadir. Tarihsel olarak, okulun
gramerini (or. yas temelli sinif diizeni, krediler/diploma, kurallarla tanimlanmis buirokrasi, geleneksel
olarak onlarca yildir devam eden pedagoji) reform etmeye yonelik ¢abalarin hemen hemen tamami
basarisizlikla sonuglanmistir (Tyack ve Cuban, 1997). Sayisiz reform girisimi basarisiz olmasina ragmen,
bircok lilke zaman zaman kapsamli reformlari tartismaktadir. Sézgelimi, 2000’li yillarin basinda Ekonomik
Kalkinma ve s Birligi Orgiiti’niin (OECD) Uluslararasi Ogrenci Basarisini Degerlendirme Arastirmasi
(PISA) calismasi sonucunda, bircok tlkede egitim sisteminin bir krizde oldugu ve dolayisiyla reform
yapilmasi gerektigi tartisiimistir (Wurzburg, 2010). Bir baska ifadeyle, PISA basta Almanya olmak lzere
bircok Ulkede egitim reformu yapilmasi icin dissal bir sok etkisi yapmistir. Ancak bu sok etkisi farkl
Ulkelerde ve Almanya gibi federal hikimetle yonetilen (lkelerde farklh eyaletlerde farkl sekillerde
yansimistir (Waldow, 2009).

Muhtelif tlkelerdeki egitim reformu ¢alismalarinin kimilerinin basarili kimilerinin ise basarisiz olmasi,
basta uluslararasi kuruluslari ve konuyla ilgili arastirmacilari, egitim reformunun basarisinin belirleyicileri
Uizerine calismaya itmistir. S6zgelimi, 2008 yilinda OECD Egitim Politikasi Komitesi bir toplanti yaparak
bazi reformlarin neden basarili oldugunu ve reformlari desteklemesi icin kamuoyunun nasil ikna
edilebilecegini tartismistir. Bu ¢alismalardan ¢ikan dnemli bir ders, egitim politikalarinin basari ya da
basarisizligini anlamak icin llke dizeyinde spesifik calismalarin ve ampirik arastirmalarin oldukca 6nemli
oldugudur (Cerna, 2017; Wurzburg, 2010). Bu konuda ilging bir 6rnek, lise bitirme sinavlarinin igerigini
olusturma, test etme ve yeniden diizenleme konusunda uzlasi olusturmak icin 14 yil harcayan Cekya’dir
(Viennet ve Pont, 2017).
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Egitim sistemlerinde sik degisiklik yapilmasinin baslica nedenlerinden biri, degisikliklerin veya
reformlarin blyuk ¢oziimlere yol agacagi yoniindeki beklentilerdir (Cuban, 2008). Tiirkiye’de de kapsamh
reform taleplerinin ve dolayisiyla karar alicilarin bir sekilde reforma girismelerinin temel nedeni, bu
beklentilerin buyukligudir. Gercekten de gecmisten beri Tirkiye’'de egitim sistemine iliskin
tartismalarda ve uygulamalarda, gerek egitim programi degisikliklerine gerekse de sinav sistemlerindeki
degisikliklere gereginden fazla deger atfedildigi goriilmektedir. Yeni bir mifredata gecilmesi (Gir, 2014;
Giir ve Celik, 2009), Firsatlari Artirma ve Teknolojiyi Ilyilestirme Hareketi (FATIH) Projesinin baglatiimasi
(Akcaoglu, Gumis, Bellibas ve Boyer, 2015) besinci sinifin yabanci dil agirhkh bir sinif olarak
duzenlenmesi (Gir vd., 2016) gibi bircok degisiklige gidilirken degisikliklerin sonuglarina iliskin asiri
beklentiler olusmustur. Yapilan degisikliklerde genellikle o glinlin sorunlarina hizli cevaplar sunabilecegi
beklenen uygulamalar dikkate alinmistir.

Tirkiye’de egitim politikalarinda siklikla kokli politika degisikliklerine gidildigi bilinmektedir
(Alpaydin, 2018; Aydin Bas ve Sentlirk, 2017; Konan vd., 2019). Tirkiye’deki resmi rapor ve strateji
belgelerinde de egitim sisteminde sik degisiklikler yapildigina iliskin tespitler mevcuttur. Ornegin, Milli
Egitim Bakanlhgl tarafindan hazirlanan Milli Egitim Bakanligi 2010-2014 Stratejik Plan’'nda “egitim
planlamalarinin kisa donemli yapilmasi” ve “sik sik degisiklikler yapilmasi” zayif yon olarak gosterilmistir
(Milli Egitim Bakanligi-MEB, 2009, s. 59). Benzer sekilde, muhtelif resmi ve sivil paydaslarin gorislerini de
dikkate alarak Kalkinma Bakanligi tarafindan 10. Kalkinma Plani hazirhk calismalari kapsaminda
vayinlanan Egitim Kalitesinin Artirilmasi Ozel ihtisas Komisyonu raporuna gore, Tiirkiye’de egitim
sisteminin kalitesini olumsuz etkileyen hususlardan birisi “uygulanan politikalarin sik degismesi” olarak
ifade edilmistir (Kalkinma Bakanligi, 2014, s. 27).

Farkh yillarda hazirlanan strateji planlarindan hareketle sunu séylemek mimkiindir: Her ne kadar
egitim sisteminde sik degisiklik olduguna iliskin bir sikdyet olsa da egitim sisteminin degisime veya
reforma ihtiyaci olduguna iliskin beklenti de canli olarak varligini siirdirmektedir. Burada ortaya g¢ikan
ikilem, bir yandan egitim sisteminde cok sik degisiklik yapildigina iliskin sikayet sdyleminin, diinyada
yasanan hizli degisimden dolayi egitim sisteminde de degisim veya reform yapmak gerektigine iliskin bir
soylem ile ayni anda varligini strdidrmesidir. Bu durumda da yapilan sik degisimlerin mesruiyeti
toplumdaki degisime yonelik talep ile iliskilendirilmektedir. 2018 yilinda hazirlanan Milli Egitim Bakanlgi
2019-2023 Strateji Plan’'nda da “kamuoyunda egitim sisteminde degisiklik yapilmasi gerektigine iliskin
alg” bir firsat olarak zikredilmistir (MEB, 2019a, s. 33). Egitim gibi degisimin sirekli devam ettigi
alanlarda bu degisim talebinin siirekli olmasi beklendik bir durumdur. Onemli olan, bu beklentiye ydnelik
oOlgllebilir hedefler koymak, bu hedeflerin kisa ve wuzun vadeli sonuglarini butinsel olarak
degerlendirebilmektir. Aksi durumda, siirekli glincellenen uygulamalar arasinda gercekten yararli olanlar
ile istenen yarari saglayamayanlar arasindaki farki anlamak mimkiin olmayacaktir. Diger taraftan,
degisimlerin ¢ok kisa sireli olmasi ve degisimler hakkinda uygulayicilarin bilgi eksikligi egitim
paydaslarinda degisime karsi diren¢ olusturabilmekte veya motivasyon kaybina yol agabilmektedir
(Akman ve Hacifazlioglu, 2019; Girses ve Helvaci, 2011).

Tirkiye'de egitim sisteminde yapilan reformlar igerisinde, sinav sistemlerine yonelik yapilan kapsamli
degisiklikler ilk sirada yer almaktadir (Alpaydin, 2018; Ding vd., 2014; Giir ve Celik, 2009). Yapilan bu
degisimler diger OECD ulkelerine kiyasla Tiirkiye’de egitim sisteminin merkeziyetci yapisi (OECD, 2018;
World Bank, 2005) nedeniyle kisa bir siure igerisinde tim egitim sistemine uygulanabilmistir. Bu
degisimlerdeki amag, kuskusuz, egitim sisteminin iyilestirilmesine yonelik bir adim atilmasi istegidir.
Bununla birlikte gerek (iniversite giris sisteminde gerekse de ortadgretime gecis sisteminde yapilan
kapsamli degisikliklerle birlikte 6grencilerin, velilerin ve yoneticilerin sikayetci olduklari ve olumsuz
etkilendikleri gdsterilmistir (Demirbilek ve Levent, 2019; Ding vd., 2014; Zayimoglu Oztiirk, 2014).
Gegmisten beri Tilrkiye'de egitim sistemine iliskin tartismalarda ve uygulamalarda, sinav sistemlerine
dolayisiyla sinav sistemlerinde yapilan herhangi bir degisiklige ¢ok biliyik anlamlar yuklendigi
gorulmektedir (Glr ve Celik, 2009). Ancak, atfedilen 6neme ragmen yapilan degisikliklerin 6grenci
basarisi izerine etkisine dair kapsamli ve ¢ok-boyutlu ampirik arastirma eksikligi gértilmektedir.
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Tirkiye'de liselere gegis sistemlerindeki degisikliklerde okul disi kaynaklara ve dershaneye olan
bagimhlgi azaltmak, okulu merkeze almak, 6grenci yetenek ve yeterliliklerini daha iyi tespit etmek, sinav
stresini azaltmak, egitim kalitesini artirmak gibi amaglar giidilmus olsa da s6z konusu degisikliklerin
hedeflerini gerceklestirme diizeylerinin disik oldugu goriilmektedir (Atilgan, 2018; Bulug vd., 2014; Gur
ve Celik, 2009; Zayimoglu Oztiirk, 2014). Ornegin, MEB tarafindan yayimlanan bir arastirmaya gore,
ogrencilerin yarisina yakini Seviye Belirleme Sinavi (SBS) icin dershaneye gitmeye devam etmis ve sinava
hazirlik stirecinin 6grenci ile velilerde stres ve kaygi diizeyini artirdigi gérilmustir (Egitimi Arastirma ve
Gelistirme Dairesi Baskanligi, 2010). Diger taraftan, bu donemde sinava giren 6grenci sayisinda ciddi bir
azalma yasanmadig gibi, daha sonra getirilen TEOG ile birlikte tam tersine artmistir. TEOG’dan sonra
getirilen LGS ile birlikte, merkezi sinav puani ile tercih yaparak bir ortadgretim kurumuna yerlesen
o6grenci orani 6nemli miktarda azalmistir.

Liselere gecis sistemi degisikliklerinde hedefe ne kadar ulasildiginin oOtesinde baslangicta
ongdrilmeyen kimi olumsuzluklari da beraberinde getirdigi goriilmektedir. Ornegin, 6grencilerin
merkezi bir sinavda aldiklari puanlar Uzerinden liselere yerlestiriimeleri ortadgretim sistemindeki
hiyerarsik yapiyi artirmistir (Celik, 2015). Ayrica, tim 6grencilerin puanlarina gore liselere yerlestirilmesi
sonucu, okullarda uygulanan egitim programinda fiili farkhlasmalar yasanmis, dislik basarili 6grencilerin
yerlestirildigi okullarda disiplin sorunlari artmis ve genel olarak okullar arasindaki basari farklari artmistir
(Béliikbas ve Gir, 2020). Ogrencilerin sosyoekonomik seviyeleri ile okullar arasi basari farklarinin
olusmasi arasinda énemli bir iliskinin oldugu bilinmektedir (OECD, 2019a; Ozer, 2020b). Tiirkiye’de son
yillarda ortadgretime gecis sistemi (izerine yapilan bazi ¢alismalar, 6grencilerin basarilarina goére
liselerde ayristirilmasi  uygulamasinin  6grencileri sosyoekonomik dizeylerine gore liselerde
tabakalandirdigini ortaya koymustur (Bolikbas ve Gir, 2020; Karaagag¢ Cingdz ve Giir, 2020; Suna vd.,
2020a; 2020b). Dolayisiyla sorunlarin siddeti bir lise tirinden diger lise tiriine degismektedir. Sonug
olarak liselere gecis sistemleri, okullar arasi basari farklari veya egitimde esitsizliklerin daha gorinir
olmasinda veya siddetinin artmasinda 6nemli rol oynayabilmektedir.

Turkiye’de liseler arasindaki basari farkhliklari ve olusturulan hiyerarsi, ortadgretimin en temel
sorunu olarak 6n plana ¢ikmaktadir (Gur vd., 2013). Egitim sistemi ile ilgili uluslararasi karsilastirmalar ve
degerlendirmelerde de liseler arasinda basari farkhliklarinin yiiksekligi vurgulanmaktadir (Diinya Bankasi,
2013; OECD, 2010; Suna, Tanberkan ve Ozer, 2020). Bu durumun temel sebebi, Tiirkiye’de temel
egitimde var olan ve yeterince telafi edilemeyen okullar arasi basari farklari siddetinin liselere gegis
sistemi ile artmasidir (Ozer, 2020a). Bdylece, dgrenciler akademik basarilarina gére lise tirlerinde
nispeten homojen bir sekilde kiimelenmektedir. Ogrencilerin akademik basarilarina gére okul tiirlerine
gruplanmasi okul ayristirmasi olarak nitelendirilmekte olup bu gruplamanin egitimde esitsizlikleri
artirdig1 bircok calismada gdsterilmistir (Hanushek ve Woessmann, 2006; Ozer ve Perc, 2020).

Tum bu ¢alismalar, liselere gegis sistemlerinde mevcut sistemin iyilestirilmesi kapsaminda kismi
revizyonlarin 6tesinde kokli degisiklik yapildiginda sistem Uzerinde 6ngoriilemeyen farkh etkilere yol
acabildigini gostermektedir. Bu baglamda, bu etkilerin belirlenmesine yonelik yapilacak farkli calismalar
bir taraftan bu degisikliklerin sonrasinda yol agtigi ve halen yasanan bazi sorunlarin kaynaklarini dogru
bir sekilde belirlenmesine diger taraftan da sonraki yillarda yapilabilecek degisikliklerin maliyet
hesaplarinin dogru bir sekilde hesaplanabilmesine katkida bulunacaktir. Bu nedenle bu calismada,
Turkiye’de ortadgretime gecis sistemlerinde yapilan kapsamli/sistemik degisikliklerin 6grenci basarisina
etkisi arastirilmaktadir. Bu kapsamda, 2010-2019 yillari arasinda ortadgretime gecis sistemlerinde
yapilan degisikliklerin 6grencilerin ortadgretimin ilk yilindaki (dokuzuncu sinif) matematik dersi basarilari
izerine etkisi incelenmistir. Dokuzuncu sinif, 6grencilerin kademeler arasi gegis sonrasi akademik
performanslarinin él¢iildigi ilk sinif diizeyidir. Kademeler arasi gegis sisteminin olusturdugu olasi etkiye
dair ilk sonuglarin bu sinif diizeyinde ortaya ¢ikmasi nedeniyle dokuzuncu siniftaki akademik basari
dikkate alinmistir. Matematik basarisinin tercih edilmesinin temel nedenleri ise ulusal ve uluslararasi
basari izleme calismalarinda dikkate alinan temel alanlardan birisi olmasi ve diger basari dlglitlerine gore
daha fazla degiskenlik gosterebilmesidir. Makale kullandigi veri seti, yontemi ve kapsami itibariyla bircok
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acidan 6zgundir. Birincisi, calismada 2010-2019 yillari arasinda ilkogretimden ortadgretime gegcis yapan
tiim 6grencilerin verileri kullanilmistir. Bugtine kadar higbir akademik ¢alismada bdylesine kapsaml bir
veri seti kullanilmamistir. ikincisi, Tirkiye’de ortadgretime gecis sistemlerindeki degisikliklerin
ogrencilerin basarisina etkisi ampirik olarak ve 9. sinif 6grencilerinin okul basarilari matematik dersi
ozelinde incelenerek ilk defa ortaya konmustur. Bu inceleme yapilirken yillar arasinda degiskenlige yol
acan ve basar Uzerinde etkisi olabilecek yas, cinsiyet, anne ve baba egitim dizeyi ile 6grencilerin
sekizinci sinif matematik basarilari kontrol edilmistir. Calismada ayrica, ampirik arastirmanin sonuglarina
dayali olarak Tirkiye’deki egitim politikalarina iliskin 6neriler sunulmaktadir.

Arastirma amaci dogrultusunda asagidaki sorulara cevap aranmistir:

- Kademeler arasi gegis sistemlerinde yapilan degisikliklerin ardindan 6grencilerin matematik
basarilari nasil degisim gostermektedir?

- Kademeler arasi gegis sistemlerinde yapilan degisikliklerin ardindan 6grencilerin matematik
basarilari 6grencilerin cinsiyet, yas, veli egitim dizeyi ve sekizinci sinif basarilari kontrol edildiginde
nasil degisim gostermektedir?

Ortadgretime Gegis Sistemlerinde Yapilan Degisiklikler

Tirkiye’de kademeler arasi gegislerde birkag yil araliklarla degisiklikler yapilmaktadir. Bunun temel
nedeni, merkezi sinavlarin tim egitim sistemini olumsuz etkilemesi (6r. 6grencileri stres ve kaygiya
itmesi, 6zel ders ve kursa yonelimin artmasi vb.) yoniindeki elestirilerdir (Celik, 2012). Dolayisiyla, sinav
sistemlerinin egitim sisteminde en biylk sorun alani olarak gorilmesi, bu sistemlerde yapilacak
iyilestirmelerin ayni zamanda tim egitimde iyilesmeye yol agacagl varsayimina dayanmaktadir. Bu
degisikliklerle okul disi kaynaklara ve dershaneye olan bagimlihig azaltmak, okulu merkeze almak,
ogrenci yetenek ve yeterliliklerini daha iyi tespit etmek, sinav stresini azaltmak ve egitim kalitesini
artirmak amaglanmistir (Gir ve Celik, 2009).

2000’li yillar boyunca Tirkiye’de Ortadgretim Kurumlari Sinavi (OKS), SBS’ler ve SBS, TEOG ve son
olarak LGS gibi diizenlemeler yapilmistir (Tablo 1). Her ne kadar farkl yillarda ortadgretime geciste temel
belirleyici merkezi sinavlar olmaya devam etse de sinavlarin adi, icerigi, uygulanma bicimi ve puan
hesaplama yontemi ile yerlestirme sistemi gibi konularda sirekli degisiklikler oldugu goérilmektedir
(Alpaydin, 2018; Bicer, 2014; Celik, 2012; Gur vd., 2013). 2018 yilindan itibaren uygulanan LGS ile
birlikte, 6grencilerin yaklasik %10'nun sinav puanlarina gore, geriye kalan kismina ise okul basari puanina
gore tercihlerine yerlestirme sistemine gecilmistir.

Tablo 1.
Ortadgretime Gegis Sisteminde Yapilan Degisiklikler (2000-giiniimiiz).
Gegis Sistemi Uygulama Siiresi

OKS 2004-2005 6gretim yilinda basladi

2007-2008 yilinda son kez uygulandi

SBS’ler 2008’den itibaren 6. ve 7. siniflara uygulandi
2009’dan itibaren 6., 7. ve 8. siniflara da uygulandi
2010-2011'de sadece 7. ve 8. siniflarda uygulandi

SBS 2011-2012’de 8. siniflara uygulandi
2012-2013’de 8. siniflara son kez uygulandi
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TEOG 2013-2014 6gretim yilinda basladi
2016-2017’de son kez uygulandi

LGS 2017-2018 6gretim yilinda 8. siniflarda basladi
2020 yil itibariyla 8. siniflarda devam ediyor

Yillara goére merkezi sinava girip tercih yaparak liselere yerlesen 0Ogrenci sayilari Tablo 2’de
verilmistir. TUm kademeler arasi gegis sistemlerinde 6grencilerin akademik performansina gore liselere
yerlestirmede merkezi sinav puani ile ayristirmanin en disik dizeyde gerceklestirildigi sistemin LGS
oldugu gorilmektedir.

Tablo 2.

Yillara Gére Merkezi Sinava Giren ve Merkezi Sinavla Ortadgretime Yerlesen Ogrenci Sayisi.
Ogretimyih  Gegis 8. sinif mezun Tercih  Merkezi sinavla Merkezi sinavla
Sistemi sayisl yapan ortaégretime ortadgretime
6grenci yerlesen kisi yerlesen 6grenci
sayisi sayisi orani
2010-2011 SBS 1.228.634 668.117 366.762 29,85
2011-2012 SBS 1.254.660 777.096 315.770 25,17
2012-2013 SBS 1.240.556 904.114 626.207 50,48
2013-2014 TEOG 1.257.324 1.136.546 1.057.799 84,13
2014-2015 TEOG 1.256.306 1.108.182 1.036.809 82,53
2015-2016 TEOG 1.147.179 1.001.975 956.190 83,35
2016-2017 TEOG 1.167.536 1.019.577 935.241 80,10
2017-2018 LGS 1.155.294 437.070 127.283 11,02
2018-2019 LGS 1.187.260 439.419 138.993 11,71
2019-2020 LGS 1.670.258 568.627 206.619 12,37

Yéntem

Arastirma Modeli

Bu calisma, son on vyilda liseye gecis sistemlerinde yapilan degisimlerin 6grencilerin matematik
basarisi Uzerindeki etkisini belirlemeyi amacglamaktadir. Arastirma amaci dogrultusunda c¢alisma
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nedensel karsilastirma deseni kullanilarak tasarlanmistir. Nedensel arastirmalarda ortaya ¢ikmis ya da
daha once gergeklesmis durumlarin nedenleri veya sonuglari incelenmektedir (Creswell, 2014; Salkind,
2010). Deneysel arastirmalardan farkli olarak bu c¢alismalarda, bagimsiz degisken arastirmacilar
tarafindan manipile edilemez ve incelenen durum gegcmis zaman gergeklestigi icin deneysel kontrol
imkani bulunmamaktadir. Nedensel karsilastirma c¢alismalarinda etkinin deneysel olarak test
edilememesi dolayisiyla elde edilen sonuglar yorumlanirken bagimli degisken lzerinde etkisi olabilecek
diger faktorlerin de dikkate alinmasi gerekmektedir (Salkind, 2010). Bu arastirmanin bagimsiz degiskeni
olan kademeler arasi gegis sistemlerindeki degisimler arastirmacilar tarafindan manipule edilememekte
ve bagimli degisken olan 6grencilerin matematik basarisi gegmis zamanda gerceklesmektedir.
Ogrencilerin dokuzuncu sinif matematik basarisina etki edebilecek olasi degiskenlerin etkisi dikkate
alinmistir.

Aragtirma Evreni

Arastirmada Tirkiye’de son on yilda 9. sinifta egitime devam eden 6grenci evrenine iliskin veriler
kullanilmistir. Arastirma verileri, 2010-2011 ile 2019-2020 6gretim yillari arasinda 9. sinifta egitime
devam eden toplam 12 milyon 230 bin 358 6grenciden olusmaktadir. Arastirmada yer alan 6grencilerin
yillara gore sayilari ve cinsiyet dagihmlari Sekil 1’de verilmistir.
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Sekil 1. Arastirma Evrenindeki Ogrencilerin Yillara ve Kiz Og§renci Oranina Gére Dagilimi

Sekil 1'de gorildugu gibi arastirmada yer alan 6grencilerin egitim yillarina goére sayilari 1.119.894 ile
1.324.604 arasinda degismektedir. Ogrencilerin cinsiyet gruplarina dagilimi yillar icinde yalnizca kiigiik
degisimler gostermektedir. Buna gore, veri setindeki erkek 6grencilerin orani yillar icinde %52,78 ile
%55,09 arasinda, kiz 6grencilerin orani ise %44,91 ile %47,22 arasinda degismektedir. Dolayisiyla 6grenci
evreni cinsiyet gruplari agisindan dengeli bir dagilima sahiptir.
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Veri Analizi

Arastirma amaci dogrultusunda 2010-2011 ve 2019-2020 yillari arasinda 6grencilerin sekizinci ve
dokuzuncu siniflardaki akademik basarilarinin gostergesi olarak matematik dersi yazili notlari dikkate
alinmistir. Kademeler arasi gegis sisteminin yapisi dolayisiyla bazi egitim yillarinda sekizinci sinifin ikinci
yazili sinavlarinin merkezi yapilmasi dolayisiyla tim yillardaki ilk ve Gglincii yazili notlarinin ortalamasi
dikkate alinmistir. Dokuzuncu sinifta ise bazi yillarda Gglinci yazilinin yapilmamasi nedeniyle yapilmasi
zorunlu olan ilk iki yazil notlarinin ortalamasi dikkate alinmistir. Boylece sinif degerlendirmeleri
baglaminda o6grencilerin performanslarinin yillara goére ve sinif dizeylerine gore karsilastiriimasi
saglanmistir. Ogrencilerin matematik dersi basari puanlarinin tiim yillarda 0 ile 100 arasinda degismesi
nedeniyle herhangi bir standartlastirma islemi uygulanmamistir. Bu sekilde, farkh yillarda hesaplanan
puan ortalamalarindaki degisimin yalin bir sekilde yorumlanmasi saglanmistir.

Arastirmada sekizinci ve dokuzuncu sinif 6grencilerinin matematik basarilarinin yillara gore degisimi
ve sistem degisikliklerinin etkisini incelemek icin iki asamali bir slire¢ izlenmistir. Birinci asamada,
dokuzuncu sinif 6grencilerinin sekizinci ve dokuzuncu siniflardaki matematik dersi basari puanlarinin
yillara gore degisimi betimsel olarak incelenmistir. Bu asama, son on yilda matematik basarilarindaki
degisimi herhangi bir istatistiksel kontrol yapilmadan gostermesi agisindan énemlidir.

ikinci asamada, 9. sinif dgrencilerinin bu degisimin ardisik yillardaki degisimi harici degiskenler
kontrol edilerek incelenmistir. Harici degiskenlerin kontrolli, arastirmada konu edilmeyen ¢esitli ailevi ve
kisisel degiskenlerin basari izerindeki etkisinin elimine edilmesi saglamaktadir. Bilindigi Gzere, nedensel
karsilastirma arastirmalarinin iki temel sinirhiligi deneysel kontroliin eksikligi ve bagimsiz degiskenin
maniplle edilememesidir (Creswell, 2014). Deneysel kontroliin eksikligini telafi edebilmek icin
istatistiksel kontrol yontemleri 6nemli imkanlar sunmaktadir. Bu imkani kullanabilmek i¢in ¢alismada
ogrencilerin e-okul sistemindeki demografik ve kisisel verileri incelenmis, akademik basari lizerinde
anlaml bir etkiye sahip oldugu cesitli arastirmalarda gosterilen degiskenlerin 6nceki basarilari, yaslari,
cinsiyetleri ve veli egitim dlzeyi oldugu gorilmustar (MEB, 2018, 2019b, 2020; OECD, 2019b; Pellizzari
ve Billari, 2011). Bu degiskenlerin etkisinin istatistiksel olarak kontrol edilebilmesi icin coklu dogrusal
regresyon analizi gerceklestirilmistir. Analiz siirecinde etkisi kontrol edilen degiskenlerin timinin dahil
edildigi regresyon modeli asagida verilmistir:

yij=oC +jdij+XiM+i (2)

Bu denklemde, i 6grencinin j 6gretim yilinda 9. sinif matematik yazili not ortalamasini, bir kukla
degisken olup i 6grencinin j 6gretim yilinda 9. sinifta olmasi durumunda 1 degerini almasini, kontrol
edilen diger kisisel degiskenleri ve ise hata terimini gostermektedir. Kisisel kontrol degiskenleri,
o6grencinin 8. sinif matematik yazili not ortalamasi, yas, cinsiyet ve anne ile baba egitimini temsilen en
yiksek egitim seviyesine sahip ebeveynin bitirdigi okul dizeyine denk gelen ortalama tamamlanan
egitim yilindan olusmaktadir. Boylece degiskeni icin hesaplanan katsayisi, harici degiskenlerin etkisinden
arindirilmis énceki yila gére 9. sinif matematik basari degisimini vermektedir.

Bu asamada, son on yillik siirede 6grencilerin matematik basarilarinin bir 6nceki yila gére degisimini
harici degiskenlerin etkisini elimine ederek hesaplamak i¢in (1) modeli kullanilarak dokuz regresyon
esitligi kurulmustur. Ornegin 2011 yihnin 2010 yilina goére ortalama not degisimini tahmin eden
regresyon denkleminde, 2011 6gretim yilinda 9. sinifta yer alan 6grenciler icin kukla degiskeni 1
degerini, 2010 6gretim yilinda 9. sinifta yer alan 6grenciler icinse , 0 degerini almaktadir. 2011 yilinda
elde edilen degeri anlaml ise, bu yilda hesaplanan ortalamanin 2010 yilinin ortalamasindan anlaml
olclide farkli oldugu ifade edilmistir.

Analizlerde &gretim yili, okulun baslangic yili ile anilmistir. Ornegin, 2010 dgretim yih 2010-2011
o6gretim yilini belirtmektedir. Veli egitim dizeyi degiskeninin olusturulmasinda diizenleme yapilmasi
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gerekmistir zira e-Okul veri setinde sadece velilerin bitirdigi okul diizeyi bulunmaktadir. Ortalama
tamamlanan egitim yili tahmininde; okuma yazma bilmeyenler 0, okuma yazma bilenler ve ilkdgretim
ogrencileri 2 yil, ilkokul mezunlari 5 yil, ortaokul ve ilkdgretim mezunlari 8 yil, lise mezunlar 11 yil,
ylksekokul mezunlar 13 yil, 3 yillik egitim enstitlleri mezunlari 14 yil, lisans mezunlari 15 yil, yiksek
lisans mezunlari 17 yil ve doktora mezunlari 20 yil olarak kabul edilmistir. Benzer yaklasimlar Aydemir ve
Kirdar (2017) ile Oztiirk ve Tiimen (2018) calismalarinda da kullaniimistir.

Regresyon modellerinde kullanilan tahmin modeli en kicuk kareler yéntemidir. Ayni okul iginde yer alan
Ogrencilerin hata terimlerinin birbirleriyle iligkili olabileceginden hata terimleri tim regresyon
tahminlerinde okul diizeyinde kiimelendirilmistir. Ogrenci evreni verileriyle galisilmasi veri hacminin ¢ok
buyuk olmasina ve en kuguk farkliliklarin dahi istatistiksel olarak anlamli olmasina yol agmaktadir. Bu
nedenle ilk arastirma sorusuna dair degerlendirmede ortalama puanlar arasi farklarin anlamlilhgi test
edilmemistir.

ikinci adimda kontrol edilen degiskenlerde 6nemli oranlarda kayip veriler bulunmaktadir ve yalnizca
tim verileri e-Okul sistemine kayith olan 6grencilerin verileri kullanilmistir. Bu durum 6grenci evreninde
daralmaya yol actigl icin yapilan regresyon analizinde hesaplanan katsayilarin anlamliligi dikkate
alinmistir.

Arastirma verileri Milli Egitim Bakanlig Bilgi islem Dairesinin 65968543/622.01-E.16394512 nolu
izniyle kullaniimistir.

Bulgular

Ortadgretime gecis sinav sistemlerinde yasanan degisimlerin 9. sinif 6grencilerinin matematik
basarisina etkisi incelenirken ilk asamada herhangi bir istatistiksel kontrol olmaksizin betimsel
karsilastirma yapilmistir. Gegis sistemlerinin etkisine dair detayli bir inceleme yapabilmek adina son on
yillik stirede 9. sinifa kayith 6grencilerin matematik basari ortalamalari, bu 6grencilerin sekizinci siniftaki
basari ortalamalari ile birlikte incelenmis ve sonuglar Sekil 2’de verilmistir.
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mmm 9. Sinif Matematik Puani ==@=8. Sinif Matematik Puani

sekil 2. Ogrencilerin 8. ve 9. Sinif Matematik Notlarinin Yillar icerisindeki Degisimi

Sekil 2’ye gore, son on yilda 9. sinifta bulunan 6grencilerin bu sinif diizeyindeki matematik basarilari
gecis sistemindeki degisimlere gore onemli degisimler gostermektedir. 2013 ile 2014 yillari arasinda
gerceklesen TEOG gegisinde dokuzuncu sinif 6grencilerinin puan ortalamalari yaklasik 4,55 puan (%10)
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diisis gostermistir. Benzer bir sekilde, 2017 ile 2018 yillari arasindaki LGS'ye geciste de matematik
basarisi ortalamasi 4,04 puan (%8,88) dismustiir. Buna karsin, 2011 ile 2012 yillari arasinda SBS’nin
kendi icindeki revizyonunda gorilen degisimin son derece sinirh oldugu (0,34 puan, %1’in altinda)
gorulmektedir. 9. sinif ortalamalarinda goérilen diger bir 6nemli durum da her Ug gegis sisteminde de
yillar icinde matematik basarisinin genel olarak artma egiliminde olmasidir. Dolayisiyla, gegis
sistemindeki degisiklikten kaynakli olusan etkinin 6grenci notlarinda bir disiise sebep oldugu ancak
zaman iginde ortalamanin tekrar artisa gectigi ifade edilebilir.

Dokuzuncu sinif 6grencilerinin sekizinci sinif matematik basarilari incelendiginde ise sinav
sistemlerinin ikincil etkilerine dair bulgular elde edilmektedir. Sekil 2’de gorildigu gibi, 6grencilerin
sekizinci sinif ortalamalarini li¢ grupta toplamak mimkindir. 2010 ile 2013 yillari arahigindaki degisimi
ifade eden ilk grupta, matematik ortalamalarinin birbirine oldukga yakin oldugu, 2013 yilinda kismen
arttigl gortlmektedir. 2014 ile 2017 arasindaki ikinci grupta ise matematik basarisi slrekli ve daha
yliksek oranlarda artis gostermektedir. 2018 ve 2019 vyillarindan olusan Uglincli grupta ise basari
ortalamasi 6nce diismekte ardindan artis gostermektedir.

Sekizinci sinif matematik puanlarinin degisim egilimine gére olusturulan bu lg grubun gegis sistemleri
ile iliskisi dikkate alindiginda iki sonug 6ne ¢ikmaktadir. Bu sonuglardan ilki, puanlarin biiylik oranda artis
gosterdigi ikinci grubun TEOG’un uygulandig yillarda gerceklesmesidir. Bu baglamda TEOG, SBS ve
LGS’den farkli olarak puanlarin daha buyiik oranlarda ve sirekli artis gosterdigi tek gecis sistemi
olmustur. Gegis sistemlerinde en disiik ve en blyik ortalamalar arasindaki yiizde farki incelendiginde,
SBS’de farkin %2,91, TEOG'da %13,84 ve LGS’de %4,21 oldugu gorilmektedir. Dolayisiyla TEOG, sistem
icindeki ortalama puan artisinin en yiiksek oldugu gecis sistemi olmustur. TEOG ile yapilan yerlestirme
siirecinde okul puaninin etkili olmasi, bu biiyiik artisin temel sebeplerinden birisi olabilir. One ¢ikan ikinci
sonug, her (g gegis sisteminde de gegcisin yasandigi yillardan sonra puanlarin artma egiliminde olmasidir.

Arastirmanin ilk kisminda elde edilen bulgular, sistem gegislerinin ardindan yasanan puan degisimi
oruntdlerinin her iki sinif diizeyinde de genel bir benzerlik gosterdigine isaret etmektedir. Sekil 2'de
gorildigi gibi, 9. sinif 6grencilerinin ortalamalari ile bu 6grencilerin 8. siniftaki ortalamalari gegis
sistemlerinden sonra benzer bir yonelim gostermektedir. Bununla birlikte, 9. sinif basarisinda gorilen
degisimler gecis sistemlerindeki degisimlerin olusturdugu soklari daha agik gdstermektedir.

Arastirmanin ikinci asamasinda, gegis sistemlerinin etkisi incelenirken hem harici degiskenlerin etkisi
kontrol edilmis hem de degisimin ardisik yillara goére nasil degistigine odaklaniimistir. Bu amag
dogrultusunda gergeklestirilen regresyon katsayilari Tablo 3’te verilmis, beta katsayilarinin degisimi Sekil
3’te gosterilmistir.
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Sekil 3. Ogrencilerin 9. Sinif Matematik Notlarinin Yillar icerisindeki Degisimi
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Tablo 3.
Ardisik Yillara Gore Yapilan Regresyon Analizi Sonuglar.*, **

2011- 2012- 2013- 2014- 2015- 2016- 2017- 2018- 2019-
2010 2011 2012 2013 2014 2015 2016 2017 2018

Sabit 25,29 25,10 26,93 30,67 22,68 21,48 18,63 9,17 -5,16
Beta 0,60* 0,46* 4,50* -5,55* 0,74* -0,17 -0,16 -2,37* -1,71*
8. Sinif Puani** 0,56* 0,56* 0,51* 0,50* 0,52* 0,52* 0,53* 0,59* 0,58*
Cinsiyet** 2,94* 3,15* 2,57* 2,00* 2,02* 2,05* 2,25* 1,79* 1,86*
Yas** -1,24* -1,19* -1,09* -0,94* -0,88* -0,77* -0,60* -0,21* 0,54*
Veli Egitimi** 0,21* 0,24* 0,20* 0,15* 0,22* 0,23* 0,19* 0,25* 0,48*

*p<0,01, **Kontrol dediskenleri

Sekil 3 ve Tablo 3’te goruldugi gibi, 6grencilerin kisisel ve ailevi degiskenleri kontrol edildiginde de
sistem degisikliklerinin oldugu yillarda 6grencilerin matematik basarilarinin anlamli 6lglide dustigi
goriilmektedir. Ozellikle 2013-2014 6gretim yilinda TEOG ile birlikte tim 6grencilerin okullara TEOG
puanina gore yerlestirilmesi sonucunda 9. sinif 6grenci basarisinda keskin bir diistis yasanmistir (6=-5,55,
p<0,01). 2018-2019 yilinda ise LGS sistemine gecilmesi sonucunda 6grenci basarisinda tekrar bir disus
yasanmistir. Ancak, LGS’ye gegciste yasanan dislisiin siddeti TEOG’a gore daha disilik diizeyde kalmistir
(6=-2,37, p<0,01). Temel olarak sinav sistemindeki esasli degisikliklerin (TEOG ve LGS) yapildigi yillarda
ortalama Ogrenci basarisinda dislsler yasanmis, sistem degisikligi yapilmayan 2014, 2015, 2016
yillarinda ise istatistiksel olarak anlamli olmayan ya da kigik degisimler yasanmistir.

Diger taraftan, 2011 yilindan 2012 yilina gegildiginde SBS revizyonunun yapilmasinin, 6grencilerin 9.
sinif matematik basarisinda olumsuz bir yansimasi olmadigi, hatta ortalamanin anlaml olglide arttig
gorilmektedir (6=0,46, p<0,01). Dahasi, sinav sistemlerinde herhangi bir degisikligin olmadig 2013
yilinda 9. sinif 6grenci basarisinin 2012 yilina goére 6nemli dl¢lide yikseldigi gorilmektedir.

Bulgular bir biitlin olarak degerlendirildiginde, harici degiskenlerin kontrol edilmedigi ve edildigi her
iki durumda da gegis sistemlerindeki degisikliklerin matematik basarisi tGizerinde olumsuz etkileri oldugu
gorilmektedir. Arastirmanin ilk kisminda goruldigu Gzere, sistem degisikliklerinin 9. sinif basarisina ek
olarak 8. sinif puanlari tzerinde de ikincil etkileri olabilmektedir. Sistem midahalesinin yapilmadigi ya da
sistem icinde degisimlerin sinirh kaldigi yillarda 9. sinif 6grenci basarisinin artma egiliminde oldugu
gorilmektedir.

Tartisma ve Sonug¢

Kademeler arasi gecis sistemleri, Tilrkiye’de ortadgretim ve vyiksekogretime gecis slirecinde
o6grencilerin secimi icin kullanilan sireclerdir. Tiirkiye’de ortadgretime geciste kullanilan sistemler
ozellikle 2000’li yillardan sonra o6nemli yapisal degisimler gostermistir. Bu yapisal degisimlerin
olusturdugu sonuglarin degerlendiriimesi énemli olmakla beraber bu konudaki ampirik g¢alismalarin
oldukga sinirh oldugu gorilmektedir (Kiglker, 2017; Suna vd., 2020a; TED, 2010). Gegis sistemlerini
konu edinen galismalar siklikla bu sistemler kapsamindaki merkezi sinavda gosterilen performansla iliskili
degiskenleri belirlemeyi amaclamaktadir (Akay, 2017; Anasiz, Ekinci ve Anasiz, 2018; Aslan, 2017;
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Karaaga¢ Cingdz ve Gur, 2020). Bu c¢alismalarda merkezi sinav performansinin 6grencilerin
sosyoekonomik diizeyi, okuldoncesi egitime katihmi, okuma aliskanliklari ve okul imkanlari gibi gesitli
ozelliklerle iliskili oldugu gosterilmistir. Diger bazi galismalar ise 6grenciler, 6gretmenler ve okul
yoneticilerinin kademeler arasi gegis sistemlerine dair goriislerine odaklanmaktadir (Bas ve Kivilcim,
2019; Karakaya, Bulut ve Yilmaz, 2020; Ozkan, Karatas, 2016; Sahin vd., 2012). Sinav sisteminin
ogrencilerin davranislari ve tutumlari izerinde belirleyici oldugu, dolayisiyla sinav sistemleri arasindaki
degisimlerin bu davranis ve tutumlar tUzerinde de farkhliklar olusturabilecegi gériilmektedir. Dolayisiyla
sinav sistemlerindeki degisimler yapisal 6zellikleri ve 6grenci yasantilarina yonelik etkileri ile 6grencilerin
basarisi izerinde etkili olma potansiyeline sahiptir.

Bu calismada, liselere gegis sistemlerinde yapilan degisikliklerin 6grenci basarisi lizerine etkileri,
ogrencilerin okul ayristirmasindan sonra yerlestikleri liselerin ilk yilindaki matematik basarilari Gizerinden
arastirilmistir. Elde edilen bulgular genel olarak degerlendirildiginde, ortatgretime gecis sisteminde
kapsamli degisiklikler yapildig1 yillarin hemen sonrasinda 6grencilerin dokuzuncu sinif matematik
basarilarinda keskin dususler gerceklestigi gorilmektedir. S6z konusu dislsler hem dogrudan
karsilastirmada hem de matematik basarisi ile iliskili olan yas, cinsiyet ve dnceki akademik basari kontrol
edildiginde tutarli olarak elde edilmektedir. Kademeler arasi gegcis sistemlerinde yapilan degisimlerin
hemen sonrasinda 6grencilerin matematik basarisinda tutarh bir sekilde duslis goérilmesi sistem
degisikliklerinin basari ile iliski olduguna isaret etmektedir. Ger¢cekten de 2013-2014 oOgretim yilinda
getirilen TEOG ve 2017-2018 6gretim yilinda getirilen LGS sonrasinda dislsler yasanmistir. Ancak, LGS
sonrasinda 6grenci basarisinda yasanan dislis TEOG’a gore daha distk dizeydedir. Diger taraftan,
kapsamli degisiklikler yapilmadigi yillarda ve sistem degisimi yapilmadan sistemin yapisinda kiglik
degisiklikler yapildigi yillarda 6grenci basarisinda olumlu bir degisimin yasandigi gorilmektedir.
Arastirmada elde edilen bulgular, liselere gecis sisteminde kokli degisiklikler yerine daha kiiglik 6lgekli
miidahalelerin daha iyi olabilecegini ortaya koymaktadir.

Diger taraftan, yapilan c¢alismanin odagini liselere gecis sistemlerinin 6grenci basarilari Uzerine
etkilerini belirleme olusturmasina ragmen 2012-2013 6gretim yilinda getirilen ve 4+4+4 olarak bilinen
yasa sonrasinda zorunlu egitimin stiresinin 8 yildan 12 yila ¢ikarilmasinin etkisini de gézlemleme imkani
vermistir. Calismada elde edilen bulgular, bu donlisimiin 6grenci basarisinda bir dislise yol agmadigini
gostermektedir. Bir baska ifadeyle, sinav sistemlerindeki degisikliklerin etkisinin 4+4+4 gibi diger
sistemsel degisikliklerden ¢ok daha fazla oldugu gorilmektedir.

Sinav sistemlerindeki degisikliklerin 6grenci basarisinda olusturdugu degisim, bu sistemlerin egitim
lizerindeki etkisini gostermesi agisindan o6nemlidir. Calisma bulgulari, yapisindan ve getirdigi
dizenlemelerden bagimsiz olarak kademeler arasi gecis sistemindeki biliylk degisimlerin 6grenci
basarisinda 6nemli bir degisimi beraberinde getirdigini ve bu degisimin olumsuz ydnde oldugunu
gostermektedir. Daha oOnce c¢esitli ¢alismalarda gosterildigi Uzere, sinav sistemlerinde yapilan
diizenlemeler 6grencileri, velileri ve yoneticileri olumsuz etkilemektedir (Demirbilek ve Levent, 2019;
Ding vd., 2014; Zayimoglu Oztiirk, 2014). Bu galismada ise ilk defa ampirik olarak, sistemdeki biiyiik
degisikliklerin 6grenci basarisini olumsuz etkiledigi gésterilmistir. Calisma bulgulari, ortadgretime gegis
sisteminde yapilan kapsamli degisimlerin 6grenci basarisi Gzerindeki somut sonuglarini net bir sekilde
gostermektedir. Ozetle, kademeler arasi gegis sistemlerinde yapilan tiim diizenlemelerin hemen
ardindan oOgrencilerin okul basarisinda bir disls gerceklesmekte, yeni bir dizenleme yapilmadigl
takdirde basari tekrar artma egilimine girmektedir. Bu bulgu, sistemin gecis sistemindeki kokli degisiklik
karsisinda hemen tepki verdigini ardindan bu olumsuz etkinin zamanla telafi edilebildigini ve her yeni
diizenlemeden sonra benzer dalgalanmanin yasandigini gdstermektedir.

Bircok llkede bir yandan egitim sisteminin biitlini dizeyinde reform ¢alismalari gittikge daha gorinir
olsa da (Fullan, 2009), sistem diizeyinde ve kapsamli reform girisimlerinden uzaklasan ve sistemin farkli
tabakalarinda kaliteyi artiracak kapasite gelistirme calismalarina (Wurzburg, 2010) odaklanmak daha
makul goriinmektedir. Bir baska deyisle, egitim sisteminde kapsamli reformlar yerine kigik
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degisikliklerin daha olumlu sonuglar verebildigi savunulmaktadir (Corrales, 1999). Bu galisma sonuglari
da ortadgretime gegis sistemi baglaminda bu bulguyu desteklemektedir. Bu kapsamda, halen uygulanan
sistemin esastan reform edilmesi yerine, kiiciik midahalelerle iyilestirilmesi dnerilmektedirler. Ayrica,
ozellikle LGS kapsaminda sinavla 6grenci alan kapasitenin %10'un da altina dustrilmesi ve
sosyoekonomik arka plan olarak o6grencilerin lise tlrlerinde heterojen olarak kimelenmelerini
saglayacak gerekli iyilestirmelerin yapilmasinin kritik Gneme sahip oldugu vurgulanmaktadir.
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