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RECONCEPTUALIZING TPACK IN THE AGE OF
Al: FROM TECHNOLOGY INTEGRATION TO Al-
INFORMED TEACHING KNOWLEDGE

Selim Yavuz', Deniz Kaya?

INTRODUCTION

Artificial Intelligence (Al) has become increasingly visible and influential in
the field of education in recent years, particularly with the widespread adoption
of generative Al tools. Although Al technologies have long been utilized across
various fields, their sudden and rapid adoption within the educational context
over the past two years has significantly intensified debates regarding their role
in teaching and learning processes (Mishra et al., 2023). One of the primary
reasons behind this rapid proliferation is that Al-based tools facilitate access
to information and integrate diverse sources of knowledge within a single
platform. These systems, which can simultaneously provide search engines,
academic articles, online resources, and data analyses, are extensively used not
only for solving questions or completing assignments but also for brainstorming,
generating new ideas, and synthesizing complex information. Another reason
for the growing interest in Al in education is its easier accessibility and the
belief that it offers valuable benefits. The active use of numerous Al tools
whether paid or free by teachers, students, and researchers has led to the
perception of these technologies not merely as assistive tools, but as structures
that offer new professional and academic opportunities. While this situation has
elevated expectations regarding the role of Al in education, it has also raised
various pedagogical and ethical concerns. The debates surrounding the use of
Al in education primarily focus on ethical principles, control mechanisms, data
security, and the potential effects of Al on the cognitive processes of teachers
and students (Al-Abdullatif, 2024; Celik, 2022). In particular, concerns that
rapid and easy access to information may negatively affect students’ conceptual
understanding constitute a core basis for criticisms directed at AI. However, it
can be argued that these concerns are largely related not to Al itself, but to the
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continued preservation of traditional structures in learning outcomes, curricula,
and assessment paradigms. The expected learning outcomes for students often
emphasize the final product rather than the process itself; this emphasis hinders
the pedagogically effective use of Al

These debates bear significant similarities to past experiences regarding
the integration of technology in education. Calculators, graphing devices,
digital math tools, and online learning environments were initially met with
similar concerns; critics argued that these technologies would weaken students’
fundamental skills and lead to superficial learning. Nevertheless, the deliberate
use of these technologies for pedagogical purposes has enriched instructional
processes and contributed to a deeper understanding of abstract concepts. The
pandemic, however, moved the discussion beyond questioning the role of
technology in education and clearly demonstrated its indispensability for the
continuation of instructional activities. In this context, the core issue concerning
Alis notits mere existence, but how teachers position and utilize this technology
for pedagogical purposes. In an environment where the individual use of Al by
students has become increasingly uncontrollable, it is crucial for teachers to
recognize the opportunities and limitations of Al and to design its use in ways
that support learning. This situation necessitates a new perspective on teachers’
professional knowledge.

This chapter examines the aforementioned transformation through the
framework of Technological Pedagogical Content Knowledge (TPACK) and
discusses how Al is reshaping teacher knowledge. Building upon the limitations
of the classical TPACK model, approaches such as AI-TPACK and Intelligent-
TPACK, developed to understand teachers’ knowledge and competencies in
the context of Al, are introduced, and their potential roles in teacher education,
professional development, and pedagogical decision-making processes are
explored.

TPACK: A FOUNDATIONAL FRAMEWORK

TPACK is an approach that conceptualizes the types of knowledge teachers
need to possess for effective instruction within a holistic framework. The
theoretical underpinnings of the TPACK framework are grounded in Shulman’s
(1986, 1987) concept of Pedagogical Content Knowledge (PCK), which extends
beyond the separation of teacher knowledge into merely content knowledge (CK)
and general pedagogical knowledge (PK). Shulman emphasized that effective
teaching requires a special type of knowledge that integrates a teacher’s subject
matter expertise with the ability to teach that knowledge to students. This
approach represents a significant paradigm shift by focusing not only on what
teachers teach, but also on how they teach it. However, the rapid transformation
of educational environments through technological advancements has revealed
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that limiting teacher knowledge to these two dimensions is insufficient. With the
integration of information and communication technologies into classrooms,
it has become essential for teachers to possess not only CK and pedagogical
approaches but also knowledge of how to use technology for pedagogical
purposes. In this context, Mishra and Koehler (2006) extended Shulman’s
PCK framework and developed the TPACK model. TPACK conceptualizes
teacher knowledge through three core components: CK, PK, and Technological
Knowledge (TK). While each of these components is important in its own right,
the fundamental assumption of the TPACK framework is that effective teaching
is made possible through the interaction and integration of these knowledge
domains (Koehler & Mishra, 2009).

CK refers to the teacher’s deep and accurate understanding of the subject
matter being taught. Without content knowledge, the effective functioning of
the other components of the instructional process becomes impossible. If a
teacher lacks sufficient subject knowledge, even the most advanced pedagogical
methods or technological tools may fail to strengthen the instructional process.
Therefore, CK can be considered an indispensable component forming the
foundation of teacher knowledge. PK encompasses the teacher’s understanding
of teaching and learning processes, student characteristics, instructional
strategies, and classroom management. PK enables teachers to structure CK
in ways that are appropriate to students’ levels and to support their active
participation. When CK is not integrated with PK, the instructional process
often becomes transmissive and superficial (Shulman, 1987). TK refers to the
teacher’s ability to recognize and functionally use technological tools employed
in education. However, within the TPACK framework, TK is not limited to
operating tools or possessing technical proficiency. TK also involves the ability
to select appropriate tools for pedagogical purposes and to evaluate both the
affordances and limitations these tools present (Angeli & Valanides, 2009).
When a teacher’s TK is insufficient, the use of technology may result in wasted
time and pedagogical disruptions rather than supporting the instructional
process.

In the TPACK framework, these three core components are not treated as
independent; rather, they are considered interrelated and mutually influential
domains of knowledge. Without content knowledge, pedagogical and TK may
lose their significance; without PK, conveying content to students becomes
challenging; and without technological knowledge, benefiting from the
opportunities offered by modern learning environments remains limited. In this
respect, TPACK views teacher knowledge not as a static structure, but as a
dynamic one that continuously evolves alongside technological advancements
(Mishra & Koehler, 2006). One of the key reasons why TPACK has been
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widely accepted in teacher education and educational research is its capacity
to reveal the extent to which teachers are prepared for technology integration
and the areas in which they need support. In today’s context, where technology
is rapidly evolving and classroom environments are becoming increasingly
complex, TPACK offers a powerful analytical framework to understand and
support teachers’ professional development levels. In this regard, TPACK offers
a comprehensive model for understanding how teachers integrate technology
with both their pedagogical reasoning and CK.

TPACK in Teacher Education and Educational Research

The TPACK framework has emerged as a widely adopted approach in
teacher education programs and educational research. One of the main reasons
for this widespread adoption is TPACK’s ability to address the professional
development of pre-service teachers through a holistic perspective. In the
context of teacher education, TPACK enables the evaluation of pre-service
teachers’ content knowledge, PK, and TK not as isolated competencies, but
as interactive and integrated domains within instructional settings (Koehler &
Mishra, 2009; Mishra & Koehler, 2006). In this regard, TPACK allows pre-
service teachers to understand and enhance their processes of pedagogical
integration with technology in a more systematic manner.

One of the most significant contributions of TPACK in the preparation
of pre-service teachers is its capacity to reveal teachers’ readiness levels for
technology integration. In today’s rapidly evolving technological landscape
and ever-changing classroom environments, identifying the areas in which pre-
service teachers are strong and those where they require support has become
a critical necessity. TPACK responds to this need by offering a conceptual
framework for structuring the professional development processes of pre-
service teachers (Niess, 2011). In this context, TPACK is regarded as a tool
that supports the transition from traditional instructional approaches to more
advanced, technology-integrated teaching practices.

In educational research, TPACK is frequently employed through both
quantitative and qualitative methods. The literature includes various scales and
rubrics developed to determine the TPACK levels of teachers and pre-service
teachers. These assessment tools allow researchers to examine how teachers
position technology for instructional purposes and how they incorporate it
into their pedagogical decision-making (Angeli & Valanides, 2009). However,
TPACK research is not limited to surveys and scales; it is also supported
by qualitative data sources such as lesson plans, teaching practices, teacher
portfolios, and interviews (Koehler et al., 2013).

Rubric-based analyses, in particular, provide an effective means for
examining pre-service teachers’ thoughts and practices regarding technology
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integration in greater depth. Such rubrics address various dimensions of pre-
service teachers’ general approaches to technology use, their perspectives on
student learning, their relationships with curriculum, and the instructional
strategies they employ. For instance, the TPACK rubric developed by Tournaki
and Lyublinskaya (2014) outlines the levels of pre-service teachers’ technology
integration in a progressive manner, offering a developmental perspective. This
approach enables the tracking of pre-service teachers’ progress in technology
use and the identification of pedagogically meaningful changes. The potential
of TPACK to support teachers’ professional development is not limited to pre-
service teachers alone. In the context of in-service teacher training, TPACK
also assists teachers in reflecting on their practices and identifying their
professional needs. Recognizing their strengths and weaknesses regarding
technology integration enables teachers to facilitate the design of targeted
professional development activities (Niess et al., 2009). In this respect, TPACK
can be considered a reflective tool that supports teachers’ professional growth.

Within the context of mathematics education, TPACK plays a particularly
important role in understanding how pre-service and in-service teachers use
digital tools for pedagogical and conceptual purposes. The integration of
technologies such as dynamic mathematics software, graphing tools, and online
applications into instructional processes is not solely a matter of technical
proficiency but is also related to how these tools support the understanding
of mathematical concepts. The TPACK framework enables the evaluation
of whether pre-service teachers are using technology in ways that align with
mathematical content and pedagogical goals. In this way, it becomes clearer
whether pre-service teachers’ use of technology is superficial or pedagogically
meaningful (Niess, 2011).

Overall, the widespread use of TPACK in teacher education and educational
research is rooted in its ability to address teachers’ knowledge and skills
regarding technology integration in a multidimensional manner. TPACK offers
a robust analytical framework not only to determine whether teachers are using
technology, but also to understand for what pedagogical purposes, in which
content contexts, and how they are utilizing it. With these characteristics,
TPACK continues to serve as a significant reference point in the field of teacher
education, both in research and in practice.

Limitations of Traditional TPACK in Emerging Technological Contexts

The TPACK framework has provided a strong theoretical foundation for
understanding and supporting technology integration in education for many
years. However, the radical transformation of the technological context
particularly with the emergence of Al-based systems has made certain limitations
of the traditional TPACK approach more visible. One of the primary limitations
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is that TK has largely been conceptualized at the level of tool knowledge in
many studies. The classification of technologies used in education and their
pedagogical applications have long been debated; for example, Dick and
Hollebrands (2011) distinguished technological tools as conveyance tools and
mathematical action tools, demonstrating that technology can function not
merely as a medium of transmission but as a means of structuring mathematical
thinking. While this approach represents an important step toward attributing
pedagogical meaning to technology, it remains limited in explaining more
complex and autonomous systems such as Al

Unlike earlier digital tools, Al-based technologies are not merely passive
instruments directed solely by teachers or students. Rather, these systems are
capable of learning, generating suggestions, producing content, and actively
participating in decision-making processes (Mishra et al., 2023). These
characteristics fundamentally transform the role of technology in instructional
processes and challenge the core assumptions of TPACK regarding technology.
Whereas technology is positioned as a supportive element in the instructional
process within the traditional TPACK framework, Al can, in some cases,
assume roles such as teacher, learner, or learning partner. This situation requires
teachers to reconsider the role of technology in their pedagogical decision-
making processes. These new affordances offered by Al clearly demonstrate
that teacher knowledge cannot be limited solely to knowing how to use
technology. In the context of Al, TK also encompasses understanding how
these systems operate, what data they are trained on, what types of outputs they
can generate, and what limitations they possess (Celik, 2022). In the absence of
such awareness, Al may become a difficult to control element in instructional
processes rather than a pedagogical advantage. In this context, the conscious
use of Al by teachers emerges as a critical necessity for both their professional
development and students’ learning processes.

Another significant limitation of the traditional TPACK framework is its
failure to explicitly address issues such as ethics, responsibility, control, and
teacher agency. While teachers largely functioned as the drivers and controllers
of technology in earlier technological tools, in Al-based systems they are
often reduced to the role of users. The accuracy, sources, and pedagogical
appropriateness of information generated by Al are not always transparent,
giving rise to new ethical questions for teachers (Al-Abdullatif, 2024; Ning et
al., 2024). In this regard, the traditional TPACK approach fails to sufficiently
encompass the ethical dilemmas and areas of responsibility that teachers
may encounter when using Al. These limitations do not imply that teachers
should completely avoid the use of Al. On the contrary, in a reality where
Al is increasingly prevalent in educational settings and its individual use has
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become uncontrollable, it becomes even more important for teachers to learn
how to guide this technology for pedagogical purposes. The affordances offered
by Al in areas such as lesson planning, instructional material development,
summarization, generating multiple representations, and diversifying learning
processes can provide significant advantages when used pedagogically and
consciously (Mishra et al., 2023). The central issue here is not that Al becomes
an element that “thinks” on behalf of students, but that it is positioned as a tool
that deepens learning under teacher guidance.

In this context, while the traditional TPACK model has long supported
effective technology integration, the evolving role of Al in education requires
it to be rethought and adapted to contemporary pedagogical needs. This
reconsideration does not entail abandoning TPACK altogether; rather, it requires
expanding the existing framework to encompass the distinctive characteristics
of Al. Conceptualizations such as Intelligent-TPACK and AI-TPACK that have
emerged in the literature in recent years can be considered reflections of this
need (Celik, 2022; Ning et al., 2024). These approaches aim not only to deepen
teachers’ TK of Al, but also to adapt the TPACK framework to contemporary
demands by foregrounding pedagogical decision-making processes, ethical
awareness, and teacher agency.

AI IN EDUCATION AS ANEW PEDAGOGICAL CONTEXT

The role of Al in the educational context is not confined to functioning as a
singular tool, unlike traditional digital technologies. Contemporary Al systems
are positioned as dynamic actors capable of assuming multiple roles within
educational environments. In this regard, Al can adopt various roles such as
teacher, teaching assistant, student, content generator, feedback provider, private
tutor, or problem solver. This multi-role structure transforms the use of Al in
education from a purely technical issue into a pedagogical design concern. The
ability of Al to assume these roles largely depends on the guidance provided
by the user and the contextual parameters. In other words, Al functions not as a
passively “used” tool, but as a pedagogical actor constructed by the teacher or
student. There are significant differences in the outputs provided by Al between
general, ambiguous prompts and specific, pedagogically targeted instructions.
This indicates that, for Al to be used effectively in education, teachers must
not only have access to technology but also possess pedagogical awareness
regarding how to guide its use (Mishra et al., 2023).

Students and teachers often use Al for different purposes. From the students’
perspective, Al is frequently used for completing assignments, conducting
research, or accessing information quickly. While this mode of use may support
the learning process, it can also lead to the risk of superficial learning when
lacking pedagogical guidance. Teachers, on the other hand, may use Al for
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purposes such as lesson planning, rubric development, creating instructional
materials, supporting assessment processes, and diversifying instructional
design. For both groups, the primary function of Al is to assume a supportive
role in teaching and learning processes. However, the pedagogical quality
of this supportive role varies significantly depending on its mode of use and
contextual factors. One of the most critical distinctions between generative Al
systems and earlier digital tools is that these systems have evolved from being
passively directed tools into entities that can actively offer suggestions during
instructional processes. While teachers largely controlled the use of technology
in traditional digital tools, in Al-based systems, they make decisions through
interaction with the suggestions provided by Al. Rather than eliminating the
teacher’s role in instructional design, this situation transforms and redefines it
(Celik, 2022).

Positioning Al as a “learning partner” in the learning process also brings
discussions about the teacher’s role to the forefront. Debates on the workforce
transformation caused by Al in various sectors have triggered similar concerns
in the field of education. However, in the educational context, it is more
plausible and pedagogically meaningful for Al to function as an assistant that
supports the teacher’s pedagogical capacity rather than replacing the teacher.
Teachers can effectively use Al to understand students’ thinking processes,
present multiple perspectives, and enrich learning experiences. In this sense,
Al has the potential not to undermine but to enhance the teacher’s pedagogical
agency when used appropriately (Ning et al., 2024).

Nevertheless, there are several pedagogical mistakes that teachers frequently
encounter when using Al. The first of these is the tendency to completely exclude
or prohibit Al. Ignoring a technology that students are already using does not
constitute a pedagogically productive approach. The second common mistake
is maintaining traditional assessment and task structures without rethinking
instructional goals and learning outcomes in light of AI’s affordances. In such
cases, Al may cease to be a tool that deepens learning and instead become
a shortcut that leads to superficial learning. Therefore, the use of Al in the
classroom should be viewed as a pedagogical decision-making process that
must align with instructional design, content selection, and learning objectives.

Pedagogical Opportunities and Risks of Al

The pedagogical opportunities offered by Al in education share certain
advantages with earlier digital technologies; however, they possess a more
advanced potential in terms of scope and speed. Time efficiency, representational
diversity, and rapid feedback are among the foremost of these opportunities.
By enabling the simultaneous use of multiple tools and access to extensive
knowledge networks, Al allows for the generation of multiple representations
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and the presentation of learning content in diverse forms within the instructional
process. In particular, the acceleration and diversification of feedback can
contribute to teachers’ ability to adjust instruction in real time and to students’
faster development of awareness regarding their learning processes (Mishra et
al., 2023). Nevertheless, the transformation of these opportunities into genuine
learning gains depends on specific pedagogical conditions. Alignment between
teachers’ and students’ purposes for using Al constitutes one of the primary
conditions. Positioning Al not as a tool that “does assignments,” but as an
assistant that deepens learning requires task design, scaffolding, and teacher
guidance to be structured in ways that serve this purpose. Likewise, students’
perception of Al not merely as a shortcut to outcomes but as a learning partner
that supports the development of diverse perspectives is critical for pedagogical
value to emerge.

Alongside the opportunities offered by AI, there are also significant
pedagogical risks. One of the foremost risks is an excessive reduction in
cognitive load. When lengthy and complex texts or challenging problems are
resolved quickly by Al, students’ active engagement in the learning process
may decrease and their learning motivation may weaken. Over time, this
may lead students to become dependent on Al and to transfer much of their
responsibility for learning to these systems. Pedagogically, this situation entails
the risk of superficial learning and the delegation of thinking processes (Celik,
2022). Another significant risk lies in the misinterpretation of Al’s generative
capacity. Al systems generate outputs that are largely based on existing data and
knowledge patterns. This indicates that human guidance remains indispensable
in processes of generating new ideas and original thinking. Positioning Al as
a “central actor” in the instructional process may overshadow the authentic
roles of teachers and students. Perceiving Al as a structure that replaces the
teacher or the student represents one of the most pedagogically risky scenarios.
Therefore, Al should be approached not as a substitute for genuine teacher and
student roles, but as an assistant that supports them.

The fact that the same Al tool can generate both pedagogical opportunities
and risks highlights the determining role of its intended use. How Al is used,
for which purposes, in which tasks, and within what boundaries directly
affects the nature of the resulting pedagogical outcomes. When used to support
learning, foster diverse perspectives, and enrich thinking processes, Al presents
a pedagogical opportunity; however, usage focused solely on producing quick
and effortless outcomes turns into a pedagogical risk. In this context, the primary
factor that differentiates outcomes is not Al itself, but the purpose attributed
to it within the instructional process (Ning et al., 2024). Integrating Al into
instructional processes without changing learning outcomes and assessment
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approaches may further intensify these risks. In particular, allowing the use
of Al while preserving traditional assignment and assessment structures may
cause teachers to devote more time to Al detection and prohibition efforts. This
situation leads to a departure from the core purpose of instruction and fails
to offer students a meaningful learning experience. By contrast, rethinking
learning goals and assessment strategies and focusing on process-oriented,
explanatory, and reflective tasks can allow Al to play a genuinely supportive
role in learning.

In conclusion, the tension between the pedagogical opportunities offered
by Al and the risks it entails is directly related to teacher knowledge and
pedagogical decision-making processes. Rather than avoiding Al or allowing
its unrestricted use, it is necessary to possess the knowledge and awareness
required to guide this technology toward pedagogical purposes. This situation
compels teachers to reconsider how they position Al, the boundaries within
which they use it, and how they adapt learning objectives to this new context.
In this context, the opportunity risk tension surrounding Al once again makes
visible the central role of teacher knowledge and pedagogical expertise.

FROM TPACK TO AI-TPACK

The increasingly influential role of Al in educational contexts necessitates
a reconsideration of existing frameworks regarding how teacher knowledge is
defined and structured. As discussed in previous sections, TPACK has provided
a strong theoretical foundation for many years in understanding teachers’
knowledge and decisions related to technology integration. However, the
ability of Al-based systems to act independently, generate content, and offer
suggestions has made it essential to reconsider the role of technology in the
TPACK model. In this context, models like AI-TPACK and Intelligent-TPACK
mark key steps in adapting the TPACK framework to meet the demands of Al-
driven educational environments.

Why AI-TPACK?

To understand the emergence of AI-TPACK, it is first necessary to examine
the ways in which Al has transformed teacher knowledge. While traditional
digital technologies are typically positioned as tools controlled by teachers and
used for specific pedagogical purposes, Al-based systems are becoming more
actively involved in instructional processes. Al has evolved into a structure
that not only executes teachers’ instructions, but also offers suggestions,
generates alternatives, and shapes the instructional process (Mishra et al.,
2023). This situation directly affects the nature of teachers’ technology-related
knowledge and decision-making processes. Although the classical TPACK
framework remains valuable for understanding the pedagogical integration of
technology, it is limited in explaining these new characteristics introduced by
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Al In particular, the tendency to conceptualize TK in many studies at the level
of technical proficiency or tool use is insufficient to capture the pedagogical
effects of complex systems such as Al In the context of Al, what teachers need
to know is not limited to the question of “which tool to use and how”; it also
includes understanding how these systems function, what types of outputs they
can generate, what limitations they have, and how they can be guided within
pedagogical processes (Celik, 2022). For this reason, AI-TPACK has emerged
not as an approach that replaces TPACK, but as one that extends it to encompass
the distinctive nature of Al

Conceptualizing AI-TPACK

In the literature, studies that relate Al to teacher knowledge are grouped
under different terms and models. Concepts such as Intelligent-TPACK,
AI-TPACK and I-TPACK, although they differ terminologically, share
a common aim: to explain how teachers conceptualize and use Al-based
technologies within pedagogical and content contexts. While these approaches
retain the core components of TPACK, they place the distinctive characteristics
of Al in educational contexts at the center (Ning et al., 2024). The primary
reason for preferring the term AI-TPACK in this chapter is that the concept
comprehensively addresses not only the technological dimension of Al but also
its pedagogical and ethical dimensions. AI-TPACK requires teachers to view
Al not merely as a technology, but as an actor that plays an active role in the
instructional process. This perspective entails the reconfiguration of teachers’
pedagogical decisions, classroom interactions, and learning objectives. Within
the AI-TPACK framework, teacher knowledge is conceptualized not as a static
set of competencies, but as a context-sensitive and continuously evolving
structure. The purposes for which teachers use Al the roles they assign to it, and
how they manage those roles directly influence the quality of the instructional
process. In this respect, AI-TPACK offers an analytical lens for understanding
the pedagogical relationship teachers establish with Al

What Does AI-TPACK Add to TPACK?

One of the most fundamental contributions that AI-TPACK adds to TPACK
is the expansion of the scope of technological knowledge. In the context of
AI-TPACK, TK goes beyond knowing the technical features of Al to include
the ability to evaluate the pedagogical potential and limitations of these systems.
This situation requires teachers to develop a more informed and critical stance
toward Al. Moreover, AI-TPACK brings the concepts of ethical awareness and
teacher agency to the center of teacher knowledge. The accuracy, objectivity,
and pedagogical relevance of information generated by Al-based systems
cannot always be assured. Therefore, it is of great importance for teachers to be
aware of their ethical responsibilities regarding the use of Al and to be able to
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regulate these systems in line with pedagogical purposes (Al-Abdullatif, 2024).
AI-TPACK emphasizes that teachers should not be passive users in the face
of Al but active agents of pedagogical decision-making. Another important
contribution is the reconsideration of teachers’ pedagogical decision-making
processes within the context of Al. The suggestions, alternatives, and content
provided by Al can constitute a powerful support mechanism for teachers.
However, unless this support is guided by teachers’ pedagogical expertise and
goals, it carries the risk of superficializing the learning process. AI-TPACK
provides a reflective framework regarding the contexts, boundaries, and
pedagogical goals within which teachers should use Al (Mishra et al., 2023).

Finally, AI-TPACK addresses teachers’ use of Al not as being limited to
classroom practices alone, but also within the contexts of instructional design,
assessment processes, and professional development. In this respect, AI-TPACK
supports teachers in viewing Al not as a pedagogical threat, but as a potential
resource that can enrich instruction when used consciously and purposefully.
In doing so, AI-TPACK provides a holistic framework that maintains the
core principles of TPACK while highlighting the new dimensions of teacher
knowledge required in the era of Al

IMPLICATIONS, FUTURE DIRECTIONS, AND CONCLUDING
REFLECTIONS

This chapter has examined the increasing role of Al in education from the
perspective of teacher knowledge, discussing how the TPACK framework
should be rethought within the context of Al. As outlined in the preceding
sections, Al is not merely a new technological tool; it presents a context
that assumes multiple roles in teaching and learning processes, influences
pedagogical decision-making, and reshapes teacher agency. This clearly
demonstrates that how teachers position Al plays a decisive role in shaping
educational outcomes. The AI-TPACK approach offers significant implications
for teacher education and professional development programs. Firstly, raising
awareness of Al among pre-service and in-service teachers has become essential
for recognizing its pedagogical potential. The effective integration of Al into
classroom practices must be addressed not solely through technical skills but
also in conjunction with pedagogical goals, ethical responsibilities, and teacher
agency. In this context, AI-TPACK can be employed as a reflective framework
to identify both strengths and areas for growth among teacher candidates within
teacher education programs.

From a professional development standpoint, AI-TPACK provides a tool
that can support teachers in evaluating their own practices and making informed
decisions regarding the use of Al. Teachers viewing Al not as something to be
banned or as an uncontrollable element, but as a support mechanism that can
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be guided for pedagogical purposes, holds the potential to enhance the quality
of instructional processes. This approach encourages teachers to become not
passive users of Al, but active agents in pedagogical design. The AI-TPACK
domain s still an emerging field of research and presents significant opportunities
for future studies. First, increasing observational studies focusing on in-class
Al usage by teachers and teacher candidates is essential for understanding how
AI-TPACK takes shape in practice. Teachers’ purposes for using Al, the roles
they assign to it, and how these uses are reflected in learning processes can be
explored in depth through qualitative and mixed-methods research. In addition,
studies addressing teachers’ beliefs, concerns, and ethical approaches regarding
Al use will contribute to a better understanding of the pedagogical and ethical
dimensions of AI-TPACK. Specifically, research examining how teachers
utilize Al in instructional design, assessment, and feedback processes can more
holistically reveal the impact of these technologies in education. Moreover,
experimental and design-based research investigating the impact of AI-TPACK-
based interventions in teacher education programs will fill an important gap in
evaluating the framework’s contribution to teacher development.

The discussions presented in this chapter do not aim to offer a single
definitive answer about the role of Al in education; rather, they focus on how
teacher knowledge should be rethought in this new context. Rather than avoiding
Al or allowing its unrestricted use, teachers must possess the knowledge and
awareness to guide its application toward pedagogical objectives. At this point,
AI-TPACK provides a meaningful framework that enables teachers to evaluate
Al use from a critical, ethical, and pedagogical perspective. In conclusion, the
role of teaching has not been eliminated in the age of Al; on the contrary, it
has become more complex and more central. As long as teachers are able to
direct the affordances of Al in ways that deepen learning, these technologies
will transform into genuine opportunities for education. AI-TPACK offers a
solid foundation for examining and enhancing teachers’ knowledge, skills, and
pedagogical decisions during this transformation. In this regard, the future of
Al in education will be shaped less by the technology itself and more by how
teachers understand and utilize it.
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TECHNOLOGICAL PEDAGOGICAL CONTENT
KNOWLEDGE FRAMEWORK: UNDERSTANDING
CONTEXTUAL KNOWLEDGE

Didem Karakaya Cirit"

INTRODUCTION

One of the central determinants of the learning process is undoubtedly the
teacher. Teacher quality is a key marker of school quality in terms of both
instructional processes and the quality of graduates (Adamba, 2025; Erdem
& Kogyigit, 2025; Wani et al., 2025). Therefore, teachers—who constitute the
backbone of educational systems—should be capable of coordinating learning
processes in which technology is meaningfully integrated. With the emergence
of digital systems, rapid transformations in education have reshaped teaching
and learning. These inevitable technological developments have intensified
the need for technology integration in learning environments (Gruszczynska,
Merchant, & Pountney, 2013). Digital technology has become widespread in
educational settings and has functioned as a catalyst for re-defining teaching—
learning experiences (Blannin, 2022). Accordingly, the role of digital technology
in education has undergone a substantial transformation (Selwyn, 2021).

Effective integration of digital technology requires a synthesis of
technological competence, pedagogical expertise, and content knowledge. This
synthesis lies at the core of the educational paradigm known as Technological
Pedagogical Content Knowledge (TPACK). Mishra and Koehler’s (2006)
TPACK framework represents a contemporary interpretation of Shulman’s
(1986) original notion of Pedagogical Content Knowledge (PCK). PCK refers
to the unique knowledge teachers need to teach a specific topic effectively. It
can be understood as the capacity to build a bridge between what teachers know
(content knowledge) and how they teach (pedagogical knowledge), enabling
them to represent content in ways that are comprehensible and engaging for
learners. PCK also encompasses curriculum materials, students’ understandings,
instructional strategies, and assessment approaches related to a particular topic.

To increase instructional effectiveness, teachers may employ tools such
as online instruction, spreadsheets, programming environments, and digital

1 Assoc. Prof.
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videos. The knowledge required for effective teaching—technology, pedagogy,
content, and the interrelationships among these domains—is conceptualized as
TPACK. TPACK is not merely the sum of content, technology, and pedagogy;
rather, it is a broader construct that also captures the complex interactions
among these knowledge domains (Koehler, Mishra, & Cain, 2013; Mishra
& Koehler, 2006). The TPACK framework clarifies the knowledge domains
teachers need in order to integrate technology successfully into teaching.
Since the early 2000s, many researchers have examined various forms of this
knowledge base (Angeli & Valanides, 2005; Koehler & Mishra, 2005; Niess,
2005; Pierson, 2001). The framework has shaped research in teacher education
and professional development and has guided extensive scholarly work. In broad
terms, teachers’ knowledge of technology use includes: (1) how technology can
be used to develop representations of specific content and how it can facilitate
or hinder learning; (2) how to align particular pedagogical practices with topics
in ways that enhance instruction; and (3) how to incorporate students’ prior
knowledge and support the construction of new learning (Koehler et al., 2013;
Mishra & Koehler, 2006).

The TPACK framework is most widely recognized through its diagram
depicting three overlapping knowledge domains—content, pedagogy, and
technology. Over time, this model has been revised and redesigned in different
ways. The original TPACK model emphasizes that both the knowledge
domains contributing to TPACK and TPACK itself are situated within a circle
of contexts. Contextual knowledge outside the model is thus positioned as an
additional knowledge domain that influences teachers’ technology integration.
In the initial conceptualization, context was described rather narrowly in
terms of student background, grade level, topic, and available technology
(Mishra & Koehler, 2006). This narrow framing complicates the identification
of contextual factors and how they shape TPACK, and it has led to diverse
interpretations (Angeli & Valanides, 2009; Kelly, 2010). Mishra (2019) later
updated the framework by explicitly adding contextual knowledge to an
encompassing outer ring. Contexts may be considered specific to individuals,
classrooms, schools, and regions (Doering et al., 2009). Researchers have also
argued that whether teachers can enact TPACK within a given context may be
more important than whether they possess TPACK in the abstract (Rosenberg
& Koehler, 2018; Swallow & Olofson, 2017).
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Technological
Knowledge (TK)

TPK TCK
PedagogicaTPACK Content
Knowledge (PK) Knowledge (CK)
PCK

Contexts

Figure 1. Technological Pedagogical Content Knowledge (TPACK) model (recreated in
English; original image source: https://tpack.org/tpack-image/).

Technological
Knowledge (TK)

TPK TCK
PedagogicaTPACK Content
Knowledge (PK) Knowledge (CK)
PCK

Contextual_ Knowledge (XK)

Figure 2. Revised version of the TPACK framework including Contextual Knowledge
(Mishra, 2019, p. 77; recreated in English).

Research on contextual knowledge has expanded, and one of the most
influential contributions is the ecological approach proposed by Porras-
Hernandez and Salinas-Amescua (2013) (see also Rosenberg & Koehler,
2015). In another study conducted with Australian instructors, Lewthwaite,



18 ‘ SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI

Knight, and Lenoy (2015) demonstrated how students’ cultural, geographical,
social, and prior experiences shaped the roles that instructors adopted, and
in turn influenced how instructors enacted TPACK. For example, contextual
constraints related to geography led instructors to record synchronous sessions
so that students with unstable internet access could engage with the content
asynchronously. Contexts related to students’ family and social responsibilities
prompted instructors to adjust assessment windows and provide flexibility
for synchronous participation. Harris and Hofer (2017) likewise showed that
contextual factors are decisive in teachers’ adoption and implementation of
TPACK.

A systematic review focusing on contextual knowledge in TPACK reported
that empirical studies predominantly involve teachers or preservice teachers
(Brianza et al., 2022). Rosenberg and Koehler (2015) also found that the
literature tends to focus on school- or classroom-level contexts rather than
student- or community-level contexts. Overall, relatively few studies explicitly
incorporate students’ perspectives when examining contextual factors in
TPACK.

Despite the rapid adaptation of teachers and students to technology during
the recent pandemic, several questions remain open. For instance, is TPACK
the pinnacle of teacher knowledge for technology integration, or is contextual
knowledge—especially from students’ perspectives—more central for effective
learning? During emergency remote teaching, which contextual knowledge
(particularly knowledge about students) was perceived as most critical in
online courses? (Gozali & Cahyono, 2022). The pandemic also highlighted
the growing importance of pedagogies of care. Mehrotra (2021), for example,
proposed strategies such as mindfulness, creativity (e.g., sharing quotations
and poems), power-sharing (making feelings and concerns visible), meaning-
making (discussing how to align course requirements with student realities),
and community care (encouraging students to care for one another). In online
settings, teachers’ efforts to get to know students and communicate with them
can be understood as part of contextual knowledge about learners.

TPACK AND CONTEXT

The TPACK framework consists of three foundational knowledge
domains—content knowledge, pedagogical knowledge, and technological
knowledge—and, through their interactions, yields four composite domains:
Technological Content Knowledge (TCK), Pedagogical Content Knowledge
(PCK), Technological Pedagogical Knowledge (TPK), and Technological
Pedagogical Content Knowledge (TPACK) (Table 1). These composite
domains represent the integration of two or three components and emphasize
the interconnectedness and mutual dependence of the knowledge domains
(Koehler et al., 2013).
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Table 1. Definitions of TPACK and its components (adapted from Li & Nugraha, 2025).

Knowledge Domain Definition
Content Knowledge Represents a deep understanding of the subject matter being taught.
(CK) It includes the curriculum, standards, and core concepts required for

effective teaching.
Pedagogical Knowledge Encompasses instructional design, classroom management,

(PK) assessment strategies, and the selection of instructional methods.
Technological Understanding of a variety of technological tools and their integration
Knowledge (TK) into learning environments. It involves proficiency in technology use

and the ability to select tools that best serve educational purposes.

Technological Represents the interaction between TK and PK—how technology
Pedagogical Knowledge can be integrated into pedagogical practices to enhance learning
(TPK) experiences.

Technological Content ~ Represents the interaction between TK and CK—knowledge and

Knowledge (TCK) use of technology specific to a content domain.

Pedagogical Content Represents the interaction between CK and PK—knowledge and
Knowledge (PCK) use of pedagogical practices specific to a content domain.
Technological Represents the integration of all seven knowledge domains; it is the
Pedagogical Content ‘heart’ of the framework and reflects the complex interplay among

Knowledge (TPACK) technological, pedagogical, and content knowledge.

Contextual Knowledge  Contextual knowledge includes a broad range of understandings—

(XK) from awareness of available technologies to knowledge of the
policies and conditions of the school, district/region, state, and
national education systems (Mishra, 2019, p. 76).

TPACK is inherently context-oriented, and many researchers using the
framework have emphasized that context is critical in shaping how TPACK
develops and is enacted in authentic classroom environments (Doering et al.,
2009; Pierson & Borthwick, 2010). Berliner (2002) argued that research in
educational settings can be seriously misleading when contextual elements
are neglected. Context matters for TPACK because it influences both TPACK
development (Angeli & Valanides, 2009) and the meanings of the knowledge
categories themselves (Doering et al., 2009; Mishra & Koehler, 2008).

Teachers’ epistemological beliefs, classroom experiences, institutional
goals, and expectations shape how they design learning processes—including
how they integrate technology—and these factors may all be treated as
dimensions of context (Angeli & Valanides, 2009). Contextual knowledge
spans a wide range of considerations, from a teacher’s awareness of available
technologies to knowledge about the policies of the school, district/region,
state, and nation. Factors such as the school in which a teacher works, the
region in which the school is located, school/classroom resources, students’
prior experiences, and parent-related variables can meaningfully differentiate
instructional processes (Karakaya Cirit, 2016). Contextual knowledge not
only shapes instruction but also influences students’ achievement, interest in
school, and attitudes toward learning (Votaw, 2008). Accordingly, contextual
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knowledge may be conceptualized through components such as the student/
family profile, classroom climate, school location and culture, and the broader
education system.

MODELS OF CONTEXTUAL KNOWLEDGE

Porras-Hernandez and Salinas-Amescua (2013) offered one of the most
comprehensive definitions by adopting an ecological approach and identifying
three levels of context: macro, meso, and micro (Figure 3). The macro
level corresponds to the sociopolitical and technological environment. For
example, rapid technological developments may trigger policy changes that
require teachers to integrate technology. The micro level represents classroom
conditions (e.g., learning resources, teacher—student interaction), whereas the
meso level represents schools and local communities (e.g., school and district
administration; political and economic conditions). At the micro level, teachers
may have insufficient access to hardware or software; at the meso level, school
administrators may not provide adequate support. Such constraints can hinder
effective technology integration and thereby influence teachers’ TPACK. It is
also important to consider how teacher and student characteristics shape TPACK
(Porras-Hernandez & Salinas-Amescua, 2013). Students’ prior knowledge,
interests, individual needs, and sociocultural backgrounds can shape teachers’
lesson designs and their approaches to integrating technology. Teachers’
technological competencies, attitudes, and beliefs may also influence TPACK.
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Figure 3. TPACK draft and contextual knowledge at different levels (Porras-Hernandez &
Salinas-Amescua, 2013, p. 232, cited in Karakaya Cirit, 2016).

Falk and Dierking (2000) also identified three foundational contributors
to learning: personal, physical, and sociocultural context (Figure 4). Personal
context foregrounds emotions and motivation and includes interests, knowledge,
ideas, feelings, and attitudes toward learning. Sociocultural context encompasses
expectations shaped by schooling and informal education, classroom-related
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expectations, and communication with peers. A “community of learners”
may shape how individuals behave in specific situations—for instance, what
a learner takes away from a zoo visit may differ depending on whether they
attend with family or friends. Physical context includes factors such as feeling
safe, the attractiveness of the learning setting, and emotions such as fear and
excitement; classroom size, seating density, room layout, and temperature may
be considered examples (Karakaya Cirit, 2016).

Physical
Context

Context

Figure 4. Falk and Dierking’s (2000) contextual model for learning
(cited in Karakaya Cirit, 2016).

Chai, Koh, and Tsai (2013) conceptualized contextual knowledge as four
interdependent yet distinguishable dimensions: intrapersonal, interpersonal,
cultural/institutional, and physical/technological. The intrapersonal dimension
includes teachers’ epistemological and pedagogical beliefs, which can shape
instructional decisions. In lesson design, teachers may need to assume
“design literacy,” expressed through epistemic competence, flexibility, and
creativity (Kereluik, Mishra, & Koehler, 2011); however, teachers are often
more accustomed to being the authority in classrooms. Teachers’ beliefs about
instruction, learning, pedagogy, students, technology, and their interaction
within classroom practice can shape how technology is adopted and used.
For example, a teacher who believes that students cannot fulfill certain tasks
or responsibilities may be less willing to enact specific strategies. Teachers’
beliefs about technology and pedagogy influence technology integration (Hew
& Brush, 2007; Inan & Lowther, 2010), and both technological and pedagogical
beliefs are reflected in teachers’ TPACK practices (Voogt et al., 2013). Niess
(2013), for instance, found that teachers who view mathematics teaching
primarily as memorization of rules and procedures use ICT less frequently; in
contrast, teachers who believe that spreadsheet use can foster problem-solving
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and decision-making tend to implement more student-centered activities
supported by spreadsheets.

The interpersonal dimension is especially important for collaborative design
(Koehler et al., 2007) and should be carefully considered when design work is
conducted with groups. Cultural/institutional factors—such as seeing schools
as sites of cultural reproduction where paper-and-pencil tests and high-stakes
examinations dominate—may strongly shape whether and how teachers integrate
technology (Almas & Krumsvik, 2008; Groth et al., 2009). School culture,
policies, and curriculum have been shown to influence teachers’ integration
of technology. When school culture is perceived as innovative and supportive,
teachers tend to hold more positive attitudes toward using technology to support
learning activities (Tondeur et al., 2008). Physical/technological affordances
also clearly influence teachers’ decisions. Insufficient resources may lead novice
teachers to retreat from technology use (Polly et al., 2010). When technology
use requires additional effort—such as uncommon scheduling arrangements or
moving students to a computer lab—teachers may opt for simpler alternatives,
which can reduce willingness to integrate technology.

Ertmer (1999) reduced these contextual categories into two broader
dimensions: (1) Physical/technological factors, referring to the availability and
effectiveness of resources for technology integration (e.g., hardware, software);
and (2) Cultural/institutional factors, referring to institutional influences on
teaching practice such as society and culture, education policies, curriculum,
school leadership, and school policies.
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Figure 5. Elements of contextual knowledge (Karakaya Cirit, 2016).
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Karakaya Cirit (2016) examined contextual knowledge under five categories:
(1) macro context, (2) meso context, (3) sub-meso context, (4) micro context,
and (5) sub-micro context (Figure 5). Macro context includes education
policies and system-level structures such as curricula, program structures,
the distribution of topics across weeks, and learning outcomes. Meso context
includes elements such as school leadership, school culture, the school’s stance
toward education, and the school’s physical structure and location. For example,
a school administration with a strongly exam-oriented approach may constrain
the use of online learning systems, whereas an alternative leadership stance
may promote such use. Sub-meso context can be described through teachers’
professional backgrounds, trainings/seminars, relationships with colleagues and
administrators, beliefs about integrating technology into instruction, attitudes,
and experience. Micro context includes classroom physical characteristics
such as classroom size, seating/desk arrangements, and available technological
equipment.

As an example of classroom-level design, the University of Texas Learning
Technology Center described a 21st-century classroom model organized into
five different areas, each designed with tools suitable for its purpose (e.g.,
camera systems, audio systems). For instance, chairs used in collaborative
areas may differ from those used in direct instruction areas to better support
student comfort and interaction. Sub-micro context refers to student profile
characteristics such as interest in science, attitudes, peer relations, and
socioeconomic status (Karakaya Cirit, 2016).
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In sum, efforts to develop and identify teachers’ knowledge domains and
overall TPACK should also make teachers’ contextual knowledge visible
and should support its development. Prior research suggests that contextual
knowledgeiscritical forteachers; when contextual knowledge isunderdeveloped,
both TPACK development and teachers’ technology integration may be
constrained. Although recent TPACK scholarship has begun to focus more
explicitly on contextual knowledge, the volume of research remains limited.
Therefore, additional studies are needed to deepen understanding of technology
integration and contextual factors and to interpret meaningfully the differences
observed across empirical findings.
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A DISCOURSE ANALYSIS OF MAARIF MODEL FIFTH
GRADE TURKISH 1 COURSEBOOK WITHIN THE
SCOPE OF SOCIAL LEARNING!

Murat G6kmen?

INTRODUCTION

Languages are significant instruments for establishing systematic, repeatable,
and long-term communication. These elements are regarded as foundational
components of culture, initially comprising symbolic expressions and letters,
subsequently words, and ultimately evolving into expressions and meanings
(Elalmis, & Cetinkaya, 2025). Accordingly, languages are intrinsically linked
to the culture, way of life, and perception of the individuals who utilize them.
However, the dissociation of symbols and expressions from their cultural,
semantic, and communicative contexts, as well as from the experiential and
dynamic nature of life, can impose limitations on the expressive capacity
and breadth of communication. From this perspective, languages, as a set of
symbols, cannot be considered independently of the dynamics of life, as these
symbols gain their significance through their context. In this regard, language
skills are classified into four distinct categories: listening, speaking, reading,
and writing. The transmission of expression to the other party corresponds to
speaking among four distinct skills. The ability to articulate thoughts through
language is referred to as “speaking,” and it is widely regarded as the most
crucial instrument of language. The study assesses the speaking skill in the
Maarif Model 5th Grade Turkish Ist Textbook within the framework of
Bandura’s social learning theory. In this regard, the study employs document
analysis as its research method.

Languages

Sounds in nature exist independently of humans. The human capacity to
exercise influence or authority over these sound is limited. It is an established
fact that the sounds of a waterfall cascading down rocks, birds singing, and

1 The study is generated from the final paper submitted to the Developing Language Skills course taught by Asst. Prof.
Dr. Hakan Saritiken within the Department of Turkish Language and Social Sciences Education Master Program (with
thesis) at Diizce University as of 2026.

2 Lect, Foreign Language Support Department, Office of the Dean of Research, Diizce University, Diizce, Tiirkiye,
muratgokmen@duzce.edu.tr
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animals making noise exist independently of human existence. It is evident
that these sounds are distant and not indicative of human nature. The Islamic
scriptural text, specifically the surah (chapter) of Al-Mulk, verse 26, page
561, asserts that humankind is not autonomous or isolated from these auditory
phenomena (Miilk Siiresi, 2026). The relationship between sounds in nature and
the human spirit, body, mind, and physiology is well-established. It is difficult
to imagine a scenario in which humans would not engage in communication
with one another when they are not indifferent to the sounds of nature (Roever
& Kasper, 2018). Throughout history, humans have developed fundamental
methods and patterns for communicating with one another (Humboldt, 1988).
The most prominent and widely accepted form of communication is language.
Language is a pivotal element in conveying emotional states and expressions to
the other party, as it is systematically part of a continuous cycle (Bruner, 1997).
Initially, letters are formed through the symbolization of recurrent auditory
phenomena. Subsequently, words derived from these letters correspond to
situations and expressions that align with the words’ meaning and context,
forming repeatable expressions with coherent meaning. When a community
engages with these expressions, it is evident that they constitute language
(Boz, 2015). Accordingly, the most significant feature that distinguishes
language from natural sounds is the systematic production of sounds and facial
expressions at human agency (Boz, 2015). Thus, languages are not naturally
emerging phenomena; rather, they serve as a means for humans to comprehend
each other, encode information, and express themselves (Bayar, 2008). In
essence, languages are not inherently natural phenomena. It is an indisputable
fact that all languages undergo an evolutionary process, gradually developing
and adapting over extended periods of time. These linguistic metamorphoses
have the capacity to nurture and give rise to a society’s civilization, shaping its
cultural and intellectual landscape across the course of its history (Bekleyen,
2015).

Speaking

The act of speaking is considered to be the application phase of language,
necessitating the highest level of linguistic capability and the most flexible
utilization of language (Y1ldirim, 2024). Speaking is defined as the conveyance
of thoughts through the use of context, symbols, shapes, gestures, and facial
expressions to the intended recipients (Er & Demir, 2013). Speaking is frequently
accompanied by a greater need for practice and focused attention, in contrast
to the written word. However, unlike written language, verbal communication
does not offer the same ease with which errors can be rectified (Mercan &
Temizyiirek, 2024). Speaking represents the pinnacle of human communication,
playing a pivotal role in the verbal articulation of circumstances, reflections,
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and resolutions (Banarli, 2008; Sapancit & Kuyumcu-Vardar, 2018). However,
the comprehension of speech as merely sounds and words would be inadequate
to define them (Temizkan, 2007, 2010). However, it is important to note that
silences also coexist amidst verbal expressions and circumstances within
the realm of communication. Recognizing that silence can be considered a
form of communication, the field of communication can be categorized into
two distinct classifications: verbal and nonverbal communication, as well as
vocal and silent communication( Ruddell, 1966). However, communication
can occur independent of verbal expression, employing non-linguistic means
such as speech, situational context, or auditory stimuli within the environment
(Balta, 2024a, 2024b; Thornbury, 2005). While this may not be the case for
individuals in the 21st century, it is important to recognize that examining this
phenomenon in isolation, disregarding the role of communication, would be
both misleading and restrictive (CEFR, 2020;Gruber-Miller, 2005). However, a
narrow interpretation of speech as merely a combination of sounds would also
be a simplification (Humboldt, 1988; S. Sahin, 2011). The esteemed Turkish—
Islamic poet Yunus Emre elucidates the significance of words in his oeuvre,
underscoring their value and importance.

A word that causes the face of the individual who possesses knowledge of
the keleci to become pale.

A word that transforms the word and renders the speaker’s efforts futile

A word that has the capacity to terminate the war, a word that has the capacity
to terminate the head.

A word that has the capacity to make the bitter bread sweet with honey and
oil them to boiling.

A word that resonates with reason, a word that will be remembered. (Yunus
Emre, 2026).

The concepts expressed by Yunus Emre concerning the potency of words and
expressions are fundamental to understanding the efficacy of speech. Despite
the increasing prevalence of technological products, speech remains a critical
component of communication (Temizkan & Atasoy, 2016). In the aftermath of
the Industrial Revolution, which commenced in Britain, there was an increased
demand for raw materials and laborers to operate the assembly lines (M.
Gokmen, 2026). The necessity to expedite production led to an augmentation
in the quantity of raw materials required. This development subsequently led to
the establishment of a streamlined production chain. The advent of steam power
resulted in the expansion of train and steamship networks, thereby enhancing
economic efficiency (Heller, 2011). The process unfolded at varying velocities
and to differing extents across diverse regions of Europe (M. Gokmen, 2026).
Nevertheless, this process had ramifications for numerous regions across the
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globe, most notably in Europe. Given the interconnected nature of all facets
of society, the study of language was deemed paramount to ensure efficacious
and resilient modes of communication (Bruner, 1997). The most significant
application domain of language is the act of speaking, which conveys both
the immediate message and the intended connotations (Gruber-Miller, 2005).
Additionally, it facilitates the transfer of references, allusions, and meanings to
the interlocutor through subtext and semiotics (Mercan & Temizkan, 2024). For
effective communication to transpire, the parties involved must be operating
from a shared perspective and within a congruent context (). In the absence of
contextual factors, recurrent themes, or communal discourse, the expressiveness
of language is constrained to the immediate circumstances, a circumstance that
is suboptimal. From this perspective, Koselleck defined speech as “meaning and
experience” (Koselleck, 1989). An alternative formulation of this principle is
the maxim “text and context.” From this perspective, it is imperative to prioritize
the act of understanding before the act of speaking. However, individuals with
weak or insufficient comprehension and perception will not be able to fully
understand what is being said as intended, and will therefore be unable to
respond in this context. It is likely that the response given will not be as desired
or requested (Bagci-Ayranci, 2016). This phenomenon underscores the notion
that verbal communication is not merely an act, but rather, it should be executed
with meticulous deliberation and articulated with this significance in mind.
The final stage and application of learning and communication is speech (Er
& Demir, 2013). According to Ahmed and Alamin, the assessment of speaking
skills presents a greater challenge than the evaluation of other competencies
(Ahmed & Alamin, 2014). However, while writing, listening, and reading
comprehension are structured around knowledge and expression, speaking is
different from other skills in that it involves knowledge and expression, making
it quite difficult to measure. However, Harlen, Inbar-Lourie, Louma, and
Knight have proposed the development of rubrics for assessing speech in terms
of language acquisition and expressive power, asserting its potential benefits
(Harlen, 2007; Inbar-Lourie, 2008; Knight, 1992; Louma, 2004). Speech is a
skill that can be measured and evaluated in this respect; however, the behavior
or pattern to be assessed must first be defined. The framework and the behavior
pattern to be graded or measured must be communicated to students as learning
objectives (Backlund et al., 1982; Mukminatien, 2015; Ulker, 2017). Turkish is
also an ancient language of communication, spoken across a wide geographical
area (Karademir, 2013; Korkmaz, 2003). The preservation and development of
Turkish as a language of communication in the societies in which it is used is
clearly expressed by Kasgarli Mahmut in Divanu Lugati’t-Tiirk (Ulkii Tasr,
1972). Kaggarli Mahmud posits in this text that Turkish is a dynamic language
of communication and possesses the same depth of expression and meaning
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as Arabic. Turkish is a language that presents a relatively low barrier to entry,
in terms of both grammar and expressive power. However, it is important to
note that Turkish also possesses a depth of meaning and expression (Karaagag,
2013). Turkish, which initiated the adoption of the Latin alphabet with the
establishment of the Turkish Republic, swiftly emerged as a lingua franca,
garnering widespread popularity among a diverse audience ( Bag & Temizyiirek,
1972; Kavcar, 1988).

Motivation of the Study

Turkish has been spoken as a native language for approximately two thousand
years (Tozlu, 2010). Despite the geographical and ethnic diversification of its
speakers and the regions where it has been spoken over time, Turkish and
the concepts it expresses have demonstrated a remarkable ability to maintain
their etymological integrity. This phenomenon can be attributed to Turkey’s
alignment with the archetypal characteristics of the Turkish people. From
this perspective, the instruction of Turkish to foreigners, as well as to Turks,
is significant from a cultural, sociological, and economic point of view.
Moreover, it has been demonstrated that this instruction also serves to enhance
the expressive power of Turkish. In light of these developments, the Turkish
Ministry of National Education, which transitioned to the Maarif Education
Model in 2024, has undertaken a substantial transformation in its programmatic
initiatives and educational activities. This transformation is designed to sustain
students’ engagement in lessons and to empower teachers to provide enhanced
support to students as leaders and mentors. In this regard, the roles of teachers
and students in this new model have been restructured based on contemporary
educational approaches with a student-centered reconstructive perspective (K
Kilig, 2009; Koger, 2024). In this study, an evaluation of the speaking activities
in the 5th grade Turkish textbook is conducted within the framework of
Bandura’s social learning theory.

1. Problem of the Study

The research was carried out with the objective of elucidating the significance
of imparting knowledge regarding the semantics, verbal expressions, and
contextual applications of Turkish. Turkish, a language with a rich historical
and cultural heritage, is widely regarded as one of the most challenging
languages to master due to its intricate grammatical structure and profound
semantic nuances. The depth of Turkish is influenced by two factors: the
expressive power of words and the context formed in the flow of daily life.
From this perspective, it is crucial to assess the speaking activities in the 5th
Grade Turkish textbook using Bandura’s social learning theory. However, the
Maarif Model education system prioritizes students’ ability to transcend mere
learning activities and transform them into practice and character patterns.
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The objective of this study is to make a scholarly contribution to the existing
literature on the pertinent topic.

2. Methodology of the Study

The research is conducted through a document analysis of speaking activities
within the 5th grade Turkish textbook based on Bandura’s social learning theory.

3. Bandura’s Social Learning Theory

Bandura (1977) posits the notion that cognitive learning constitutes a distinct
form of learning that occurs within the context of everyday life. Bandura proposes
that individuals establish connections with their respective social environments
through this process, and asserts that learning can transpire not solely through
verbal language, but also through non-verbal means. The individual’s sense of
self-expression, which develops with primary needs such as shelter, protection,
and feeling safe, is nourished by language and enriches the framework of
language’s expression, context, and narration by adding meaning and depth to it
(Maslow, 1943). In his foundational work, Bandura (1977) advanced the notion
that symbols play a pivotal role in communication, underscoring that learning
can transpire in both indirect and direct manners. The native language displays
a spiral structure that is innate. In other words, the integration of language into
the production process, through writing and speaking, has been facilitated by
reading and listening activities. These activities have enabled the attainment
of a level of communication that is a significant stage in the utilization of
language (Ozkan & Bagdagiil, 2004; Oztiirk, 2011). In accordance with
Bandura’s (1977) theory, learning does not solely transpire within the context of
structured educational programs; it can also occur as part of one’s daily routine.
Furthermore, Bandura proposed that social learning could be systematized and
incorporated into school curricula. According to Bandura, the process of social
learning can be conceptualized as a form of programmed learning. Bandura
advanced the notion that learning can be efficacious if predetermined outcomes
and the social environment are adapted, and that social learning constitutes a
permanent form of learning. This, in turn, enables individuals to learn behavior
by analyzing the other party through their observation skills. Bandura’s theory
provides educators with a significant platform and opportunity, as it facilitates
engagement in learning activities among students with limited perception or
reduced attention, through the medium of social interaction with their peers.
It is essential to incorporate this in educational curricula in accordance with
Bloom’s principle of mastery learning. However, as stated by Bloom (1956),
the taxonomy of mastery learning encompasses not only cognitive domains
but also areas such as comprehension, analysis, and evaluation. In this regard,
Bandura’s social learning theory is of particular significance, as it provides a
framework for analysing and interpreting the context of speech. This includes
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the explanation of situations and the comprehension of expressions that emerge
in response to them.

4. Tiirkiye’s Century Maarif Model

Anatolia is located at the easternmost point of the West and the westernmost
point of the East, and throughout history, it has been the site of important
civilisations (O. Sahin, & Balta, 2024). In this respect, the geography of Anatolia
bears a strong resemblance to that of Bayt al-Maqdis, and it is also considered
to be its historical and cultural counterpart (M. Gokmen, 2025d; 20251; &S.
Gokmen, 2025¢). However, the past of both regions is replete with the legacy
of numerous civilisations (Buzpnar, 2016). In this sense, Istanbul’s connection
to Bayt al-Maqdis was the same not only during the Ottoman Empire, but also
during the Roman and Byzantine periods (M. Gokmen, 2025d, 2025g, 20258,
2025h, & S. Gokmen, 2025e,). However, these two geographies, with their
human presence above ground and their human treasure, natural resources,
and abundance underground, continue to contribute to the common identity
of the world today (Golan, 1986). In this sense, the Anatolian continent is not
confined within geographical boundaries; its borders are infinite, extending
beyond human borders, to the borders of the heart, memory, and history (M.
Gokmen, 2025a, 2025b &S. Gokmen, 2025¢e, 20251, 2025h,). It is an irrefutable
fact that, within the tolerant framework of Islam, these geographical boundaries
serve to safeguard new worlds and lives on a daily basis, thereby facilitating
the establishment of an ideal society. The Tiirkiye Century Education Model
is predicated on the premise of imparting contemporary knowledge, fostering
the accumulation of human capital, and safeguarding the cultural heritage of
Anatolian geography. The overarching objective of the Model is to ensure the
transmission of this identity and understanding to posterity through the process
of synthesis. The pedagogical approach under scrutiny places the student at
the centre of the learning process. The teacher is regarded as a mentor and a
master, with the responsibility of guiding the student’s moral, social, cultural,
and knowledge development(Adigiizel, 2025a, 2025b; Ogretim Programlarmnin
Temel Yaklasimi, 2026). It is crucial to underscore that this system fosters a
comprehensive methodology for lifelong learning and development, catering
not only to students, but also to educators and the broader community (Ceviker-
Ay, & Orhan, 2024; Onal, & Maden, 2025). This methodology is founded on the
pillars of morality, respect, ethics, and universal values (Ogretim Programlarinin
Temel Yaklagimi, 2026; Pinar, 2025; Suluk,&Y1ldirim, 2025). As indicated by
Bursalioglu, educational institutions, and by extension, their faculty members,
exert a substantial influence on the societal structure (Bursalioglu, 2004).
From this perspective, it would be erroneous to consider teachers passive and
students active in this process. However, while students form their identities
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through this system, teachers are closely involved in both their own updating
processes and their students’ development processes. Consequently, the system
possesses two dimensions, with each dimension providing a foundation for the
other. This system endeavors to operationalize the concept of flipped learning
in a pedagogical and pragmatic manner, while maintaining the oversight of
educational institutions and pedagogues (Bergmann & Sams, 2014; N. Gokmen
et al., 2025). The flipped classroom model, which combines distance and in-
person learning, offers students a space for development and the opportunity for
meaning-making (N. Gokmen et al, 2025). However, the de facto approach to
education, characterized by its emphasis on rote memorization and surface-level
understanding, hinders the ability to process, encode, and transform information
into meaningful actions (M. Gokmen, 2025¢). From this perspective, the flipped
learning model is also crucial for students to structure their own learning
(Dolmaci & Evran-Acar, 2025; Goksoy, 2021; N. Gokmen et al., 2025). In
this approach, the teacher’s active involvement in the instructional process and
direct guidance of the student are not a part of the model. Instead, the student’s
development, change, and progress goals and programs are meticulously
planned in advance by the teacher. It is expected that these programs and
plans will also be implemented by the students (Adigiizel, 2025a, 2025b;
Ogretim Programlarmin Temel Yaklasimi, 2026). The Maarif Education Model
system, developed by the Turkish Ministry of National Education in 2024, is
predicated on interactive, student-centered learning (Ogretim Programlarinin
Temel Yaklagimi,, 2026). The objective of this system is to cultivate students’
analytical thinking skills when confronted with problems. Consequently,
students make a substantial contribution to both their learning needs and their
personal development through their active participation (Aslanargun, 2023;
Goksoy, 2021). The objective of this initiative is to cultivate students’ self-
assurance and ensure the permanence of their learning. The Maarif Education
Model textbooks, which are dedicated to cultivating a generation capable of
effecting change and adapting to external circumstances, play a pivotal role in
this process (Onal, & Maden, 2025; Pinar, 2025). However, the book serves as
a guide for both the instructor and the student, facilitating their engagement in
these activities (Koger, 2024).

5. 5th Grade Turkish 1 Textbooks: Speaking Activity

The initial speaking activity in the book commences with an exercise
that prioritizes students’ thoughts, ideas, and feelings. Ensuring the students’
comfort is of the utmost importance; however, it is equally crucial for them to
engage in the conversation activity, as this fosters the ability to articulate their
own thoughts and to heed those of their peers. This activity is important for
students to become acquainted with one another and to be prompted to share
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their thoughts in a manner commensurate with their level of readiness, without
engaging in any information or comprehension activity (Sultana, 2019). Given
that students will both articulate their own thoughts and observe their peers’
thoughts, this phenomenon can be regarded as an illustration of Bandura’s social
learning theory. However, it is important to note that when students engage in
the act of sharing their thoughts or feelings, they also establish an important
example for their peers. This activity, which aims to establish communication
and trust between students and teachers, is consistent with both Bloom’s
mastery learning taxonomy and Bandura’s social learning activity (Bandura,
1977; Bloom, 1956). However, both peer assessment and students’ self-
assessments have been facilitated in this manner. The provision of rubrics and
criteria in advance is also of significant importance; however, students have the
opportunity to learn in what context they can make their assessments (Andrade
& Heritage, 2018). The implementation of this activity in an instructional
setting has been demonstrated to engender substantial awareness and to exert a
notable impact on the domain of speaking activities. Furthermore, it provides
students with the opportunity to cultivate their speaking abilities, thereby
facilitating more efficacious communication. This contributes significantly to
students’ personal and social development. Students who feel appreciated as
individuals will be more inclined to engage in activities, and they will also
have the chance to observe the thoughts, attitudes, and behaviors of their
peers through social learning, thereby achieving socialization (Bloom, 1956).
However, given that students learn how their thoughts are received in society
not through direct teaching but by experiencing and doing, the likelihood of
this learning transforming into character is higher when evaluated within the
framework of social learning (Karamert & Kuyumcu Vardar, 2021). It is more
probable that this will become a more habitual behavior; however, in this case,
the student has achieved direct learning through individual study and indirect
learning through social interaction. The employment of first-person singular
language, or “I” language, in the activity is also a significant detail. However,
given that students will encounter this activity with a compassionate language
and style rather than a commanding tone, there is a greater probability of
students exhibiting a more respectful and empathetic attitude in their behavior,
both directly and indirectly.
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7 KONUSALIM »o—
. Arkadaglarinizla sokak oyunlan oynarken neler hissettiginizi, bu oyunlan
e
sira arkadaslannizin notlanyla karsilagtinniz.

b. Oynadiginiz sokak oyunlanindan birini seginiz. Defterinize aldiginiz notlan da kullanarak kisa
birén sonra i ilgil bi sma yapiniz.

¢. Arkadaslannizdan birinin konugmasini agagidaki Akran Degerlendirme Olgei ndeverilen dlgiit-
lere gore degerlendiriniz.

Olgiitler Buc  Komen Hayr

an. gozlem ve
yararfanarak bunlan konuyla iliskilendirdi
Dinleyicilerle g5z temasi kurdu

Konugmasina gére bas, el, kol ve bacaklarnin
durusunu konumlandird.

Konusma igerigine uygun yiiz ifadelerini
(sasirma, kizginlik, mutluluk vb.) kulland

Isitilebilir bir ses tonuyla konustu.

Image 1: Turkish Sth Book

The implementation of the speaking activity at the culminating stage, where
the anticipated learning outcomes and activities of the lesson are expected to
manifest in behavioral, attitudinal, and character-related outcomes, constitutes
a pivotal and advantageous element (K Kilig, 2009; Koger, 2024). However,
this pedagogical approach enables students to identify their own learning and
address their deficiencies, while concurrently acquiring the skills to establish
more effective communication (Orhan & Ceviker-Ay, 2023; Oksiiz et al, 2025).
Additionally, the institution has placed a high priority on cultivating students’
character development.

QUUN DUNYAS/

{0 secmesi onun ne kadar genis bir hayal gicine sahi

gostert butiirh
ligimizi gelistirr. Gergek hayatta belki Satiime gidemeyiz ama béyle ha

Image 2: Turkish Sth Grade 1st Book

The preliminary speaking activity presupposes that students are already
acquainted with each other; the subsequentactivity provides illustrative examples
and scenarios to accentuate students’ attitudes and behaviors during this process
(Giiven-Demir, 2026). This is of significant importance and value in terms of
developing students’ sensory and cognitive skills (Balta, 2024a, 2024b). The
efficacy of this activity is contingent upon the successful execution of the initial
step, which is to assess the students’ comprehension of the instructions. This
pedagogical approach has proven effective in fostering intellectual engagement,
social interaction, and active participation in the learning process through
dialogue. This approach is consistent with Bandura’s social learning theory, as
it fosters a collaborative environment where students can compare their learning
experiences with those of their peers (Bandura, 1977). However, this activity,
which integrates knowledge level with perception and psychomotor behavior,
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will facilitate understanding of the expressive richness of Turkish and promote
sensory development in students (Hossain, 2015; Saritiken, 2023). This attitude
and approach are consistent with Bandura’s social learning theory.

CONCLUSION

The capacity for verbal communication, a skill that is inherently dynamic
and perpetually evolving, is contingent upon an environment characterized by
perpetual motion and mutual trust. For individuals experiencing challenges
with verbal communication, an analysis of their speech activities can be
conducted in terms of language and expression. The reactions and effects on
the other party can be identified in an environment where speech activities are
accepted unconditionally, without conditions, and in an empathetic manner,
where there is no fear of being misunderstood. Consequently, unbiased,
controlled conversations can emerge within this environment, fostering an
atmosphere conducive to movement and expression. The Maarif model has
allocated a considerable amount of time to reading, writing, listening, and
speaking activities, with the objective of attaining comprehensive learning for
students. This finding serves as a substantiated assertion that the Maarif Model
is predicated upon an educational paradigm that prioritizes the student as the
central focus of instruction. Nevertheless, the book provides students with
activities and instructions, thereby empowering them to plan their own learning
while cultivating their self-confidence and self-regulation. These activities,
which are not only about knowledge but also, in a sense, about applying it
to social life, are consistent with Bandura’s social learning theory and have
been designed as a good example of its application. It is imperative that
students actively engage in these activities to develop their cognitive abilities,
including critical thinking, writing, and reading skills. This, in turn, enhances
communication not only for the individual student but also for the broader
society. In contemporary society, experiential learning and the communication
of shared values with society are of paramount importance. This approach
underscores the preservation of personal differences while cultivating mutual
understanding and respect. In this context, the contributions of Bandura’s social
learning theory and Farabi’s moral and literary personality transformation into
behavior and products assume significant importance. The Maarif Model has
effectively addressed this in its Turkish textbook by providing subtexts and
direct expressions as guidelines and text topics, thereby facilitating student
participation in the process. This finding suggests that the Turkish textbook
draws from Bandura’s social learning theory and effectively incorporates its
principles into its activities. Consequently, it can be concluded that the Maarif
Model effectively implements a social learning method in its Sth Grade Turkish
1 textbook, which comprises activities and guidance consistent with Bandura’s
social learning theory.
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RELIGIOUS NATIONALISM SERBIAN ORTHODOX
CHURCH AND THE MYTH OF KOSOVO

Urtak Hamiti’

Abstract

Religious nationalism is often perceived as a manifestation of a certain
nation, such as a nation being a community of ancestors and those living
presently, both dead and alive, sharing a common religion. In this case,
nationalism incorporates within its territory all past and current markers of
nationhood, religious monuments, religious tales, and, in the case of Serbian
religious nationalism, even the self-perpetuating myth of “Kosovo as the
Jerusalem of Serbian faith and birthplace of Serbian country”. The correlation
between the Serbian Orthodox Church and the Serbian State, inspired by
religious nationalism, bent on disintegrating former Yugoslavia and creating
a “Greater Serbia,” has been explained and presented historically. However,
nowhere better than in the conflict of Kosovo and in the aftermath of the creation
of Kosovo as an independent and sovereign state, has the Serbian Orthodox
Church taken such a strong stance of inspiring and defending Serbian religious
nationalism, failed to condemn Serbian state’s fascist and genocidal tendencies
and crimes against Kosovo Albanians (a majority of whom are Muslims,
practicing or non-practicing) and remains opposed to any political solution
that would settle the relations between the two countries, Kosovo and Serbia.
This paper aims to explain how false myths can fuel religious nationalism, and
religious nationalism is then used as a means in political and military actions
that result in crimes against humanity bordering on genocide itself.

Keywords: religious nationalism, the Serbian Orthodox Church, Kosovo
War, Kosovo Statehood, Kosovo Albanian Muslim heritage

The complete restructuring of nations in the area of the Western Balkans
(more specifically in the area of former Yugoslavia), which foresees settled
disputes between nations and countries and no open issues, that began three
decades ago, is still an ongoing and unfinished business. Ethnic tensions fueled
by nationalism that destroyed former Yugoslavia began with the annulment of
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Kosovo’s autonomy within the Yugoslav Federation by Serbian state authorities
on March 237 1989. The Serb nationalist movement began its plan to create
a “Greater Serbia”, a country that would encompass all areas in the former
Yugoslavia with a Serb population, exactly by suspending Kosovo’s autonomy,
where the majority of the population were and still are Albanians of mostly
Muslim religion, who had previously demanded even greater autonomy within
Yugoslav Federation through massive demonstrations in 1981. Although
religion was not officially banned in socialist Yugoslavia Federation, it did
not play a significant role in the society and identity of the nations that lived
alongside each other in the Federation. The Serbian Orthodox Church was
the first Serb institution that dared, in the early 1960’s and later in 1982, to
publicize that Kosovo Albanians allegedly planned and executed the expulsion
of Kosovo Serbs as well as persecution of the Church itself.

Unable to deny the historical truth that Kosovo has always been a majority
Albanian- populated area, both as part of the Ottoman Empire or the Yugoslav
Federation, Serb nationalists have always laid claim to Kosovo on historical
grounds. Serb nationalists and the Serbian Orthodox Church have posited
Kosovo as the cradle of their culture and religion emphasizing the battle that
took place in 1389 between a Christian Coalition and Turkish Ottoman forces,
at the Fushe Kosova/Kosovo Polje or Field of Black Birds, and the fact that
Patriarchate of Peja/Pec has always been in Kosovo even during five centuries
of Ottoman rule.

In the Yugoslav Federation, the Serbian Orthodox Church offered a different
mythical and historically distorted narrative for Serb nationalists by stating that
Serbia has always been sacrificed and in defense of Christian values; therefore,
the Serb nation has every right to lay claim to territories it once controlled,
according to the Church. The Serbian Orthodox Church coined the phrase
“Kosovo is the Serbian Jerusalem” precisely aiming to back a stance where the
Serbian nation and religion are one in defense of Christendom. This discourse
was applied by Serb nationalists in pursuit of their of “Greater Serbia”.
However, this was an invented tradition. As in many other cases of religious
nationalisms, modern nationalist practices often use historical materials and
events to construct an invented tradition for immediate purposes mainly to
mobilize their nationalist base.?

Serb religious nationalists used other historical events to enhance their
position such as the retreat of the defeated Serbian army that was almost
obliterated by Austrian-Hungarian forces in the First World War. The retreat
took place through present-day Kosovo and Albania to the island of Corfu,

2 Vjekoslav Perica, Balkan Idols: Religion and Nationalism in Yugoslav States, Oxford University Press, New York:,
2002, pp. 43-55 and pp.123-165.
3 Eric Hobsshawn, Terence Ranger, The Invention of Tradition, (Cambridge: University Press, 1983) pages 6-7
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Greece. This retreat was branded as “Serbian Golgotha™ and after the war, in
1918 while commemorating it as martyrdom and comparing it with the heroism
of Serbs at the Battle of 1389, Patriarch Dimitrije Pavlovic used the phrase of
“Serbian Jerusalem”, urging Serbs for holy journeys to the island of Corfu that
has memorials and Serbian military cemetery, as pilgrims go to Jerusalem?

The first published quote of Kosovo as “Serbian Jerusalem” was used by
Serbian general and Nazi Collaborator Milan Nedic in June of 1939, marking
the 550" anniversary of the Battle of 1389 in daily “Politika” in which he stated
“that as dark clouds gather in the skies of Europe, Serbs are again returning to
Kosovo, Serbian Jerusalem”. This discourse was replicated in 1989 by Serbian
nationalists aiming to mobilize and militarize its base seeking “Greater Serbia”.
However, it also proves that the phrase “Serbian Jerusalem™ itself exemplifies
the nationalist practice of the invention of tradition and distortion of history.®

Not only Serb religious nationalists where using the phrase “Kosovo is
Serbian Jerusalem”, but also prominent intellectuals and Communists further
developed the Serb-Jewish parallel. One of the most prominent Serbian writers,
Dobrica Cosic, who was also was the first President of the Federal Republic of
Yugoslavia (from 1992 to 1993) and considered by his admirers as the Father
of the Nation due to his influence on modern Serbian politics and the national
revival movement in the late 1980s, resorted to the same rhetoric. In an interview
in 1983 Cosic stated that “Serbs are the new Jews at the end of 20" century
eternally in search of their promised Holy Land”” Another Serb nationalist and
prominent writer Vuk Draskovic in 1985 published an open letter to Israeli
writers outlining a new history according to which both Serbs and Jews were
hated and have historically suffered because of their identity, religion, and
tradition. Draskovic went further to claim that Serbs are the thirteenth lost
tribe of Israel, that traces of ancient Serb and Jewish kingdoms can be found
in two holy lands of Kosovo and Israel-Palestine, hence Kosovo is “Serbian
Jerusalem™®.

The relationship between religion and nationalism is still a subject of
debate. In theory nationalism can be understood as both a secular and religious
phenomenon. For instance, Albanian nationalists have historically been of
Muslim, Christian Roman Catholic, and Orthodox backgrounds, respectively.
Rogers Brubaker separates four approaches or categories of religion and
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“Serbian Jerusalem are Vido and Corfu” article by Dragisa Draskovic published in Serian daily Blic online published

on 14.06.2009, accessed on April 25" 2019 https://www.blic.rs/vesti/reportaza/srpski-jerusalim-su-vido-i-krf/ 1 Inxc4f

6 Vjekoslav Perica, “Serbian Jerusalem: Religious Nationalism, Globalization and the Invention of a Holy Land in
Europe’s Periphery, 1985-2017”, in Occasional Papers on Religion in Eastern Europe (Portland: George Fox
University Press Volume 37 (2017), Issue 6, p. 39.

7 Vjekoslav Perica, Balkan Idols: Religion and Nationalism in Yugoslav States, Oxford Scholarship, Oxford:, 2002,
p.124.

8 “The Wish to be a Jew: The power of Jewish Trope in the Yugoslav Conflict”, article by Marko Zivkovic, published on

06.03.2000, accessed on April 25" 2019https:/journals.openedition.org/urmis/323?file=1

(O 00



46 ‘ SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI

nationalism, which are not mutually exclusive.” One of the categories states
that religion is imbricated or intertwined with nationalism. In Serbia, this
phenomenon is further strengthened by the fact that the founder of the Serbian
State was Stefan Nemanja, the brother of Saint Sava, who managed to gain
autocephaly for the Church of Serbia from the Patriarch of Constantinople in
1217'. After the fall of the Serbian State under Ottoman rule, according to
the Serbian version of history, “Ottoman occupation was characterized by the
destruction of Serbian Orthodox Churches and monasteries”!!. However, in the
same article the author explains how under Ottoman rule the responsibilities
of Patriarchate of Peja/Pec were enhanced and expanded geographically to
include Northern Macedonia, Montenegro, and Orthodox Dioceses of Bosnia
and Herzegovina, Dalmatia, Slavonia, Croatia and parts of Hungary'*This was
the basis for the forgers of the idea of “Greater Serbia” as the territories that
these religious nationalists were seeking basically were under Serbian Orthodox
Church jurisdiction and this proves even more the correlation between Serbian
Orthodox Church and Serbian nationalists, religious and secular.

The beginning of the disintegration of Yugoslavia and the rising idea of
“Greater Serbia”, in the beginning of 1990s in Serbia proper, was also the start
of a race between Slobodan Milosevic, an atheist and former Communist who
rose to prominence and power on a party-nationalism card, and the Serb Ortho-
dox Church, as the only guardian of Serbian national identity. As nationalisms
rose in former Yugoslavia so did the role of the Serb Orthodox Church in war
mobilization. The war that started in the early 1990s was depicted by most of
the clergymen as a war of defense. In October of 1991, a document of the Holy
Synod declared that “ the Serbian State and the Serbian people must protect
them (Serbs living on the territory of Croatia) with all legitimate means includ-
ing also the armed defense of Serbia lives of all Serbian provinces”" In 2005
a video recording, believed to be made in 1995, appeared in the Serbian press,
showing an Orthodox priest blessing members of Serbian paramilitary forces,
the so-called “Scorpions”.!* In this video, members of the Scorpions are shown
killing Bosnian Muslim civilians near the city of Sarajevo. The same unit will
replicate their war crimes, this time killing Kosovo Albanian men, women, and
children, on March 28" 1999, in the town of Podujevo during the Kosovo war.!

The basis of secular Serbian nationalism was a document, later to be used
by Slobodan Milosevic as a blueprint for his program of destruction and ethnic
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Palgrave, New York, 2000, p. 94.
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cleansing of non-Serbs, a Memorandum of the Serbian Academy of Arts and
Sciences called “Current Social Question in Yugoslavia, 1986”!¢ This document
purported that “genocide (against Serbs) was taking place in Kosovo™' also
arguing that Serbia has every right to “return to its own historical roots”, and
declared that “the establishment of complete Serbian national and cultural
integrity, regardless of which Republic or Province in Yugoslavia they might be
living in, is their historical and democratic right”'®

Religious nationalism influenced secular Serbian nationalism by positing a
common goal, i.e. “Greater Serbia”, and common enemies, Kosovo Albanians
and Bosnians of Muslim religion and Croats, that from religious point of view
represented a threat that for centuries questioned Orthodox ideals and culture, also
seen as a the spearhead of Catholic Rome’s ambition to extend its jurisdiction to
the Orthodox areas in the Balkans. Kosovo Albanians were especially targeted
by religious nationalist also for not being of Slavic origin and allegedly aiming
to, in the words of Bishop Atanasije Jeftic, “exterminate the Serbian people in
Kosovo.”" Both the Serbian Orthodox Church and Milosevic’s Serbia, the army
and police, were seeking a just solution for themselves and Serbs in general.
However, their just solution during disintegration of Yugoslavia included the
aspiration toward an ideal one-state “Greater Serbia” and Serb majority only,
but in both cases the etalons they aimed to return to were man-made myths and
propaganda rather than verified historical truths.

What followed was a brutal genocidal campaign firstly against Bosnia and
Herzegovina (1992-1995), by Bosnian Serb forces aided by Serbian State, and
later a large scale Serbian State planned and executed genocidal and ethnic
cleansing campaign against Kosovo Albanians (1998-1999). According to
international figures verified by human rights organizations, Serbian state police
and army forces were responsible for the murder of more than 12.000 Kosovo
Albanian civilians, a campaign of raping of more than 20.000 women, and a
campaign of expulsion of more than 1 million from their homes either to Albania
or Northern Macedonia.? During this military genocidal campaign, Serb forces
introduced another dimension of ethnic cleansing, a religious one, and targeted
the Muslim cultural heritage of Kosovo Albanians. Approximately 225 of
Kosovo’s 600 mosques were completely destroyed, damaged, or vandalized.
Also, most commonly, there were writings in the walls of the mosques,
Serbian traditional sign of the cross with Cyril Cs, “Kosovo is Serbia”, “This
is Serbia”.?! The Cross with Cyrillic Cs is the Serbian national symbol and was
also used by Serbs in Kosovo to identify their property, houses, and apartments

16  http://chnm.gmu.edu/1989/items/show/674 accessed on April 27th 2019

17 Ibid

18 Ibid

19 Radmila Radic “The Church and the “Serbian Question”. (Budapest:Central European University Press, 2000) page 249

20  https://www.britannica.com/event/Kosovo-conflict accessed on April 27th 2019

21 Andrew Herschner, Violence taking place:the architechture of Kosovo conflict, Stanford University Press Stanford:,
2010, pp. 87-88.
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as Serb-occupied, so that military and paramilitary forces passed over them as
they passed through towns, villages, and cities to expel Kosovo Albanians.*
In other words, the same symbols were graphitized on Serb property and on
mosques appropriating a clear representation of ethnic identity, ethnic space
and inscribing it on representation of ethnic alterity.

After the end of the Kosovo war and the withdrawal of all Serbian military,
police, and paramilitary forces from Kosovo in June 1999, a new opportunity
was brought forward for the Serbian Orthodox Church to once more reinforce
its role as “the only Serbian authority among Serbs now living in Kosovo”.
Regime change in Belgrade, in October 2000, Slobodan Milosevic being
arrested in 2001, him and the top Serbian political and military brass facing
charges for crimes committed against Kosovo Albanians at the International
Criminal Tribunal for the former Yugoslavia (ICTY) in the following years,
offered a chance for all Serbs to see what has been done in their name in pursuit
of “Greater Serbia”. While many in Serbia chose to face the past and begin to
live with the new reality, especially in relation to Kosovo and Kosovo Albanians,
this was not the case with the Serbian Orthodox Church. The Serbian Orthodox
Church refused to acknowledge its role in the wars of former Yugoslavia but
opted to contribute to the expansion of anti-Semitism in Serbia as a reaction
and opposing the West and what it perceived as globalization. Serbian far-
right political organizations such as Obraz, Dveri, Nomokanon, still act with
the blessing and in close cooperation with the Serbian Orthodox Church. The
Holy Assembly of Bishops of the Serbian Orthodox Church canonized Bishop
Nikolaj Velimirovic (1880-1956), who was a notorious anti-Semite and Nazi-
collaborator, on 19" of May 2003.%

Politically the Serbian Orthodox Church remained active against Kosovo’s
ambitions to achieve its independence. At the time when the talks for Kosovo’s
final status were in preparation, sponsored by the international community, the
Serbian Orthodox Church was involved in a campaign to prevent any possible
legal outcome that would include Serbia’s recognition of Kosovo as a sovereign
and independent state. The Serbian Orthodox Church issued a Memorandum in
2003 stating that “the Serbian Constitution must include a provision stipulating
that no one shall ever ne allowed to give up Kosovo”. So, while the “sanctity”
of Kosovo is an integral part of Serbian nationalism and mythology, the idea
to incorporate it in the Constitution was for the first time spelled out by the
Serbian Orthodox Church.?* The Preamble of the Serbian Constitution, passed
in 2006, stipulates that “Kosovo is an integral part of the territory of Serbia

22 Ibid

23 Serbian Orthodox Church and the New Serbian Identity, Helsinki Committee for Human Rights in Serbia (Belgrade
2006)page 10 https://www.helsinki.org.rs/doc/Studija-Kupres-eng.pdf accessed on April 28th 2019

24 Rada Drezgic “Religion, Politics, and Gender in Serbia”, (Institute for Philosophy and Social Theory,
University  of  Belgrade  September 2009) page 25  http:/www.unrisd.org/80256B3C005BCCF9/
(httpAuxPages)/3C57C157BE2D09D18025790D004F8E82/$file/WebSerbiaRev.pdf accessed on April 28th 2019
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(and that) all state bodies (are obligated) to uphold and protect state interests of
Serbia in Kosovo in all internal and foreign political relations.”

After the Declaration of Independence of Kosovo and its recognition by 115
states, members of the UN, a process of dialogue for normalization of relations
between Prishtina and Belgrade was initiated in 2010 and is still ongoing.
Tangible results of this dialogue are still debatable since the sides remain
positioned against each other on the one main issue: recognition of Kosovo
by Serbia and Kosovo’s acceptance as a full UN member state. The Serbian
Orthodox Church, for the most part, opted to stay out of the issue of dialogue
because it was considered that it would be a failed matter.

However, in 2018, both Kosovo’s President Hashim Thaci and Serbia’s
President Aleksandar Vucic publically, in open international forums and
statements and, in some cases, meeting with foreign diplomats, stated that they
are close to reaching a deal that would put an end to hostilities between two
nations in what was coined in EU Brussels as “a legal binding comprehensive
final agreement”. The Serbian Orthodox Church was quick to react. Around 200
intellectuals in Serbia, academics, but also Bishops and clerics of the Serbian
Orthodox Church, issued a public statement calling for “the halt of dialogue
through which Kosovo will secede from Serbia” and opting for the return of
the issue of Kosovo to the UN and preferring a “frozen conflict” scenario such
as the one in Cyprus as the best solution.?® In May 2018, the Serbian Orthodox
Church held its gathering, issuing a statement rejecting any compromise when
it comes to Kosovo, forcing President Vucic himself to state that “Serbia is a
secular country, but he also recognizes the position of the Church.”?

To stress further its Kosovo links, the Serbian Orthodox Church announced
in March 2018 that it is planning to change its original name to the Serbian
Orthodox Church - Pec-Patriarchate, which was considered a clear sign that
the Church is opposing the Serbian government’s position of dialogue with
Kosovo, which could include, in the final agreement, Kosovo’s recognition by
Serbia.”® About one year later, in April 2019, Patriarch Irinej visited Kosovo to
send a message that the Serbian Orthodox Church is opposed to any recognition,
division, or partition of Kosovo along ethnic lines, and that Kosovo is and will
remain part of Serbia. “Kosovo is our home, it is a gift from God, and no one
gives away its home”, stated Patriarch Irinej openly, adding another message

for Kosovo Serbs, “to endure since no occupation lasts forever”.? It is clear that

25  1Ibid

26  “Internal dialogue about Kosovo and external consequences” Observatorio Balkani e Caucaso Transeuropa, 12.01.2018
http://www.unrisd.org/80256B3C005BCCF9/(httpAuxPages)/3C57C157BE2D09D18025790D004F8E82/$file/
WebSerbiaRev.pdf, accessed on April 28th 2019

27  “Kosovo is distancing Vucic from the Church” Radio Free Europe, 28.05.2018 https://kossev.info/rse-kosovo-
udaljava-vucica-od-crkve/ accessed on April 28" 2019

28  “Serbia’s Orthodox Church to change name to stress Kosovo link”, Aleksandar Vasovic “Reuters” 08.03.2018 https://
www.reuters.com/article/us-serbia-church-kosovo/serbias-orthodox-church-to-change-name-to-stress-kosovo-link-
idUSKCNI1GK1XX accessed on April 18th 2019
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the Serbian Orthodox Church is back at its core idea of religious nationalism
and prefers to, if not lead, then at least deal with the matters of the State when
it comes to Kosovo.

CONCLUSION

The Serbian Orthodox Church has for centuries used myths of “Serbian
martyrdom in defense of Christianity” and “Kosovo as the cradle of Serbian
civilization and its Jerusalem” as a tool to spiritually guide its believers.
However, the Church has also been an inspiration for religious Serb nationalists
to harbor fascist ideas towards Kosovo’s Albanians as the enemy, both of their
nation and religion. The Serbian Orthodox Church has never taken a public
stance against horrible crimes committed against Kosovo Albanians, at the end
of the 20™ century, nor has it condemned the policies of the Serbian State in this
regard to this date. In the past three decades, religious nationalism and state
fascism in Serbia have always found common ground in the denial of the reality
that Kosovo has been inhabited by an Albanian majority (mostly of Muslim,
practicing or non-practicing) or such cultural heritage, and oppose any kind
of autonomous or independent Kosovo that would enhance its statehood apart
from Serbia.

The Serbian Orthodox Church offers only the answer of self-preservation
and isolation. This has proven to gradually always convert into hatred toward
Kosovo and Kosovo Albanians. The most recent April 2019 Easter Message of
the Serbian Orthodox Church Patriarch Irinej that “Serbia without Kosovo is
not Serbia, it is nothing but a headless corpse” sends a daunting message to all
familiar with the history of the Serbian Orthodox Church, especially Kosovo
Albanians. However, it is completely along the lines of the rhetoric used by
the Church for hundreds of years, when it comes to Kosovo, which has been
to deny the reality, never fully separate the Church from the Serbian State, and
never to accept that Kosovo has its own path defined by the people of Kosovo.

The Serbian Orthodox Church chooses to live in such denial because it
has been its modus operandi, and it has proven successful, especially among
religious nationalists who, on the other hand, choose to use such rigid stances
of the Church, especially those represented in the Government of Serbia, to
advance their own political agendas regarding Kosovo. The Church and the State
in Serbia are therefore currently locked down and share quite a similar stance
when it comes to Kosovo. Accepting that Kosovo is independent and a self-run
state would mean that Serbian Religious Nationalists and the Serbian Orthodox
Church would give up on their myths about Kosovo and false ideology.
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ORTA DOGU JEOPOLITIGINDE SURIYE iC SAVASI:
ADIL SAVAS SOYLEMi VEKALETAGLARI VE REJiM
DEGiSiMi UZERINE BiR iNCELEME

Elgin Mirseloglu’

GIRIS

Orta Dogu, jeopolitik konumu, jeokiiltiirel miras1 ve enerji rezervleriyle,
modern uluslararasi iligkilerin en kirilgan ama ayni zamanda en belirleyici
cografyalarindan biri olarak &ne c¢ikmaktadir. Ibrahimi dinlerin dogusuna,
kadim ticaret yollarina, stratejik deniz gegitlerine ve “diinya petrol somiiriisii
sahas1” olarak tanmimlanan havzalara ev sahipligi yapan bu bolge, etnik,
mezhepsel ve siifsal fay hatlarinin kiiresel ve bolgesel giic rekabetiyle i¢ ice
gectigi bir catisma alanina doniismiistiir. Bu baglamda Arap Bahari, yalnizca
otoriter rejimlere karsi yoOnelmis yerel adalet ve temsil taleplerini degil,
aynt zamanda kiiresel giiclerin “demokratiklesme”, “insani miidahale” ve
“terorle miicadele” sOylemleri etrafinda ytirtttiikleri jeopolitik pozisyon alma
miicadelelerini goriiniir kilmistir. Ozellikle Suriye i¢ savasi, séz konusu tarihsel
birikimin iizerinde yiikselen hibrit ve asimetrik savas bi¢cimlerinin, “Adil savas”
doktrini ve “vekalet savaglar1” kavrami iizerinden nasil mesrulastirildigina ve
uygulanabilir hale getirildigine dair ¢arpici bir 6rnek sunmaktadir.

Bu calisma, Orta Dogu’nun jeopolitik ve jeokiiltiirel kirilganliklarindan
hareketle, Suriye i¢ savasini ve sonrasinda ortaya ¢ikan yeni siyasal-denklemi,
hem teorik (adil savas, yeni savaslar, vekalet savasi) hem de aktor-merkezli
(iran, Tiirkiye, Suudi Arabistan, Misir, Israil, ABD, Rusya ve Cin) bir ¢er¢evede
ele almaktadir. Iran’m “direnis ekseni” sdylemi iizerinden Esad rejimiyle
kurdugu kriz koalisyonu, Suriye’nin bdlgesel ve kiiresel giigler arasindaki
rekabetin diiglim noktasi haline gelisinde belirleyici bir rol oynamistir. Buna
karsilik Siinni elitlerin hakim oldugu {ilkelerin Esad karsit1 pozisyonlaniglari,
mezhepsel ayrisma ile jeopolitik hesaplarin birbirine nasil eklemlendigini
gostermigstir. Esad rejiminin 2024 sonunda ¢okiisii ve Ahmed Hiiseyin es-
Sara’nm 2025’te resmen iktidara gelisi, Suriye’nin hem iran’la iliskilerinde
keskin bir kirilmay1 hem de bolgesel ve kiiresel gii¢lerle kurdugu ittifak ve
catigma desenlerinin yeniden tanimlandigi bir gegis slirecini beraberinde

1 Dr. Ogr. Uyesi, Balikesir Universitesi, Burhaniye Uygulamali Bilimler Fakiiltesi, Uluslararasi Ticaret Boliimii,
Balikesir. E-mail: elcinsakirov@icloud.com. ORCID: 0000-0003-4340-3566.
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getirmistir. Bu baglamda makale, Sara donemi Suriye’sinin gelecegini, “toprak
biitiinligiini koruyan fakat egemenligi pargali, bigimsel olarak normallesmis
fakat vekalet iliskileri ve jeopolitik pazarliklarla kusatilmig” hibrit bir devlet
modeli perspektifinden ¢oziimlemeyi amaglamaktadir. Bdylece ¢alisma, Suriye
Ornegi lizerinden savag, mesruiyet, vekalet aglar ve rejim degisimi arasindaki
karmasik iligkiyi tartisarak, Orta Dogu’da kalic1 baris ve istikrar arayiglarinin
hangi yapisal ve normatif engellerle kars1 karsiya oldugunu ortaya koymay1
hedeflemektedir.

Jeopolitik Yapisiyla Orta Dogu

Orta Dogu’nun etnik, dini ve cografi yapisi: ABD’li deniz istihbaratgisi
ve deniz politikas teorisyeni A. Thayer Mahan, 1902°de yazdig1 The Persian
Gulf and International Relations baslikli ¢aligmasinda, Arap yarimadasinin
Bati’sindan Hindistan’a kadar olan bolge i¢in Orta Dogu ismini ilk kez
kullanmigtir. National Review adli dergide yayimnlanan bu makalede,
denizler hakimiyeti ve diinya ekonomisi i¢in Basra Korfezi’nin éneminden
bahsedilmektedir (Simsek; 2005, 10). Dar anlamda Mezopotamya ve Nil
havzalarmm kapsayan (Davutoglu; 2002, 324), Tiirkiye, iran, Umman, Yemen,
Mistr gibi iilkelerle ¢evrelenmis bélgeye, Orta Dogu denmektedir (Ozey; 2012,
4). Genis anlamda ise Fas’tan Pakistan’a, tersten tanimlayacak olursak Ganj
havzasindan Atlantik’e uzanan alan, Orta Dogu adiyla anilmaktadir. Rimland
kusagmin merkezinde yer almakla, Jeokiiltir olarak Ibrahimi gelenege
odaklanan Orta Dogu, Islam’1, petrolii, bozkir1 ve dolayisiyla Avrasya’y temsil
etmektedir. Stratejik deniz havzalari, i¢ deniz ve korfezleriyle Orta Dogu,
Afro-Avrasya’nin kesistigi yerde konumlanmaktadir. Diinyadaki en zaruri
dokuz deniz gecis yolunun besi ve bir kiyistyla Cebelitarik bu bolgenin i¢cinde
yer almaktadir (Davutoglu; 2002, 324). Kadim medeniyetlerin ve semavi
dinlerin koklerinin bu topraklarda olmasi, stratejik konumu ve sahip oldugu
enerji kaynaklari, bolgeyi, bolgesel ve kiiresel aktorler nezdinde kiymetli
yapmakta ve ¢ikarlari i¢in birbiriyle miicadeleye sevk etmektedir (Yiice; 2016,
11). Museviligin, Hiristiyanligin ve Islam’in vuku buldugu kutsal topraklarin
barindig1 yer olan Orta Dogu, cok milletli, ¢ok kiiltiirlii, cok dinli ve mezhepli
yapistyla her kesin ve 6zellikle kiiresel gii¢lerin hak iddia ettigi, kaosa agik bir
bolgedir. Ornegin dini kapsamda Islam burada Siinni ve Sii olarak boliinmekle
kalmamus, Sii’likteki Nusayri, Ismailiye gibi alt mezheplere de boliinmiistiir.
Musevilik ve Hiristiyanlik dinlerinin ve bunlarin mezhep ve alt mezheplerinin
dogdugu ve ¢ogunun kiimelendigi yer de burasidir. Orta Dogu’da Farslar,
Araplar ve Tirkler etnik olarak basat topluluklardir. Giinlimiizde adin1 sikg¢a
duydugumuz Kirtler ise saydigimiz topluluklarin yaninda azinhgr teskil
etmektedirler (lyiat; 2018, 4). Diinyadaki dinler haritasiyla, zengin petrol
kaynaklarmin bulundugu cografyalar kiyaslandiginda, islam dinine inananlarin
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petrol rezervleri olan bolgede yogunluk teskil ettigi goriilecektir. Orta Dogu
iilkeleri petroliin en ¢ok iiretildigi ve en az tiiketildigi yerlerdir. Orta Dogu’dan,
ozellikle Basra Korfezi’nden ¢ikartilan petrol, diinyanin en kaliteli petroliidiir ve
buras1 “Diinya petrol somiiriisii sahas1” olarak adlandirilmaktadir. Dolayistyla
burast, kiiresel giiglerin ¢ikarlarinin garpistigi yerdir (Ozey; 2003, 185). 2010’ 1u
yillar boyunca bu bdlgede yasanan trajik ve kanli ¢atigmalarin temeli de buraya
kadar anlatilan faktorlere dayanmaktadir.

Arap Baharr’min Baslangici

Arap Bahari denilen i¢ savaslardaki halkin isyanlari, amacini asmistir:
Otoriter, baskic1 ve hakkaniyet olmayan yonetimlerin yiiziinden bunalan Orta
Dogu halklar1, 2010 yili itibariyle yonetimde s6z sahibi olma ve demokratik
rejim talepleriyle isyan etmislerdir. Bu isyanlar ilgililerce Arap Isyani, Arap
Uyanisi, Arap Bahari gibi isimlerle anilmislardir (Dogan&Durgun; 2012,
62). Ik defa Tunus’ta goriildiigiinde bu halk hareketleri, i¢ ve dis faktorlere
dayandirilmustir. i¢ faktdriin esas drnekleri, ekonomik esitsizlik ve yolsuzluktur.
Oyle ki isyanlardaki “Giiniimiizde 22 Arap iilkesinin milli gelirlerinin toplamu,
Ispanya minkinden daha azdu” ifadesi, bu isyanlarn nedenini anlatan en etkili
climlelerdendir (Yeltin&lIsik; 2017, 42).

2010 yilmin Aralik aymda Tunus’lu Muhammed Buazizi’nin seyyar
saticilik yaptig1 sirada zabitalarla tartigsmasi, bir kadin polisten de tokat yemesi
sonrasinda kendisini yakmasi, annesinin dramatik protesto videolarinin yakinlar
tarafindan sosyal medyada yayilmasi, benzer kaygilar tagiyan Tunuslular
sokaklarda gosteri yapmaya sevk etmis, olaylar Tunus yonetimini yikmustir.
Baskan1 Zeynelabidin bin Ali’nin iilkeden kagmasiyla sonuglanan protestolar,
Orta Dogu’da “domino etkisi” yaratinca, 2011 yili itibariyle Misir’da,
Yemen’de, Libya’da ve Suriye’de yonetim karsit1 gosterileri tetiklemistir. Bu
kriz Suriye’de bir i¢ savaga doniigmiis, bu savas giiniimiize kadar stirmiistiir.
Daha ¢ok Arap Bahar olarak telaffuz edilen bu isyanlar sebebiyle diinya petrol
fiyatlar1 altiist olmus, Misir’da bas veren olaylar neticesinde petroliin varil fiyati
100 dolarin iizerinde seyretmistir (Bayram; 2016, 89). Bu isyanlar1 kimileri
erken demokratiklesme siireci, kimileri ise Islamlasma olarak algilamistir.
Fakat dig faktorlerin, sonucun ne olacagini umursamayan, dogrudan ya da
dolayli olan miidahaleleri, Orta Dogu’nun kimyasint bozmustur. Suriye ise
vekalet savaglarinin en aktif yasandigi tilke olmustur. Kiiresel ve bolgesel glicler
Suriye’nin yapisin1 kendi ¢ikarlart dogrultusunda yeniden sekillendirmek icin
buradaki savasan aktorlere yardimlar akitmiglardir. Suriye’de savas baslarken
mubhalifierin hareketlerinde ¢ok az bir koordinasyonun olmasi, onlar arasindaki
diizensizlige ve de kendi aralarinda g¢atigmalara sebep olmustur. Muhalif
guruplari destekleyen bolgesel ve kiiresel giiclerin farkli ¢ikarlarinin olmasi ise
savaglarin zaman zaman kesintiye ugramasina ve uzamasina sebep olmustur
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(Alterman; 2013, 1). Boylece Arap Bahari, yerli halklarmn isteklerinin disinda
ve iistiinde, Batili gli¢lerin Orta Dogu’daki ¢ikarlarin1 ger¢eklestirme ugrunda,
politik ortam yaratmak icin yapilan savaglara verilen ad olmustur. Bir takim
kiiresel ve bolgesel giicler, stratejik amaglar1 dogrultusunda, Orta Asya’daki
renkli devrimlerin tekniklerini, Orta Dogu’da da kullanarak, haz etmedikleri
rejimleri degistirmenin savasini yapmislardir (Allison; 2013, 817). Peki kiiresel
ve bolgesel giiclerin bu savaglara dolayali veya dogrudan miidahalelerindeki
kullandiklar1 yontem ne idi?

Savas’in Uluslararasi Sistemdeki Yeri (Adil Savas)

Diger gii¢ odaklarinin Suriye ve bolge ile temasina gegmeden 6nce, ABD
silahl1 kuvvetlerinin bir iilkeye ve bdlgeye girecegi zaman, kendi savasina
haklilik kazandirmak adina kullandigi “Hakli savas” veya “Adil savas”
konularima deginmemiz ABD’yi ve diger giic odaklarmin hamlelerini ve
uluslararasi sistemi anlamamiz agisindan faydali olacaktir.

Britannica Ansiklopedisi savasi, “siyasi topluluklar arasinda, belli bir
siire ve siklikta yasanan arbede” olarak tarif etmektedir. H. Grotius ise savas,
“uayusmazliklarini zor kullanma yolu ile ¢ozmeye calisanlarin diistiikleri
durumdur” der. Cigero, “hakli bir nedene dayanan ve savas ilan1 prosediiriine
uyan giic catismasina” savas demektedir. S. Augustine ise savasi, “haksiz
veya hakli, nedenine bakilmaksizin insanligin kagamadigi kader olarak”
degerlendirmektedir. C. V. Clausewitz da savasi “iradenin diismana kabul
ettirilmesi i¢in gii¢ kullanim1” olarak tanimlamigtir (Erol&Celik; 2018, 17).

[lk caglardan beri sehir devletleri, imparatorluklar ve ulus devletlerarasinda
cereyan ettigiigin savas, uluslararasiiligkileralaninda, siyasi otoriteler arasindaki
catigmalar olarak tanimlanmistir. Bu ¢er¢evede Orta Cag’in sonuna kadar vuku
bulmus savaslar, parali askerlerden olusan gruplar arasinda, yerel diizeyde
gerceklesmistir. Barutun savaslarda kullanilmaya baslamasiyla yani Orta Cag’in
sonu itibariyle parali askerler, diizenli ordularla yer degistirmislerdir. XVI ve
XVII. yy’da diizenli ordular arasinda gergeklesen savaslara klasik devletlerarasi
savaslar denmektedir. Bu donemin savaslari sinirlidir ve amag ufak bir hedefi
ele gegirmek ve kontroliinde tutmaktir (Eker; 2015, 34-35). Savasin bu tiirii
de 1789 Fransiz Ihtilali sonrasinda ortadan kalkmistir. Bu donem itibariyle
zorunlu askerlik sistemi ortaya ¢ikmaya baslamis, boylece ordular milli kimlik
kazanmustir. Yani parali askerler ve diizenli ordular devrinden sonra, milli ordular
devri baglamistir ki bu devir, XIX. yy boyunca devam etmistir (Erol&Celik;
2018, 19-20). C. V Clausewitz’e gore ise savasin esas aktorl devlettir ve bu
yiizden savas, siyasetin farkli bir uzantisidir ki bunun en iyi 6rnegi Napolyon
Savaglar’dir (Eker; 2015, 37). 1928 yilindaki Kellogg-Briand Antlasmasi ise
devletlerarasindaki kuvvet kullanimini yasaklayan ilk antlasma olmus ve bu
yasak, 1945’teki BM Antlagsmasi’nda da yerini bulmustur. Yine fikri temelini
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batidan alan “Adil Savas Teorisi” ise hangi kosullarda kuvvet kullanimini
gosteren, savasi yasaklamayan fakat sinirlandiran 6greti olarak ortaya ¢ikmistir
(Ozliik; 2015, 18-19). Hiristiyanlikta mesru olarak goriilen iki savas tiiriinden
ilki “Kutsal savag (holy war)”, ikincisi ise “Adil savas (just war)’tir. “Adil
savag” felsefesinin temeli Protestan Hiristiyan diisiinceye dayanmaktadir. Yani
“Adil Savas”in karakteri yine Bat1’nin diisii ve kiiltiiriiyle rtiismektedir (Ozliik;
2015, 19). Karakteristik 6zelligini Teoloji’den alan “Adil savas”, savasin
seytani bir eylem oldugunu savunurken, masumlara saldirilirken savagsmamak,
savagmaktan daha kotiidiir anlayisini da kendinde barindirmaktadir. Bu anlayzs,
bazi savaslarin zorunlu oldugu i¢in seytani olmadigini ve mesru oldugunu da
savunur (Kegley&Wittkopf; 1993, 488).

Aquinas’a gore bir savas, egemen bir otoritenin emriyle siirdiiriiliiyorsa
veya dayanagi hakli neden ise ya da savasanlar dogru niyete sahipse, mesrudur.
Boylece iyiligin ilerlemesi ve engelinin kalkmasi saglanmis olur. Aquinas’a
gore gercek din, kotiliik yapanlart cezalandirmak ve iyileri yiiceltmek ve
korumak adina yapilan savaglar1 giinahkar gérmez. Hele hele savas, koti
niyet icermiyorsa, hakli bir sebepten, mesru bir otoritenin ilani ile yapiliyorsa
mesru sayilabilir (Knutsen; 1992; 197-198). Fakat biitiin semavi dinler, savagin
basvurulmasi gereken son yol veya bir arag olacagina dair her zaman bir atifta
bulunur ve kendinde dgretiler barindirir (Keegan; 2001, 13). Islamiyet’teki
Cihat anlay1s1, bunun en 6nemli 6rnegidir. Islam harp hukuku, mesru miidafaa
halinde, antlasmay1 bozduklar1 halde ve Miisliimanlara zulim edildiginde
mesru ve “Adil” sayar (Zavati; 2001, 5).

Guvenlik ve korku faktorleri sebebiyle uluslararasi iligkiler, savasi bir
tedbir veya sakinma olarak kabul etmektedir. Realist anlayisa gore ise bir
devlet eger potansiyel diismansa ve gittikce gliclenmekteyse, buna karsi sessiz
kalmaktansa savagsmak en iyi ¢ikis yoludur ve bu savas mesrudur, “Adil”dir
(Art; 2013, 159-160). Soguk Savas’in ardindan Korfez gatigmasi, Bosna ve
Kosova savaglari, 2000°lerin basindaki Afganistan ve hemen ardindan Irak
savasl, “Adil savas” soylemleriyle ger¢eklesmistir. Hem etik hem de hukuki
alanda karsilik bulan “Adil savas”mn sdylemlerinden olan “Insani miidahale”
slogan1 ise 1990 sonrasinin en ¢ok kullanilan sloganit olmus, savaglarin
siiresi ve sayisi artinca da “Adil savas” doktrini tartisilmaya agilmistir. ABD,
1990’11 yillarin basi itibariyle “Adil savas”in “mesru miidafa”, “Onleyici
savas”, gibi biitiin sdylemlerini, sloganlar ve propagandalarla giindemde
tutarak, yani “Adil” nedenlere dayandirdigini iddia ederek, yukarida sayilan
savaslar1 gerceklestirmistir. ABD’ye gore “haydut devletler”in etkinliklerinin
durdurulmasi, demokrasi, 6zgiirliikler ve de kitle imha silahlarinin tiretiminin
ve kullaniminin engellenmesi adina bu savaslar zorunludur. Neticede, niikleer
silah tirettigini one siirerek Irak’a giren ABD, bir tek 6rnek bile bulamamistir
(Ozliik; 2015, 28, 38-40).
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II. Diinya Savasi sonrasi olusturulmus olan Birlesmis Milletler de savasi
yasaklamis fakat “savas” kavrami yerine, “kuvvet kullanimi” kavramini
yeglemistir (Erol & Celik; 2018, 18). Bu tercihin sebebi, 1. Diinya Savasi’nin
ardindan kurulmus olan Milletler Cemiyeti’nin (MC) sinirlandirmalarindan
kurtulmak ve uyguladigi siddeti, “savas” teriminin kapsaminda olmadigini
iddia eden devletleri engellemek i¢in daha kapsayici terim kullanmaktir (Giidek;
2017, 81). “Mesru miidafaa” hali disinda gerektiginde “Kuvvet kullanimi”
kararmni almakla yetkilendirilmis tek organ olan BMGK, onay vermedigi halde
koalisyon giiclerinin Irak’a girmesine engel olamamistir/olmamistir. Zaten
bdyle bir kararm alinmasma yetkisi de bulunmayan koalisyon giicleri, bu
savasin “adil savas” oldugunu iddia etmistir. Neticede “Adil savas”, savaslarin
yasaklanmasini degil, hangi durumda kuvvet kullanilmasinin dogru ve mesru
oldugunu gostermektedir (Ozliik; 2015, 20, 40-41). Yani “Adil savas”, hukuki
ve gercekei degildir.

“Kuvvetkullanimini”, antlasmasinin 2/4 bendinde yasaklayan BM, gerekgesi
ne olursa olsun BM sistemine dayanmayan savaslari, mesru ve “Adil savas”
saymamaktadir (Ozliik; 2015, 29, 43-44). Savas, temel insan haklarimi korumak
ve gerekli kosullarin saglanmasi i¢in gergek tehlikeyle kargilasildiginda, “Adil”
sayilabilir. Uluslararasi iligkilerde, “fiituhat veya eski hatalarin giderilmesi gibi
amaglarla baglatilan savaglar” ya da saldirilar ne mesrudur ne de etik. 2003
yilinda Irak’ta baglatilan savasin sebebi, bu {ilkenin niikleer silah barindirmasi
idiyse, Batin’in bu operasyonlarina karsi, bu silahlar1 Irak neden kullanmadi?
Ciinkii Irak, boyle bir silaha sahip degildi ve bu, savagi baslatmak icin bir
bahaneydi. 30’a yakin koalisyon giiclerinin ABD 6nderliginde mesru miidafaa
soylemi ile baslattigi, “Irak’1 Ozgiirlestirme Operasyonu (!)”, “Adil savas”
olarak degerlendirilemez, uluslararas1 hukuka da uygun degildir.

1990’11 yillarla birlikte “Adil savas” anlayisini reddeden, yeni yaklagimlar
ortaya ¢ikmaya baslamistir. M. Kaldor, hibrit “savas, {igiincii tiirle savaglar”,
“Ozel savaglar”, “modernite sonrasi savaglar’ gibi isimlendirmelerle “Yeni
savaglar”1 anlamlandirmaya calismistir (Kaldor; 2013, 1-2). “Yeni savaslar”
kavraminin ortaya ¢ikmasiyla savas sanati yeni bir evrim siirecine girmistir.
“Yeni savaglar”in karakteristik 6zelliklerinden bazilari sunlardir: daha g¢ok
basarisiz devletlerde dini ya da etnik temelli i¢ savaslar seklinde cereyan
etmektedirler. Siddet kontrolsiiz ve sinirsiz sekilde kullanilirken, hedef kamu
otoritesinin ¢okmesi ve sivil katliamlar olur. Siviller catismanin taraflari haline
getirilirken, siddet devletin tekelinden ¢ikar. Savaslarin vuku buldugu yerde
bir belirsizlik ortami vardir (¢iinkii bu savasta yerli, yabanci, sivil, asker gibi
faktorler vardir) ve silahlar kiiresel giicler tarafindan temin edilir. Asimetrik olan
bu “yeni savaslar’da, sosyal medya ve internet platformlari nemli araglardir ki
bunlar aktif olarak da kullanilmaktadirlar (Erol & Celik; 2018, 20-21).
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Bir diger savas tiirii ise “Vekalet savas1” olarak adlandirilan, kiiresel gii¢
odaklarinin kontroliindeki yerel aktorler arasinda yapilan carpismalardir. Yani
bu savasta devletler ya da odak gii¢ler dogrudan yer almamaktadir. Bir diger
deyisle, saldiriy1 organize edenler ile saldiriy1 gergeklestirenlerin farkli aktorler
olmasi, bu savas tipinin esas 6zelligidir. Bu savas tiirinde gii¢ odaklari, vekil
aktorleri kullanarak ¢ikar edinmek veya olan ¢ikarin devamliligini saglamak
icin diizensiz ya da diizenli, bagka kiiresel gii¢ odaklar1 veya hedef {ilke ya da
gruplara saldirt tertip etmektedir. Bu savasin savascilari devlet dist aktorler ve
teror orgiitleridir. Bu aktorler kendi aralarinda oldugu gibi herhangi bir devlete
kars1 da savagmaktadirlar. Asimetrik savas tiirlerinden olan “Vekalet savasi’nda,
devlet ile terdr orgiitleri igbirligi igindedir (Erol & Celik; 2018, 21-22).

2020 itibariyle Orta Dogu’daki vekalet savaslari, kiiresel giiglerin rekabeti ile
birlikte kalic1 bir giivenlik rejimine doniismiistiir. ABD, Rusya ve Cin, dogrudan
isgal maliyetlerini azaltirken niifuz alanlarin1 milisler, paramiliter yapilar, 6zel
giivenlik girketleri ve “ortak gilicler” iizerinden korumaya yonelmis, bu siirecte
Iran’1n Sii milis aglar1, israil’in kendisi ve K6rfez monarsilerinin Yemen, Libya
ve Dogu Akdenizdeki vekil aktorleri, biiyiik gii¢ stratejilerinin tasiyicilart
haline gelmistir (Dadparvar&Parto; 2025, 1-22). ABD-Iran hattinda 2020’de
Stileymani suikast1 ve sonrasindaki “diisiik yogunluklu misilleme dongiisii”,
diizensiz savasin (irregular warfare) vekalet savast kalibini nasil besledigini
gostermistir. Rusya ve Cin ise enerji, silah satis1 ve liman/altyap1 anlagmalariyla
“arka cephe” olustururken, yerel silahli gruplart mali ve teknolojik araclarla
desteklemektedir (Lumbaca; 2025).

2020 sonrast donemde Iran-Suudi Arabistan rekabeti, Yemen’den Irak ve
Suriye’ye uzanan genis bir hatta mezhepgi sdylemler, siber operasyonlar ve
bilgi savasi teknikleriyle hibrit bir vekalet ¢atismasina evrilmistir (Lal; 2025,
49-58). Bu rekabete eslik eden 2023 sonrasi Gazze-Liibnan savasi ve 2025°te
tirmanan Israil-iran gerilimi, biiyiik giiclerin “vekiller {izerinden kars1 karsiya
gelme” modelinin artik bolgesel savas esigine yaklastigini ortaya koymaktadir
(Alakel&Arab; 2025, 203-240). Sonug olarak, kiiresel giigler gilivenlik
sOylemini terdrle miicadele, deniz yolu giivenligi ve niikleer yayilmanin
Onlenmesi gibi normatif ¢ercevelerle mesrulastirsa da sahada devlet disi
silahl1 aktorlere yapilan selektif destek, ¢atigsmalarin siiresini uzatmakta, devlet
egemenligini parcalara ayirmakta ve Orta Dogu’yu 2020’ler boyunca “kontrol
edilebilir kaos” mantigia hapseden ¢ok katmanl bir vekalet savaslar1 diizeni
iretmektedir (Dadparvar & Parto; 2025, 1-22).

Orta Dogu ve Suriye’de iran Faktorii

Bir yanda Esad yonetiminin gitmesiyle bolgenin istikrara kavusacagina
inanan ve Orta Dogu’da bdlgeyi yeniden yapilandirmak isteyen ABD’nin bagini
cektigi, Batil1 gii¢lerin yansira S. Arabistan, Israil ve Tiirkiye, diger yanda ise
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Cin ve birkag bolge iilkesinin destekledigi, Esad’mn gitmesiyle demokrasinin
ve istikrarin gelmeyecegine inanan, devlet dis1 aktorlere ve diger gliglere karsi
cikan Rusya Federasyonu olmak iizere, glinlimiizde de Suriye’de ikili gruplagma
varligin1 devam ettirmektedir. Suriye konusunda Iran da Rusya’nin yaninda yer
almaktadir ki iran, meseleye mezhepsel agidan bakmakta (Saglam; 2014, 211),
Orta Dogu’da mezhep tizerinden giiclii sekilde misyonerlik yiiriiterek, en genis
etkiye sahip olmaktadir.

1979°da iran’da Sah rejiminin devrildigi dénemde Suriye Irak’la bozusmus,
1978’de de zaten Misir ve Israil arasinda “Camp David” baris antlasmasi
yapilmistir. Israil kargisinda savunmasiz kalan Suriye’nin imdadina, Siyanizm-
yani Israil ve ABD-yani Bat1 karsit1 olan yeni Iran Islam rejimi yetismistir.
Suriye, Filistin davasina da sahip ¢ikan yeni iran Islam Cumhuriyeti’ni taniyan
Araplar arasinda ilk, diinya genelinde ise SSCB ve Pakistan’in ardindan {igiincii
tilke konumundadir (Kéroglu; 2012, 45). Diismanlari ortak olan bu iki dost iilke,
1984°te Amerikan gii¢lerini Liibnan’dan ¢ikararak, Liibnan’1 Israil etkisinden
kurtarmus, bolgede Hamas, Hizbullah ve Islami cihat anlayisini benimsemis
birgok Sii dinci radikal guruplari korumuslardir. Bu iki iilkenin dostluklari,
ortak 6zellikleri sebebiyle uzun siirmiistiir. Ornegin, ikisi de otoriterdir ve Bat1
ile iliskilerde cok maliyetli olmasina ragmen bagimsizdirlar. Iran niifusunun
cogu Sii’dir. Suriye’yi onlarca yildir yoneten Esad ailesi Sii mezhebinin Alevi/
Nusayri koluna baglidir. Bunun yani sira Suriye siki bir sekiiler, sosyalizm
sistemiyle idare edilirken, Iran ise siki bir Seriat rejimiyle yonetilmektedir
fakat bu iki {ilkenin ittifaki son 30 yildir kesintisiz siirmekteydi (Kazdal;
2018, 2-3). Bu iki iilke savunma temelli ittifak yapmaktaydilar ve uluslararast
iliskilerde savunma temelli ittifaklar, saldir1 temelli ittifaklarin aksine uzun
yasarlar. Saldir1 temelli ittifaklar galibiyet sonras1 dagilma egilimi gosterirler.
Onceliklerinin farkl1 olmasi, drnegin; Levant bolgesi Suriye’nin, Pers Korfezi
de Iran’m onceliginde olmasi da bu ittifakin koordine edilmesinde kolaylik
saglamistir (Goodarzi; 2013, 35-36).

[ran-Irak Savasi 1998’de sona ermistir fakat 1990°da Irak, Kiiveyt’i isgal
etmisti. S. Hiiseyin’in giliciinii artirarak kurdugu orduyla korfez bolgesinde
baskin ve miidahaleci politika izlemesi, Suriye-Iran ittifakini pekistirmistir.
Liibnan’da General Michel Aoun oOnderliginde Suriye’ye karsi isyanlar
baslayinca da Saddam, isyancilara silah tedarik etmistir. iran ise isyancilara karsi
Hizbullah ve diger gruplart mobilize ederek Suriye’ye destek olmus, Irak’in
destekledigi Aoun’un giigleri 1989°da yenilmistir. 1991°de Irak Korfez savasini
kaybetmis, Sovyetler ¢okiince Rusya, Orta Dogu’dan cekilmeye baglamistir.
Bu cografyada tek giicli statiisiine erisen ABD ve belirsiz, hizli sekilde degisen
siyasi atmosfer, Suriye ve Iran’1 siyasi, askeri ve ekonomik alanda isbirligine
mecbur etmistir. Ayrica Suriye, Hizbullah’1 kontrol ederek Liibnan’daki
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Israil giiglerine saldirmasini saglamak icin Iran’a ihtiya¢ duymustur. Iran da
S. Hiiseyin’in veya Irak’inin bolgedeki giiciinii kirmak ve kontrol etmek i¢in
Suriye’ye ihtiya¢ duymustur (Goodarzi; 2013, 45-47).

11 Eyliil 2001 olay1 sonrasinda ABD’nin Afganistan’da Taliban rejimini,
2003’te de Saddam rejimini ortadan kaldirmasiyla, yani rakiplerinin saf dis1
edilmesiyle Iran, bolgedeki niifuzunu hizla artirmistir. Iran’m bélgedeki
popiilerliginin artmasinin bir diger sebebi de Israil karsiti olmasi nedeniyle,
Araplar tarafindan takdir edilmesiyle olmustur (Sen; 2012, 98).

Saddam’m ABD 0&nderligindeki koalisyon giigleri tarafindan saf dist
edilmesi, Iran ve Suriye’yi memnun etmistir fakat 6ziinde Anti-Amerikan olan
bu iki tilkenin ittifaki, bolgedeki artan ABD tehditleri karsisinda vazgegilmez
olmustur. Liibnan’in eski basbakani Refik Hariri’nin 6ldiiriillmesi sonrasinda
Suriye’ye artan baskilar paralelinde, iran’da M. Ahmedinejad’m Israil/
Siyonizim karsit1 politikalara agirlik vermesi ve niikleer silah gelistirmeye
baslamastyla Iran’a olan baskilar, bu iki iilkenin isbirliginin devami i¢in 5nemli
faktorler olmustur (Sinkaya; 2012, 7).

Irak savasindaki yikici tecriibe, Iran’m diismanini smirlarmin disinda
karsilamasina itmistir. iran icin Filistin, Liibnan ve Suriye’deki miittefikleri
hayati 6nem tasimaktadir. Bunlarm ortadan kalkmasi Israil’in giiclenmesi
demektir. Dolayistyla iran’in Suriye’de Esad rejimine isyan edenlere karsi
ctkmasinin sebebi de buydu (Sinkaya; 2012; 9-10). Iran, Suriye’de Arap
Bahart’nin basladigi yil itibariyle, Esad’a olan destegini artirmistir. Suriye’ye
asker, askeri teknoloji ve biiyiik rakamli paralarla yardim etmistir. Iran,
Ulusal Savunma Giicti adli gurup ile Esad rejiminin ayakta kalmasina 6nayak
olmustur. Kudiis Giicli komutanlarindan Kasim Siileymani gibi Sam’1 diizenli
olarak ziyaret eden yiiksek riitbeli Iranli askerlerin birgogu da Suriye ve bdlge
topraklarinda éldiiriilmiislerdir. Iran’mn Suriye’de bu denli 1srarmin bir diger
sebebi de S. Arabistan ile bolgedeki miicadelesini kaybetmek istememesidir
(Kazdal; 2018, 5-6). Baska bir alt1 gizilmesi gereken mesele de aslinda Iran’in
kaygisi, “Sii Hilali” ya da $ii jeopolitiginin kaybindan ziyade, bizzat jeopolitik
ve jeostratejiktir. Iran, Esad yonetimine giivenmekteydi ve Suriye’de iktidara
gelecek olan herhangi bir muhalefet, Iran’mn rakipleriyle isbirligine girecegi
i¢in fran’in Suriye’deki yatirmlari suya diisecektir. Ahmedinejad’in iran’da
2005 yilinda iktidara geldikten sonra Anti-Siyonist ve Bati karsiti politika
izlemesi, Urdiin krali Abdullah’in 2004’te ortaya attig1 “Sii Hilali” sdylemini
de desteklemektedir. “Sii Hilali”, Orta Dogu’da Suriye, Liibnan, Irak ve Korfez
iilkelerinde yasayan Siilerin birbirine baglanmasii igeren, Iran’in mezhebe
dayal1 bir dis politika anlayisina atfedilen addir. Iranh yetkililer ise bu sdylemin
iftira oldugunu ileri siirerek reddetmekte ve Suriye’nin Araplar i¢inde Israil’e
direnen tek iilke oldugunu 6ne stirerek, Suriye yonetimini destekleyen “direnis
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eksenli” bir dis politika izlediklerini vurgulamislardur. Iste Iran Devrimi Rehberi
Hamaney’e gore ABD’nin amaci, kokten dinciler araciligiyla bu direnisi kirmak
ve Suriye rejimini ortadan kaldirmaktir. O’na gore Esad yonetimi bu kokten
dinci gruplarla savastigi i¢in Bati tarafindan istenmemistir (Sinkaya; 2017, 36-
37, 19-22, 54)

Iran’a gore bolgede bulunan biitiin kiiresel gii¢ odaklari, Arap devletlerinin
daveti iizerine buradadirlar. Bu giicler ile konvansiyonel olarak miicadele
edemeyecegini bilen Iran, asimetrik savas yiiriitmektedir. Bu yiizden Arap
Bahari’nin Suriye’de baslamasiyla S. Arabistan ile Iran arasindaki yumusak
gii¢ miicadelesinin yerini, vekalet savaslar1 almistir. Bu dénemde Iran Suriye’yi
elinde tutmak, S. Arabistan ise elde etmek istemistir. Her iki tarafigin Suriye’nin
kaybr1 biiylik jeopolitik kayiptir. Diger bir deyisle kazanan hem bolgesel gii¢
statiisiine erisecek ve hem de Islam alemine liderlik yapacaktir. Bu yiizden
fran Esad rejimini, S. Arabistan ise OSO gibi orgiitleri desteklemistir. iran,
Arap Bahar’nin baglamasiyla Suriye’ye ekonomik olarak da destek verdigini
gbstermistir. 17 Aralik 2011°de Iran-Suriye arasinda ticaretin 5 yilligna
serbestlesmesini gosteren, anlagsma imzalanmistir ki bu karar Bati’ya bir tepki
niteligi tasimistir (Kazdal; 2018, 8-9,11-12).

Bu dénemde diplomatik olarak da iran’mn Suriye’ye destegi azimsanmayacak
boyutta olmustur. Iran, Suriye’nin i¢ islerine disardan gelen miidahalelerin
engellenmesinde ve Suriye’yi yalnizlagtirma politikasinin bosa ¢ikartilmasinda
biiyiik ¢aba gostermistir (Kazdal; 2018, 11). Iran, 2012’nin Ocak ayinda
BMGK’de Suriye’ye miidahale 6nerisine siddetle karsi ¢ikmis, Rusya ve Cin’in
bu 6neriyi veto etmesiyle dnerinin gerceklesmemesi, Iran’t memnun etmistir
(Sinkaya; 2012, 17-18).

[ran’1n, Orta Dogu’daki i¢ savaslarda aktif rol almasimin sebepleri arasinda,
Orta Dogu’da yiikselisine ve stratejik kazanmimlarma zeval gelmesinin
engellenmesi ve Iran’in icindeki muhalifierin, Orta Dogu’daki aktdrlerden giic
almasmin Oniine gegilmesi gibi faktorler de vardir. Bu baglamda iran, Tunus
iktidar1 Zeynel Abidin ile Misir iktidar1 Hiisnii Miibarek rejimlerinin diigiistinii
memnuniyetle karsilamig, bunu demokrasi ve ozgirlik miicadelesinin bir
neticesi olmasmin yansira, 1979°daki Iran islam Devrimi’nden ilham alinan
Bati ve Siyonizm Kargiti bir uyanis olarak yorumlamustir. iran’a gére bu
rejimlerin diismesi, baskic1 olmalar1 sebebiyle degil, ABD ve Israil yanlisi
siyaset izledikleri icindir. Ciinkii buradaki i¢ savasin demokrasi miicadelesi
diye lanse edilmesi, Iran’a stratejik ve ideolojik kazang saglamayacaktir. Yani
Iran, bolgedeki i¢ savaslar1 kendi Bat1 karsit1 ideolojisiyle uzlastirirken, diger
taraftan da kendine yonelen baskilar1 dengelemeye ¢alismistir (Sen; 2012, 100-
102).
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Besar Esad’in 8 Aralik 2024’te iktidardan diistisiine kadar gecen donemde
[ran-Suriye iliskileri, uzun siiredir devam eden “kriz koalisyonu” biciminde
tanimlanabilecek bir safhadir. Tahran, 2012°de i¢ savasin tam kontrolden
¢ikmasini, yalnizca dost bir rejimin degil, Tahran-Bagdat-Sam-Beyrut hattinda
kurulan yukarida bahsi gecen hilalin bir kisminin ¢okiis ihtimali olarak
okumustur. Bu nedenle rejimin devamini iran’mn giivenligi, Israil’e yonelik
caydiricilik ve Hizbullah’a kara koridorunun korunmasi agisindan varolussal
onemde gormiistiir (Yolcu; 2016, 63-65). Bu baglamda Devrim Muhafizlar
Kudiis Giicii’niin sahaya inmesi, 2012 sonrasinda Liibnan Hizbullah’1, Irak ve
Afganistan kokenli milislerin Suriye’ye kaydirilmasi ve rejim yanlist Ulusal
Savunma Giigleri’nin insast, ikili iliskileri klasik diplomatik ittifaktan asimetrik,
giivenlik merkezli bir bagimlilik iliskisine doniistiirmiistiir (Cappelletti; 2018,
44-47).

2013-2018 arasindaki sathada iran’in Suriye politikasi literatiirde genellikle
iki evreli destek olarak tanimlanabilir. i1k evrede Tahran, Esad rejimine verdigi
destegi statiikonun korunmasina doniik “savunmaci realizm” cergevesinde
gergeklestirmeye galigmis, askeri varligini “danigmanlik” sdylemiyle gériinmez
kilmaya gayret etmistir (Goodarzi; 2019, 37-38). Ancak 6zellikle 2013 sonrast
savas dengelerinin rejim aleyhine bozulmasi ve 2015’te Rusya’nin dogrudan
miidahalesiyle birlikte iran’in sahadaki rolii giderek daha saldirgan ve mezhepsel
nitelik kazanmig, Kudiis Giicli koordinasyonunda Sii milis aglar1 {izerinden
rejime “On cephe” savas kapasitesi saglanmistir (Cappelletti; 2018, 63-67). Bu
donemde Rusya Suriye’ye hava giicii ve diplomasi destegi saglarken, Iran kara
savasini milisler ve yerel vekiller lizerinden yiiriiten aktor olarak 6ne ¢ikmus,
boylece Tahran’in Sam iizerindeki niifuzunun seviyesi klasik miittefiklikten
cok, glivenlik-vesayet iligkisine evrilmistir (Lees Weiss; 2022, 145-149).

2019 sonrasindaki gorece “catisma sonras1” evrede Iran—Suriye iliskilerinin
karakteri, bu iki iilkenin iliskilerinin saglam zemin {izerine kurumsal ve
ekonomik temelde yerlesme gabalar1 olarak nitelendirilebilir. Bu doneminde
Tahran Esad rejimini ayakta tutarken iran’in Suriye’de yasadig1 “pirus zaferi”,
ciddi mali kaynak tiiketimine, agir insan kaybina ve ekonomik yaptirimlar
gdrmesine sebep olmustur (Juneau; 2020, 26-30). Bu maliyetlere ragmen Iran,
rejimin yeniden ele gecirdigi bolgelerde milis aglari, dini-kiltiirel kurumlar ve
giivenlik biirokrasisi ile kalic1 bir mevzi inga etmeye yonelmis, Suriye ordusu
ve istihbarat kurumlariyla i¢ ige gegmis hibrit bir giivenlik mimarisi yaratmistir
(Etana Syria; 2023, 24-27). Eszamanli olarak Tahran, savas boyunca agtigi
kredi kanallari, petrol sevkiyatlar1 ve yeniden insa projeleri tizerinden Sam’1
kendisine seffaf olmayan bir dis borgla baglamistir. 2010’lar boyunca biiyiliyen
[ran-Suriye ticareti ve finans kanallari, 2020’lerin ortasma gelindiginde
Suriye’yi Iran’a derin bigimde borglu iilke konumuna getirmistir (Khajehpour;
2024).
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2023-2024 doneminde, Rusya’nin Ukrayna savasi nedeniyle Suriye’deki
askeri varligini gorece azaltmasi, Esad rejiminin giivenlik ve bdlgesel
stratejisinde Iran’a bagimlihigm daha da artirmistir. Kudiis Giicii ve baglh
milisler 6zellikle giiney Suriye ve Golan gevresinde Israil’e karsi saldirilar
icin Suriye topraklarmi bir “ileri iis”e doniistirmiistir. Bununla birlikte,
fran’a yonelik “’demografik miihendislik” suclamalar1 ve iran milislerinin
uyguladigi siddet nedeniyle Esad rejiminin kontrol ettigi bolgelerde dahi anti-
Iran sdylemleri giiclendirmis, savas doneminde Iran’in Esad yanlilarina yaptigi
ekonomik yardim da ciliz kalinca toplum nezdinde Sam—Tahran ortakliginin
mesruiyeti asinmigtir (Etana Syria; 2023, 25-27, 66-69). Aralik 2024°te muhalif
giiglerin on giinliik ani taarruzuyla Esad rejiminin ¢okmesi ve Tahran’mn on
yili askin silire boyunca bolgeye olan stratejik yatirnmlarinin korunamamast
uluslararasi iliskiler literatiiriinde Iran agisindan ciddi bir jeopolitik gerileme
olarak yorumlanmistir. Esad’in gidisi Iran’in “direnis eksenini” zayiflatmis,
Suriyeizerinden Hizbullah’a uzanan lojistik hatlarin gelecegini belirsizlestirmis
ve Tahran’1 yeni ge¢is yonetimiyle iliskilerini yeniden olusturmaya zorlamistir
(Hamdach; 2025, 96-132).

Ahmed Hiiseyin es-Sara’nin 8 Aralik 2024 tarihinde Esad iktidarmin
¢okiigiiyle fiilen, 29 Ocak 2025’te resmen iktidara gelisi, Iran—Suriye
iliskilerinde keskin bir kopusa yol agmistir. Esad déneminde Suriye, Iran’in
“direnis ekseni”nin merkez halkasi ve Devrim Mubhafizlar1 ile Hizbullah
icin baslica lojistik hat konumundayken, yeni dénemde Sam ydnetimi Iran
baglantili milis giiclerin iilkeden ¢ikarildigim1 ve Suriye’nin artik Iran’m
bolgesel projelerine ev sahipligi yapmayacagini ilan etmistir. Sara bu hamleyi,
ABD ile iligkileri normallestirme ve Israil’in iran kaynakli tehdit sdylemini
gegersizlestirme stratejisinin pargasi olarak yorumlarken, Esad’in devrilmesini
izleyen giinlerde Iran’la diplomatik iliskiler de resmen kesilmistir (Iran
International; 2025). Bununla birlikte Sara, Tahran’la iliskinin “karmasik ve
yarasi derin” olsa da tamamen geri doniilmez olmadigmi vurgulamis, Iran
Disisleri Sozciisii Esmail Bakai de Suriye yonetimi bunu halkinin yararina
gordiigii anda baglar yeniden kurmaya hazir olduklarini agiklamistir (SANA;
2025). Savas yillarmin kurumsallagsmis ittifaki, Esad sonrasinda askeri kopus
ve karsilikli giivensizlikle niteligini degismis fakat kosullu bir normallesme
ihtimalini tamamen diglamayan kirilgan bir iliski rejimine doniismiistiir. Sunu
eklemekte fayda vardir ki Iran’in Suriye sahasindaki milis ve ekonomik aglarin
varligii siirdiirmesi, Iran-Suriye iliskilerinin Sara donemde de tamamen
ortadan kalkmayacagini, fakat artik daha asimetrik ve tartismali bir zeminde
seyredecegini gostermektedir.
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Suriye’nin Bolgede Etkin Olan Bazi Bolgesel ve Kiiresel Aktorlerle

Mliskileri

1. Suriye-iran Iliskileri: israil ve ABD’ye karsi Hamas’1 Filistin’de ve
Hizbullah’1 Liibnan’da destekleyen iran ve Suriye, rejimlerinin devamliligi
icin istihbarat ve askeriye konularinda sik1 bir isbirligi icinde olmuslardur. Iran,
Alevi Esad rejiminin diismesi halinde, bolgesel ve dolayisiyla uluslararasi
alanlarda gilic kaybedecegini, bu olasiligin hayallerine ket vuracagini
bilmekteydi. Neticede Esad yonetimi iki énemli giicten, iran ve Rusya’dan
beslenerek, varligimi devam ettirmistir (Ozdemir, C; 2016, 93-94). 2018 sonrasi
donemde Iran, Esad rejimini ayakta tutmak igin parasal destegini de artirmis,
Devrim Mubhafizlar1 ve milis aglar1 aracilifiyla rejimin kara {stlinliglini
pekistirmistir (Juneau; 2020). Bu destekle, Israil’in Suriye’de hedef aldig fiize
ve iis yapilanmalarinin korunmasi saglanmus, iran’imn giicii karsisinda Israil’in
giicii dengelenmis, Liibnan’daki Hizbullah’a kara koridoru saglama islevi
derinlesmistir (Risseeuw; 2018). Ancak 2024 sonundaki muhalif taarruzlari ve
Esad rejiminin ¢okiisii, Iran’mn yerel vekil aglarmi yeniden 6lceklendirmeye
zorlamistir. Bdylece 2024Suriye-iran ittifakinin zirveye ciktigi fakat ayni
zamanda siirdiiriilebilirliginin smirlarma ulastigi bir evre olmustur. Sara
doneminde Iran-Suriye iliskileri, yeni yonetimin iran’1 “bélgesel tehdit” olarak
niteleyen sdylemiyle keskin bicimde gerilemis, Tahran’in askeri varlig1 hizla
cekilirken, iligkiler asgari diplomatik temas ve sinirl ticarete indirgenmistir
(Myre; 2025).

2. Suriye-Tiirkiye iliskileri: Suriye-Tiirkiye iliskilerinde Soguk Savas’mn
ardindan zaman zaman Suriye’nin PKK’y1 desteklemesi, Hatay’in statiisii,
Firat ve Dicle nehrinin suyu gibi meseleler nedeniyle tansiyon yiikselmis, 2011,
yani Arap Bahari’nin Suriye’de de baglamasi itibariyle R.T. Erdogan’in Esad’a
iktidar1 birakmasi talebi, iligkileri tamamen koparmustir. Suriye’de i¢ savas
devam ederken Erdogan’in, PKK ve diger terérist gruplarin ve Tirkiye’ye
gd¢ eden miiltecilerin engellenmesi amaciyla Esad’dan sinirda tampon bdlge
istemesinin karsiliksiz kalmasi neticesinde, BM ve NATO’dan bolgeye askeri
midahale istemesi de taraflar1 neredeyse diisman duruma getirmistir fakat
Erdogan’in Bat1’dan bu istegi de karsilik bulmamistir (Ozdemir, C; 2016, 94-95).
2018 yil1 itibariyle Tiirkiye’nin Suriye politikasi, Suriye rejiminin degisikligini
onceleyen giivenlik merkezli bir strateji ile Firat Kalkani parolasiyla baslayarak
Zeytin Dali, Baris Pinar1 ve Baris Kalkan1 adli sinir 6tesi harekatlar, Idlib’de
gozlem noktalari ve muhalif yapilarla kurumsallagan isbirligi iizerinden
sekillenmistir Ankara bu siirecte PYD/YPG’yi ¢evrelemeyi ve Astana siireci
gibi platformlarda Rusya ile Iran’la taktik uyumu siirdiirmeyi hedeflemistir
(Ataman&Ozdemir; 2018). Esad rejiminin 2024 sonundaki ¢okiisiine giden
cizgide Tiirkiye’nin askeri mevcudiyeti ve muhalif gruplar tizerindeki etkisi,
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Ankara’y1 gegis siirecinin ana aktdrlerinden biri haline getirmistir. Boylece ikili
iligkiler, diismanliktan “kontrollii normallesme ve giivenlik isbirligine” evrilen
hibrit bir karakter kazanmistir (Yildirim&Ercan; 2025). Sara doneminde
Suriye-Tiirkiye iligkileri, post-Esad gecis siirecinin mantigina uygun bigimde
giivenlik-endeksli isbirligi ile siirli kurumsal normallesmenin i¢ ice gegtigi
bir ¢ercevede ilerlemistir. Ankara, sinir glivenligi, miilteci doniisii ve PKK
olusumlarmin ¢evrelenmesi hedeflerini korurken, yeni rejimin istikrarini
desteklemek i¢in ekonomik entegrasyon ve yeniden insa alanlarinda kademeli
acilim arayisina girmistir (Cevik; 2025).

3. Suriye-ABD Iliskileri: Resmi olarak 1944 yilinda baslayan Suriye-ABD
iliskileri, 1967 yilindaki Arap-israil savaslari nedeniyle durma noktasina
gelmis, 1974 yili itibariyle ancak normallese bilmistir. 1990 yilinda Irak’in
Kuveyt’iisgaliyle Suriye, ABD ile birlikte Irak’a operasyon ¢ekmis, sonrasinda
iyi giden iliskiler, 2000 yilinin basi itibariyle Suriye’nin Liibnan’t tamamen
isgal i¢in operasyonlari ile son bulmustur. Washington, Suriye’yi Liibnan’1 isgal
icin terdrist gruplara destek olmakla suglayarak, BM’den Suriye’ye miidahale
etmesini istemis, ABD Suriye’ye 2004 yilindan bu yana ekonomik yaptirimlar
uygulamaya baslamustir. I¢ savas basladigi Ocak 2011°den beri ABD, Esad
hiikiimetinin istifasmni istemistir (Ozdemir, C; 2016, 95). Suriye’de i¢ savas
basladiginda Tiirkiye, Amerika, Suudi Arabistan ve Katar 1limli muhalifieri,
Iran ve Hizbullah da Esad hiikiimetini desteklemistirler. Zamanla ABD’nin
muhaliflere olan destegi zayiflarken, ISID ve Rusya faktorii ortaya ¢ikmistir
(Duran&Yalgin; 2016, 8).

2010’larin son ¢eyregi itibariyle Suriye-ABD iligkileri, Washington’un
sahadaki askeri varligimi asgari diizeye indirmesiyle Esad rejimini ne tam
mesrulastiran ne de dogrudan devirmeyi hedefleyen ikircikli bir stratejiye
doniismiistiir. ABD’nin Suriye’ye angajmani, Trump donemindeki pragmatik
geri ¢cekilme ve Biden yonetiminin secici ¢ok taraflilik arayisi1 arasinda salinan,
normatif iddialarla realist ¢ikar hesaplarini birlestirmeye calisan dalgali bir
seyir izlemigtir (Fauzi; 2025, 990). Biden yonetimi, bdlgede sinirli askeri
mevcudiyetle DEAS’la miicadele ve iilke capinda ateskes i¢in diplomatik bask1
gibi 6nceligi olan politika izlemistir. ABD, Esad’in 2024 sonundaki diislisiine
kadar yaptirimlari rejim ve destekgileri tizerinde baski araci olarak siirdiirmiistiir
(Lister; 2022, 315). Sara doneminde Suriye-ABD iliskileri, Esad sonrasi
“firsat-risk” ikilemi g¢ergevesinde ihtiyath bir yakinlagsma ile tanimlanmistir.
Washington, HTS kokenli yeni yoOnetimle angajmani asamali yaptirim
gevsetmeleri, DEAS’la miicadele ve Iran’in niifuzunun smirlandiriimas: gibi
performans kriterlerine baglamus, iliskilerde Israil’in giivenligini ¢ikarlarinimn
merkezine yerlestirmistir (Singh; 2025, 157).



66 ‘ SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI

4. Suriye-Masir iliskileri: Misir i¢ meselesi yiiziinden son {i¢ donem boyunca
(Silahli Kuvvetler, Mursi ve Sisi) Suriye’ye yonelik politikalarinda koklii bir
degisiklige gitmemistir. Mursi iktidar1 Suriye’de bir devrim istemekle yetinmis
(Duran&Yalgin; 2016, 20), devlet olarak Suriye’nin toprak biitiinligiini
destekledigini beyan etmistir. 2020 yili sonrasinda Suriye-Misir iliskileri,
Kahire’nin Esad rejimini biitiiniiyle mesrulagtirmadan yeniden Arap sistemine
entegre etmeye doniik temkinli normallesme ¢izgisiyle sekillenmistir. Misir bu
donemde Suriye iliskilerini, iran ve Tiirkiye nin niifuzunu dengeleme, savasin
ardindan Suriye’nin yeniden insasinda piyasadan pay alma ve BM gozetiminde
Suriye’de siyasal ¢oziim fikrini koruma seklinde formiile etmistir (Henkel; 2020,
184-185). Sisi doneminde Kahire’nin Esad yonetimine verdigi agik destegin
icerigi, “ulusal ordularin” istikrar saglayici roliine olan inan¢ ve Suriye’nin
toprak biitiinliigliniin korunmasina verilen énem baglaminda olmustur. 2023’te
Kahire’den Sam’a yapilan iist diizey ziyaretin anlami, Esad Iktidarmin Arap
Birligi’ne yeniden doniisiinii onaylayan bir hareket olarak yorumlanmis (Oron;
2025, 219-225), bu siire¢, Esad’in 2024 sonundaki diisiisiine dek ihtiyatli ama
artan bir isbirligi ekseni yaratmistir. Sara doneminde Suriye-Misir iliskileri,
Esad sonras1 “yeni Suriye”nin Islamci referanslar1 nedeniyle derin giivensizlik
ve siipheci yakinlagsma olarak tanimlanmistir. Kahire, rejimi devrimci dalganin
Misir’a sigrama riski tizerinden okumus, angajmani disigleri bakanlar
diizeyinde telefon diplomasisi, sinirli insani yardim ve Suriyelilere yonelik siki
vize rejimiyle sinirlamistir (Hassan; 2025).

5. Suriye-S. Arabistan Iliskileri: Amerika ile Ingiltere 2003 te Irak’a girerek
bir savas baslatmis, fran’in Batili iilkelere karsi mukavemeti neticesinde
bolgede etkisi artmistir. Suriye’de i¢ savas basladiginda S. Arabistan, bolgede
devam eden Iran’in etkisini bozmak icin iran’la rekabeti buraya tasimustir.
(Asseburg&Wimmen; 2012, 3). Suriye-S. Arabistan iligkileri Arap Bahari
nedeniyle, Riyad’in Esad rejimine kars1t mesafeli ancak giderek daha pragmatik
hale gelen bir ¢izgi izlemesiyle yeniden tanimlanmistir. Suudi karar vericiler,
fran’in Suriye’deki niifuzunu sinirlama, Captagon kagakciligi ve miilteci
baskisini yonetme, ayn1 zamanda ABD’nin bolgedeki taahhiidlerini dengeleme
hedefleri ¢er¢evesinde Sam’la diplomatik kanallar1 kademeli bigimde yeniden
agmustir (Roebuck; 2023, 4-6). 2023, Suudi Arabistan onciiliigiinde Suriye’nin
Arap Birligi’'ne doniisiiniin ve “Esad’t tecritten yoOnetilebilir ortakliga
doniistiirme” hamlelerinin, Obiir taraftan Arap normallesme dalgasinin zirve
yaptig1 yil olmustur (Kardas & Aras; 2023, 72-75). 2024 sonundaki rejim
degisimi oncesinde Riyad, yeniden agilan biiyiikelgilikler ve ekonomik
ontemaslar iizerinden savas sonrasi gecis siirecinde sz sahibi olmay1 ve Iran ve
Tirkiye etkisini dengelemeyi hedefleyen ve gittik¢e artan artan bir angajmana
yonelmistir. Sara doneminde Suriye-Suudi Arabistan iliskileri, Riyad’n “yeni
Suriye”’ye yonelik yapici pragmatizm stratejisi etrafinda sekillenmistir. 2025°te
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Sam’da diizenlenen Suriye-Suudi Yatirirm Forumu’nda imzalanan milyarlarca
dolarlik anlagmalar, Sara liderligindeki ge¢is hiikiimetinin mesruiyetini
pekistirirken, Suudi Arabistan’a da Suriye’nin yeniden insasi lizerinden niifuz
alanini genisletme imkani tanimistir (Ulrichsen; 2025, 2-3).

6. Suriye-Israil Iligkileri: Suriye i¢c savasinda Israil bir denge politikasi
ylriiterek, taraflar arasinda gii¢ bir tarafa kaymadik¢a miidahil olmamuistir.
Israil aslinda diisman olmasina ragmen Iran destekli Esad rejiminin, dolayisiyla
bolgede Hizbullah’in kalmasini tercih etmistir. Diger tlrli Esad giderse,
Hizbullah’1n ve dolayistyla Iran’in bolgedeki etkisi en aza inecek, yerine gelecek
olanlar i¢c meselelerle bogusacagindan, israil’e bolgede daha fazla hareket alam
acilacaktir. Fakat Esad’in yerine gelecek olanlarin (kestirilemez olmasi ki
Israil’in en korktugu kokten dinci guruplardir) Israil’e nasil davranacagi belirsiz
oldugundan, Israil karar vericileri tercihini Esad’dan yana kullanmislardir
(Duran & Yalgin; 2016, 20-21). 2015’sonras1 yillarda Suriye-israil iliskileri,
diplomatik kanallarin kapali oldugu ve diisiik yogunluklu ¢atisma bigiminde
seyretmistir. Israil, 2018-2022 arasinda Iran’in ve rejim yanlis1 milislerin
Suriye’deki tahkimatini sinirlamak amaciyla ortalama ayda ii¢ hava saldirisi
olmak iizere 145 civarinda operasyon yiiriitmiis, bunlarin 6nemli kismini
giiney cephesine yogunlastirmistir (Kaduri; 2023). Bu siiregte Tel Aviv, Esad
rejimini devirmeyi resmen hedeflemedigini, ancak iran’in gekilmesini ve Golan
sinirinda bir adreste “sorumluluk™ istemini vurgulamistir. 7-8 Aralik 2024 teki
Sam Savasi ve Esad rejiminin ¢okiisii sirasinda Israil, yiizlerce hava saldiris1 ve
kara birlikleriyle UNDOF tampon bdlgesine ilerleyerek Suriye’nin giineyinde
kalict bir giivenlik kusagi tesis etmeye yonelmistir (Israel-Syria relations;
2024). Sara doneminde Suriye-Israil iliskileri, Israil’in Esad sonrasi giiney
Suriye’de kurdugu askeri istiinliigii koruma kaygisiyla eszamanli gerilim ve
sinirh diyalog atmosferi icinde olmustur. Israil, 2025°te ilk fiizeli saldirilari,
yeni yonetimi sorumlu tutarak siirdiirtirken, Washington arabuluculugunda
yaptirim gevsemeleri ve dogrudan temaslar iizerinden tansiyonu diisiirmeye
caligmistir (Taha vd.; 2025).

Bu c¢alisma sunu gosteriyor ki Sara’nin yonetimi ele gecirdigi tarihe
kadar bolge iilkelerinin Sii ve Alevi iktidarlar1 ve topluluklari, Suriye’de
Esad iktidarin1 desteklerken, Siinni olanlar1 Esad’in gitmesini ve ¢ikarlarina
uygun herhangi bir Siinni gurubun iktidara gelmesini istemislerdir. Bu arada
diinya genelinde 90’ {izerinde lilke, Esad hiikiimetine muhalif olanlara
destek vermek amaciyla 2012 yilinda, Suriye Halkinin Dostlar1 Platformu’nu
kurmuslardir (Demir & Rijnoveanu; 2013, 59). 11 esas iilkeden olusan bu
platform i¢inde Orta Dogu’dan, Tiirkiye, Misir, S. Arabistan, BAE, Katar ve
Urdiin gibi 6 iilke vardir. Amerika ile birlikte Bat1 Avrupa’nin en giiclii iilkeler
de bu platformda Bat1’y1 temsil etmiglerdir. Bu platformun tiyelerinin bolgedeki
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cikarlarmin farkli olmasi, Suriye konusunda farkli ajandalarinin bulunmasi da
calismalarinda bir uyumsuzluk yaratmistir. Fakat Esad yonetimini destekleyen
fran ve Rusya, pragmatizm temelinde, bélgedeki ¢aligmalarmi uzun siire uyum
icinde siirdiirmiiglerdir (Ulutas & Hoca; 2014, 10). Sara’nin Suriye’de yonetimi
ele gegirmesinin ardindan, Orta Dogu’da iktidar1 Siinni elitlerin elinde bulunan
iilkeler, Suriye politikalarin1 giivenlik paradigmasindan, kontrolli normallesme
ve bolgesel istikrar arayisina dayali daha esnek bir ¢ergeveye evirmislerdir.
Bolge iilkelerinin Suriye politikasi, ideolojik diizlemde mezhepsel yakinlik
veya uzaklik sOylemini korumakla birlikte, pratikte giivenlik meselelerinin
¢dziimii, ekonomik entegrasyon ve Iran etkisinin ¢evrelenmesi gibi faktdrler
temelinde ¢ok katmanli bir stratejik denge arayigina doniismiistiir.

SONUC

Orta Dogu’da catisan devletlerin ve orglitlerin sayist siirekli degismektedir.
Buradaki tlkeler hem gevresindeki iilkelerle hem de iglerindeki orgiitlerle
savagmaktadirlar. Ayrica bu orgiitler de kendi aralarinda kanli hesaplagsmalar
pesindedirler. Orta Dogu’da olaylar basladiginda Arap Bahari, ekonomiden
memnun olmayan muhaliflerin sekiiler anlamda bir iktidar savasi iken, bu
savaglar varolussal meseleye doniismiistiir. Yani savas, dini ve etnik gruplarin
var olma savagina doniigmiistlir. Savas uzadik¢a demokrasi arayisi tamamen
unutulmustur. Kiiresel ve bolgesel giiclerin kontroliinde savasan aktorler, etnik,
dini ve ideolojik motivasyonla edilgenlesmeye baglamislardir. Gruplar, onlara
para verip destekleyenlere bagimli hale gelmislerdir. Esad dahil biitiin Sii,
Stinni, Alevi ve diger ideolojik guruplar, kendi varligini korumanin diginda,
kendine destek veren iilkelerin ajandasiyla hareket etmeye baslamislardir.
Adina muhalifler veya terdr orgiitleri, her ne dersek diyelim bunlar, maaliyetleri
arttiinda veya sartlar degistiginde, gii¢ odaklarinin hemen vazgectigi degersiz
olusumlar haline gelmislerdir. Diger taraftan biiyilik giiclerce her tarafina nifak
mayini déseli Orta Dogu’nun siirekli artan sosyal, siyasi, ekonomik ve giivenlik
maliyeti, bu bolgenin ¢evresine ve hatta diinyaya yansimaya devam etmistir.

Bu c¢aligma, Orta Dogu’nun jeopolitik, jeokiiltiirel ve enerji temelli
kirilganliklarinin, Suriye Orneginde nasil ¢ok katmanli bir kriz rejimine
doniistiigiinii ortaya koymustur. Ibrahimi dinlerin ve kadim ticaret yollarmin
kesisiminde yer alan, petrol ve stratejik bogazlarla ¢evrili Orta Dogu, etnik,
mezhepsel ve sinifsal fay hatlarinin kiiresel giic rekabetiyle i¢ ice gectigi
bir cografya halini almistir. Arap Bahari, bu tarihsel birikim iizerinde hem
yerel adalet ve temsil taleplerini goriiniir kilmis, hem de kiiresel ve bolgesel
aktorlerin “demokratiklesme”, “insani miidahale” ve “terdrle miicadele”
gibi normatif sdylemler altinda niifuz alanlarmi yeniden tanzim ettigi bir
laboratuvara doniismiistiir. “Adil savas” doktrini, insani miidahale ve mesru
miidafaa kavramlariyla birlikte, 6zellikle ABD ve Batili miittefikler tarafindan
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uluslararast sistemi adillestiren degil esneklestiren, hukuki mesruiyet ile
jeopolitik ¢ikar arasindaki gerilimi maskeleyen bir ara¢ olarak islev gérmiistiir.
Bati’nin ruhani temelleri iizerine oturtulmus “Adil savas” anlayisi, “giicli
(Batil1) devletlerin uygulamalari, barisi yansitir” diislincesini diinyaya empoze
etmek amaciyla, gii¢lii devletlerin insani miidahalelerine(!) onay almak i¢indi.
Fakat XX yy’da Sekiilerizm revagtayd: ve “Adil savas” anlayisint diinyanin
tamamina kabul ettirebilmek icin uluslararasilastirilmas: gerekiyordu. Iste
“barisi tesis etmek icin savasa onay veren veya vermeyen bu (kutsal) gérev”
BM’ye yiiklenmistir. ABD ve Bati, iizerinde kontrol sahibi olmak istedigi enerji
bolgelerinde, itiraz eden bolge ve ¢evre faktorlerini cezalandirmaya baglamistir.
Gittikce keyfilesen Batili iilkelerin diger {ilkelere olan miidahaleleri ise barisi
tesis eden BM’nin islevinin, sorgulanmasina sebep olmustur.

Suriye i¢ savasi, klasik devletlerarasi savaslardan farkli olarak, hibrit ve
asimetrik “yeni savaslar”m tipik 6zelliklerini biinyesinde toplamistir ve Suriye,
kiiresel ve bolgesel giiclerin vekilleri {izerinden hesaplastigi bir “kontrol
edilebilir kaos” sahasina déniismiistiir. Iran’in Esad rejimiyle kurdugu kriz
koalisyonu, “direnis ekseni” sOylemi tiizerinden sekillenmistir. Rusya’nin
Suriye’ye askeri ve diplomatik destegi ise Tahran’a belirli jeopolitik kazanimlar
saglamig ama ayn1 zamanda yiiksek ekonomik, askeri ve diplomatik maliyetler
tiretmistir. Diger aktorlerle kurulan ¢ok katmanl iligkiler ise Suriye’yi, yalnizca
bir i¢ savas sahasi degil, ayn1 zamanda bolgesel giic hiyerarsisinin yeniden
dagitildigr bir jeopolitik diigiim noktast haline getirmistir. Ahmed Hiiseyin es-
Sara’nin iktidar ele gegirdigi giinden bugiine izledigi dis politika, Suriye’nin
geleceginin yine tek basina Sam’daki karar vericiler tarafindan degil, Orta
Dogu’daki bolgesel dengeler ile kiiresel giiglerin rekabet ve uzlasi ilkeleri
tarafindan belirlenecegini gostermektedir. Yani bu gilinkii slirecin devaminda
da siyasal reform ve gecis adimlarinin biiyiik 6l¢iide dis aktdrlerin birbirleriyle
kurdugu pazarliklarin seyrine bagl kalacagi bir Suriye utku 6ne ¢ikmaktadir.
Suriye’yi orta ve uzun vadede bekleyen genel tablo, tam bir normallesmeden
ziyade, kademeli istikrarlasma ile iilkenin geneline yayilmis olan révangizmin
i¢ ice gectigi hibrit bir rejim goriiniimiidiir. Dolayisiyla Sara doneminde
Suriye’nin gelecegi, “toprak biitlinliiglinii koruyan ama egemenligi pargali”,
bigimsel olarak normallesmis ama yapisal olarak vekalet iliskileri ve jeopolitik
pazarliklarla kusatilmis bir devlet modeli ile tanimlanabilecek tiirden olacaktir.
Suriye, Orta Dogu’da savas, mesruiyet, vekalet aglar1 ve rejim degisimi
arasindaki karmasik iligkinin hem sonucu hem de laboratuvari olarak, bolgesel
diizen tartigmalarinin merkezinde kalmaya devam edecektir. Bu da kalic1 barig
ve istikrarin ancak kapsayici bir siyasal ¢6ziim, bolgesel giivenlik insas1 ve
dis miidahaleleri sinirlayan yeni normatif ¢ercevelerle miimkiin olabilecegini
gostermektedir.
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PERSONA, GOLGE VE BIREYLESME: CARL GUSTAV
JUNG’DA KENDILIK YABANCILASMASI PROBLEMI

Murat Kaplan'

GIRIS

Kendilik Sorunu ve Modern Birey

Modern toplumda bireyin yasadig1 psikolojik sorunlarin énemli bir kismi,
yalmizca klinik semptomlarla degil; bireyin kendilik deneyimi ile kurdugu
iliskinin niteligiyle de yakindan iligkilidir. Carl Gustav Jung’un analitik
psikolojisi, bu baglamda, insanin ruhsal biitlinliigiinii tehdit eden temel yapisal
gerilimleri agiklamak icin giiclii bir kuramsal ¢erceve sunar. Bu ger¢evenin
merkezinde ise persona, golge ve bireylesme kavramlar yer alir.

Jung’a gore insan, kendisini tanimadan ve igsel gercekligiyle yilizlesmeden
yasadiginda, dis diinyayla kurdugu uyum bedeli karsiliginda 6znel biitiinliglini
kaybetme riskiyle karsi karsiya kalir. Bu durum, bireyin varolusunu
kendi merkezinden degil, toplumsal beklentilerin belirledigi bir eksenden
stirdlirmesine yol acar.

Persona Kavrami: Toplumsal Uyumun Psikolojik Mekanizmasi

Jung, persona kavramini ilk kez sistematik bi¢imde Two Essays on
Analytical Psychology adli eserinde ele alir. Persona, bireyin toplumsal
cevreyle kurdugu iliskinin zorunlu bir {irlinii olarak ortaya ¢ikan, iglevsel fakat
smirli bir psikolojik yapidir.

“Persona, bireyin toplumla kurdugu bir uzlagsmadir; bireyin dis diinyaya
sundugu islevsel ylizdiir.” - (Jung, 1953)

Bu baglamda persona, bireyin mesleki kimligi, aile igindeki rolii, toplumsal
statiisii ve kiiltiirel normlara uyum bi¢imlerinden olusan bir sosyal arayiiz islevi
goriir. Persona sayesinde birey, sosyal diinyada taniabilir, kabul edilebilir ve
islevsel hale gelir.

Ancak Jung, personanin yalnizca aragsal bir yapi oldugunu vurgular.
Persona, bireyin tamami degildir; yalnizca dis diinyaya doniik yoniinii temsil
eder.

1 Dr.
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Persona ile Ozdeslesme ve Kendilik Yabancilasmasi

Jung’un kuraminda kritik esik, bireyin persona ile 6zdeslesmesidir. Persona
baslangicta koruyucu ve diizenleyici bir islev goriirken, birey onu kendi gercek
benligi olarak deneyimlemeye basladiginda psikolojik bir sapma ortaya ¢ikar.

“Persona ile Ozdeslesme, bireyin kendini toplumsal roliine indirgemesi
anlamina gelir.” - (Jung, 1959)

Bu durumda birey, kendi arzularini, duygusal ihtiyaglarmi ve igsel
yonelimlerini ikinci plana iter. ‘Ben kimim?’ sorusu, yerini ‘Benden ne
bekleniyor?’ sorusuna birakir. Boylece bireyin yasami, ig¢sel merkezden
uzaklagarak dissal onay mekanizmalarina bagimli hale gelir.

Jung bu durumu radikal bir ifadeyle agiklar:

“Insan personayla &zdeslestiginde, ruhunu kaybetme tehlikesiyle karsi
kargiyadir.” - (Jung, 1953)

Bu ifade, psikopatolojik bir ¢okiisten ziyade, varolussal bir bogsalmaya isaret
eder.

Golge Kavrami: Bastirilanin Psikodinamik Yapisi

Carl Gustav Jung’un analitik psikolojisinde go6lge (shadow), bilingli
benligin (ego) tanimadigi, kabul etmek istemedigi ya da toplumsal ve ahlaki
nedenlerle reddettigi psikolojik igeriklerin biitiiniinii ifade eder. Golge, yalnizca
‘olumsuz?2 ya da ‘ahlaki agidan sorunlu’ 6zellikleri degil; ayn1 zamanda bireyin
gergeklestirilmemis potansiyellerini, yaratici diirtiilerini ve bastirilmis yasam
enerjisini de kapsar (Jung, 1959).

Persona ile ozdeslesme stireci, golgenin olusumunu hizlandiran temel
dinamiklerden biridir. Birey, toplumsal beklentilere uyum saglama cabasiyla,
personaya uymayan Ozelliklerini bilingdisi alana iter. Bu baglamda golge,
personanin yapisal bir karsit1 olarak ortaya ¢ikar.

Jung bu iliskiyi su sekilde formiile eder:

“Persona ne kadar kati ve tek boyutlu hale gelirse, gblge o 6l¢iide yogun ve
ilkel bir nitelik kazanir.” - (Jung, 1959)

Bu ifade, gdlgenin patolojik bir olusumdan ziyade, bilingli tutumun
dengesizligine verilen telafi edici bir yanit oldugunu gosterir.

Bastirma, Bilin¢disi ve Semptom Olusumu

Jungcu kuramda bastirma, yalnizca Freudcu anlamda cinsel ya da saldirgan
diirtiilerin geri itilmesiyle sinirh degildir. Bastirilan her psikolojik igerik —
duygular, ihtiyaglar, yonelimler — bilingdisinda otonom bir enerji kazanir.

“Bilingdigina itilen higbir sey etkisiz kalmaz; yalnizca denetimimizden
cikar.” - (Jung, 1964)
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Bu denetim kaybi, bireyin yasaminda dolayli ve sembolik bigimlerde
kendini gosterir. Jung, bu siireci psikopatolojinin merkez1 agiklama ilkelerinden
biri olarak goriir. Kronik kaygi, anlamsizlik hissi, tekrarlayan iligki ortintiileri,
tilkenmislik sendromu ve bazi nevrotik belirtiler, golge icerigin bilingle
biitiinlesememesinin klinik yansimalari olarak degerlendirilir.

Bu noktada Jung, semptomu ortadan kaldirilacak bir bozukluk olarak degil;
bilingdisinin bilingle iletisim kurma girisimi olarak ele alir.

Toplumsal Normlar, Etik ve Persona Insas1

Persona yalnizca bireysel bir psikolojik yap1 degil, aynm1 zamanda tarihsel
ve kiiltiirel olarak belirlenen etik normlarin igsellestirilmis bi¢cimidir. Bireyin
‘iyi’, ‘dogru’ ve ‘kabul edilebilir’ olarak tanimladig1 6zellikler, biiyiik 6l¢iide
yasadig1 toplumun deger sistemi tarafindan sekillendirilir.

Bu durum, Jung’a gore etik bir gerilim dogurur: Toplumsal ahlak ile
bireysel psikolojik gergeklik her zaman ortlismez. Persona, bu oOrtiismezligi
goriinmez kilarak bireye gecici bir uyum saglar; ancak bedel olarak gdlgenin
yogunlagmasina yol acar.

Jung, modern toplumlarda bu gerilimin 6zellikle arttigini belirtir. Endiistriyel
ve biirokratik yapilarda birey, islevsel bir role indirgenir ve bu rol, kisiligin
tamamiymis gibi deneyimlenmeye baglanir. Bylece etik uyum, psikolojik
biitiinliik pahasina siirdiirtliir.

Bireylesme Siireci: Persona ile Mesafelenme

Bireylesme, Jung’un kuraminda bireyin psikolojik gelisiminin merkezi
eksenini olusturur. Bu siireg, personanin terk edilmesi degil; onun smirli ve
aragsal bir yap1 oldugunun bilingli olarak fark edilmesiyle baslar.

“Bireylesme, kisinin toplumsal maskesini yok etmesi degil; onun otesine
gecebilme cesaretini gostermesidir.” - (Jung, 1959)

Bireylesme stireci, golgeyle ylizlesmeyi zorunlu kilar. Bu yiizlesme, bireyin
kendine dair idealize edilmis imgeleri terk etmesini gerektirir. Dolayisiyla
stire¢, yogun kaygi, sucluluk ve belirsizlik duygulariyla birlikte seyreder. Jung,
bu sanciy1 patolojik degil; gelisimsel olarak kaginilmaz kabul eder.

Bireylesmenin Klinik ve Varolussal Boyutlari

Klinik baglamda bireylesme siireci, semptomlarin tamamen ortadan
kalkmasindan ziyade, bireyin semptomlariyla kurdugu iliskinin doniismesini
hedefler. Jungcu terapi, bireyin ‘normal’ hale getirilmesini degil; psikolojik
biitiinliigiinii artirmasini amaglar.

Varolugsal diizeyde ise bireylesme, bireyin yasamini bagkalarinin beklentileri
dogrultusunda degil, kendi igsel yonelimiyle sekillendirebilme kapasitesini
ifade eder. Bu noktada Jung, psikolojiyi yalnizca tedavi edici degil; etik ve
varolussal bir disiplin olarak konumlandirir.
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SONUC
Psikolojik Biitiinliik Olarak Kendilik

Jung’un analitik psikolojisi, insanin temel sorununun ‘uyum eksikligi’
degil; kendilikten kopus oldugunu ileri siirer. Persona, toplumsal yasam
icin vazgegilmezdir; ancak bireyin tiim varligini kapsadiginda psikolojik bir
indirgemeye doniisiir.

Bu baglamda ruhsal olgunluk, personanin yok edilmesi degil; onun sinirlh
dogasmin bilingli olarak taninmasi ve golgeyle entegrasyonun saglanmasiyla
miimkiin olur. Jung’a gore gergek yasam, ancak bu biitiinlesme gergeklestiginde
baslayabilir.
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DIN OZGURLUGU BAGLAMINDA TURKIYE’DE DiNi
GRUPLARIN HUKUKi KONUMU

Hasan Toman'

GIRIS

Dini gruplar, tarih boyunca yalnizca inan¢ alaninda degil, ayn1 zamanda
toplumsal 6rgiitlenme, kimlik olusumu ve kamusal yasam tizerinde de etkili olan
kolektif aktdrler olarak varlik gostermistir. Bu nedenle dini gruplar ile devlet
arasindaki iliski, hukuk sistemleri acisindan siirekli diizenleme ve denetim
konusu olmustur. Devletlerin dini gruplara yonelik yaklagimlari; laiklik anlayisi,
din ve vicdan 6zgirliigiiniin kapsami, kamu diizeninin korunmasi ve giivenlik
kaygilar1 gibi unsurlara bagli olarak tilkeden iilkeye farklilik gostermektedir.

Uluslararasi insan haklar1 hukuku, bireysel din 6zgiirliigiiniin yani sira dinin
kolektif boyutunu da koruma altina alarak dini gruplarin 6rgiitlenme, ibadet
etme ve faaliyet ylriitme haklarmi giivence altina almayir amaclamaktadir.
Insan Haklar1 Evrensel Beyannamesi (United Nations, 2026), Medeni ve Siyasi
Haklar Uluslararas1 Sézlesmesi (Jospeh & Castan, 2013) ve Avrupa Insan
Haklar1 Sozlesmesi (Harris, O’Boyle, Bates, & Buckley, 2023) bu alandaki
temel normatif ¢ergeveyi olusturmaktadir. Bununla birlikte, uygulamada dini
gruplarin hukuki statiisii, kurumsal 6zerkligi ve yasal taninma diizeyi konusunda
devletlerarasinda dnemli farkliliklar bulundugu, hatta bazi durumlarda ciddi
sinirlamalarin s6z konusu oldugu goriilmektedir.

Dini ¢esitlilik, cagdas toplumlarin belirleyici bir 6zelligi haline gelmis ve
dini gruplarin korunmasint uluslararasi insan haklari hukukunun temel bir
meselesi yapmustir. Dini kimlikle ilgili ¢atismalar, azinliklara kars1 ayrimcilik
ve toplu ibadete getirilen kisitlamalar, bireysel inang¢ 6zgiirliigiiniin tek basina
dini yagami korumak i¢in yeterli olmadigimi gostermektedir. Dini uygulama
genellikle toplumsal kurumlara, ortak ritiiellere ve kolektif kimlige baghdir.
Bu nedenle, dini 6zgiirliigiin etkin bir sekilde korunmasi, bireysel haklarin yant
sira grup boyutlarinin da taninmasini gerektirir (Witte & Green, 2012).

Toplumsal diizenin saglanmasi agisindan din ile sekiiler hukuk arasindaki
iligki, tarih boyunca énemli bir tartisma alani olmustur. Dini inanc¢larin yaygin

1 Dr. Ogrt. Grv. Inénii Universite, Yabanci Diller Yiiksekokulu, Malatya, hasan.toman@inonu.edu.tr, ORCID: orcid.org/
0000-0002-4011-5019
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oldugu toplumlarda dahi, sekiiler hukuk kurallart dini kurallardan bagimsiz
olarak kiiresel normlar ¢ergevesinde sistemlestirilmis ve gelistirilmistir (Uslu,
2004, s. 236). Gegmiste toplum diizeninin belirlenmesinde etkili olan resm1 dini
kurumlar ile formel olmayan (informel) dini gruplarin hukuki statiileri, sekiiler
sistemler ic¢inde yasalarla belirlenmis; hak ve sorumluluklart bu ¢ergevede
sinirlandirilmastir.

Modern hukuk sistemlerinde dini gruplar genellikle din ve vicdan
Ozgiirligii kapsaminda ele alinmakta; ancak bu 6zgiirlilk mutlak olmayip kamu
diizeni, genel ahlak ve bagkalariin haklar1 gibi sinirlandirma 6lgiitlerine tabi
tutulmaktadir. Bu durum, dini gruplarin hukuki statiisii, tiizel kisilik kazanma
stirecleri, mali ve idari denetimleri gibi pek cok konuyu giindeme getirmektedir.
Ozellikle laiklik ilkesini benimseyen devletlerde, dini gruplarin kamusal
alandaki varlig1 ve faaliyetleri hassas bir denge cergevesinde diizenlenmektedir
(Ozbudun, 2025).

Kanunlar, varliklar arasindaki iligkiler diizenini saglayan kurallardir.
Bu anlamda, tim wvarliklarin kendilerine 6zgii kanunlari bulunmaktadir.
Montesquieu’'nun kanunlara iliskin yaptigt smiflandirma incelendiginde,
kanunlarin yalnizca toplumu ilgilendiren kurallarla smirli  olmadigi
goriilmektedir. Montesquieu, kanunlari; ilahl kanunlar, maddi diinyanin
kendi kanunlari, insandan dstiin ruhani varliklarmm kanunlari, hayvanlar
aleminin kanunlart ve insanin kendi kanunlari seklinde siniflandirmaktadir.
(Montesquieu, 2017, s. 3). Pozitivist diislincenin c¢ag1 olarak bilinen 18.
Yiizyilda rasyonalizmden ampirizme, metafizik diisinceden sosyolojik bir
hukuk anlayisina gegisler yasanmis ve bu gecis donemi Aydinlanma Caginin
tim Ozelliklerini toplumsal yapilara yansitmaya baslamistir. Aydinlanma
Caginda gozlem ve deneysel yontemler kullanilarak, dogayi, insani, toplumu
anlama rasyonalist yaklasimlarla ele alinmigtir. Dogmatik yaklagimlarim,
uygulamalarin yerine daha sofistike bir tarih kiiltiirline sahip filozoflarin
rasyonalist yaklagimlari toplum diizenini ve sorunlarini yeniden ele alinmasina
neden olmustur (Giirkan, 1988, s. 10).

Toplumlarin  i¢inde bulunduklar1 kosullardaki degiskenlikler tiim
toplumlarda ayni olmamaktadir. Her cografyanin, kitanin kendine 0zgiin
toplumsal 6zellikleri bulunmaktadir. Bu yoniiyle, diinyanin farkli yerlerinde
farkli toplumsal olaylar, yasam bigimleri; orfler, gelenek-gorenekler, ahlak, din
anlayislar goriilmektedir. Cok uluslu, kiiltiirlii, dinli topluluklarda (iilkelerde),
ilkelerin toplumsal mozaigine gore tasarlanmig ve yiiriirlige konulmus
kanunlarin olmasi1 gelismis toplumlarin en 6nemli Ozelliklerinden biridir.
Toplumsal baris1 saglamak, herkesin birbiri kadar 6zgiir olmasini saglamak
adina ortaya konulan kanunlarin smirlayici igerikleri bulunmak zorundadir.
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Bireysel ruhu degil “genel ruhu™? yansitmasi beklenilen kanunlarin mitkkemmel
olmasi mimkiin degildir. Bununla birlikte, yasalarda olmasi gereken sey
toplumsal diizeni saglamada genel amaglar1 gdzeten igerikte olmalidir. Bir
gruba, smifa, ya da bireye imtiyaz taniyacak igerikte olmamalidir. Toplumun
genel istencelerine uygun olan yasalar toplumsal kabul goriir. Yasalar birkag
kisinin bir araya gelerek belirledigi bir icerikte olmamasi gerekir, yoksa onlara
uyacak halklar olmaz. Toplumsal mozaigi en iyi sekilde yansitan halk yonetimi
(Cumhuriyet Yonetimi) bu yoniiyle halkin taleplerini karsilamada, toplumsal
barisin saglanmasinda en ideal bir yonetim bicimi olarak goriilmektedir
(Rousseau, 2012, s. 35-36).

Bu c¢alismada, uluslararast ve ulusal hukuki metinler ile Avrupa Insan
Haklar1 Mahkemesi igtihadi 1s181inda, Tiirk hukuk sisteminde dini gruplarin
hukuki taninmasi ile toplumsal barig, cogulculuk ve hukuk devleti arasindaki
iligki ele alinmaktadir.

Dini Gruplar

Din, varligini ¢ogunlukla bir topluluk, cemaat, iimmet ya da belirli bir grup
icinde stirdiirmektedir. Bu durum, dinin toplumsal islevselligiyle aciklanabilir;
zira din, inananlar arasinda bag kurarak biitiinlesmeyi tesvik eder (Giinay, 2010,
s. 255). Dinin siirekliligi, toplumun ihtiyag¢larina ne 6l¢ilide karsilik verdigiyle
yakindan iliskilidir ve bu siireklilik, dini pratikleri canli tutan orgiitlii dini
gruplar araciligiyla miimkiin olmaktadir.

“Dini grup” kavrami, genel olarak ortak inang ve dinsel yonelimler etrafinda
sekillenen topluluklar1 ifade eder. Bu gruplar, diger toplumsal olusumlarda
oldugu gibi yapi, islev, temel inanglar ve iiye sayis1 gibi Olgiitler dikkate
almarak siniflandirilabilmektedir. Dini gruplarin ortaya ¢ikisi ve gesitlenmesi
ise toplumsal, siyasal ve kiiltiirel yapilarin farklilasmasiyla birlikte bireysel ve
kolektif dinsel deneyimlerin artmasma bagl olarak gelismektedir (Cezayirli,
1997, s. 370).

Uluslararas1 hukuk, “dini grup” i¢in kesin bir yasal tanim saglamamaktadir.
Genellikle, ortak inanglar, ibadet uygulamalari1 ve kurumsal yapilarla birlesmis
bireyler toplulugunu ifade eder (Berger, 2016, s. 3). Dini gruplar, resmi
orgiitler veya gayri resmi topluluklar nitelenebilmektedir. Bu yoniiyle dini
gruplar Kiliseler, mezhepler, tarikatlar ve kiiltler seklinde siniflandirabilir
(Voas, 2015, s. 362). Baska bir yoniiyle tipolojik olarak dini gruplar yaygin
dini gruplar ve azinlik dini gruplar olarak da ele alinabilir. Yaygin dini gruplar
icinde bulunduklar1 toplumlarda genel kabul gérmiis dini gruplardir. Azinlik
dini gruplar ise genellikle bir toplumun baskin dini geleneginden farkli, az bir

2 Montesquieu’nun “Genel Ruh” kavrami, bazi yorumcular tarafindan Alman Tarih¢i Okulu’nun “Halk Ruhu” anlayisina
benzer, metafizik nitelikli bir kolektif biling olarak degerlendirilmistir. Ehrlich bu kavrami dogrudan toplumun kendisiyle
6zdeslestirirken, Hiiseyin Nazim Ruh il Kavanin’de terimi “temayiilat-1 umumiye”, yani “genel egilimler” seklinde
gevirmistir. Aron, “Genel Ruh”u bir toplumun davranma, diisiinme ve hissetme tarzi olarak tanimlarken; Topguoglu
ise bunun toplumda uzun siire devam eden Ozellikleri ifade ettigini vurgulayarak kavrami “milli seciye” bi¢iminde
karsilamistir (Giirkan, 1988, s. 13) .
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niifuza sahip gruplardir. Hukuksal boyutuyla azinliktaki dini gruplar toplumun
genelinde kabul goren yiiksek niifuzlu dini gruplar gibi dinlerini yasamakta ve
korumakta ayn1 haklara sahiplerdir (Wallace, 1997, s. 145).

Dini gruplar; inang, ibadet ve aidiyet temelinde sekillenen sosyal yapilar
olarak, bireylerin din 6zgiirliigiinii kolektif diizeyde yagama imkan1 sunmaktadir
(Berger, 2016, s. 6-10). Ancak bu gruplarin faaliyet alanlari, devletin hukuki
diizenlemeleriyle dogrudan iliskilidir.

Tiirkiye Yasalarinda Dini Gruplar

Toplumun her kesimini ilgilendiren yasalarin ¢esitliligi i¢erisinde din ve dini
gruplar ile ilgili yasalar bulunmaktadir. Demokratik hukuk devletlerinde din ve
vicdan ozgiirliigii, Tirkiye dahil, Avrupa Konseyi’ne iiye olan biitiin iilkeler
tarafindan demokratik g¢ogulculuk anlayisinin korunmasi ve gelistirilmesi
amaciyla anayasal diizeyde garanti altina alinmistir (Agirbash, 2012, s. 84).
Din veya inang 6zgiirliigii, uluslararasi belgelerde ve AGIT taahhiitlerinde
tanman temel bir haktir. Uluslararasi standartlar, herkesin diisiince, vicdan
ve din 6zgiirligi hakkina sahip oldugunu belirtir. Bu hak, kisinin dinini veya
inancini tek basina veya topluca, kamuya agik veya 6zel olarak, ibadet, 6gretim,
uygulama ve ayin yoluyla agiklama 6zgiirliiglinii igermektedir. (Buquicchio &
Link, 2014, s. 9).

Uluslararas1 Insan Haklari Hukuku dini gruplarin yasal bir kimligi olup
olmadigina bakmaksizin onlarim korunmasiyla ilgili kanunlar igermektedir.
Bununla birlikte, dini gruplar, topluluklar yasal olarak ¢aligmalarini yapabilmek
icin tiizel bir kimlik iizerinden kendilerini resmi kayit altina almaktadirlar.
Edindikleri tiizel kimlikle ulusal hukuk diizeni igerisinde miistakil tlizel bir
dini kurulus olarak taninmalart miimkiin olmaktadir. Din gruplarin istekleri
iizerine tlizel kisilige sahip olmalar1 aslinda onlara bazi ayricaliklar tanimakta
oldugu goriilmektedir. Yasal bir kimlik kazanmis olmalar faaliyet alanlarmin
¢esitlenmesine imkan saglamaktadir. Miistakil olduklart iilkelerin yonetimleri
onlara dair ulusal mevzuatlarin1 taraf olduklar1 uluslararasi insan haklar
belgelerine ve diger uluslararasi taahhiitlere paralellik gosterecek sekilde
diizenlemeleri gerekmektedir. Bir¢ok diinya iilkesinde dini gruplarin tiizel
kimlige sahip oldugu ve bu kimlik tizerinden sadece bir sivil toplum o6rgiitii gibi
degil ayn1 zamanda ticari faaliyetler i¢cinde bulunmalarina da miisaade edildigi
goriilmektedir. Amerika’da yasal kimlikle faaliyet gdsteren dini gruplarin kar
amaci1 giitmeyen kuruluslar gibi goriilmeleri vergi muafiyeti gibi avantajlardan
faydalanmalar1 s6z konusudur. 2014 yilinda, AGIT in dini gruplarin yasalardaki
yerine dair farkli iilkelerde (Amerika, Italya, Ispanya, Estonya, Letonya,
Hollanda, irlanda, isvec, Almanya) yaptig1 ¢calismada dini gruplarin haklarinin
yasalarla tanimlandig1 goriilmektedir. Dini grubun bir ya da birkag iiyesinin
hatalarindan dolay1 dini grubun bir biitiin olarak temel hak ve 6zgiirliiklerden
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mahrum edilemeyecegi seklinde yaklasimi yasalarla giivence altina alinmistir
(Blitt, 2005, s. 19-31).

Tirkiye, Birlesmis Milletler ve Avrupa Konseyi diizeyinde temel insan hak
ve Ozgiirliikleri konusunda milletleraras: sozlesmeleri kabul etmis bir tilkedir.
Ic hukuk bu sézlesmede gecen maddelere uygun olarak tasarlanmistir ve
mahkemelerin milletleraras1 sézlesme maddelerini uygulanmasi zorunludur.
Milletlerarasi sézlesmeler arasinda Avrupa Insan Haklar1 Sézlesmesi de (AIHS)
onemli, baglayici bir 6zellige sahiptir. Cilinkii, bu soézlesemeye dahil olmusg
devletlerin AIHS de belirtilen kurallara gore hareket etmeleri gerekmektedir.
Avrupa Konseyi’nin din ve vicdan 6zgiirliigiiyle ilgili 9, 10 ve 11. (Agirbasli,
2012, s. 89-91) maddeleri iiye devletlerin uymasi gereken evrensel hukuk
maddelerindendir. Tiirkiye Cumhuriyeti Devleti bu maddelere uygun olarak
Anayasanin 24,25. ve 26. maddelerini olugturmustur:

Din ve Vicdan Hiirriyeti

Madde 24 — Herkes, vicdan, dini inang ve kanaat hiirriyetine sahiptir.
14 tincii madde’® hiikiimlerine aykiri olmamak sartiyla ibadet, dini ayin ve
torenler serbesttir. Kimse, ibadete, dini ayin ve torenlere katilmaya, dini inang
ve kanaatlerini agiklamaya zorlanamaz, dini inang ve kanaatlerinden dolay
kinanamaz ve su¢lanamaz. Din ve ahlak egitim ve ogretimi Devletin gozetim
ve denetimi altinda yapilr. Din kiiltiirii ve ahlak 6gretimi ilk ve ortacgretim
kurumlarinda okutulan zorunlu dersler arasinda yer alw. Bunun disindaki
din egitim ve ogretimi ancak, kisilerin kendi istegine, kiigiiklerin de kanuni
temsilcisinin talebine baghdw:. Kimse, Devletin sosyal, ekonomik, siyasi veya
hukuki temel diizenini kismen de olsa, din kurallarina dayandirma veya siyasi
veya kisisel ¢ikar yahut niifuz saglama amaciyla her ne suretle olursa olsun
dini veya din duygularini yahut dince kutsal sayilan seyleri istismar edemez ve
kotiiye kullanamaz.

flgili anayasa hiikmii, din ve vicdan 6zgiirliigiinii herkes i¢in giivence altina
alirken, bu 6zgiirliigiin hem bireysel hem de kolektif (grup halinde) kullanimini
dolayli bicimde koruma altina almaktadir. Zira ibadet, dini ayin ve torenlerin
serbest olmasi, dini inancin yalnizca bireysel vicdan alaniyla sinirli kalmadigin,
ayn1 zamanda dini gruplar tarafindan toplu bi¢cimde yasanabilen bir pratik alani
da kapsadigimi gostermektedir. Bu yoniiyle madde, dini gruplarm ibadetlerini
organize edebilme ve inanglarin1 kamusal alanda goriiniir kilabilme hakkini
anayasal glivenceye baglamaktadir.

Bununla birlikte, hiikiimde yer alan “kimsenin ibadete veya dini

torenlere katilmaya zorlanamayacagi” ve “inancimi agiklamaya mecbur

3 Madde 14 — (Degisik: 3/10/2001-4709/3 md.) Anayasada yer alan hak ve hiirriyetlerden higbiri, Devletin iilkesi ve
milletiyle boliinmez biitiinliigiinii bozmay1 ve insan haklarina dayanan demokratik ve laik Cumhuriyeti ortadan kaldirmay1
amaglayan faaliyetler biciminde kullanilamaz. Anayasa hiikiimlerinden higbiri, Devlete veya kisilere, Anayasayla taniman
temel hak ve hiirriyetlerin yok edilmesini veya Anayasada belirtilenden daha genis sekilde sinirlandirilmasini amaglayan
bir faaliyette bulunmay1 miimkiin kilacak sekilde yorumlanamaz. Bu hiikiimlere aykiri faaliyette bulunanlar hakkinda
uygulanacak miieyyideler, kanunla diizenlenir.
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birakilamayacagi” yoniindeki diizenleme, dini gruplarin faaliyetlerinin bireyin
negatif din 6zgiirliigiini ihlal edemeyecegini ortaya koymaktadir. Dolayistyla
dini topluluklar, {iyelik, katilim ve aidiyet konusunda ancak goniilliiliik esasina
dayanabilir; sosyal baski, diglama ya da zorlayict yontemlerle bireyin tercih
alanii daraltmalar1 anayasal koruma kapsaminda degerlendirilemez.

Madde, din egitim ve Ogretiminin devletin gdzetim ve denetimi altinda
yapilacagint ongorerek, dini gruplarin egitim alanindaki faaliyetlerini de
kamusal denetime acik kilmaktadir. Zorunlu din kiiltiirii ve ahlak bilgisi dersleri
disinda kalan din egitiminin kisisel talebe baglanmasi, dini gruplarin egitim
faaliyetlerinin ancak istege bagli katilim temelinde mesru kabul edildigini
gostermektedir. Bu diizenleme, bir yandan ¢ogulculugu korumayi amagclarken,
diger yandan devletin laiklik ilkesi geregi dini alan iizerinde diizenleyici roliinii
stirdiirdiigiinii ortaya koymaktadir.

Ote yandan, maddenin son fikrasinda yeralan ve dinin devletin temel diizenini
belirleyici bir ara¢ haline getirilmesini veya siyasi ve kisisel ¢ikar amaciyla
istismar edilmesini yasaklayan hiikiim, dini gruplarin kamusal ve siyasal
alandaki etkisine acik bir sinir getirmektedir. Bu ¢ergcevede dini topluluklar,
sivil toplum alaninda faaliyet gosterebilmekle birlikte, devlet diizenini din
kurallarina dayandirmaya yonelik orgiitlii girisimlerde bulunamazlar. Bu
siirlama, dini gruplarm varligini degil, siyasal iktidar tizerinde belirleyici rol
iistlenmelerini engellemeye yoneliktir.

Diisiince ve Kanaat Hiirriyeti

Madde 25 — Herkes, diisiince ve kanaat hiirriyetine sahiptir. Her ne sebep ve
amagla olursa olsun kimse, diisiince ve kanaatlerini a¢iklamaya zorlanamaz;
diisiince kanaatleri sebebiyle kinanamaz ve su¢lanamaz.

flgili hiikiim, diisiince ve kanaat ozgirliigiinii mutlak bir ilke olarak
giivence altina almakta ve bireyin inang, diinya goriisii ve deger yargilarinin
devlet veya toplum baskisiyla agiklanmaya zorlanmasini acik bigimde
yasaklamaktadir. Bu diizenleme, dini gruplar bakimindan da 6nemli sonuglar
dogurmakta; bireylerin herhangi bir dini topluluga mensup olup olmadiklarini,
hangi inanc1 benimsediklerini ya da bir inanci reddettiklerini agiklamaya
zorlanamayacaklarin1 ortaya koymaktadir. Bodylece bireyin dini aidiyeti,
kamusal otoriteler kadar sosyal ¢evre ve dini gruplar karsisinda da koruma
altina alinmig bir vicdan alani olarak taninmaktadir.

Bu hiikiim ayni zamanda, dini gruplarin kendi inang¢ sistemlerini yayma
ve temsil etme faaliyetlerini, bireyin diisiince ve kanaat 0zgiirliigiinii ihlal
etmeyecek sekilde yiirlitmeleri gerektigini ima eder. Zira diislince 6zgirligiiniin
korunmasi, yalnizca devletin miidahalesine karsi degil, toplumsal ve kolektif
baskilara kars1 da bireyin korunmasini gerektirir. Bu baglamda, dini gruplarin



SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI ‘ 83

telkin, davet ve egitim faaliyetleri mesru kabul edilse bile, bu faaliyetlerin
bireyin 06zgiir iradesini zedeleyecek nitelikte baskiya doniismesi anayasal
koruma ile bagdasmaz.

Ote yandan hiikiim, diisiince ve kanaatler nedeniyle kinama ve suglamay1
yasaklayarak, cogulcu bir inang ve goriis ortaminin anayasal temelini olusturur.
Bu durum, farkli dini yorumlara, mezheplere veya inangsizliga sahip bireylerin,
hem devlet hem de gogunluk inanci temsil eden dini gruplar karsisinda esit
saygl gormesi gerektigi ilkesini giiclendirmektedir. Dolayisiyla anayasa, dini
gruplara taninan kolektif ifade alanin1 korurken, bu alanin bireylerin diigiince
Ozglrliigiinii bastiracak bir sosyal baski mekanizmasina doniismesini de
engellemeyi amaglamaktadir.

Diisiinceyi A¢iklama ve Yayma Hiirriyeti

Madde 26 — Herkes, diisiince ve kanaatlerini soz, yazi, resim veya baska
yollarla tek basina veya toplu olarak ag¢iklama ve yayma hakkina sahiptir. Bu
hiirriyet Resmi makamlarin miidahalesi olmaksizin haber veya fikir almak ya
da vermek serbestligini de kapsar. Bu fikra hiikmii, radyo, televizyon, sinema
veya benzeri yollarla yapilan yayimlarin izin sistemine baglanmasina engel
degildir?

[lgili anayasa hiikmii, diisiince ve kanaatlerin sdzlii, yazili, gorsel ya da diger
iletisim yollariyla bireysel veya kolektif bicimde agiklanmasini ve yayilmasini
giivence altina alarak, dini gruplarin inanglarini topluca ifade edebilme ve
kamusal alanda goriiniir kilabilme imkanmi anayasal koruma kapsamina
almaktadir. “Tek basina veya toplu olarak™ ifadesi, bireysel ifade 6zgiirliiglintin
yani1 sira, dini cemaat ve topluluklarm da orgiitlii bicimde goriis agiklama ve
inanglarini yayma hakkina sahip oldugunu agikga ortaya koymaktadir.

Hiikmiin, resmi makamlarin miidahalesi olmaksizin haber veya fikir alma
ve verme serbestligini de kapsamasi, dini gruplarin yalnizca kendi inanglarini
duyurma degil, ayn1 zamanda farkli dini ve felsefi goriislere erisebilme hakkini
da giivence altina almaktadir. Bu yoniiyle madde, dini alanda ¢ogulculugun
korunmasina hizmet eden karsilikli iletisim ve tartisma ortamini anayasal
diizeyde desteklemektedir. Devletin bu alandaki rolii, ilke olarak miidahale
etmeme ve ifade alanini acik tutma yiikiimliliigiiyle sinirlandirilmistir.

Bununla birlikte, radyo, televizyon, sinema ve benzeri kitle iletisim araclari
bakimindan izin sistemine olanak taniyan istisna hiikkmii, ifade 6zgiirliigiiniin
mutlak olmadigini ve Ozellikle genis kitlelere ulagsan yayin faaliyetlerinin
kamu diizeni, ¢cogulculuk ve teknik sinirliliklar gerekgesiyle idari denetime
tabi tutulabilecegini gostermektedir. Bu durum, dini gruplarin medya yoluyla
yuriittiikleri faaliyetlerin, icerik yoniinden degilse bile, yayin yapma usuli

4 Bu Anayasa, Kurucu Meclis tarafindan 18/10/1982°de halkoylamasina sunulmak tizere kabul edilmis ve 20/10/1982
tarihli ve 17844 sayili Resmi Gazete’de yayimlanmig; 7/11/1982°de halkoylamasina sunulduktan sonra 9/11/1982 tarihli
ve 17863 Miikerrer sayili Resmi Gazete’de yeniden yayimlanmuistir.
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bakimindan kamu otoritelerinin diizenleyici yetkisine tabi olabilecegi anlamina
gelmektedir.

Ancak bu tiir diizenleyici mekanizmalarin, dini gruplarin belirli goriislerini
bastirmaya veya inang temelli ifadeleri dolayli bicimde engellemeye ydnelik
ayrimcl uygulamalara doniismesi, ifade ozgiirliigliniin 6zline dokunacak
nitelikte kabul edilmelidir. Dolayisiyla izin sistemleri, anayasal giivence altinda
bulunan diislince agiklama ve yayma hakkini fiilen islevsiz kilacak sekilde
kullanilmamali, yalnizca demokratik toplum diizeninin gerekleriyle sinirli ve
Olciili miidahalelerle uygulanmalidir.

Tiirkiye Anayasanin 24,25,26. maddelerinden de anlasilacagi gibi
Tiirkiye’de din ve kanaat 6zgiirliigii, din ve vicdan 6zgiirliigii Avrupa Konseyi
iilkelerinde oldugu gibi demokratik ¢ogulculugun korunmasi ve gelistirilmesi
amaciyla anayasal giivence altina alinmistir (Agirbasli, 2012, s. 84).

Yasalarda dini gruplarla ilgili ortaya konulan haklar ve sinirlarin digina
cikilma durumlarimi mesrulastirmak adina, 6zellikle Tiirkiye’de dini gruplarin
sivil toplum orgiitlenmeleri modellerini de gormek miimkiindiir. Bu yontemle
(dini gruplarin sivil toplum orgiitlenmeleri) devlet erklerine karsi grubun asil
tesekkiiliinli vesayet gibi etkilerden uzak tutabilen bir ara kurum islevinde
olduklar1 goriilmektedir. Boylelikle, Tiirkiye’deki dini gruplarin sivil toplum
kurulusu seklinde (dernek, vakif) yapilanmalari olast hukuki yasaklari agmak
istemelerinden kaynaklanmaktadir. Bu tiir sivil toplum orgiitlenmeler dini
gruplarin hareket alanlarini daha fazla agmasina, kitlelere daha rahat ulasmasina
imkan tanimaktadir. Tiirkiye’de dini gruplar biinyesinde tesekkiil eden sivil
toplum orgiitler legal form araciligiyla devlet yapilariyla iliski kurabilmekte ve
hem iiyelerinin 6zgiirliigiiniin korunmasini saglamakta ve hem de pragmatik bir
anlayis ¢ergevesinde otoriteye ortak olma amaci vardir (Mardin, 2010, s. 53).

SONUC VE ONERILER

Dini gruplarin yasalardaki konumu, modern hukuk devletlerinde din
ve vicdan Ozglrliigiiniin kolektif boyutuyla dogrudan iligkilidir. Kanunlar
yalnizca normatif metinler degildir; toplumlarin tarihsel, kiiltiirel ve siyasal
gercekliklerini yansitan diizenleyici araglardir. Montesquieu, Rousseau ve
Aydinlanma diisiincesi ¢ergevesinde ele alindiginda, yasalarin temel amacinin
“genel irade™yi ve toplumsal baris1 korumak oldugu; bu baglamda dini gruplara
yonelik diizenlemelerin de bireysel veya grupsal imtiyazlardan ziyade esitlik ve
Ozgiirliik ilkeleri temelinde sekillenmesi gerektigi anlasilmaktadir.

Uluslararasi insan haklari hukuku, dini gruplarin yasal statiilerinden bagimsiz
olarak korunmasini 6ngérmekte; buna karsin pratikte dini gruplarin faaliyetlerini
stirdiirebilmeleri i¢in tiizel kisilik edinme yoluna gittikleri goriilmektedir. Bu
durum, dini gruplara hem hukuki goriiniirliik hem de faaliyet alan1 genisligi
saglamakta; ancak ayn1 zamanda devletin denetim ve sinirlandirma yetkisini
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de giindeme getirmektedir. Dini gruplara yonelik yaklasimlarin demokratik
kurallar ger¢evesinde uygulanmasi gerekmektedir.

Bununla birlikte, Insan Haklar1 Evrensel Beyannamesi (United Nations,
2026), Medeni ve Siyasi Haklara Iliskin Uluslararas1 Sozlesme (Jospeh &
Castan, 2013) ve Avrupa Insan Haklar1 Sézlesmesi (Harris, O’Boyle, Bates,
& Buckley, 2023) kapsaminda, devletlerin {lizerinde uzlastigi din, inang ve
dini gruplara iligkin hak ve 6zgiirliikleri tanimlayan hiikiimler evrensel nitelik
tagimaktadir. Ancak bazi devletlerin kendilerine 6zgii toplumsal, demografik
ve etnik 6zellikleri nedeniyle bu haklarin uygulanmasinda farkli yaklagimlar
benimsemeleri, toplumsal dayanisma ile hak ve oOzgiirliikklerin korunmasi
acisindan sorunlu sonuglar dogurabilmektedir.

Farkli uygulamalarin ortaya ¢ikardigi sorunlar bagli olduklar1 uluslararasi
mahkemelerce degerlendirilmekte ve duruma gore antlasma maddelerine
uyulmamasinda durumunda, hukuksal ve siyasal gerginliklere neden olmaktadir.
Kimi tilkelerin dini gruplara yaklagimi olumlu iken, kimi {ilkelerin dini gruplar
yaklasimi olumsuz olabilmektedir. Mesela, Amerika Birlesik Devletleri’nin
birgok eyalet yasalart dini gruplarin korunmasi i¢in daha kapsamh icerikler
barindirmasina, daha pozitif yaklasimlar sergilemesine ragmen, bazi devletler,
ozellikle Ortadogu, Afrika tilkelerinde dini gruplara yonelik sinirlayici, dislayici
uygulamalart bulunmaktadir. Dini inanglarin yasanilmasina, dini gruplarin
olusumlarma ya da faaliyetlerine karsi devletlerin, toplumlarin tutumlarina
yonelik 2009 yilinda Pew Research Center’s Forum on Religion & Public Life
(Brian J. Grim, 2009) tarafindan diinya ¢apinda bir arastirma yapilmis ve bu
aragtirmada ‘Devletlerin (Dini Gruplara/ Dini Yagamlara Y onelik) Sinirlamalar
Indeksine’ gore dini gruplara farkli sekillerde tutumlari oldugu goriilmektedir.
Ulkelerin gogunlugunun baskin mezhebi disindakilere dogrudan ya da dolay1
olarak siirlamalar getirdigi, kimi tilkelerin daha demokrat, ilimli, kimilerinin
daha baskicr politikalar uyguladiklari raporda belirtilmektedir. Kimi tilkelerde
dini gruplara maddi yardimda bulunurken kimi tilkeler ise nerdeyse dini gruplarin
yasamalarma dahi imkan vermemektedirler. Dini gruplarin karsilastiklart
sorunlarin sebepsel cesitliligi iilkeden iilkeye degismektedir. Ulkedeki hakim
mezhep ya da din devletlerin siyasi anlayisi izerinde etkili oldugu goriilmektedir
(Lugo & Cooperman, 2009, s. 6-16). Boylesi uygulamalarin oldugu tilkelerde,
toplumsal ¢atismalarin, hak ihlallerinin olmasina neden olmaktadir.

Bundan dolay: Birlesmis Milletler ve Avrupa Konseyi, Avrupa Insan
Haklar1 Sézlesmesi, insan Haklar1 Evrensel Bildirgesi ve diger bircok raporlara
gore din veya inan¢ O6zgiirliigiinii ortadan kaldiracak sekilde uygulamalarin
olmasina miisaade etmemektedir. Sadece toplum diizenini tehdit eden durumlar
kargisinda, devletler, yasalarda belirtilen maddelerin kapsam1 disina ¢ikmadan,
kanunlarda 6ngdriilmiis sinirlar ¢cer¢evesinde, sinirlamay1 6zetleyen, erisilebilir
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ve de Ongoriilebilir yasal hiikiimlerine uygun olarak sinirlama getirebilir. Temel
haklar1 ilgilendiren konularda, yiirlitmeye tanimman kanuni takdir yetkisinin
siirsiz bir yetki olarak ifade edilmesi hukuk devletine aykiri olacaktir. Kanunlar,
yetkili makamlara tanian takdir yetki kapsamini ve kullanilma seklini agik bir
sekilde belirtmelidir (Buquicchio & Link, 2014, s. 11).

Tirkiye din ve vicdan 6zgiirligli anayasal glivence altina alinmis olmakla
birlikte, dini gruplarin dogrudan “dini tiizel kisilik™ statiistine sahip olmamalari,
onlari sivil toplum orgiitlenmeleri tizerinden varlik gdstermeye yoneltmektedir.
Dernek ve vakif modelleri, dini gruplar i¢in hem hukuki bir koruma alani hem
de devletle iliski kurmada araci bir mekanizma islevi gormektedir. Bu yap, bir
yandan dini gruplarin hareket alanini genisletirken, diger yandan hukuk—din
iliskisini dolayli ve pragmatik bir zeminde sekillendirmektedir.

Sonug olarak, yasalarda dini gruplara iliskin diizenlemelerin temel 61¢iitii; din
ve vicdan 6zglirliigiinii korurken kamu diizeni ve hukuk devleti ilkelerini ihlal
etmeyen, acik, ongoriilebilir ve esitlik¢i bir ¢ergeve sunmaktir. Dini gruplara
yonelik yasal yaklasimin, giivenlik merkezli refleksler yerine insan haklari
temelli bir perspektifle ele alinmasi, hem toplumsal barisin saglanmasi hem
de demokratik ¢ogulculugun gii¢lendirilmesi a¢isindan 6nemli goriinmektedir.
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MICROPLASTICS: CLASSIFICATION OF
MICROPLASTICS AND THEIR EFFECTS ON HUMAN
HEALTH

Fatma Yildiz’

INTRODUCTION

Plastics are widely used in all areas of daily life due to their many positive
characteristics such as low cost, ease of application, versatile uses, and
durability. Annual global plastic production exceeds 380 million tons. High
quantities of plastic are used in many different fields, including packaging
film, shopping and garbage bags, liquid containers, toys, household products,
construction and automotive materials (Sharma and Bansal, 2016). The
packaging industry constitutes the most important area of plastic use due to
its properties such as packaging, storage, serving of food, temperature and
atmosphere control within the package, and easy integration into production
steps (Jadhav et al., 2021). Polyethylene terephthalate (PET), polypropylene
(PP), high (HDPE) and low (LDPE) density polyethylene, polystyrene (PS),
and polyvinyl chloride (PVC) are the most common raw materials used alone
or in combination in the production of industrial plastic materials (Geueke et
al., 2018). Petroleum-based plastics are not considered biodegradable because
it can take centuries for them to decompose into water, carbon dioxide, or
methane (Trivedi et al., 2016; Yoshida et al., 2016; Dhanraj et al., 2022). The
improper disposal and release of used plastic materials into nature creates a
significant environmental problem. The problem essentially begins on land.
Items such as bottles and bags, which constitute the majority of plastic waste,
are lightweight and are therefore carried by the wind to water sources, floating
and spreading across the oceans (Kosior and Crescenzi, 2020). It is estimated
that at least 8 million tons of plastic enter the seas and oceans annually
(Jambeck et al., 2015). Today, there are more than 150 million tons of plastic
waste in the oceans, and if this continues, it is estimated that by 2050 there
will be more plastic than fish in the seas (Ocean Conservancy, 2016). A report
published by the European Union in 2016 examined the percentages of plastic
waste generated by different industries; the packaging industry ranked first

1



SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI ‘ 89

with 39.9%, followed by construction with 19.7%, automotive with 8.9%,
electrical and electronics with 5.8%, agriculture with 3.3%, and other industries
(health, sports, furniture, etc.) with 22.4% (Lusher et al., 2017). Plastic particles
smaller than 5 mm are called ‘microplastics’, while those between 1 nm and
1 um are called ‘nanoplastics’ (Hartmann et al., 2019; Lai et al., 2022). In
our world, where the amount of plastic waste is constantly increasing, plastics
released into the environment are physically broken down into small particles
by various external factors such as sunlight, wind, flows, living organisms,
and waves, and these are called secondary microplastics. In addition, small
plastic particles called microbeads are intentionally added to products such as
cosmetics, personal care products, paints, and detergents offered to consumers.
These are called primary microplastics (Verschoor, 2015). The current and new
size class nomenclatures proposed by Bermudez and Swarzenski (2021) for
microplastics, their proposed size ranges, and a few organisms of equivalent
size in the environment are given in Table 1 below.

Table 1. Current and new size class nomenclatures for microplastics, their proposed
size ranges, and a few organisms of equivalent size in the environment (Bermidez, and

Swarzenski, 2021).
Available Size Recommended  Sizerange Organisms of equivalent size
size range size categories
categories
Nanoplastic ~ 0,001-1 Femto-sized 0,02-0,2 Viruses
um plastics um
Microplastic  1-1000  Pico-sized 0,2-2 pm  Bacteria
pm plastics
Nano-sized 2-20 pum  Flagellates
plastics
Micro-sized 20-200 Diatoms, dinoflagellates, ciliates,
plastics pm water fleas
Meso-sized 200-2000  Amphipods, appendiculars,
plastics pm ketognathopods, copepods, taliasian
Mesoplastic ~ 1-10 pods

mm Macro-sized 0,2-20 cm  Euphausiids, heteropods, jellyfish,

plastics larval fish, mycids, pteropods,
Macroplastic > 1 cm solitary salps

Mega-sized 20-200 cm Jellyfish, colony salps

plastics

What are microplastics?

Microplastics are synthetic polymer compounds, smaller than 5 millimeters,
that are shaped or amorphous, and insoluble in water. To better visualize
microplastics, you can think of a sesame seed. An example of microplastics in
a human finger is given in Figure 1 below.
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Figure 1. Microplastics in a human finger (URL)
How are microplastics formed?

Microplastics can be formed as a result of the breakdown of large plastics,
or they can be artificially produced to be smaller than 1 millimeter in size.
Microplastics of this size are called microbeads. Microbeads are used in cleaning
products such as detergents, and in personal care and cosmetic products such
as toothpaste, facial cleansing gel, and peeling products for purposes such as
extending shelf life, increasing volume, and abrasion.

Microbeads are generally produced from polyethylene terephthalate (PET),
which is used in the manufacture of single-use water bottles. However, they
can also be made from other petrochemical plastics such as polypropylene,
plexiglass, and polystyrene. Plastic production has increased rapidly in the
last century, and as a result, microplastic pollution has become a serious
environmental problem (Andrady, 2017). Microplastics spread into water, soil,
and air, and can also reach human health through the food chain. Educational
institutions have a critical role in promoting sustainable behaviors and raising
environmental awareness.

2. Classification and Sources of Microplastics
2.1. Primary Microplastics

Primary microplastics are small, circular micro-beads intentionally
produced by the plastics industry for use in cosmetics, personal care products,
dermal exfoliators, cleaning agents, and sandblasting machines. Other types of
microplastics are industrial raw materials, or pellets, produced by the plastics
industry to be melted and molded into larger plastic materials. Another type is
synthetic fibers used to produce clothing. All these microplastics are transported
to both freshwater and marine environments via wind or city wastewater. As
a result of decades of widespread use of microplastics, they have become
prevalent in every layer of the oceans.
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These are plastics produced directly in small sizes (Cole et al., 2011):
* Polyethylene microspheres in cosmetic products

* Industrial abrasives

» Micropolymers used in paints and coatings

2.2. Secondary Microplastics

Secondary microplastics are irregular plastic particles formed as a result of
the degradation of larger plastic pieces such as plastic bags, crates, bottles, and
especially ropes and nets. Over time, large pieces of plastic waste degrade into
progressively smaller plastic particles as a result of exposure to ultraviolet light
from the sun and mechanical means such as tidal waves.

In the experimental study, it was shown that when a 1 c¢cm? polystyrene
coffee cup lid was exposed to 320-400 nm ultraviolet light every 24 hours at
30 degrees Celsius for 56 days, it could produce 12,600,000 nanoparticles per
milliliter with an average size of 224 nm. This shows that these small plastic
particles can easily spread throughout the water column and be ingested by
many marine organisms, mistaking them for food. They are formed as a result
of the mechanical, chemical, and UV degradation of large plastics (Li et al.,
2016). A table prepared by Yurtsever (2015) on “Sources and structure of
microplastics” is given in Table 2 below.

Table 2. Sources and structure of microplastics (Yurtsever, 2015).

Categories microplastics

Sources 1. Originating from consumer products: Microbeads in cosmetics; facial
cleansing and exfoliating gels, shampoos and soaps, toothpaste, eyeliner,
mascara, lip gloss, deodorant, and sunscreen. 2. Textile products: Polyester,
polyamide (nylon), and fleece textile materials used in clothing, etc. 3.
Industrial raw materials, residues, and waste: From plastic production,
processing, and shaping processes. 4. Originating from transportation:
Vehicle tire waste.

Type Plastic particles, pellets, yarn-fibers, plastic films, foamed plastics,
granular plastics, styrofoam

Shapes Pelled form: cylindrical, discs, flat, oval, spherical. Piece form: round,
semi-round, angular, semi-angular. General: shapeless, long, fragmented,
rough and broken-edged.

Water Condition New, intact, rough surface, rough particles, linear fractures, semiparallel
protrusions, incipient alteration and scratch level (conchoidal fractures),
pitted, smooth surface, degraded and heavily degraded. Transparent,
crystalline, white, off-white-cream, red, orange, blue, opaque, black, gray,
brown, green, pink, tan, yellow and pigmentation.

Color New, intact, rough surface, rough particles, linear fractures, semiparallel
protrusions, incipient alteration and scratch level (conchoidal fractures),
pitted, smooth surface, degraded and heavily degraded. Transparent,
crystalline, white, off-white-cream, red, orange, blue, opaque, black, gray,
brown, green, pink, tan, yellow and pigmentation.
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3. Environmental Impacts
3.1. Aquatic Ecosystems

Microplastics can be ingested by all aquatic organisms, from plankton
to fish (Browne et al., 2011). This creates a toxic chain that reaches humans
through bioaccumulation. A visual representation of the change in the amount
of microplastics in road dust depending on precipitation is given in Figure 2
below.

Mikroplastik Plastik Uriinler

Sentetik layafetler, kozmetik Grinler, Grin parcalan
Plastik denize nasil geliyor?

. @i&

Denize girisi: Camasir makinesi, Temizlik igin

. Plastik Pargalar
Insanlar Gzerinde olan etkileri
henlz bilinmiyor. Céplerin nehirlere okyanuslarda

Kirli su kumlama birikmesi{Depolama alaniannin
giivenli sinflamaya almamasi)
Parga kayiplar
-t ‘ Kuslann besin

zincirine katiimas|

Primer Mikroplastik

den

Organizmalarda 5 = R

Mikroplastiklerin birikmesi . Sekonder Mikroplastik
Baliklarin besin zincirine
katilmas

ine katilarak

Denizin dibinde

Figure 2. Determination of the Change in Microplastic Amount in Road Dust Depending
on Precipitation (Giilsiin, 2020).

3.2. Soil and Agriculture

Microplastics mixed into the soil:

* Can disrupt soil structure

* Can hinder the development of plant roots

* Can negatively affect soil microorganisms (Rillig, 2012)
3.3. Atmosphere

Microplastics carried through the air have also been detected in the air
breathed in cities (Dris et al., 2016).

4. Effects on Human Health

Microplastics have become one of the most attention-grabbing plastic-
derived pollutants in recent years. Morphologically, microplastics can exist in
many forms, including amorphous, spherical, and elongated fibers (Yurtsever,
2015). Microplastics also differ in many aspects, including size, composition,
weight, and physical and chemical properties. A review of the literature reveals
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no consensus regarding the size of microplastics. In field studies, sieves used
for sampling surface water and beach sand determine the lower particle size
(Law et al., 2010; Hidalgo-Ruz et al., 2012). The inability to retain small-
diameter microplastics with meshes typically having a 330 um pore diameter
leads to higher particle sizes in sampled microplastics (Song et al., 2014). In
marine environments, microplastics are typically found as clumps, fragments,
or fibers (Smith et al., 2018).

Microplastics can enter the human body through food, water, and air.
Although still limited, studies show:

* Effects on the immune system
* Endocrine system disorders
* Risks of cellular inflammation (Smith et al., 2018).

In addition, microplastics can carry heavy metals and toxic chemicals, which
increases the health risk.

5. CONCLUSION

Microplastics are one of the problems threatening global environmental
health and play a role in climate change. Due to the industrial advantages and
increasing areas of use of plastics, limiting or banning their use does not seem
possible in the short term. However, these plastics transform into microplastics
and nanoplastics over time, entering the food chain and negatively affecting
the environment and human health. Although the effects of long-term exposure
to microplastics entering the human body have not yet been observed, many
aquatic organism and in vitro research findings indicate that microplastics can
lead to serious health problems. As a result of comprehensive literature reviews
conducted within the scope of the current view;

» Expanding efforts to reduce the use of synthetic plastics and develop
environmentally friendly alternatives,

* Developing sample preparation, filtration, and analysis methods for
detecting microplastics, and creating and disseminating the necessary
infrastructure for the use of these methods in our country,

* Detecting nano- and microplastics, especially in food products offered for
consumption in our country. Microplastics pose significant threats to ecosystems
and human health. Educational institutions play a central role in raising
awareness against this invisible pollution and promoting sustainable behaviors.
Conscious generations will be a critical factor in reducing environmental risks
in the future. Furthermore, microplastics should be used in education. They
are of paramount importance in education. Education is a crucial factor for a
country (Polat et al., 2025; Baldemir et al., 2022; Tutak et al., 2020; ilhan et al.,
2020; ¢ et al., 2018).



94 ‘ SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI

REFERENCES

Akgay, S., Torniik, F., & Yetim, H. (2020). Microplastics: Their presence in food and their effects
on health. European Journal of Science and Technology, 20, 530-538. https://doi.org/10.31590/
ejosat.725259

Andrady, A. L. (2017). The plastic in the environment: An overview. Environmental Science &
Technology, 51(12), 6616—6624. https://doi.org/10.1021/acs.est.7b00418

Bermutdez, J. R., & Swarzenski, P. W. (2021). A Microplastic Size Classification Scheme Aligned
with Universal Plankton Survey Methods. MethodsX, 8, 101516. https://doi.org/10.1016/].
mex.2021.101516

Baldemir, B., I¢, U., Tutak, T. (2022). Primary School Mathematics Teacher Candidates’ Views on
Dyscalculia. Bolu Abant Izzet Baysal University Faculty of Education Journal, 22(1), 485-505.

Browne, M. A., Crump, P, Niven, S. J., Teuten, E., Tonkin, A., Galloway, T., & Thompson, R. (2011).
Accumulation of microplastic on shorelines. Environmental Science & Technology, 45(21), 9175—
9179. https://doi.org/10.1021/es201811s

Cole, M., Lindeque, P., Halsband, C., & Galloway, T. S. (2011). Microplastics as contaminants in
the marine environment: A review. Marine Pollution Bulletin, 62(12), 2588-2597. https://doi.
org/10.1016/j.marpolbul.2011.09.025

Dris, R., Gasperi, J., Saad, M., Mirande, C., & Tassin, B. (2016). Synthetic fibers in atmospheric
fallout: A source of microplastics in the environment? Marine Pollution Bulletin, 104(1-2), 290—
293. https://doi.org/10.1016/j.marpolbul.2016.01.006

Gilsiin, S. (2020). A Brief Review of Microplastics. Pollen Ecology. https://www.polenekoloji.org/
mikroplastikler-uzerine-kisa-bir-inceleme/

I, U., Tutak, T. (2018). Correlation between Computer and Mathematical Literacy Levels of 6th Grade
Students. European Journal of Educational Research, 7(1), 63-70.

Ilhan, A., Tutak, T., i¢, U., Ekinci, N. (2020). Examination of Prospective Mathematics Teachers’
Views on Special Teaching Methods Course. Electronic Journal of Social Sciences, 19(73), 156-
170.

Koylan, N. (n.d.). Microplastics. Nevrez Koylan Official Website. https://nevrezkoylan.com/
mikroplastikler/

Li, J., Zhang, K., & Zhang, H. (2016). Microplastics in freshwater systems: A review on occurrence,
environmental effects, and methods for microplastics detection. Environmental Pollution, 218,
1-15. https://doi.org/10.1016/j.envpol.2016.08.058

Mikroplastik.org. (n.d.). What are microplastics?https://mikroplastik.org/mikroplastik-nedir/

Polat, M., Tutak, T. (2025). Interdisciplinary Comparative Analysis of Science and Mathematics
Teachers’ Level of Technology Use in Teaching Processes, Their Aims and Problems Encountered.
International Journal of Research in Teacher Education (IJRTE), 16(1), 34-48.

Rillig, M. C. (2012). Microplastic in terrestrial ecosystems and the soil? Environmental Science &
Technology, 46(12), 6453—6454. https://doi.org/10.1021/es302011r

Republic of Turkey Ministry of Agriculture and Forestry, General Directorate of Food and Control.
(n.d.). Scientific opinion on the effects of microplastics on human and environmental health.

Smith, M., Love, D. C., Rochman, C. M., & Neff, R. A. (2018). Human consumption of microplastics.
Environmental Science & Technology, 52(12),7069—7075. https://doi.org/10.1021/acs.est.8b01517

Tutak, T., Siizen, A. B., Inan, 1. E. (2020). Determining the Mistakes of Secondary School Mathematics
Teachers in Operation Priority. Participatory Educational Research, 7(1), 16-29.

UNESCO. (2021). Education for sustainable development: A roadmap for the future. Paris, France:
UNESCO.

URL Bilimgeng. (n.d.). How do microplastics affect our health? TUBITAK Bilim Geng. Retrieved from
https://bilimgenc.tubitak.gov.tr/makale/mikroplastikler-sagligimizi-nasil-etkiliyor on 01.12.2025.

Yurtsever, M. (2015). Microplastics: An overview. Dokuz Eyliil University Faculty of Engineering
Journal of Science and Engineering, 17(2), 68-83.



REALISTIC MATHEMATICS EDUCATION

Unal i¢', Mehmethan Cakmak?

Abstract

In mathematics education, the direct transmission of abstract concepts
makes it difficult for students to relate the information to daily life, hindering
lasting learning. As a solution to this problem, Realistic Mathematics Education
(RME), developed by the Dutch mathematician Hans Freudenthal, defines
mathematics as a human activity and is based on the active participation of the
student in the process. RME is an approach adopted by many countries that
have achieved success in international exams, allowing students to “rediscover”
their own mathematical models through real-life situations. The principles of
guided rediscovery, didactic phenomenology, and evolving models, which
underpin this approach, enable students to transition from informal knowledge
to formal mathematical rules. Horizontal mathematization translates everyday
problems into mathematical language, while vertical mathematization focuses
on mastering symbols and abstractions. In GME, the teacher is not merely a
transmitter of ready-made information, but a guide who enables students to
develop their own solution strategies. The educational process is built upon the
principles of reality, activity, level, and interaction, aiming to present topics
in a spiral and interconnected structure. Consequently, GME rejects purely
outcome-oriented assessment, focusing instead on the process itself, and aims
to foster a positive attitude towards mathematics and enable students to acquire
higher-order thinking skills.

Keywords: Realistic Math Education, Mathematization, Freudenthal, Math
Teaching.

INTRODUCTION

For many years, mathematics education has been based on an understanding
that relies on the direct transmission of abstract concepts. However, this
approach can lead to students having difficulty relating mathematics to daily
life and the learned information not being retained. At this point, the Realistic
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Mathematics Education approach, which aims to make mathematics meaningful
for students, stands out. Realistic Mathematics Education is an approach that
advocates for students to discover mathematical concepts through real-life
situations and to create their own mathematics. In the teaching of mathematical
concepts, the inclusion of real-life situations in mathematics plays an important
role. Through mathematics taught with real-life situations, students will be
able to make sense of mathematical concepts. This will lead them to develop a
positive attitude towards mathematics. According to Tas et al. (2016), Turkey’s
mathematics achievement ranking is lower than other countries in international
exams such as PISA and TIMMS. Countries applying the GME approach have
higher mathematics achievement in international exams and rank highly. For
these reasons and based on research, it is stated that the GME approach will
increase student success. GME is a mathematics teaching approach proposed
by the Dutch mathematician and educational scientist Hans Freudenthal.
According to this approach, mathematics is learned by doing and experiencing,
in connection with daily life (Arseven and Yagci, 2010: 265). GME is a domain-
specific teaching theory based on the view of how students learn mathematics
and how mathematics should be taught to students (Van den Heuvel-Panhuizen
and Wijers, 2005, 289). Developed at the Freudenthal Institute, this theory has
been adopted and used in the education systems of countries such as England,
Germany, Spain, Denmark, Portugal, Brazil, South Africa, America, Japan, and
Malaysia (Arseven, 2010: 26). The fundamental characteristics of GME theory
are real-life problems, material use, knowledge structuring, interaction, and the
spiral structure of knowledge (Treffers, 1987). Its basic principles are activity,
reality, level, interrelationship, interaction, and guidance (Van den Heuvel
Panhuizen, 2000). According to GME theory, the principles for designing a
lesson plan consist of objectives, materials, activities, and evaluation (Zulkardi,
1999). Furthermore, the educational design principles of GME theory include
guided rediscovery, process rediscovery (didactic phenomenology), and the
inclusion of self-developing models (Gravemeijer, 1994). This section will
discuss the educational design principles, basic characteristics, learning and
teaching principles, and lesson plan elements of GME.

Principles of Educational Design in Realistic Math Education (RME)

The principles that form the basis of Realistic Math Education theory and
determine how mathematics learning is or should be are: Guided rediscovery
and mathematization, rediscovery of the process (didactic phenomenology),
and inclusion of self-developing models. These principles are explained in
detail below (Gravemeijer 1994).

Guided rediscovery and mathematization: According to the principle
of guided rediscovery (guided rediscovery), one of the educational design
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principles of RME theory, an activity designed should enable students to
experience real-life situations and produce informal solutions (Freudenthal,
1983). This allows students to experience a method or process similar to the
invention of mathematics (Freudenthal, 1991; Kwon, 2002). Furthermore,
students have the opportunity to share the mathematics they learned in class
with their peers throughout the process. Activities prepared according to GME
theory are not only related to real-life problems. They can also be prepared
from an imaginary situation or a purely mathematical problem that seems real
(Van den Heuvel-Panhuizen, 2020). The main goal here is to enable students to
perform mathematization (Freudenthal, 1991). Mathematization consists of two
processes: horizontal and vertical (Treffers, 1993). Horizontal mathematization
is the process by which students formulate or visualize a problem related to
a real-life situation in various ways, discover relationships, and translate it
into a mathematical language. Vertical mathematization is the process of
working with symbols and arriving at existing mathematical concepts and
formulas. In other words, vertical mathematization is the process of performing
mathematical operations (modeling, generalization, and abstraction) (Van
den Heuvel-Panhuizen, 2020). It can also be considered as the process of re-
demonstrating the structure within a formula, proving a mathematical concept,
simplifying and correcting models, formulating a mathematical model, and
making generalizations (Treffers, 1993).

The rediscovery of the process (didactic phenomenology): This principle
examines concepts to show how they arise and the processes they undergo.
Freudenthal defines this principle as “the investigation of the relationship
between the phenomenon represented by the mathematical concept and the
concept itself” (Kwon, 2002). The instructive fact principle aims to make
students aware of the knowledge and problem-solving processes they have
previously learned by using real-life situations, and to provide them with
environments where they can use, adapt, and discuss this knowledge in relation
to higher-level problems (Gravemeijer, 1994). Didactic phenomenology is
examined in two parts. Of these, mathematical phenomenology aims to explain
the properties of mathematical concepts and knowledge, and to help students
articulate problems they may encounter in the learning process. In real-life
phenomenology, the aim is to explain in which real-life situations mathematical
structures and models are needed, and to create a framework that will advance
students’ mathematical abilities to a higher level (Oldham et al., 1999).

Developing models: Developing models facilitate the transition between
informal and formal knowledge. In GME, models are developed by students.
Students will first implement their own knowledge using known materials.
Then, through generalization and formulation processes, the models will
become independent of the students.
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Basic characteristics of realistic mathematics education

Treffers (1987) summarized the basic principles of GME under five
headings. Gravemeijer (1994) emphasizes that courses prepared from a realistic
mathematics education perspective should be organized according to these
headings. These headings are as follows:

Basing on real-life problems: In GME, the starting point of teaching
experiences must be ‘real’ for students; they should be allowed to immediately
engage with the situation. This means that instruction should not begin with
a formal system. The facts in which concepts actually arise should be the
source of concept formation. The process of extracting the appropriate concept
from a concrete situation is described by De Lange (1987) as ‘conceptual
mathematization’. This process will force students to explore the situation,
find and define the relevant mathematics, schematize to discover regularities,
visualize, and develop a model that results in a mathematical concept. By
reflecting and generalizing, students will develop a more complete concept.
Students can then apply mathematical concepts to new areas of the real
world and, in doing so, reinforce the concept. This process is called applied
mathematization.

Use of Models: During mathematization, students create appropriate
models and diagrams for informal situations that encompass real-life scenarios.
These models developed by students should be suitable for use not only in the
horizontal mathematization process but also in the horizontal mathematization
process (Van den Heuvel-Panheuizen, 2003). The use of models in GME
education both facilitates the learning process and helps establish a more
comfortable connection with real life. Models created through symbols,
tables, and diagrams should be at a level that all students can understand and
should be appropriate to accurately reflect real-life situations. With the help
of these models, students should have the opportunity to reach a higher level
of understanding of mathematical concepts and sometimes even descend to a
lower level (Van den Heuvel-Panheuizen, 2003).

Students’ use of their own structures: In GME, it is important to present
concrete solutions that can lead to a solution to the problem and to create
relevant examples. Students are expected to be able to write a composition,
conduct an experiment, design an experiment and share it with their friends,
and develop questions related to the experiment (Uzel, 2007). The principle
of the GME approach, which is the process of doing mathematics or, in other
words, mathematizing, is the situation where the student produces new and
different information and interacts. Students who learn to do mathematics
produce their own mathematics with the guidance of their teachers (Ozdemir,
2008). GME increases students’ self-confidence, enabling them to access
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concrete information they can produce independently and develop informal
solution strategies. The student, who learns new information, thinks deeply
about the strategies they produce and forces their mind to predict how the next
process will unfold.

Interaction: GME recognizes that while encouraging interaction, it is also
important to provide students with opportunities to work independently. It
provides a suitable environment to show students different perspectives and
encourage them to think while solving a problem. Interaction encourages
students to establish cause-and-effect relationships, engage in discussions,
analyze, and evaluate their own solutions as well as the solutions of others.
Therefore, GME begins with problems that involve real-life situations and
interaction (Nelissen, 1999).

The interconnectedness of learning structures: In mathematics, topics or
stages are interconnected and cumulative. Therefore, a new topic or stage
cannot be taught without first learning the previous topics. Freudenthal (1973)
states that related topics are learned much faster and remain in memory for
a long time. This means that the links that make up learning are processed
together, integrated into problem-solving, rather than separately (Treffers,
1991). Understanding the interconnectedness of topics is fundamental in
mathematics teaching. In learning that treats topics independently, students
experience difficulties in applying and using mathematics. In situations where
mathematical and geometrical knowledge can be used together, it is not
sufficient for the student to know only mathematics or only algebra; the use
of both fields of knowledge together is necessary. Therefore, the integration of
mathematical knowledge represents a situation that goes beyond the reciprocal
relationship between different parts of mathematics (Akyiiz, 2010).

Principles of Learning and Teaching in Mathematical Mathematics
(GME)

The basic principles of GME were first determined by Treffers (1987).
However, these principles have since been reviewed by many researchers,
including himself. Van den Heuvel-Panhuizen and Wijers (2005) evaluated
GME based on six basic principles by analyzing students’ methods of learning
mathematics and teachers’ approaches to teaching mathematics:

Activity principle: The principle where students take an active role in
education instead of receiving information ready-made is the activity principle.
In the activity principle, students’ participation in the learning process is very
important. When students take an active role in education, they will be able to
develop mathematical knowledge on their own. Students will create their own
solution processes by using informal knowledge, and thus will reach knowledge
(Arseven, 2010). The student involvement in the process is a non-rote learning
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approach, and thanks to this non-rote learning approach, the retention of
information increases. The GME approach defines mathematics as an activity
learned through the use of mathematics. Therefore, the active participation of
students in the mathematics learning process is very important in GME (Sezgin
Memnun, 2011).

Reality principle: This principle emphasizes that GME aims for students
to have the ability to apply mathematics (Van den Heuvel-Panhuizen, 2010).
Context is what makes activities effective in GME. GME uses reality as a
resource in teaching mathematics. The reality principle becomes evident at the
end of the teaching process. The integration of mathematics with reality gives
rise to the science of mathematics. This idea suggests that learning mathematics
also requires the mathematization of reality. In this context, mathematics
instruction should be carried out with mathematizable content and rich real-
world situations, rather than definitions and abstract structures. In this way,
students can develop their mathematical knowledge and thinking skills while
working on real-world problem situations (Van den Heuvel-Panhuizen & Wijer,
2005).

Level principle: Mathematics learning occurs through various levels of
understanding. In the first level, students focus on real-life problems and try
to develop new approaches to solving these problems using their existing
knowledge. In the second level, the focus is on developing new approaches
using modeling methods. In the third level, appropriate methods for solving
the problem are planned and evaluated. Finally, the most appropriate method
is selected and the problem is solved (Bildircin, 2012). The use of modeling
methods is of great importance in bridging the gap between these levels.

The principle of interrelationship: This emphasizes that topics in
mathematics cannot be separated from each other and that all topics are
interrelated. Mathematical tools and different mathematical approaches must
be used together to solve real-life situations (Van Den Heuvel, Panhuizen, and
Wijers, 2005). Connecting given real-life problem situations to multiple topics
in mathematics is a desirable characteristic of GME (Global Mathematical
Ethics). GME aims to make students aware of the holistic and flexible nature of
mathematics (Alacact, 2016).

Interaction Principle: At GME, mathematics learning is considered a social
activity. Students should be given opportunities to share their strategies and
discoveries with each other. By seeing and discussing what other students have
found, students gain insights to improve their own strategies. Furthermore,
interaction allows for the emergence of ideas that will enable students to
understand at higher levels (Akkaya, 2010).
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The principle of guidance: Freudenthal, as one of the key words he proposes
in the process of mathematization, points to enabling students to produce
new products, invent, and discover mathematics in mathematics teaching.
This shows that the teacher plays an important role. The teacher should guide
students to explore informal solution alternatives in solving problems. They
should encourage students to develop their own methods and support them in
this process. Ultimately, they should provide guidance to enable students to
reach formal mathematical knowledge (Kaylak, 2014).

Elements of a GME-based lesson plan

To create a learning environment suitable for the GME approach, the
elements that make up the lesson plan should be identified and linked to the
GME approach. These elements are: objectives, materials, activities, and
assessment.

Objectives: De Lange (1995) categorized the objectives in mathematics
education into lower, intermediate, and upper-level objectives. Most objectives
in the traditional curriculum are lower-level, based on formula skills, simple
algorithms, and definitions. In the GME (Global Mathematical Education)
system, objectives are classified as intermediate and upper-level. According to
Uzel (2007), intermediate-level objectives involve the integration of connections
between lower-level objectives, while higher-level objectives emphasize the
development of thinking and communication skills and critical behaviors.

Materials: The materials used in GME should include real-life, situational
information and structures. Problems based on students’ real-life experiences
should be integrated with the curriculum and their difficulty level should
be appropriate to the objectives. These problems should enable students to
understand mathematics (Zulkardi, 2002). Material design in a course that
includes mathematics education based on the GME approach involves specific
stages. Materials related to real life are presented in the classroom. The
connection of this material to other topics is explained. During the process,
interactive activities are used to create models, diagrams, and other figures.
During the activity, interactive and collaborative groups are formed among
students. These groups provide students with the opportunity to interact and do
mathematics (Cansiz, 2015).

Activities: The facilitating, guiding, and evaluative roles undertaken by the
teacher in the GME process are quite important (De Lange, 1996; Gravemeijer,
1994). Initially, students are given a problem related to a topic, and guidance
is provided to individuals and groups as needed. A discussion environment is
created for students to share their solution methods, and the effectiveness of
these solutions is discussed. The goal of these discussions is for students to
recognize their own solution methods and organize the information according



102 ‘ SCIENCE TO THINK, MATH TO DESIGN, SPORTS TO LIVE llI

to their own understanding. This supports students’ learning at their own level
in the classroom. The most important point here is that instead of expecting
students to respond with a single solution, teachers should create an environment
where students can freely express and generate their own ideas in the classroom
(Gravemeijer, 1994).

Assessment: In the GME approach, students may be asked to collect data,
formulate problems related to the situation, write about their experiences in the
lesson, prepare similar examples, and perform tasks such as homework in order
to evaluate teaching. The basic principles of assessment are stated as follows;
not only the result but also the process should be evaluated, the aim should be to
show students what they know, assessment should be made for all the goals of
mathematics teaching, assessments should be made that measure whether they
really understand the problem instead of objective test scores, and assessment
tools should be accessible and compatible with the school culture (De Lange,
1995). Furthermore, it should be used in education. They are prominent in
terms of education. Education is one of the most important factors for a country
(Polat et al., 2025; Baldemir et al., 2022; Tutak et al., 2020; ilhan et al., 2020;
I¢ et al., 2018; Polat et al., 2025).
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A LOOK AT THE FOUNDATIONS OF MATHEMATICS

Unal Ig, ibrahim Enam inan

ABSTRACT

This study examines the historical development of mathematics from
antiquity to the present day, and the evolution of its fundamental branches.
The study addresses how number systems have evolved to meet various needs,
the transition of algebra from ‘verbal and geometric’ methods to its modern
algorithmic structure, and the evolution of analysis from Archimedes to Newton
and Leibniz, and then to Weierstrass’s modern definitions. It also focuses on
the fundamental axioms of Euclidean geometry, the emergence of analytical
geometry, and the critical role of logic and proof in mathematical systems. In
conclusion, it emphasizes that mathematics is not merely an abstract science,
but a universal language that forms the basis of many disciplines such as
physics, engineering, medicine, and economics.

Introduction

First, it would be helpful to briefly discuss the origins and history of
mathematics. Mathematics is a science that has existed for many years and
has developed and progressed over time. Therefore, knowing the history of
mathematics will help us understand its foundations. There are two main views
regarding the origins of mathematics: Herodotus’ view and Aristotle’s view.
Based on these views, we can say that mathematics emerged in Egypt and
Mesopotamia between 3000-2000 BC. The first view on this subject belongs to
Herodotus. Herodotus attributes the origin of geometry to the Egyptians’ need
for land measurement, stating:

“The priests told me that this king had divided all the land among the
Egyptians, and everyone received the same amount of land; each landowner
paid something like rent once a year at a certain time, and the king thus earned
himself an income. If a river eroded one of their lands, that man went and told
the king, whereupon Sesostris sent his men to measure the land, determine how
much was missing, and the peasant paid his tax accordingly; it seems to me that
this is the origin of geometry, which later spread to Greece.” (Herodotus, 2018).
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As we understand from this, river floods occurred in Egypt, and if the land
boundaries of a person changed as a result of these floods, the amount of tax
that person had to pay also changed. In order for taxes to be paid in the correct
amount, the lands of those whose land boundaries changed were measured by
the geometers of the time, and the tax amounts were recalculated based on
these measurements. In short, Herodotus adopted the view that mathematics
originated in Egypt and that its origin was due to the need for land measurements.

The second view regarding the origin of mathematics belongs to Aristotle.
Aristotle puts forward an important thesis about the origin of scientific
knowledge, emphasizing the concept of leisure time with the statement,
“Therefore, the mathematical sciences first appeared in Egypt; because there the
priestly class had leisure time” (Ross, Arslan, 2020). Aristotle also suggested
that mathematics originated in Egypt, but his view differs significantly from
Herodotus’s. While Herodotus held that mathematics arose from practical
necessity, Aristotle attributed the origin of theoretical knowledge to intellectual
pursuit and a privileged class. It is not yet fully known which of these views is
correct. Although there is no definitive information on how and exactly when
mathematics emerged, it is generally accepted that it originated in Egyptian
civilization.

The Evolution of Numbers

There are many differences between ancient mathematics and modern
mathematics. While mathematics and other scientific fields are highly developed
today, both science and life were more primitive in ancient times. Mathematics
has been used and developed according to the needs of the era. For example, the
mathematical knowledge required for people who own animals to count them
consisted of numbers and addition with numbers. However, this mathematical
knowledge is not sufficient for our modern world.

As time passed and life changed, so did the needs in mathematics. While
natural numbers were initially sufficient for people’s daily lives, after a while
they began to be insufficient. Thus, a different topic opened up in mathematics,
and negative numbers entered the historical stage of mathematics. “The first
practical use of negative numbers occurred in China around 200 BC for
commercial accounting. In these calculations, receivables were represented as
positive and payables as negative” (URLS8, URLY). As we understand from this,
since the issue of debt could not be solved with natural numbers, the need for
negative numbers became apparent, and thus negative numbers emerged.

“The first formulation regarding the sum of fractions with different
denominators was discovered by Egyptian mathematicians. It is believed
that further studies on unit fractions using the concept of multiplication were
carried out by Muslim scientists.” (MEB, 2017). As we understand, previously,
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problems involving fractions involved operations with fractions having
the same denominator. When fractions were used in this way, there were no
operations involving fractions with different denominators, nor did they yet
have a mathematical name. While the formulation of fractions with different
denominators was done by the Egyptians, the complete conceptualization of
fractions was done by Muslim mathematicians. “The concept of a fraction
was introduced by Omar Khayyam in the 11th century. Khayyam interpreted
and explained a fraction as the division of two numbers.” (MEB, 2017). Omar
Khayyam is the Muslim mathematician who conceptualized fractions.

“Hippasus, a student of Pythagoras, claimed that in a right triangle with
side lengths of 1 unit, the length of the hypotenuse is V2 units, and that this
number is not a rational number” (URLS8, URLY). After some time, it became
clear that rational numbers were also insufficient, leading to the discovery of
irrational numbers, although their emergence was more difficult than that of
others. While initially rejected, they were later accepted and are frequently used
in modern mathematics. © and e are popular irrational numbers used today.

Until the discovery of complex numbers, the existing number systems
were used, but something was overlooked. Equations like x> = -1 cannot be
solved without complex numbers. Therefore, they needed to discover complex
numbers. To solve quadratic equations like x>+ 2x +3 =0 or x>+ 1 =0, we need
complex numbers very much. In 1539, Tartaglia secretly shared these methods
and formulas with his friend, the Italian mathematician Girolamo Cardano.
However, Cardano broke his promise to Tartaglia and published this method in
his book, Ars Magna. Thus, Tartaglia’s method was forgotten over time, and the
solution came to be generally referred to as the Cardano method.” (Zhao, 2023).
As we understand from this, the mathematician Tartaglia discovered complex
numbers and shared his solutions with his friend Cardano, but Cardano acted
as if he had discovered complex numbers himself. We can see that there were
difficulties in the emergence of complex numbers, but today this problem has
been solved, and complex numbers are used in as many places as possible.

Main Branches of Mathematics
Algebra

“When the definition and origin of algebra are examined, this branch of
science can be considered as a generalized form of arithmetic,” and it takes its
name from the word “Al-Jabr” in al-Khwarizmi’s important work (Baki and
Biitiiner, 2011). This definition shows that algebra arose from the need to solve
equations and find unknowns. Although the purpose of using algebra is the
same, algebra has been used in different ways in different civilizations.

The article describes the subject of algebra in different civilizations
as follows: In the initial phase, the ancient Egyptian and Mesopotamian
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civilizations expressed algebraic problems entirely in everyday language,
without using any symbols. While the Egyptians focused on practical
calculations, the Babylonians demonstrated a more advanced technique by
solving quadratic equations using geometric methods such as ‘completing
the square’. With Greek mathematics, algebra gained a geometric identity; in
Euclid’s time, identities were explained with field models. This field, which
expanded with the inclusion of negative numbers in calculations by Indian
mathematicians, reached its peak in the Islamic world with the works of al-
Khwarizmi. Al-Khwarizmi laid the foundation for modern algorithmic logic
and the term ‘algebra’ by making algebra a systematic discipline independent
of geometry. (Baki and Biitiiner, 2011)

This summarizes algebra’s millennia-long journey as a transition from the
concrete to the abstract, from practice to theory. It shows how the “verbal and
geometric” methods used in Egypt and Babylon to solve every day needs were
transformed into a modern science through the expansion of the Indian number
system and al-Khwarizmi’s systematization of this accumulated knowledge.
Consequently, algebra is not the legacy of a single civilization, but a universal
and cumulative intellectual heritage built upon one another by different cultures.

Analysis

Analysis is one of the branches of mathematics that explains that derivatives
and integrals are actually inverses of each other. The derivative is the problem
of finding the tangent to a curve at a point and explains how velocity changes
instantaneously. The integral is the problem of calculating the area under
irregular shapes and describes reaching the whole by adding the parts.

Let’s examine analysis in three stages: Ancient times, Newton vs. Leibniz,
the modernization of analysis. In ancient times, we encounter Archimedes.

q
Figure 1: Parabolic arc and triangle (Baki, 2020)

“Archimedes is considered the founder of analysis because of the
‘exhaustion” method he followed in proving this proposition” (Baki, 2020).
This “exhaustion” method used by Archimedes is actually the equivalent of
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the concept of limits, which forms the basis of modern integral calculus, in that
era. This inference made thousands of years ago proves how deep the historical
roots of the modern discipline of analysis go. The fact that Archimedes, who
lived centuries before Newton and Leibniz, is described as the “founder of
analysis” shows that he was not only a geometer but also a mathematician who
transformed abstract thought into concrete calculations.

Over time, disagreements arose between Newton and Leibniz. These
events are described as follows: “Calculus of infinitesimals was independently
developed by Isaac Newton and Gottfried Wilhelm Leibniz in the late 17th
century. The dispute over priority led to the Leibniz-Newton calculus debate,
which continued until Leibniz’s death in 1716.” (URL6). Newton and Leibniz
worked on the same topic at the same time without knowing each other, but
Leibniz was the first to publish his work in a formal paper. Although Newton
began his work earlier than Leibniz, Leibniz was the first to publish, leading
to a debate between them about who discovered the topic first. This debate,
which lasted for years between British and German mathematicians, divided
the mathematical world. Today, we generally use Newton’s ideas and Leibniz’s
notation. In the modern analytic period, Weierstrass stands out. ‘“Weierstrass
rewrote previous definitions. He used precise language and clear mathematical
formulas instead of vague expressions” (URL2). Weierstrass’s intervention
ensured that calculus ceased to be merely an intuitive tool and took on a
logical precision. This clarity, replacing vague expressions, laid the foundation
for structures such as the epsilon-delta definition that we still use in modern
analytic analysis today. Geometry

*Euclidean Geometry

One of the figures who shook mathematics and left his mark on the field
of geometry is Euclid. Euclid’s five postulates brought a great innovation to
the world of geometry. Let’s look at Euclid’s postulates, especially the fifth
postulate, which is a subject of debate:

1. A straight line can be drawn from one point to another.

2. It is possible to extend a line segment continuously in both directions.

3. It is possible to define a circle with a center and a radius.

4. All right angles are equal.

5. If a line is drawn that intersects two lines, and the sum of the two angles
on the opposite side of the intersecting line is less than two right angles, then
if these two lines are extended along the side where the sum of the angles is
less than two right angles, they will intersect at a point later (URLS). With

these five fundamental assumptions, for the first time in history, the source
of knowledge became proven propositions (theorems) derived through logical
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deduction from a few accepted basic assumptions (postulates and axioms). The
first four postulates are quite clear, but the fifth postulate led to debates among
mathematicians. The fifth postulate was a subject of debate for a long time, and
attempts to refute it resulted in non-Euclidean geometry.

Fundamental Theorems: Pythagorean Theorem, Thales’ Theorem
Figure 2: Pythagorean Theorem (URL4).

The Pythagorean theorem states that in a right-angled triangle, the sum of
the squares of the two sides of the right angle is equal to the square of the
hypotenuse. Applying this equation to the right-angled triangle shown, we get
a? + b? = c% The Pythagorean theorem is a cornerstone of Euclidean geometry.
Without the Pythagorean theorem, we could not give a consistent answer to
the question “What is the distance between two points?” on a flat surface. The
“Distance Formula” that we use to calculate the shortest distance between two
points in Euclidean geometry is actually an adaptation of the Pythagorean
theorem to the coordinate plane.

Figure 3: Thales’ Theorem (URL7).

It establishes the proportion between line segments intersected by parallel
lines. “Hieronymus noted that Thales measured the height of the pyramids
using the moment when the length of the shadow was equal to the height of a
man.” (O’Connor & Robertson, 1999). Geometric Logic: Staff Length / Staff
Shadow = Pyramid Height / Pyramid Shadow. This simple ratio is the first great
example of how human intelligence overcame enormous physical obstacles
(such as climbing a pyramid) through abstract thought.

°Analytical Geometry

“Although Apollonius came very close to analytical geometry, he was unable
to develop it further because he did not take negative magnitudes into account”
(URLT). Apollonius conducted studies in the field of analytical geometry in the
st millennium BC, but because mathematics was not highly developed at that
time, his work was not entirely sufficient in the field of analytical geometry. For
example, let’s consider a two-dimensional coordinate plane. This coordinate
plane consists of x and y. Here, x takes positive and negative values, and y also
takes positive and negative values. Thus, a four-quadrant coordinate plane is
formed. Apollonius did not take negative numbers into account in the plane and
did not conduct studies with negative numbers. That is, he only worked with the
quadrants where x and y took positive values.

“The methods Apollonius used in conic sections are so close to modern
approaches that it is as if he predicted the analytical geometry that Descartes
would develop 1800 years later and acted accordingly...” (Takicak, 2019).
Although he did not work with negative numbers, Apollonius’s contributions
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to analytical geometry are undeniable. He managed to shed light on the field of
analytical geometry and inspire mathematicians even years after him.

Although the foundations of analytical geometry were laid by Apollonius and
Descartes, Leonhard Euler was the first to systematically apply the coordinate
method (URL1). Euler left revolutionary contributions not only in this field
but also in the development of the concept of function and in many disciplines
ranging from mechanics to astronomy.

Logic and Proof

Logic and proof did not enter our lives only through mathematics; they have
been used in other fields as well. Logic and mathematical proof constitute the
purest and most solid building blocks of human thought. This subject has a very
deep history because it combines both philosophy and mathematics.

Let’s divide the system of logic into three periods: the ancient period, the
transition period to modern logic, and the 20th-century period. Aristotle is a
prominent figure in the ancient period. “The philosopher set out to investigate
whether apodeictic (certain, true, and necessary) knowledge is possible and
argued that it can only be reached through deduction” (Sarili & Somuncuoglu,
2024). He established the deductive method of proof and argued that knowledge
can only be attained through deduction. Deduction is a method of reasoning
that goes from the general to the specific. For example, all humans are mortal,
Socrates is a human, therefore Socrates is mortal. Here, by saying “all humans,”
the general is mentioned, and by saying “Socrates,” the individual (the specific)
is mentioned.

Bacon and Leibniz stand out in the transition period to modern logic.
While Bacon argued that induction should be the only source for acquiring
knowledge, Leibniz abstracted logical truths from their content by considering
them as rational truths (Eroglu, 2012). Both thinkers adopted a critical stance
against classical logic (Aristotelian logic) and paved the way for the birth of
modern logic.

The 20th century witnessed a major crisis and initiated significant changes.
During this period, Hilbert and Kurt Gddel rose to prominence. Regarding
Hilbert’s fundamental aim, the article states: “The purpose of this program
is to demonstrate the consistency of mathematics by the finite method, while
remaining based on axioms” (Giiven, 2020). As we understand from this, David
Hilbert wanted to prove that mathematics is entirely consistent and complete,
but Godel surprised the world by proving that in every mathematical system
there are propositions that are true but cannot be proven by the rules of that
system. This highlighted the difference between provability and truth. This
situation is expressed in the article as follows: “The first consequence of all
these proofs is that a formal system powerful enough to encompass all the
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truths of mathematics, as sought in the Hilbert Program, is impossible. This
shows that the Hilbert Program cannot be concluded in accordance with its
original aims” (Oztiirk, 2011).

CONCLUSION

Mathematics has developed considerably today, and fundamental
mathematical concepts have spread to many fields. Mathematics has become a
widespread branch of science, used both in the daily lives of the public and by
scientists to contribute to humanity. To see how widespread mathematics has
become, it is useful to examine its relationship with other sciences (Baldemir,
2025; Polat, 2025; Nayiroglu, 2023; Aydogdu, 2020; Tutak, 2023).

All modern physics is based on analysis (Derivatives and Integrals), which
examines the concepts of motion and change. Since Isaac Newton, concepts
such as acceleration, force, and gravity have been expressed with precise
formulas using analysis. Furthermore, complex numbers are frequently used in
physics because they simplify calculations.

Geometry is fundamental in space science and engineering structures.
The aerodynamic designs of bridges, buildings, and airplanes are based on
geometric principles. We also encounter geometry very frequently in our daily
lives. For example, blackboards in classrooms are rectangular, and beehives are
hexagonal; these are good examples. In finance and economics, stock market
predictions, interest rate calculations, and investment risk assessments are done
entirely using probability theory and statistical modeling. Another field where
probability theory and statistical analysis are used is medicine. The analysis
of genetic variations, DNA sequencing, and population dynamics of species
require extensive probability theory and statistical analysis.

The foundations of mathematics are far more than just an abstract field of
study. They form the basis of our ability to understand, predict, and transform
the world around us. The logical consistency and predictive power that
mathematics provides are indispensable for the advancement of science and
technology; this makes mathematics the most enduring and universal language
in humanity’s body of knowledge.
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AN INNOVATIVE LEARNING APPROACH: FLIPPED
LEARNING

Hatice Uzala, Unal ig, ibrahim Enam inan

Abstract

The flipped learning model holds a significant position, particularly
in education, across various disciplines. This study examines the flipped
learning model, a blended learning model used in education, and discusses its
advantages, disadvantages, and some limitations, while also reviewing some
studies conducted in Turkey. To this end, the research was conducted using a
literature review method. Data was collected through a systematic search of
the literature, YOK TEZ, and ULAKBIM databases. The results indicate that
the use of the flipped learning model in education is particularly beneficial for
students.

Keywords: Flipped Learning Model, Blended Learning, Education, Flipped
Classroom

INTRODUCTION

Technological advancements worldwide are highly diverse and progressing
at an accelerating pace. This progress has significant effects on education, as
it does on all other fields (Unsal, 2018). Research examining the impact of
technology on education reveals that various technological tools are utilized in
classroom activities, and diverse learning approaches are employed. Blended
learning is one such learning approach, combining the strengths of face-to-face
and distance education, and leveraging the advantages of two distinct learning
environments. In other words, it is the combination of learning activities that
the student carries out using various online tools outside of the classic learning
environment, where they can organize their time, place, and pace according to
their individual needs, with face-to-face education in classrooms, which are
classic learning environments (Hayirsever & Orhan, 2018). One of the blended
learning models, which has been frequently mentioned in recent years, is the
“flipped classroom” model (Ok, 2019).
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Figure 1: Blended learning models (Cevikbas, 2018).

Figure 1 above attempts to show the types of blended learning models and
one of them, the flipped classroom model. Flipped learning started in 2007
when chemistry teachers Jonathan Bergmann and Aaron Sams at Woodland
Park High School in Colorado recorded the lesson and published it online for
students who missed it. Afterwards, they observed that not only students who
missed the lesson but also students who attended the lesson in person benefited
from the videos to review the lesson, and as a result, it emerged as an active
learning model that could be used in lessons (Karadeniz, 2015).

The flipped learning model is a learning model where topics to be taught
in class are given as homework, and students complete this homework in class
before coming to school. The aim is to ensure that the shared information is
understood before the lesson, allowing students to reach higher-level learning
stages, including Bloom’s application, analysis, and synthesis skills, during
their time at school (Tarhan, 2019).

In the application of the flipped classroom model, unlike traditional teaching
methods, students learn the theoretical part of the lesson outside of school using
tools such as internet-based videos, files, and learning management systems.
In addition to the basic course materials shared by the teacher on the subject,
students gain individual learning responsibility by doing the necessary work
related to the content. In the classroom, students have the opportunity to share
and support the information they have obtained through activities in which
the teacher actively participates to help, such as applications prepared on the
subject and discussion environments created for them to share what they have
learned (Genger & Giirbulak & Adigiizel, 2014).
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2. Purpose of the Research

The purpose of this study is to examine the general structure of the flipped
learning model by reviewing the existing literature in a wide range and to
determine what benefits its use in education will provide.

3. Research Methodology

The research employs a literature review method to deeply analyze the
existing academic literature. During this study, both digital and printed sources
were reviewed, and important findings, theories, and discussions related to the
flipped learning model were identified.

4. Study Group

The study group consisted of articles and theses written on the flipped
learning model and approach, obtained from the Higher Education Council
Thesis Center (YOK TEZ) and the National Academic Network and Information
Center (ULAKBIM). These studies were selected according to predetermined
criteria.

5. Data Collection Tool

In this research, information about the flipped learning model was collected
from the literature, YOK TEZ database, and ULAKBIM database using a
systematic search method.

6. Data Analysis

The collected data were examined using descriptive analysis methods. This
approach allowed for the reorganization of the data and its evaluation from
different perspectives in accordance with the research questions.

7. Flipped Learning

“Flipped Learning” literally means “inverted”, and “Learning” means
“learning.” In its simplest form, it can be translated into Turkish as “Ters
Dénmiis Ogrenme” (Inverted Learning). In many studies and existing literature
in Turkey, it is referred to as “Ters Yiiz Ogrenme” (Reversed Learning). As the
name suggests, “Ters Yiiz Ogrenme” describes a system where the learning
process, which traditionally takes place in school, is reversed; the work done in
school is done outside of school, and the work done outside of school is done in
school (Gokdemir & Gazel, 2019).
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Figure 2: Comparison of traditional and flipped classroom (Ok, 2019).

Figure 2 attempts to highlight the differences between the traditional and
flipped classroom models by comparing them.

The flipped learning model is theoretically a learning model based on the
principle of applying learning activities such as understanding and remembering
outside the classroom with the support of videos and different digital-based
materials; while performing higher-level learning activities such as application,
analysis, evaluation, and production inside the classroom (Unlii, 2022).
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Figure 3: Comparison of Traditional Learning Model and Flipped Learning Model
According to Bloom’s Taxonomy (Kozikoglu & Erbenzer & Ates, 2021).
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Unlike Figure 2, Figure 3 attempts to compare the traditional learning model
and the flipped learning model according to Bloom’s taxonomy.

According to Bishop and Verleger (2013), the flipped learning model
consists of two main components. The first is providing individual learning
through online resources such as videos, animations, or slides before the lesson;
the second main component is carrying out student-centered, collaborative, and
interaction-oriented learning activities. One of the main goals of this model is to
increase the level of classroom interaction and to provide feedback appropriate
to the individual needs of students (Ok, 2019).

Utilizing digital resources is crucial to enhance the applicability of the model.
For example, the Khan Academy platform, founded by Salman Khan, supports
individual learning outside of school by providing students with internet-
based learning materials. Such resources encourage pre-lesson preparation
and increase the functionality of classroom activities. In addition, learning
management systems (LMS) and interactive applications allow for monitoring
students’ cognitive learning processes and creating a more effective learning
environment (Solak & Costu, 2025).

The flipped learning model offers various pedagogical opportunities to
improve the quality of learning with its student-centered approach, but it also
has limitations and disadvantages.

7.1. Advantages of the Flipped Learning Model

 Students have access to course materials whenever and wherever they
want.

* It instills individual learning responsibility in students.

It allows for immediate feedback from the teacher through classroom
activities.

« [t facilitates knowledge structuring by prioritizing peer interaction.

* [t supports 21st-century learning by utilizing the conveniences brought by
technology in the education process.

* It helps to increase the variety of activities tailored to students’ individual
differences (Hayirsever & Orhan, 2018).

7.2. Disadvantages and Limitations of Flipped Learning
* Controlling extracurricular activities can be difficult.

* Concerns may arise if teachers and students cannot use technology
effectively.

* Students and teachers may not have adequate technological infrastructure.

* Students may not want to take responsibility for their individual learning.
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* Because students’ activities are open to everyone, students may not give
sincere and objective answers in practice (Agikgiil & Yalinkilig, 2023).

8. Some Studies on Flipped Learning in Turkey

Interest in the flipped learning model has increased significantly in our
country recently, and it has begun to find application in various schools and
projects. The use of the flipped learning model in projects supported by the
GRUNDTVIG Program and TUBITAK can be given as an example of its use in
our country. In addition, within the scope of the iTEC project, supported by the
European Commission and involving 18 countries in Europe, the Ministry of
National Education has integrated the flipped learning model into the education
process. At the higher education level in our country, MEF University, which is
the first institution to apply the flipped learning model, and Erzurum Technical
University, which applies this model in the field of engineering, are among the
examples contributing to its application. However, despite these examples, it
can be said that this model is applied at a limited level in our country and is in
the initial stages of its development process (Hayirsever & Orhan, 2018).

In Turkey, in 2013, within the scope of the Ministry of National Education’s
FATIH project, Sebit Vitamin and Lisego content were transferred to EBA.
Thus, significant opportunities were created for the flipped learning model
(Ozdemir, Agirman Aydin & Kiigiik Demir, 2020).

In a study conducted by Aydin (2016) to measure the academic achievement,
homework/task stress levels, learning transfers, and perceptions of university-
level students, it was found that the flipped learning model applied in the course
on material design and use in education significantly increased academic
achievement levels, and that the stress levels arising from homework/task
processes were lower in the group where the model was applied. However, no
significant difference was found in terms of learning transfer. As a result of the
interviews, it was reported that there was a generally positive opinion towards
the model (Sakar & Uluginar Sagir, 2017).

9. CONCLUSION

This study focuses on the flipped learning model, which is used in various
disciplines, primarily education. Studies conducted using this model in the
literature were examined to define the model and highlight its advantages
and disadvantages. The findings of the study show that the flipped learning
approach allows for learning processes tailored to individual differences,
provides a collaborative learning atmosphere, and makes the learning process
more efficient by providing time and space flexibility. However, differences in
access to technological resources and variations in students’ motivation levels
can make it difficult to apply the model widely and effectively in every learning
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environment. These findings are consistent with the findings of similar research
conducted in the field (Kaya, 2018; Ok, 2019).

Ultimately, flipped learning can be considered an innovative model in the
field of education. Qualitative, quantitative, experimental, and survey studies
conducted on flipped learning have revealed that it improves individual learning,
reasoning, and thinking skills, facilitates peer interaction, elicits positive
feedback from students and teachers, and has the potential for application
in many different fields (basic sciences, medicine, etc.) (Unsal, 2018). Bu
uygulama 6grencilerin basar1 ve tutumunu olumlu yonde etkilemistir (Bilal ve
dig, 2025; Ilhan ve dig, 2020; Tutak ve dig, 2018; I¢ ve Tutak, 2018; Tutak ve
dig, 2020).

10. RECOMMENDATIONS

In line with the results of this study, the following recommendations can be
listed to increase the applicability of the flipped learning model in education
and training processes and to contribute to future studies:

* Efforts can be made to identify and address deficiencies in the technological
infrastructure in order to obtain the expected effect from this model.

* Necessary support can be obtained from relevant sources to enable students
to take responsibility for their individual learning.

* Emphasis can be placed on studies conducted at different educational
levels.

* In order to increase the use of this model in our country, educators can be
informed about how to use the model.
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AN OVERVIEW OF MONTESSORI EDUCATION

Mehmet Polat, Tayfun Tutak

INTRODUCTION

Education is alearning process that enables individuals to develop themselves
by acquiring knowledge, skills, values, and attitudes. This process can take place
in structured environments such as schools, universities, or other educational
institutions, or it can be achieved through learning from daily life experiences
(Tutak et al, 2020). Education is present at every stage of life. Education is life
itself. It is particularly important to prioritize education for individuals from an
early age. This is crucial both for the development of individuals and for the
progress of nations. Therefore, today, countries are constantly renewing and
improving their education policies to increase their level of development.

The concept of education, which is so important, is often confused with
the concept of instruction. The most important characteristic of education is
that it continues throughout life and can take place in any environment the
individual is in. However, the most fundamental characteristic of instruction is
that it is a planned, programmed process that takes place in a specific location
and is completed with a document (Giiven, 2014). Therefore, the concepts of
education and instruction are always directly affected by the political, economic,
and cultural changes that societies experience and are constantly undergoing
change accordingly (Giiven, 2014). On the other hand, research on education is
evaluated as accurate and objective only if it is based on a historical foundation
(Kamer and Simsek, 2016).

The use of education in conjunction with knowledge is the most important
key to achieving a high standard of living for individuals through learning
and teaching, and to the development and progress of society as a whole.
Furthermore, establishing and developing a democratic and human rights-
compliant political and social system also depends on education (Ozyilmaz,
2013). Education possesses significant power in terms of its individual, social,
economic, and political functions. Education systems are shaped according to
the cultures of societies and the desired behaviors. On the other hand, it is
necessary to keep pace with innovations in science, technology, and art, and to
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cultivate individuals who are open to innovation, inquisitive, questioning, and
tolerant. States have political systems and wish to protect and maintain their
existing political systems. States can maintain their existence by instilling the
principles of their political regimes in their citizens and by internalizing these
values. In this regard, states, aware of the functions of education, influence its
aims and content (Eraslan and Babadag, 2015). However, in order to achieve
this and for education to fulfill its fundamental functions, the problems and
deficiencies in the education systems must be addressed. Primary education
is one of the important stages of education. Through this education, children
acquire the basic knowledge and skills necessary for adapting to society and
leading better lives. In the first stage, children learn to read and write, use their
native language correctly and effectively, understand what they read, perform
basic mathematical operations, and gain basic knowledge about important
social and natural events. This information constitutes a prerequisite for
further learning. In underdeveloped or developing countries where educational
opportunities are limited and the rate of dropping out of formal education after
primary school is high, basic education is crucial for equipping individuals
with at least fundamental knowledge and skills. Since the main function of
primary education, or basic education, is to prepare children for life, the priority
should be to provide students with fundamental knowledge and skills. The
fact that education in Turkey is not of the desired quality has been debated for
many years (Okutan, 2003). Problems, solutions, and changes at each stage of
education affect both previous and subsequent stages. Capacity limitations and
inadequacies in pre-school education affect primary education, just as structural
inequalities and quality problems in secondary education negatively impact
primary education (TED, 2007).

Educational systems developed to cultivate individuals emerge as a reflection
of various ways of thinking, focused on specific goals that find application in
every society. From this perspective, two fundamental trends and criteria can
be mentioned in guiding these ways of thinking. The first is worldviews formed
by common and similar qualities that serve to define a universal model of
humanity, society, and culture; the second is social and national trends carrying
local characteristics, created by people who are shaped within a specific
geography, history, and culture and united in common symbols. In other words,
education, while trying to create a model that conforms to its own definition of
its people and society, also seeks to find answers to the typologies of humanity
and society that have become distinct in universal criteria and frameworks, by
allocating both the aims and the teaching content that is appropriate to these
aims (Akyiiz, 2019).
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Due to rapidly changing living conditions worldwide, the skills people need
are constantly evolving. Innovations in science and technology, in particular, are
rapidly transforming living conditions, making the importance of possessing up-
to-date skills increasingly crucial (Ablak, 2020; Atik and Yetkiner, 2021; Cansoy,
2018). In today’s world, where skills such as creativity, innovation, leadership,
and entrepreneurship are becoming increasingly important, individuals need to
possess skills that meet the demands of the 21st century (Kayhan et al., 2019).
The 21st century is considered a period in which humanity feels change and
innovation profoundly, as science and technology are rapidly changing, and
daily life is constantly being renewed as a result (Posos Devrani, 2021). In
the 21st-century world, simply possessing knowledge is no longer sufficient;
people are expected to use that knowledge in a way that is appropriate to the
changing conditions of the world (Ery1lmaz and Ulusoy, 2015). Individuals are
expected to adapt to the rapid change and transformation, to use the knowledge
they possess in their lives, and to actively participate in social life as part of
the society in which they live with a productive and participatory structure
(Belet Boyaci and Giiner Ozer, 2019). At this point, the ability to solve various
problems arising from the change and to adapt to developing new situations
stand out as fundamental requirements (Tugluk and Ozkan, 2019; Uziimcii
and Bay, 2018). As a result of this change, 21st-century skills represent the
skills that people should possess in today’s world. These skills generally refer
to the advanced thinking skills, enhanced affective characteristics, and learning
abilities required in the technological and scientific age in which we live (Demir
and Ozyurt, 2021; Ecevit and Kaptan, 2021; Gomleksiz et al., 2019). At the
core of 21st-century skills are competencies such as strong communication and
collaboration skills, efficient use of technology, innovation, creative thinking,
and problem-solving. It is expected that these skills will enable people to be
active participants and productive members of society (Bozkurt, 2021; Hamarat,
2019).

All of the above is possible with a strong education system. Therefore,
every country constantly strives to strengthen its education system. Especially
considering the early ages at which education begins, Montessori education is
one of the first things that comes to mind.

Montessori Education

Montessori education completely centers the child and prioritizes their
development. The balance between freedom and responsibility is always
paramount. Montessori education was developed in the early 20th century by
the Italian doctor and educator Maria Montessori. The basic principles and
practical information regarding Montessori education are presented below.
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Montessori Education: Basic Principles and Application

Montessori education is an alternative educational approach developed at the
beginning of the 20th century by Italian doctor and educator Maria Montessori,
which centers the child and prioritizes individual development. The Montessori
method is a system based on a balance of freedom and responsibility, allowing
children to learn at their own pace, according to their interests and needs. The
basic characteristics of Montessori education are given below.

Basic Characteristics
The basic characteristics of Montessori education are listed below.

1. Child-Centered and Individualized Education: Montessori education
respects each child’s individual developmental process and interests. Children
learn at their own pace and with materials of their own choosing (Keerthirathne,
& Sampath, 2025; Chlog, 2017; Ifeoma et al, 2017; Kizilabdullah, 2021).

2. Prepared Environment: Classrooms are arranged in a way that allows
children to explore independently. Materials are designed to support children’s
sensory, cognitive, and motor development (Nadiva, & Oleksandra, 2019; Tiirk
& Sari, 2020; Kizilabdullah, 2021).

3. Age-Different Groups: Children from different age groups are together
in the classrooms. This encourages peer learning and social development
(Angeline, & Else-Quest, 2006; Nadiva, & Oleksandra, 2019; Kizilabdullah,
2021).

4. The Role of the Teacher: The teacher acts as a guide and observer;
providing support when needed without interfering with the child’s learning
process (Keerthirathne, & Sampath, 2025; Faisal Reza Saputra, 2025;
Kizilabdullah, 2021).

5. Grading and Exams: Montessori schools do not have a traditional grading
system or exams. Instead of the grading system and exams in traditional
schools, children’s development is monitored through continuous observation
and individual assessment (Angeline, & Else-Quest, 2006; Keerthirathne, &
Sampath, 2025; Chloég, 2017).

Benefits of Montessori Education
The benefits of Montessori education are listed below:

1. It supports children’s development in areas such as independence, self-
confidence, problem-solving, and social skills (Susana, 2021; Ritu, 2024;
Bednarczuk, 2023).

2. More positive results can be obtained in academic and social/emotional
areas compared to traditional education (Justus et al., 2023; Chlog€, 2017;
Angeline, & Else-Quest, 2000).
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Basic Principles and Differences of Montessori Education

Montessori education is a method that prioritizes the child and supports their
individual development. However, this method will inevitably have differences
from other methods. The basic principles and differences of Montessori
education are given in Table 1 below.

Table 1. Basic Principles and Differences of Montessori Education

Characteristic Montessori Education Tradiotinal Education
Student role Active, manages their own Passive, teacher-centered
learning.

Classroom order  Prepared environment, freedom.  Sequential, teacher-controlled.

Evulation Continuous monitoring, Grades and exams
individual follow-up.

Age groups Mixed groups of different ages Single age group

Figure 1 above shows the differences between Montessori education and
traditional education. In Montessori education, the student is active and manages
their own learning, while in traditional education, the student is passive and
the teacher is centered. Looking at the classroom environment, Montessori
education uses prepared learning environments, while traditional education has
a teacher-controlled environment. Regarding the assessment stage, Montessori
education involves continuous observation and personal development. There is
no grading or examination system. However, traditional education involves a
system of exams and grading. In Montessori education, students are evaluated
through continuous monitoring and personal development, whereas in traditional
education, students are constantly given exams, and grades are assigned based
on the results. Comparing age groups, Montessori education involves mixed
groups of children of different ages. In contrast, traditional education clearly
involves student groups where all students are the same age.

Conclusion

Montessori education is an educational model that supports the child’s
natural development, balances freedom and responsibility, and is based on

individualized and active learning. This approach has positive effects on both
the academic and socio-emotional development of children.
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BEDEN EGIiTIMINDE GELENEKSEL MODELLER iLE
DiJiTAL ARACLARIN KULLANILDIGI HiBRIT EGITiIM
MODELLERI

Necla Yasar'

GIRIS

Yirmi birinci ylizyilin egitim paradigmasi, teknolojinin hizli evrimi ve
pedagojik yaklasimlardaki dontisiimlerle birlikte yeniden sekillenmektedir.
Fiziksel okuryazarlik, saglik bilinci ve yagam boyu spor aliskanligi kazandirmay1
hedefleyen beden egitimi ve spor disiplini de bu degisim riizgarindan nasibini
almaktadir. Geleneksel 6gretim modelleri, yillarca beden egitimi miifredatlarinin
temelini olusturmus olsa da, gliniimiiz dijital caginin getirdigi yeni 6grenme
ihtiyaclar1 ve teknolojik imkanlar, daha kapsayici, esnek ve 6grenci merkezli
yaklasimlarin benimsenmesini zorunlu kilmaktadir. Bu baglamda, “hibrit egitim
modelleri” kavrami, hem yiiz ylize egitimin sosyal dinamiklerini hem de dijital
araclarin sundugu bireysellestirilmis 6grenme firsatlarini bir araya getiren
giiclii bir pedagojik strateji olarak karsimiza ¢ikmaktadir. Bu kitap boliimii,
beden egitiminde geleneksel modeller ile dijital araglarin entegre edildigi hibrit
egitim modellerinin teorik temellerini, uygulama siireglerini ve 6grenci ¢iktilari
iizerindeki etkilerini derinlemesine incelemeyi amaglamaktadir.

Geleneksel beden egitimi yaklasimlari, siklikla Ogretmen merkezli
dogrudan 6gretim modeline dayanmaktadir. Bu modelde 6gretmen, siirecin
lideri olarak igerik, simif yonetimi ve 6grenci sorumluluklari {izerindeki tiim
kararlar1 verirken, &grenciler genellikle pasif alicilar konumundadir (Gil-
Arias vd., 2017). Dogrudan &gretim, teknik becerilerin tekrarma ve motor
gelisime odaklanmastyla bilinse de, 6grencilerin biligsel ve sosyal gelisimlerini
smirlayabildigi, oyunun baglammdan kopuk oldugu ve motivasyonu
diistirebildigi yoniinde elestirilere maruz kalmaktadir (Metzler, 2011; Gil-Arias
vd., 2020). Bu elestirilere bir yanit olarak gelistirilen Spor Egitimi Modeli,
Oyunla Ogretim, Bireysel ve Sosyal Sorumluluk Modeli ve Isbirlikli Ogrenme
gibi pedagojik modeller, 6grenciyi merkeze alan yapilandirmaci bir yaklagim
sunmaktadir (Dyson vd., 2004; Siedentop vd., 2011). Ancak, literatiirdeki

1 Dr, Inonii Universitesi, Spor Bilimleri Fakiiltesi, Malatya, neclla.1323@gmail.com, ORCID: orcid.org/ 0000-0003-
2283-8608
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caligmalar, higbir tekil modelin beden egitiminin tiim hedeflerini ayn1 anda ve
eksiksiz bir sekilde karsilayamayacagini ortaya koymaktadir (Casey & Kirk,
2021; Mehranmanesh vd., 2025).

Iste bu noktada hibritlesme kavrami devreye girmektedir. Hibrit pedagoji,
iki veya daha fazla pedagojik modelin giiclii yonlerinin birlestirilerek, tek bir
modelin sinirhiliklarinin asilmasini ve daha nitelikli 6grenme ¢iktilarinin elde
edilmesini ifade eder (Gonzélez-Villora vd., 2019). Ornegin, Spor Egitimi
Modeli’nin sundugu sezon yapisi, takima aidiyet ve senlik havasi ile Oyunla
Ogretim (TGfU) modelinin taktiksel farkindalik ve problem ¢dzme odakli
yapisinin birlestirilmesi, 6grencilerin hem oyun performanslarint hem de
motivasyonlarini artirmada etkili bir strateji olarak 6ne ¢ikmaktadir (Hastie &
Curtner-Smith, 2006; Gil-Arias vd., 2017). Benzer sekilde, SEM ile TPSR’nin
entegrasyonu, Ogrencilerin sadece sportif becerilerini degil, ayn1 zamanda
kigisel ve sosyal sorumluluklarini da gelistirmeyi hedefleyen giiclii bir triad
olusturmaktadir (Hastie & Buchanan, 2000; Menendez-Santurio & Fernandez-
Rio, 2017).

Ancak hibritlesme sadece pedagojik modellerin bir araya getirilmesiyle
siirlt  kalmamalhidir.  Gliniimiiziin = “dijital yerlileri” olan &grencilerin
ihtiyaclarina cevap verebilmek icin, bu hibrit yapilarin dijital araclar ve
yapay zeka teknolojileriyle desteklenmesi gerekmektedir. Internet ve mobil
teknolojilerin yayginlagsmasi, ¢evrimi¢i ve g¢evrimdigi 0grenmenin entegre
edildigi yeni bir hibrit 6grenme anlayisini beraberinde getirmistir (Gao,
2023). Beden egitiminde yapay zeka ve oyunlastirma unsurlarinin kullanima,
geleneksel 6gretimin mekanik ve sikict yapisini kirma potansiyeline sahiptir.
Jiang (2024), Beden Egitimi + Yapay Zeka + Oyunlar seklindeki hibrit 6gretim
modunun, §grencilerin spora olan ilgisini artirirken, yapay zeka algoritmalar
sayesinde kisisellestirilmis 6grenme deneyimleri ve veri odakli geri bildirimler
sundugunu belirtmektedir. Ayrica, kitlesel agik ¢evrimici dersler (MOOC) ve
mobil uygulamalar, 6grencilerin teorik bilgileri (6rnegin spor giivenligi veya
oyun kurallar1) ders disinda kendi hizlarinda 6grenmelerine olanak tanirken, yiiz
ylize derslerin daha ¢ok pratik uygulamalara ve sosyal etkilesime ayrilmasini
saglamaktadir (Gao, 2023).

Dijital araclarin hibrit modellere entegrasyonu, ozellikle COVID-19
pandemisi siirecinde bir zorunluluk haline gelmis ve bu siire¢, beden egitimi
Ogretmenlerinin dijital hazirbulunusluk diizeylerinin 6nemini gozler Oniine
sermistir (Kriswanto vd., 2023). Sanal siiflar, video analizleri ve giyilebilir
teknolojiler, 6grencilerin hareket kaliplarini izlemek, teknik hatalar1 diizeltmek
ve fiziksel aktivite diizeylerini artirmak i¢in kullanilabilmektedir (Zhang &
Huang, 2025). Ornegin, bir dgrencinin basketbol sut tekniginin video kaydi
iizerinden yapay zeka destekli bir analizle degerlendirilmesi ve ardindan hibrit
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bir SEM-TGT{U iinitesinde bu becerinin oyun i¢inde uygulanmasi, teknolojinin
ve pedagojinin milkemmel bir uyumunu temsil etmektedir.

Bu arastirmada, oncelikle geleneksel pedagojik modellerin temel 6zellikleri
ve sinirhiliklart ele alinacak, ardindan bu modellerin birbirleriyle nasil
hibritlestigi literatiirden orneklerle aciklanacaktir. Daha sonra, bu pedagojik
hibritlesmenin, dijital araclar ile nasil zenginlestirilebilecegi ve dijital hibrit
egitim kavraminin beden egitimindeki karsilig1 tartigilacaktir. Son olarak, bu
¢ok katmanli hibrit modellerin 6grenci motivasyonu, beceri gelisimi, taktiksel
anlayis ve sosyal sorumluluk iizerindeki etkileri, glincel arastirmalar 1s18inda
degerlendirilecek ve gelecekteki uygulamalar i¢in Oneriler sunulacaktir.

Tekil Modellerden Coklu Yaklasimlara Pedagojik Hibritlesme

Beden egitimi pedagojisinde son yillarda yasanan en belirgin doniisiimlerden
biri, 6gretmen merkezli geleneksel yaklasimlardan 6grenciyi merkeze alan
yapilandirmacit modellere dogru evrilmedir. Spor Egitimi Modeli, Oyunla
Ogretim ve Bireysel ve Sosyal Sorumluluk Modeli gibi tekil pedagojik
modeller, 6grencilerin fiziksel okuryazarlik yolculugunda 6nemli kilometre
taglart olmustur. Ancak, giincel literatiir ve saha deneyimleri, tek bir pedagojik
modelin beden egitiminin fiziksel, biligsel, duygusal ve sosyal hedeflerini ayn1
anda ve eksiksiz bir sekilde karsilamada zaman zaman yetersiz kalabilecegini
ortaya koymaktadir (Mehranmanesh vd., 2025). Her modelin kendine has gtiglii
yanlar1 oldugu gibi, uygulama baglamina gore sinirhiliklar1 da bulunmaktadir.
Iste bu noktada, tekil modellerin smirlarmi asmak ve dgrenme g¢iktilarini
zenginlestirmek amaciyla gelistirilen pedagojik hibritlesme kavrami devreye
girmektedir.

Hibritlesme, basitce iki 6gretim yonteminin rastgele karigtirilmast degil;
aksine, iki veya daha fazla modelin en etkili 6zelliklerinin, &grencilerin
ihtiyaglarina gore stratejik bir bigimde biitiinlestirilmesi siirecidir. Bu yaklasim,
modelleri birbirine rakip alternatifler olarak gérmek yerine, onlar1 birbirini
tamamlayan ve destekleyen bir “pedagojik yapbozun” pargalari olarak ele alir
(Gonzalez-Villora vd., 2019). Aragtirmalar, hibrit modellerin, 6grencilerin hem
oyun performanslarini hem de taktiksel farkindaliklarini gelistirmede tekil
modellere veya dogrudan ogretime kiyasla daha {istliin sonuglar verebildigini
gostermektedir (Araujo vd., 2016).

Ozellikle Spor Egitimi Modeli’nin sagladig1 sezon yapisi, takima aidiyet ve
senlik gibiyapisal 6zellikler, diger modellerinigeriksel zenginligiile birlestiginde
giiclii bir sinerji yaratmaktadir. Ornegin, SEM’in yapisal catis1 altinda TGfU’nun
taktiksel problem ¢ozme siireglerinin islendigi bir hibrit tinitede, 6grenciler
hem teknik becerilerini oyunun gercgekligi i¢cinde dgrenmekte hem de takim
olmanin getirdigi sosyal sorumlulugu deneyimlemektedirler (Gil-Arias vd.,
2017). Benzer sekilde, SEM ile TPSR nin entegrasyonu, dgrencilerin 6zerklik,
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yetkinlik ve iliskili olma gibi temel psikolojik ihtiyaclarini destekleyerek igsel
motivasyonlarini ve dersten aldiklar keyfi artirmaktadir (Gil-Arias vd., 2020).

Bu baglamda pedagojik hibritlesme, beden egitimi 6gretmenlerine esnek ve
cok yonlii bir 6gretim “alet cantasi” sunmaktadir. Bu ¢oklu yaklagim sayesinde,
sadece motor becerilerin gelistirilmesi degil, ayn1 zamanda 6grencilerin karar
verme yetilerinin, liderlik vasiflarinin ve sosyal sorumluluk bilinglerinin de
es zamanl olarak desteklenmesi miimkiin hale gelmektedir. Sonug¢ olarak,
tekil modellerden hibrit yaklagimlara gecis, beden egitiminde daha kapsayici,
motive edici ve biitlinciil bir 6grenme iklimi yaratmanin en etkili yollarindan
biri olarak kabul edilmektedir (Zhang vd., 2024).

Yapay Zeka ve Dijital Araclarin Beden Egitimi ve Spor Derslerine
Entegrasyonu

Akilli beden egitimi, geleneksel Ogretim yontemlerinin dijital cagin
imkanlartyla yeniden yorumlanarak, yapay zeka ve ileri teknoloji araglarinin
pedagojik siirece derinlemesine entegre edildigi yeni bir egitim paradigmasini
ifade etmektedir. Bu yaklasim, beden egitimini sadece fiziksel bir uygulama
alan1 olmaktan ¢ikarip, veriye dayali hassas analizlerin ve kisisellestirilmis geri
bildirimlerin merkeze alindig1 dinamik bir ekosisteme doniistiiriir. Geleneksel
modellerde O6gretmenlerin deneyimlerine ve Oznel gozlemlerine dayanan
degerlendirme siirecleri, gilinlimiizde yerini bilgisayarli gori, giyilebilir
sensorler ve derin 6grenme algoritmalarina birakmaktadir (Zhang & Huang,
2025). Bu teknolojiler, o6grencilerin hareket yoriingelerini, biyomekanik
duruglarmi ve fizyolojik tepkilerini gercek zamanli izleyerek, insan gdziiniin
kagirabilecegi mikro diizeydeki teknik hatalar1 aninda belirleme ve diizeltme
imkani sunar.

Bu dijital dontisimiin en kritik katkisi, egitimin bireysellestirilmesi
noktasinda ortaya ¢gikmaktadir. Gegmiste siniflarda uygulanan standartlagtirilmig
tek tip miifredatlar, 6grencilerin farklilasan fiziksel yeteneklerini ve 6grenme
hizlarini karsilamada ¢ogu zaman yetersiz kalmistir. Ancak giiniimiizde yapay
zeka destekli sistemler, 6grencilerin tarihsel performans verilerini ve fiziksel
geligimlerini analiz ederek onlara 6zel, uyarlanabilir antrenman regeteleri ve
gelisim rotalar1 olusturabilmektedir (Jiang, 2024). Ornegin, Random Forest
gibi gelismis algoritmalar kullanilarak olusturulan degerlendirme modelleri,
ogrencilerin spor giivenligi konusundaki teorik bilgilerini ve pratik gelisimlerini
geleneksel yontemlere kiyasla ¢ok daha yiiksek bir dogrulukla ve objektif bir
sekilde analiz edebilir (Gao, 2023).

Ayrica, MOOC (Kitlesel A¢ik Cevrimi¢i Dersler) platformlar1 ve sanal
gerceklik uygulamalar ile desteklenen hibrit yapilar, 6grenme siirecini okul
duvarlarinin ve ders saatlerinin Otesine tasimaktadir. Bu sayede ogrenciler,
teorik bilgileri veya oyun kurallarini dijital ortamda kendi hizlarinda edinirken,
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yiiz yiize derslerde daha nitelikli pratik yapma ve sosyal etkilesim kurma
sans1 bulurlar (Gao, 2023). Ozetle, akilli beden egitimi kavrami, teknolojiyi
Ogretmenin yerine gececek bir unsur olarak degil; 6gretim verimliligini,
Ogrenci giivenligini ve derse katilimi artiran gii¢lii bir “katalizér” olarak
konumlandirmaktadir.

Motivasyon, Beceri ve Sosyal Gelisim Uzerine Etkiler

Beden egitiminde pedagojik ve teknolojik hibritlesme, 6grencilerin ¢ok
yonlii gelisimini destekleyen sinerjik bir etki yaratmaktadir. Bu sentezin
ciktilari, Oz-Belirleme Kurami (Self-Determination Theory) perspektifinden
incelendiginde, hibrit modellerin (6zellikle SEM ve TGfU entegrasyonunun),
ogrencilerin 6zerklik, yetkinlik ve iligkili olma gibi temel psikolojik
ihtiyaglarin1 dogrudan 6gretim yontemlerine kiyasla daha giiclii bir sekilde
karsiladig1 goriilmektedir (Gil-Arias vd., 2017). Ogrencilerin kendi takimlarini
yonetmeleri, stratejik kararlar almalar1 ve dijital araglarla siireclerini takip
etmeleri, i¢sel motivasyonu artirmakta ve dersten aliman zevki (enjoyment)
iist seviyeye tasimaktadir. Ozellikle baslangi¢c motivasyonu diisiik veya orta
diizeyde olan dgrencilerde, hibrit modellerin yarattigi “yenilik” (novelty) ve
“cesitlilik” (variety) algisi, derse katilimi artiran kritik bir faktor olarak one
¢ikmaktadir (Garcia-Gonzalez vd., 2020).

Bilissel ve psikomotor beceri gelisimi ag¢isindan bakildiginda, hibrit
modeller tekil yaklasimlarin eksikliklerini tamamlayici bir rol {stlenir.
Gonzalez-Villora ve digerleri (2019), Spor Egitimi Modeli’nin (SEM) sagladigi
yapisal cercevenin (sezon, senlik vb.), Oyunla Ogretim (TGfU) gibi modellerin
taktiksel derinligi ile birlestiginde, 6grencilerin hem oyun performansini hem
de teknik becerilerini es zamanli olarak gelistirdigini belirtmektedir. Bu sentez,
Ogrencilerin sadece hareketi “nasil” yapacaklarini degil, oyun i¢inde ‘“ne
zaman ve neden” yapacaklarini da kavramalarini saglar. Ayrica, “Spor + Yapay
Zeka + Oyun” formundaki teknoloji destekli hibrit modeller, d6grencilerin
fiziksel yeteneklerini gelistirirken ayni1 zamanda sportmenlik ve derse baglilik
diizeylerini de artirmaktadir (Jiang, 2024).

Sosyal ve duyussal gelisim baglaminda ise hibritlesme, kapsayici ve adil
bir 6grenme iklimi yaratir. SEM ile Bireysel ve Sosyal Sorumluluk Modeli’nin
(TPSR) entegrasyonu, Ogrencilerin liderlik, empati ve yardimseverlik gibi
sosyal becerilerini pekistirirken, siddet igeren tutumlarin azalmasina katki
saglar (Menendez-Santurio & Fernandez-Rio, 2017). Bu modeller, cinsiyet
kalipyargilarinin 6tesine gegerek, kiz ve erkek 6grencilerin esit firsatlara sahip
oldugu, 6zerkligi destekleyen bir ortam sunar (Gil-Arias vd., 2021). Sonug
olarak, yapilan sistematik derlemeler, hibrit pedagojilerin fiziksel, bilissel,
duygusal ve sosyal alanlarda tekil veya geleneksel modellere kiyasla daha iistiin
ve biitiincll 6grenme ¢iktilart sagladigimi dogrulamaktadir (Mehranmanesh
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vd., 2025). Bu bulgular, hibrit modellerin sadece akademik bir yenilik degil,
ayni zamanda Ogrenci refahin1 ve yasam boyu fiziksel aktivite aligkanligini
destekleyen giiclii bir pedagojik ara¢ oldugunu gostermektedir.

SONUC VE ONERILER

Beden egitimi ve spor ogretiminde geleneksel yontemlerin, 21. yiizyil
becerilerine sahip bireyler yetistirmede tek basina yeterli olamadig1 gergegi,
pedagojik ve teknolojik hibritlesmeyi bir tercih olmaktan ¢ikarip bir gereklilige
donistiirmiistiir. Bu kitap boliimii kapsaminda incelenen literatiir ve analizler,
spor egitimi modeli, oyunla Ogretim ve bireysel ve sosyal sorumluluk
modeli gibi kanit temelli modellerin hibritlenmesinin, 6grenci ¢iktilarinda
sinerjik bir etki yarattigimi ortaya koymaktadir. Arastirmalar, hicbir tekil
modelin beden egitiminin fiziksel, bilissel, sosyal ve duyussal hedeflerini
aynt anda tam kapasiteyle karsilayamadigini; ancak modellerin giiclii
yonlerinin birlestirilmesiyle bu ¢ok boyutlu hedeflere daha etkili bir sekilde
ulasilabildigini gostermektedir. Ozellikle SEM’in sagladig1 yapisal cerceve ile
TGfU’nun taktiksel derinliginin veya TPSR’nin sosyal sorumluluk vurgusunun
entegrasyonu, Ogrencilerin motivasyonunu, oyun performansint ve derse
bagliligin1 6nemli 6l¢iide artirmaktadir.

Bununla birlikte, sadece pedagojik modellerin birlesimi degil, bu
yapilarin dijital araglarla desteklenmesi de “Akilli Beden Egitimi” doneminin
kapilarii aralamaktadir. Yapay zeka destekli analizler ve ¢evrimici 6grenme
platformlari, 6grencilere kisisellestirilmis geri bildirimler sunarak motor beceri
gelisimini hizlandirmakta ve teorik bilgilerin edinilmesinde zaman tasarrufu
saglamaktadir. Ayrica, bu hibrit yaklagimlarin cinsiyet kalipyargilarini kirarak
hem kiz hem de erkek 6grenciler igin kapsayici ve esitlik¢i bir 6grenme ortami
sundugu, ozellikle kiz 6grencilerin motivasyonunda belirgin artiglar sagladig:
gorillmiistir.

Elde edilen bu sonuclar 1s1ginda, uygulayicilar, politika yapicilar ve
aragtirmacilar i¢in su Oneriler gelistirilmistir:

e Hibrit modellerin basarisi, 6gretmenin bu modellere olan hakimiyetine
ve “model sadakatine” dogrudan baghdir. Ogretmenlerin sadece tekil
modelleri degil, bu modelleri nasil sentezleyeceklerini ve dijital araclari
pedagojik siirece nasil entegre edeceklerini 6grenmeleri gerekmektedir.
Hizmetigciegitimler, 6gretmenlerin dijital yeterliliklerini ve hibrit pedagoji
tasarlama becerilerini gelistirecek sekilde yeniden yapilandirilmalidir.

e Beden egitimi miifredatlari, kati ve tek tip dgretim yontemleri yerine,
Ogrenci ihtiyaclarina ve okulun imkanlaria gore sekillenebilen modiiler
ve hibrit yapilara izin vermelidir. Ogretmenler, smifin dinamiklerine gére
SEM’i temel alip iizerine TGfU veya TPSR gibi modelleri eklemleyerek
kendi “pedagojik yapbozlarini” olugturmaya tesvik edilmelidir.
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e Dijital hibritlesmenin (¢evrimici/cevrimdisi) saglikli yiiriitiilebilmesi
icin okullarin teknolojik altyapilart giiglendirilmelidir. Ancak teknoloji
kullanim1 amag haline getirilmemeli; &grencilerin hareket siiresini
kisitlamadan, verimliligi ve O0grenmeyi derinlestiren bir ara¢ olarak
konumlandirilmalidir.

e Hibrit modeller tasarlanirken, dezavantajli gruplar, diisiik beceri
diizeyine sahip dgrenciler ve farklit motivasyon profillerindeki bireyler
g6z 6niinde bulundurulmalidir. Ozellikle motivasyonu diisiik 6grenciler
icin hibrit modellerin sundugu “yenilik” ve “gesitlilik” unsurlar1 stratejik
olarak kullanilmalidir.

Sonug olarak, beden egitiminde hibritlesme, sadece bir yontem degisikligi
degil, 6grenciyi merkeze alan, teknolojiyi pedagojiyle harmanlayan ve biitiinciil
gelisimi hedefleyen bir zihniyet doniisiimiidiir. Gelecegin beden egitimi, bu
esnek ve ¢cok katmanli yapilarin lizerinde yiikselecektir.
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